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*TEACHER: ATTITUDES: STUGENT ATTITUBES, PARENT lTTlTUBESa

ADMINISTRATOR ATTITUDES, *ROLE CONFLICT, #TEAGHER ROLE, Joé f;g"*

SATISFACTION, TEACHER RESPONSIBILITY, TEACHER = .
cnanuc1aaxstlcs. LITERATURE REVIEWS, OKLAHOHA:‘

~THE OBJE¢T!VES OF 1&15 STUDY NER” TO (1) BEF!CT THE ROLE L
OF VOCATLONAL. AGRICULTURE, TRADE AND INBUSTRIAL: DISTRIBUTIVE =lf f«a

'EBUCATION. ‘AND TECHNICAL EDUCATION TEACHERS IN OKLAHOMA, (2)
ASSE3S THE POTENTIAL FOR ROLE CONFLICT ASSOCIATED WITH THEIR

ACTIVITIES, AND. (3) OPERATIONALIZE ROLE THEORY AS AN A Pvuoacu,f;;;;f

FOR lNVE&TIGATING EDUCATIONAL FROBLEMS. . INSTRUMENTS NERE
fPEVELOFWB FOR’ ASSESSING “THE. ATIRIBUTES AND EXTENT OF J0B i
1SATI$FACYION OF VOCATIONAL-?EACHERS: THE ACTIVITY COGNITIO&S
(WHAT THE - TEACHER SAYS HE BOES AND WHAT. THE EVALUATORS ."ff
PERCEIVE HE ACTUALLY DOES) AND NORMATIVE EXPECTATIONS (NHAT
THE 1EACHER AND EVALUATORS PERCEIVE HE $HOULG DO) OF THE
EAﬁHER AND THE ASCRIFTION OF LEGITIHACY BY THE. TEACHERS TO
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fCONCERNlNG WHAT VOCATIONAL TEACHE&S BO.,HATERIAL SECURED BY L
GROUF INTERV!EH'SESSIONS FROM OVER 1,500 RESPONDENTS: ,_,:_:,,
'INCLUDING APPROXTMATELY. 250 VOCATIONAL. TEACHERS: FROH A -
}STR&T!FIEB RANBO“»SAMPLE OF 87 SCHOOLS WAS ANALYZED. ,;kufykz'-
"SUBSTANTIAL DIFFERENCES IN ATTRIBUTES BETNEEN TEACHERS IN
'OIFGERENT FIELDS-OF VOCAT!ONAL EDUCATION WERE FOUND, BYUT

RADE AMD INDUSTRIAL TEACHERS ESPECIALLY HAD CHARMCTERISTICS Q5*°“*V

'WHICH TENDED TO SET THEM APART. JOB SATISFACTION AFPEARED TO
‘BE HIGHEST FOR ntsxaxaurxve 'EBUCATION AND LOWEST FOR [

'TECHNICAL_EDUCATION TEACHERS. SIGNIFICANT DISPARITIES. Exxsxan- t‘;§f*
'BETWEEN THE FOUR TYFES OF VOCATIONAL TEACHERS, VOCATIONAL AND jv;;;ia

fﬂONVOCAT!OﬂLL STUDENTS, PARENTS, COUNSELORS 'NONVOCATIONAL
12&‘“535: AND ADHI“!STRATORS ON EXFECTAT!ONS AS 10 NHAT THE
,EACHERS B8O AND . SHOULD BO IN RELAT!ON 10 76 SPECIFIED
CTIVITIES. “ROLE CONFLICT APPEARED TO BE S“BSTKNT!AL BUT NOT

“EXCESSIVE, THE TEACHERS USUALLY 'ASCRIBED THE. RIGKT TO HOLD

_EXPECTATIONS OF THEIR ACTIVITIES TO LOCAL ADMINISTRATORS AND f,ﬁ;,

" STATE BOARD PERSONNEL ONLY. THE CONCEPT OF ROLE CAN BE )
OPERATIONAL1ZED ; AND THE azsunvs—ov STUDIES oF THIS TYPE CAN

'BE TRANSLATED INTO HEANINGFUL ACTION. A BIBLIOGRAPHY, sunpuasif}“f'

OF THE INSTRUMENTS, AND BATA ARE INcLuneo‘~¢nn:
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CHAP.IER-::I::. f:I’NTL;ODU@’TIONt =

| In this chapter, attention is given to the nature and back-‘
ground of the protlem investigated, and to a review of related
research literature., The development of role theory as a frame=-
work for research on educational problems is emphasized. In the

‘latter portion of the chapter, the purposes, hypotheses, and model =

for this study are presented. Four general research questions and
seven research hypostheses which serve as a core for the study are e
stated on pages 24 to 27. : -

Problem, Background, and Review of Related Research

This study is an empirical investigation of the roles and po~
- tential for role conflict of selected categories of vocational
 teachers in a stratified sample of secondary schools in Oklahoma.
Educators, employers, and concerned lay groups increasingly are
- evgluating the problems of vocational education and the estimations
vocational teachers make regarding what their proper functions are
_and should be. ,

The basic questiqn arises as to the extent there seems to be
consensus or disagreement of the vaocational teachers among them-
pelves and with what sociologists label as potentially "significant
.others" concerning what are and what should be the proper activities
of vocational teachers. The "significant others" emphasized in .
‘this study include such persons directly involved in the daily
functions of the school as administrators, non-vocational teachers, .
counselors, vocaticnal students, non-vocational students, and par-
‘ents, Other categories of persons involved in this research pro-
ject, but considered less directly because of problems of method~-
ology, are State Board for Vocational Education persomnel, local
school board members, employers and potential employers of voca-
tional students, and interested community groups.

The project is designed to provide for teachers and others in
 the field of vocational education a better picture of how voca-
tional teachers perceive what they do and what they should do as
the extent to which their activities, real and ideal, are under-
stood by others in the same manner as the teachers see them. Such
knowledge may assist vocational educators in planning more ade- -
quately and particularly in deciding what types of activities may
need modification and what areas need better undersianding by in-
terested persons other than the vocational teachers themselves.




7 Another sphere with which this study is concerned is to at-,f
_tempt an addition to our knowledge of .role theory so as to apable.
~its use as a heuristic device in analyzing a practicel problem. 3
~ The premise is that sound theory can be applied to the understandf"
ing of real life situations and does not have to exist as an -

abstract entity in itself. From a study of the roles and. role j,."t

~conflicts of vocational teachers, there can be theoretieal along

‘with substantive gains, The remainder of this section of the re-\pj-l¥‘

- port will consider the role concept. generaliy and will review ,
pertinent work on this and related concepts, with particular em-.
‘phasis on research tha“ has been done on the teecher role, espe=:
cﬂﬂly that of the vocational teacher,

THE pov CONCEPT

The concept of role has received a great deal of theoretical ’

- and empirical attention over the last thirty years.  The early
‘literature relating to role was primarily theoretical, with

- empirical studies during this period being mainly of a descriptive

type. In the last decade the empirical emphasis has shifted to
statistical. analyses of role, with suchk statistical analyses '
appearing at an increasing rate, 3

| A vast literature has accumniated on the content and“nature
- of different kinds of roles (such as the.foreman, friend wife-'

mother, husband-father, leader, to name a few). Roles range from | :

" thiose which are amorphous and vaguely defined to those which are
highly institutionalized, Yet it is curious that a precisely de-
 fined and agreed upon concept cof role does not exist in social
science literature. Definitions contain a _variety of concepts
which are not standardized, Many times a common term rvelated to.
defining role, such as status, which runs throughout the litera~
ture is given different conceptual meanings or many terms are
coined which car~y the same meaning. Thus, although the use of
role and role-related concepts 'is firmly entrenched in socio- |
logical writing, as Neiman and Hughes concluded, they are vague,

nebulous, and non-definitive and are or tend to be ad hoc explana~ o

tions of human behavior (58, . p. 141). .

. 'The real value of the role concept at present is that 1t
serves as an organizing concept in much the same way that atti-
tude does. It enables the .analyst to make connections between
and explain diverse hehaviors in changing situations in terms of
a single multi~-dimensional variable. It may be treated as an
hypothetical intervening variable (in the independent-intervening-
. dependent, variable framework), The role concept cannot be |
anchored directly on the empirical level but only on the anteced-

éent  and consequent sides to empirical phenomena. It is anchored

~.on the antecedent side by other more precisely defined concepts
such as position, norm, etc. and on the consequent side by role




performance and activity cognition. Thus the content of a speci~ -

"--fic role is measured by determining various kinds of prescriptions.

which comprise a role and the effects of such prescriptions are

'dete:mined by measuring role performance.

In role analyses, the focus of attention is placed on a oomp .
plex, relatively stable behavioral concept which can be defined

" in terms of various systems, such as the personzlity system, the

social system, and the cultural system. Role definitions may be

“grouped under a variety of types of classifications depending onr

the analytical interests of the persons making the classification.
One such classification has been proposed by Gross and his
associates (36; Chapter.2). .These' authors categorize definitions
of role under four headings: role as overt behavior, role ‘as
"normative culture patterns", role as residing in a self~other
context, and role gs”the orientation of an actor. For the pur=-
poses of the present study, it is sufficient to discuss briefly
three major traditions in which role analyses have been cast.
These traditions closely coincide with the above classification
system and vary according to the predominant level of system—

- reference at which the analysis is centered:

a. the cultural level and the anthropological tradition
' b._ the social system level and the sociological tradition

c. the individual-groupnlevel and the soecial psychological
tradition.

Ralph Linton and the Anthropological Tradition

The classical definitions of and distinction between status
and role were formulated in 1936 by Ralph Linton. According to
Linton, a social system is cultural in that it is an organization
of learned behaviors which are shared and transmitted, 'the sum to-

"tal of the ideal patterns which control the reciprocal behavior be-

tween individuals and between the individual and society" (49,

p. 105). Ideal patterns which make up the essence of a social sys-
tem are reduced to individual terms through organization into sta-
tuses. A status Linton defines as a collection of rights and duties.
When the individual puts rights and duties stemming from a particu-

"lar status into action, he is performing a role--the dynamic behav-

ioral counterpart of status. Status and role are '"models for or-
ganizing the attitudes and behaviors of the individual so that
these will be congruent with those of the other individuals parti~-
cipating in the expression of the pattern" (49,p. 114).

Numerous other writers have followed Linton 8§ distinction in
" its essentials. Gross states:




’ How an individusl actually performs in a given poai-;"
tion, as distinct from how he is supposed to perform,
we call this his role. The role, then, is the manner
in which a person actually carries out the require-
ments of his positions.' It is the dynamic aspect of
status or office and as such is always influenced by

factors other than the stipulations of the position

"'itself (35, p. 14). |

Kingsley Davis refines Linton 8 definition of status even
more by differentieting status, which designates a position in a

general institutional system that has evolved spontaneously, from

- office, which designates a position in a deliberately created

‘organization. Using Linton's ascribed-achieved clussification,
Davis says offices are primarily achieved while statuses are much
more often ascribnd (27, p. 88) .

The distinguishing fgature of definitions in the tradition of

Linton is the emphasis on cultural patterns and configurations
- which are organized into statuses. Role analyses here focuses on:
kinship systems, sex roles, and broad institutionalized roles
within a society.

 Socisl Socisl System Theory and the Sociological Tradition'

Obviously, much social interaction has a considerable degree'.

nof role character, particularly that which occutp in institution-
‘alized settings. As Goode states:

The widespread rotion that institutions are made up
of roles is fruitful because it links a somewhat

more easily observable phenomenon, socigl behavior,
to an important but less easily observable abstrac-
 tion, social structure. In functionalist terms,

this notion also links the observed acts and inferred
values of the individuel with the institutional im-
peratives or requisities of society. At the same
time, by focusing on the elements in the individual‘®s
action decision, it avoids the pitfall of supposing
that people carry out their obligations because these
are "functional'" for the society. (32, P. 434).

At the social system level organizational units consisting
of normative and expectatioral components are embodied in status-
role bundles, fundamental units of social astructure, The primary
units into which the system is analyzed are role-statuses or
positions and the activities appropriate to them. The most im-
portant element in status-roles and institutions are social norms.
An 1llustrative definition of role made in the social system
tradition is that of Pprsons:




‘A vole = = = = is a sector of the total orienta=- .
tion system of an individual which is organized
about expectations in relation to a particular
interaction context. (62, p. 38). |

Parsons deals with relational role-expectation patterms in
terms of. what he calls "pattern variables' which define xole site
uations. These are affectivity versus affective neutrality, seli~
orientation versus collectivity-orientation, universalism versus
particularism, quality versus performance, and specificity versue
diffuseness. : ' - ‘ o -

Bales, who has worked closely with Parson, has isolated two
‘role complexes which appear to emerge in the role differentigtion
process in small groups (3). These roles polarize around the in-
_strumental-expressive problem axis so that in every group there is
the appearance of task roles and social roles. Task roles form
around instrumental problems, and the task Leader tends to rate
" high on activity and task-ability dimensions but less high on like~
ability. Social roles center around expressive and socio~emotional
problems, and a social specialist scores high on likeability but
less high on task=-gbility. - '

Another approach to role in social system terms is that of =
Oeser and Harary. These authors propose a mathematical system .
(graph theory) for charting role structures. They define role,
not with reference to individual personalities, but with reference
"to positions within a structural system that includes persons,
positions and tasks" (61, p. 94). By persons is meant a set of
attributes, not real people as entities. ‘

In broad perspective, role analyses cast in terms of social
system theory have focused on systems of linkages, such as pat-
terns of value orientation, prescriptions and content of roles,
role differentiation, specialization and division of labor, .
status-sets and sequences, and structural strains in roles.
Definitions of role in this tradition imply a structural model.

'george H. Mbad and the SocialéPsxcbolggical Tfaditioﬁ_Aj

. Early interacticnists such as Mead and Cooley dealt with role
in a self-other context and in terms of the processual "how" of
individual performance within a role. Nowhere in Mead's writings
is an explicit definition of role offered sinceé his theory is '~
geared to role behavior in the moment of action rather than to
frozen actional systems. Mead's greatcst contributions to the
area of role stem from his theorizing on social acts, the forma=-
tion of the self, the "I" and the "me", and socialization; and his
discussion of the processes of role-playing, role-taking, and -
playing at a role (533). Role-playing refers to behavioral execu=
tion of a role. In contrast, role~taking refers to the symbolic
process whereby an individual projects himself into the role of




~
o ssoseosl

7another;viewing himself from.this other's eyes. Playing at a role A
is role~taking on an elementary level as when children act out some '
"role such as mother. According to Turrer, . » : |

role taking in its most general form is a prqcess
of looking at or anticipating another’s behavicr
by viewing it in the context of a role imputed to
that other (82, p. 326) o | o

'Rolentaking may proceed from identifying a position, inferring

a role and in this manner anticipating. behavior. As such, role-

- taking 1s an adjunct to application of an actor § .owm role ina

given situation.

Another individuaI-Who did much'to"extend'thelusefulness ofi-
the role concept in a social-psychological framework was Morenmo

~ via the psychodrama, sociodrama, and his theory of tele-relation-"_.

ships. "The genesis of roles goes through two stages, role-

| perception and role enactment" (56, p. 8l). Yablonsky, following

Moreno, states that the fundamental processes which are integral
to an operational theory of role are role-warm-up, spontaneity,

and creativity (87, p. 349). Two additional representative social- -

psychological definitions of role are those of Goode and Sargent.
Goode states that a role is "a set of mutual expectations of be-~
havior hetween two or more actors, with reference to a particular
situation" (33, p. 249). According to Sargent,

a person's role is a pattern or type of social behav-
- ior which seems situationally appropriate to him in
- terms of the demands and expectations of those in his
group (69, P. 360). . ‘ ’

of central importance is how the arganism perceives the
situation and performs a role. Frequent use is made of such terms
as presentation, acquisition, imitation, identification, and role
attitude. These concepts may be contrasted with those of position,
network, and status-zole bumdle which are more often used by those
who adopt a structural model in role 2nalysis, The emphasis is
on the individual and subjective aspect of role rather than on
structure which represents the collective ‘and objective aspect of
role and status.

Cutting across the emphasesareviewed.thus far, it can be

 seen that roles contain eleménts of social, personal, and situa~

tional determination. On the one hand,: the role concept is used
to isolate stable units of social structure, At the same time,
roles can only be performed by individuals who perceive and learn
role prescriptions through interaction and socialization, As
Sarbin says, in a sense role is an interdisciplinary concept




N

in that its variables are drawn from studies of euls B

‘ture, society, and personality. ‘The broad conceptyal = -
~ units of the theory are role, the unit of culture;

‘position, the unity of society; and self the unit

of personality (68, p. 223),

The excellent potentiality of role as an integrative concept
in social theory lies in the fact that it can be a valuablc tool
in bridging the gap between sociological theorizing and psycholog=

‘ical theorizing. Parsons, in his genexal. theory of action, devel-
.ops a role concept which points to this potential inasmuch as he
' useg it to link the personality and social system. . This approach

serves as a useful tool in formulating propositions which can be
incorporated into organizational theory, small group theory, and
theories of social processes. ‘ .

The. foregoing discussion ot traditions employed in role

_'analyses has not presented a series of demonstrated propositions
or a theory. The concept of role and role-related concepts pro=

vide ¢ ial scientists with a meaps of looking at human behavior.

- From tnese traditions, different propesitional entities emerge.

It is hardly surprising that these concepts which tie together so
many facets of social life present numerous difficulties to those
building theory or trying to conduct research in terms of the con-

- cepts.  The promise of role and role-related concepts is that they

help explain how and why individual members of groups do the
things they do, inform uc about the nature and interactional pro=
cesses of social groups and collectivities, and direct attention.
toward certain key relationships or aSpects of behavior not im=

mediately observable.

. A _SYSTEM OF ROLE CONSTRUCTS

This study attempts an lntegrated syetem of role constructs
which comprises the theoretical orientation used for studying the
role end role conflicts of vocational education teachers in Nkla-
homa. No effort has been made to include all aspects of *ole
theory as it has been used both. theoretically and empiricallr by
various persons whec.have warked or are working in the area. Only
those constructs are considered which constitute the basic opera-
tional and theoretical tools of the research reported herein.
First, appropriate definitions are given. - S

-ngcial gosition

" A position is defined as the "location of an actor or class
of actors in a’ system of soclal relatlonshlps" (36, p."67).
Pbsition is another label for what has often been called status.

It is distinguished from the latter in that it does not have to
imply differential tanking by characteristics defining a partioular




"-ranking ébntinuumehile'statuswdoes;carry the -connptation of’ ..

differential ranking. In addition, the concepts of position or
status and role are oiten represented by the use of one term,

either position or role, When this is done, one of the concepts
generally assumes the other, and it becomes a matter of conven~

ience to combine them. S

Focal gbsitionfwill be ased‘tdjrefer to the location df<an

'-actor-or class of actors who congtitute the pivotal pofnt in a

role analysis. In this study, the focal position is that of
several types of vocational education teachers. Counter-position
refers to the location of an actor or class of actors who are
connected with ‘the focal position by relations existing between
them. The corresponding role attached to a focal position is a .
focal role; the corresponding role attached to a counter-position
is termed a counter-role. Multiple elements of relaticnal szpeci~
fication constitute a role-set, or “the complement of role rela-
tionships which an actor has by virtue of occupying a social
position" (54, p. 369). . -

- Important counter-positions connected with the position of

- vocational education teacher are administrator, state supervisor,

non-vocational teacher, parent, student, etc. From this listing .
it may be seen that some of these counter-positions are such by

virtue of their inclusion within. the boundary of the school

system. Other counter-positions exist outside the formal bound-

ary of the school system in that they dn not occupy positions

within the school itself. Thus, parents become counter-positions

because their children occupy a specific position within the

achool, yet parents are not located in a definitive position in
the formal school system. . | |

The concept of position is that of an actor or class of
actors who behave and are treated uniquely and who are differ-

entiated from others on the basis of those behaviors. It is often

difficult to separate position from the types of relationships
which define it. No position exists in a vacuum but necessarily
is located by its relation to other positions in a patterned

system. In formel organizations such as the school, each position

is denoted by a name or label. The totality of positions consti- .
tutes the structural parts of the organization. As Newcomb
states; ‘ :

societies and organized groups are structures of
positions which are organized to reach certain
goals. Since every position is a part of an incly-
sive system of positions, no one position has any
meaning apart from the other positidns to which it
~1s related (59, p. 277).




The difficulty of making an analytical distinction between o
the constructs of position and role stems, at least partly, from
the fact that a position obtains significance from norms and ex-
pectations or the role attached to a position, The. concept. ‘of 5
position as used here refers only t» locations and not to norms
and expectations by means of which it is described. TZhese de~-
scriptive components, norms, make up the role attached to that
position. : S

Role

Earlier, a number of types of general.eonceptualizations of
the role construct’ were covered, As Gross noted, most concep-
tualizations include at least three basic ideas in their defini-
tions of role or the elaborations thereof. These are that indivi-, o
duals in social positions behave with reference to norms and -
expectations held by relevant others and by themselves (36,
P. 17). As defined here, a role consists of groupings of norms
and expectations held by an actor in a focal position and actors
in appropriate counter-positions which set.prescriptions for the
behavior and attributes of that actor with reference to various
types of situations. A role consists of norms and expectations
(a) defining a variety of activities to be carried out, and
(b) defining reciprocal relationships of an actor in an organi— e
zational unit with other members of that or other units relevant o
to principal tasks, problems, and goals. . :

Normative components applied undifferentially to any- incum»l'
bent in a given position comprise the social dimension of a role,

' These patterns are standardized and impersonal. Normatively
specified rights and obligations remain essentially the same
regardless of who "plays the part.” Other normative components
grow up around and are applied to a specific actor occupying a
position., This aspect of role is the personal dimension and is
based upon norms which are established through interaction with -
a particular actor in a position. The personal dimension of role,_.~"“
revolves around an actor's peculiar personality, attributes. and '
the particular situation in which he behaves. Althoeugh both
these dimensions of .role are obviously important determinants of
an actor's behavior, the- focus of the present study is on the '

social dimension,

It is evident that behavior which takes place in a role con-i"
text is always affected by a number of factors other than the -
"formal" or social role elements. As Sargent points out, "roles
have ingredients of cultural, of personal, and of situational
determination" (69, p. 359). The locus of the definition used |
here is cultural but this does not in eny way imply that personal
and situational factors are unimportant in regulatlng role per-
formance., \




Defining role in these terms precludes a conception of role ’
 as actual behavior. Actual behavior pérformeéd within a role con-
text and apprehended through direct observation may he treated via.

- the separate concept of role performance. As thus defined, an

~ analysis of actual trole performance will be excluded from the
 present study. However, data were obtained on activity cogni-
tions, cognitions relating to actual role behavior or role per=-
formance of the vocational teacher, But it cannot be assumed that
there is a one-to-one correspondence between activity cognitions
and role performances, and because of this, a clear distinction
must be mmintalned between the two. : '

Following Blddle, Twyman, and Rankin, a useful distinction
can be made between levels of role statements, one dimension in-
‘volved in role theory (12, pp. 7-8). Role statements at the real
world level refer to people, their physical characteristics, and
actual patterns of behavior. How an actor actually behaves, his
role performance, and the actual attributes he possesses &s an
occupant of a social position are real world events. Such real
'world events are distinguished from the norms prescribing how an
" actor is supposed to behave. At the empirical level, actual be-
_haviors or attrlbutes can only be mapped by direct observatlon.,a

S Contrasted to th1s first. class of statements is a second

" class of statements in role theory which refers to cognition

maintained by actors about real world events. Events at the cog-

nitive level are not visible in the sense that the real world is

visible., They are abstractions dealing with incidence-oriented

and value-oriented mapping structures presumed to be maintained

~ by an actor. No;matlve expectations and activity cognitions to be
~introduced later for use in the present. study are first-crder
cognitions which are modeled after real world events. A

third class of statements, second-order cognitions, can also be o
distinguished. Statements at this level as well as thcse at the
real world level are not included in the present analysis.

REFERENCE GROUP THEORY

 Like role theory, the formulation of reference group theory
'~ arose pecause of the need to relate the individual to components.
- of the social structure, its groups, associations, organlzations,
communities and cultural systems. As Merton and Kitt state, the
~ aim of reference group theory is:

to systematize the determinants and consequences of
these processes of evaluation and self-appraisal in
‘which the individual takes the values or standards
of other individuals and groups as a comparative frame
of reference (55, p. 432)

Although the construct is only a 11ttle over two decades old
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it had had a lively history. Because of the generality of its
usage and differing interpretations of its meaning, there exists
the danger that it will come to be used to explain anything and
“everything concerning social relationships. . The underlying con~

- ceptualization of reference group is not new but closely related
‘to the idea of "significant other" first introduced by George H.
Mead and made central in symbolic interaction theory (47, p., 11).
While leading sociological exponents of the concept have claimed
it belongs to the realm of sociological theory (54, p. 281), psy-
chologists have argued that the construct is a psychological
designation defined in terms of individual-group relatedness from
the atandpoint of the individual (73). In any case, the refer-
ence group conmstruct has been utilized fruitfully to link an
actor to given groups in society whose particular normative

- structures act as important determihants of his behavior.

 Numerous ‘definitions of reference group have been proposed;
Shibutani has incorporated the most frequently designated meanings
in his construction of a three fold typology of reference groups:
- {a) those groups which serve as reference points by an actor mak-
ing comparisons, (b) those groups to which an actor aspires to
belong or strives to maintain acceptance in, and (c) those groups
whose perspectives constitute the frame of reference for an actor

(74, 75).

It is this third definition of reference group which has ‘
particular relevance for the current study. Because of the pecu-
liar nature of the job of vocational education teacher, numerous
groups can and do hold diverse expectations for behaviors and
attributes of this type of teacher. Which of these norms and ex- -
pectations vocational teachers feel are legitimate and/or pay heed
to may be due largely to the perspectives of the groups they adopt
psychologically, If the teacher simultaneously identifies himself
with two or more of these groups who hold contradictory norms for

his behavior, he is likely to experience role conflict,

In discussing reference groups asAperSpectives,rShibdtani
says: . - R | T R

- Each person acts on the basis of his definition of - -
the situation, He categorizes the transaction in which
he is involved, locates himself within it, and thereby
decides upon his obligations. . . . The concept refer-

ence -group may be used to designate that group, real
or imaginary, whose standpoint is being used as ‘the -
frame of reference by the actor. . . , A reference
- group. . is any identifiable group whose perspective
- 18 used by the actor as a frame of reference in the
organization of his perceptual field (75, pp. 250-
258). i | ' R -
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erence group;weed not neceswarily Have 'soie jmmediate control over
the individual to affect perceptual structuring. It is-in‘this -
connection that whether or not the vocational teacher perceives

 expectations about his behaviors as legitimate can tell us some- .
- thing about his reference group orientations and those groups, of .

the many holdifig expectations about his behavior, to which he is
‘most likely to conform. Inferring reference group orientation

.from the vocational teachers’ preception of legitimacy of expectar . .

tions allows us to "get inside" the actor and view the situation
of role prescriptions from his standpoint. The reference group

- construct used in terms of adopting a perspective becomes_ﬂsefu1~- "

' to indicate the actor's psychological relatedness in given con-
texts and to explain role performance and role conflict. .=

Positive and'Negative'Referéncé Groups
Of the groups hblding expectations;for the Bethiuta{OE‘vbca- '
tional teachers, some may be membership groups for him while

others will be mon-membership groups. Going beyond the membership>

non-membership criterion, Newcomb has'distinguished between posi-
‘tive and negative reference groups (59). A positive referemce
group is one in which an actor is motivated to gain or maintain

' membership and adhere to group standards and norms as.a basis for

‘gelf-appraisal. Thus, when vocational teachers perceive‘ajpartia_ ; B

‘cular collectivity of counter-roles as having a legitimate right
to maintain standards for their behavior, it may be that the
counter-role acts as a positive xzeference group. for the vocational
teachers. | | - - g S

Newcomb defines a negative reference group as one which an -
actor is motivated to oppose group norms, and more importantly, to
form counter-norms. Because of some singular differences between
job orientations of vocational teacher's dual.authority relation~ -
ship with the state board and local administration, it is possible

that norms =nd expectations which are personally and secielly ; 

 functional may be repudiated because.they are identified with one
of these groups as a negative reference group: (54, p. 301).-

| " A positive or negative reference group orientation may give
 rise to two types of functions. . . a normative one and ‘a com- '
parative one (45, pp. 410-414). The normative type serves to set
and maintain values for the individual while the comparative type
provides a frame of reference or perspective relative to which an |
actor evaluates himself and others., ButlastuértOQHQayg,'nThe_two, N
.types are only analytically distinct since:the same reference S
group can serve both functions." (54, p: 284).- To the ektent. '’

 that reference group theory is employed in the present analysis,

"~ the concept of normative function will be,most~often-asedfbecduse."

the focus is on normative and expectational role components of =
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_the vocational education teacher role,

~Due1 or Mnltigle Aliegiance and Referenée GrOuEe

The concept of dual or multiple allegiance can be used to
illustrate at least one dimension involved in reference group
orientation, and it aptly ' demonstrates the utility of employing a
- concept such as reference group in role analysis. Dual allegiance
is defined as the ability of an actor to achieve equal or nearly
equal loyalty to two or more conflicting groups that are simul-

' taneously striving for total commitment of an actor (64). If an

actor achieves dual allegiance, he must necessarily be,taking the

- two or more groups invelved as reference groups. That dual alles:
giance is prevalent among workers in industry has been shown by
Purcell (67) and Whyte (85). Purcell found that dual allegiance

‘was not only prevalent among workers but that the greatest individ-
ual.. satisfaction came only through allegiance to both management

- and union, :

. The vocational teacher moves in & situation not unlike that
of the worker in industry. On the one hand, he is responsible to
his local administrators as are all teachers in the school system.
But, unlike non-vocational teachers, he is also responsible to the
demands placed upon him by personnel ¢f the state office for voca-~-
tional education. The question may be asked: "If occupants of
these two counter positions hold conflicting norms for behavior
of the vocational teacher, will his allegiance be dual or divid-
€d?”’ 1If his allegiance is found to be dual in nature, this indi-
~cates that both groups may function as positive reference groups

' for him.

 REVIEW OF ROLE RESEARCH ON VOCATTONAL TEACHERS
. . Few systematic, comprehensive studies have been made of
either role consensus or role conflicts for vocational education'
teachers. Only three empirical studies have been found which.
attempt to deal with the actual versus the ideal role of the voca-
tional education teacher. (8, 9, and 51). 'There have appeared a
number of informal descriptlve analyses of what vocational educa-
tion teachers, particularly vocational agriculture teachets,
should strive to achieve (38), and what areas they should become
more competent in as a means of improving technical training in
secondary school systems (4, 21). More specific codes outlining

elements and prescriptions on how the vocational education teacher

can maintain good relationships with some category of individuals

. such as administrators have also been proposed (65, 79). Even

more remote to role studies are the articles discussing proposed
or actual certification requirements, teaching methods, and per-
sonal qualifications of vocational teachers.

13
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Of the few empirical studies done, most have been;direCted: |

to. the assessment of general competence and appraisal of voca-

tional education teachers by those with counter"roles;'-Bailﬁy.(Z)f.,5' ';A”

had administrators rate vocational agriculture teachers on eleven -
areas of competency. He found that, generally, higher ratings

were received by those teachers with more experience and education;

In a study by Basinger (5), superintendents rated vocational ag-
riculture teachers in four areas of genmeral appraisal and ten
areas of teaching competence. These ratings were used to point
out strengths and weaknesses of teachers in the various areas.
Wingen (86) investigated attitudes of parents toward vocationeal -
agriculture teachers to determine whether parents thought these"
teachers were doing an acceptable job, Calhoun and Watson (17)
asked Jr. and Sr. High School vocational agriculture students what
they liked and disliked about their agriculture teachers. .

Another group of studies has centered on teacher morale, job
satisfaction, and opportunities for advancement within tlhe area of
vocational teaching. In a study on morale, Rempel and Bentley (66)
administered the Purdue Teacher Morale Inventory and Personal
~ Data Form to all vocational teachers in Indiana. In general, they
found that education, expericace, and salary were the most in-
fluential factors related to morale. Lamberth (48) studied the
reasons vocational agriculture teachers leave the teaching pro-
fession. An important finding to emerge from this study, parti-
cularly in terms of role analysis, was that the third most fre-
quent reason given by the vocational education teacher for leaving
was -lack of understaénding on the part of their school administra-
tors. . S

As can be seen, none of the above studies could qualify as
systematic attempts to chart role elements and potential role con-
~ flicts of vocational teachers. Rather, they all focus on actual
behaviors of vocational teachers or on ratings of teacher effec-
tiveness made by other individuals. Although a few more system-
atic studies, to be covered below, have been made of the vocational
agriculture teacher, there is still a paucity of research in any
of the other areas of vocational education insofar as role analy~
ses are concerned. ’ | :

A comprehensive study by Nix (60) described and analyzed the
general value orientation and structural stresses which are in- -
volved within and what is conceived as being the several roles of
the vocational agriculture teacher. Data from twenty-seven four
hour interviews with vocational agriculture teachers in three se~
lected parishes in Louisiana were analyzed within a structural-
functional framework employing Parsons' pattern variables and a
model of behavioral causation in which social organization and
social disorganizetion are conceived as being functions of three
basic groups of factors. These factors were socic-cultural
structure, situotional factors and personality factors. At the

14
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'~ socio-cultural level, the study focuses upon four types of role

- gtresses:- role conflict, role frustration, role inadequacy, and-
role superfluity along with certain other aspects of this occupa-
tional role including role fulfillment, role satisfactxon, occupa-
tional problems, and occupational change.

" Bible and McComas (9), adopting Gross's approach, ‘analyzed
role expectations uand role performances of vocational agriculture
"teachers in Ohio as perceived by thirty teachers and their school
administrators. Both teachers and administrators were rated in
terms of effectiveness according to selected criteria. It was
found that teachers rated "higher" in effectiveness and their .

. school administrators had greater agreement on role expectatmons
than on role performance for the teacher! s role. .

Mavo (51), using the same approach, collected data from 26
‘teachevs of Vocational Agriculture in North Carolina to examine
the position of Vocational Agriculture teachers in terms of the
source, direction, and intensity of expectations relative to _
developing and sustaining the formal organizations through which
their educational objectives were attained and to ascertainm the
correspondence between role performance and role expectations.

Bible .and Brown (8) studied 170 county and advisory committee-
men and 32 professional extension agents in Pennsylvania on roic
consensus and its relation tc satisfaction for th2 county extension
advisory committee role. As in the previously mentioned study,
higher consensus was found on perception of role expectations than
on perception of role performances.

One limitation of the four previous studies is that they have
derived prescriptions making up the role of vocational agriculture
teacher from either the teachers themselves or from the teachers
and a single set of actors occupying a counter~-position. This nec-
essarily limits the comprehensiveness of the studies in terms of
analyzing role elements by a variety of "significant others."

REVIEW OF ROLE RESEARCH ON OTHER TEACHERS

Few empirical studies employing a statistical orientation
have been made to date on role conflicts of public school teach-
ers., Most of these studies have had as their concern the cogni-
tions held about public school teachers by persons holding a parti-
cular counter-position., A few have been concerned with cognitions
held for teachers by individuals in several counter~positions.
Norms for the behavior of teachers in general have been studied by
Cook and Almack (22), Fishburn (29), and Jenkins and Lippitt (42).
Cook and Almack studied teacher community participation and in-
vestigated norms for the behavior of public school teachers held
by school board members, public school teachers and public school
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pupils. The items relating to teacher behavior in this study were
selected upon the basis of an estimate of behaviors which were -
the object of community taboos. The study by Fishburn was con-
cerned with norms held for the behavior of public 'school teachers |
by teachers and administrators and was based on’ behavioral areas
selected from previous literature. Jenkins and Lippitt studied
- norms for the behavior of teachers as ‘held by parents and public.
- school pupils, Items for inclusion were ‘secured by means of open-
. ended questions. Gross and Herriott (35) have examined the prin-~
'cipaI's role and a series of relationships between principals and
their subordinates and superordinates and executive professional
. leadership. A study by Jordan (44) was concerned with norms for
teacher traits as held by public school pupils, teachers, super-
visors and patrons. Content area items for this study were se~-
lected on the basis of pilot study interviews and a survey of rele~
vant literature. Norms for both teacher behaviors and traits
were studied by Greenhoe (34) who collected data from school
board members, lay persons, teachers and college students, Items
were based primarily on pilot study interviews. , ==

. One study was found which dealt with both expectations and ' |
.norms for teacher behaviors and traits. This was a natiopal study '
conducted by Charters and Waples (19) and was concerned, on the
one hand, with norms held by administrators for the traits of
teachers in each of five classifications (senior high, junior high,
intermediate, kindergarten-primary, and rural). A second phase of
the study was concerned with both expectations and norms for the
behavior of ‘senior high, junior high, intermediate, kindergarten-
primary, rural, and subject matter teachers as held by college
~ students, public school teachers, professors, supervisors and
principals. Most of these studies, based on cognitions for tea-
chers or principals as held by more than one position, have been
descriptive in nature and have not attempted to define opera-
tionally and analyze statistically the extent of agreement or dis-
-agreement among cognitions held :

The majority of teacher role studies have been based on cog-
nitions held for teachers by members of only one position, = Stud~-
ies for which this holds include those. ‘dealing with norms for the
behavior of teachers in general .by Cowan (24), Davies (26),

Koopman (46), and Tiedeman (81). The study by Cowan was based on
items selected from previous literature in the field and the. re~-
sponidents were college instructors. Salient items were given by
public school pupils in the form of responses to open-.nded ques-
tions in the studies by Davies and Tiedeman. Communi.cy members
were used as respondents in the Koopuan study, with items being
based on pilot study .interviews and a review of related litera-
ture. Other studies, also based on data collected from a single |
position, include a number dealing with norms for both the behavior
.and traits of teachers in general. Included with this category

are studies by Bird (14), Cobb (20), Dallolio (25), Haer (39),
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Smith (77), and Spears (73) The studies by Bird Cobb and Dal-
lolio were based on data collected from public high schoel pupils
while that of Haer was based on data from comaunity members; that
of Smith on data collected from parents; and the study of Spears
based on cognitions collected from college students, All of these
studies except those of Cobb and Haer utilized items secured from
- open-ended responses. The method of choosing content area cater -
gories and items was not specified by Cobb and Haer, Two studies
dealing with norms for teacher behaviors and traits were concerned,
not with teachers in general, but with cognitions held for teacher
sub-positions. Book (15) and Livingood (50) studied norms held
by public school pupils for high school teachers. Items in the
study by Book were secured by means.of open-ended questions,
while the method of chcosing areas for study was not specified by
Livingood. ‘

Borg and Silvester (16) have proposed a scientific method for
determining traits conducive te gsuccess in the principal role.
Studies by Abbott (1) and Biddle, Twyman, and Rankin (13) have
dealt with related aspects of the teacher role. Abbott investi-
gated interpersonal relationships as influe' ced by an individual's
values and his peiception of other's values with application to
the superintendent --school board relationship, Biddle and his
' associates have been interestzd in a more general relation between
teacher roles and their influence on career decisions. ’

A few studies, based on data collected from one position,
have been concerned with expectations for teachers in general,
Biber and Lewis (7) studiec the expectations of elementary pupils
for public school teacher belaviors, using open-ended questions
to elicit substantive content areaz while McGill (52) and Richey
and Fox (67) studied expectations for teacher traits as held by
college students. Items were secured by means of open-ended ques-
tions in the study by McGill, while the method of choosing such’
areas was not specified in the study by Richey and Fox. Expec-

- tations for both teacher behaviors and traits were studied by
Corey (23) and Johnson(43). Corey's findings were based on data
‘collected from college students while respondents were high school
pupils in the study by Johnson. Content areas were secured by
means of open-ended questions in the study by Johnson, whereas

the method of choosing areas for study was not specified in the
study by Corey.

- Only a few studies were found which dealt with both expecta-
tions and norms for public school teachers. Beale (6) studied
norms and expectations held for the behavior of public schocl
teachers by other teachers. Behavioral items were selected from
pilot study interviews with teachers. Terrien (80) studied ex-
pectations and norms for both teacher behaviors and traits as held
by members of the lay public. The basis for the selection of
items was not specified. :
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'Studies'dealing explicitly with the problem'of teecner’roie7 ‘

~ conflict include those of Getzels and Guba (31), Doyle (28) and
' Twyman and Biddle (83). The study. by Getzels and Guba was con~
cerned with discrepancies between what community membters wanted
the teacher to do .as a teacher and what theéy wanted the teacher

to do as a church member, family, member, voter, etc. This study
identified conflicts experienced by ‘teachers as a result of their
multiple position occupancy, that is as teachers and community
members. Behavioral content areas were selected upon. the basis
of previous interviews with other teaclers. The study by Doyle
~was concerned with the divergence and convergence of norms for
public school teacher behavior in school settings. Role conflicts
were viewed in this research as stemming from single position -

occupancy, where conflicting norms for teacher behavior were held

by relevant groups associating with the teacher. The basis of

selection for items was not specified. Twyman and Biddle studied .

public school teachers in Kansas City to determine the extent of
. cognitive disagreement about the teacher's role as examined from
the standpoint of four positivms: teachers, parents, pupils, ard
 school officials. Items for inclusion in this investigation were
- based on results from a series of pilot studies. In addition, a
‘scudy by Hencley (40), was carried out to isolate types of admin-
istrator-reference group conflicts and to utilize these types in

analyzing prevailing conflict patterns of superintendents. An. ex-

tensive bibliography on role and role conflict may be found in a
book by Biddle and Thomas (11), A review of literature on role
conflict may be found in Biddle, TWyman, and Rankin (12)

Several general conclusions may be stated with regard to pre-

- vious empirical investigations related to teacher role° )

1. Most investigaticns have been oriented primarily toward

empirical descriptions of cognitions related to teacher -
role, with less emphasis on any overall tlieoretical or-

ientation.

2. Relatively few studies have dealt with more than one var—

lety of cognition.

3. Most studies have been confined to: an investigation of .

the cognitions of only one social position, . It is: clear .

that if teacher behavior is viewed as a. function of

cognitions held for ‘teachers by members of. various social
positions, role studies must of necessity consider multi-

ple sources of cognitions by selecting ‘séveral counter-
positions who typically interact with teachers in various
ways.

4, Few investigations of the teacher "role" have considered
the question of the "legitimacy" of cognitions held. by -
incumbents of various counter-positions for teacher ~
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behavior.
B ~ Purposes, ngothgées,'and ModgiSAOf the Study

 The research. project has two prime purposes, one to show the
role of the vocational education teacher in Oklahoma and the other
to demonstrate in a measurable fashion the potential for role con-
flict which vocational teachers may face. The depiction of the
vocational teacher role is secured (a) by presenting role attri-
butes of the vocational teachers in the four fields studied largely
in terms of their demographic characteristics and (b) by demon-

. gtrating liknesses and variations in activity cognitions and norma-

tive expectations of the vocational teacher and appropriate

 counter-roles, especially those rated as legitimate by the voca-

tional education teachers. Similarities and differences ior the
activity cognitions and normative expectations are included with
special breakdowns by community size, school size, and economic
region, Also information is given on job satisfaction of voca-
tional teachers, classified by a number of demographic factors.

The study focuses primarily on role conflict potential.
Forms and varieties of conflict or the potential for role conflict
of the vocational teacher are displayed through an emphasis on the
extent of differences between the focal role and important countex-
roleéson—activity cognitions and/or normative expectations. y
ﬁﬁ;iher the teacher (focal role) regards the counter-role occupant
as having a right to expect vogcational) education teachers to en-

gage in particular activities brings in a ‘legitimacy' dim: asion.

‘This concerns whether the vocational teacher ¢ or does not in-
‘vest particular counter-role expectations and cognitions with an

aura of rightness, and, thus, increase the potential for role con-
flict., It also is assumed in this study that those vocational
teachers having the least role conflict as they see it are likely
to have the highest job satisfaction because they feel that they

‘are doing their job properly and that significant others feel the

same way.

Some general comments should be inserted concerning activity
cognitions, normative expectations, legitimacy, and role conflict
to clarify the ways in which these concepts arc used in this re-
search report. The focal role position, which in this study is the

‘vocational education teacher, can be analyzed either with respect:

to what actors in that position should or ought to do and how they
should interact with occupants of counter-positions (players of
countes-roles) or with respect to what they actually do and how

 they actually interact with others. . As.was indicatéd.earlier, sev-

eral types of statements may be obtained in analyzing a role.
The inc¢lusiveness and extent of such role statements determine
the degree to which a comprehensive analysis of a role can be made.
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The three general classes of statements used to analyze the
vocational teacher role in the present study are: =

. Activity cognitions

‘a. What the player of a focal role states’ he actually
does in relation to a given activity o

b, What players of selected counter-roles perceive that
the players of g focal role actually do in relation
to given activity. ,

2, Normative expectations

a.’ What the player of a focal role perceives he should
or ought to do in relation to a given activity

b. What players'of'selected counter-rcles think' the
players of a focal role should or ought to do in re-
lation to a given activity :

3, Legitimacy of activity cognitions'

a. Whether or not the players. of a focal’ role feel the
players of selected counter-reles have ‘a right to
hold some kind of expectations concerning various
activities in which the playcrs of the focal role
engage : :

Obtaining these three classes of statements permits investi-,
gations of potential inter-role conflict and imtra-role conflict

" by revealing disparities in cognitions existing between occupants

of a focal position, between occupants of a single counter-position |

or multiple counter-positions, or between the focal position and-

g counter-positions. These focuses are elaborated upon below.

Normative expectations represent generalizations concernipng
approved and disapproved modes of behavior for an actor. “They .
generally encompass or specify a range of behaviors whicn is con-
sidered to be tolerable and/or intolerable in a given situational
condition, This range varies from norm to norm in extent, speci--
ficity, and intensity of approval or disapproval attached to each
point. No:ms inevitably imply a certain amount of consensus among
individuals since they are a group product and arise from inter-‘

- action processes (ll, pp. 33-34).

An activity cognition is a cognition maintained by an individ-. ’

ual which consists of estimations;about the ingidence of an sctiv-
ity. performed by occupants of s focal position, in this ccse;,
vocational education teachers. Unlike a norm, an activity cogni-

‘tion does not necessarily imply any consensus among individuals
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participating in the definition of a particular role. However, it
is likely that estimations by various counter-roles concerning the
extent to which ocational teachers perform a given activity will
vary within a certain limit which is based upon and scmehow related
te the reality of the situation. To the degree that estimations
have some correspondence to reality, there will be some consensus .
‘on activity cognitions. Expectations of this kind exhibit an.
anticipatory quality in that an actor holding an expectation
established through repeated interactions in similar situations
is able to anticipate what another actor will do, thereby faci-
litating his own behavior (70, p. 455). This anticipatory quality
lessens the potential for friction and maximizes the potential for
~ smooth interaction to ensue in a role context.

These conceptualizations involve the distinction between norm‘A
as essentially a sociological designation and expectation based on
activity cognitions as a psychological one; that is, an individual
may be aware of a norm without having internalized it but he must -
always hold an expectation, expectation being an internal factor
in the psychological makeup of the actor. Thus, for example, an

actor in a position who holds an expectancy compounded from rele-
-vant norms and activity cognitions will orient his own behavior
in accord with that expectancy. : ,

The extent, specificity, and range of a norm or. the evaluation

~of incidence for a set of behavioxs (activity cognition) may differ
~ from counter-position to counter-position. .Rdole relations between

~ occupants in a focal position and even one counter-position in- -
volve numerous norms defining each actor's rights and obligations.
The prioity and importance given to these role elements .to some
degree depend on their legitimacx as. perceived by the different
actors involved

.~ The notion of legitimacy becomes crucial when examining the o
behavior of an actor faced with incompatible norms. The assump-
tion has been made that if a vocational teacher perceives that an
actor in a counter-position has a right to hold some kind of stan-
- dard concerning his behavior in a given situation, legitimacy is .
conferred on that standard, A legitimate standard is operationally‘
defined as onre which the occupant of a focal position feels actors
 in a counter position have a right to maintain concerning his be- =
hevior and/or attributes. As we have defined legitimacy, it is
probable that when an actor in a focal position feels others have

a right to expect him to behave in a certain manner, that actor's

feeling is derived from and reinforced by institutionaliaed norms. =

A role attribute is a relatively enduring physical, social,
_or personality characteristic of an actor. Attributes include N
- physical characteristics such as age and sex as ‘well as personu
~ ality characteristics referable to "frozen" behavior Datterns such :
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© as wamth, aSsressiveness, and. authoritarianism.. It is charaetex- SRy

istic of occupations that certain attributes are valued more than
others, resulting in norms relating to preferred attributes, The
concept of attribute is often not made theoretically explicit in
role analyses, and many studies end up dealing almost entirely.
with this dimension at the empirical level, Examples are studies
of leadership roles which end up analyzing leadership "traits" or
of bureaucratic roles which end up dealing with the “bureaucratic
personality.” Data were not obtained here on cognitions related
to attributes.  .However, information was gathered by means. of perb
sonal data forms on a number of actual attributes of vocational -
teachers and of the six counter roles 1nc1uded in the sample,.

Consensus or agreement among occupants of both focal and

o counter-positions ‘on the norms: applied to an accupant. of a focal

position should not be emphasized to the point of overshadowing

~ elements of disagreement. In genersal, disagreement among positionsr,i

on role prescriptions and problems that disagreement poses for an
actor in a focal position have been treated under the rubric.

.xale conflict. As in definitions of role, there is also lack: of;,l
. agreement and lack of precise theoretical articulation in current.

cunceptions of role conflict. Some authors define role conflict
as cultural incompatibilities or inconsistencies'existing between
role elements as noted by an observer (37, 71).. Incompatability

.-is generally used to mean in this sense that fulfillment of one
. prescription obviates fulfillment of another simultaneously ap=
- plied prescription. Other. authors make the stipulation that .role. .
~conflict occurs only when an actor: perceives disparities in norms
held by counter-roles and experiences felt difficulty in orienting
- his role performance (36). It also has been asserted that for role
~ conflict to occur, these perceived incompatibilities must be seen
 as being legitimate (62, pp. 280-82), Additional difficulties .

issue from the fact -that,

the person or persons for whom problems are- engendered
by role conflict are often not made clear. Unusally
~ the recipient of the conflict pressure 1s the member
of a primary position towards which behavior is directed .
or for which norms and expectations are held by others.
~ However, there are other cases in which éonflict 1s
- generatad out of norms or expectations held.for: one's:

. own position, for the individual who holds simultaneously
- two different positions, or for the simple hclder of: :
‘norms or expectations for others. In addition, spme —
~discussions seem to emphasize the problems of - role con=-

flict for the institution, community or society, .thus
focusing ‘upon dysfunctional groun outcomes of disparate
. role elements (12, P. 31) . : :

It *s enough for. our purpo ses here to cite only thess few

;l' conceptual dtfferences involved in the area of r01e conflict.‘ﬁ;.»'}lf,:‘i‘
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~ role. To determine situations in which potential for role con-

- prescriptions are held for teachets by membexrs of a single counter-

- ally determined, i.e., where members of two or more counter-posi-

Referring to the two main kinds of definitions which have been
cited, it might be asked: "To what extent can conflict be said
to exist if one is utilizing the first kind of definition and
charting 1ncompatab1e elements of a role?" In actuality, can one
‘indeed talk about role conflict at all within the framework of this
‘type of definition? |

o It ig at this point that a useful differentiation might be
made between actual role conflict versus potential for role con-
fliet. As used here, actual role conflict refers to felt conflict
"on the part of an actor subjected to incompatible role prescrip-
_tions. Definitions of the second type mentioned above would be,
then, definitions of actual role conflict.. To determine the ex-
istence of actual role conflict, one must have knowledge of the
parceptions of the actor who is faced with 1ncompatib1e role pre-~
scriptions. _

In contrast, gotential for rcle conflict is defined as the
existence of disparate prescriptions held by an actor and others
for the behavior and/or attributes of that actor in a particular

flict exists, it is not necessary to know how an actor deals with
incompatible role prescriptions. These prescriptions-may be held
by members of the same positions, i.e., vocational teachers them-
-selves, or may be held by others, i.e., students, parents, admin-
istrators, other teachers, etc. Similarly, this type of role con-
flict may be intro-positionally determined, i.e., where disparate

position such as public school administrator, or inter-position-

tions disagree on prescriptions held for the vocational teacher.
The major portion of the study will be limited to analysis of
potential for role conflict, One useful result which obtains from
this kind of sociological analysis is that.it can reveal certain -
disparities which consistently appear in a social system, This

~ is attempted through a statistical analysis of data, representing
areas which may be sources of problems for vocational education
in Oklahoma ar. 1n other states with similar settings. :

A further dimension that must be taken into account is the
‘many possible types of disparities which can occur among role pre-
scriptions. It is probable that only a few of these may reason-
.ably be defined as role conflict. 'In conjunction with this situa-
tion, Secord and Backman list five forms .of disagreement which can
occur on norms and expectations comprising a role, and even this
does not exhaust the list of possibilities (70, p. 472). According

. to these authors, role definers may disagree: (a) on what norms -

and expectations siiould be included in a given role; (b) on the
range of permitted or prohibited behavior; (c) on the situations
 to which the role applies; (d). on*whether the behavior is manda-
- tory or simply preferred; . and (e) on which norm ox expectation
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- ghould be honored first when incompatibilities do present them-
selves. Another possible area of disagreement not mentioned by
8ecord and Backman could occur concerning the prescribed means for -
- orientating various role performances. ’ [

It is evident that complete consensus among role definers on
one of these areas, much less all six, would probably constitute an
atypical situation. And it is likely that the disagreement itself
- would range from mild to very great and result in differing psy-
chological and behavioral consequences for an actor. There is a
need to set up a scheme which would analytically distinguish be-
tween intengities of what has inclusively been labeled role con-
flict. Role conflict implies rather severe psychological conse- .
quences for the individual exposed to incompatible role elements.
Role“prescriptions may need not be mutually exclusive in the sense
that conformity or compliance to one set will gbviate conformity |
or compliance to another set, throwing an actor into a state of
severe psychological conflict, The concept of role conflict should
be restricted to situations in which an actor faced with incompat~:
ible role prescriptions has problems and pressures which persist
over time and which are not capable of easy resolution. Concep-
tual models of role conflict might gain clarity if a continuum were
set up ranging from complete agreement on some aspect of role ele-
ments at one extreme to complete disagreement at the other extreme.
Thus, role incompatibilities theoretically can be conceptualized -
on an intensity dimension in terms of potential for actual role
conflict, - | | - S

- In recent years, several concepts have arisen which focus on
‘results of role incompatibilities which are persistent and problem~
atic, but are less severe in terms of behavioral consequences.

Role strain is one such concept (32). An actor may merely feel
slightly disconcerted -and experience some mild discomfort when -
exposed to incompatible role prescriptions. It is likely that
this sort of discomfort is more prevalent than severe conflict and
the concept of role strain should be used to cover gituations in

- which the difficulty in fulfilling role obligations in mild
rather than severe.'LPrpblems-aﬁd;pressuresfieédtggﬁtofrble:stréin :
- can also result when expectations and norms are unclear, particu-
‘larly lacking or not properly communicated or learned by an actor.’
‘Situations of this kind may produce what has been called role am- |
biguity, discomfort arising from uncertainty about.role prescrip-
tions. Role ambiguity might be particularly prevalent among or-
‘ganizations'with'héterogeneouq;ppphlationSuahd;soéiélmsyStemsﬁthhh
are undergoing. rapid change due to reorganization. | R

RESEARCH QUESTIONS AND HYPOTHESES. -

= This‘invéstigatiOn had two major substantive dbjectives:“ t&f
depict role attributes and activities of four types of vocational
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teachers as reported by selecied respondent groups and to examine
the extent and sources of potential role conflict for the voca=’...
tional teachers. To reach these objectives, data were collected
and examined in relation to three general research questions -and
seven research hypotheses. The research questions were:

QueStibn' I. What are the attributes of the sampled voca-
- tional teachers in terms of the following classes
of variables’

A. Personal characteristics

1, Age
2. Sex 4
3. Formal adademic training
4. Non-teaching work experience
5. Educational experience other than in
vocational teaching
6. Experience as a vocational teacher
7. Experience in present position
- 8. Salary.
.9. Organizational affiliations

B. Physical location of vocational teaching
facilities in relation to the remainder
of the school plant

C. . Feelings of vocaticnsl teachersiregard-
ing the adequacy of their contact with
non-vocational personnel.

Quéstion "II.. To what extent do vocational. teachers and in-
o cumbents of six counter-roles. feel that voca-
tional teachers actually engage in and- should

engage in each of seventy selected activities?

'h,_ Quéstign: III. To what extent do vocational .teachers feel sat-

isfied with each of sixty-six different aspects
of their profession9 |

Question;‘lv. What are the groups to which vocationel teachers
B ascribe legitimacy in relation to expectations
for vocational teacher activity.?

In addition to examining descriptive data in connection with
each of the research questions, seven general research hypotheses

- were tested with‘inferential statistical methods. The research

-~ hypotheses were:

" Hypothesis.I. In each vocational education field considered,
: ‘ significant differences will exist between the
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" Rypothesis

Hypothesis

Hypothesis
Hypotheeis

Hypothesis

Hypothesis

1.

I1I.

Iv.

VI.

VII.

activiiy ecognitions of vocational teachers '
and those of the various classes of counter-

‘role incumbents included in the sample.

In each vocational education field. considered,'

significant differences will exist between:
the normative expectations of vocational -
teachers. and thosé of._the.various .classes of

.counter~role incumbents included in the sam=- .

ple.

In each vocational education field considered
significant differences will be found between

‘the activity cognitions and normative expecta-

tions reported by each of re8pondent groups -
included in the sample. ,

Significant differences will be found in .
activity cognitions of respondents from dif-

ferent economic regions, and from schools and
communities of differing size.,

Significant ‘differences will be found in
normative expectations of respondents from

‘different economic regions and from schools

and communities of differing size,

Significant differences will be found between

cthe activity cognitions and the normative

expectations of respondents from-each economic

region and from each size of schcol and com~
munity. :

Significant differences will be found in job
satisfaction scores of vocational teachers ,
classified in terms of each of the follcwing
variables -

A, Personal characteristics

1. Vocational teaching field
2, Age
3. Formal academic training
4. Esxperience as a vocational

. teacher
3. Experience in present pcsition
6. Salary

26 .
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B.b Work-place characteristics

-1, ‘Economic..region
2, 'School size
3. Community size |
4. Number-of relevant types of voca-
- tional education offered by the
"school
5. Physical location of vocational
teaching facilities in relation
to the remainder of the school
plant

C. Feelings of vocational teachers re-
garding the adequacy of their contact
with non-vocational personnel

- RATIONALE OF A MODEL

: The hypotheses and research questions to be used in analyzing
potential for role conflict derive largely from. the following ra-
tionale for classifying reactions of various role occupants to
activities of the focal role (the vocational teacher). The basis
 for the c¢lassification is the extent of potential for role con-
flict associated with a given activity. The reactions involved in
‘the classification are activity cognitions (responses as to.what
the vocational teacher does) and normative expectations (responses
_as to what the vocational teacher should do). Potential for role
.~ conflict is considered to be present when any of the following
conditions are present: . _

(a) Lack of congruence between activity cognitions and norma-
tive expectatirns held by occupants of a focal role con-
cerning their own activities.

(b) Lack of consensus between the focal role occupants "and
. counter-role occupants regarding the extent of their
agreement .either on activity cognitions or. on normstive
'expectations.

(cj Lack of congruence between activity cognitions and norma-
tive expectations held by the occupants of a given
; counter-role regerding .a”.focal roleé: activity.

A The seriousness of potential role. conflict surrounding a
given activity is considered to be influenced if legitimacy is-
~ is aseribed by the focal role occupants to occupants of any
counter-role. Thus a lack of consensus between the focal role and
a counter-role or a lack of congruence between a counter~role's
lctivity cognitions and normative expectations assumes greater
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significance when the counter-xole invqlved has becn designated
‘as legitimate by focal role occupanta.. Based on the rationale that

. has been presented, the following model ‘is. qffered as.a mcans of
"-analvzing role conflict potential. B e e :

.
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CHAPTER II: METHODOLOGY

. The methodological approach of the study consists of the
following discrete yet interdependent steps. First, there was an
examination of prior approaches to similar topics through a perusal
of the literature on role theory research and studies of vocational
education. Attention was also given to general method and design
efforts in the social sciences and education that might e relevant
to this investigation. Concurrently, interviews were heid with a
number of persons representing a variety of fields and professional
levels within the vocational education enterprise in Oklahoma. The
foregoing activities resulted in the development of research in-
struments which were field tested in g pilot study. The major
sample was then drawn, and data were collected from a total of
‘1503 respondents at 82 different school locations. Statistical
tests were computed and the results examined in relgtion to an
interpretive model developed for this study. The remainder of the
chapter is devoted to a more detailed description of the methode~
ological aspects‘of the study.

P;elimina;y Activities

At the outset of the study, interviews were conducted with a
number of persons associated with vocational education in order to
obtain background material from which to develcop. research instru=
ments. Among those interviewed were representatives of the state
agency which administers and supervises vocational education in
Oklahoma, campus personnel involvad in training vocational teachers,

public school administrators, non-vocational teachers, and voca-
tional education teachers.

At the headquarters for the State Board for Vocational Edu-

- cation, interviews were held with supervisors of the four princi- -
pal fields of vocational education considered in this' investiga-
tion: Vocational Agriculture, Trade and Industrial Education,
Technical Education, and Distribut.ve Education. In selecting
these fields, emphasis was given to vocational education for gain~-
ful employment. Newer types of programs which were in the process
of being introduced could not be included. :

Among campus personnel who were interviewed were those who
taught courses for potential vocational education teachers and
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‘provided in-service training for those slready in the profession,

Project staff members also attended a wumber of the annual summer
conferences and workshops for vocational personnel in order to

- become more knowledgeable regarding the concerns and activities
. of vocational teachers. = .

Contact was made with administrative and teaching personnel at

- high schools in eleven communities to determine the processes used

in hiring and utilizing vocational teachers. 1In addition to school
superintendents, principals, and supervisors of local vocational

- education programs, sixteen vocational teachers were interviewed in
. this phase. Included were representatives of the four types of

vocational education considered in this investigation. The eleven
high schools visited varied in size from approximately fifty stu=

‘dents to two~thousand students in enrollment and provided an oppor-'

tunity for assessment of differences associated with both community
and school size. Also, schools included in this group were repre-
sentative of several of the major economic regions of the state.

: o Pilct Study and Instrumentation

Field contacts, personal interviews, and the perusal of voca-
tional education literature mentiornied earlier provided data for
the development of the instruments used in the pilot study. The
research team assembled several hundred questions pertaining to
role behaviors, strains, and conflicts of vecational teachers.

~These questions were categorized into broad areas of beh.vior, atti-

tudes, characteristics, and general relationships,. and were further
classified as to classroom, school and community settings.

The set of instruments initially derived included the follow-
ing. .

a. General Information Form=-to indicate pertinent facts about the
-individual respondent ,

b. Vocational Teachers' Activities Inventory (VTA-I)e-to measnren

activity cognition or what vocational teachers actuallz do,
according to the respondent L

c. Vocational Teachers' Activities Inventory (VTA=2)==to measure

jnormative expectations or what vocational teachers should do,-
according to the respondent ,

d. ,Vbcational Teachers Importance of Activity Inventory (VTA93)~-
- . to ascertain how important certain activities are, according to
the: respondent : S




: e T

_e. Counter-role Legitimacy Inventory (VIA=4)-=-to “ndicate, accord=

ing to vocational teachers, which categories of persons have a
right to hold expectations concerning designated activities of
vocational teachers

£. Vocational Teachers Satisfaction Intentory (VIS Inventor&)..-
to ascertain how satisfied vocational teachers -are with salient
aspects of their job oL :

Twelve schools were selected for a pilot study to check the in-

struments to be used and to clarify procedures for the firal study.:

The schoo's were of varying sizes, had different types. of programs

~in vocatiocnal education, and were scattered over gn area within

150 miles from Oklahoma State University. Of the 196 respondenis

included, 24 were vocational education teachers from the four fields
being considered. They represented the focal role for the investi-
- gation. In addition, respondents representing six additional

positions or counter-roles were included. The six counter-roles
and the nuwbexr of respondents for each were norn-vocational teacher,
34; non-vocational student, 36; vocational student, 36; parent of
vocational student, 30-'counselor, ll; and adminiStrator 25,,

The General Information Inventorv (G.I. Form) was admir wered

" to each respondent of the study in order to aid the investigators

in determining specific characteristics of the individual respond-
ents drawn in the sample. The research staff anticipated possible’
important relationships for the vocational teachers between such

B factors as age and years of teaching experience, and those of job

satisfaction, role behaviors, and role conflicts.  Alsp such backe
ground information was essential for describing the various counter-
roles. . : ,

~ VIA~1, given to all respondents, was a compilation of ‘numerous
activities with the respondent being asked to indicate, for each

‘activity, what he personally thought vocational teachers: actually

did (activity cognitions). VTA-2 presented the respondent with an

identical list of stimulus items, to which he responded in terms of
" what he thought the vocational teacher should do (normative ex-*

pectations). . Through an item by item comparison of VIA~-l and -

VIA-2 responses, identification was made of significant disparities
between the actual role of vocational edugation teachers a8 per=
ceived by relevant others, and the ideal role as described by those
same counter-role positions. For VIA-l and VIA-2, the respondenc
had seven alternatives from which he chose one that seemed to him
to represent the most satigfactory answer. The first six alterna-
tives were on a frequency continuum as follows: always, very often,
often, occesionally, rarely, never. The responses were*asSigned
scores of from one to six, with une and gix being assigned to
"always" and '"never", respectively. A seventh alternative (no
opinion) was presented for respondents who on any particular. ques~
tion, felt they did not possess sufficient knowledge to provide a
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meaningful answer on the six-point continuum.

The Importance of Activity Inventory (VTAP3) again presented
" the respondent with the same list of items found in VIA=l and =~
VTA-2. This time he was asked to judge, regardless of what he =~
felt the vocational teacher shculd do or does do, how important |
each activity is withir the general realm of secondary. education _
and the more specific realm of vocational education. : |

~In the eounterarole legitimacy form (VTAp&), the vocational
~ teacher was presented with the same list of stimulus items used in
VILA~1, VTA«2, and VTA 3, plus a list of eleven different counter--‘
role positions. He was asked to indicate which position or
positions had a legitimate right to hold expectations for vocational
teachers in reletion to each of the agctivities listed in the in- '
ventory. The eleven counter-role positions comprise a reasonably
exhaustive list of all groups of pcople who might be considered as
relevant counter-roles. The 1list included State Board personncl
employers of vocational education students, the school board, -
community groups interested in vocational education, and colleagues .
in the respondent's own teaching field, in addition to the six
counter~roles sampled as respondents for this study. In resoond-
ing to each question in VIA-4, the vecational teacher could list
any, all, or none of the eleven counter-role positions as having
a legitimate right of expectation. The factor of legitimacy
broadens considerably the possibilities for examining role-conflict
potential, and is an important feature of this study. Most in-
| vestigations in the area of role conflict have focused primarily
~ on what the occupant of a particular position is thought to be
~doing and what alter-positions or counter~roles feel he should be

doing, leaving the related question of 1esitimacy relativeiy “n'f;.,~..[

explored..

‘The Vbcational Teacher Satisfaction Inventory (VTS) was admin- .
istered to all the vocational teachers sampled w*th the question
in mind, "How satisfied are you as a vocational teacher: in Okla=-
homa with each of the following situations or problems?" Satis-
faction inventories are common in' many studies throughout the

" social sciences and were used in this investigation to relate job-;.é o

satisfaction to daca obtained with the other QUestionnaires._ﬂ :

. All groups responded to VTAnl VTApZ 'VTAP3 inventories.. The . -
. VIA=4 and VIS inventories were given only to vocational teachers. '
~In answering the questionnaires, respondents were allowed as much
time as needed. The time required ranged from 1% to 2 hours for R
- vocaticnal  teachers and from 1 to 1& hours for all other rmspond- o

ing groups. : S S

It is important to note that the instruments were designed to

- elicit first-order cognitions only and excluded second-order.coge

nitions. This i.vestigation does not deal with what people in‘pngv}i'}e
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»l<poaition think peogle in another position held as cognitions 1n ta,“‘
v;tegsrd to any. particular subject. . _ o S

Analysls of pilot study results allowed the project staff to
refine and clarify the initial instruments._ Questions which were

 -confusing to the respondents were either revised or eliminated. . o
Questions appearing to have little relevance were also EIiminated,‘ e

.thkus shortening the work time for respondents by approximately

| - thirty to forty-five minutes. Statistical aralyses also revealed :e ,
that the normative expectations instrument (VTA=2) and the Voca-“‘ﬁ‘- |

‘tional Teachers' Importance of Activity Iaventory (VTAP3) were -
essentially duplicative of one another in terms of the results
~ yielded. Because VTA-2 offered a greater variety of possible

%x'l analyses, VTA-3 was eliminated.

Five classes of research instruments evolved in final form R

~ from the pilot study. They were the general information forms

V(Gi-l through 7) the activity cognition inventory (VTA-l), the
normative expectation inventory (VIA-2), the counter~role legiti=-

'macy inventory (VTA-3), and the vocational teacher satisfaction -

inventory (VES). Examples of the various instruments are shown

- in Appendix A. -

An identical list of seventy stimulus items served as the basis.:,

"fdr the activity cegnition, normative’ expectation, and legitimacy

"_ﬂvinventories. For purposes of further analysis, the seventy items
~.were subdivided into ten content categories. A list of. the ten L B

R A

2vocationa1 teacher aetivity content categories follows.

‘rientation, (Items 18 30 35, J;nnk 5l's 

| j;l’IIIAfQEHQQSing:MBthods'gnd Pr‘c dures of Instructio" (Items 1 é’l if7f

. 6,12, 17,720,722, 2%, 31, and

T, 19, 41,742, and 66)

| 'V}szssistin in Post High Sch o: Placeme't o

~, ilégudéntsf(ItenSf?vt B
(l_v:7 8 15, 34, 60, and 68) e

VL. Establishin ’Wdrkln°500ndi ions and Facilities (Items 13
o fv23 27, and 38) e el |

k:kf[fV;I;l’ tan:in Financlal Matters (Items 2 9 36 39, and 61)

g Generall"'with Local and State Admlnistration :f?"‘
(Items 10 11, ,14 43 44 45 and 65 B B

' ""e«34f,;l "9

) nfluencin Recrui'°en and Assi?nment_of Studeft‘.(Items "_f';.t'_




:_uxx{» Develoging the Image of Vocational Education (Items 3 33,,
. 40, 50, 52, 57, 62, 63 64, and 67) SR . .

x;(ﬁseeking In-service P;ofessional De velogmen (Items 51, 53
54, 55, and 56)

o The Vocational Teacher Satisfaction Inventory was composed of
 sixty-six different stimulns items which also were subdivided into
. content categories. A list of the eight vocational teacher satis-,
faction content categories follows., :

I;' CurriCulum Content and Ogjectives, and?geghods'of Teaching
. (Items 1 2,3,5,6,14, 15 and 21) e

II.f’Recruitment and ASS1gnment of Students (Items 457;8,9,19;
. and~53) - L

[ 3 Working COnditionsa Arrangements, "Climate",'and Facilitigg,
S : (Items 12 13, 16 17, 20 24, 35 46, 49 51,61, and 64) o

:IV," 1nancga1 Arrgngements, (Items 10, 11 47 and 48)

o : ,V, 'General Relatignshigs with. Local and State Administration
e | ,'(Items 55 56 65, and 66) _ |

1-'VI; Public Relatlons, In_ and Out of School (Items 25, 26 27 28
\ ~».;30 34 40 41 43 44, 45 57,58, 59 60, and 62)

"_VVII.f P;e-service and In-service Training (Items 37 38 and 39)

o VIIi.('groggssional Associgtion gnd Intergction (Items 22 23 29
o 32, and 36)

:i Selection of Sgggle Schools f::;

In order to drav a stratified random sample of schools at which
- to administer the finished research instruments, the population of
- secondary schools in Oklahoma offering relevant kinds of vocational .
' education had to be defined, Data relevant to this population were -
- obtained from the 'Oklzhoma State Department of Public Instruction
~ and the State Board for Vocational Education, and were processed
~ via computer in order to develop an explicit description of the
~ population. Information was obtained on three variables used to ,
~ stratify the entire set of schools independently for each.of the
. four types of vocational education programs considered in the ,
- study. The three stratification varisbles were: state. economic -
 region in which the school was located; the number of students in
. .the school .and the number gnd combinations ‘of vocational programs
';"chat were offered in. the school.. The breakdown of Oklahoma 1nto
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"thirteen economle areas as cited by the Bureau of Census was used. -

For purposes of analysis; these thirteen areas were . Llater eondenseds'_“];:‘,
to six. A brief deecription of the six regions is ﬁiveﬂ.i“,APPenf S

. dix B.

| Thus,‘every secondary school 1n Oklahoma which nffered one or
- more of the four types of vocational education being considered |
.was clagsified and tabulated according to' the above variables. The’
"total number of schools so classified was. 403. Vocational Agricul-
 ture was offered at 370 schools, T&I at.87, Technical Education at .
- 13, and Distributive Education at 34. A stratified random sample
~ of 87 schools was chosen via computer process for the final sample.*_ .
None of the schools in the sample were includéd:in:the_ pilct. study.
. Of the 87 schools selected, 63 offered Vocational Agriculture, 47
.~ offered T&I programs, 10 offered Technical Education, and 27 offered
- Distributive Education. Relevant characteristics of the population
of schools im Oklahoma offering the specified types of vocational

. education are listed in Table 1. Characteristics of schools ehosen S

. for the final sample are listed in Table 2. Comparing the two
tables, it can be observed that for each program type, the: sample ,

o closely corresponds with the total population of schools. However, .

because of large differences in the total number of schools offew=
ing the various types of vocational piograms, different proportions.
of the totals were drawn for the four program types. The propor=- R
tions ranged from 17 percent for Vocational Agriculture to 77 per=

i cent for Teehnical Education ' oL -

o As the questionnaires neared completion, the projeet directors
__eontacted officials at each of the eighty~seven sample. schools to .

' arrange for school visits. The initial contac:t with each schopl °

- was a form letter sent from the office of the Director of .the Re~ B
 search F0undation at Oklahoma State University, The letter briefly

- described the nature of the project and certified its legitimacy. ,

 One of the directors of the project then.telephoned each school and
‘made arrangements for a personal visit. Following the call, the

" director then personally visited the schoolc, answering questions L

and completing arrangements with the principal and/or: superintendenttj;
for the final contacts with the designated respondents. In the case
.- of several small schools offering one vocational program, the visit

. was supplanted. by a detailed letter of explanation ﬁollowed by an:. =

'.f additional phone call. .

- Within one week before the scheduled date for the data collec- 
~ tion, one of the directors made a follow-up telephone -call to each’
school to reaffirm the appointment and gain assurance that all
arrangements would be completed. :

+R s'ondent dam lin Plan }gff '

A respondent sampling plan was established which provided that .
1nsofar as possible the following distribution of counter-roles )
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TABLE 1.  CHARACTERISTICS OF PORULATION OF HIGH SCHOOLS,
: BY TYPE OF VOCATIONAL EDUCATION CONSIDERED -
, - | Prolrg ~£12‘ o
©  Scratification : L ' _ o . T
binations o 2 % 3 % » % a 2
Yoc 1 ~
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VOnA‘ +r &1 . 47 (13) - 47 (54) ) " eee eme "‘qur_ v o
Do'!- Only S i soe eee . Y see see’ L eee - . 4 (12)
Vo.“. + D.E. v i 5 (1) T eee vee ) can Ceew . . -] (15) C
T&I*quo - ., 880 ' see ‘ 7 (8) . ees sees . 7 ('21,
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- T.Ee + T&L - . soe LN 3 (3) . -3 (23) : eee T aee
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T.X. . +n:o . . s ese 208  see 2 (15) -2 ) (6) )

- T.E+ + D.E. ‘.'VOQAS T ees eee seé cee AN vou sesn T ees
T.E. + D.E. + T&I see vee -3 Q) 3 (23) 39

Totald = 370 (100) 87 (100) 13 QW) . 3% (100)
op: Aregs. | » S .

. Panhandle and Plaias 81 (22) 12 (&) eee e 2 (6)
N:2. and E. Central ' 97 (26) 20 (23). ese  ese . 5 (15)
8.8, and 8. cﬂnttll . 87 (26) 12 (16) - 1 @ 7 (@)
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Total# - . 370 (100) 87 (00) 13 (l00) 34 (100)
0.49 | 23 (6) soe LN ] : ;oo '> eso ': » KR ‘eee »
50-99 . - ) 138 (37) . : 4 '(5) ves  sme " o0 ces
100-299 - 146  (39) 25  (29) ‘1 (8) 3 09
300799 45 (12) 27 (31) "2 (15) 7 (21)
800-1999 13 @ 13 (15 eee eee 8 (@
2000-3500 5 Q) 18 (21) wo@n 16 - 4

Total* 370 (00) 87 ) T 5;10‘0)* L % Q00)

. *Does not aquul total number of lchooll bacmu nny lchools had lm:c than ono typo of pro-
gra. ’ : D :
5.
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TABLE 2. CHARACTERISTICS OF SAMPLE OF HIGH SCHOOLS
© DY TYEE OF VOCATIONAL EDUCATION cosTmED

) o Prorramtwe _
S:uuﬁcaeion ’ o » i - v . s

. !Fi&lg! < Vo.Ag. — " T & ; i :eiihld. - w.
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T.E. only . ‘ ‘ ' cee see Ceee ese ' . (10) ese . enn

’ td!o +V0.Ag. : P see .  ees “ooo coo e . eee ese
| r.'t +T&I LA N ) eee . 3 : (6) ’ 3 @:30) 'l.v. tee
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. 800~1999 10 (16) 10 (21) - 7 (26)
2000+3500 . . 5 (8) - 13 (28) .. 7 -(10) 10 (A7)

’ N | : . | ) - : . P : N : . .- S ) .

“Total® | - 63 (100) . 47 (100) o am  azam
 4Does not. equal total nu-bu- of achoola because nny lchooh hnd more thm one typa of pro- ‘
gTam.
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woﬁld he repxescntcd'1ndepeﬁdently for each of thc’four'types of
vocational programs which may have been present in a sample school.

All vocational teachers of the type specified
Vocational students from the field spec¢ified
Parents of vocational students from the field specified
Non~vacational students .
" Nen=vocational teachers
‘Counselor
Administrator

NN

'_On}thc basis of this sampling ﬁlan, a total of 1630 respondents was
expected. "he numbers of respondents expected, by position and
program type are shown in Table 3.

TABLE 3. EXPECTED NUMBERS OF RESPONDENTS IN SAMPLE,
BY PROGRAM TYPE AND POSITION

Program type

, Positiwn | — __Vo.Ag. T & I Tech.Ed. D.E.

* Vocational teacher 64 138 12 . 26
Non~vocational teacher 118 . 90 18 52
Non=vocational student 118 0 18 52
Vocational student 118 - 90 | i8 52
Parent | 118 90 « 18 - 52

" Counselor ' 39 45 9 26 .
Administrator | - 59 - 45 9 26

gy

Total ‘ 6% 588 102 286

- Data Collectipn

Data were collected in group interview sessions by members of

~ the research team at eighty-two of the eighty-seven designated
sample schools. Two rural high schools with one vocational program
each did not wish to participate and were consequently dropped from
the final sample. Three additional schools were excluded due to
recent discontinuation of their vocational program or recent per-
sonnel changes involving the hiring of vocational teachers with
less than one year of experience. Efforts were made to assure that
respondents were selected at random. In some instances, previously
selected respondents were not available. In such cases, efforts
were made to find acceptable substitutes or additional visits were

~ scheduled. At the completion of the field work, 92 percent of the
~expected number of respondents had been obtained. The numbers of

~ respondents obtained, by program type and position, are shown in
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Table 4.

TABLE 4. 'NUMBERS OF RESPONDENTS QBTAINED, -
BY mosm TYPE AND rosrrr,on o

“’?rogr" 2pé B

~ Position _ VoAg. .  T&I _ Tech. Ed. _D.E.
Vocational teacher 63 134 11 26
Nonevocational teacher 102 . 87 - 17 -~ 50
Nonsvocational student 115 . .88 . 18 - .51
Vocational student 119 - 96 18 . 57
Parent = - - 104 - 68 2 39
Counselor 38 .35 . 6 26
Administrator 5. . 4. 6 23
Total - 595 548 . 8 212

-~ po— -

The respondent groups were chosen for several reasons., First
excluding parents of vocational students, they all are located and .
operating within our basic unit of analysis, the public secondary
school system. Parents of vocational students, ‘although outside
the system, are considered influential in the activities of the
vocational teacher. An additional factor in selecting respondent

‘groups was degree of accessibility. Teachers, counselcrs, students, .

~and to ‘some extent administrators, were readily available during
certain free periods which allowed the project staff to conduct
the interviews and questionnaires in a group setting. The use of
seven respondent groupe also allowed a wide range of counter-roie
positions to evaluate vocational education, with the counter-role
positions chosen being particularly pertinent in that the voca~ -
tional teacher had potential econtact with them. . Other counterw
role positions considered by the project staff were: members of
the community at large, school board members, parents of nen-voca=
tional students, employers of vocational students, and perscnnel
from the State Board for Vocational Education. ‘Although some of

- these pasitions appeared on the counter-role Legitimacy Inventory,’
none was sampled for respondents because .of lack of definitive

roles (such as members of the community-at large) which would have o

made later analysis difficult and questionable, and/or lack of
sufficient numbers or lack of accessibility. _

%0
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‘Statistical ‘Analysis

The varieties of data collected made possible three types cf
statistical analyses: (a) general analyses by type of vocational
program, (b) analysis by content categories within instruments,
and {c) examination of relationships by demographic and personal
factors.

In all cases where inferrential statistical tests were utilized
with more than two groups of responses at a time, the Kruskal=
Wallis one-way analysis of variance test was used (76), pp. 184~
'193). Where H values signicicant at the .05 probability level were
obtained, the Mann-Whitney z;-test was employed to determine the
location of differences among groups (76, pp. 116~127). Again, the
05 probability level was selected for statistical significance.
Where only twe groups of responses were being compared, only the
Mann-Whitney vcst was applied. When applying the Mann-Whitney test
between two g.. .ps having twenty or fewer cases, values required
for significa. e were obtained from tables prepared by Biddle and
Simpson (10, pp. 49-61). |

The ahove procedures were followed in all tests of data from
the six~point, "always'" to "never" continua used as the basis for
responding on the activity cognition, ngrmative expectation, and
vocational teacher satisfaction instruments. In addition, a test
- of significance of difference in proportions was utilized with
deta from the counter-role legitimacy inventory (57, pp. 8-3, 8=4).
Bxpectations of a given counter~role were judged to have‘legiti-
macy in relation to a given vocational teacher activity if signifie-
cantly more than fifty percent of vocational teachers ascribed |
legitimacy to the counter-role for that activity item. The deter=-

- mination of legitimacy was made separately for each of the four

types of vocational teachers being considered. Since different
numbers of teachers were sampled from the four types of vocational
education, different proportions were needed in order to meet the
requirements for statistical significance at the .05 probability
point (one-tailed test). The number of usable counter-role legiti-
- macy inventories completed by the four types of teachers were:
Vocational f3riculture, 61; T & I, 128, Technical Education, 1l1;
and Distributive Education, 25. The proportions required for
significance for the four teacher types were, 61 percent, 57. 2
percent, 82 percent, and 72 percent, respectively.
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CHAPTER III: RESULIS

" The principal substantive objectives of this study are to de-
pict the role of four types of vocational education teachers amd -
to assess the extent of potential role conflict associlated with
each. To accompiish this, four bagic varieties of data were col-
lected. Results of analyses of these data dre presented in this
chapter. ' o

First, to provide a description of occupants of the focal . =
role for this study, data are presented on selected attributes of .
the vocational teachers who participated. Characteristics of re=-
 sporidents representing the six counter-roles utilized in this
study aglso are discussed briefly in this chapter and presented in
tabular form in Appendix C. o

Since the study is concerned with the role and potentials for
role conflict. of vocational teachers, a number of analyses were
carried out ir, relation to a set of seventy vocaticnal teacher .
role activities used as stimulus items in this study. In the sec-
ond major section of this chapter, consideration is given to com-
parisons of expectations held by vocational teachers and by re-
spondents in six counter-role positions regarding (a) what they
think vocational teachers actually do (or activity cognitions)
and (b) what they think vocational teachers should do (or norma-
tive expectations). The existence of certain kinds of significant
disparities involving these concepts is considered to be Indica-
tive of potential for role conflict. ’

A major factor in assessing potential for ole conflict is
the extent to which vocational teachers feel that counter-role
occupants have a right to hold expectations regarding the activi-
ties in which vocational teachers engage, Vocational teachers
responded to each of the seventy stimulus items in terms of wheth-
er selected counter-roles have a right to hold expectations for
them regarding the activity specified in the item. Results of
analyses of the legitimacy data are also presented in the second
section of this chapter. -

Presented in the third section are. results of analyses of
differences in activity cognitions and normative expectations be-
tween regions of the state and between schools and communities of
differing size, L | < |
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In the fourth and final section of this chapter, results of
another approach to depicting the role of vocational teacher are
presented. These are findings relative to the job satisfaction of
vocational teachers who participated in this study. Job satis-
faction is considered in relation to.a number of attributes of
vocational teachers and of the schools in which they are employed.,

Attributes. of Vocational-Teachers

In this study data were obtained from a total of 230 voca-
tional teachers. By type of tescher there are 63 in Vocational
Agriculture, 130 in Trade and Industrial, 12 in Technical Educa-
tion, and 25 in Distributive Education. These respondents repre-
gsent. the focal role for the investigation and are described in this
section., In addition, data were obtained from 258 nonévocational
- teachers, 281 nontvocational students, 292 vocational students,

225 parents, 95 counselors, and 121 school administrators. Des~
criptive data for these six counter-roles are shown in tabular form
~in Appendix C. |

' AGES OF VOCATTONAL TEACHERS

.The age distributions of vecational teachers included in this
study are shown in Table 5. Vocational Agriculture and Trade and
Industrial teachers tend to be somewhat older than Technical Educa-
tion and Distributive Education teachers. The percentages of those
forty years old or older are: Vocational Agriculture, 63 percent;
Trade and Industrial, "67. percent; Technical Education, 25 percent;
and Distributive Education, 44 percent. Trade and Industrial had
the highest percentage in the oldest age category with 39 percent
in the 50 years old or older range. The modal age intervals for
the four teacher types are: Vocational Agriculture, 40-49 years;
Trade and Industrial, 50 years and over; Technical Education and
Distributive Education, 30-39 years.

-

. SER DISTRIBUTION OF VOCATIONAL TEACHERS

Eight percent of the 230 vocational teachers in the study are
females. They were employed in only two areas, in Trade and In-
dustrial and in Distributive Education. Eleven percent of the
Trade and Industrial teachers and 20 percent of the Distributive
Education teachers are women. The female Trade and Industrial’
personnel are teaching in the field of cosmetology.
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TABLE 5. AGE DISTRIBUTIOM mF'
| VOCATIONAL TEACHER SAMPLE

vAv : CAll values are ge;centages)

-

. TY"uof vocational teachei::. .
Age in years (n=63) _ (n=130) (grlgli _ (n-§§LM
Under 30 o 21 9 17 - 20
30-39 1 24 58 . 3%
40-49 . 49 . 28 25 2%
50 and over T 39 _ 20

FORMAL ACADEMIC TRAINING OF VOCATIONAL TEACHERS

Vocational teachers were asked to indicate the extent of
their formal academic training in texms of the following cate-
gories' less than bachelor s degree, bachelor's degree, toward .
master's degree, master's degree, beyond master's degree. Re-
sponses of the four types of vocational teachers sample are shown

in Table 6.
TABLE 6., FORMAL ACADEMIC TRAINING OF
VOCATIONAL TEAGHER SAMPLE
(All values are percentages) ;
*'Type 0f vocational:teacher |
’ i . VOQAEQ ' T&I Tet‘;h. Edc . D E.
Extent of training _(n=63) __ (n=130) ~(n=12).  _ (n=25)
Beyond master's degree 27 .19 »25‘;-  .56 |
Master's degree . 11 . 24 e 8.
r | Toward master's degree 49 23 .59 S
Bachelor's degree - 11 .6 . 8. &
Less than bachelor's | - - S '
degree | 2 . 28 8 -
i. | | 44
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Except for the field of Trade and Industricl education, rela-
tively few vocational teachers had only a bachelor's degree or
less than a bachelor's degree. Thirty-seven Trade and Industrial
teachers (28 percent of the sample) and one teacher each in Voca-
tional Agriculture and Technical Education (2 and 8 percent re-
spectively) had less than bachelor's degrees. A substantial per-
centage of each type of teacher had completed formal academic
course work beyond a master's degree. Distributive Education had
the greatest percentage with post-master's work, 56 percent,

YEARS OF NON-TEACHING WORK EXPERIENCE

Table 7 is a summary of responses from vocational teachers re-
garding the number of years they have worked in non-teaching posi-
tions.

TABLE 7, NON-TEACHING WORK EXPERIENCE OF
VOCATIONAL TEACHER SAMPLE

(A1l values are percentages)

Type of vocational teacher

Vo.Ag. T&I Tech.Ed. D.E.
Number of years (n=63) (n=130) (n=12) (n-=25)
Under 5 years 25 34 67 a0
5-14 years 31 31 33 28
15 years and over 52 31 - w i
No data 2 4 - w

Vocational Agriculture teachers report having the greatest
amount of non-teaching work experience, followed by Trade and In-
dustrial, Distributive Education, and Technical Education tzachers
in that order. Fifty-two percent of che Vocational Agriculture
teachers indicate that they have had fifteen or more years of such
experience as opposed to 31 percent of Technical and Incustrial
teachers, 12 percent of Distributive Education teachers and none
of the Technical Education teachers. An inverse relationship
appears between tbuse data and data reported for years of formal
academic training. A positive relationship appears between number
of years of non-tcaching work experience and age.
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YEARS AS PROFESSIONAL EDUCATOR OTHER THAN IN VOCATIONAL TEACHING

A total of 53 percent of all vocational teachers in the study
*ave had some experience as educators other than in vocational
teaching. A breakdown by type of teacher is shown in Table 8..

TABLE 8. YEARS IN PROFESSIONAL EDUCATION
OTHER THAN VOCATIGNAL TEACHING

(All values are percentages)

.. Type .of vocational teacher

Vo.Ag. T&T Tech, Ed. D.E,
Number of years (1:=63) (n=130) (n=12) (n=25)
None 64 39 57 32
Under 5 years 30 28 8 44
5-14 years 6 19 17 36
15 years and over -- 14 8 8

The majority of Vocational Agriculture and Techmical Educa-
tion teachers have had no professioral education experience other
than as vocational teachers. A high proportion of Trade and Indus-
trial and Distributive Education teachers, 61 percent and 68 per-
cent respectively, have worked in some prase of education other
than vocational teaching. 1In generzl, Trade and Industrial teach-
ers who have had experience in othex fields of education have
served as Industrial Arts teachers., Vocational Agriculture,
Technical Education, and Distributive Education teachers who have
had non-vocational experience have taught in general educational
fields primarily,

NUMBER OF YEARS AS A VOCATIONAL TEACHER

On the basis of data summarized in Table 9, it appears that
Vocational Agriculture teachers included in the sample have greater.
tenure in vocational teaching than personnel whe represented the
other three types. The modal age intervals for the four types of
teachers were: Vocational Agriculture, 15 to 1Y years; and the
Trade and Industrial, Technical Education, and Distributive Educa-
tion, 1 to 4 years. Trade and Industrial teachers showed the
greatest dispersion with 50 percent having less than ten years of
experience compared with 27 percent for Vocatiomal Agriculture,

92 percent for Technical Education, and 76 percent for Distributive
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Education. A positive relationship exists between data in Table 9
! and data in Tables 5 and 7 for age and non-teaching work experience
% of vocational teachers.

i

TABLE 9. NUMBER OF YEARS AS A
VOCATION/L TEACHER

(All values arze percentages)

Type of wvocatiznal teacher

Years as a Vo.Ag. T&I Tech. Ed. D.E.
vocational teacher. (n=63) (n=130) (n=12) . (n=25)
Under 1 year 5 12 25 20
1-4 years 9 23 42 40
5-9 years 13 15 25 16
10-14 years 19 15 8 12
15-19 years 30 14 -- 12
20 years and over 22 17 - -
No data 2 4 - -

NUMBER OF YEARS IN PRESENT VOCATIONAL TEACHING POSITTION

Data summarized in Table 10 indicate that Vocational Agri-
culture and Trade and Industrial teachers, in addition to having
served longer as vocational teachers than Technical Education or
Distributive Education teachers, alsc tend to have held their pres-
ent position for a somewhat longer period. Hewever, the latter
relationship is not as pronounced as the former. The moda
category for years of experience in present vocational teaching
position is less than five years for all four types of teachers.

VOCATTONAL TEACHER SALARIES FOR TEN-MONTH PERIOD

L
i
!

With the exception of Vocational Agriculture teachers, most of
the vocational instructors in the sample were employed on ten-
month contracts in 1965-1966. Percentages of Vocational teachers
indicating that they were on the summer payroll are: Vocational
Agriculture, 100; Trade and Industrial, 26; Technical Education,
25; and Distribative Education, 20. Due to these differences
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between types of teachers, all salaries were converted to a ten-
month equivalent for purposes of this study.

TABLE. 10, NUMBER OF YEARS IN 'PRESENT
VOCATIONAL TEACHING POSITION

(A1l values are percentages)

Type of vocational teacher

Number of years Vo.Ag. ' T&L Tech., Ed. D,E,
in present position (n=63) (n=130) (n=12) (n=25)
Under 1 year 19 13 25 12
1-4 years 19 26 41 £2
5-9 years 17 17 17 16
10-14 years 16 17 17 8
15-19 years 16 14 - 12
20 years and over 13 13 - -

TABLE 11, VOCATIONAL TEACHER SALARIES,
TEN MONTH

(All values are percentages)

Type of vocational teacher

Vo.Ag. T&L Tech, Ed. D.E,

Ten~-month salary (n=63) (n=130) 1=12) (n=25)
Under $5000 - - - -
$5000-5999 19 20 8 8
‘ $6000-6999 70 39 67 52
| $7000-7999 9 32 17 28
| $8000 and over -- 5 - 12
No data 2 4 8 -
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Data presented in Table 11 indicate that the modal ten-montih
salary for each type of vocatiunal teacher is in the $6000-699Yy
interval. However, a greater percentage of Trade and Industrial
teachers and Distributive Education teachers are in higher salary
categories than is the case for Vocational Agriculture and
Technical Education. Thirty-seven percent of the Trade and Tndus-
trial teachers and forty percent of the Distributive Education
teachers were earning $7000 or more on a ten-month basis at the
time of the study, compared with onl:* 9 percent of Vocational
Agriculture teachers and 17 prrcent of the Technic~l Education
teachers,

ORGANIZATIONAL AFFILIATIONS

Vecational teachers were also asked to indicate the .ypes of
organizations in which they held membership. The percentages of
each type of vocational teacher holding membership in seven organ-
izational categnries are shown in Table 12,

TABLE 12, ORGANIZATIONAL MEMBERSHIP OF
VOCATIONAL TEACHERS

(All values are percentages)

Type of vocational teacher

.o

Vo.lg. T&I Tech, Ed, D.i.
Type of organization (n=63) (n=130) (n=12) (n=25%
General educational 100 99 92 96
fitate vocational 70 85 83 g
Farm 79 7 L7 4
Civic 04 15 8 4
Fraternal 21 17 -- &
é Veterans 29 20 8 20

' Business 60 17 42 36

Nearly all of the vocational teachers were members of a gen-
eral educational organization (Oklahoma Education Association
and/or National Education Association). A majority of ecach tvpe of
teacher also held membership in a state vocational association.
Most Vocational Agriculture teachers held membership in farm,
civic, and business organizations in addition to membership in
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their professional organizations. They tended to be muca more
actively involved in community affairs than were the other th ‘ee
types of vocational teackers,

WORK-FLACE LOCATION

Each vocational teacher was asked to indicate the location of
their classroom or shop in relation tc the main schoni plant.
Their responses are summarized in Table 13,

TABLE 13. VOCATIONAL CLASSROOM AND
SHOP LOCATION

(All values ar: percentages)

Type of vocational teacher

nocation in relation to Vo.Ag. T&I Tech. Ed. D.E,
main high school building  (n=63) (n=13C, (n=12) (n=25)
Central in main building 22 30 25 72
Isolated location in

main building or 11 33 8
Separate building, one

block or less away 49 36 25 20
Separate building, over

one block away 8 20 17 -
Other and no -ata 7 3 - -

Four~-fifths of t-e Distributive Education teachers were lo-
cated inside the main high school building. Technical Education
teachers elso tended to be more centrally located than Vocational
Agriculture and Trade and Industrial teachers., Fifty percent
of the Vocational Agriculture teachers and 56 percent of the Trade
and Industrial teachers were located in buildings separated from
the main high school building.

ADEQUACY OF CONTACT WITH NON-VOCATIONAL PERSONNEL

In a companion question, vocational teachers were asked to
indicate whether they felt the extent of their contact with non-
vocational personnel at their school was sufficient or insuffic-
ient., Their rcsponses to that question are summarized in Table 14.
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TABLE 4. ADEQUACY OF CONTACT BY VOCATIONAL
TEACHERS WITH NON-VOCATIONAL PERSONNEL

(All values are percentages)

Type of vocational tz2acher

Vo.Ag. T&T Tech. Ed. H I &
Extent of contact (n=63)  (n=130) (n=12) (1=25)
Insufficient 16 31 33 12
Sufficient 84 69 67 88

A total of 75 percent of all vocational teachers reported
that they felt they 'had sufficient contact with non-vocational
personnel in their schools. However, Vocational Agriculture teac®.
2rs aad Distributive Education teachers tended to be more satis-
fied with the extent of their contact with other personrzl than

were Trade and Industrial teachers and Technical Education
teachers.
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Expectations for Vocational Teacher Activity

In this section, results will be presented from analyses of
date collected with two research instruments. All classes of
respondents indicated for each of seventy stimulus items their
impression of the extent to which vocational teachers of a given
type actually engage in the activity specified in the item. This
form of expectation is referred to as an activity cognition. Res-
pondents also indicated for each of the seventy stimulus items
the extent to which they think vocational teachers of a given type
should engage in the activity specified in the item. A statement
of this kind is referred to as¢ a normative expectation, Taken
together, these two varieties of statements are used to depict
the role activities of vocational teachers as viewed by vocational
teachers and by occupants of six counter-positions. Disparities
between respnnses of vocational teachers and those of counter-
roles are considered to be indications of potential for role con=-
flict, as are disparities between activity cognitions and norma-
tive expectati.ns reported by any of the respondent groups.

In this section, results of statistical comparisons of activ~
ity cognitions and normative expectations reported by the voca-

tional tea:hers and by respondents in the six counter-roles are
presented. These results are shown in a series of forty tables~~
one table for cach of the ten categories of stimulus items applied
to each of the four types of vocational teachers considered in
this investigation. Becauce the legitimacy of expectations is to
be considered later in discussing the serilousness of potential
role conflict, instances where vocational teachers have ascribed
legitimacy to the expectations of a person in a given: counter-
role are also cited in this section. At the end of this chapter
is a brief summary of the results of comparisons of expectatiors
for vocational teachers reported from various regionc of the
state, from schools. of differing size, and from communities of
differing size.

EXPECTATIONS FOR VOCATIONAL ACRICULTURE TEACHERS

Tables 15 through 24 present findings relative to activity
cognitions and normative expectations for Vocational Agriculture
teachers. The seventy stimulus items used in this study are divi-
ded into ten content categories on the basls of the kinds of activ-
ities specified in the items, with a separate table devoted to
each of the content categories.

For purposes of visual inspection and comparison, means of
the responses to stimulus items are shown even though statistical
tests are on the basis of sums of ranks. Responses from a counter-
role which differ significantly from those of vocational teachers
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TABLE 15. ACTIVIIY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR
SEEKING ADVICE IN CURKICULUM ORIENTATION

Results of Inter- aind Intra-positional Comparisons

(All valvee ore mean responses un A sixe-point "always-toe-never" contiquum)

Respondent puﬁi;lunszl

Item pumber and ) Vu.Ag.

key wordst/ Iastroment~"  Tchy NVE NVS VS Purx C Adm

18- Obcﬂiin purunts' a 1)08 308* 4.0* 305* }-O 303 305*
opinicas su what n 2.2 2.9% 3.U% 2.8% 2,6 2.9% 2.8%
18 to by caught a=n #

0. sonsul: state pexr~ & 2.5 2.3 J.2% Jel¥ 1.9% 2.1 2.4
soml before 0 2 2.2 2.4 2.0 1.7% 2.1 2.1
changiang coursea a=n 4 #

35. Consult local ad- a 2.0 2.4 2.9% i, 1% 1.8 2.3 2.7%
sinistration before n 1.5 1.5 2.uk 2ol 1.7 1.4 1.4
changing courses &=n ¥ # W # 1 ¢

46. Consult non~ufficial & o jel E PN L 34% 2.9 2.8 ch
sources on possible n 2.5 2.6 1. 9% f.lx 2.8 2.4 "
curriculum changes a=n 4 # ]

49. Seck public support a 3.0 5.2 dob% 3. 9% 2.7 de3 3.1
before changing n 2.1 2.7% d.8% 3.0% 2.6% 2.7% 2.4
program &=n # # 4 £ L

69, Seek state office a Lol 2.3 1.4 A 2.1% 2.1 2.4
guidelines on n 2.4 4.9 2.5 2.7 2. 2.1 2.1
prugram a=n #

37, Rely un local admine & ved Lok o d* J. UK dolek 2.9% 2.9k
istration ve nu. & n .0 L.t PR L d. 1% 2.4% 2.7* 2.0k
cype of adult classes a=n # "

59  fonsider local admine a 1.7 dabk AT 2ed* 1.4 2.4% 2.6%
istration on nu. uf n 1.4 1.5 2.uk .Uk 1.8 1.4 1.2%
outside activities a=ii # # # ] #

L/ Items are Shiowi in Lhedr cermplete toim an Appuadl?]

2/ Indtruments aive Jdesignuted as toblows:  a, aclivity cogattions; b, nubfiabive expectutions,
dmiiy o Compatinen buetween antivily cogud tion aud wurigl fve expectat tuil tesponsice Lur cath
respundent pusition.

3/ Posrtions are ndicated oy tullows Voodge Tore, Voabbonal Agticolture teachers; M,
wubeutabaongl teackes; NS, nopevocai tonal stadeit; V5. voutabioigl studeaty Par, patout;
C, counselor; Adiy admbnistialon .

gi #  Asterisk nidivutes the gloup pespeosse d2rters Lagiibiogutly e 2U%) from thet ol Vucas
% Ltiovual Agticulture teaclivis.
1

#  Number Sinn fadicates getivity cognuition tesponses difter siguiticautly (pe U9) trom
uormative expectation tespousvs fu e Comput tson ediostely abuve the sysbol.

on elther activity cognitions or normative expectations are indi-
cated by an asterisk at the right of the reported counter~-role
mean in the tables. Statistically significant intra-positional
(or intra-group) disparities between activity cognitions and
normative expectations are indicated by a number sign (#) dir-
ectly below the item means.




Seeking Advice in Curriculum Orientation

Starting with the first activity listed in Tablv 15, "Obtain
parents' opinions of what is to be taught," it may be noted ihat
1ctivity cognitions of four counter-roles differ significantly
rrom ihose of Vocational sgriculture teachers. Inspection of the
grcup means provides information as to the direction of differences,
The Vocatic:::. Agriculture teacher mean is nearest to the left of
the six-pnint "always-to-never' coatinuum, indicating that these
vocational teachers report more of the activity ip question than
do the othexr resr~ident groups. Similar vesults on the second line
following the same stimulus item show that normative expactations
ot five countex~-role groups differ significantly from those of
Vocational Agriculture teachers. Again, the Vocational Agriculture
teacher mean is to the left of all others on the response continuum,
indicating that these vocational teachers favor a greater extent
of the activity than do other respondent groups.

In the third line, following a stimulus item, the ..amber sign
(#) represeuts cases in which activity co.aition and normative
expectation responses for a giver nnsition differ significantly,
For the first ctimulus item in Ta.ie 15, "Obtain parents' opinion
on what is to be taught,"” sucl - ‘gnificant disparity was found
only for the vocational teachers themselves. By viewing the voca-
tional teacher mecns for activity cognition and normative expecta-
tions, the directiom of %ie difference can be detected., The mean
for normative expectations is nearer the left of the "always~to-
never'" continuum than is the mean for activity cogni.ions; this
indicates a feeling among Vocational Agriculture teacheirs that the
activity should oce -z to a greater extent than it actwm2lly does,
aAlthcugh not statistically significant, differences in the same
direction appear for each of the other six role positions included
in the analysis,

In general, those in the counter-roles respond that the Voca-
tional Agriculture teoachers engage in the eight activities less
often than is indicated by the teachers themselves, The items
which most consistently show sipgnificant diff~rences are tho:: con-
cerning whether Vocational Agriculture teachers rely on local ad-
ministrators in planning the number and type of adult classes,

The wocational teachers say they do this to a lesser extent than l1s
indicated in the counter~role responses. In five counter-roles,
respondents are less Inclinod than the teachers themselves to be-
lieve that Vocational Agricnlture teachers consider the attitudes
of local administrators concerning number of outside activities
(item 59)., Even the only counter-role which is accepted as legi-
timate, that of administrator, is among these five that differ.
Parents, however, do not differ significantly from the focal role,
The fewest differences appear on such activities as item 09,

"Seck state office puidelines on proprams," item 49, "Seek public
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support before charging programs,”" and item 46, 'Consult non-
official sources on possible curriculum changes."

In regard to normative orientations. or what Vocational Agri=-
culture teachers should do, there are three items on which ccunter-
role opinions generally differ from that of the focal role. All
corr“er-role personnel on item 34 think that teachers should rely
on local administrators to ascertain the number and type of adult
classaes more than the teachers think they should. They are some-
what less inclined than are the Vocational Agriculture teachers to
feel that vocational teachers should obtain parents' opinions on
what is to be taught (item 18). The same condition holds for ob-
taining public support before changing a program. Fewer signifi-
cant differences between focal and counter-roles are revealed as
to what should he the role of the vocational teacher in dealing
with the state offices (item 30).

Non-vocational students. are the counter-role group most likely
to have disparities between their activity cognitions and norma-
tive expectations, with the Vocational Agriculture teachers them-
selves next. With the exception of parents, who have apparent
agreement between cognitions and expectations, all groups show dig-
parities between what is and what ought to be on at least one-half
of the items included in the first content category.

In regard to guidance in curriculum orientation, the Voca-
tional Agriculture teachers reccgnize the legitimacy of only one
of the sampled groups in counter-role positions, that of adminis-
trators in the local school system; and this legitimacy is recog-
nized in only five of the eight items.

Developing Curriculum

Within the second content category on curriculum content and
objectives as shown in Table 16, certain differences between
counter-roles and Vocational Agriculture teachers appear on nine
out of ten activity cognitions. These differences are limited to
only one or two counter-roles and are more frequent on such mat-
ters as keeping course content up to date, discussing development [
of good study habits, emphasizing the learning of communication 1
skills, and emphasizing the learning of communication skills, and 3
emphasizing the latest techniques in the field, The counter-role |
representatives perceive that these activities are engaged in to
a lesser extent than perceived by the vocational teachers. Non-
vocational teachers, students, and administrators are most iikely ;
tec differ significantly from the focal rxole on activity cogni-~
tions, Parents are the least likely to differ.
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Counter~role normative expectations differ from those of Voca-
tional Agriculture teachers on four items in curriculum content and
objectives (25, 26, 29, 47), with students and parents differing
most frequently. On the whole, consensus on norms is high for this
content category. However, consensus is lacking between Vocational
Agriculture teachers and parents on items relating to the desirabil-
ity of shop work (25) and of training for the local job market (47).
Non-vocational t2achers and students, vocational students, and ad-
ministrators all show disparities between their activity cogunitions
and normative expectations on almost three-fourths of the items,
Counter-role occupants think the vocatioral teacher should engage in

TABLE 16. ACTIVITY COONITIONI AND NORHATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACHERS TONCERNING THEIR
DEVELOPING CURRICULUM CONTENT AND OBJECTIVES
Results of Intar- and Intra-positional Comparisons

(All valuas ara mean relponlal on a six-point “always-to-navar* continuum)

Icam nuube7 and 2/ o, Ag.
k8. woFdsd Insgromenc®’ Tchy  pvy 1) Vg Pay. < Ade
%. Hava objectiva to ’ 3.2 3.1 7 3.4 3, 7% 3.5 3.0 3.6
train non-collega n 3.2 3.0 2,9 3.2 3.4 3.2 3.1
oriantad students.’ a«n # #

21, Ka®#p course con- a 1.4 2.0% 1.8% 1.5 1.3% 2.0% 2,2%

tant up'tf)‘dltl- n ' 101 1'1 101 1-2 100 102 lvl
. . a*n ¢ # L # # ¢ #

25. Emphaaiza shop 8 2.8 2.6 2.7 3.5% 3.5% 2.2 2.7
instruction n 2.9 3.1 2.9 3.2 3.5% 2.7 2.7
most, a=n # ]

26. Discuss davalopment a 2.0 3.5% 3.7% 2.9% 2.2 1% J.2%
of ‘ood .:udy h.bit.o n 1.5 1.6 < 2.3% 2.2% 1-‘0 1.8 1.4

{ a=n # # # # ¢ ¢ O

28. Hava objactive of a 2.1 2.6% 2.6% 2,6% 2.4 2.6 J.on
employment after n 2,2 2.3 2.0 2.3 2.4 2.4 2.0
graduaiion, a~n # #

29, Emphasize learning a i.7 2,8% 1% W% 1.9 2,5% 2,6%
communication skills, n 1.4 1.6 2.0% 8* 1.4 1.3 1.4 .

a=n ¢ # ¢ # # # #

32. Erphasize practical a 2.9 2.9 3.1 3.0 Ja 2.8 2.8
skills more than n 2.9 3.0 2.8 2.7 2.6 2.7 2.5
theory, a=n

47. Emphasize training a 2.9 3.0 3.5% 3.4% 3.0 2.8 3.3
for Jocgl manpower n 2.6 2.7 2.9 3.0 J.b% 2.5 2.6
naads. a-n ' # #

48. Emphasize training  a 3.3 3,9% 3.6 3.7 3.2 3.2 3.7%
for mmm man- n 2.9 3.0 2.7 3.1 2.9 2.9 2!6
powar neads. " a=n # ¢ ¢

58. Emphasize latest a 1.8 2,6% 2.4% 2.2% 1.8 2,3% 2.5%
tlchniqull in . n 1.5 2.0% 1-9 1-7 1.6 1-9* 1-7
fiald. a*n . [ ] ¢ # #

Footnotes are shown following Table 15,
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the various activities more frequently than they do. The exception
is item 25 on emphasizing of shop instruction. The greatest fre-
quency of disparity between normative expectations and activity cog-
nitions among Vocational Agriculture teachers themselves concerns
item 21 on keeping courses up to date, item 26 on discussion of
study habits, and item 29 on emphasising the learning of communica-
tion skills.,

In questions of curriculum content and objectives Vocational
Agriculture teachers accept the legitimacy of administrators' expec-
tations and cognitions concerning their role behavior, but those of
no other counter-role respondents. The acceptance extends, however,
only to five of the ten .tems.

Choosing Methods and Procedures of Instruction

Data for content category III on methods and procedures of in-
structicn are presented in Table 17, On five of the items, all but
one of the six counter-roles show significant differences from the
responses of the Vocational Agriculture teacher. On three items,
four of the six counter-roles display significant differences.

The fewest differences appear on item 22 concerning keeping equip-
ment current. Non-vocational teachers differ with vocational teach-
ers on all ten items, whereas non-vocational students, counselors,
and administrators differ significantly from the responses of the
Vocational Agriculture personnel on eight., It can be seen that fre-
quent variations occur between responses of Vocational Agriculture
teachers and all other respondents, except for vocational students
and their parents,

Counter~-role normative expectations differ from those of
Veocational Agriculture tecachers onm a'l items, However, the oxtent
of difference is not the same as it 1s for activity cognitions,

On only one item do all the counter-roles differ significantly

from the Vocational Agriculture teacher., 1In this instance (item 17),
no one in a counter-role perceives as much need for the vocational
teacher to talk more than other teachers with students as do the
Vocational Agriculture teachers themselves; they also indicate that
they do this more often. For the remaining items in this category,
there are only one or two significant differences on normative ex-~
pectations between all those in counter-roles and the Vocational
Agriculture teachers.

Six out of ten items display disparities between activity cog-
nitions and normative expectations within the various sampled counter-
positions. Disparity is present in all responses about keeping
equipment current and about preparing for presentations. The res-
pondents apparently think that the Vocational Agriculture teacher
should do these things more than is now being done. Four respondent
groups also show disparities on each of three other items: 6 on
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i TABLE 17. ACTIVITY COGMITIONS AND JORMATIVE EXPECTATIONS
i FOR VOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR

ﬂ CHOOSING METHODS AND PROCEDURES OF INSTRUCTION

Resul’s of Inter- and Intra-positional Comparisons

(All values are mesn responses on a sixepoint "alwayseto-never" continuum)

— Respondent_posicions?/

Item number and 2/ Vo.Ag. o

~keyvordsl/  fInstryment®! Tehr  wyp _Nve _vs Par ¢ Adm

1. Use different in- . 21" 2.6% 2.7%  2,6% 2.4 2.7%  2.8%
structional methods n 1.8 2.4% 2.1 2.3 2.2 2.7% 2.5~

aen #

h. Require making up a 2.1 4% J.1¥ P L 2.3 P 3. %
work missed for n 1.4 1.6 2.0% 2.7 2.0 1.% 1.3
contests, etc. aen

6. Have same a 2.7 3.3 3,5% 2.9 2.1 31 3.2
grading system as n 2.6 2.6 3.0 3.0 2.1% 2.1 2.0
others a«n ¢ ¢ # ¢

12. HMinimize student a 106 209* 209* 2.)- 1.8 203* 2.‘*
absences for con- n 1.3 1.5 1.8% 2.1% 1.7% 1.5 1.3
tests, etc. aen

17. Talk with stu- a 2.4 31w 3.0% 2.5 2.4 33w 3.2%
dents more than n 2.0 J.1v 3.0% 2.4% 2.7% J.2% 2.9%
othexr teachers

20. K..p :.IChin' a 1-‘0 2.1% 107 l.4 1.3% 2.0% 2.3%
methode current n 1.1 1.1 1.1 1.1 1.0 1.2% 1.0

22, Kaep equipment a 1.5 2.0% 1.8 1.4 1.3% 1.6 1.8
current n 101 1.2 1.2 1.2 1.0* 1.2 1.1 '

a=n ] ] ] ] # ¢ ]

24. Prepare as well a 1.4 2.5% 2.3% 2.4% 1.5 2.4% - 2.8%
for prasentations n 1.1 1.3 1.6¥ 1.9% 1.3 1.3 1.3
as other teacheys a=n ] # ] ] ] ] ]

1. rl.Plr. and fole a 1.8 3.1 3.6* J.4% 10’ 2.8% J.2%
low a teaching n 1.7 2.4% 2.7 J.1» 1.7 2.0 1.7
plan a*n ] # ] #

70. Allow students a 4,0 3.0% 3. 3% 3.7 b.o> 2.9¢% 2.5%
more freedom n 3.8 4. 3x 4.0 k1Y LeB¥ 4.1 42

a=n ] ] ]

Yoctnotes are shown following Table 15.

having the same grading system as othars, 31 on prenvaring and fol~
lowing & teaching plan, and 70 on allowing vocational students more
freeadom than others. According to their responses, Vocational Ag-
riculture teachers should do all of these more often, except for

| allowing students more freedom; for this item, the answers indicate
» the reverse,

The Vocational Agriculture teacher rucognizes the legitimacy
of the school administrators' right to expect certain bahaviors
in the area of methods and procedures of instruction. This legi-
timacy extends to all ten items in the category.
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Influencing Recruitment and Assignment of Students

In the content~category on recruitment and assignment of
students (Table 18), counter-role activity cognitions differ signi-
ficantly from those of the Vocational Agriculture teachers on all
five items contained in the content category. Four or more of the
six counter-role representatives differ from vocational teachers
on items 19, 42, and 66; on item 16 two counter-roles differ from
vocational teachers while three such differences appear for item 41,
Item 19 deals with advising parents of vocational education}
item 42 concerns encouraging high ability students to take classes;
item 66 suggests that counselors admitting poor students change pol-
icies, 1Item 16 is on controlling who can enroll in the program
while item 41 concerns insisting all students have ability to suc=-
ceed in work, Administrators vary from the Vocational Agriculture
teachers on all items in this area; non-vocational teachers and
non-vocational students vary on four out of five items. In all
but two instances of significant difference, Vocational Agricul~
ture teachers report a greater extent of activity than do their
observers in the counter-rolas. The exceptiones are that botn
counselors and administrators think that Vocaticnal Agriculture
teachers attempt to control who can enter vocational programs
more than do the teachers themselves.

TABLE 18. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR
INFLUENCING RECRUITHENT AND ASSIGNMENT OF STUDENTS
Results of Inter~ and Intra~positional Comparisons

(All values are mean responkes on a six-point Halways=to~nsver" continuum)

Y,
JRespondent pusitions=

Item number and Vu.A§. i
_key worisl fngeroment2! Tony NV NS y8 P < Ada

16. Control who can a 3.4 3.5 3.5 3.6 3 2.8% 2.8%

enroll in program n 2.1 2.5% 2.4% 3.0% 2.6% 2.4 2.8%
a~n ] 4 # # #
*

19, Advise parents of a 2.1 2.8% 3.4% 2.9% 2.4 2.7% 2.7
‘.n.‘*t‘ o‘ VOC A= n 107 2.0 201 l-. 1-7 2-0 l;.
tional sducation a=n # # # # # #

41. Insisc all studants a 2.9 J.7% ?.7* 3.1 2.6 3.1 3. 5%
thl .btltty to suce n 2.4 203 3.0 .’lo 2.5 300 2;'
cead in work a»n # # ¢

* 2.8%

42, Encourage high abile a 2.0 2.8% J.0% 2.9% 2.2
ity students to take n 1.6 2,6% 2.9% 2.5% 2.2% LW 2.5%
classres aA=n

tb. Suggest counselurs a .7 3.5% §.8% F L 3.1 3.3 3. 7%
udgrtttng poor stue n «od SoUW 2.1% E L 2.6 3.0% 50w
deiits chiange pulicles  a=n L # ¢ ¢ # L

Footnutes are shuwn tolluwing Table 15.
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Counter-role normative expectations differ from those of
Vocational Agriculture teachers on three of the five items, Five
of the six types of counter-roles indicate in item 16 that Voca-
tional Agriculture teachers should contrel who can enroldl in voca-
tional programs more than the teachers do. They also think to a
lesser extent than Vocational Agriculture teachers that high ability
students should be encouraged to take vocational classes and that
counselors should change policies on admitting poor students
(items 42 and 66).

Intra-group disparities between activity cognitions and nor-
mative expectations appear on four items. Where such disparities
appear, normative expectations always rank higher (or closer to a
score of 1) than do activity cognition responses. Such disparities
appear on &t least three of the five items for all except one
counter-role-~the counselors. Counselors' activity cognitions
and normative expectations differ only in regard to item 19, "ad-
vise parents of benefits of vocational education."

Only local school administrators among the sampled counter-
role groups are accepted as having a legitimate right to judge
the Vocational Agriculture teacher's activities which deal with
recruiting and assigning students. This acceptance of the admin-
istrators' legitimacy extends to all five items in the category.

Assisting on Post High School Placement of Students

In the group of items pertaining to post high school place-
ment of students shown in Table 19, counter-role activity cogni-
tions differ from those of Vocational Agriculture teachers on all
six items, although the extent varies considerably. On item 7
relating to training students in applying and interviewing for jobs,
all counter-roles respondents show significant differences from the
Vocational Agriculture teachers, not reporting as much of the ac-
tivity taking place as do the teachers. The same situation applies
to item 8 on giving information about where jobs can be obtained.
All counter-role groups except parents show a similar orientation
concerning up~-to-date job placement records, item 34, The only item
where there seems to be near consensus among the groups concerns
encouraging qualified students to be vocational teachers, Only
parents differ; and they report that Vocational Agriculture teach-
ers engage in the activity to a greater extent than reported by
the teachers themselves. 1In all other differences, the latter
group report the greater amount of activity,

Counter-role normative expectations about post high school
placement of students differ significantly from those of Vocational
Agriculture teachers somewhat less often than do activity cogni-
tions., Four of the counter-roles show significant disagreement
with the vocational teacher on three items, the teachers generally
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TARLE 19. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEAGHERS CONCERNING THEIR
-ASSISTING IN POST HIGH SCHOOL PLAGEMENT OF STUDENTS

Reaulta of Inter- and Intra-positional Compariaona

(All valuea are mean reapons2a on a six-point “always-to-never® cantinuum)

lelpondentApg;;ctonlal
Item nuube, and 2/ Vo.Ag.
key uqrdll Inatrument=" Tchr NVT NVS Vs Par c _Adm
7. Train atudents in a 2,0 3.,3% 3.1% 3.2% 2.5% 2,8% 3. 2%
applying and inter~ n 1.5 1.9 1.7 2,0% 1.6 1.8 1.6
viewing for jobs a=n # ¢ ¢ ¢ ¢ ¢ ¢
8. Give iniormation on a 1.9 0% J.1% J.1* 2.7% 2.7% 3.1%
where jobs can be n 1.4 1.8% 1.8% 2,0* 2.0% 1.7 1.6
obtained a-n # B # # #

15. Encourage qualified 2 2.6 2.7 2.7 3.1 2.1% 2.3 2.7
studenta to be voca~ n 2,2 2.1 2.3 2.6 1.7% 2.0 2,3
tiona) teachera a=n ¢ # ¢ ¢

34. Maintatin up-to-date a 2,2 3.6% 41w 3.3% 2.6 3% 3.8%
job placement n 1.5 2,0% 2,6% 6% 2,3% 2,2% 1.5
records a=n ] ] ] ¢ ?

60. Maintain employer a 2,0 2,6% 3.1% 2,9% 2.5 2.4 3.1%
contacts for job n 1.5 1.8% 2,3% 2.4% 2.3% 1.6 1.7
placementa a=n ] ] ] ] ]

68. Emphaaize importance a 1.4 2.1% 2,2% 1.6 1.5 2.0% 2.2%
of college to n 1.4 1.8% 1.6 1.3 1.2 1.9% 1.6%
students a=n ] ¢ ] ]

Pootnotec are ahown following Table 15,

feeling that they should engage in the activities more than is

exper °d by those in the counter-roles. Administrators show con-
sensus with the vocational teacher on all items except the one per-
taining to emphasizing the importance of college (item 6&}, Cour.~
selors, like administrators, differ from these vocational teachers
on the extent to which the importance of college should be empha-
sized to vocational students. Neither counselors nor administrators
feel that it should be done to the extent indicated by the teachers.
Disparities exist between activity cognitions and normative ex~
pectations of the six items in this content category. In all

cases, normative expectations are higher (i.,e., closer to always)
than are activity cognitions,

The legitimacy of administrators is again the only legi-
timacy granted by the Vocational Agriculture teachers in matters
pertaining to post high school placement of students.
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Establishing Working Conditions and Facilities

The content category, "Establishing Working Conditions and
Facilities," in Table 20 contains only four items, Counter-role
activity cognitions differ from those of Vocational Agriculture
teachers on all four items with five of the six counter-roles dig~-
playing significant differences from the vocational teachers on
item 13 concerning class load. On this item, activity cognit.ons
of Vocational Agriculture teachers are significantly higher (nearer
to 1 or “always") than those of parents and of both student groups;
significantly lower, however, than those of counselors ‘and adminis-
trators. All those in the sampled counter-roles except for voci-
tional students and parents are less inclined than the teachers to

believe that vocational teachers show as much concern about academic

freedom as other teachers, Non-vocational teachers overestimate,
and vocational students underestimate the extent to which voca~
Li...al teachers discourage other uses of tk~ir vocational classroom
(item 23), On item 27, non-vocational teachers apparently under-
estimate while parents overestimate the extent to which vocational

teachers teach academic subjects in special situations,

TAMLE 20. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR
ESTABLISHING WORKING CONDITIONS AND FACILITIES
Results of Inter~ and Intra-positional Comparisons

(All values are msan responses on a six«point "alwayse<to=never" continuum)

RﬁipondcniAﬁdjitlunizl

Item number and Vo.Ag,.

key wordel/ Inggrumentd/ qehy vy NYS vs o ¢ Adw

13. Have a lower class a 2.2 .l 3.4 2.9% 3.7 1.8% 1.5%
load than nonevoca= n 1.8 2.8% 2.7% 2.5% 7% 2.4% 2.9%
tional teachera an ¢ # ¢ ] ] [

24. Discourage other use a 3.3 2.6% 3.5 hol® 2.3 2.5 J.l
of vocational classe n 3.0 2.1 3.3 3.5 2.7 2.8 3.5
rooms an

’

27. Teach academic sub» a 4.0 % 3.9 3.8 J.2% bed 4.5
jects in special n 1.8 3.0 3.2% J.0% o2% 1.8 2.5%
aftuations an ¢ ! # #

38. Are as concerned re a 1.9 2 O 2.5% 2.2 1.7 2.6% 2.7
academic freedom as n 1.5 1.5 1.7 1.9% 1.5 1.6 1.5
other teachers a=n ]

Footnotes sre shiown folluwing Table 15,

Counter~role normative expectations reveal a different pattern
from activity cognitions., All of the sampled counter-roles appear
to feel that vocational teachers should quite frequently have lower
class loads than other teachers (item 13)., However, all indicate
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that this should occur significantly less frequently than is sug-
gested by vocational teachers. The only other item where signifi-
cant differences concerning normative expectations appear for more
than one counter-role is in item 27 auout vocational teachers
teaching academic subjects on special occasions. People in five

of the six counter~roles are more inclined than the teachers to be-
1ieve that this should occur.

In terms of disparities between activity cognitions and norma-
tive expectations within each position, the items named in the pre=-
ceding paragraph appear to be significant, Counselors, non-voca-
tional teachers, and administrators apparently feel that class
loads for vocational teachers should be increased while the other
respondent groups indicate that tliey should be reduced. Non-voca-
tional teachers, administrators, ond both student groups feel that
vocational teachers should teach academic subjects in special
situations more frequently than they actually do.

Cat of all the counter-role groups only administrators are

accepted as legitimate sources of expectations and cognitions
about working conditions and facilities.

Arranging Financial Matters

The content category on financial arrangements shown in Table
21 contains five items, Activity cognitions of counter-roles
differ from those of Vocational Agriculture teachers to a consider-
able dezree on three, and to a lesser degree on another item. On
the remaining item (61) concerning consultation with the state of-
fice on equipment orders, there is comp.ete consensus. All counter-
role personnel except administrators on item 9 apparently over-
estimate the extent to which the Vocational Agriculture. teacher in-
forms the state office when the local budget is inadequate. The
teacher thinks that this is rar-ly done and is supported in this
view by administrators. Whereas the vocational teacher indicates
he is infrequently paid for on~th2~job travel, all the counter-
roles reveual expectations that he is more frequently paid for such
travel (see item 36). Respondents in four counter-positions differ
significantly from vocational teachers in perceptions of the extent
to which vocational teachers are paid more than others with compar-
able training. Non-vocational teachers, counselors, and adminis-
trators think that this occurs morc frequently than do the voca-
tional teachers while non-vocation2l students hold the opposite
opinion. Vocational students and parents, the only groups agree=-
ing with vocational tea:hers on the preceding items, are also the
only groups not in agreement with the Vocational Agriculture teach-
ers on the extent to which they try to get school board support
for budgets,
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Counter=-role normative expectations differ from those of
Vocational Agriculture teachers on four of the five questions with
the greatest number of differences appearing on item 2 dealing with
pay scale differentials. All six counter=-role occupants are sig-
nificantly leas willing than the teachers tc endorse the idea that
vocational teachers should be paid more than others with comparable
training. The counter-role personnel are generally more willing
than the teachers themselves to support the statement that Voca-
tional Agriculture teachers should inform the state office when
local budgets are inadequate. Likewise, they are even more in-
clined to believe that on-job travel expenses should be reimbursed.
Three ccunter-roles (parents and both groups of students) think
that vocational teachers should try to get school board support for
the vocational education budget.

Significant intra~positional disparities between activity
cognitions and normative expectations appear most often on items:
2 relating to pay differentials, 9 on informing the state office
when a local budget is inadequate, and 36 about reimbursement for
on-job travel, Normative expectations are consistently higher
that activity cognitions (closer to 1) except for item 2 concerning
vocational teachers being paid more than others with comparable
training. The non~-vocational teachers, counse¢lors, and adminis-
trators feel that this should occur less often than it actually

TABLE 21. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACERS CONCERNING THEIK
ARRANGING FINANCIAL MATTERS
Results of Inter~ and Intra=-positional Comparisons

(All values are mean responses on a six«point "always=to-never' continuum)

Ruspondent puutttunwi/

Item number and 2/ Yo.Al.
key woidsl/ [nsgrument®’ Tche  NVF NS VS Pur ¢ Adm__
2, Paid more than a 2.4 1.7% 3.8% 2.9 2.6 1.7 1.4%
others with com~ n 1.6 3.7% 3. 8% 2.4% 2.5% Sod* 3. 0%
parable training a=n # ¢’ ¢ ¥ »
9, Inform state of~ a 4.2 2.8% Jib* 5% 2.7* 2.9% 3.7
fice when local n J.1 2.1% 2.1% 2.1% 1.7% 2.8 J.C
budget inadequate &~n  § 4 ¥ ¢ ' ]
6. Are paid for on= a 5.0 2.6% Jo2* J. ¥ EIA 2.7% 3. 4%
job travel n 2.7 2,05 2.3 2.3 1.8% 2.1 2.4
a=i ’ # ¥ ¥ # *
39. Try tu get school a . 2.8 2.2 2.5 2.2% 1.6% 2.4 Jo&
buard support fur n 2.5 2.2 1.4% 1.7% 1.d% '3 ) J.
budgut a=n #  J ]
6l. C’unlult, state uf» a j.u .‘c.’ .’02 .8 2.9 2.9 3e)
fice first on n 3.0 an 1-8 207 206 3.0 4.9
equipment vrders a=n .

Fuutuotes are shown fulluwiug Table 15,
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does, while the wocational teachers and vocational students feel

it should occur more often than it actually does. Parents and non-
vocational students have different activity cognitions and norma-
tive expectations on this item. The fewest disparities between the
activity and normative levels are found in counselors' responses
and the most in the respnnses of vocational students'.

Relating Generally with Local and State Administration

In this category of seven items wegarding relational and com-
munication patterns in Table 22, counter-role activity cognitions
differ from those of Vocational Agriculture teachers to some ex-
tent on all items; however, these differences are more highly con-~
centrated on three items: 10 on checking with aaministrators prior
to discussing issues, 11 on infcrming administrators on matters
discussed by state office, and 65 on using state office to get
positions in other schools. Accivity cognitions of the Vocational
Agriculture teachers are higher (nearer to "always") than those of
counter-roles on these items. All of the responses rank abcut
midway on vocational teachers influencing decisions of state office
(item 14) and on reporting work problems to the state office
(item 45). Only students (both vocational and non~vocational)
differ on item 45 regarding reporting work problems to local admin-
istrators, being less inclined to do so.

With one exception, there is a relatively high degree of con-
sensus of the counter-roles with the Vocational Agriculture teacher
concerning normative expectations, Vocational teachers are inclined
to believe they should almost always go through tne state office
to get positions in other schools. According to all those in
counter-roles, they should do this less frequently than the teach-
ers feel they should.

Intra-positional disparities also exist between activity cog-
nitions and normative expectations for five respondent groups on
items 10, 14, 43, and 44, all of which are focuseé on stare and
local administration relationships. Disparities appear most fre-
quently for the non-vocational teacher and for both student groups.
They are least frequent for parents and counselors, in only one
out of sevel items. In all instances, normative expectations are
higher (i.e., nearer to "always'") than are activity cognitioas,

Vocational Agriculture teachers recognize only the expecta-

tions and cognitions of administrators as being legitimate and
grant this legitimacy on only four of the seven items,
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TABLE 22, ACTIVITY COGNITIONR AND NORMATIVE EXPECTATIONS FOR
YOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR RELATING
GENERALLY WITH LOCAL AND STATE ADHINISTRATION
Results of Inter= and Intra=positional Comparisons

(ALl values ace mean responses on a six=point Yalvayseto=never" continuum)

ngm;pouuonry

stem number anq PY, Vo.Ag. ] )

Y Inscrupent®’ Tchr VT NYE vs Par <

10, Check witn sdminise a 1.7 Y TR J. 1% 2.8% 1.8 2.2% 2.9%
writors prior to n 1.5 1.6 2.0 2.3% 1.7 1.5 l.1%
diacussing iasues a=n # # ] #

11, In!or. state office a 2.8 3.3 dobw P 2. ]% 2.7 3.0
on matters discussed n 2.5 2.4 2.6 o 2.2 3.0 2.7
by administrators a=n # # #

14, Inform administra= a 1.9 2.8% 3.0% 2.8% 2.2 2.5¢% b¥
tors on matters diae n 2.0 1.6% 2.2 2.4 1.6% 2.0 L.5%
cussaed by state a=n # # # # ¢

43, Influsnce deciaions ' 3.5 3.5 3.7 3.7 2.8% J.0 b
of atatu office n 2.8 2.7 2.9 2.9 2.4% 2.4 2.4

a=n [ ] ] # ?

“4. Report work problems a 2.2 2.2 Jodw Jo3% &.d 2.2 2.4
6 local miminia« n 1.7 1.8 2.0 2.4 2.0 1.8 1.5
trators a=n # ] # # §

45. Report work problems a 1.4 3.1 bodn 3.8 3.0 2.9 3.k
to state office n 2.8 2.9 3.1 4.0 | 2.8 4.0

a=n # §

65, Use state office to a 1.4 2.7 3.0w 3.2 2.4% 2.0% 2.5
get positions in n 1.3 2.7+ 2.b% 2.8% 2.0% 2.2+ 2.4¢
other achools a*n

Footnotes are shiuwn lbllowihl Taﬁia 15.

Reveloping the Image of Yocational Rducation

Ten items appear unders the catagory on development of the im~
age of vocational education, shown in Tabl 23, Counter-role active
ity cognitions differ from chose of Vocational Agriculture tcacherw
to some degree on all te.. items. All counter-role responsss show
significant differences .=om the Vocational Agricultures teachers
in two areas: having adult classes when local groups want them
an¢ initiating contac. ..ch the public more than other teschers.

The teachers think thay do both more often than the counter~role
respondents believe they do. PFiva counter=role groups differ from
the Vocational Agriculture teachers on five items, including ones
about working to improve the imsge of the field in the community (57)
and uaing local contacts to develop prograus (64%), Again, rha Voca~
tional Agriculture teachers are inclined to think they engage in
these activities to a greatar extent than is attributed :o them by
the others in the sample of counter-roles. All of the remaining
items show significant differences on the part of three or four
counter-roles., Non-vocational teachers and non-vocational students
differ from vocational teachers on all items. With the exception
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of parents sho differ somewhat less often, the remaining groups
differ from vocational teachers on at least six of the ten items.
In all instances, activity cognitions of vocational teachers are
higher than those of counter-roles.

Counter-role normative expectations on the development of an
image differ from those of Vocational Agriculture teachers to a
somewhat lesser extent than do their activity cognitions, although
some disparities show up for all ten items, All counter-role rep-
resentatives differ from the vocational teacher about item 63,

TABLE 23. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURF TEACHERS CONCERNING THEIR
DEVELOPING THE IMAGE OF VOCATIONAL EDUCATION
Results of Inter- and Intra-positional Comparisons

(All values are mean responses on a'six-point "always-to-never" continuum)

3/

Respondent positions™
Item numbe7 and / Vo.Ag. '
keyAwords Instrument=" Tchr NVT NVS VS _Par c Adm
3. Deal with influen- a 2.2 3.0% 3.4% 2.4 2.6 2,9% 2.5
tial community n 1.8 3.5% 3,2% 2.1 2,5% 3.4 3.3%
members more than a=n # # #
other teachers '

33. Develop good relation- a 1.4 2.2% 2.1% 1.8 - 1.5 2.6* 2,6%
ships with other n 1.1 1.6% 1,6% 1.5% 1.3 1.5 1.2
teachers Aae-n # # # W # #

40. Have adult classes a 1.7 2.9% 3.3% 2.6% 2.4% 2,3% 2.5%
when local groups n 1.4 1.9% 1.9% 2.0% 2.1% 1.9% 1.8
want them a=n . . # # # ¢ #

50. Behave appropriately' . a 1.3 1.7% 1.8% 1.6 1.2% 1.7 1.8
in public places n 1.1 1.2 1.3* 1.3 1.1 1.2 l.1

a=n # # # # # #

52. Send articles on a 1.9 2.3% 2.8% 2.3% 2.0 2.2 2.1
activities to local n 1.6 1.6 2,0% 1.6 1.5 1.8 l.6
newspapers a=n # # #

57. Work to improve a 1.4 2.1% 2.4% 1,8% 1.5 L 2.0% 2,2%
image of field in n 1.1 1.4% 1.4% 1.3 1.2 1.4% 1.2
community a=n # # # # . # #

62. Avold participate a 1.8 2.6% 3.0 3.0 2.0 2.3 2.6%
ing in controver= n 1.7 2.1% 2.7% 2.5% 2.0 2.2 1.8
sial groups a=n # . # : #

63. Initiate contact : a 1.5 2.6% 3.2% 2,3% 2,0% 2,1%* 2.3%
with public more n 1.5 2.9% 2.5% 1.9% 2.2% 2.8% 2.6%
than others a=n #

64. Use local contacts a 1.7 2.4% 3.2% 2.5% 2,1 2,3% 2.5

: to develop pro- . n 1.5 2.2% 2.6% 2.3% 2.0% 2.1% 2. 1%
aram - a=n # # : #

67. Perform free sey- a 2.0 2.7% 3.3% 2.2 2.6* 2.4 2.4
vices as pﬂrt of n 2-6 3.3* 300 203 303* - 3.1 208
their job a=n # # # #
footnotes are shown following Table 15. :

]
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"Initiate contact with the public more than others'" and item 64,
"Use local contacts to develop programs,"” Vocational teachers
think they should do these things more than do those in the
counter-roles., Five counter-role responses are significantly
different from vocational teachers on item 3, '"Deal with influen-
tial community members more than other teachers'" and on item 40,
"Have adult classes when local groups want them." The Vocational
Agriculture teachers think they should engage in these activities
more than do the counter-role observers.

Intra-positional disparities between activity cognitions and
normative expectations tend to be concentrated on items dealing
with d~veloping good relations with other teachers (item 33), hav-
ing adult classes when local groups want them (item 4), behaving
appropriately in public places (item 50), and performing free
services (item 67)., Except for the last item mentioned, norma-
tive expectations are consistently higher, indicating a desire for
more of the activity than is perceived to exist, With respect
to performance of free services as a part of the vorational teach-
ing job, however, non-vocational teachers, parents, and counselors
apparently agree with vocational teachers that this practice
should be curtailed somewhat from its present level. Administra-
tors also tend to agree, but their activity cognitions and norma-
tive expectations do not vary on this issue. In general, intra-
positional disparities occur most frequently in the responses
of the Vocational Agriculture teachers, non-vocational teachers,
and administrators (here, eight out of temn items) and least fre-
quently for parents and counselors.

The administrator group is ugain the only one recognized as
having a legitimate right to normative expectations and activity
cognitions concerning the development of an image. The only
item of the ten not included in this is "Perform free services as
part of their job."

Seeking In-service Professional Development

In the tenth content category on seeking in-service pro-
fessional development shown in Table 24, counter-role activity
cognitions differ substantially from those of Vocational Agri-
culture teachers on four out of five items. Differences appear in
five inter-positional comparisons of activity cognitions on three
items: taking courses to keep methods up to date (item 53),
attending short courses to update knowledge (item 54), and being
active in professional education groups (item 56). On the item
concerned with the seeking of training in public and human rela-
tions, four of the six counter-roles show significant differences
from the Vocational Agriculture teacher. The vocational teachers
think they carry on such activities to a greater extent than do
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TABLE 24. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL AGRICULTURE TEACHERS CONCERNING THEIR
SEEKING IN-SERVICE PROFESSIONAL DEVELOPMENT

Results of Inter= and Intra=-positional Comparisons

(All values are mean responses on a six=point “always-to-never" continuum)

3/

Respondent positlions™

Item number and VO.Ag.
ke:-wo::si/ * Insttumenvglr Tchr NVI NVS VS Par c Adm

S51. Seek training in a 1.9 2.7% 2.6% 2.3 1.8 i.g* %.2*
public and human n 1.5 1.7 1.9% 1.9% 1.4 ; ;
relations a=n # # ] ]

2.6% 2.8%
. rses to a 1.7 2.6% 2.9 2.7% 2.0

>3 :::; ::th:dl up n 1.5 1.8% 1.7% 2.0% 1.8% 1.8% 1;6
to date a=n # # # #

S4. Attend short a 1.7 2.6% 2.8% 2.4% 2.1 f ;* i.z*
courses to update n 1.4 1.7 1.7 1.8 1;7 ; ;
knowledge a=n # # # #

2.2% .3 .6

$5. Take counselin a 3.2 3.6 3.0 3.1
o: :uidlnce ¢ n 2.4 2.3 2,0 2,3 2.1 1;9 2;1
courses a=n ] # #

(1] 2.4 2.9% 2.49%

56. Are active in a 2.0 2,9% KT 3,
professional edu= ¢ on 1.7 1.8 2.4% 2;6* 2.3% 1;7 1;5
cation groups a=n # # ‘

Footnotes are shown fullowing Table 15,

the people in the counter-roles, Counter-roles revealing the
greatest number of differences are non~vocational students, non=-
vocational teachers, counselors, and administrators.

On normative expectations, fewer veriations appear. Five
counter~-roles display significant differences from the Vocational
Agriculture teacher on item 53, "Take courses to keep methods
up to date." Vocational Agriculture teachers think they should do
this more than the others do., Three counter-role groups show
discrepancies on whether vocational teachers should be active in
professional education groups; and two on seeking training in
public and human relations. The counter=-role personnel think

that these items should be done less than the vocational teacher @
do. |

On disparities between activity cognitions and normative ex- 1
pectations within the sampled positions, normative responses are
higher (closer to "always") than activity cognition responses. ‘
Parents reveal only one such intra-group disparity. All of
the other counter-roles have significant differences between

activity cognitions and normative expectations on all five items
in the content category.

o
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The Vocational Agriculture teachers are willing to grant
legitimacy to the counter-role expectations and cognitions of
administrators on all items concerned with professional develop-
ment in the field.

EXPECTATIONS FOR _TRADE AND INDUSTRIAL EDUCATION TEACHERS

Tables 25 through 34 present findings relative to activity
cognitions and normative expections of Trade and Industrial Edu-
cation teachers. The format of presentation is the same as was used
in the preceding section with Vocational Agriculture teachers and
is outlined in detail earlier in this chapter following the head-
ing "Expectations of Vacational Teacher Activity."

Seeking Advice in Curriculum Orientation

Within role content category I, "Guidance in Curriculum Ori-
entation," shown in Table 25, counter=-role activity cognitions differ
from those of the Trade and Industrial teachers on all eight items.
In response to each item, the Trade and Industrial teacher report
more extensive activity than that perceived by all other counter~
roles with the exception of parents. On two items, 30 and 49, par-
ents indicate that the Trade and Industrial teachers consult state
personnel before changing courses and seek public support before
changing program more than the teachers in question report doing.
Non-vocational students differ most frequently with the Trade and
Industrial instructors,=--on eight items; vocational students differ
on five items. Those differing least are non=-vocational teachers
and administrators.

Counter=role normative expectations show differences with the
Trade and Industrial teacher's on all eight items concerned with
guiding the curriculum. The counter~role respondents express less
desire for the vocational teacher to engage in the designated activ-
ities than does the teacher himself. Vocational students disagree
with the Trade and Industrial teacher on seven items, followed
closely by the non=vocational student (six items), non-vocational
teachers, parents, counselors (two items each) and administrators
(one item).

Differences between activity cognitions and normative expec~
tations are fewer than those described as existing between posir
tions; i.e., there is more intro=-group consensus than inter~group !
consensus. Generally speaking, disparities exist among counter-
role responses on normative expectations in equal frequency to those
on activity cognitions. Vocational teachers provide the highest
number of intre-group disparities with six, followed by non=-voca='
tional students with five. Parents with no such differences provide
the fewest.

I Ao N B R e
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TABLE 25, ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRADE AND INDUSTRIAL EDUCATION TEACHERS CONCERMNING THEIR
SEXKING ADVICE IN CURRICULUM ORIENTATION
Results of Inter=- and Intra-positional Comparisons

(All values are mean responses on a six-point “always~to-never® continuum)

Itom m.-bci and 9/ T&l
key vordsl Instrument=’ Tchr __ NVT NVS vs Par € Adm

18, Obtain parents’ a 3.6 3.9 4.1% b4, 2% 2.8% & &% 4.0
°ptnt°n. on "h.t n 209 3'0 3.1 3.2 2.3* 3.5* 303*
is to be taught a=n # # # ¢ #

30- con.ult state P.r. a 205 204 300* 2.6 107* 2.1 1.7*
‘oml b‘!or. n 108 202 205* 2.0* 1.5 1.. 201
changing courses a=n # #

35' con.ult local Id. a 2.2 2.% 2.5% 2-6 1. 2.3 2.1
ministration before n 1.6 1.6 2.2% 2.5% 1.5 1.3 1.2
changing courses a=n # # #

46. Consult nonwofficial a 3.0 3.2 3.7% 4.0% 3.2 3.0 3.2
sources on possible n 2.2 2.5% 3.1* 3.6% 2.6 2.6 2.3
curriculum changes a=n # # #

49. Seek public support a 3.1 3.5 3.7% 4.0* 2.7 3.5 3.2
be!or. Chln.ll‘tl n 202 207* 3 3* 301* 205 2'7* 2.‘
program a=n # # #

69. Beak state office a 2.2 2.4 3.2% 8% 1.7% 2.3 2.2
guidelines on n 1.8 2.0 2.5% 2,.5% 1.8 2.0 2.0
program a=n # #

37. Rely on local admine a 2.6 2.7 3.1% 3.0 1.9% 2.8 2.6
istration re no. & n 2.7 2.7 208 3.1% 201*. 2-‘ 2-3
typs of adult classes a=n

59. Consider local admine- a 2.0 2.3% 2.7% 2,7% 1.6 2.6% 2.2
istration on no. of ‘'n 105 1-8 2 ki 2.5% 107 1.3 107
outside activities a=n # # #

)/ Items are shown in their complete form in Appendix A.

2/ Instruments are designated as follows: a, activity cognitions; n, normative axpectations;
a*n, a comparison between activity cognition and normative expectation responses for each
respondent position.

3/ Pasitions are indicated as follows: T&I Tchr, Trade and Industrial Education teacher;
NVT, nonevocational teacher; NVS, non=vocational student; VS, vccational student; Par,
parent; C, counselor; Adm, administrator.

*  Asterisk indicates the group response differs significantly (p <.05) from that of Trade
and Industrial Education teachers.

# Number sign indicates activity cognition responses differ significantly (p <.05) from
normative expectation responses in the comparison immediately above the symbol,

In summary, vocational and non-vocational students are in-
volved in the greatest number of differences (both intra~ and
inter-group) in relation to behaviors within this content cate-
gory, while administrators, parents, and counselors provide the,
fewest. All eight items disclose disperities on both activity
cognitions and normative expectations, the latter being the more
frequent. n '

71

PPp—.




Administrators are the only counter~role group whose nor-
mative expectations and activity cognitions concerning .the ‘Trade
and Industrial teachers are accepted as legitimate by the teach-
ers themselves, at least in the area of guidance in curriculum
orlentation.

Developing Curriculum Content and Objectivee

Within content category 1I, <'Developing Curriculum Content
and Objectives," as shown in Table 26, one or more counter-role
activity cognitions differ from those of the Trade and Industrial

TABLE 26. ACTIVITY COGNITIONS AND NORMATIVE EXPRCTATIONS FOR
TRADE AND INDUSTRIAL EDUCATION TEACHERS CONCERNING THEIR
DEVELOPING CURRICULUM CONTENT AND OBJECTIVES
Results of Inter~ and Intra-positional co-pl;ilonl

(All values are mean responses on a six-point “always=to~never" continuum).

Respondent positions?/
Item nunzii ~nd 2/ T&1
key word _Instrument= Tchr _NVT NVS vs Pay G Me
5. Have objective to a 2.1 2.4% 2.7% 3.0% 2.8% 2.3 2.6%
train non~college n 2.1 2.3% 2.6% 3.0% 2.5 2.3 2.7%
oriented students a-n
21. Keep course con= a - 1.5 2.0% 1.7 | 1.3 2:3% 1.7%
tent upeto=date n 1.1 1.1 1.2 1.2 1.0 1.1 1.1
a=n ¢ ¢# ¢# ¢# ¢
25, Emphasize shop : a 2.2 2.6% J.1* 3.3% 3.2% 2.0 2.2
instruction n 2.5 2.7 J.1w 3.2% KR L 2.7 2.4
most a=n
26, Discuss < ‘velopmant a 2.3 4w J.4% 3.2% 1.8% 3.5% 3.1*
of good scudy habite n 1.4 1.6 2,3% 2,0% 1.3, 1.7 1.6
a=n # ¢ ¢# ¢# ¢# ¢
28. Have ohjective of ‘ e 1.3 2.0% 2. 1% 1.9% 1.7% 2.1% 1.9%
employmant after n 1.3 1.9% 1.8% 2.0% 1.5 1.7% 1.8%
graduaticn a=n
29, Emphasize learning a 1.8 2.8% 2.8% 2.1 1.7 2.9% %
comsunication skills n 1.3 1.5 2,0 1.0% 1.4 1.2 1.4
a«n ¢ ¢ ¢ ¢ #
32. Emphasize practical a 3.1 2.7 3.2 3.6% 2.7 2.9 2.9
skilld more than n 3.1 2.9 3.4 3.1 2.7 33 2.9
theory a-n ¢
47, Emphasize training a 2,6 3.1 3.4% JT¥ 2.5 ° 3.2 J.ax
for locgl manpower n 2.4 2.7 3.0% 1% 2.5 2.6 2.5
needs a=n ¢ # 4 . ¢
48. Rwphasize training a 3.1 3.3 3,5% 3.7 2.7 b 3.6%
for national man~ n 2.4 2.7 2.6 2.9 2.4 2,5 2.7
power needs a=n ¢# ¢# . ¢’
580 uphlll.tl latest a 1.8 2.4% 2. 7% 2.6% 1.8 2.9* 2.6%
techniques in n 1.4 1,8% 1.8% 2.0% 1.6% 1.6 L.8%

field a=n # # # . # #

Footnotes are shown following Table 25.
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teacher on every item. On two items all counter-role represent-
atives disagree with the Trade and Industrial teacher; these are
item 26, "Discuss Development of Good Study Habits" and item 28
"Have Objective of Employment After Graduation." In both cases,
the teacher reports that he engaged in the activity to a greater
extent than does any counter-role respondent. Vocational and
non-vocational students, as well as non-vocational teachers and
administrators, differ most frequently with the Trade and Indus~
trial teacher--eight items each--while parents differ the least,
on four items.

Counter~role normative expectations differ from those of the
Trade and Industrial teacher on seven of the ten items. Items 28,
58, which are concerned with after-graduation employment and em=
phasizing latest techniques, elicit the greatest number of disagree-
ments (five), while items 21, 32, and 48 elicit no disagreements.
Again, on all items where such differences occur, the Trade and
Industrial instructor's response is higher {closer to a score of
1) than those of all counter-roles. Greatest disparity among the
counter-role expectations is centered in responses of vocational
and non-vocational students (seven each), while counselors exhibit
the least disparity (one) in norms when compared to Trade and Indus-
trital teachers.

Considering differences between counter-role responses and
those of Trade and Industrial teachers and the differences between
activity cognitions and normative expectations within each grnup, the
former exceeds the latter to a substantial degree. Within each coun-
ter-role, the normative expectations are higher, closer to a score of
1, than are activity cognitions on all items except for four: 5, 25,
28, and 32. On item 25--"Emphasize Shop Instruction Most''==non=voca-
tional teachers, counselors, administrators, and the Trade and Indus=~
trial teachers feel that such activity is practiced somewhat more
than it should be. It may be noted, however, that on the four items
where activity cognition responses are higher than resporses for nor-
mative expectations, the disparity between the two is never signifi-
cant. :

Intra-group disagreements are widely spread among the counter-
roles. Non-vocational teachers, non-vocational students, vocational
students, and administrators have six each; parents have only two
such intra-group differences. Disparities found primarily among the
vocational and non-vocational students (fifteen each), are from the
Trade Industrial teachers' response closely followed by non-vocation=
al teachers and administrators (eleven each). The fewest such dispar- :
ities are found in the responses of parents (six times) and counselors
(seven times). In summary, vocational and non=vocational students
gshow up with the greatest number of differences within this content
category while parents are the counter-role group least frequently
displaying such differences. :




Administrators' normative expectations and activity cognitions
kbout curriculum content and objectives are the only onss accepted
as legitimate by Trade and Industrial teachers. This is true for
seven of the ten items in the category.. )

Choosing Methods and Procedures of Instruction

Within the behavior category III, "Ci.oosing Methods of Pro-
cedures and Instruction', shown in Table 27, counter-role activity
cognitions differ from those of the Trade and Industrial teacher
on each of the ten items. With the exception of item 70, "Allow
students more freedom," the Trade and Industrial teacher reporte

TAMLE 27. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FoR
TRADE AND INDUSTRIAL EDUCATION TEACRERS CONCERNING THEIR
CHOOSING MRETHODS AND PROCEDURES OF INSTRUCTION
Results of Inter- and Irtra-positional Comparisons

(All values are mean responses on a six-point “always«to«never"” continuum)

3/
. Respondent gosicions™
Item nu-tli ard 2/ Thl
ey voxd Inscxysent=  Tchy NYT NV Y3 Jax (3 Aim
a 2-0 2'.* 2-7* 2"* 2-3 -v’;* 2-7*
L- Use differsnc - o 1.8 2.3% 22w 2.2 5% 2.2% 21w
ods a=n ¢ ¢ ¢ ¢ ¢ ¢

4. Reguire making up a 2.1 3.2 J.7% 3.2 2.7 J.0" oh
work missed for n 2.1 1.7% 2.6 2.5 1.9 1.8 1.7
contests, stc. a=n ¢ # ¢

‘- HIVQ .“ ‘ 2'7 3"* 3'5* 3'3* 2!0* 3-2* 3-1
grading system as n 2.7 2.6 3.2% 3. 1.7% 2.8 3.0
others ]

12. Minim'ze student a 2.0 2.6% 2.8% 2.6% 1.7 2.8% 2.2
absences for conv n 1.6 1.7 2.3 2.4% 1.9 1.6 1.6
tests, etc. a=n ¢ ¢ ¢ ¢ ¢

17. Talk with stu~ . 2.0 3.3 300 2,6% 2.8¢  3.3% 3.2%
dents more than n 1.9 3.2% 2.9% 2.6 k9 L] 2.6% 3.0w
other teachera avn

20. Keep teaching a 1.4 2.1% 1.7 1.5 1.2 2.5% 2.1%
mathoda current n 1.1 1.1 1.2 1.2 1.0 1.1 1.2

a=n ] ¢ ¢ ¢

22. Keep equipment a 1.5 1.7% 1.8% 1.4 1,3% 2.2% 1.8
current n 1.1 1.2% 1.3% 1.2% 1.0 1.1 1.2%

asn # ¢ ¢ ¢ ¢ ¢’

24, Prepare as well A 1.7 2.3 2.6% 2.3% 1.5 2.3% 2.4%
for presentations n 1.3 1.1% 1.7% 2.0% 1.3 1.1 1.3
as othe: tuachers a=n ¢ # ] ¢ ¢ ]

31 Prepare and fole a 2.5 s L AU W 1.8  3,3%  3,0%
low a teaching n 1.8 2.2 2.6% 3.2% 1.7 1.9 1.9
plan a=n ¢ ¢ ’ # ¢

70. Allow students a 3.4 2.9 3.5# 3.6 S5.2% 2,6% 3.0
more fresdon n 3.5 b, 2% b 1% 3.3 b9 3.9 4.0

a=n ¢ ¢ ¢ ¢

Yootnotes are shown following Table 25.
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he engages in each activity more than all counter-role groups ex-
cept parents perceive him as doing. In respoanse to items 6, 20, 22,
and 31, parents' activity cognitions are higher than those of Trade
and Industrial teachers. Item 70 presents a reverse picture in com-
parison with the other nine items within this content category. In
response to teachors allowing stulents more freedom, non=-vocational
teachers and counselors feel: that the Trade and Industrial Education
instructor engages in this activity more than the instructor indicates
in response to the same question. Administrators also differ with
Trade and Industrial teachers on this item, but the difference is
not statistically significant. Once again, pareats deviate from
other counter~roles in saying that Trade and Industrial teachers
very seldom allow students more freedom.

Normative expectations differ between counter-roles and Trade
and Industrial teachers on nine of these ten items. Item 20 on
keeping teaching methods current is the only exceptioan. On each of
these items, all counter-role responses express less expectation
for Trade and Industrial teachers to engage in the designated activ=-
ities than do the responses of the teachers themselves, the only
exceptions being non=-vocational teachers' response to item 24 and
parents' response to item 6.

Considering intra=-group disparities, i.e., those between activ-
ity cognitions and normative expectations, most of the latter are
higher than activity cognition responses. The important exceptions
are clustered on item 70 concerning freedom for students, non=-voca=
tional teachers, non=vocational students, counselors, and administra-
tors indicating that freedom should be curtailed in relation to its
perceived existence. Two other notable exceptions where the cogni~-
tion is higher than expectation are non-vocational teachers' re=
sponses about item 6 on grading and administrators' responses to item
4, about making up work. Vocational students and parents provide the
fewest intra-group disparities, three and four respectively, and non-
vocational teachers reveal the greatest number of such differences
on nine out of ten items. Non=vocational students, counselors, and
administrators follow closely with eight each. In general, non-voca-
tional teachers and non-vocational students, followed by counselors
and administrators, account for the greatest number of discrepancies
within this content category. Such differences, however, are farily :
evenly distributed among all counter-roles. ;

Only the administrators among the éix counter~role groups are
accepted by the teachers as a legitimate source for expectations and
cognitions concerning their methods and procedures of instruction.
This is true for eight of the ten items in the category.
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Influencing Recruitment and Assignment of Students

Content category IV on recruitment and assignment of students
(Table 28) consists of five items, all of which elicit counter-
role activity cognitions significantly different from those of
the Trade and Industrial teacher. In response to each, the teach-
er reports more extensive activity than is perceived by all counter=
role personnel. Parents and vocational students are the only ex~
ceptions when responding to item 16, "Control Who Can Enroll In
The Program.' Vocational and non~vocational students account for
the greatest number of these differences (five items each), fol=-
lowed by non~vocational teachers and counselors (four items each)
while the fewest are between Trade and Industrial teachers and
parents, (two items).

- Counter=role normative expectations also differ with those
of the Trade and Industrial teacher on all five items. In every

case the normative response of the Trade and Industrial teacher
is closer to a score of 1, indicating that counter=role responses

express less deisre for Trade and Industrial teachers to engage

in these activities than the teachers themselves do. Once again,
vocational students, non-vocational students, and administrators
account for the greatest number of differences, five each, follow=
ed by parents and counselors with four each. The fewest disagree-
ments (three) occur between non-vocational teachers a.d the Trade

TABLE 28, ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRADE AND INDUSTRIAL . .uCATION TEACHERS CONCERNING THEIR
INFLUENCING RECRUITHMENT AND ASSIGNMENT OF STUDENTS
Results of Inter~ and Intra~positional Comparisons

(All values are mean responses on a sixepoint "always=to=-never" continuum)

Respondent politlon;ej

Etem number and 2/ Lo o
key wordel/ Instrument=’ Tchr VS Vs Par

16. Control who can 2.7% 2.4%
enroll in program

. Advise parents of
benefits of voca=
tional education

. Insist all students
have ability to suce
ceed in work

. Encourage high abile
ity students to take
classes

. Suggest counselors
admitting poor stu= n
dents change policies a-n

Footnotes are shown following Table 25.




and Industrial Education teachers.

Inter=group and intra~group disparities on activity cognitions
are equal in number, but inter~-group differences on normative ex=-
pectetions exceed those between normative expectations and activity
cognitions within any group; i.e., generally the greatest disparity
is found when comparing Trade and Industrial teachers' normative ex=
pectations with those of the counter-roles. The greatest number of
both inter~ and intra-group disparities involve the non-vocational
student, followed ciusely by the vocational student. Parents again
account for the fewest.

The legitimacy of the local school administrators as a source
of role definition is accepted by the Trade and Industrial teachers
on all five items concerned with recruiting and assigning students.
No other counter=role is recognized as a legitimate source of ex-
sectations or cognitions.

Assisting in Post High School Placement of Students

The fifth category on post high school placement contains six
items, (See Table 29). All of these show counter~role activity
cognitions differing from those of the Trade and Industrial instruc-
tor. In each case, the teacher reports that he engages in the activ=-
ity more than he is perceived as doing by any of the counter=-role
groups with the exception of parents in response to item 68 "Empha=-
size Importance Of College To Students.' Non~vocational teachers,
non=~vocational students, and counselors show up with the greatest
number of differences in activity cognitions from the t:achers'
responses. Parents reveal the fewest differences.

Normative expectations vary between the counter~roles and the
Trade and Industrial teacher on each of the six it<ms within this
content category. Once again the vocational teacher s higher
expectations (closer to a score of 1) than all counter=-roles with
the exception once more of parents on item 68. Vocational students'
normative expectations differ from the Trade and Industrial teachers'
on five items, followed by non=vocational teachers and non=-vocational
students with four items each. Counselors' expectations are the
least different.

In comparing the differences between activity cognitions and
normative expectations within each group between groups, the former
tends to exceed the latter. For example on item 8 ("Give information
on where jobs can be obtained") an intra-group disparity is found
in all counter~role mean responses and in those of the Trade and
Industrial teachers. For each group of respondents on every item,
normative expectations are higher (closer to a score of 1) than g
activity cognition responses. Such intra-group disparities are '
most common among non=vocational teachers, non-vocational students, .
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TABLE 29. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRAD:. AND INDUSTRIAL EDUCATION TEACHERS CONCERNING THEIR
ASSIS1ING IN POST HIGH SCHOOL PLACEMENT OF STUDENTS
Results of Inter~ and Intra-positional Comparisons

(All values are mean <esponses on a six-point “always~to-never" continuum)

Respondent posit 1c.nr:y
Item n and 2/ T&l
key word Instrument="_ Tehr NVT NVS Vs Par [o Adm

7. Train students in a 1.9 2.3 2,5% 2.8% 1.7 2.4% 2.6%
applying and inter~ n 1.2 1.3 | L 1.7% 1.2 1.3 1.3
viewing for jobs a~n ¢ ¢ ¢ ¢ ¢ ¢

8. Give 1nformation on a 1.8 2.3% 2.5% 2,7% 2.4% 2.4% 2.3%
wliere jobs can be n 1.3 1.3 1.5 1.8% 1.5 1.2 1.5
obtained a=n ] ] L 4 L ] ¢

15. Encourage qualified a 2.4 3.0x 3.3% 3.5% 2.k 3.0% 9%
students to be voca- n 1.7 2.0% 2,5% 2.7% 1.8 1.7 1.9%
tional teachers a=n ¢ ] ] ¢ ]

34. Maintain up-to~date a 2.2 3. 1% 3.4 2.9% 2.1 3.8% 3.1»
job placement n 1.4 1.7% 2.4% 2.3% 1.7 1.5 1.5
records a~n ¥ ¢ ¢ ¢ ¢ ¢

60. Maintain employc. 2 1.8 2.4% 2.9% 2.3% 2.1 2.5k 2.3
contacts for job n 1.3 1.6% 2.1% 2.1% 1.6% 1.4 1.5%
placements a=n 4 ¢ ¢ ¢ ¢ ¢

68. Emphasize impirtance a 2.0 2.8% 2.7% 2.2 1.5 3.2% 2.3
of college 1o n 1.8 2.2% 1.9 1.7 1.4% 2.4% 2.1
srudents a=n L ¢ ’ 4

Pootnstes are shown . ollowing Table 25.

| and counselors (six times each); parents, on the other hand, are
involved in the fewest, c¢nly three items.

Genz:rally, non-vocational teachers and non~vccational students
reveal the greatest number of differences found in relation *u the
behaviorsi items within this content category; parents reve:1l the
fewest differences. Significant inter~ and intra-group disparities
occur in &ll six items.

Only the administrators among the six counter-role groups are
recognized by the teachers as having the legitimate right to ex-
pectations and cognitions concerning the post=high school placement
of students. Even the administrators are not granted legitimacy on
two of the gix items.

Establishing Working Conditions and Facilities

The sixth content category on working conditions and tacilities
contains only_four items, all of w..ich exhibit counter-role activity
cognitions which differ significantly from those of the Trade and
Industrial teacher. (See Table 30) On the last three items, the
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n ?ﬁﬂLﬁ 30, aACTIVITY COGNITITNS AND NORMATIVE EXPECTATIONS FOR
FRADE AND INDUSTRIAL EDUCAT ICN TEACHERS CONC’RNING THEIR
" ESTABLISHIHG WORKING CONDITIONS AND FACILITIES

Results of Inter~ snd Intra-positional Comparisons

(A1l values are mean responses on a six-point “always-to-never" continuum)

Respondent positionsal ﬁ
Item number and ey T&l ﬁ
key wordsl/ - Instrument=' Tchr ¥ NVS vs _Par c Adm i
‘ 13. Have a iower class a 2.0 2.0 2.9% 2.6% 3,0% 1.4% 1.4% :
% load than non-voca~ n 1.3 2,3* 2.1% 2.3% 2,2% 2.1% 2,2%
: tional ceachers a~n # # # # #
/ 23. Discourage other use a 2.0 2.7% 3.5% 3.5% 2.5 2.2 3.3
; of vocational class- n 1.6 2,2% 3. 1% 3. 1% 2,3% 2,7% 3.2%
i rooms aen #
f 27. Teach academic sube a 3.8 4.3 3.7 3.7 2.9% 4.5k 4.7
i jects in special n 3.5 3.3 3.0 3.3 2.7 3.3 - 3.4
i situations a=n # # # #
i 38. Are as concerned re a 1.9 2. 6% 2,8% 2,2% 1.9 2.9% 2.6%
academic freedom as n 1.4 1.4 2.0% 2.0% 1.2 1.4 1.5
other teachers a=n i # # # # #

Footnotes are shown following Table 25.

Trade and Industrial teacher reports mcre activity than is per=-
ceived by all counter-roles. On the other hand, item 13, "Having
a Lower Class Load than Non-vocational Teachers," yields a higher
activity cognition score, (closer to a score of 1). Disparity of
activity cognitions in relation to Trade and Industrial teachers'
responses is evenly spread among counter-roles. There are differ=
ences on three of the four items for each group except parents.

Counter=role normative expectations differ from those of the
Trade and Industrial teacher on all items except item 27, con=
cerning teaching academic subjects in special situations. The
Trade and Industrial teacher expresses a higher interest in his
engaging in this activity than do any of the counter-role groups.
Counter~roles involved in the greatest number of normative differ=-
ences are vocational and non-vocational students (three each), _ ﬁ
followed by all others with two such differences each.

In comparing the above inter-group disparities on activity
cognitions and those on normative expectations, the former exceed
the latter; i.e., there is more consensus on what shoulcd be done
than on what is being done by the Trade and Industrial teacher. A
notable exception is item 23, "Discourage other Use of Vocational
Classrooms," where all counter-role norms differ from that of the
Trade and Industrial instructor. Generally the inter~group differ-

5 ences tend to exceed intra-group differences between expectations
| and cognitions. Responses on normative expectations of every
group including the Trade and Industrial teacher, are higher than
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their aétivity cognition response.

Arranging Financial Matters

Content category VII on financial arrangements (Table 31) is
made up of five items, all of which reveal counter-role activity
cognitions which differ from those of the Trade and Industrial
teacher. For each item, the Trade and Industrial instructor re-
ports less activity than is perceived by all counter=-roles with
exception of counselors' and administrators' responses to item 39.
Parents differ with the vocational teachers on all of the five
items, and non-vocational teachers differ least.

Counter-role normative expectations differ from those expressed
by the Trade and Industrial teacher on all five items. Fifteen dis-
parities are recorded, ten of which indicate the Trade and Industrial
teacher possesses higher norm expectations than do respondents in the
counter=-roles. Parents are involved in four of these differences,
the other counter-role groups having two or three each.

Considering disparities between activity cognitions and norma=-
tive expectations for the role of the Trade and Industrial teacher,
the average score of normative expectations is consistently higher
(closer to a score of 1) than the average score on activity

TABLE 31. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRADE AND INDUSTRIAL EDUCATICN TEACHERS CONCERNING THEIR
ARRANCING FINANCIAL MATIERS
Results of Inter- and Intra-positional Comparisons

(All values are mean relponlél on a six-point "always=-to-never" continuum)

Relpohdent;ppsitiont!/
Item number and / T&I
key words= Instrument= Tchr NYT NVS vs Psr c Adm
2. Paid more than a 2.3 1.8% 3.7% . 3.3% 3.5% 1.7% 1.6%
others with com= n 1.7 4.0 3.9% 3.2% 3.5% 4.3% 3.7%
" parable training a=n # # # #
9. Inform state of~ a 3.6 2.8% 3.2 2.7% 1.9% 3.7 3.7
fice when local n 2.1 2.2 2.0 2.0 l.4% 2.7 3. 2%
budget inadequate aen # # # # # :
36. Are paid for one a 5.1 2,8% 3.4% 3.5% 2.6% 3.1% 3.6% .
job travel n 2.2 1.9 2.5% 2.2 1.8 1.6 2.3 :
a=n # # # # # # # ‘
39. Try to get school a 2.5 2.7 2.7 2.5 1.6% 3. 0% 3. 2% !
board support for n 1.7 2.1% 1.9% 1.9% 1,3% 2.8% 2.8%
budget a-n # # ‘ # # #
61. Consult state of- a 3.4 3.0 3.1 2.9 2.1% 3.4 3.3
fice first on n 2.6 2.7 2.5 2.6 2.0% J.o 2.5
equipment orders a~n # # #
Footnotes are shown follqwing Table 25.
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cognitions. This is true for all counter~role groups on all items
except for item 2, which is concerned with the pay of the Trade

and Industrial teachers. On this item, the activity cognition
average scores of non-vocational teachers, counselors, and adminis-
trators are higher than the scores for normative expectations.

The Trade and Industrial teachers exhibit the greatest number of
intra~-group disparities (five) while non=-vocational teachers and
students have four each. Counselors reveal only three such dis=
parities.

Parents are involved in the greatest number of differences
within this content category. It should be noticed, however, that
disparities are numerous and widespread. In comparison to other
content categories, the one on Financial arrangements exhibits a
relatively high number of differences between the responses of
groups and between what is expected and what is perceived by each
group.

Only the responses of administrators are granted legitimacy in
the realm of financial arrangements. This is true for all items
except item 61, "Consult State Office First on Equipment Orders."

Relating Generally with Local and State Administration

Each of the seven items within category VIII, "Relating Gen=-
erally with Local and State Administration," shown in Table 32,
reveal counter-role activity cognitions differing from those of
the Trade and Industrial teacher. By and large, the teacher reports
more activity than is perceived by the people in the six counter-
roles. The only exception is parents' opposite response to "Inform
State Office on Matters Discussed by Administrators.' There is con=
sensus on activity cognitions for all counter~role groups except
for items 11 and 45. Non=vocational students are involved in six
such differences with Trade and Industrial Education teachers; ad-
ministrators are not involved in any.

At least one counter-role normative expectation differs from
that of the Trade and Industrial teacher on each item. Where such
differences are significant, counter-role personnel express less
desire for Trade and Industrial teachers to engage in the pre=
scribed activities than do the teachers. The only exception to
this is counselors' response to item 10, 'Check With Administrators
Prior to Discussion Issues." Vocational students exhibit seven
differences in normative expectations, followed by non-~vocational
students; parents register none.

Considering disparities between normative expectations and

activity cognitions within groups, normative responses are higher
(closer to a score of 1) for every counter-role and for the Trade
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TABLE 32. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRADE AND INDUSTRIAL EDUCATION TEACHERS CONCERNING THEIR
RELATING GENERALLY WITH LOCAL AND STATE ADMINISTRATION
Result: of Inter- and Intra-positional Compsrisons

(All values are mean responses on a six-point "always-to~never" contiruum)

Respondent ponigigggg/

Item numbe7 and 2/ T&L
key wordsl : Iastrument=" Tchr NVT NVS Vs _Par _ c Adm

10. Check with adminige a 2.0 2.3 3.3% 2,7% 1.9 2.6% 2.3
trators prior to n 1.6 1.6 2,5% 2,8% 1.6 1.3% 1.4
discussing issues a=n # # | B # #

lll Infor. state Offic. a 304 303 306 300 202* 306 209
on matters discussed n 2.4 2.7 2.6 2, 8% 2.2 2.8 2.9
by administrators a=n # # #

14- Inforu ldlinilttl' a 202 20“'* 301* 20 * 108 20‘0 201
tors on matters dise n 1.6 1.7 2,3% 2,5% 1.5 1.4 1.5
cussed by state a=n # # # # # #

43, Influence decisions a 3.1 3.2 3.8% 3.3 2.4% 3.2 3.5
of state Offic. n 201 2.2 208* 209* 202 204 201

a=n # # #

4‘0- R.Port work probl.lﬂl a 202 203 300* 209* 2.1 201 201
to IOC.I .dﬂini.' n 108 107 2 2* 205* 107 1.5 106
trators a=n # # # #

45. Report work problems a 3.4 3.1 WA 3.8 3.3 3.5 3.1
to state office n 2.5 2.8 3.1% 390* 2.7 2.9 2.7

a=n # #

650 Ul. state Offic. to a 203 208* 304* 309* 2-0 301* 208
‘.t Po.ition. 1“ n 109 208* 300* 3 0* 203 209* 204*
other schools a=n #

Footnotes are shown followiisg Table 25.

—

and Industrial Educatiou teacher. Non=vocational students again

‘supply the greatest number of discrepancies, followed closely by

non~vocaticnal teachers and counselors (five each).

In general, non=vocational students account for the greatest
number of disparities within this content category while adminis=
trators account for the fewest. Also, a comparison on inter= and
intra=-group disparities reveals the two are almost equal in occur=
rence,

Aithough local administrators are the only group recognized as
a legitimate source of role expectations, the Trade and Industrial
Education Teachers grant this legitimacy for only four of the seven
activity items, reserving autonomy for themselves in most relatione=
ships with the state administration. Non=vocational students ac=
count for the greatest number of the intra=-group and inter-group
differences which are found in almost equal proportion throughout
the counter-role responses. Vocational students show less differe
ence between what is expected and what is observed than any other
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response group. Only school administrators among the counter-
roles are granted legitimacy for role expectations by the Trade
and Industrial teachers.

Developing the Image of Vocational Education

Ten items shown on Table 33 are included in the content cate-
gory 'Developing the Image of Vocational Education.' All of these
contain significant differences between activity cognitions of
counter=-role groups and those held by the Trade and Industrial Edu-
cation teacher. Again the Trade and Industrial irnstructor reports
engaging in the activities more often than any of the counter-role
personnel perceive that he does. The only exception is the response
of parents on item 52 about sending articles to local newspapers.
Non=vocational students show up with differences on all ten items,
followed closely by counselors and vocational students. Parents
again show the fewest differences in activity cognitions from the
Trade and Industrial teachers.

Counter-role normative expectations also differ from those of
the Trade and Industrial teacher on all ten items in Table 33.
Trade and Industrial teachers' mean response is higher (closer to
a score of 1) than is that of the counter-roles on every item. Non-

vocational students account for the largest number of such disparities

followed by the vocational students, vocational teachers, and admin-
istrators. Parents as usual exhibit the fewest number. A somewhat
unusual pattern emerges in that significant disparities involving
normative expectations exceed disparities involving activity cogni-
tions; i.e., counter-role respondents agree more on the subject of
actual bLehavior than on what should be done.

Intra-group disparities (those between activity cognitions and
normative expectations) are more frequent for Trade and Industrial
teachers than for any of the counter-roles. Non=-vocational students
are close behind with eight such disparities followed by non=voca-
tional teachers and administrators with six each. Parents and voca-
tional students reveal only three.

In summary, the vocational and non-vocational students reveal
the greatest number of disparities and parents the fewest. It should
also be noted that the Trade and Industrial teachers consider the ad-
ministrators the only legitimate counter~role group for making judg-
ments about their role behavior.

Seeking In-service Professional Development

In the last content category, ''Seeking In-service Professional
Development,' counter-role activity cognitions differing from those
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TABLE 33. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TRADE AND INDUSTRIAL EDUCATION TEACHERS CONCERNING THEIR
DEVELOPING THE IMAGE OF VOCATIONAL EDUCATION
Resulta of Inter~ and Intra=-poaitional Compariaona

(All values are mean responses on a six-point "alwaya-to-never" continuum)

‘ Respondent positionsgl
Item number and / T&l
key wordsl Instrument=" Tchr NVT NVS VS Par c Adm
3. Deal with influen~ a 2.6 3.3 3.9% 2.9 2.7 3.1 3.6
tial community mem= n 1.8 3.3% KA 2.8% 2.7% 3.0% 3.7%
bera more than other a=n # #
teachera

33. Develop good rela- a 1.6 2.3% 2.4% 1.7 1.4 2.5% o L%
tionahipa with other n 1.2 1.5% 1.7% 1.8% 1.2 1.4 1.3
teachera a-n # # # ¥ 4

100. Have adult cl.s.e. a 208 3.0 J.2% 305* 205 3.2 3.1
when local groupa n 1.9 1.8 2.2% 2.8% 1.8 2.1 2.4%
want them a=n # # # # # #

50. Behave appropri=- a 1.4 1.6 2.1% 1.6 1.3 1.8% 1.6
ately in public n 1.1 1.2 1.5% 1.3% 1.0 1.2 1.1
places a=n

52, Send articlea on a 2.8 2.6 3.3% 3.7% 2.4% 3.4% 2.9
activities to local n 1.6 1.9% 2.5% 2,7% 1.7 1.8 1.9%
newspaper:3 a-n # # # # # # #

57. Work to improve a 1.5 2.1% 2.5% 2.1% 1.5 2.4% 2,1%
image of field in n 1.1 1 1.7% 1.6% 1.3 1.3 1,3%
community a~n # # # # #

62. Avoid participﬂt- a 10‘) 109 3. 2% 303* 203 208* 205*
ing in controver= n 1.6 2.2% 2.9% 2.8% 2.2% 2.2% 2.2%
sial groupa a=n # # , #

63. Initiate contace a 2.9 J.1% 3.6% 2.4 2.6 3. 2% 2.9%
with public more n 1.7 J.9% 2.8% 2.4% 2.4% 2,7% 2.9%
than others a=n # #

640 Ule lﬁcll contacta a 20‘0 207 30‘0* 300* 2.2 300* 208*
to develop pro= n 1.6 2.3% 2.7% 2.5% 2.0 2.0% 2.4%
gram a=n # # ‘ # ¢

67. Perform free aer- a 2.8 3.6% 3.9% 3.8% 3.5% 4.0% 2.9
vicea as part of n 3.6 4,2% bhelk 3.9 4, 5% b.5% 4ol
their job a=n # # L #

Fuotnotes are ahown following Table 25,

of the Trade and Industrial Education teachers appear on all five
items, (See Table 34). With the exception of the parents' response
to item 55, the Trade and Industrial Education instructor consis-
tently indicates that he engages more often in the activities than
is indicated by any counter=-role group. The item accounting for
most of the differences is 54 =~ all counter=role respondents dis=
agreeing with the Trade and Industrial teacher as to how much he
attends short courses to update his knowledge. When asked if the
Yrade and Industrial teacher takes counseling or guidance courses,
the parents and counselors both differ significantly from the
teachers in their responses although they are the only counter-roles
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TABLZ 34. ACTIVITY' COGNITIONS AND NCRMATIVE EXPECTATIONS FOR
TRADF AND INDUSTRIAL EDUCATION TEACHERS CONCERNING THEIR
SEEKING IN-SERVICE PROFESSIONAL DEVELOPMENT

T & St

Results of Inter- and Intra-positional Comparisons

(All values are mean responses on a sixepoint “always-to-never" continuum)

3/

Respondent positions™~

Item number and 2/ T&1
_key wordsl/ Instrument=' Tchr NVT NVS Vs Par c Adm
51. Seek training in a 1.8 . 2,7% A% 24w 1.7 2.8%  2.7%
public and human n 1.4 1.6% 2.1% 1.8% 1.2 1.3 1.6
relations a=n # # # # # # #
53, Take courses to a 2.1 2,6% 3.1* 2.9% 1.8 3.0% R.5%
keep mathods up- n 1.6 1.7 2.2% 2.4% 1.6 1.8 1.8
to=date a=n # # # # # # #
54. Attend short a 1.7 2.4% 2.8% 2.8% 2.0% 2,.8% 2.3%
courses to update n 1.3 1.6% 1.8% 2.2% 1.4 1.6% 1.6%
knowledge a=n # # # # # # #
55. Take counseling a 3.2 3.2 3.2 3.4 2,2% 3.8% 3.6
or guidance n 2.1 2.1 2.3 2.4 1.8 2.0 2.4
courses a=n # # # # # # #
56. Are active in a 2.2 2,6 3,2% 2,8% 2,2 3.2 2.6
ptofllllonll .du. n 105 las 206* 203* 117 106 107
cation groups a=ii # # # # 14 # #

Footnotes are shown following Table 25.

to do so. Counselors are involved in the greatest number of active -
ity cognition disparities with the Trade and Industrial teachers
(five) while parents have the fewest (two).

Counter~-role differences with Trade and Industrial Education
teachers on normative expectations are fewer than the type dis~
cussed above; and once more the Trade and Industrial teachers ex~
press a greater desire to engage in the activities than that ex-
pressed by all counter=-role groups. A notable exception is item
55 in which there is no normative disparity that proved statistie
cally significant; item 55 concerns the taking of counseling or
guidance courses. Vocational and non-vocational students are
involved in the greatest number of these differences (four each)
while parents never differ significantly from the responses of the
Trade and Industrial instructors.

The most striking pattern to emerge from this content cate=~
gory involves the intra-group disparities between activity coge~
nitions and normative expectations. Every respondent group ine
cluding the Trade and Industrial teacher reveal intra=group dise~
parities on every item; in other words, all respondents desire
more of the activities than they perceive actually exists.
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In general, vocational and non-vocational students are in-
volved in the greatest number of disparities and parents in the
fewest. Within this content category, intra-positional disparities
between activity cognitions and normative expectations clearly ex-
ceed disparities existing between positions. Administrators are
the only counter-role group recognized as a legitimate source of
role definitions.

-
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EXPECTATIONS FOR TECHNICAL FDUCATION TEACHERS

Seeking Advice in Curriculum Urientation.

Only one significant difference in activity cognitions is
found in comparing responses of Technical Education teachers with
those of the six counter-role groups in the first ccntent category
"Seeking Advice in Curriculum Orientation" (See Table 35). This
difference appears between Technical Education teachers and parents
on item 46 about whether Technical Education teachers should con-
sult non-official sources concerning changes in curriculum. In
this case, parents perceive teachers as doing this more often than
the teachers perceive themselves as doing., Technical Education
teachers are observed by themselves and others, however, as per-
forming most of the activities in this content category "often"
or more.

Five differences on normative expectations between Technical
Education teachers and counter-role groups are revealed in Table 35.
These five appear as one difference each between the Technical
Education teachers and every counter-role except that of parents.
Three of the five differences pertain to a single item (37) con-
cerning the extent to which teachers ought to rely on wishe~ of
the administration r-zarding the number and type of adult classes
which should be taugh:. On this question, Technical Education
teachers think they should do this less often than the groups
with which they are discrepant. On item 35, counselors and non-
vocational teachers feel that Technical Education teachers should
"almost always" consult the administration before initiating major
changes in curriculum content while the teachers think they should
do this "often'" to "very often."

The greatest number of differences are intra-positional, i.e.,
between activity cognitions and normative expectations. Out of
the nine differences revealed, in only one instance does a dif-
ference appear in which Technical Education teachers state they
should be doing the activity less than they perceive themselves
as doing, 1In all the other significant differences, counter-role
groups feel the Technical Education teachers should engage in tne
activities more often than they are perceived as actually doing,
Three groups (non-vocational teachers, vocational students, and
counselors) are involved in two cognition-expectation differences.
Technical Education teachers, non-vocational students, and admin-
istrators each have one such difference. There are no differences
reported by parents.,

When all kinds of differences are considered, the parents and
Technical Education teachers are involved in fewer disparities
(one) than any of the other five response groups. Items 30 and 69,
both of which deal with consulting the state office, elicit nc
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TABLE 35. ACTIVITY COGNITIONE AND NORMATIVE EXPECTATIONS
FOR TECHNICAL EDUCATION TEACHERS CONCERNING TREXIR
SEEKING ADVICE IN CURRICULUM ORIENTATION
Results of Inter= end Intra=positionel Comparisons

(A1l values ere mean responses on a six-point *elweyse=to-never” continuum)

Respondent postgions?

Item number and / Tech.Id,

key wordsl Jnltru-_o_gt:; Tch NVT NVS vs Par ¢ Mm

18. Obcein perents’ a 5.0 4.1 3.3 4.9 4.0 4.2 4.0
opinions on what o 4.3 3.4 3.5 3.1 3.5 3.5 3.2
is to be teught e=n ' ¢ .

30. Consult state pex= [ ] 306 3.4 1.8 3.2 2.6 . 2.0
sonnel before n 2.4 2.3 2.5 2.6 2.0 N 9 2.5
changing courses a=n

35. Consult local ade 2.1 2.0 2.7 2.8 3.4 2,2 2.1
ministretion before eo £.3 1.4> 2.7 2,5 1-9 100* 1.3
changing courses een . #

46. Consult non=officiel e 4.0 3.5 3.9 4.0 1.8% 3.7 2.6
sourcss on possible n 2.7 2.5 3.4 3.1 3.1 2.7 2,5
curriculum changes ]

9. Seek public support 2 3.7 3.7 4.5 4.3 4.0 4.2 2.3
befors changing n 3.3 3.0 3.3 2.9 2.8 2.4 1.7
prograa e=n ¢ #

69. Seek stete office a 3.4 3.4 2.7 2.4 2.5 2.6 1.8
guidelinss on n 2.5 3.0 2.3 2.0 2.7 2.3 2.2
program. a=n

37. Rely on locel edmin- . 2.1 2.7 2.9 3.3 2.6 2.2 1.8
istration re no, & n 4.1 3.1 2.,5% 3.0% 2.7 2.8 1,3%
type of adult clesses e=n # ‘

$9. Consider locel admine a 2.4 2.5 2.8 2.1 1.8 2.3 2.7
{stration on no. of n 109 1.6 2.3 1.9 1.5 1.0 1.5
outside ectivities amn ¢ ¢

1/ Items are shown in their complete form in Appendix A.

2

A

Instrumernts ere designated es follows: e, activity cognitions; n, noxmetive expectetions;
e=n, a comparison between ectivity cognition end normetive expectetion recnonses for each
respondent position.

Positions are indiceted as follows: Tech. Xd, Tchr, Technical Kducation teacher; NVI,
nonevocational teecher; NVE, nonevocational student; V8, vocational student; Par, parent;
C, counselor; Adm, administrator.

Asterisk indicetes the group response differs significantly (p < .05) from that of Techni-
cel Kducetion teachers.

Number sign indicetes ectivity cognition responses differ significantly (p< .03) from
normative expectation responses in the comparison immediataly ebove the symbol.
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significantly different response patterns on any of the comparison
dimensions.

Technical Education teachers in matters of curriculum orienta-
tion do not grant legitimacy to any of the counter-role groups un-
less one counts granting it to administrators for a single activity
"Seek state office guidelines on program" (item 69).

Developing Curriculum Content and Objectives

Nine inter-positional differences in activity cognitions appear

in the ten items pertaining to '"Developing Curriculum Content and
Objectives," shown in Table 36. These items pertain to the follow-
ing areas of activity: "Emphasize shop instruction most' (25,
"Have objective of employment after graduation" (28); "Emphasize
practical skills more than theory" (32); and "Emphasize training
for local manpower needs (47). The above four items (25, 28, 32,
and 47) account for all nine differences. Activity cognitions

of administrators differ from those of the Technical Education
teachers on the four items, the administrators perceiving the
teachers as doing more than the teachers perceive themselves a.
doing. Non-vocational teachers and parents each differ twice and
counselors once with the Technical Education teachers. Again,
like the administrators, each of these groups is characterized by
higher activity cognition ratii~s (closer to .) than the ratings
the Technical Education teachers give themuselves,

Responses on normative expectations for the nine activities
in this category show fifteen inter-positional disparities. All
of the fifteen occur on the four items for which disparities on
activity cognitions are reported abcve with five differences on
item 25, four on item 28, four on item 32, and two on item 47.
Administrators differ from Technical Education teachers most fre-
quently (four times), followed by parents (three times) and non-
vocational teachers, non-vocational students, vocational students,
and counselors (two times each). 1In all cases of differences,
counter-role personnel think that Technical Education teachers
should be engaging in the four activities more often than the
teachers themselves think.

Intra-positional comparisons between activity cognitions and
normative expectations reveal fifteen significant differences
occurring in five items~--the four mentioned above plus 48 "Empha-
size training for national manpower needs,'" Differences appear
between the activity cognitions and normative expectations of all
response groups except non-vocational students. The non-voca=
tional teachers account for five such differences. The pattern
of responses for all groups indicate that Technical Education
teachers ought to be carrying on the activities more often than
the teachers indicate they are.

89

P




TABLYX 36. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
¥OR TECHNICAL EDUCATION TEACHERS CONCERNING THRIR
DEVELOPING CURRICULUM CONTENT AND OBJECTIVES

Reeulte of Inter~ and Intra=-poeitional Comparieone

(All valuse are maan reeponsee on a eix-point "always-to-never" continuum)

Respondent pocitig\ﬂg-,
Item number a 2/ Tech.Ed,
|key vordal/ Instrument=" Tchr NVT _Nvs Ve _Par ¢ Adn
5. Have objective to a 2.9 2.4 2.8 3.9 2.8 2.7 3.4
train non-college n 3.2 2.8 3.5 3.8 2.5 3.0 3.3
oriented etudente a~n

21, Keep coures cone a 1.9 1.9 1.5 1.3 1.5 1.7 1.6
tent up':o'd.t. n 101 101 102 101 1.0 co 102

a=n ]

25. Whl.ll. .hOP a 3.7 2.2% 3.2 300 1.6* 2.5 200*
inetruction n 4.2 2.6% 2.9% 2.9% 2,2% 3.2 2.2%
woet a=n

26. Discuee d.v.lop' a 2,3 3.5 2.9 3.3 2.1 2.8 3.5
ment of good etudy n 1.6 1.9 2.4 2.3 1.2 1.2 1.8
habits a=n # #

28. Have Obj.ctiv. of a 3.0 2.1 2.0 2.8 1.2% 1.7% 1.7%
employment after n 4.3 2.5 2.1% 2.5% 1.9% 21 2.0%
graduation

29, Emphaeize learning a 1.9 3.1 2.0 2.6 1.6 2.0 2.4
communication skille n 1.6 1.4 i.8 1.6 1.0 1.3 1.3

a=n ] ]

32. Imphaeize practical a 4.3 2.8% 3.2 3.9 2.4 3.0 1.7%
ekille more than n 4.5 3. 2% 3.4 3.9 2.0% 4% 2.0%
theory a»n

47. Emphaeize training [ 3.3 3.6 2.9 3.9 3.1 3.2 1.7%
for locpl manpower n 3.6 2.7 2.9 3.7 2.7 1.7% 1.5%
neede a=n ]

“c llphl.ll. trninin‘ a 2.8 306 2.8 3t1 205 308 202
for nation man» n 206 205 205 205 300 206 203
power neede a-n ] #

5.- mh..t‘. lateet a 2.0 2.5 2.7 2.5 2.2 3.2 1.9
:.chniqu.. in n 1.5 1.9 1.9 1.7 1.9 1.7 1.3
field a~n
Yootnotee are sehown following Table 35.

Observing the inter~ and intra-positional differences as a
whole, it can be seen that non-vocational teachers' and administra-
tors are involved most often in differences about curriculum con-
tent and objectives. Vocational students and non=-vocational stu-
dents are involved relatively less often, There seems to be
consensus on item 5 about training non-college oriented students
and item 58 about emphasizing the latest techniques.

The legitimacy dimension does not enter the Technical Education
teachers relation to the six samnled counter-role groups except with
administrators on a simgle item (21) "Keep course content up to
date."
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Choosing Methods and Procedures of Instructicn

The third content category, '"Choosing Methods and Procedures
of Instruction,” shown in Table 37, contains ten activity items.
The activity cognition responses in this category' reveal only one
difference between groups. Vocational students indicate that Tech~
nical Education teachers keep teaching methods current more often
than the teachers say they do.

TABLE 37. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS -
FOR TECHNICAL EDUCATION TEACHERS CONCERNING THEIR
. CHOOSING METHODS AND PROCEDURES OF INSTRUCTION
Results of Inter- and Intra-positional Comparisons

(All values are mean responses on a six-point "always=to-never" continuum)

Respondent gonitiontgl ' .
Item nhmbe, and / Tech.Ed. ‘
key wordsd Instrument=' Tchr NVE _ NvS vs, Par c Adm
lc UIG diffetent 1n. a 2-0 : 2.5 3-1 207 2-7 3.0 2'3
lttuctionll Mthod. . n . 2.1 2-5 2-8 20‘0 205 3.2 2-2
: a-n
4. Require making up a 2.1 3.2 3.0 2.3, 2.9 2.7 2.1
work missed for n 1.4 1.2 2.1 . 1.9 2.2 1.5 1.0
contests, etc. a=n # . # #
6. Have same a 3.6 3.2 2.7 3.0 3.2 3.3 3.0
grading system as n 3.3 2.7 3.4 3.6 1.8 2.7 2.3
others - a=n #
12, Minimize student a 3.1 2.8 3.2 3.1 2.3 3.0 1.7
absences for cone n 2.4 1.4 2.0 2.2 1.4 2.0 1.3
tests, efc. a=n
17. Talk with stue a 2.3 3.3 3.2 2.2 3.2 3.7 2.9
dents more than n 2,3 3.0 3.3 2.0 3.7 2.0 2.5
other teachers a=n #
20. Keep teaching a 2.0 2.1 1.5 1.3% 1.3 2.2 1.7
methods current n 1.1 1.0 1.1 1.0 1.0 1.0 1.2
arn # # # ¢
. 22, Keep equipment a 1.4 1.8 1.9 1.4 1.7 1.3 1.3
‘ current n 1.1 1.1 1.2 1.1 1.1 1.0 1.2
: a=n ¢ ¥ #
i 24, Prepare as well a 1.7 2.1 2.2 1.4 1.3 1.7 2.7
i for presentations n 1.1 1.1 2.2% 1.5 1.2 1.0 1.5
é as other teachers a=n # # 4 .
i 31. Prepare and fol- a 2,6 2.5 2.7 2.8 2.6 - 2,7 2.0
3 low a teaching n 2.1 2.2 3.0 2.6 1,2% 1.0% 1.3
i plan a=n
i 70. Allow students a 2.8 2.9 3.9 3.6 3.9 4.0 3.7
more freedom n 3.7 4.4 4,7 3.2 4,5 4.8 4.2
a=n
Footnotes are shown following Table 35.
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Responses on normative expectations reveal only three differ-
ences, limited to items 24 and 31. On item 24, non-vocational stu-
dents think Technical Education teachers should not have to prepare
as well for class presentations as other teachers, but the teachers
themselves indicate they should do this more often. Parents' and
counselors' normative expectations concerning Technical Education
teachers' preparation and utilization of a teaching plan (item 31)
indicate the teachers ought to do this more often than the teach-
ers indicate they should.

The greatest number of disparities revolve around intra-
positional differences between activity cognitions and normative
expectations. Eighteen of these are statistically significant,
occurring in all items except for 31 and 38. Non-vocational teach-
ers and counselors each show five differences although not always
on the same items. In all but one case, these two counter-role
groups think that Technical Education teachers should engage in the
various activities more often than they are actually p=rceived as
doing. On item 1, counselors indicate that Technical Educatio .
teachers should use different methods of instruction that non-
vocational teachers less frequently counselors observe their doing.

The differences between activity cognitions and normative ex-
pectations for the Technical Education teachers themszlves occur
on three items and on all three, normative expectations are closer
to the "always" end of the continuum than are activity cogntion
responses. Non-vocational and vocational students reveal differ-
ences between expectations and cognitions on items 20 and 22 about
keeping teaching methods and equipment current. Parents reveal
such a discrepancy but once, on item 24. The direction of the
differences is the same as those described for other groups. By
and large, Technical Education teachers should do more of certain
activities in this category than they actually do.

Technical Education teachers feel that local school administra-
tors have a legitimate right to define role behavior for five of
the ten activities in this content category. No other counfter=-role
group is recognized as a legitimate source of expectations.

Influencing Recruitment and Assignment of Teachers

i
i
|
i

Counter=role activity cognitions differ from those of the
Technical Education teachers four times in content category 1V,
"Influencing Recruitment and Assignment of Students," whichk is
shown in Table 38. Non=-vocational teachers disagree with Technical
Education teachers on how often the Technical Education teachers
insist on students having the ability to succeed in Tecknrical Edu-=
cation coursework (item 41). The three other significant differ-
ences appear on item 65 relating to policies of counsclors and the
kinds of st::dents they admit to Technical Education classes. On
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TABLE 38. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR TECHNICAL EDUCATION TEACHERS CONCERNING THEIR
INFLUENCING RECRUITMENT AND ASSIGNMENT OF STUDENTS

5 s '+ .

= pnsie:

Results of Inter~ and Intra-positionsl Comparisons

T ; | (All values are mean responses on a six-point “"always-to=-never" continuum)

Respondent polisignyal

Xtem nunb07 and 2/ Tech.Ed.
d Instrument= _ Tchr RVE RVS vs Par (] Adm
16. Control who can a 2.7 3.2 3.2 3.6 2.8 2.7 2.3
enroll in program n 1.6 2.3 2.4 2.2 2.2 1.8 2.5
a=n #
19. Advise parents of a 2.8 3.1 3.1 3.2 2.9 3.0 2.4
benefits of voca= n 2.0 2.1 2.4 1.9 1.7 1.5 1.5
tionsl education a=n #
41, Insist all students a 2.4 3.6% 2.8 3.8 1.9 2.3 2.6
have ability to suce n 1.7 2.9 2.7 2.3 1.9 1.8 1.8
ceed in work a=n
42, Encourage high abile a 1.9 3.0 2.5 2.9 2.1 2.7 2.0
ity students to take n 2.0 2.5 ‘3.1 2.8 1.5 1.2 1.3
‘ classes a=n # .
! 66. Suggest counselors a 2.8 9 L 4.4% 4,1% 2.8 2.6 2.7
! .dﬂittin‘ poor stu= n 1.8 2.8 304 2.5 207 104 3.0
dents change policies ae«n # # #

Footnotes are shown following Table 35,

this item, non-vocational teachers, non-vocational students, and
vocational students all have sigrificantly lower activity cog-
nitions (closer to 6) than do the Technical Edv ztion teachers.
There are no significant disparities between Te.anical Education
teachers and counter=roles on normative expectations for the five
items in content category 1V.

Looking at Table 38, it can be seen that there are nine intra-
positional disparities between activity cognitions and normative
expectations. At least one disparity occurs on every item except
item 41. These c¢ifferences are found for, non-vocational teachers
and vocational students about controlling admission of students to

| Technical Education classes; non-vocational teachers, non=-voca-

i tional students, and parents on advising parents of benefits of

ﬁ vocational education; vocational students on encouraging high abil-

: ity students to take vocational classes; and Technical Education

51 teachers, non=vocational teachers, and vocational students on item
65.

Non-vocational students are most frequently involved in differ-
ences five times and vocational students next most frequently (four
times). Two response groups, counselors and administrators, are
not involved in any. No legitimacy is granted to any of the counter-

role respondents.




Assisting in Post High School Placements of Students

The six items in content category V deal with the post high
school placement of students, (See Table 39). There is only one
significant interpositional differemnce on activity cognitions and
one on normative expectations. Both appear on the same item
(item 68), and in both cases, it is the caqunter=role group of
vocational students who differ significantly with Technical Edu-
cation teachers. Item 68 relates to how often Technical Education
teachers actually do and/or should emphasize the importance of a
college education for their students. On activity cognitions
vocational students' mean response exceeds (is closer to 1) than
the response of the Technical Education teachers. The same direc-
tion of responses characterizes the normative expectations re-
lating to this item.

Fifteen disparities occur on intra=-positional comparisons
between activity cognitions and normative expectations. Differ-
ences appear on every item except for item 68. Two items, 7 and
60, reveal four such differences each. For each group of respond=-
ents involved in these differences, normative expectations on

TABLE 39. ACTIVITY COGNITIONS AND NORMAT IVE EXPECTATIONS FOR
TECHNICAL EDUCATION TEACHERS CONCERNING THEIR ASSISTING
IN POST HIGH SCHOOL PLACEMENT OF STUDENTS
Results of Inter» and Intra-positional Comparisons

(All values are mean responses on a six=point "always=-to-never' continuum)

Respondent ponitionrgl
Item number and / Tech.Ed.
key wordsl/ Instrument=" Tchr NVE NVS Vs Par c Adm
7. Train students in a 2.1 2.4 2.5 3.4 2.0 2.2 2,4
applying and inter- n 1.9 1.4 1.7 1.7 1.3 1.3 1.0
viewin} for jobs a=n # # #
8. Give information on a 2.2 2.7 2.5 2.8 2.4 2,1 2.0
where jobs can be n 1.8 1.3 1.8 1.8 1.9 1.7 1.3
obtained a=n #
15. Encourage qualified a 3.1 2.9 3.2 3.6 2,2 2.5 2.9
students to be voca- n 1.9 2.0 2,5 2.9 1.3 1.6 2.0
i tional teachers a=n # #
7 34, Maintain up-to-date a 3.3 3.0 3.5 3.4 2.7 3.8 2.9
‘ job placement n 1.4 1.8 2.7 2.5 2.5 1:7 1.7
records a=n # # #
600 HllnCIln employer a 2.6 206 303 301 206 2.2 201
contacts for Job n 1.9 1.8 2.3 2.1 2.3 1.2 1.2
placements a=n # # # #
68, Empu size importance a 2.2 3.2 2,3 1.3% 2.3 2.3 2.1
Of Uullese to n 200 209 107 102* 105 ‘07 2.0
students a=-n

Footnotes are shown following Table 35.
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 training students in applying and interviewing for jobs and main-

taining employee contacts for job placements are closer to the
“always" end of the response continuum than are the cognitions for
these activities. A similar directional pattern appears on items

8, 15, and 34, involving five counter-roles in all. Actually these
disparities occur within every group. Non=vocational teachers
differ most often (four times) and non=vocational students and
parents differ least often (once each). Vocational students indi-
cate three differences between activity cognitions and normative ex=
pectations, while vocational teachers, counselors, and administra-
tors register two differences each.

It is interesting to note amid this differentiation between
what is expected and what is observed in the role behavior of the
Technical Education teachers that they ascribe no legitimacy to
any counter-role expectation or observation in this content area.

Estgblishing Working Conditions and Facilities .

The sixth category of behaviors revolves around the establishe~
ment of working conditions and facilities. (Table 40). There are
no statistically significant differences between the focal role
and counter-roles on either activity cognitions or normative ex~-
pectations. And there are only two differences between activity
cognitions and normative expectations which are statistically
significant. These involve non-vocational students on item 13,

TABLE 40, ACTIVITY COGNITIONS AND NORMAT IVE EXPRCTATIONS
FOR TECHNICAL EDUCATION TEACHERS CONCERNING THEIR
ESTABLISHING WORKING CONDITIONS AND FACILITIES
Reaults of inter- and Intra-poaitional Compariaona

(A1l valuea are mean reaponaea on a aix-point "alwaya-to-never" continuum)

R Resgponden .Dultttonrzj
Iten numb 7 and / Tech.Ed. T -
sy vordsl! Juacropenc®’ pehy vy NS VB Per G Adm

130 Have a lmt cl... a 2.2 201 307 2.2 3.2 1.8 lll.
load than non=vocaw n 1.6 2.9 2,3 1.7 2.2 1.8 1.5
tional teachera aen #

230 Dt.cwr.‘. oth.r ua a 207 2-3 309 2.8 2'6 20. 2.6
of vocational clasa- n 2.1 2.1 3.8 2.4 1.5 2.7 2.7
rooms ‘ a=n

27! ‘r..ch .c.d..tc .ub. a 300 402 303 3!3 203 4.2 206
Jecta in apecial n 3.7 4.0 3.3 3.8 3.4 4.0 2.0
aftuations a=n

38. Are aa concerned re a 2.4 2.9 2.3 1.7 2.1 2.0 2.5
academic freedom aa n 2.4 1.4 2.1 1.9 2.0 1.2 1.7
other teachera aen 4

Footnotea are ahown following Table 35.
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relating to class load, and non-vocational teachers on item 38,
relating to amount of academic freedom which Technical Education
teachers have. In both cases, the norm responses average higher
(closer to 1) than do the activity cognition responses.

Technical Education teachers apparently dre loath to grant
legitimacy to the sampled counter-roles. They acknowledge it for
administrators in only one item of the four, an expectation for
them to be as concerned about academic freedom as other teachers.

Arranging Financial Matters

Five items make up the content category on financial matters
VIII) to be seen on Table 41. Inter-positional differences on
activity cognitions are found twice on item 2 and twice on item 9..
Four counter-role groups each differ once with Technical Education
teachers on these two items. On item 2, concerning how much Tech-
nical Education teachers get paid relative to other teachers, non-
vocational students and vocational students both perceived less,
that Technical Education teachers are paid more than other teachers,
than the t:achers themselves say they are. The activity cognition
differences on item 9 on how often Technical Education teachers in-
form the state office when the local budget is inadequate are in-
teresting. Parents and administrators indicate that the teachers
do this much more often than the teachers say they do.

TABLE 41. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR TECHNICAL EDUCATION TEACHERS CONCERNING THEIR
ARRANGING FINANCIAL MATTERS
Resulta of Inter~ and Intra-positional Comparisons

(All valuea are mean responaes on a six-point “always=to-never” continuum)

Respondent palitlontgl

Item number and / Tech.Ed.
key wordsl Instrument= _ Tchr NVT NVS VS Par e Adm

2, Paid more than a 2.1 1.8 1% 4. 1% 3.8 2.0 1.9
others with com~» n 2.4 4.4 4.4 3.1 3.9 3.7 3.7
parable training a=n # #

90 Infotm atate of' a l’al 4.0 302 “00 201* 302 '108*
fice when local n 2.2 1.7 2.3 1.8 1.7 1.2 3.7
budget inadequate a=n # #

36. At‘ p.ld fot on= a “08 303 4.0 3-‘0 l’ol 20" 209
job travel n 1.3 1.6 3.4% 1.9 2.7 1.2 2.0

a=n # #

39, Try to get achool a 2.4 3.3 2.0 2.2 1.8 34 3.6
board support for n 1.k z 2.6 1.6 1.2 3.4 3.8%
budget a=n

61. Consult state of~ a 3.4 3.2 2.4 4.8 3.3 4.0 1.8
fice firat on n 2.8 3.3 3.1 2.4 2.9 2.8 2.8
equipment orders a=n

Footnotea are shown following Table 35.
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Only two differences are observed between Technical Education
teachers and counter-roles on normative expectations. Non-voca-
tional students feel that Technical Education teachers should get
paid less often for on-the=-job travel than the teachers feel they
should. Of particular interest is the normative disparity on item
39, Administrators feel that Technical Education teachers should
try to get school board support only for their budget "sometimes,"
while the teachers feel they should do this at least "very often."

Again, as in the previous content categories, the greatest
number of disparities occur for intra-positional comparisons be-
tween activity cognitiona and normative expectations. There are
nine such differences on three questions. On item 2, non=-voca=-
tional teachers and counselors average a higher activity cognition
‘response (closer to 1) than their mean response on normative ex=’
pectations. On the other hand, Technical Education teachers, non-
vocational teachers, vocational students and counselors average a
lower activity cognition response. The same direction characterizes
significant intra-group differences on item 36 about being paid for
on=-job travel.

Considering all of the differences in this content category,
vocational students and counselors contribute most (three item*
each) and parents least (one item). No counter=-role group is
recognized as a legitimate source of role expectations in financial
matters.

Relating Generally with Local and State Administration

In content category VIII, "Relating Generally With Local and
State Administration," there are only two differences between
groups on activity cognitions. As seen in Table 42, both activity
cognition differences occur on item l4, when respondents are asked
how often Technical Education teachers should and do inform adminis~
trators about matters discussed by the state office. Non=vocational
teachers and vocational students say that the teachers do this less
often than the teachers state they do.

The responses on normative expectations also reveal two signi~-
ficant differences, both of them occurring on cne item (44) cou-
cerned with the reporting of work problems to the local administra=
tion. Normative expectations of counselors and administrators on
this item average higher (closer to one) than do those of the Tech-
nical Education teacher.

Eleven of the intra-positional comparisons between activity
cognitions and normative expectations contain significant differ-
ences. Non=-vocational teachers account for four of these. On the
other hand, Technical Education teachers and counselors have only
one each. The direction of these differences is consistent with
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TABLE 42, ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
TECHNICAL EDUCATION TEACHERS CONCERNING THEIR RELATING
GENERALLY WITH LOCAL AND STATE ADMINISTRATION

Results of Inter- and Intra-positional Comparisons

(A1l values are mean responses on a six-point "always-to~never' continuum)

Respondent ponitionsgl
Item numbes and 2/ Tech .Ed.
key wordsl Instrument=" Tchr NVT NVS VS Par c Adm

10, Check with adminis-~ a 3,6 2,7 2,7 31 2, 2.6 2,7
trators prior to n 2,0 1.5 2,3 2,4 1.8 1,2 1.3
discussing issues a-n # # # #

11, Inform state office a 3.7 4.2 2,8 3.3 3,2 3,4 3,2
on matters discussed n 2,7 2,6 2,9 2,7 2,3 2,2 3.5
by administrators a-n #

14, Inform administra- a 2,5 3,7% 3,1 3,7% 2,0 2.4 2,0
tors on matters dis~ n 2,1 1,6 2,3 2,3 1,9 1.3 1.8
cussed by state a-n # #

43, Influence decisions a 3.7 4.3 3.1 3.6 2,6 3,7 2,8
of state office n 2,5 2.4 2,9 2,3 1.7 2,2 2,2

a=n # #

l.l.u Rﬂport work prob" a 207 203 301 391 20‘. 205 107
lems to local n 2,9 1.7 2,3 2,2 2,2 1.0% 1.2%
administrators a=n ¥ #

45, Report work probe a 4.6 3.5 3.1 4.2 3.9 3,2 2,0
lems to state n 3,8 2,7 3,1 2,8 3,0 2,6 3,3
office a=n

65, Use atate office a 2,6 3.8 3,2 3.9 3.4 3.8 3,2
to get positions in n 2,3 3.1 3.3 2,4 3,0 2,4 3.0
other schiocols a-n

Footnotes are shown following Table 35.

the main trend, normative expectations averag‘ng higher than activ-
ity cognitions.

Non=vocational teachers are again the counter~role most fre-
quently represented in differences within this eighth content cate-
gory. One counter=-role, the non-vocational student, is not in~
volved in any disparities. Also, no significant differences of
any kind appear on items 45 about reporting problems to the state
office and item 65 about using the state office to get positions
in other schools.

| Only on item 10, "Check With Administrators Prior to Discuss-
‘ ing Issues' does the Technical Education teacher recognize the
legitimate claim of administrators to be concerned with his uctive
ity in this area.
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Developing the Image of Vocational Education

The data for concent category IX, '"Developing the Image of
Vocational Education," are presented in Table 43. Of the ten
activities contained in this category, only one shows any disparie
ties between Technical Education teachers and counter-roles on
activity cognitions. On item 62, parents perceive that the teach~
ers avoid participation in controversial groups more often than
the teachers say they do. There are no significant differences
between positions on normative expectations.

TABLE 43, ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR TECHNICAL EDUCATION TEACHERS CONCERNING THEIR
DEVELOPING THE IMAGE OF VOCATIONAL EDUCATION
Results of Inter- and Intra-positional Comparisons

(A1l values are mean responsss on a six-point "always-to-never" continuum)

Relpondetipoljtionry
Item number and / Tech.Ed.
/ Instrument=' Tchy __ NVT NV$ v$ _Par ¢ Adm
3, Deal with influ- a 3.1 3.7 be2 3.7 2.7 4.3 3.8
ential cmity n 2.6 3.1 3,9 2.8 2.5 2,2 2.8
members more than a-n #
other teachers
330 D.V.l" 300‘ r.l." a 109 2.1 10. 201 107 200 200
tionships with n 1.4 1.4 1.7 2,0 1.5 1.2 1.3
othar teschers 8=n # ¢
40, Have asdult classes a 3 2.9 2.8 3.3 4.2 3,2 2,2
when local groups n 2,3 2,6 2,6 2.7 2.9 2.2 2.3
want them a=n
500 Rehave .P"op'i.t.ly a laa 107 107 107 1.1 106 107
in '\Iblic ’I.C.. n lal. lok 103 106 103 102 102
a-n
52. Slnd articles on a 30‘ 3.5 3.3 l’ol 305 3.7 3.2
.Ct’.v‘.ti.. to IOCIl n 107 202 2.‘ 2.. 2.‘ ¢ 105 202
newspapers a=n ¥ # # ]
57, Work to improve a 2,3 2,7 2,7 2,5 2,7 2,5 2.1
1”" of field n 1.3 1.5 1.6 1.9 1.4 1,2 1.2
in communitcy a-n # ¢ # 4 # #
62, Avoid participat- a 2,6 2,4 2.0 3,2 1.3% 1.7 2,2
1“‘ in controver= n 202 2.5 302 3.0 lo.' 1.2 2.0
sial groups a-n
63, Initiate contact . 3.0 3,7 3,3 3.4 2.6 2.8 2,7
with public more n 2.4 . 3.1 2.6 2.7 1.4 2,8 '
than others a=n #
6‘. Ul. IOC.I contacts a 301 300 303 307 30‘ 2.. 203 ’
to dﬂlllop 'ra" n 2.‘ 202 206 2.. 20‘ los 102 .
grom a-n ’ ’ g i
67. Pll‘fom t". [ 1} £ a 306 306 309 kao b.l 30‘ 503
vices as part of n 4.9 b2 4.1 4.1 4.1 3.2 3.8
their jab a-n ]

R T

FPootnutus are shown following Table 3.
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By far the greatest number of disparities in this behavioral
category occur between activity cognitions and normative expecta-
tions within response groups. Eighteen such differences are found.
On item 57, every counter-role group except vocational students
shows a difference between cognition and expectation. This item
is related to improving the image of Technical Education in the com=
munity, and all the differences have a higher normative expectation
scores (closer to 1) than activity cognition. Across all ten items,
counselors are involved in intra=-positional disparities five times,
and at the other extreme, non~vocational students once. On items
40 and 50 there are no significant disparities »>f any kind.

The local school administrators are recognized as having a legitif

mate right to expectations about the Technical Education behavior in
four of the ten items concerned with image=-building.

Seeking In-service Professional Development

Table 44 presents the data on content category X, "Seeking In-
service Professional Development." Tihere are no significant differ-
ences between Technical Education teachers and counter~roles either
on activity cognitions or on normative expectations in this cate-

gory.

TABLE 44. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
YOR TECHNICAL EDULCATION TEACHERS CONCERNING THEIR
SEEKING IN~-SERVICE PROFESSIONAL DEVELOPMENT
Results of Inter=~ and Intra-positional Comparisons

(All values are mean responses on a sex-point "glwaysetoenever” continuum)

_Respondent postttonsgl
Item n“Mbif and 2/ Tech.Ed.
key words Instrument=" Tchr NVT NVS vs Par c Adm

51. Seek training in a 2.3 2,7 2,6 2,6 1.9 2,6 1.6
public and luman n el 1.9 2.3 2.1 1.7 1,5 1.2
relations a~n #

53, Take coursas '0 a 2.1 2.5 2.8 3.0 2,3 2.6 2.0
kQ'p methods ap [ P} 1.4 1.6 2.4 2.1 2.3 1.3 1.3
to date a«n # #

54 . Attend short a 2.4 2.7 2,6 2.5 2.1 6 1.5
coursss t .- n 1.3 1.4 2.1 1.5 2,2 1.3 1.0
date knowleige a~n # # #

5%, Take counseling a 4.2 3.0 3.3 3.7 2.6 3.6 3.5
oy luldlncl n 3.2 202 201 209 l|9 200 2.2
couracva a=it # # o

%6, Are active In K 2.6 3.4 2.5 3.3 2,6 2.3 2.1
professional edu= n 2,2 2.1 2.1 2.5 2.0 1.5 1,5
cation groups a-n # #

Foutuutes are shivwn tullowing [uble 35,
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Eleven disparities between activity cognitions and normative
expectations are found within positions. At least one significant
difference occurs on every “tem. Non-vocational teachers account
for four of these differences, and at the other extreme non-voca-
tional students for one. In all cases of differences, the norma-
tive expectations are highcr (closer to 1) than are the activity
cognition responses. Twn items account for cver half of these
intra-group diffexv..ces, item 54 on attending short courses to
update knowledge and item 55 on taking counseling and guidance
course. These items also are the only ones not included in the
legitimacy ascriptions which are granted to the only accepted
counter~role group, administrators.

EXPECTATIONS FOR DISTRIBUTIVE EDUCATION TEACHERS

Seeking Advice in Curriculum Orientations

Within content category "'Seeking Advice in Curriculum Orienta-
tions", shown in Table 45, counter-role activity cognitions differ
from those of Distributive Education teachers on only three of
eight items. The behaviors in question have to do with seeking
public approval before changing the local Distributive Education
program, seeking program guidelines from the state Distributive
Education headquarters, and giving consideration to wishes of the
local school administration in establishing the number of »utside
activities in which to have students participate . In each of the
nine cases where a group's responses differ from those of Distribu~-
tive Education teachers, the Distributive Education teachers report
a greater extent of the activity (closer to "always') than do the
counter~role groups. Non-vocational students and counselors differ
from Distributive Education teachers on three items, administrators
on two, and vocational students on one.

The normative expectations of counter~role respondents differ
from those of Distributive Education teachers on only two items
relating to guidance in curriculum orientation. Five of the six
counter=role groups express less desire for Distributive Education
teachers to consult non=official sources on possible curriculum
changes than is expressed by the Distributive Education teachers.
Both vocational and non-vocational students express less desire
than the teachers for their considering local administrations
wishes regarding the number of outside activities in which students |
participate. ;

Considering dispavities between activity cognitions and norma- g
tive expectatiouns within the sampled positions, it appears that
intra-group differences exceed those previously described as exist- ; 1
ing between positions. For each group of respondents, including ;
Distributive Education teachers, normative expectations for item 18,
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TABLE 45. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
SEEKING ADVICE IN CURRICULUM ORIENTATION
Results of Inter- and Intra-positional Comparisons

(A1l values are mean responses on a six-point "always-to-never' continuum)

Respondent positic;sgl

"tem number and 2/ D.E.

_k:y wordsl Instrument=' Tchr NVT NVS vs Par ¢ Audm

18. Obtain parents' a 3.7 3.6 3.7 3.9 3.4 4.} 4.1
opinions on what n 2.4 3.0 2.8 2.5 2.6 3.1 5.1
is to be taught a-n # # # # t o 5

30. Consult state per~ a 1.5 2.1 2.5 2.0 1.5 1.7 2.0
sonnel before n 1.6 1.9 2.3 1.9 1.6 1.9 2.0
changing courses a-n

35. Consult local ad- a 1.8 2.2 2.5 2.2 2.0 1.9 1.9
ministration before n 1.5 1.4 1.8 1.8 1.5 1.3 1.2
changing courses. a~n # # ] g

46. Consult non-official a 2.4 2.6 3.4 3.2 2.9 29 3.1
sour.es on possible n 1.7 2,3 3.3% 2.8% 2.9% 2.4 2.4*
curriculum changes a=n ¥

49. Seek public support a 2.8 3.0 3.8% 3.3 3.0 3.8+ 2.6
before changing n 2.4 2.5 3.0 2.9 3.0 2.4 2.3
program a=n "

09. Seek state office a 1.5 1.8 2,9% 2.5% 1.9 2.2% 2.1*
guidlines on n 1.6 2.1 2.3 2.1 1.9 2.2 1.6
program a=n #

37. Rely on local admin- a 2.6 2.2 3.2 2.7 2.0 2.9 2.6
istrecion re no. & n 2.9 2.5 2.6 2.2 2.2 2.4 2.5
type of adult classes a-n

59. Consider local admine a 1.6 2.0 2.5% 1.8 1.9 2.4% 2.
istration on no. of n 1.3 1.6 2.0% 1.9% 1.7 1.3 1.4
outside activities a=n ¢ # #

1/ Ttems are shown in their complete form ir Appendix A.

2/ Instruments are designated as folluws: a, activity cognitions; n, normative expectations;
a*n, a comparison between activity cognition and normative expectation responses for cach
respundent. position.

3/ Pusitions are indicated as follows: D.E. Tchr, Distributive Education teacher; NVI, nun=
vocational teacher; NVS, nunevocational student; VS, vocational student; Par, parent;

C, cuunselor; Adm, administrator.

*  Asterisk indicates the group respunse differs significantly (p <.U5) from that uf Dige
tributive Rducation teachers.

# Number siyn indicates activity cognition respunses ditfer significantly (p «.05) from

normative expectation respunses in the comparison imncdiately above the symbol.
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"Obtaining Parents' Opinions of What is to be Taught," are signif3
cantly higher (closer to a score of 1) than the activity cognitions.
A similar pattern for non-vocational teachers, non-vocational stu-
dents, counselors, and administrators appear on item. 35, and item
59, both concerned with consulting local administrators.

Vocational students and parents of vocational students provide
the fewest intra-group disparities between activity cognitions and
normative e ectations with one such difference per group. Non=-
vocational students provide the greatest number of such differences,
five, followed by counselors with four, administrators and non~voca=
tional teachers with three each, and Distributive Education teachers
themselves with two.

In summary, it appears that non=vocational students are respon=-
sible for the greatest number of differences in this content cate-
gory. Parents are the group least frequently involved. Two of the
items (30 and 37) elicit no significantly different response pat=-
terns either within or between respondent groups. The first of
these is concerned with consulting state personnel before changing
courses and the second with relying on local adm1n1strat10n for
setting up adult courses.

The Distribitive Education teachers are willing to accept as
legitimate the expectations of only one of the counter-role groups,
administrators, and that only in the matters of consultation with
state and local administration before changing courses.

Developing Curriculum Content and Objectives

Table 46 shows responses concerning DPistributive Education
teachers for content category II, "Developing Curriculum Content
and Objectives.!" Counter-role activity cognitions differ signifi=
cantly from those of Distributive Education teachers themselves on
s8ix out of nine items. The two on which four inter=-positional
differences uccur are items 26 and item 58. Item 26 has to do with
"Discussion Development of Good Study Habits, ' while item 58 deals
with "Emphasizing the Latest Techniques in the Field." 1In all
cases of activity cognition differences, the responses of Listribu=-
tive Education teachers are higher (closer to score of 1) than
those of the counter-roles. Non=vocational studencs and counselors
differ most frequently from Distributive Education teachers=--each
on four items; non-vocational teachers and counselors each differ
from Distributive Education teachers on three items. Pareats show
no significant disparities with Distributive Education teachers on
activity cognitions.

Normative expectations Distributive Education teachers have

for themselves differ significantly from.those of others on seven
items. Disagreements between their own and the expectations of
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‘ TABLE 46, ACTIVITY COGNITIONS AND NORMAT IVE EXPECTATIONS
: FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
DEVELOPING CURRICULUM CONTENT AND OBJECTIVES

desults of Inter- and Intra~positional Comparisons

(A1l values are mean responses on a six-point "always-to-never' continuum)

’

Respondent ponitionsal
Item number and 2/ D.E.
key words=. Instrument=" Tchr NVT NVS Vs Par c Adm
5. Have obisctive to a 3.0 2.3 3.1 3,8% 2.8 3.3 3.1
train non-college n 3.2 2,3% 2,5*% 3.6 2,8 2.9 2.9
oriented students a-n

21, Keep course con= a 1.4 1.8 1.6 1.4 1.4 1,9*% 2,0%

tent up to date n 1,1 1.1 1,2 1.0 1.1 1.0 1.0
a-n # # # # #

25, Emphasi.: shop a 2.3 2,6 3,3* 3.2% 3.0 2.3 2,6
instruction n 2,0 2,6% 3.3 2,8% 3.,2% 2,6 2.6
most a-n

26, Discuss develcp- a 2.2 3. 1% 3.2% 2.8 2.0 3.6% 3.0
ment of good n 1.3 1.4 2,2% 1.8*% 1.6 1.5 1.5
study hsbits a-n ¢+ # # #

28, Have objective of a 1.4 1.8 2.0 1.9 2.1 2,2 2,3
employment after n 1.8 1.8 1.8 1,6 1.6 1.6 1.8
graduation a=n

29, Emphasize lesrn- a 1.6 2,2% 2,3 1.7 1.8 2,3 2,1
ing communication n 1.2 1.2 1.6 1.3 1,2 1.2 1.2
skills a-n ¢+ # # # # #

32. Emphasirze practical a 2.3 2,9 3.3 3.0 31 2,9 2,8
skills more than n 2,2 3.1* 3.4*% 2,7 2.9 2,6 2.6
theory. a-n

47, Emphasize training a 2.4 2,4 3.3 2.9 2.8 2,5 2,6
for local manpower n 1.9 2,4% 3.3* 2,8% 2.4 2,2 2,3
needs a-n

48, Emphasize training a 2.7 3.1 3.3 3,2 3.3 3.8 3.1
for national man- n -2.4 2,8 3.1 3,2 3.0* 3. 2% 2,7
power needs an ‘

58, Emphasize latest a 1.8 2,4% 2,6% 2,1 2,2 2,6% 2,6%
techniques in n 1.3 1,7% 2,0~ 1.6 1.9% 1.5 1,8%
field a=n # # ¥ # # 4

Footnotes are shown following Table 45

four counter-role groups occur in items 25, 47, and 58. There are

no significant disagreements on items 21 or 29.
items on which significant differences occur, the Distributive Edu-
cation teachers' responses are higher than the responses of counter=-

rcles.

On six of the seven

However, in item 5, "Have Objective to Train Non-Coliege

Oriented Students," the normative expectations of both non-voca=-
tional teachers and non-vocational students are higher (closer to
score of 1) than those of the vocational teachers.’ Non=vocational

teachers and non=-vocational students accour.c for the greatest

number of differences (five each), while counselors and administra-

tors are closest to consensus with the Distributive Education

teachers on what should be expected of them.
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In this particular category there are fewer intra-group dis-
parities between activity cognitions and normative expectations
than differences between groups of respondents. Intra-positional
disparities occur for all respondent groups on items 21 and 29,
which relate to emphasizing shop instruction and learning com=
munication skills. Comparing responses within each counter-role,
normative expectations are always higher than activity cognition
responses. With the exception of parents who show only two differ-
ences between what is expected and what-is nerceived about the
Distrdibutive Education teacher, all otf;; respondent groups, ine«
cluding the teachers, show four such disparities. = -

In summary, it appears that in developing curriculum content
and objectives, non=-vocational teachers and non-vocatioral students
differ from this type of wocational teacher most often in what is
expected and what is perceived about their activities. Parents
differ least often. There is considerable variation in responses
among the ten items. Item 58, which deals with emphasizing the
latest techniques in the field, elicits some fourteen differences,
while item 28 '"Have Objective of Employment After Graduation"
elicits none.

The legitimate right of vocational students to define one cur=-
ricular activity for Distributive Education teachers is accepted by
them. It is the discussion of the development of good study habits.
On the other hand, local school administrators are accepted as
legitimate sources of rcle definition in six of these ten items con-
cerned with curriculum.

Choosing Methods and Procedures of Instruction

In category III, '"Choosing Methods and Procedures of Instruc=-
tion," presented in Table 47, counter-role activity cognitions
differ significantly from those of Distributive Education teachers
on eight of the ten activity items. Distributive Education teachers
report in all of these that’ they engage in the activity to a greater
extent than is perceived by any of the counter-role groups. Necn-
vocational teachers and administrators show six differences from
the Distributive Education teachers, while non~vocational students
and counselors differ somewnat less, four times each.

The normative expectations of counter~roles differ from those
of Distributive Education teachers on six items within this content
category. With the exception of a non=vocational teacher-Distribu-
tive Education teacher discrepancy on item 4, the Distributive Edu-
cation teachers' normative expectations are higher (closer to 1)
than those of the couater-roles. 1Item 17, which deals with the
vocational teachers talking with students more than other teachers,
reveals a pattern in which all counter-role responses differ signifi-
cantly from those of the Distributive Education teachers. Across all
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TABLE 47. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
CHOOSING METHODS AND PROCEDURES OF INSTRUCTION
Results of Inter- and Intra-positional Comparisons

(All values are mean responses on a six-point “always-to-never" continuum)

Respondent posicionsgl
Item number and 2 L.E.
key wordsl Instrument=" Tchr NVT NVS Vs Par C Adin
1, Use different in- a 2,1 2, 7% 3,0% 2,7% 2,2 2,8% 3,07
structional methods n 1.7 2.4% 2,2 1.8 1.8 2,6% 2.4%
a-n # # # i
4, Require making up a 2,2 2.9 2.7 2.9 2.9 3.1 2.9
work missed for n 1,6 1,2% 2.2 2.3 2,1 1.7 1,2
contests, etc a=n # # # it
6, Have same grading a 2.3 3.1% 3.1 2.5 2.1 2.8 3.3%
system g5 others n 2.4 2.8 3.1 2.8 2.1 2.3 2,0
a=n

12, Minimize student a 1.6 2,2% 2,6% 2,0 1,7 2,2 2,1
absences for con~ n 1.4 1.6 1,9 1.8 1,8 1,6 1.5
tests, etc a-n # #

17, Talk with stu- a 1.8 3.0% 2,9% 2,1 2,2 3,5% 8%
dents more than n 1.6 2,9% 2,9% 2,1% 2.4% 2,8*% 2.5*%
other teachers a-n

20, Keep teaching a 1.5 1.9 1.6 1.4* 1,2% 2,1* 2.3%
methods current n 1,1 1.1 1.1 1,0 1.0 1.0 1.0

a=~n it i# # # # # #

22, Keep equipment a 1.6 1,6 1.7 1,6 1.4 1.9 1.9
current . n 1,1 1,1 1.3 1.1 1.2 1,0 1.0

a=n # # # i # #

24, Prepare as well a 1,5 2,3% 2,0 1.7 1,6 2,0 2,5%
for presentations n 1.1 1.1 1,3 1,5*% 1.2 1.0 1.1
as other teachers a=n # # # # { #

31, Prepare and fol~- a 1,8 2,7% 3, 1% 2,8% 1.8 2,1% 2,5%
low a teaching n 1.5 2,2% 2,5% 2,1% 1.6 1.5 1.7
plan a-n # # #

70, Allow students a 3.4 3.2 3.8 3.7 4, 5% 3.6 3.2
more freedom n 3.5 4, 5% 4.3 3.5 4,8% 4.8% b4, 7%

a-n # f# #

Fuootnotes are shown following Table 45

items, the normative expectations of non-vocational teachers ac~
count for the greatest number of differences.

Contradictions between activity cegnitions and normative ex-
pectations within groups are greater in number than differences
between role groups. In almost every case of such disparity, the
expectation is higher (closer to a score of 1) than the activity
cognlition response, the one exception being the item on allowing
students more freedom. On this item (70) noq-vocational teachers,
counselors, and administrators all perceive that Distributive Edu-
cation teachers are actually engaging in the activity more often
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than it is felt they should. There are also differences between
what is expected and what is perceived among all groups on item 20,
which deals with keeping teaching methods up to date. Non-vocation-
al teachers and counselors show six disagreements each between active
ity cognitions and norms. All response groups, including Distribu-
tive Education teachers, have at least four.

In summary, it appears that for all comparisons non-vocational
teachers, counselors, ,and administrators are involved in the great-
est number of disparities about methods and procedures of instruce
tion; and parents in the fewest. The greatest number of differences
both between and within respondent groups appear on item 1 on the use
of different instructional methods.

Only school administrators are accepted by Distributive Educa-
tic~ teechers as a legitimate counter-role source of expectations
and cognitions. Administrators are considered legitimate for all ex-
cept two items (17 and 70), both of which deal with the teacher=stu~
dent interpersonal relationships.

Influencing Recruitment and Asgignment of Students

" Category IV, "Influencing Recruitment and Assignment of Stu-
dents" consists of only five items, (Table 48). Activity cognitions

TABLE 48. ACTIVITY COGNISIONS AND NORMATIVE EXPECTAT IONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
INFLUENCING RECRUITMENT AND ASSIGNMENT OF STUDENTS
Results of Inter- and Intra-positional Comparisorz

(All values are mean responses on » sixepoint "always-to=never” continuum)

3/

Respondent positiuns™

Icem numbe7 and 2/ D.E. \

, Iostrument=" Tchr NVE NVS ys Par (] ‘Adm

160 Cont:rol who can a 2.1 2,3 2.9 2.5 2.6 201 2.5
enroll in pro- n 1.4 2.1*% 3,0 2,0% 1.8 2.4% 2,5%
grams a-n #

19, Advise parents of a 2,8 2.8 i.1 3] 2,5 3.2 3.0
benefits of voca- n 1.6 1.7 1.9 1,7 1.9 1.7 1,6
tionsl education a=n # # # #

41, Inaist all students a 2,0 2,8% 3.4% 2.0 2,0 2,5 2,8
have ability to suc~ n 1,3 2,6% 2,8*% 2.1*% 1,8 2,9% 2,4%
ceed in work a-n

42, Encourage high abii~ a 1.5 2,8% 3.1 2,5% 2,1*% 2.2% 2.2%
ity students to take n 1.5 2,7% 3.1 2,1% 1.9 6% 2.4%
classes a-n

66. Sug’.lt Coun'.lot' a 200 207* 3.5* 302* 2-7* 2.6* 206*
admitting poor stu- n 1.6 2,6% 3.0% 2,9% 2.2 2,9* 2.8%

dents change policies a-n

Footnot:s are shown following Table 45
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of counter=-role groups are siguificantly different from those of
Distributive Education teachers on three of these items (41, 42,

46). 1In each case the activity cognitions of Distributive Edu-

cation teachers are higher than those of the counter-roles. For

item 66, '"Suggest Counselors Admitting Poor Students Change Policies,"
the cognitions of all six of the counter-rcle groups are significant-
ly lower than those of Distributive Education teachers. Non-vocatior
al reachers differ most often (three times) with Distributive Educu=
tion teachers on activity cognitions.

~ Counter-role normative expectations differ from those of Dis-
tributive Education teachers on four of the five items in this con=
tent category. On these four items, all of the counter-role groups
with the exception of parents differ significantly from Distribu-
tive Education teachers. In each case the Distributive Education
teachers' average normative expectation is higher than thouse or the
others.

, There are fewer differences between activity cognitions and

| normative expectations within each group than the differences juot

| described as existing among the groups. In all cases where norma-
tive ex, ectation-activity cognitioa disparities occur, the normativ:
expectations are higher. The item on advising parents of bencfits ot
vocational education (19) shows six intra-group differences. Dis-
tributive Education teachers show the greatest number of these dif€ «-
ences, three of the five items.

In all comparisons made for thi. conteat category, all couant - =
roles with the exception of parents account for some disparitivs,
Non=vocational teachers are involved in the greatest number of dis-
agreements on activity cognitions (three) while Distributive Edu-
cation teachers have the highest number of intra=-group dispariticvs
(three). Parents are the only counter=role group showing no signiy:-
cant differences on normative expectations. ALl other counter=rol.
groups have four such diffcrences each.

The Distributive Education teachers accept as legitimate tin
right of administrators to observe and judge their activitics cuoes
nected with recruiting and assigning students except for cncoara,inge
high ability students to take classes (item 42). They aceept the
legitimacy of parents ia the matter of advising parents of benciits
of vocational education.

Assisting in Post High School Placement of Students

Table 49 presents the results of data within ¢ egory V,
"Assisting in Post High Scwol Placement ol Students.'"  Counters
role activity cognitions differ trom those of the Distributive Fda=
cation teachers on four items (L5, 34, 60, 68). In all of thesce
canes, activity cognition responses of the Distributive Educatiop
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TABLE 49. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
ASSISTING IN POST HIGH SCHOOL PLACEMENT OF STUDENTS
Results of Inter- and Intra-positional Comparisons

(All values are mean responses on a six-point "alwayseto-never" continuum)

Respondent posicionlal
Item nunbf7 and 2/ D.E. -
key words— Instrument™ Tchr NVT NVS VS Par C Adm
7. <ain students in a 1.3 1.6 1,7 1.4 1,5 1.6 1,6
applying and inter- n 1.3 1.1 1.2 1.2 1.2 1.1 1.2
viewing for jots a-n
B. Give tnfomttoﬂ a 107 200 201 2.3 2.2 202 2&0
on vhere Jjobs can n 1.4 1.4 1.5 1.5 1.9 1.3 1.3
be obtained a-n # # # # #
155 Encour.‘. Qulllﬂ.id a 202 3. 1* 30 2% 302* 202 207 300*
students to be voca- n 1.5 2.1 3,2% 2,6% 1.9 1.9 2,2%
tional teachers a=n # # # #
34, Maintain up to date a 1.1 2, 4% 2,9% 1.7% 2,2% 2.6% 2.8%
Job placement n 1.2 1,6% 2.4% 1.7 1,9% 1,4 1.4
records a-n # # ¥
60, Haintain employer a 1.3 1,9 2,5% 1.7 2,0% 1,9% 2,0
contacts for job n 1.1 1.5% 2,0% 1.5 1.8% 1.2 1.4
placements a=-n # # # ¢
68. Emphasize importance a 1.7 2,7 2,5% 2,2 1.5 2.4% 2,2
of coll.u. to n 1.7 200 1.8 1.6 1.'0 204* 200
students a=n # »

Yootnotes are shown following Tabkle 45

teachers are higher than those of the counter-roles. The Distribu=
tive Education teachers highest activity cognition (1.1) occurs
with regard to maintaining up~to~date job placement :ecords (item
36). All six counter~role groups disagree with the Distributive
Education teachers on this particular item. Non-vocational teachers
and non~cocational students differ from the Distributive Education
teachers most frequently on activity cognitions, four times each.

The normative expectation responses of counter-role personnel

differ from those of Distributive Education teachers on the same
four items which account for the activity cognition disparities.
On each of these four items, the normative expectations of the Dis~
tributive Education teachers themselves indicate more desire to en-
gage in these activities than the counter-role groups expect. Non=
vocational students aczount for the greatest number of inter=group
noru.tive differences (three); vocational students, counselors, and
administrators are involved in the fewest (one each).

In this particular content vategory, the disparities between
groups are greater than the intra-group differences between activity
cognitions and normative expectations. There are 28 inter-group
differences, but only 19 intra-group differences. The largest
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number of differcnces between expectations and cognitions (five)
occur in response to the item dealing with the giving of informa-
tion on where jobs can be obtained (item 8). In all intra-group
differences, normative expectations are higher (closer to a scorv
of 1) than activity cognition responses. Such intra-group dispariw
ties are most common among non-vocational teachers (five), and
counselors and administrators (four).

Considering disparities as a whole, non=vocational teachers and
non-vocational students are involved in the greatest number in this
cortent category. Parents are the group least frequently involved
in such differences. One of the items (7) elicits ne significantly
different response pattern either within or betwuen respondent

groups; it is concerned with training students in applying and inter-

viewing for jobs.

In the post high school placement of students, the Distributive
Education teachers recognize the legitimacy of countcer-role expecta=
tions and cognitions only in isolated cases. Administrators ar
granted legitimacy only for ~n. iterm concerned with maintaining up=
to-date job placement records. Larents have a legitimate right to
judgments concerning the Distributive Education Teacher training
students in applying and interviewing for jobs (item 7) and giving
information on where jobs can be obtained.

Tstablishing Working Conditions and Facilitics

Within the conteunt category about cstablishing working conii-
tions and facilities, (VI), counter=role activity cogniticus differ
from those of Distributive Education teachers on all ioar of the
items included in the category as can be seen in Table 50, Whero
significant differences occur, the teachers' activity cognitions are,
with two vxceptions, always higher than those of aay oi the counters
roles.  Cne exception to this occurs in item 13, "idave o Lower Glass
Load than Non=Voecational Teachers.'" On this item, adninistratocs
indicate by their activity cognition response that they poreoive
this to be trac about Distributive Education teachers wmore orten
than Distributive Education tceachers themselves think.  Ihe other
uxeeption occurs on item 27. When responding to this particular
jtem, parents' activity cognitions arc higher than those oy tie Drs=
tributive Education teachers. Non=vocational students difter wost
frequently (three times) from Distributive Education teachers wiiil.:
counsclors differ least often.

Counter=role normee; v czpeetations also differ signivicuutly
from thuse ot Distribut. » Education teachers on all towr ol the
items within this content category. On itewms L3, 23, wd 27, the
eapuectations of all six counter=-role groups arce signiticantly
diftercnt from those ot the Distributive Eduecation teudhers, whereq
on item 38 only the non-vocaticnal students and vocationad studen

110




TABLE 50. ACTEVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
ESTABLISHING WORKING CONDITIONS AND FACILITIES
Results of Inter- and Intra-positional Comparisons

(A1l values are mean responses on a six-point “always=to=never" continuum)

3/

Respondent positions=

Itam number and 2/ D.E.
_key vordsl nstrument=’ Tchr NVT NVS _vs Par c Adm
13. Have a lower class a 2,2 2,0 3,0* 3,0* 2,6 2.0 1.4%
load than non =-voca- n 1.4 2,9% 2,8% 2,1% 2,1% 2,8% 2,8%
tional teachers a-n # # # # #
23, Discuurage other use a 2,2 2.6 b4.2% 3.2% 3.2% 2.8 2,8
of vocational class~ n 2.0 2,5% 3.6% 2,8% 3,0 3.9% 3,3%
rooms a=n
27. 7Teach academic sub- . 4,0 1.8 .8 3.3 2,7% 4.2 4.4
i ts in .P.C’..l n 4.2 3,0% 3,0% 3.2% 2,5% 2,9% 2,5*
aftuations a=-n # # #
38, Are as concerned rve a 1.4 1,9% 2,4% 1.7 2,0 2,7% 2.4%
academic freedom as n 1.3 1,2 1,9% 1,7% 1.4 1.4 1.4
other teachers a=n # 4 # ¢ #

Fcotnotes are shown following Table 45

differ significantly. When responding to items 13, 23, and 38, the K
Distributive Education teachers' normative expectation average scores
are higher (closer to 1) than any of the corresponding counter=~role
scores. However, item 27, relating to teaching academic subjects in
special situations, elicits from all counter-roles normative expecta-
tions which are higher than those of the Distributive Education teach=
ers. All six counter=-role respondents evidently think that the Dige
tributive Education teachers should do this in certain situations
much more often than the Distributive Education teachers themselves
think. The greatest number of differences in normative expectations
occurs between the Distributive Fducation teachers and students,

both non=vocational students and vocational (four times each).

Disparities between activity cognitions and normative expecta~
tions occur on all items except item 23. It appears that the inter-
group differences are fewer than these cognition-expectation differ-
ences. Items 13 and 38 elicit five such differenccs. Generally
the normative expectations are higher than the activity cognition
responses. But the responses elicited from non-vocational teachers
and administrators on item 13 indicate that these two counter=roles
believe that Distributive Education teachers have a relatively
lower class load more often than they should. In summary, it ap-
pears that non-vocatioual studerts and administrators are involved
in the greatest number of both intra- and inter-group disparities
about werking conditions and facilities for Distributive Education
teachers. Counselers ~how the fewest number of differences. The
item concerning the class load of Distributive Education teachers
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is responsible for the greatest number of both inter- and intra-
group differences, fourteen in all.

Only administrators are recognized as a legitimate source of
expectations. This holds true only on two of the four items.

Arranging Financial Matters

Category VII deals with "Arranging Financial Matters." Within
this content category, as shown in Table 51, activity cognitions
of Distributive Education teachers differ from those of some of the
counter-roles on four of the five items. On item 61, the activity
cognitions ¢f the Distributive Education teachers are higher than
those of the counter~roles, while on items 36 and 39, the activity
cognitions of the counter-roles are higher (closer to a score of 1)
than the corresponding responses elicited from the Distributive
Education teachers. On item 2, concerned with whether Distributive
Education teachers are paid more than others with comparable train-
ing, the activity cognitions of non-vocational students, vocational
students, and parents are lower than that of the Distributive Edu=
cation teachers, while the activity cognition responses of the
counselors are higher than the mean responses of the Distributive
Education teachers. Non=-vocatiounal students, vocational students,
parents, and counselors are the counter=-role groups differing

TABLE 51. ACTIVITY COGNITIONS AND NOKMATIVE EXPECTATIONS
FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
ARRANGING FINANCIAL MATTERS
Results of Iater~ and Intra-positivnal Cumparisons

(A11 values ure mean responses on a sixepoint "always=to«never” cuntiauund
Y

i
vapdndvﬂt;yuﬁiflnuh-,

Item uumbTi and 2/ b.E.
kuey word s Instrument=  Tchr NVT VS Vs Par ¥ Adi
2, Paid more than a 1.9 1.9 4, 8% 3, 5% F. b5 1,2° 1,7
othiers with come n 1.5 b.5% 4,1% 2,9% 2,9 4.0" 3.g¢
parable traiuing a-n it ? "
Y, Intorm stste of- a 3,0 3.0 3,3 3.8 2.3 2.4 }.b
fice whien loval n 2.0 1.8 2.3 2.0 7 2,3 1.0
budget inadequate a=n i ff #
3. Are paid for on~ a 5.0 2, 5% o ¥ 3.9 2.1% 2.1 d.1%
Job travel n 2,3 1.9 o5 2.5 1.6 2.0 1,4
a-n i ] it
19  Try tu get school a 2,7 2,1 2,6 2.1 e 2.4 3.3
board support fur n 1.7 2.0 2,0 1.9 1.5 2,1 3.3
budget a~i i # 4
blu (:U“SUI[ wlate a 1.6 2: * 3.1* 2.5* loq 2. i 2:1"
Oftice tivat on fl 1.6 2.0% 2,6% 2.4% 2.4% 2.4 2.4
cquiprent viders a~il

Peotites wre shown tolluwing Table &Y
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most frequently (three times each) from the Distributive Education
teachers. Non~vocational teachers and administrators differ less
(twice each).

Counter~-role normative expectations vary significantly from
those of the Distributive Education teachers on three of the items
(2, 39, and 61). The normative expectations of the teachers are
usually higher than those of the counter-roles, as is evident on
item 2. The counter-role respondents, especially the non=-vocational
teachers, indicate rather strongly that they feel Distributive Edu=-
cation teachers should not be paid more than others with comparable
training. Within this content category on financial matters, ad-
ministrators differ most frequently from the Distributive Education
teachers on normative expectations.

Differences exist between activity cognitions and normative
expectations on all items except item 6l. It appears that the
total number of these intra~group differences is less than dis-
agreements on cognitions and on expectations between responding
groups. Where intra-group differences occur, the norm responses
are usually higher than the activity cognition responses, but not
on item 2 about Distributive Education teachers' relative pay. On
this item, the activity cognition responses of the non-vocational
teachers, non-vocational students, counselonrs, and administrators
are higher than their normative expectations. The greatest number
of activity cognition normative expectation disparities appear for
item 9, "Inform State Offices When Local Budget is Inadequate."
There are no such intra-~group differences on item 61; "Consult
State Office First on Equipment Orders.! Distributive Education
teachers and non~vocational students account for three intira-
group disparities each.

Within this particular content category, non-vocational stu-
dents are involved in the greatest number of differences. Ivem 2,
alone calls forth thirteen disparities. From the responses tu
item 2, it would appear that while non-vocaticnal teachers, counsel=-
ors, and administrators agree that the Distributive Education teach=
ers are paid more, they feel that thcy should not be paid more.

The only counter-role recognized by the Distributive Education

teachers as legitimate is that of administratorj but this holds
true only for two of the five items.

Relating Generally with Local and State Officials

Content category VIIL, "Relatinz Generally With Local and
State Officials," as shown in Table 52 contains significant differ-
ences between Distributive Educatioi teachers and counter-roles in
five of seven activity cognitions o1 items 10, 11, 14, 43, and 45.
With one exception, the activity cognitions of the Distributive
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TABLE 52. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS FOR
DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR RELATING
GENERALLY WITH LOCAL AND STATE ADMINISTRATION
Results of Inter- and Intra-positicnal Comparisons

(All values are mean responses on a six point "alwaysetoenever' continuum)

3
Respundent pusiiy wn-,

Item number snd 2/ D E.

key wordel/ Instrument=' Tchr NVT NVS Vs Pt c Adm
trators prior to n 1.8 1.7 2,2+ 2.3 1.6 1.4 1.3
discussing issues a~n # » f

11. Inform state office a 2.2 2.7 3.3% 2.4% 1.6% 2.3 1,0%
on matters discussed 0 1.9 2.1 2.4 2.5 2.4 2,0 2.5
by sdninistratoxs &=n # ‘ #

14. Iﬁfom ld!ﬂhl’.l(fl' a 2.0 2.3 3.2* |2 2. 2.2 :’.Kb
tors on natters dis~ n 1.5 1.6 2.0% 2.1% 1.4 1.% 1.5
cussed by stale a=u ¢ # o at "

43, Intluence decisionr a 2.8 3.3 3.4 3. 2.5 3.8 1.4
of atate oftice n 1.9 2.5 2.9 2.0 2.2 2. 2

a=n p % ' " " 1]

44, Repurt work probe ' 2,3 2.4 2.9 2.8 2.2 2.5 Jod
lems to local n 1.9 1.8 2.3 2,3 1.8 1.7 1.6%
administrators &-n " »

45%. Report work problems a 2.6 2.7 3.8% PN A 3.0 2.9 2.8
to state office © 2,2 2.7 2.8 3.0 2.6 2.9 2.4

a=n ]

6%, Use state office to a 2.3 2.4 3.3 2.b 2.1 2.8 2.4
get prusicvions in n 1.4 2.9% 2,6% 2.1 1.4 244 .
other s hools a=n »

Footuotes ave shown tollowing Table &)

Education teachers are always hilgher than those of the (nuntere-role
in question. The one exception ocecurs in parents' responses to

item 14, related to informing the state office on matters discussed
by administrators. This item accounts for more differences in
activity cognitions than the others. The countererole group differe
ing must frequently from the Distributive Lducation teachers is the
non-vocational students; non-vocational teachers, on the other hand,
never differ significantly with ther.

Counter~role normative exnectations differ from those of Dise
tributive Education teachers on four of the seven behavior ftems [a
this content category. Agaln, as with activity cognitions, the norm
responses of the Distributive Education teachers are generally higher
than those of counter-roles; the one exception to this is when ade
ministrators indicate that the teachers should report work problems
to local administrators modse than Jhe Distributive Education teache
ers themselves think they should.  Again, nonevocational students
are involved in the greatest nuwber of normative ditferences) pare
ents and counselors are involved in nonce.
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Considering differences between activity cognitions and norma=-
tive expectations within each respondent group, it appears that
these differences exceed the inter-group differences on the two
types of responses. In all cases except one, the normative expecta-
tion is higher than the corresponding activity cognition for that
item. On item 11, "Inform State Office on Matters Discussed by
‘Administrators,’” the activity cognition responses of parents are
higher than tneir normative expectations. Items 14 and 43 on in-
forming and influencing state officials elicit the greatest number
of cognition-expectation differences (six each). On the other
hand, there is almost complete correspondence between activity
cognitions and normative expectations for items 45 and 65, both of
which also concern relations with the state office. Vocational
scudents show only one difference between activity cognitions and
normative expectations. Non-vocational students provide the greatest
number of such differences, five.

In summary, it appears that item 14, "Inform Administrators on
Matters Discussed by State,'” contains the greatest number of intra-
and inter-group differences (nine) with item 45 "Report Work Problems
to State Office" having the fewest. Non-vocational students are the
group most frequently involved in such differences (twelve), and
parents least frequently (three).

Administrators are recognized as legitimate sources of expecta-
tions for all but two of the items dealing with general relational
and communication pattersn.

Developing the Image of Vocational Education

Table 53 presents information for content category IX, 'Develop-
ing the Image of Vocational Education." Counter-role activity cog-
nitions differ significantly from those of Distributive Education
teachers on all items except number 40, For each of these signifi-
cant differences, the activity cognitions of the Distributive Edu~
cation teachers are higher than those of the counter~roles. On
four of the items (3, 52, 63, and 64), the activity cognitions of
all six of the sampled counter-roles differ from those of the Dis- |
tributive Education teachers. Item 40 on having adult classes pre- | |
sents such inter-group differences. Both non-vocational students
and counselors have high numbers of significant disagreements with
the Distributive Education teachers, nine and eight disagreements
respectively. Vocational students and parents® have the fewest such
differences (five each),

Counter-role normative expectations differ from those of the 'y
Distributive Education teachers on eight of the ten items described
in this content catwgory. Again items 3, 52, 63, €4, as well as
item 67, elicit from all six counter-roles normative expectations
which are significantly differen from those of the Distributive |
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TABLE 53. ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
‘ FOR DISTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
i DEVELOPING THE IMAGE OF VOCATIONAL EDUCATION

i Resuics of inter~- and Intra-positional Comparisons

! (All values are mean respunses on a six-point "always~-to-never" continuum)

Respondent positionsgl
Item numbf; and / D.E.
key words=! Instrument=" Tchr NVT NVS Vs Par c Adm _
3. Deal with influential a 1.4 2.6% 3.3% 2,2% 2,0* 2,7% 2,7%
community members more n 1,2 2,5% 2,7« 1,9% 2,1*% 2,6% 2,9%
than other teachers a=n

33, Develop good relation- a 1,2 2,2% 2,0% 1.5 1.5 2.4% 2,2%
ships with other n 1.1 1,2 1,8% 1.4 1.3 1.2 1,2
teachers a-n 1 # {

40, Have adult classes a 2,7 2.8 3.5 3.7 2,7 3.7 3.5
when local groups n 1,6 1,9 2,3 2,5 2.1 2.0 2,0
want them a=n # 1 i # # #

50. Behave appropriately a 1.2 1.4 1,9% 1.2 1.1 1.4 1.5
in public places n 1.0 1,2 1.6 1.1 1,0 1.0 1,0

a-n

52, Send ariicles on a 1.2 2,2% 2,6% 1,9% 1,8% 2,3% 2,0
activities to local n 1,1 1,7% 2,1% 1 6% 1,6% 1,7% 1,7%
newspapers a-n i# #

57. Work to improve a 1,2 1,9% o 2% 1.5 1.5 2,0* 1,9%
image of field in n 1,0 1.2 1.6% 1,3% 1,3% 1,2 1.4%
community ‘ a=-n i {# i# i #

52, Avoid participat- a 1.8 2.4 3,8% 2.6% 2,3 2,6% 2.1
ing in controver= n 1.8 2.1 3.2 2,6% 2.3 2,5% 2,0
sial groups a=-n #

65, Initiate contact a 1.0 2,5% 3.0* 2.1% 2,1%* 2.4% 2,0%
with public more n 1.1 2,3 2,9% 1,7% 2,07 2,2% 2.4%
than others a=n

64, Use local contacts [ 1.3 2,3% 2,9% 2,2% 2,0% 2,4% 2,1%
to develop pro- n 1,2 2,1% 2,7% 1,9% 2,0% i.9% 2,3
gram a-n

67. Perform free ser- [ 2.1 3.4% 3.9% 2.6 3.4% 3.4% 3.1
vices as part of n 2,2 3.7% 3.6% 3.0% b, 1% 3,5% 3.6%
their job a=n

Footnotes are shown following Table 45

; Education teachers. On items 40 and 50, there is agreement. In

every case where a significant difference occurs, the normative ex-
pectation score of the Distributive Education teachers is closer to

1, indicating that those in ccunter-roles express less desire for
teachers to engage in these activities than the teachers themselves.
Both groups of students account for the greatest number of differences
in normative expectations (seven each); non~vocational teachers have
somewhat fewer (five).

In this particular content category, there are fewer disparities
between normative expectations and activity cognitions than inter-
group differences. On five items no such differences occur. Most of
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tbe disparities occur on item 40, '"Have Adult Classes When Local
Groups Want Them,"”" and on item 57, '"Work to Improve Image of Field

in Community." When these intra=-group differences occur the norma~

j tive expectations are with one exception higher than the correspond-
ing activity cognition responses. Parents show no intra-group differ-
ences between activity cognitions and normative expectations; hoth
non~vocational teachers and counszlors, on the other hand, exhibit
four each.

Considering all the kinds of comparisons in this category about
the image of rocational education the non=-vocational students and
counselors account for the greatest number of differences (eighteen
each); parents are involved in thz fewest (eleven). An examination
of the items shows that item 52 brings forth the greatest number of
significant differences. It deals with sending articles on activw
ities to local newspapers.

By and large, the Distributive Education teachers accept the

legitimacy of administrators' expectations and cognitions in the
area of image=-building.

Seeking In=Service Professional Development

The final content category is entitled '"Seeking In-Service

Professional Development," and the data for Distributive Education
teachers are presented in Table 54. Within this category the
activity cognitions of counter-rcoles differ from those of Distribu-
tive Education teachers on all five items. Item 54, '"Attend Short
Courses to Update Knowledge," shows significant differences from
all six counter-role groups. Items 51, 53, and 36 show differences
between the Distributive Education teachers and five of the six
sampled counter-roles. On item 53 concerning counseling or guidance
courses, only parents differ from the teachers in their activity
cognitions. These activity cognitions of the parents are the only
ones in which a counter~rcle mean response is higher (closer to a
score of 1) than that of the Distributive Education teachers. The

| four counter-role groups of non=vocational teachers, non-vocational
teachers, non-vocational students, counselors, and administrators

‘ are involved in the greatest number of activity cognition differ-

J ences (four each).

|

Counter-role normative expectations differ from those of the
Distributive Education teachers on all items except item 55, '"Take
Counseling or Guidance Courses.' Item 54 calls forth the greatest
aumber of normative disparities between groups (five). In all
caces where differences exict, the mean responses for the Distribu=-
tive Education teachers are higher than those of the counter-roles.
Non=vocational students are the counter-role group involved in the
greatest number of differences (four) in normative expectations;
counselors and administrators are involved least with one difference
each,
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TABLE 54. ACTIVITY COGHITIONS AND NORMATIVE EXPECTAT IONS
FOR DiSTRIBUTIVE EDUCATION TEACHERS CONCERNING THEIR
SEEKING IN-SERVICE PROFESSIONAL DEVELOPMENT
Results ¢ £ Inter- and Intra-positional Comparisons

(All values are mean vesponses on a Six-point "always=toenever" continuum)

Respondent positionsé/
Item numbe7 and 2/ D.E.
key wordsl Instrument=' Tchr KVT NVS Vs Par c Adw
51. Seek training in a 1.3 2,5% 2,5% 1,7 1.8% 2,3% 2,1%
public and human n 1.1 1.4% 1.8% 1.3 1.3 1,2 1,5%
relations a-n i i f# il # i i
53, Take courses to [} 1.4 2,7% 3.3 2.4 1.9 2,9% 2,7%
keep methods up n 1.2 1,6 2 1 2,0% 1,8% 1.6 1.4
to date a-n / # i k
54, Attend short a 1.3 2,7% 2,7% 2% 2,2% 2.4% 2,3
courses to update n 1.1 1,7% 1,7% 1,9% 1.8« 1,7% 1.3
knowledge a=n # # # #
55, Take counseling a 3,1 2.9 2,9 2,7 1,8*% 3.5 3.2
or guidance n 2,2 1.9 1.9 2,1 1.6 2,6 1.9
courses a-n i# # i # {# #
56, Are active in a 1.8 2,7% 2,9% 2,5% 2,1 2,8% 2,5%
profeasional edu~ n 1.4 1.6 2,3% 2,3 1.8 1.9 1.3
cation groups a~n i# # i i

Footnotes are shown following Table 4H

Within this content category, disparities between activity
cognitions and normative expectations are fewer than the inter-
group differences. In all cases where these differences between
normative expectations and activity cognitione are revealed, the
responses for the former are higher than the responses for the
latter. As a whole, the groups reveal the greatest number of
Intra-group disparities when responding to item 51, "Seek Training
in Public and Humarn Relations."

A comparison of inter=-group disparities on normative expecta~

‘ tions and on activity cognitions shows that activity cognition
g differences exceed differences in normative expectations. There
| seem3 to be more conscnsus on what the Distributive Education teach=
ers whould do as opposed to what their actual behavior is. Items
51 and 43, both of which are concerned with further training, show
the largest number of both inter- and intra-group differences,
fifteen each. Item 55, "Take Counseling or Guidance Courses,’ brings
i forth half as many differences. Non-vocational students are the

counter-role group involved in the greatest number of disparities

in this category; parents are least frequently involved.

Administrators are agoin considered the only legitimate source
of role expectations, at least on four of the five items.
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SUMMARIZATION OF ACTIVITY COGNITION AND NORMATIVE EXPECTAT ION
DISPARITIES

In the preceding series of 40 tables and accompanying text,
emphasis has been upon presenting results by content categories
and individuval items. In this section, attention is given briefly
to a summarization of activity cogniticn and normative expectation
disparities for each of the seven respondent positions sampled.
Deta obtained in relation to each of the four vocational teaching
fields are treated separately.

Activity Cognition Disggrities, by Respondent Position

Table 55 summarizes t'e frequency with which each counter-role
held activity cognitions which were disparate from those of voca-
tional teachers toward whom they responded. Values shown in the
body of Table 55 are the percentages of stimulus items on which
counter-role activity cognitions differed significantly from those
of vocational teachers. Activity cognitions reported by non-voca=-
tional students differed more from those of vocational teachers
than did those repcrsted by any other counter-role. However, with
the exception of parents, all counter~roles differed from Voca-
tional Agriculture teachers and Trade and Industrial teachers on
over one~hualf of the 70 activity items presented -s stimuli.

TABLE 55. SUMMARY OF ACTIVITY COGNITION DIFPARITIES,
BY FIELD OF VOCATIONAL EDUCATION AND
POSITION OF SOUNTER-ROLL

Percentages of Items on which Six Counter-roles Differed
from Vocational Teachers

(Values are percentages of total number «£
stimulus items; n=70 items)

Vocational teaching fields

Pogsition _. Vo.Ag T & 1 Tech. Ed. D.E.
Non=vocational teacher 73 51 7 44
Non=vocational student 79 86 3 59
Vocational student 66 70 7 35
Parent 37 47 6 27
Counselor 54 69 1 44
Administrator 63 53 7 46
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Normative Expectaticn Disparities, by Respondent Position

Table 56 is a summary of the trequencies with which each
counter=-role differed fvrom vocational teachers on normative expecta=
tions. Nesrly all of Zhe values in Table 56 are smaller than corre=
sponding values in Table 55, indicating that there is generally
less disagreement as to what vocational teachers should do than
regarding what they actually do. Non-vocational students again were
the counter~role most disparate from vocational teachers. However,
vocational students also showed a high frequency of aisagreement.
Parents were replaced by administrators and counselors in having
the lowest general frequency or disagreement.

TABLE 56. SUMMARY OF NORMATIVE EXPECTATION DISPARITILS,
BY FIELD OF VOCATIONAL EDUCATION AND
POSITION OF COUNTER=-ROLE

Percentages of Items on which Six Counter-roles Differed
from Vocational Teachers

(Values are percentages of total number of
stimulus items; n=70 items)

Vocational teaching fields

Position Vo.Ag., T & I Tech. Ed. DL.E,
Non=vocationel teacher 46 47 6 40
Non=vocational student 53 81 7 56
Vocational student 52 76 6 46
Parent 45 34 9 29
Counselor 23 30 7 30

g 37

Administrator 28 40

Disparitics Between ‘etivity Cognitions and Nermative Expectationrns

The frequency with which each respondent group had disparities
between its reported activity cognitions ond normative expectations
is sbown in Table 57. The frequency of disparities of this type
was quite high for a number of respondent positions, including, in
some cases, vocational tcachers themselves. Non=vocational students,
non=vocational tcachers, and administrators generally had the greatoet
number of intra=positional disparities. Parents appeared o have the
foewost.
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) TABLE 57. SUMMARY OF ACTIVITY COGNITION VS. NORMATIVE
f? EXPECTATION DISPARITIES, BY FIELD OF VOCATIONAL
EDUCATION AND POSITION OF RESPONDENT

Percentages of Items on which Six Counter-roles Differed
from Vocational Teachers

(Values are percentages of total number of
stimulus items; n=70 items)

Vocational teaching fields

Position _Vo.Ag. T & I Tech. Ed. D.E.
Vocational teacher 53 77 24 35
Non~vocational teacher 71 76 47 52
Non=vocational student 77 80 13 49
Vocational student 64 50 31 26
Parent 31 40 10 17
Sounselor 39 64 33 51
Administrator 66 69 14 51

DIFFERENCES IN ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS: BY
ECONOMIC REGION, SCHOOL SIZE, AND COMMUNITY SIZE

One objective of t is study was to determine whether activity
cognitions and normative expectations held for vocatiomal teachers
differed significantly among the six economic regions of the state
and among either schools or communities of differing size. Also
of interest was the extent to which disparities between activity
cognitions and normative expectations for vocational teachers
differed in relation to economic region, school size, or community
size.

Due to the fact that different proportions were sampled from
the various vocational education fields and respondent positions,
only very general and highly tentative conclusions can be drawn
from this analysis of the pooled data. However, the results are
presented to provide additional background for interpreting results
from the remainder of the study and to suggest an area in which
further exploration might be justified. It should be kept in mind
that the mixes of vocational program: to which respondents reacted
in the various econi.-ic regions, and in the schools and communities
of differing size, are not alike. The results can be said to be
indicative only of differences among responses of sampled individ=
uals regarding general patterns of programs which prevailed in the
selected schools, regions, and communities at the time of the
study.
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Findings relative to r=~tivity cognition and normative expecta-
tion differences among economic regions and schools and communities
of differing size arc presented in the three sections which follow.

Differences in Activity Cognitions; by Economic Region, School Size,
and Community Size

+ Activity cognition responses from all of the seven sampled
positions and for all four teacher types were pooled and then
grouped according to the economic regions in which they were
obtained. Fcr each of the seventy stimulus items, Kruskall-Wallis
tests were carried out, followed by Mann-Whitney zy tests to
identify specific inter-regional differences which were statisti=-
cally significant at the .05 level. The same procedure was also
followed with the activity cognition responses grouped by size of
school and then by size of community in which they were obtained.

Results of the Kruskall-Wallis tests indicate that on more
than five percent of the stimmlus items (five percent being expec~
ted by chance variations alone) there are significant differences
among responses representing the six economic regions and among
the six sizes of schools and seven sizes of communities being con=
sidered. In addition, Mann-Whitrey test results indicate signifi-
can difference in over five percent of all possible two-sample
comparisons for cach of the three classification variables. The
proportion of all possible cowparisons found to be significant at
the .05 probability level is approximately nine percent. In an
even higher proportion of the two-sample comparisons actually ana-
lyzed with the Mann-Whitney test (as opposed to the total of all
possible two-sample comparisons), significant differences arc
found. This is due to the fact that many comparisons with a high
probability of non-significance were precluded by the finding of
non~significant H values on the Kruskall-Wallis one-way analysis
of variance test.

In view of the nature of this analysis, statements regarding
specifie diffcrences among the economic regions and among the
schools and communitiecs grouped by size must be considered highly
tentative. Weak patterns do emerge for each variable, however,

; indicating some consistency of difference between groups utilized

I in thc analyses. Activity cognitions held for vocational tcachers
in the Panhandle and Northwest Plains, the Northeast and North
Central Region, and in Metropolitan Region Y appear to be somo=
what lower than those held for vocational teachers in the three
remaining regions. For beth of the variables "school size' and
"community sizc", a direet or positive relationship is found between
size and the oxtent of vocational teacher aetivety reported by res-
pondents on the activity cognitions instrument. This tendency is
clearly in cvidence for both school size and community size, but:

is somewhat masked (for the latter variable) in the largest size

1
i
i
!
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classification. The masking occurs as a result of combining many
responses from the two metropolitan regicns, one of which reported
the highest and the other the lowest activity cognitions when ana-
lyzed separately as two of the six economic regions.

Differences in Normative Expectations; by Economic Region, School
Size, and CGommunity Size

With the same procedure outlined above for activity cognitions,
comparisons were made of normative expectation responses obtained
in different economic regions and in schools and communities of
differing size. Although there are somewhat fewer significant
inter-group differences in normativs expectations for vocational
teachers than there are in activity cognitions, the chance level
of five percent is again exceeded. Of all possible two~sample
comparisons, the proportions found to be significant are six
percent for economic regions and eight percent cach for school
size and community size.

Two economic regions, the Panhandle and Northwest Plains and
the Northeast and Nerth Central, tend to have the lowest norma=-
tive expectations for vocational teachers. Two regions having
relatively high normative expectations are the Southwest and
South Central and the Metropolitan Region. X. The two remaining
regions are intermediate.

A direct relationship is found between levels of normative
expectations and size both of schools and of communities. Re-
spondents from larger schools and from larger communities indicate
that vocational teachers should eugage to a greater extent in
various activities than is indicated by respondents from smaller
schools and from smaller communities.

Differences Between Activity Cognitions and Normative Expectations;

bv_Economic Region, School Size, and Community Size

When disparities between activity cognitions and normative
expectations within each economic region are considered, no pattern
of difference among regions is apparent. In each of the six re-
gions, normative expectatlons significantly exceed activity coge
nitions on over three-fourths of the seventy stimulus items. There
ls little variation among regions, with the lowest having 77 per=
cent and the highest 84 percent. 1In no case is there a significant
difference indicating a greater extent of perceived than of desired
activity.

When considering school size, there are fewer disparities in

small schcols than in larger ones. 1In very small high schools
(1 to 49 pupils), normative expectations s‘gnificantly exceced
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activity cognitions on 50 percent of the seventy stimulus items.
For schools of the next larger size (50 to 99 pupils), 76 percent
of the items have significant differences of the same type. The
proportions of stimulus items which elicited significantly higher
normative expectation than activity cognition responses for the
four remaining school size classes are: 100 to 299 pupils, 80
percent; 300 to 799 pupils, 80 percent; 800 to 1999 pupils, 84 per-
cent; and 2000 to 3500 pupils, 86 percent. Within each of the six
school sizo .lassifications, activity cognitions exceed normative
expectations i only one stimulus item. This represents 1.4 per-
cent of the 70 stimulus items for each group.

Patterns of disparity between normative expectations and
activity cogritions, by size of community, closely parallel those
reported by size of school. However, the general positive relation~-
ship between size and extent of disparity is somewhat iess pro=
nounced. At the ends of the community size continuum, the smallest
(population less than 500) has disparities on a total of 67 per-
cent of the items and the largest (pupolation more than 99,999)
has disparities on a total of 84 percent. In each, activity cog=
nitious exceed normative expectations on only two (three percent)
of the total of seventy items.

Vocational Teacher Satisfaction

The Vocational Teacher Satisfaction Inventory (VIS) was used
t> describe the sacisfaction level of vocational teachers in rela-
tion to various aspects of their profession and to test a series
cf research hypothe.e¢s. Mean scores of each of the four types of
vocational education teachers are presented in tabular form in
Appendix E for each of the sixty-six different items in the in-
ventory.

In this section of the report, consideration is given fo a
series of research hypotheses involving the relationship between
vocational teacher satisfaction scores and each of twelve attri-
butes of vocational teachers and their work lccation. Under -ach
of the twelve sub~headings which follow, the general hypothesis
under consideration has to do with whether job satisfaction differs
significantly for vocational teachers classified in relation to a
variable specified in the sub~heading.

TEACHER TYPES
In Table 58, means of responses are presented for each com-
parison which indicated a significant difference between two voca«

tional teaching fields. All items and comparisons not involved
in a significant inter-group difference are deleted from the table.
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TABLE 58. VOCATIONAL TEACFER SATISFACTION, BY
TYPES OF VOCATIONAL TEACHERS

Co.parisons Resulcing in Signifiant Differences Between Groups of Vocational.Teachers

(Values are group means on a six=point scale; lower values indicate higher satisfaction)

vIs . Types of vacational teachers being compared
CONvenl 7],
ca:c~, Ite?/ Vo.Ag.= Vo.Ag. vs. Vo.Ag. T&I vs. T&1 vs. Tech.Ed.
goryl No.< vs. T&I Tech.5d. vs. D.E. Tech.Ed. D.E. vs. D.E.
I 1 3.4-2,2 T 3,222 3.4-2.2
I * 110 2.8.205
4 15 ‘3.2=2,7 3.2-2.6
1 2) 2,3-2.8 2.3-1.9 2,3-2.8 2.8-1.9
11 7 3.0-3.7 3.7=2.9
11 9 3.0-3.7 3.0-3.7 3.7-3.1
11 53 2,63.4 2,6-3.8 3.8-2.8
111 16 3.8~2.5 3.3-2.5
111 17 2,8-2.0 2.5=3.5 3.5.2.0
I11 20 2.8=4.1 2,5=4,1 4.1=2.4
111 35 3.2-2,1 3.2-2.3 2,1-3.9 3.9-2.3
111 46 3.2-2.4 3.2-2.4 2.4=4.0 4.0-2.4
111 6l 2.3=3.3 2.3-1,6 2.6-1.6 3.3-1.6
111 64 2.4-1.7 2,3=1.7
v 3l 1.8=1.4 1.7-2.3 2.3=2.4
v 42 2.3-3.3 2,3-1.8
v 54 1.9-3.2 2.1-3,2 3.2-1.9
v 56 2,4=4.0 2.7=4.0 4.0-2.6
v 65 2,2-3,2 2.1-3.2 3.2-1.9
vl 27 2.1-3.1 2.2-3.; 3.1-2.0
L) § 28 2.1=3.1 2.2-3.1 3.1-1.8
vl 44 2,0=2.5 2,0-3.5 2,5%=3.5 3.5=2.4
vl 59 2.2-3,7 2,2-2.7 2,5=3,17 3.7-2.7
Vil 39 2.4+4.0 2.7-4.0 4.0-2,6

1/ Vocational Teacher Satisfsction (VIS) content categories are listed in Chapter II.
2/ Items are shown in Appendix A.

2/ Mean values for the first teacher type in each heading are on the left in comparisons of
means shown under the heading.

In the table, items are ordered according to content categories
established for the satisfaction instrument. Mean values are pre=-
sented for illustrative purposes even though sums of ranks served
as the basis for tests of significance.

It can be observed in Table 58 that Vocational Agriculture
teachers consistently reported higher satisfaction than did Tech-
nical Education teachers, but lower than Distributive Education
teachers. Of eight items on which Vocational Agriculture teachers
differed from Trade and Industrial teachers, each had higher satis-
faction on four. The satisfaction of Trade and Industrial teachers
consistently exceeded that of Technical Education teachers, but was
generally exceeded by that of Distributive Education teachers.

The greatest number of significant differences occurred becween
Technical Education and Distributive Education teachers, with the
latter consistently exceeding the former in satisfaction.
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Viewing Table 58 by content categories, it can be seen that
no significant inter-group differences were found in content cate-
gories IV "Financial Arrangements' or VIII "Professional Associa-
tion and Interaction.'" In all other content categories, Technical
Education teachers ranked low in satisfaction relative to the
other groups, and Distributive Education teaclhers ranked relatively
high. Vocational Agriculture teachers ranked relatively high in
content categories IT "Recruitment and Assignment of Students"
amd VI "Public Relations,' and relatively low in categories I '"Cur-
riculum Content, Objectives, and Methods of Teaching" and III
"Working Conditions, Arrangements, Climate, and Facilities." Trade
and Industrial Education teachers rated relatively high in satis-
faction in all categories except the second, '"Recruitment and
Assignment of Students,'" in which they appeared to be the least
satisfied group.

Considering the Vocational Teacher Satisfaction instrument as
a whole, Distributive Education teachers expressed the highest
satisfaction and Technical Education teachers the lowest. Trade
and Industrial Education teachers appeared to hold a slight margin
over Vocational Agriculture teachers in terms of satisfaction.

AGE OF JOCATIONAL TEACHERS

Results of comparisons when satisfaction scores of all voca-
tional teachers were pooled and then grouped by age are shown in
Table 59. On the basis of these data, there appears to be a posi-
tive correlation between age and vocational teacher satisfaction.
With few exceptions, where significant differences occurred, older
teachers were more satisfied than younger teachers. The content
categories in which the relationship appears most clearly are the
third "Working Conditions and Facilities' and the fifth "General
Relationships and Administrators and State Office.'" Only in the
second content category '"Recruitment and Assignment of Students"
did older vocational teachers express greater dissatisfaction than
those who were younger.
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TABLE 59. VOCATIONAL TEACHER SATISFACTION,
BY AGE OF VOCATIONAL TEACHER

Comparisons Resulting in Significsnt Differences Between Groups of Vocational Teachers

(Values ara group means on a six-point scale; lower values indicate higher satisfaction)

VIS

+ content Age classification comg‘rilonlgl
c.t.IJ Item %/
{__KOFY No.2/ 1 vs. 22 lvs. 3° lvs. & 2 vs. 4 3 vs. 4
' 1 3 2.9-2.4 2.9-2.3
1X 9 3.2-3.8 3.3-3.8
111 20 3.6-2.8 3.6-2.4 3.1-2.4
111 35 3.4-2.8 3.4=2.5 3.4-1.9 2.8-1.9 2.5-1.9
111 46 3.3-2.2 2.9=-2,2 2.7-2.2
111 49 1.2’1-6 2-2.1-6
111 64 2.8-2,1 2.8=2.0
v 50 2.6=2.0 2.6=1.6
V 52 2-7-2-1 2-7'108
v 54 2.6-1.9 2.6-1.7 2.4=1.7
v 55 2.3-1.9 2,3-1.8 2.1-1.8
V 65 2-6'1.7 2-3-1-7 2.2‘1-7
v 66 - 2.6»1.7 2.2=1.7 2.1-1.7
Vi 30 2.0-1.6
vIIl 22 2.6-2.0 2.6-2.0
11841 23 2.6-1.9 2.6-1.9 2.5=1.9

1/ VIS content categories are listed in Chapter 1I.
/ Items are shown in Appendix A.

2

3/ Age classifications

under 30 years of age
30-39 years of sge
4049 years of age

50 years of age or over

WA -
e o o =

&4/ Mean values for the firut clasaificstion shown in each heading are on the left in compsrisons
of means shown under the heading. -

AMOUNT OF ACADEMIC TRAINING

Significant differences in vocational teacher satisfaction
between groups having different amounts of academic training
appeared on five items in the VIS instrument. The items as shown
in Table 60 were 14 "The Quality of Materials and Equipment Availe
able for My Program,'" 35 "The extent to Which My Job Does Not Inter=
fere with My Private Life and That of My Family," 46 "The Length
of My Average Working Day," 23 "The Operation of National Voca-
tional Teacher Associations to Which Vocational Teachers in My
Field May Belong," and 32 "The Relationships I Generally Have
with Vocational Teachers in the State Who Are Not in My Field."
With respect to these items, vocational teachers who held the
bachelor's degree but not the master's appeared less satisfied
than vocational teachers with either a greater or a lesser amount
of academic training. No significant differences were found be=
tween the group with the least formal education and the two groups
having the greatest amount. '
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NUMBER CF YEARS AS A VOCATIONAL TEACHER

Significant differences were found on five items indicating a
slight positive relationship between number of years as a voca=-
tional teacher and vocational teacher satisfaction. Results of
this analysis are shown in Table 61. Teachers with greater amounts
of experience as a vocational teacher tended to be better satis-
fied than those with lesser amounts of experience. Four of the
five items on which significant differences appeared were from
content category V which concerns general relationships with state
and local administrators. The significant items concerned such
matters as the clarity with which obligations to the atate office
were spelled out, consideration given to the views of the voca=
tional teacher by the locel school board, and the extent to which
the vocational teacher is kept informed on important issues in
vocational education.

NUMBER OF YEARS IN CURRENT POSITION

On che basis of significant differences found on six items,
it appears that a positive relationship exists between number of
years in current position as a vocational teacher and vocational
teacher satisfaction. Table 62 presents group means for each
comparison which resulted in significant difference. As was found
in the preceding section for tenure as a vocational teacher, sig-
nificant items tended to be concentrated in content category V.

TEN-MONTH SALARY OF VOCATIONAL TEACHER

Data for the relation of salary level to satisfaction are
presented in Table 63. Except for the group receiving $7000 to
$7999, a consistent positive relationship is indicated between ten=
month salary and satisfaction scores. Teachers earning between
seven and eight thousand dollars for the ten-month period appear
less satisfied than any of the other groups, including the group
earning less than five thousand dollars for the ten-month period.

ECONOMIC REGION THE STATE

Results of comparisons of vocational teacher satisfaction
scores from six economic regions of the state are shown in Table
64. The pattern which emerges in Table 64 is one of relatively
higher vocational teacher satisfaction scores from regions three
and five, and relatively lower satisfaction scores from regions

four and six. Scores from teachers in regions one and two generally

appear to be intermediate, rarely differing significantly from
those of other regions. The pattern of differences described
appears most pronounced in connection with content categories I
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"Curriculum Content, Objectives, and Methods of Teaching," II
"Recruitment and Assignment of Students,'" and IV "Financial
Arrangements."

SCHOOL SIZE

In Table 65 are data concerning the relationship between school
size and job satisfaction of vocational teachers. Relatively few
significant differences were found in this section of the analysis.
Significant differences appeared only on questions which dealt
with recruitment and assignment of students and with working con=-
ditions and facilities. Vocational teachers in small schools
appeared to he more satisfied with the quality of students in
their classes than were teachkers in the larger schools. With re-
gard to working conditions, and facilities, vocational teachers
in schools of intermediate size appeared to be somewhat more sat-
isfied than those in either very large or very small schools.

On the basis of the sparse data shown in Table 65, it appears that
vocational teachers in schools with 800 to 1,999 pupils show the
greatest degree of satisfaction while those within the largest
schools (2,000 to 3,500 pupils) reveal the greatest degree of dis-
satisfaction.

COMMUNITY SIZE

Results of analyses of vocational teachers satisfaction in re=
lation to school size are presented in Table 66. On the basis of
the limited number of esignificant differences found, it appears
that satisfaction scores were somewhat lower in communities having
over 25,000 population than in smaller communities. Satisfaction
scores appeared to be highest in communities ranging from 2500 to
25,000 population. This psttern was found to exist primarily with
respect to content categories I '"Curriculum Content, Objectives,
and Methods of Teaching," IV "Financial Arrangements,' and VI
"Public Relations.!" With respect to content category II '"Recruit-
ment and Assignment of Students,' vocational teachers ’n communities
of over 10,000 population appeared to be less satisfied than those
in smaller communities.

NUMBER OF TYPES OF VOCATIONAL EDUCATION IN THE SCHOOL

Very few significant differences in vocational teacher satis=-
faction scores were found between schools offering one, two, three,
or all four of the types of vocational education under considera-
tion. The sparse data shown for this relationship in Table 67
suggest that vocational teachers in schools offering two of the
four types of programs are more satisfied than their counter-
parts in schools offering one or three of the programs.
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o TAME 67. VOCATIONAL TEACHER SATISFACTION, BY
NUMBER OF VOCATIONAL PROGRAMS IN THE SCHOOL.

Co-'arlnouu Resulting in lt;ntttcanc thtcrcncea Betusen Groups of Vocational Teachers .

(Valuco ave group means on a six~point ncalc, lower valuea indicate higher aaziofnccion)

Vs

content 3/
. catci, Item : % ‘
gorvl/! No.2/ ) ve. 2* ' Lve: 3 — 2vi. 3
X 1 3.6-2.9 .  3.6°3.0
1 5 : 2.4¢3.0
n s 3.1-3.7 2.9-3.7
1 35 2.8-2.4 ‘ 2.8-2.4 .
vi 30 _ | 1.6-2.0

1/ VIS content

categories are lisced in Chapter 1l.

2/ Icems are shown in Appendix A.

3/ Classifications of nunber of vocational programs in the school

1. any
2. any
3. apny
4. all

3/ Mean values
parisons

of the four types of programs, alone

two of che four types of programs

three of the four types of programs

four types of programs (not shown due to absence of any significant
difference involving this class)

for the first classificaction shown in each heading are on the left in com-
of means shown under the heading. '

137




DR it e i e s S

-~ » e e

Satisfaction scores from schools offering all four programs appeared
to be intermediate, not differing significantly from those of
any of the other three classes on any of the satisfaction items.

CLASSROOM AND SHOP LOCAT ION

When vocational teacher satisfaction scores were analyzed in
relation to the location of their classrooms and shops within the
total physical plant of the school, significant differences among
locations were found on fifteen items.

On fifteen items where significant differences were found,
teacher. located centrally within the school plant consistently
expressed greater satisfaction than teachers working either in an
isolated location within the high school building or in a separate
building. Teachers working in isclated locations within the high
school or in buildings more than one block from the high school
consistently expressed the lowest satisfaction on items where
significant differences appeared. These data are shown in Table 68.

ADEQUACY OF CONTACT WITH NON-VOCATIONAL PERSONNEL

A variable closely related to the preceding one was also
employed to categorize vocational teachers' responses concerning
job satisfaction. Teachers were asked if their contact with non=-
vocational personnel within the school system was sufficient or
insufficient. Of the 66 quesions, only seven elicited signifi-
cantly different responses; but in each case, those vocational
teachers indicating sufficient contact with non-vocational personnel
reported greater satisfaction than those who indicated insufficient
contact. Group means are shown in Table 69 for the seven items
on which significant differences were found.
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TABLE 68. VOCATIONAL TEACHER SATISFACTION, BY
LOCATION OF CLASSROOM OR SHOP

Comparisons Resulting in Significant Differences Retween Groups of Vocational Teachers

(Values are group means on a six-point scale; lower values indicate higher satisfaction)

vIs

content 3/
cates Ttem v Location ¢ igons™=
ﬁgﬁ.g;nl’ No.2/ 1 vs, 2= 1vs. 3 1 vs. 4 2 vs. 3 I vs. 4
I 15 2.5-3.4
111 12 1.8-2.5 1.8-2.6 2.5-1.9
111 16 2.9+4.1 2.9-3.5
111 17 2.0-3.4 2.0-2.6 2.0-3.1 :
111 61 2.0-3.2 2.0-2.4 2.0-3.0 3.2-2.4
111 64 . 1.9-2.5 1.9-2.5
v 10 2.7-3.6 2.7-3.3 2.7-4.0 3.3+4.0
v 11 2.8-4.1 2.8-3.8 4.1=3.3
1v 47 2.8-2.1 2.1-2.9
v 48 2.0-2.7 2,4-2.0 2.0-2.7
v k)1 1.6-2.0 2.0-1.7
v 42 2.2-2.8 2.8-2.3
v 56 2.4-3.1 ' ) '
vi 44 2.2-2.8 2.2-3.0 2.8-2.2 2.2-3.0
VI 32 2,0-2.3 2.3-1.9

1/ VIS content categories are listed in Chapter iI.
2/ ltems are shown in Appendix A.

3/ Classifications for classroom and shop locations
1. centrally located within the main high school building
2. located within the main high school building but in an isolated section
3. separated from the main high school building by one block or less
4. separated from the main high school building by more tlian one block .

" &/ Mean values for the first classification shown in each heading are on the left in comparisons
* of means shown under the heading.
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TABLE 69. VOCATIONAL TEACHER SATISFACTION, BY ADEQUACY
OF CONTACT WITH NON-VOCATIONAL PERSONNEL

Compariaona Reaulting in Significant Differencea Between Groupa of Vocﬁtionnl Teachera

(Valuea are group means on n'nix-point scale; lower valuea indicate higher aatiafaction)

VTS
content Comparisons of adequacy of contact with non-vocgtional perqonnelgj
cate= It‘g y-
je;yl/ No.-/ 1 vs, 2
I 5 3002'2051
II 53 4.13-3.40
III 6l 3055'2026
VI 57 2.65-2.39
VI 59 2085'20““
VIII 22 2.69-2.31
VIII 36 2,78«2,20

1/ VIS content categoriea are liated in Chapter II.

[[ S

/ Items are ahown in Appendix A.

jw

/ Claaaification as to adequacy of contact with non-vocational personnel
1. vocational teachers who reported insufficient contact with nonevocational peraonnel
2. vocational teachera who reported sufficient contact with non-vocational peraonnel

4/ Mean valuea for the firat clasaification shown in each heading are on the left in compari-
aons of meana ahown under the heading. .
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CHAPTER IV: DISCUSSION

The examination and interpretation of findings of this study
are presented in terms of the research questions explored and
research nypotheses tested. These research questions and hypotheses,
explicitly stated in Chapter V, have to do with attributes of the
vocational teachers sampled; the role activity cognitions and norma-
tive expectations held by them and by persons in certain counter-
role positions; vocational teachers' job satisfaction; and the
legitimacy ascribed by them to various counter=role groups as
sources of role definition. From these elements certain inferences
about the potential for role conflict of the vocational teacher
with the included are made. In addition to consideration of each
type of data mentioned, attention is devoted to some general pat-
terns of interrelationships among the separate findings.

A number of general qualifications or limitations that may
apply to the project should be mentioned here. (a) only four
fields of vocational education are included, so that any generaliza-
tions that are made cannot necessarily be applied to all the areas
of vocational education. (b) subjects chosen for the types of
counter-roles do not represent all potential "significant others."
Methodological problems limited the number of types which could be
included, but the study nevertheless, is unique in the number of
counter-roles that are included. (c) differences in sample size
in the fields studied may have an influence on results, especially
when the small number of technical education teachers is considered.

" (d) the study was done in Oklahoma which may have certain charac-

terigtics not found to the same degree in many other states. For
example, Vocational Agriculture training traditionally has been
heavily emphasized in Oklahoma. (e) obviously the validity of
results is dependent upon the extent to which respondents were
willing to report their actual feelings. Respondents had differ=
ing levels of interest which could affect the nature of their
responses. The results do not reveal "actual" behaviors, but re=-
ported cognitions. (£f) the items chosen for inclusion in the
various instruments can only be assumed to be salient and repre-
sentative of the areas of concern to vocational education.

Attributes of the Vocational Teachers

A general research question raised in this study is concerned
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with what are the attributes of the sampled vocational teachers in
terms of certain classes of variables such as (a) personal charac-
teristics, (b) physical location of vocational teacher in relation
to the remainder of the school and (c) feelings of vocational
teachers regarding the adequacy of their contact with non-voca-
tional personnel.

Personal characteristics examined include the following: age,
sex, formal academic training, non-teaching work experience, edu-
cational experience other than in vocational teaching, experience
as a vocational teacher, experience in present position, salary,
and organizational affiliation. The question is posed as to what
extent do differences show up concerning these characteristics.

Age

The distribution of the sample is heavily oriented to Voca-
tional Agriculture teachers and Trade and Industrial Education
instructors who as a group are older than Distributive Education
teachers and Technical Education teachers. The former are likely
to be middle aged.

The vocational education teacher can be expected to be some-
what older than the non=-vocational teachers who were sampled and
younger than the counselors who were included. As would also be
expected, school administrators constitute the oldest group.
Counselors are slightly older than vocational teachers. The fact
that vocational teachers are paid better and usually are males in
the fields surveyed in this study may help to account for the age
differential in relation to non-vocational teachers who may be
more likely to leave the teaching field because of low pay. Also
more of the non-vocational teachers are females, who would be in a
position to terminate their jobs for a wirfe-mother role.

Sex

Only eight percent of the vocational teachers surveyed are
female; these teachers are concentrated in Trade and Industrial
Education and in Distributive Education. Almost eleven percent of
the Trade and Industrial Education teachers in the sample are
female because cosmetology falls in this classification; twenty
percent of the Distributive Education teachers sampled are women.
Opportunities for women are non-existent in Vocational Agriculture
and as yet in Technical Education.




FORMAL ACADEMIC TRAINING

Distributive Education teachers have more formal academic
training than the other three vocational fields, followed by Voca-
tional Agriculture teachers. While a somewhat higher percentage
of Vocational Agriculture teachers than non-vocational teachers
had done work beyond the master's degree, all non=-vocational
teachers had at least a bachelor's degree; on the other hand,
seventeen percent of the vocational teachers did not have such a
degree. This reflects the sometimes marginal position of the Trade
and Industrial Education teacher in the school system, with his
craft training and relative lack of formal academic education.

The other vocational teachers are on an equal or higher level than
the non~-vocational teacher in formal academic training.

NON~TEACHING WORK EXPERIENCE:

Vocational Agriculture teachers list the greatest amount of
non-teaching work experience. Trade and Industrial Education
teachers come next, followed by Distributive Education teachers
and then by Technical Education teachers. The Vocational Agricul~
ture teachers are able to include farm work experience as youths,
thereby raising their experience level. The need for job training
is especially strong for Trade and Industrial Education teachers,
for their occupations often require apprenticeships and years of
experience to handle the requirements of their teaching job. Many
Distributive Education teachers get experience in business firms,
an especially important factor because Distributive Education
teachers are not trained in college in the same way as those in
the other vocational fields. The relative newness of Technical
Education has limited the amount of non-teaching work experience
a teacher in this field is likely to have.

EDUCAT IONAL EXPERIENCE OTHER THAN IN VOCATIONAL EDUCAT ION

A high proportion of Trade and Industrial Education teachers
have worked in some phase of education other than vocational edu~-
cation. The Trade and Industrial Education teachers often have
experience in industrial arts; and Distributive Education includes
a number of women who have had teaching experience outside of
vocational education. The path from college to teaching Vocational
Agriculture is so well defined that the new teacher usually immedi~
ately enters his field. The newness of Technical Education as
a special area has resulted in the frequent recruitment of young
personnel with no additional teaching experience outside their
field.




s B T W K MR S AR A W gt e e

EXPERIENCE AS A VOCATIONAL TEACHER

The patterning on years of experience as a vocational teacher
varies widely for all four fields. Over seventy percent of the
Vocational Agriculture teachers have been in vccational education
for ten years or longer, reflecting their older age and movement
into the field directly from college. Trade and Industrial Edu-
cation teachers show the greatest dispersion. The fact that some
enter the field late as well as the older age distribution may
affect this spread. Technical Education teachers have the lowest
range of experience as vocational teachers. In this relatively
new field, some have come into the teaching arena from industry;
others who still are relatively young, have transferred over from
Trade and Industrial Education; and a certain number have entered
directly from college. Distributive Education also, is only a
generation old in Oklahoma. All of the teachers in the sample
have less than twenty years experience, clustering in the less
than five year category because they are for the most part a young
group.

EXPERIENCE IN PRESENT POSITION

Vocational Agriculture and Trade and Industrial Education
teachers tend to hold their present position for a somewhat longer
period than the two remaining groups, although the model category
for all four teacher types is less than five years. Vocational
Agriculture teachers are likely to build strong social and economic
ties in many of the small communities in which they locate, with
the state office perhaps often being reluctant to suggest moves
elsewhere unless the teacher wants to move or the situation makes
it advisable. The relatively larger numbers of Vocational Agricul-
ture and Trade and Industrial Education teachersin the upper age
categories, may help account for the wide range of ages for these
two groups compared with the other types of vocational teacher.

Salary

On a ten-month basis, Distributive Education teachers are
more likely to make the highest salaries with Trade and Industrial
Education teachers next. However, Vocational Agriculture teachers
unlike the others are employed for twelve months. One of the
areas of contention between vocational teachers and non-vocational
teachers has been salary differentials. None of the vocational
teachers make under $5,000 for the academic year whereas over
thirteen percent of the non-vocational teachers make under this -
amount. A third of the vocational teachers make $6,000 and over,
while 23.5% of the non=vocational teachers are in this category.
Likewise one~third of the non-vocational teachers are on the
summer payroll compared with 45% of the vocational teachers. This
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latter proportion is particularly affected by the 12 month employ-
ment of Vocational Agriculture teachers, placing about forty per-
cent of the salaries of the group in the range of $8,000 and over.
Counselors and administrators are more often in a higher income
bracket than the vocational teachers; so age, as a reflection of
length of service as well as the particular occupational category
is shown in income level.

This cannot always be said about formal education or training.
Distributive Education teachers tend to have the highest amount of
education and are the highest paid for the school year. Trade and
Industrial Education teachers are the next highest paid, but also
have a higher percentage of members with the lowest amount of edu=
cation. Relative to years of teaching experience in their field,
Technical Education teachers and Distributive Education teachers
are paid fairly well. The job opportunities outside the school
system available to these last three categories of teachers prob-

l ably helps to boost their pay, especially that of the Trade and
Industrial Education teacher with his more limited formal education.

ORGANIZATIONAL AFFILIATIONS

In general, the '"big joiners" of organizations are the Voca-
tional Agriculturz teachers. Nearly all teachers belong to state
and/or national education organization and a majority of each type
also hold membership in a state vocational association. From this
point, organizational affiliation changes dramatically among teach-

ﬁ er types. In addition to the farm organizations a Vocational
Agriculture teacher usually joins, he is much more likely to be
involved in civic organizations like Kiwanis and business organiza-
tions like the Chamber of Commerce. Developing a favorable image
of his field with the outside public is partially handled in this
way by the Vocational Agriculture teacher, who also has more
opportunity to belong to asuch groups in the small communities in
which he is frequently located.

Affiliation with business associations apparently means little
to the Trade and Industrial Education teacher who usually has a
labor background and is more likely to be located in an urban ares.
Business organization membership better fits the Distributive
Education teacher because of the nature of the job. At the same
time the higher proportion of females among Distributive Education
teachers may lower total organizational affiliations, The Tech-
nical Education teacher is in a good position not to have to in-
volve himself in a welter of organizational affiliations, certainly
not to the extent that the Vocational Agriculture and Distributive
Education teachers do.

Physical location of vocational teachers in relation to the
remainder of the school staff values: Distributive Education
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teachers tend to have central locations in the main building.

They also most nearly approach the characteristics of non=-voca-
tional teachers in other ways. These elements help to make them
feel similar to teachers outside the area of vocational education.
The reverse situation exists in Trade and Industrial Education.

In addition to having fewer of the attributes of non-vocational
teachers than any of the types of vocational educators included

in the study (e.g., lower educational level, higher salary in
relation to their formal education, etc.), the Trade and Indus-
trial Education teacher also is more likely to be physically
separated from other teachers. The Vocational Agriculture teachers
also is likely to be a separate building; but more often than the
Trade and Industrial Education teacher, he is in a separate build=-
ing which is only one block away. The Technical Education teacher
is usually in the main building. Sometimes he is located near
space occupied by the physical sciences and may tend to identify
as much with this group as with vocational education.

Feelings of vocational teachers regarding the adequacy of
their cor“act with non-vocational personnel varied somewhat in
relation to teacher type and work place location. It is interest-
ing to note that both the Vocational Agriculture teacher and the
Distributive Education teacher declare their contact with non-
vocational personnel in the school is sufficient in about 85% of
the cases. This is true although the Vocational Agriculture
teacher, in almost half the cases, is in a separate building, one
block away or less, while the Distributive Education teachers are
usuelly located in the main building where contact with others
would be eesier. It may be that the Vocational Agriculture
teachers are less concerned akut such contacts or that they
develop them elsewhere, located as they usually are in smaller
schools and smaller communities.

Trade and Industrial Education teachers and Technical Educa-
tion teachers are more often located away from other teachers and,
in about one third of their responses, indicate that their contact
with non-vocational personnel in their schools is insufficient.
This situation possibly could abet the potential for role conflict
in some of the content categories in which inter-personal relations
might have some effect.

Distributive Education teachers are more likely to have their
work site located near the remainder of the school personnel and
in turn are more apt to feel they have sufficient contact with
non-vocational personnel. At the same time, Vocational Agriculture
teachers have (along with Trade and Industrial Education teachers)
the greatest amount of physical separation but feel almost as much
as Distributive Education teachers that the extent of their contact
with non=-vocational personnel is sufficient.
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Activity Cognitiongﬁand Normative Expectgtions

A major portion of the study is devoted to indicating the
extent to which vocational teachers and the incumbents of six
major counter-roles feel that vocational teachers actually engage
in and should engage in certain selected activities. A series of
research hypotheses were tested concerning these orientations and
are analyzed here. The activities are examined within the context
of ten substantive categories, as well as by selected demographic
factors.

Responses to activity cognitions and normative expectations
by vocational field. The research hypothesis that in each voca-
tional field considered, significant differences will exist
between the activity cognitions of vocational teachers and those
of the sampled counter-role incumbents is established. The
greatest number of significant differences between the vocational
teachers and the counter-roles showed up in Category V, 'Assist-
ing in Post High School Placement of Students" and VI, "Establish-
ing Working Conditions and Facilities," Vocational teachers think
they do more work in matters relating to the placement of students
than the various counter-role occupants think they do, except in
the field of Technical Education, where the impact of the small
sample has already been mentioned. These differences particularly
show up in the case of Vocational Agriculture and Trade and Indus~
trial Education instructors, and include the reactions of voca-
tional siudents and counselors who should be in the best position
of the various counter-roles to know what transpires in this area.
Parents, who of the various counter-roles, generally exhibit the
fewest number of significant differences from the vocational
teacher, do not think that Vocational Agriculture feachers assist
in placing students. However, agriculture is the one field of the
four studied where the student has the greatest oppnrtunity to be
self-employed and therefore may not need such assistance to as
great a degree as the others.

On "Establishing Working Conditions and Facilities', the
items are so varied that no clear pattern emerges. Distributive
Education teachers vary here in relationship to their counter-
roles somewhat more than they do elsewhere. Differences show "p
strongest first for Trade and Industrial Education teachers and
then for Vocational Agriculture. The counter-roles may assume
that the smaller classes of the vocational teacher, especially
those of Trade and Industrial Education, mean vocational teachers
have a lower class load than non-vocational teachers although the
former believe that this is not true because they have to work so
intensive with each of their students.

At the other end of the continuum, few significant differences
appear in the overall responses of the various counter-roles
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compared with vocational teachers on "Seeking Advice in Curriculum
Orientation" and on matters pertaining to '"Relating Generally with
Local and State Administration.'! This latter pattern of response
is consistent with the fact that vocational teachers stress that
local administrators and state board personnel, of all the groups
they were questioned about, have a right to be involved in theix
activities.

Significant differences concerning what vocational teachers
do, as seen by the vocational teachers and by those in the indicated
counter-roles are greatest for the students, (both vocational and
non-vocational) especially in the cases of Vocational Agriculture
and Trade and Industrial Education. Differences also are relatively z
high for administrators, non-vocational teachers, and counselors in
descending order. Differences are least for parents. Thus, for
most of the counter-roles considered, what the; think vocational
teachers do compared with what the vocational teachers think th.y
do, varies considerably. In general, vocational teachers apparently
are not very successful in persuading the school population to ac~-
cept their print of view on activity cognitions. The counter-role
group most often paralleling the vocational teachers' point of
view is parents of vocational students.

Distributive Education teachers and their counter-role respond~
ents show the widest range in significant differences obtained. The
responses for this teacher type vary widely by content category and
by counter~roles within each content category. Matters pertaining
to curriculum show the fewest significant differences from counter-
roles, possibly reflecting the fact that in many ways this field is
most like the non=-vocational curricula of the school, Technical
Education shows the fewest differences between focal role and the
various counter=-roles. This situation may be more a reflection of
smallness of sample size than any other factor.

The research hypothesis that in each vocational field con=
sidered, significant differences will exist between the normative
expectations of vocational teachers and those of the sampled counter-
role incumbents is established. The area most frequentlyv displaying
such differences is the content category VI on '"Establishing Working
Conditions and Facilities.'" Here the vocational teacher more fre=
quently thinks working conditions and facilities should be better
than do the counter=-roles. This is especially true of the Trade
and Industrial Education teacher and the Distributive Education
teacher.

Another category showing a large number of significant differ-
ences in normative expectations of the vocational teacher as con=-
trasted with the six counter=roles is category IV, "Influencing
the Recruitment and Assignment of 3tudents.!" The vocational teacier
feels he should have more of a voice here than do most of the counter=
role respondents. The conviction is particularly strong on the part
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of counter-role respondents that vecational teachers should en~
courage high ability students to take wvocational classes to a
lesser extent than vocational teachers feel they should. This
apparently reflects a generalized attitude that high ability young
people should have other orientaticn than to vocational education
subjects. At the same time maost of the counter-role personnel
accept the notion that vocational teachers should control who can
enroll in the program and be able tc advise parents of the benefits
of vocational education.

The differences that show up on normative expectations are
strongest for Trade and Industrial Education and Distributive Edu-
cation teachers on category IV, "Influencing Recruitment and Assign-
ment of Students." Ordinarily, it would be expected that Vocational
Agriculture teachers would show frequent differences here from
counter-roles. It may be that the strategic position of the Voca-
tional Agriculture teacher in the small rural school has some impact
on the responses to this item. ‘

Differences generally show up most often for Trade and Indus~
trial Education teachers and next for Vocational Agriculture teach-
ers, whose training, orientations, and salary situation often puts
them in conflict with other persons in the school system.. Techni-
cal Education teachers show no significant differences, perhaps
primarily because of the technical problems relating to small sample
size.

The content categories in which there is the highest degree of
consensus as to what the vocational teacher should do as seen by
the focal role and the counter-roles are in content category II,
‘Developing Curriculum Content and Objectives" and content category
XI on "Seeking In-service Professional Development." Next comes
content category VIII, "Relating Generally with Local and State
Administration." These are areas in which people in counter~roles
probably feel that the vocational teachers should be invclved for
his own benefit and for that of the school.

In general, there is considerably more consensus on what voca-
tional teachers should do between the focal role and such counter-
roles as counselors and administrators. Students, both vocational
and non=-vocational, vary from the responses of the vocational teach-
ers on normative expectations, but to a lesser degree than in their
concepts of what vocational teachers actually do. Parents are
approximately the same in both cases. Parents are in the middle
range on normative expectations and most nearly show consensis with
vocational teachers on activity cognitions, whereas administrators
and counselors more nearly approach consensus with’ vocational
teachers on normative expectations, but show more significant differ-
ences on activity cognitions. In both instances, students vary most
from the vocational teachers.
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The significant differences show up mostly between students
(both vocational and non=vocational) and Trade and Industrial Edu=-
cation teachers, Vocational Agriculture teachers ranking second.
At the same time the frequency with which such differences are ex-
pressed is less for normative expectations than for activity cog-
nitions. The counter=-role incumbents react differently from the
focal roles particularly on the level of what they believe is
actually going on.

The third research hypothesis states that in each vocational
education field considered, significant differences will be found
between the activity cognitions and normative expectations, re-
ported by each of the respondent groups included. This is appar=-
ently the case.

The content categories for which the various roles particularly
show significant differences in their comparisons of what vocational
teachers do with what they believe vocational teachers should do are
in category X, '"Seeking In-service Professional Development and
category V, '"Assisting in Post High School Placement of Students,''by
vocational teachers. Category X is the area with the greatest num-
ber of significant differences, showing up for at least three of the
four teacher types by all but one of the counter=-roles included.
Generally, the reaction is that vocational teachers should seek
more training while they are on the job than they actually do.
Vocational teachers concur with this conclusion less frequently
than do the counter-roles.

Category V, "Assisting in Post High School Placement of Students"
by vocational teachers is the next most frequent area in which signif-
icant differences appear, showing up for three to four of the four
teacher types given by five of the seven roles included. Trade and
Industrial Education teachers and Vocational Agriculture teachers
show significant differences between what they believe they do and
what they think they should do in this content category, while Dis-
tributive Education teachers do not. The former apparently believe
they should do more than they do. Even the usually acquiescent
parents believe that there are disparities between ideal and real
behaviors for categories V and X for Trade and Industrial Education
teachers and Vocational Agriculture teachers. These are areas where
significant others especially appear to feel that the vocational
teacher should act to a greater extent than he does. The higher edu-
cational training of the Distributive Educatior. teacher and the fact
that he is likely to work more closely with employers than the teach-
er from any of the other three vocational groups may help to account
for the variations which occur here. The problem of sample size
applied to Technical Education personnel also has to-.-be remembered
in dealing with the research hypothesis.

Category III, '"'Choosing Methods and Procedures of Instruction"
is mentioned by four roles for showing significant differences for
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three to four vocational fields and is not mentioned at all by two
roles as applying to any of the four fields of vocational education,
in which intra-positional comparisons are made. The same situation
applies to a somewhat lesser degree to content category VIII on
"Relating Generally with Local and State Administration." Content
category II "Developing of Curriculum Content and Objectives" shows
the fewest number of cdifferences between activity cognitions and
normative expectations by the various roles included in the study.
Thus the responses to intra=positional comparisons display a wide
range of replies, indicating some sense of discrimination by the
various role occupants.

The next set of research hypotheses to be discussed centers on
significant differences which may exist in the responses of respond=-
ents by economic regions, size of school, and size of community.

The assumption is made here that respondents in different sections
of the state may vary to some extent in their reactions to what the
vocational teacher's role is and should be as a reflection of dis-
similar economic and social conditions in various geographic areas.
Similarly needs and demands are not always the same in large and
small communities, with vocational education teacher roles reflect-
ing this fact. Large schools can offer a wider variety of programs
with certain programs having more status than others among many of
the respondents. Rurally oriented publics may especially appreciate
the efforts of the Vocational Agriculture teacher while the relatively
highly urbanized publics may disdain the efforts of the Vocational
Agriculture teacher when he exists there in favor of Technical and
Distributive Education. These points illustrate some of the issues
that a limited analysis of the kind made here may raise. This
section of the report is largely explanatory and suggestive con-
cerning the implications that may be raised. Only a gross picture
is given that combines all of the respondents.

The first research hypothesis to be considered here is that
significant differences will be found in activity cognitions of
respondents from different economic regions, and from schools and
communities of different size. The results secured make any real
conclusions very tentative for the percentage of significant differ-
ences beyond those resulting from the impact of chance factors is
quite small. The proportion of all possible comparisons that are
significant is about nine percent. Since chance factors could
account for five percent of these differences, the lack of con-
clusive results is clear. The opinions of the various role incum=
bents that the vocational teacher is more likely engaged in the
activities studied; i.e., the existence of a positive reaction is
apparent to a greater degree in the northern part of the state than
in the southern section. This portion of the state is generally
wealthier and may have more suitable resources for vocational edu-
cation. Two of the economic regions include the two major metro=-
politan regions of the state, one with the lowest ranking and the
other with the highest ranking of the six regions included. It may
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be that the nature of the internal operations of the major school
districts in these two areas have to be understood to account for
this variation.

The larger the school size and community size, the more likely
it is for respondents to feel that vocational teachers engage in
the activities listed. Again, the conjecture can be offered that
| the larger schools and communities have the resources to assist
: teachers in accomplishing the various activities considered. The
one exception has already been mentioned; i.e., one metropolitan
region shows a reverse trend which was especially noticeable for
Trade and Industrial Education.

Another research hypothesis relating to locale is that signi=-
ficant differences will be found in the normative expectations of
respondents from different economic regions and from schools and
communities of differing size. There are somewhat fewer signifi-
cant differences in the normative expectations for vocational
teachers than in the activity cognitions, but the findings is only
slightly above the level of chance. Variations occur among the
economic regions, for which no explanation exists that has a
definite supporting base, the pattern being somewhat the same as

for activity cognitions, but less so. The same situation also v
exists when comparisons are made by size of school and size of
community.

The next research hypothesis on locale is that significant
differences will be found between the activity cognitions and
normative expectations of respondents from each economic region
and from each size of school and community. No pattern of differ-
ence among regions exists and in no instance is there a significant
difference showing a greater extent of perceived than of desired
activity. Smaller schools do have fewer disparities than larger
ones. The same condition occurs when comparisons are made by size
of community, although the positive relationship here is somewhat
less pronounced. Perhaps in smaller schools and smaller communi-
ties the respondents tend to know the teacher better and feel that
he is doing his job as he should while in larger systems, the
opportunity to do this is lessened.

In general, the three hypotheses discussed above have not been
very definitely established. They indicate the possibility of a
limited number of significant differences related to the variables
under study. Additional explorations and analyses must be performed
to ascertain if these categories, and variagbles are truly meaningful
\ as predictors to vocational teacher role and role conflict.
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Job Satisfaction of Vocational Teachers

The degree to which a person feels satisfied about his job
may relate to the manner in which he plays his role, including
how adequately he interacts with "significant others." For this
reason, job satisfaction as a factor which could affect the voca=-
tional teacher's potential for role conflict is explored in this
study. Posed here is the research question as to the extent that
vocational teachers feel satisfied with the various aspects of
their profession. From this, conjectures may be possible as to
some of the interrelationships with attributes, activity cognitions,
normative expectations, legitimacy orientations, and the role con=-
flict potential of vocational education teachers. The items con=-
cerning job satisfaction were different from those concerning
activity cognitions and normative expectations, yet in many ways
they were related. Job satisfaction, therefore, has to be treated
as an independent unit in this study which can be 1linked only in=-
directly to the other elements included.

The research hypothesis is that significant differences will be
found in job satisfaction scores of vocational teachers in relation
to (a) personal characteristics, (b) work=place characteristics,
and (c) feelings of vocational teachers regarding the adequacy of
their contact with non-vocational personnel. Personal characteris=
tics include: vocational teaching fields, age, formal academic
training, experience as a vocational teacher, experience in present
position, and salary. These characteristics are reviewed separately.

VOCATIONAL TEACHERS FIELD

Probably the most important result of the job satisfaction
inquiry is the fact that even where significant differences in
job satisfaction by teachers in different fields are found, all
teachers show a relatively high degree of satisfaction on an
overall basis, with three teachers types having responses that
usually fall betweeu "very often satisfied,'" the second highest
response and "often satisfied," the third highest response out of
8ix possible categories of response.

As a whole, Distributive Education teachers show the highest
satisfaction. This is consistent with the results obtained else=
where in the study. Distributive Education teachers, of the four
fields studied, are most nearly like non-vocational teachers. Also,
a higher percentage of them have had experience as teachers outside
of the vocational education field. They are among the best paid
teachers for the academic year, have a high rating on additional
formal education compared with other teachers. (which could serve
as a status-raising device) and display fewer potentials for role
conflict in showing a lower distribution of gsignificant differences
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in activity cognitions and normative expectations in relation to the
various counter-roles as compared with Vocational Agriculture and
Trade and Industrial education teachers. They also are more willing
to attribute legitimacy to more groups to have a right to expect
them to engage in particular activities. A higher ratio of these
teachers are female, who could be more accepting of their jobs than
males. Thus, the Distributive Education teachers have many factors
working in their favor that cut down on the possibility of feeling
marginal in the school system, including more acceptance by the
students themselves.

Technical Education teachers display the least job satisfac=-
tion of the four teacher types. They are the only group to fall
between the third and fourth response level, of '"often satisfied"
and "occasionally satisfied.'" It secems probable that the small
size of the sample in this group may again have influenced the
results. For the teachers generally, the greatest dissatisfactions
concern content of textbooks, the level of ability and academic
background of students, and inadequate space for teaching. The
areas of discontent are, thus, not in matters affecting relations
with other working personnel. Significant differences show up among
the teachers on only about one third of the items appearing on the
job satisfaction inventory, a pattern which indicates a greater
degree of similarity than difference in terms of level of satisfac-
tion.

AGE

The older the teacher, the higher the level of job satisfac=-
tion is likely to be. On about a quarter of the items included in
the job satisfaction inventory, it was discovered that on about
75% of the items, significant differences by age did not appear.
Variations were largely concentrated on working conditions, arrange-
ments and facilities, and on general relationships with administra-
tors and the state office. The older teacher has '"survived" and
probably become fonder of his job over the years. His seniority
probably helps his work situation, for he is likely to know well
and be known better by his superiors. He has had time to get his
working conditions improved. 1In the area of recruitment and assign-
ment of students, the older vocational teacher does express greater
dissatisfaction than the younger teacher. He has had more chance
for involvement in his field and perhaps feels that vocational edu-
cation does not get the support be thinks this type of education
should have.

FORMAL ACADEMIC TRAINING

Significant differences between teachers having different
amounts of training occur on less than eight percent of the items
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on the job satisfaction instrument. Based on this limited number
of items, no clear pattern emerges for the variable of academic
training. Apparently the replies crisscross the various fields
with no discernible base for arriving at conclusions as to why
this condition exists.

EXPERIENCE AS A VOCATIONAL TEACHER

Significant differences are found on only five items. (7.58%).
When all these items are examined together, one can see a positive
relationship between number of years as a vocational teacher and
job satisfaction. Those teachers with longest experience feel
most satisfied about knowing what is going on. This reaction is
consistent with the data on age and job satisfaction that was dis=-
cussed earlier.

EXPERIENCE IN PRESENT POSITION

Based on significant differences found on just under ten per-
cent of the items, a positive relationship appears to exist between
number of years in current position and job satisfaction. For
example, teachers having held the position for a longer time find
their job does not interfere with their family life as much. Perhaps
they have learned to adjust or control ‘their work situation more
effectively. The same applies to the length of their working day.
Also the conditions given in the sectiomyon ''Years of Experience as
a Vocational Teacher" about knowing what was going on apply here as
well as a possible source of satisfdction.

SALARY

Significant differences among vocational teachers show up on
slightly over one-fifth of the job satisfaction items in relation
to the teacher's salary. The main differences that appeared were
for those at the lowest end of the salary continuum and those at
the highest. This pattern would be at least in part consistent
with the responses given elsewhere in this discussion; it is likely
that the older, more experienced teachers receive the highest
salaries and also have the greatest degree of job satisfaction.

Work=place characteristics include: ecoéhp;c region, school
size, community size, number of relevant types-of vocational edu=
cation offered by the school, and physical location of vocational
teaching facilities in relation to the remainder of the school
plant.
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ECONOMIC REGION

The relatively highest vocational teaching satisfaction scores
are in regions three and five, the lowest in regions four and six,
with the remaining two regions, falling between. Regions five and
six are the two major metropolitan areas of the state. In one of
these the response level is between "often satisfied" and '"occa-
sionally satisfied" whereas in all the remaining five regions
responses centered in varying degrees between 'very often satisfied"
or "often satisfied". It is perhaps pertinent to note that the
Trade and Industrial Education teachers in the major school district
of the metropolitan region with lowest job satisfaction rating mani-
fested more hostility in responding to the various questionnaires
given them than was shown, at almost any other location. This
reaction may be reflected in their replies. It is also possible
that morale may be lower in this region, although the satisfaction
score still falls in the middle range of a six=-point scale and
would have to be considered moderate.

SCHOOL SIZE

Relatively few significant differences in job satisfaction
exist in relation to school size. They are focused on recruitment
and assignment of students and on working conditions and facilities.
Vocational teachers in the largest schools display the greatest
degree of dissatisfaction; the smallest schools, however, did not
show the obverse. There may be some connection between the con-
jectures given in the above section on economic regions and school
size as it pertains to the recruitment and assignment of students.
Vocational teachers in at least one of the large metropolitan
regions with its large school may feel they may get too low a
caliber of student, without recognizing that they have a number of
teachers who lack college degrees. At the same time, the fact that
the differences that exist are relatively small must also be kept
in mind.

COMMUNITY SIZE

No distinct patterning appears here that allows for possible
explanations other than to state that satisfaction scores seemed
highest in communities ranging from 2,500 to 25,000.

NUMBER OF RELEVANT TYPES OF VOCATIONAL EDUCATION OFFERED BY THE
SCHOOL

Very few significant differences in job satisfaction appear in
relation whether a school has one or more types of programs. The

156




B R

limited data available indicate a possible positive relationship
between number of programs offered and teacher satisfaction.
Perhaps the teachers and others have fewer problems when students
have more choices to take in fields which interest them.

PHYSICAL LOCATION OF VOCATIONAL TEACHING FACILITIES

On a number of items teachers located centrally within the
school plant show the most satisfaction while those who are not so
located express the lowest satisfaction in items where significant
differences appear. It may be that some teachers feel that physical
isolation contributes to potential social isolation for themselves
and their pupils. Significant differences showed up in this regard
on almost 25% of the items included in the inventory.

Feelings of vocational teachers regarding the adequacy of their
contact with non=-vocational personnel is the final variable to be
examined. Contact between vocational teachers and non-vocational
teachers is a variable which to a limited degree affects job satis-
faction, at least in certain areas. Significant differences show
up on about ten percent of the items. Vocational agriculture
teachers especially are less bothered by this condition than others,
perhaps because the nature of their work allows more contacts else=-

where.

Legitimacy Ascriptions by Vocational Teachers

The four types of vocational teachers questioned had eleven
categories of persons to whom they could ascribe legitimacy (defined
for this study as the right to expect the vocational teachers to
engage in a particular activity). The instrument included the six
sampled counter-role sources of expectations: non-vocational
teachers, non-vocational students, vocational students, parents of
vocational students, counselors, and administrators. In addition,
five other counter-role types were listed for the vocational
teacher to consider, =-- State Board personnel, local school board
members, employers or prospective employers of students, other
vocational teachers in the field, and interested community groups.

The findings reveal that only three of these eleven counter-
roles are given significant ascriptions of legitimacy by the “our
types of vocational teachers. Administrators clearly dominate the
responses with State Board personnel coming next. The local school
board is given a legitimacy rating on a limited number of activi-
ties. Fellow teachers, students, and the remaining counter-roles
listed are not generally recognized by the Vocational instructors
as having a right to expect them to engage in the activities rated
in the study. The three groups accorded legitimac; --administrators,
State Board personnel, and local school board--are policy-makersy.
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The remaining groups apparently are viewed as having no real
authority although they may or may not have influence and opinions.

Administrators are ascribed legitimacy chiefly by Trade and
Industrial Education teachers, closely followed by Vocational
Agriculture teachers. This rating is given to almost 80 percent
of the seventy items by Trade and Industrial Education teachers
and by 76 percent of the Vocational Agriculture teachers. Sixty
percent of the Distributive Education teachers assign legitimacy
to administrators on the seventy items; but less than 23 percent
of the Technical Education teachers do this. The content areas
which show up most frequently are '"Choosing Methods and Procedures
of Instruction,'" "Developing the Image of Vocational Education,"
and '"Seeking In-service Professional Development.'

State Board persounnel, as a group entitled to legitimacy, is
especially stressed by Distributive Education teachers. On occa~
sion this unit is mentioned more often that administrators, showing
an unusually strong linkage of Distributive Education to the state
office as compared with other vocational teachers. State Board
personnel, are granted legitimacy upon almost 55 perzent of the
seventy items by Distributive Education teachers compared with 36
percent by Trade and Industrial Education teachers; 29 percent by
Vocational Agriculture teachers; and 21 percent by Technical Educa-
tion teachers. The content categories stressed are the same three
as those for administrators, discussed above.

The local school board members are granted legitimacy more
rarely, and this phenomenon is concentrated on the items included
in '"Developing the Image of Vocational Education'" and ''Seeking
In-service Professional Development."

It can be said in summary that the two counter-role groups
most often ascribed legitimacy by the vocational teachers are ones
whose job is essentially that of professional supervision over the
teacher. This reveals a basically bureaucratic orientation on
their part; i.e., being most concerned with the opinions of those
persons whom they encounter in authority relationships and who have
a superordinate work role.

The Potential for Role Conflict Among
Vocational Teachers

The model concerning role conflict given in Chapter II of this
report is predicated on the proposition that the highest potential
for role conflict exists where disparities in activity cognitions
and in normative expectations exist between the focal role by these
counter~role ascribed legitimacy by the focal role and where the
focal role has disparities between his own activities and norms.
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The material that has been presented shows that for all four
teacher types, the content category that has the highest potential
for role conflict in terms of number of teacher types involved is
X "Guidance In-service Professional Development.'" This is the
content category in which significant differences in role defini-
tion appear between the vocational teachers and three types of
counter-roles rated as legitimate by the vocational teachers,
administrators, state board personnel and, to a lesser degree,
local school board members. The counter-role personnel also reveal
a number of disparities in their own activity cognitions and nor-
mative expectations.

Vocational teachers in general appear to think that the vari=-
ous counter~-role groups expect them to secure more additional for-
mal education than the teachers think they need. Most of them
probably feel they do reascnably well in their areas. Obviously,
superordinates are more likely to want their subordinates as well
trained as possible. The variation among vocational teachers'
ideas on this content category is slight for all fields other than
Technical Education, although considerable difference actually
exists in the amount of formal training held by the teachers,
especially in Distributive Education compared with Trade and In.us~
trial Education.

Also rating somewhat high in potential for role conflict are
content categories IV on "Guidarnce in Recruitment and Assignments
of Students" and IX on "Guidance in Devel~ning the Image of Voca-
tional Education.' Counter-role personn <rated as legitimate or
otherwise by vocational teachers seemingly think that vocational
teachers should do more in these areas than they do. Such a reac-
tion might be expected from policy makers. Low ratings in potential
for role conflict were more scattered.

An overall view of all ten content categories shows that the
potential for role conflict is moderate. If one uses a continuum
of very high, high low, and very low potential for role conflict,
the concentration percentage-wise is to be found in the two middle
categories. Technical Education teachers particularly have an
almost imperceptible percentage in the '"very high'" potential for
role conflict classification. Generally, over eighty percent of
the ratings are classified as '"low" by Technical Education teachers.
The three other teacher types have larger percentages at both
extremes. The deviation of the Technical Education teachers from
the others may be a reflection of the fact that relatively few
teachers in this field are included in the sample.

Trade and Industrial Education teachers appear to have the
most potential for role conflict, with seven out of ten categories
showing over 10 percent in the "very high" classification. When
the "high" classification is added, eight out of ten content
categories show a potential for role conflict in that over 50 per-
cent of the responses for each content category in Trade and
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Industrial Education fall in the "very high'" and "high" role con-
flict potential classification. Vocational Agriculture teachers
come next, with six out of ten content categories having over 50
percent in the '"very high'" and "high" classifications. For
Distributive Education teachers, 50 percent or over in the 'very
high" and "high" classifications occurs in only two out of the ten
categories. One of these findings is VI, "Establishing Working
Conditions .1d Facilities." This does not hold true for Vocational
Agricultur. teachers, although it does for Trade and Industrial
Education teachers.

Variations in sample size may account for some of the differ-
ences, but it is likely that other factors may enter in. Trade
and Industrial Education teachers are mor2 differentiated from the
other teachers in formal education and yet are paid relatively
well. Certain demands on them such as getting more formal educa-
tion are likely to be greater. Vocational Agriculture teachers
have more potential for conflict with administrators, especially
in small communiti«s, because their role provides more oppoitunity
and independence of interaction with groups outside of the school
than would be true of other types of teachers, vocational or non-
vocational. The newness of Technical Education and its l.. ited
development in the state may create role conflict potentials until
the "proper" behaviors of this group becomes more clearly defined.
By and large, Distributive Education teachers probably have fewer
bases for any true role conflict developing. They sometimes may
not be satisfied with some aspects of their working conditions;
but, in general they conform to the image that the local administra-
tors, state board personnel, and local school board want.
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CHAPTER V: CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS

This study had two central objectives which were substantive
in nature: (a) to depict the role of four types of vocational
teachers in Oklahoma and (b) to assess the potential for role con-
flict associated with activities of each of the four types of
teachers considered. The four types of vocational teachers were
those employed to teach the fields of Vocational Agriculture, Trade
and Industrial Education, Technical Education, and Distributive
Education in secondary schools. A third objective of the study was
theoretical and methodological in nature~-to add to the fund of gen-
eral knowledge of role theory and to extend the usefulness of role
theory as an approach for investigating educational problems.

This chapter contains a statement of the conclusions drawn
from the data which were examined in relation to the above objectives.
Certain implications of the findings of this investigation also are
stated, followed by recommendations regarding possible uses of the
findings of this study in educational settings and in further re~
search.

i ’ Conclusions

The conclusions from this study are presented in five separate
sections. In the order of their appearance, the sections report
conclusions regarding (a) attributes of vocational teachers, (b)
job satisfaction of vocational teachers, (c) activity cognitions
and normative expectations for vocational teachers, (d) legitimacy
ascribed by vocational teachers, and (e) potential for role con-
flict.

CONCLUSIONS REGARDING THE ATTRIBUTES OF VOCATIONAL TEACHERS

Age Differenges By Field

The vocational education teacher is more likely to be somewhat
older than the non=vocational teacher. The distribution of the
sample is heavily oriented to Vocational Agriculture and Trade and
Industrial Education teachers who as a group are older than Distribu-
tive Education teachers and Technical Education:instructors. The
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former teachers are likely to be middle aged.

Sex Differences By Field

A heavy majority of the vocational teachers are males. Women
employed as cosmetology teachers constitute almost eleven percent
of the Trade and Industrial instructors, while twenty percent of
the Distributive Education teachers are women. The two remaining
fields are made up entirely of males.

Experience and Training Differences By Field

Distributive Education teachers have the greatest amount of
formal academic training, followed by Vocational Agriculture teach-
ers. While a high proportion of the vocational teachers have train-
ing beyond the bachelor's degree, Trade and Industrial Education
teachers are variant from those in other fields of vocational edu-
cation as well as from those in non~vocational education in that
28 percent of the sample of Trade and Industrial teachers have less
than a bachelor's degree. This is counteracted to some extent by
the fact that teachers in Trade and Industrial Education rank second
among the four fields in years of non-teaching work experience.
Vocational Agriculture instructors were ranked first in terms of
non-teaching work experience, possibly because they could include
part-time farm work experience as youths and in connection with
their present employment. All other vocational teacher types also
have some non-teaching work experience, but Technical Education in-
structors have the least since they are often fairly young and are
operating in a relatively new field. Over one-half of the voca-
tional teachers studied have experience as educators outside of
vocational education. Trade and Industrial Education teachers fre-
quently have worked in industrial arts, and 68 percent of the
sampled Distributive Education teachers have experience in other
fields of education.

Vocational Agriculture teachers have the greatest number of
years of experience in vocational education. They are an older age
group. Trade and Industrial Education.instructors show the widest
spread in years as vocational teachers since some of them entered
their field later in life than did the other vocational teachers.
Persons in Technical Education have the lowest range of experience
as vocational teachers.

Vocational Agriculture and Trade and Industrial Education
teachers tend to hold their present position for a somewhat longer
period than the other vocational teacher types. However the modal
category for all of the vocational teacher types in their present
job is less than five years.
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Definite points of discontent for the vocational instructor
result from the fact that counter=roles disagree with his belief
that his working conditions and facilities should be better than
they are. This discontent is further increased by the belief of
counter-roles that vocational teachers should not unduly influence
the recruitment and assignment of students. The counter-roles
probably accentuate this feeling in generally believing that high
ability students do not need to be in vocational education as their
major field. These viewpoints can abet the vocational teacher’s
sense of status insecurity.

At the same time, the existence of a higher degree of con-
sensus of administrators and counselors with vocational teachers
on normative expectations than occurs with the other counter-roles
provides a strategic basis for the vocational teacher to attempt to
handle some of his problems, since these two »unter-roles can be
so strategic for his effective functioning. Lespite the existence
of some areas of disagreement among these three categories of
school personnel, there also are many problems they can handle to-
gether. The vocational educator needs to verse himself in the
strategies and tactics that will enagble him to get this potentially
useful support. Administrators may be more aware of and capable of
judging activities of vocational personnel. Too, they may have
more of a basis to raise questions regarding the activities of
vocational teachers.

For all groups, fewer normative expectation than activity
cognition disparities are found. This indicates that all respond-
ents, including vocational teachers, feel more nearly the same as
to what the ideal behaviors of vocational education teachers are
but have more divergent views as to what vocational teachers are
doing. Not unexpectedly, the feelings of vocational teachers as
to what they actually do and what they should do generally tend
to coincide. On the other hand, whether it is a non=factual ex-
pression of hostility serving as a means of indicating status
differences or a realistic assessment of what actually goes on as
compared to beliefs as to what should be done, the viewpoint of
students tends most strongly to be the obverse of vocational teach-
ers. The latter must recognize that the non-vocational students
especially can be an effective and potent force in influencing
members of the student body either to enroll or to not enroll in
vocational classes. Such students also are in a position to mete
out or to withhold social acceptance of those who do enroll. To
deny them legitimacy may be very dangerous to the vocational
teacher who instead should be interested in establishing liason
with these persons in the hope that they will become positive, or
at least neutral, in their orientation to vocational education and
vocational education students. The same may apply to other groups
who have been denied legitimacy by vocational education teachers.
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Physical Location and Attitudes About Contacts with Non-vocational
Personnel

Distributive Education teachers tend to have central locations
in the main building and generally feel that they have sufficient
contact with non-vocational personnel in the school. The Trade
and Industrial Education teacher generally is removed physically,
and in a third of the responses feels his contact with non-voca-
tional school personnel is insufficient. This physical separation
along with his often lower educational level and higher salary
creates enough of a basis of differences with non-vocational teach-
ers and other vocational teachers so that the possibility of his
becoming a marginal person within his local school system is quite
great.

Miscellaneous Attributes of Vocational Teachers

Distributive Education teachers have the highest salaries on a
ten-month basis, followed by Trade and Industrial Education teach-
ers. (The former have the highest amount of formal education and
the latter the least amount of formal education of the four teacher
types.) Vocational Agriculture teachers are employed for twelve
months while other types are generally on a ten-month basis. Voca-
tional teachers overall are paid better than non=vocational teachers.
Differences in experience and training of vocational teachers com-
pared with non-vocational teachers and salary supplementation by
the State Board for Vocational Education are not the only reasons
for these differentials. Vocational teachers, for the most part,
have more opportunity to secure employment outside of education
and therefore are in a better bargaining position than most non-
vocational teachers.

Vocational Agriculture teachers, who are especially to be
found in small communities, are the most frequent joiners of a
number of kinds of organizations, including civic and business.
The other types of vocational teachers especially concentrate on
membership in professional associations of a general or vocational
nature.

CONCLUSIONS REGARDING THE JOB SATISFACTION OF VOCATIONAL TEACHERS

Satisfaction of Vocational Teachers in General

Despite variations in attributes, expectations, and potential
for role conflict of the vocational teachers, all four vocational
teacher types studied show a relatively high degree of job satis=
faction, as measured in this investigation.
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Relationships between Attributes of Vocational Teachers and Job

Satisfaction

By vocational teacher fields, Distributive Education teachers
show the highest job satisfaction. Of the teachers in the four
fields that were examined, they probably have the most favorable
work situation overall. Technical Education teachers display the
least job satisfaction. This may be primarily a reflection of lack
of definition of their place as members of a relatively new field
not yet well developed in Oklahoma. Technical Education teachers
appear to be seeking acceptance as a more intellectually rigorous
program than most vocational programs. However, the results of
this study fail to indicate clearly that either vocational or non-
vocational teachers are more favorable toward Technical Education
than toward other fields. There is a certain amount of conflict-
ing evidence pointing in either direction.

Older teachers have a higher level of job satisfaction than
younger teachers on 25 percent of the items in the job satisfac=-
tion inventory. No clear pattern is discernible on any associa-
tion between the amount of formal academic training and job
satisfaction. . On the small number of items concerning experience
as a vocational teacher for which significant differences were
found, a positive relationship exists between years as a vocational
teacher and job satisfaction. In a limited number of items, a
positive relationship seems to occur between number of years in
the vocational teacher's present position and job satisfaction.
Significant differences among vocational instructors appeared on
slightly over one-fifth of the job satisfaction items when re-
lated to salary, with the highest salaried employees béing most
satisfied. Even though there was otherwise a generally positive
relationship between salary and satisfaction, teachers in the next
to highest salary bracket ($7,000 to $8,000) tended to.ave the
lowest satisfaction scores.

Relationships between Locational Characteristics of Vocational
Teachers and Job Satisfaction

On approximately 25 percent of the items in the job satis=-
faction inventory, significant differences in job satisfaction
appeared between vocational teachers centrally located in the
school and those who were not. Usually the teachers in the central
location showed the most satisfaction. Also, to a limited degree,
those teachers who felt that their contact with non=vocational
teachers was adequate were more likely to be satisfied. Economic
region, school size, and community size, seemed to make little
difference in job satisfaction. One metropolitan region shows
more job satisfaction than the other=--a situation which cannot be
explained on the basis of data obtained for the purposes of this
study.
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The conclusions cited thus far indicate that vocational
teachers are by no means a homogeneous group: of persons. They
differ in a number of ways between fields of specialization and
also vary widely within each field. The tendency to hold stero-
typic perceptions regarding vocational teachers is a dangerous
one. Failure to recognize the unique attributes and associated
needs of members of this professional group can be expected of
itself to inhibit the communication which is an absolute pre-
requisite for clearly defined roles that are relatively free of
conflicting expectations.

CONCLUSIONS REGARDING ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS
FOR VOCATIONAL TEACHERS

Existence of Inter-positional Disparities

Significant disparities exist between vocational teachers and
their six counter-roles with respect both to the activity cognitions
and the normative expectations they hold for vocational teachers.
This is true of all of the four types of vocational education con-
sidered, but with the greatest numbers of disparities existing in
relation to Vocational Agriculture and Trade and Industrial Educa-
tion.

Existence of Intra-positional Disparities

The vocational teachers and their respective counter=-roles
each have significant intra-positional disparities between the
activity cognitions and normative expectations they hold in rela-
tion to vocational teacher activities. Again, this was true of
all four types of vocational education considered, but disparities
occurred most frequently in relation to Vocational Agriculture and
Trade and Industrial Education.

Counter=-roles Having the Greatest Number of Inter-positional
Disparities

Of all the counter-roles, vocational and non=-vocational stu-
dents tend to hold the greatest number of activity cognitions and
normative expectations which are disparate from those of voca-
tional teachers. With certain exceptions, parents and counselors
tend to hold activity cognitions and normacive expectations which
are :he least disparate from those of vocational teachers.
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Two types of vocational teachers especially may find them=-
selves occupying an increasingly marginal position in the school
system. These are Trade and Industrial Education teachers and
Vocational Agriculture teachers. The marginal person is theoreti=-
cally part of the system but actually is not completely in it. The
vocational teacher is tied to the academic world of the school but
is especially oriented to the world of work. He is a member of
groups outside the school and has to pay attention to outgroups
such as farm organizations, unions, employer's associations, and
others whose pressures may be many, subtle in some cases, and
pervasive. These pressures to meet the goals of work-oriented
groups may sometimes cause the vocational teacher some conflict in
relation to the possibly more generalized aims of the school system.

The Vocational Agriculture teacher has additional problems. :
He often is viewed as an authority figure in small communities. |
His fiel: is long established and older than other fields of voca- |
tional education in Oklahoma. Now he is feeling new pressures
arising from the increasing urbanization of the state which may be
lessening the importance of the position he has been occupying in
vocational education generally, as well as in his own school system
and community.

Yet the potential for role conflict for vocational teachers
appears to be as much moderate as it is severe. In one sense, this
allows appropriate adjustments to be made in the school system
without severe strain on any one group. It also has the danger of
allowing problems to be ignored because a real crisis may not be
generally in evidence.

The relatively high legitimacy rating given administrators
and State Board personnel by vocational teachers suggests an im-
portant dimension concerning role conflict which role study can
borrow from reference group and organization theory, that of
"multiple allegiance,'" sometimes referred to as 'dual allegiance."
The role of the vocational teacher illustrates some of the problems
that can occur in a system where there are elements of control by
local school administrators and by a state or federal bureaucracy.
Although the influence of local administrators generally is reported
to prevail by all types of vocational teachers, in the case of
Distributive Education teachers, State Board personnel show dominance
over local personnel in such areas as guidance in post high school
placement of students, financial arrangements, development of the
image of vocational education, and in=-service training. Here is a
trend worth watching. However, as Purcell has shown in his work
on companies and unions, dual allegiance does not necessarily have
to produce conflict.l In the matter of allegiance to the local

11T. V. Purcell, The Worker Spegks His Mind on Company and
Union. Cambridge: Harvard University Press, 1954,
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school bureaucracy and State Board rather than to their profession,
the loyalty of vocational education teachers seems to bureaucrati-
cally ordered. Further research on these questions of multiple
allegiance is now being carried on.

When the element of legitimacy is introduced, the statistical
disparity (used alone) which several researchers have called role
conflict may have a psuedo-quality. Although significant varia-
tions showed up frequently between focal and counter-role occupants
in activity cognitions and/or normative expectations, the fact that
the vocational teacher does not accept most of these people as
having the right to expect him to act in a particular way may
affect the chance of role conflict occurring. A recent industrial
study by Pugh substantiates this interpretation, but in a differ-
ent way.

This study of vocational teachers has revealed that two facets
of legitimacy in role expectations may be isnlated, legitimacy of
source and legitimacy in content, or who has the right to expecta-
tions and which kinds of normative expectations are acceptable.

For vocational teachers, parents more than any others in counter-
roles have "acceptable" ideas as to the content of the vocational
teacher's role in that their ideas generally are in greatest agree=
ment with the vocational teacher's own; but in most cases parents

are not considered legitimate sources of opinion. Local school
administrators dominate as legitimate sources, but are only partially
"acceptable'" in the content of their expectations.

Realistically, it seems that legitimacy of source would be
more important in affecting the behavior of the occupant of a
focal role. Certainly without some check on whether counter=role
groups are perceived as legitimate sources for certain expectations,
lack of statistical agreement on the expectations cannot be con-
sizdered as the most important indicator either of role conflict or
of the potential for changing roles. Only morale may be helped
when activity cognitions or normative expectations are alike; the
dynamic for change seems to rest with acknowledged influence, the
right of others to expect a behavioral change.

Several implications concerning job satisfaction are indicated.
Characteristics such as regional location, size of community, and
size of school show no really discernible patterns that can be
associated with job satisfaction. What variations that occur are
more likely indicative of local situations rather than representing
; a condition that is subject to generalization.

l 2Derek Pugh, "Role Activation Conflict: A Study of Indus-

trial Inspection,' American Sociologicgl Review, Vol. 31 (December,
1966)’ PP. 835-8420
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Counter=roles Having “'e Greatest Number of Intra-positional
Disparities

Non~vocational teachers and administrators joined with non=-
vocational students in having the greatest numbers of disparities
between the activity cognitions and normative expectations they
hold for vocational teachers. Parents again have the fewest dis-
parities.

Comparisons by Economic Region, School Size, and Community Size

When responses from all of the sampled positions are pooled,
there are relatively few differences in activity cognitions or
normative expectations which can be associated with the economic
region of the State, the size of school, or the size of community
in which responses were obtained. In the northern part of the
state, both activity cognitions and normative expectations for
vocational teacher activities tend to be somewhat lower than those
obtained in southern portions of the state. Also, a weak positive
relationship was found between the frequency of such disparities
and both school size and community size. In addition, school size
and community size were found to have a weak positive correlation
with frequency of significant disparities between activity cog-
nitions and normative expectations.

CONCLUSIONS REGARDING LEGITIMACY ASCRIBED BY VOCATIONAL TEACHERS

The only counter=-role receiving a designation of legitimacy
from vocational teachers with any degree of consistency is that
of the school administrator. Other relevant positions not uti=-
lized as counter=-roles but which received ascriptions of legiti-
macy from vocational teachers were State Board personnel and, to
a lesser extent, school board members.

Trade and Industrial Education teachers and Vocational Agri-
culture teachers emphasize the legitimacy dimension for school
administrators, while State Board personnel as a group entitled to
legitimacy is stressed most frequently by Distributive Education
instructors.

The responses of the vocational teachers indicate that their
primary concern is for the opinions of their administrative supe-
iors in the local school system and in the state office; and that,
for the most part, then is a general lack of concern for the re=-
maining categories as '"significant others' in affecting their
behavior.
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CONCLUSIONS REGARDING POTENTIAL FOR ROLE CONFLICT

One function of the stucy is to contribute to a better under=-
standing of the role conflict concept on both a methodological and
a substantive level. The approach is more adequate in considering
the potential for role conflict than for viewing actual role con-
flict. The thesis is that the highest potential for role conflict
on a particular activity occurs where (a) a counter-role is granted
legitimacy by the vocational teacher occupying the focal role, (b)
disparities in activity cognitions and/or normative expectations of
the focal role and counter=-role exist, and (c) disparities between
activity cognitions and normative expectations of the focal role
also occur. From this approach, certain conclusions are possible
on methodology and substantive findings.

Conclusions Regarding Methodology

The orientation given above allows a means of operationaliz-
ing the study of the potential for role conflict on a continuum
ranging from intense, where all of the conditions given above exist,
to the obverse situation of role consensus where legitimacy is
admitted but in which no disparities occur. A whole series of
categories become available in which conflict can be rated as very
high, high, low and very low.

Conclusions Regarding Substantive Findings

Trade and Industrial Education teachers appear to have the
most potential for conflict. Vocational Agriculture teachers
ranked a close second. Statistically, Technical Education teachers
have the least potential for role conflict but due to the extremely
limited number of teachers of this type available for sampling in
Oklahoma, such a conclusion can only be highly tentative. Distrib-
utive Education teachers in fact may have the least potential for
role conflict of the four fields studied.

The content category of activities with the highest potentiai
for role conflict is number X, "Seeking In-service Professional
Development,' which occurs for all teacher types except Technical
Education. As has been mentioned,results for Technical Education
may be subject to some question because of a very limited size of
sample. The various counter-roles, including those rated as legi~-
timate, want the vocational teachers to get more formal education.
The Distributive Education teachiers especially have considerable
graduate training and in many cases the other veccational teachers
also have been taking work beyond the master's degree. It may be
that the counter-roles are not fully cognizant of this fact or that
they are thinking primarily of those teachers who do need more
training.
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Content category IV on "Influencing Recruitment and Assingment
of Students" and content category IX on "Developing the Image of
Vocational Education,' also have relatively high ratings for role
conflict potential. With relatively few exceptions, both legiti-
mate and non-legitimate counter-roles seemingly think vocational
teachers are not doing enough in these areas. Relatively low
potential for role conflict is scattered among seven of the ten
content categories, although two of the seven rated high for at
least one of the four types of vocational teachers.

Indicative of a possible problem created by having only a very
small number of Technical Education teacher for the study is the
fact that one content category which ranked low in potential for
role conflict for this type of teachers was rated high for the
other three types. The relative newness of Technical Education in
Oklahoma may be another major reason why very high potential for
role conflict was rarely. present for the members of this field of
vocational ed .cation.

An examination of the results of this study reveals a substan-
tial basis for the existence of role conflict potential. This con-
flict potential, while perhaps not so excessive as to create open
conflict at the present time, undoubtedly is a factor in inhibiting
the effectiveness of vocational teachers and should be an area of
concern to individuals having an interest in vocational education.

Imglications of Findings

Substantive implications and methodological implications are
discussed separately in this section, with theoretical implications
being interwoven with both.

SUBSTANTIVE IMPLICATIONS

Attributes, such as age, level of training, salary paid, etc.,
can be indices to enable a researcher to pinpoint important areas
that relate to role behavior and role conflict. Thus the lower
level of formal education of Trade and Industrial Education teachers
in relation to their relatively high salary brackets reveals a
possible friction point, especially with non-vocational teachers.

For most of the counter=-roles considered, what they think voca-
tional teachers do compared with what vocational teachers think
they do, varies considerably. This indicates that vocational edu-
cators have a real need to clarify their role to others, certainly
to a greater extent than they appear to be doing at the present
time with groups that could affect their future.
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To some extent, location of class or work area may affect job
satisfaction. The teachers with central locations are more likely
to feel they have sufficient contact with non-vocational personnel
in the school. This can aid job satisfaction through cutting down
on the sense of isolation. The locational factor may not be a
major source of discontent for the vocational teacher, but it is
one which bears further observation.

The longer vocational teachers stay on the job the more satis-
fied they are likely to become. Apparently this situation may
occur even when a fairly high potential for role conflict is likely
to exist. Job satisfaction is higher for older teachers despite ‘
the fact that this instructor is more likely to be a Trade and }
Industrial Education teacher or a Vocational Agriculture teacher, f
both of whom show more disparities from the various counter=-roles
on activity cognitions and normative expectations than do the
other vocational teacher types studied. In some ways it is surpris-
ing that vocational teachers score as high as they do on job satis-
faction, but at the same time the existence of this level of
satisfaction is consistent with the results of the =.w!y which show
that the potential for role conflict tends to be moderate rather
than very high. This situation is especially evident for Dis=-
tributive Education teachers. Relatively good salaries, an adequate
location, a feeling that one's job does not make a person feel too
differently from others and that he is accepted by others, provide
prime ingredients for job satisfaction. These conditions appear to
be met to a lesser extent for Vocational Agriculture and Trade and
Industrial Education instructors who nevertheless find many rewards
in their jobs. Conclusions regarding Technical Education teachers
are limited by the small number of instructors in this field.

METHODOLOGICAL IMPLICATIONS

The methodological approach developed in this study allowed
for the statistical analysis of the vocational teacher as a focal
role in relationship with six counter-roles. Descriptive role
studies have dealt with a multiplicity of roles in interaction but
few role studies oriented around a statistical approach have
attempted to deal with more than two or three roles. Non=parametric
statistics represented by Kruskal-Wallis one-way analysis of variance
tests followed by Mann Whitnet 2z, tests made the more extended ap-
proach used in this study possible. The results secured support
the feasibility of this method of analysis.

The use of the concept ¢f legitimacy as a methodological tool
in the consideration of the interrelationships of so many categories
of persons makes possible a nore adequate means of studying role
confiict potential. Most prior 3tudies of role conflict have either
ignored or simply implied the legitimacy dimension. Where it has
been used, it has been in conjunction with two or three roles in
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interaction. In this study, the legitimacy relation of the voca-
tional teacher with eleven categories of persons was made, using
the techniques described in the preceding paragraph. The matter of
legitimacy, it appears to the authors, is basic in ascertaining a
key aspect of role conflict in organizational settings.

The development of this type of role conflict model provides a
means of operationalizing elements that make for conflict through
allowing the use cf statistical analysis rather than reliance on a
purely descriptive approach. It is possible to ascertain various
combinations that can be placed in a continuum from role congruence
to high potential for role conflict.

Recommendations

RECOMMENDAIIONS CONCERNING METHODOLOGY

Replication of the study in different settings would be desir-
able (a) to eliminate or to assess the effects of the unique Okla-
homa patterns of vocational education, for historically agriculture
has been an important sector in the economy of Oklahoma and Voca-
tional Agriculture has been the predominant form of vocational edu-
cation available to students, and (b) to determine which items elicit
like patterns of response and what similarities in teacher charac-
teristics continue despite changes in cetting.

A refinement of the instruments would be beneficial so that
those pertaiuning to activity congitions and normative expectations
are more comparable with the job satisfaction instrument. This also
would enable job satisfaction to be related i.wre effectively to the
model that indicates the potential for role conflict.

Another possibility that could add to the approach used is to
include second .rder cognitions; for example, the vocational teach-
er's cognitions of what counter-roles think he a:tually does and
what he should do. This apprcach would permit assessment of the
ability of the vocational teacher to accurately report counter-role
cognitions regarding him, and indirectly to measure how much he is
aware of the extent to which counter-roles fail tc understand what
the vocational teacher actually does and fail to agree with him as
to what he should do. “

Further studies of the legitimacy dimension are needed. Since
State Board personnel and local school board members are two of the
taree principal categories accorded legitimacy by the vocational
teachers. Additional studies ~hould consider including them as
counter-roles despite the methodological and other problems that may
result from following this course of action.
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Dependent variables such as activity cognitions, normative
expectations, legitimacy, job satisfaction, and attribute responses
should be examined in relation to a hierarchical arrangement of
economic region, school size, community size, and position and
persornal characteristics of respondents to refine further the
analysis of differences in dependent variables in relation to the
classification variables. Categories within classification varia-
bles should be collapsed if necessary to have sufficient numbers
per cell. The exploration of essentially demographic factors may
have potential significance and should be examined in greater detail
than was possible in the present study.

A refinement of techniques utilized in this study should be
applied to a national sample of post-secondary public vocational and
technical schools.

GENERAL RECOMMENDAT IONS

The belief of so many counter=-role occupants that wmore voca=
tional teachers need additional training is not in complete accord
with certain facts. This attitude can add to the sense of status
insecurity of the vocational teacher. Distinct variations are
apparent among types of vocational teachers regarding the amount of
advanced formal training they secure, being particularly apparent
in a comparison of Distributive Edication teachers and Trade and
Industrial Education instructors.

Vocational personnel need to let the public know that upgrading
i1s taking place and that real effort is being made in obtaining
solid in-service education that often is comparable or superior to
the efforts of non=vocational teachers.

Further investigation of the impact of location of classroom
and shop facilities of vocational teachers in relation to the re-
mainder of the school population seems warranted. This study in-
dicates the possibility that the physical separation of Trade and
Industrial teachers along with other factors may contribute to
their feeling that their contact with non-vocational personnel is
insufficient. Yet Vocational Agriculture teachers do not feel as
strongly this way although they often are in separate quarters.
They may have a wider range of contacts because of the nature of
their job. These differences indicate that the problem is a com-
plex one.

With the current shortage of teachers, consideration should be
given tc the wider use of women in teaching a broader range of
vocational education subjects. This shou"d be possible particularly
in Technical Education althcugh it may not be practical for Voca-
tional Agriculture and some areas of Trade and Industrial Education.
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Since students, both vocational and non-vocational, are the
counter-roles that are most likely to hold expectations that are
disparaté from those of vocational teachers, workers in vocational
education should consider better ways than now are used to reach
these students so as to demonstrate the place and function of voca-
tional programs withir the educational world. In turn, there may
be a need to reassess certain aspects of vocational education in
today's curriculum when so many disparities appear between the
viewpoints of students and vocational teachers.

It seems that changes in the vocational teacher's role can be
accomplished most readily by those the teacher considers be "legit-
imate" counter-roles. Legitimacy especially resides in the hands
of the local administrators, according to the vocational teachers
providing responses to this study. Expectations of State Board per-
sonnel and to a lesser extent school board member also are considered
"legitimate."” The need for federal and state vocational agencies and
other groups to work particularly with local administrators to effec-
tuate change in vocational education practices was made very evident
in this study. Because of his close proximity to the vocational
teacher the local administrator appears to be the key person to in-
fluence change. Persons in program planning should be cognizant
of this fact.

Vocational teachers in many cases need to feel less separated
psychologically from non-vocational teachers and other working mem-
bers of the school system. The latter need to know better the
position and problems of vocational teachers of various types. A
possible device that may help meet this need is the encouragement
of interdisciplinary educational workshops to encourage vocational
and non-vocational personnel to work together to develop commonly
derived educational objectives and teaching strategies for students
with differing capabilities, backgrounds, and interests. From this
type of activity, mutual improvement of both vocational and non-
vocational education has more likelihood of occurring.
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CHAPTER VI: SUMMARY

The Problem

Educators, employers, and the general public increasingly
are assessing vocational educstion in the secondary schools in
an effort to determine how such programs are serving and can
best continue to serve in developing the manpower pool of the
future. Individuals and groups engaging in such an undertaking
either on a formal or an incidental basis often fail, for a vari-
ety of reasons, to arrive at a consensus as to what vocational
teachers are doing or should be coing. They may, at one level of
consciousness or another, fail to £ind agreement between what
they feel vocational teachers are doing and what they feel such
teachers should be doing. The result is that the vocational
teacher frequently finds that persons with whom he interacts and
who are in a position to exert pressures upon him, may hold dif-
fering views about what he actually does and about what he should
do. Many or all of these views of others may be very unlike
what the vocational teacher feels he does and should do. In
such situations, the effectiveness and efficiency of vocational
teachers may be subject to deterioration.

Objectives

The study is designed to provide to vocational teachers and
others interested in the field of vocational education a better
picture of how vocational teachers perceive what they do and
what they should do, as well as the extent to which their activ-
ities, real and ideal, are viewed by others in the same manner
as the teachers see them. Such knowledge should assist vocational
educators particularly in making decisions regarding types of
activities which may need modification and in communicating about
soundly based activities to concerned publics.

Another objective of this study is to add to the fund of
general knowledge on role theory and to develop further the use of
role theory as a heuristic device for analyzing practical problems.
The premise is that sound theory has great utility when applied
as a framework for examining real life situations and does not
have to remain isolated as simply a series of obstructions, It
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is felt that from a study of the roles and role conflicts of vo-
cational teachers, theoretical as well as substantive gains can
be made.

Theoretical Framework

Since detailed theoretical formulation for the study is
provided elsewhere, only general comments are given here to
clarify certain unfamiliar terms which have been extracted from
role theory statements for use in this investigation.

The focal role, which in this study is that of the vocational
education teacher, can be analyzed in either of two ways:
(a) with respect to what actors in that position should or ought
to do and how they should interact withk occupants of counter-
positions (players of counter-roles) or (b) with respect to what
they actually do and how they actually interact with others.
Several types of statements may be obtained in analyzing the role
concept., The inclusiveness anrd extent of such role statements
determine the degree to which a comprehensive analysis of a role
can be made. The three principal classes of statements obtained
from respondents in the present study are:

1. Activicy Cognitions

a. What the player of a focal role states he actually
does in relation to a given activity.
-
b, What players of selected counter-roles perceive
that the players of a focual role actually do in
relation to a given activity,

2. Normative Expectations

a. What the player of a focal role perceives he
should or ought to do in relation to a given
activity,

b. What players of selected councer~roles think
the players of a focal role should or ought to
do in relation to a given activity,

3. Legitimacy of Activity Cognitions

a. Whether or not the players of a focal role
feel the players of selected counter-roles
have a right to hold some kind of expecta-
tions concerning various activities in which
the players of the focal role engage.
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Obtaining these three classe~ of statements permits investi-
gations of potential inter-role conflict and intra-role conflict
by revealing disparities in cognitions existing between occupants
of a focal position, between occupants of a single counter-posi-
tion or multiple counter-positions, or between the focal position
and counter-positions.

As in definitions of role, there is also a lack of agreement
and a lack of precise theoretical articulation in the current
conceptions of role conflict. The major portion of this study is
limited to an analysis of what is referred to as potential for
role conflict,

Potential for role conflict is defined as the existence of
disparate prescriptions held by an actor and others for the be-
havior and attributes of that actor in a particular role. To
determine situations in which potential for role conflict exists,
it is not necessary to know how an actor deals with incompatible
role prescriptions. These prescriptions may be held by members
of the focal position, in this case vocational teachers themselves,
or may be held by relevant other, such as students, parents, ad-
minist -ators, and other teachers, This type of role conflict may
be intra-positionally determined, by contrasting what occupants
of a single position feel vocational teachers actually do versus
what they feel vocational teachers should do, or inter-positionally
determined where views of one position are contrasted with views
of one or more other groups.

One useful result which may be obtained from the socio-
logical analysis of the potential for role conflict is that identi-~
fication can be made of locations within the social system where
certain disparities consistently appear.

Research Questions and Hypotheses

To fulfill the objectives of this investigation, data were
collected and examined in relation to four general research ques-
tions., The research questions were:

Question I.. What are the attributes of the sampled voca-
tional teachers in terms of the following
classes of variables?

A. Personal characteristics

Age

Sex

Formal academic training
Non~teaching work experience

LN
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5. Educational experience ocher than
in vocational teaching

Experience as a vocational teacher
Experience in present position
Salary

. Organizational affiliations

OW oo

B. Phvsgical locafion of vocational
teachers in relation to the remainder
of the non-vocational school personnel

C. Feelings of vocational teachers regard-
ing the adequacy of their contact with
non-vocational perscnnel

Question II. To what extent do vocational teachers and in-
cumbants of six counter-roles feel that voca-
tional teachers actually engage in and should
engage in each of seventy selected activities?

Question III. To what extent do vocational teachers feel
satisfied with each of sixty-six different
aspects of their profession?

Question 1IV. What are the groups to which vocational teach-
ers ascribe legitimacy in relation to expec-
tations for vocational teacher activity?

In addition to examining descriptive data in connection with
cach of the research questions, seven general research hypotheses
were tested with inferential statistical methods, The research
hypotheses were:

Hypothesis I. In each vocitional education field consid-
ered, significant differences will exist
between the activity cognitions of vocational
teachers and those of the various classes of
counter-role incumbents included in the sam-
ple.

Hypothesis 1II. In each vocational education field consid-
ered, significant differences will exist
between the normative expectations of voca-
tional teachers and those of the various
classes of counter=-role incumbents included
in the sample.

Hypothesis III, In each vocational education field consid-
ered, significant differences will be found
between the activity cognitions and norma-
tive expectations reported by each of
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Hypothesis IV,

Hypothesis V,

Hypothesis VI,

Hypothesis VII,

-

respondent groups included in the sample.

Significant differences will be found in ac-
tivity cognitions of respondents from dif-

ferent economic regions, and from schools
and communities of differing size.

Significant differences will be found in
normative expectations of respondents from

different economic regions and from schools
and communities of differing size.

Significant differences will be found be-
tween the activity cognitions and the norma-

tive expectations of respondents from each

economic region and from each size of school
and community.

Significant differences will be found in job
satisfaction scores of vocational teachers
classificd in terms of each of the following
variables:

A. Personal characteristics

1. Vocational teaching field

2. Age

3. Formal academic training

4, Experience as a vocational
teacher

5. Experience in present position

6. Salary

B. Work-place characteristics

1. Economic region

2, School size

3. Community size

4. Number of relcvant types of
vocational education offered by
the school

5. Physical location of vocational
teaching facilities in relation
to the remainder of the school
plant

C. Feelings of vocationgl teachers re-

garding the adequacy of their con-~
tact with non-vocational personnel
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Methodology and Sample

Through extensive interviewing of vocational and non-voca-
tional personnel, content items for a series of research instru-
ments were obtained. Preliminary forms of the instruments were
field tested in a pilot study and further refined. 1In addition to
instruments for assessing activity cognitions, normative expecta-
tions, and counter-role legitimacy, forms were developed for meas-
uring the extent to which vocational teachers are satisfied with
66 selected aspects of their profession. Background information
forms were also prepared for the purpose of developing an explicit
description of all classes of respondents utilized in the study,

Data were collected at 82 Oklahoma high schools which were
selected according to a stratified random sampling plan. An
indiviut .1 respondent sampling plan was established which pro-
vided .hat insofar as possible the following distribution of
counter-roles would be represented independently for each of the
four vocational teacher types present in a sample school.

All vocational teachers of the type specified
Vocational students from the field specified

Parents of vocational students from the field specified
Non-vocational students

Non-vocational teachers

Counselor

Administrator

H NN

Data were collected in group interview sessions from over
1500 respondents, including approximately 250 vocational tecachers.
Statistical tests utilized in the study were Kruskal-Wallis non-
parametric analysis of variance, the Mann-Whitney zy test, and a
test for significant difference in proportions.

Highlights of Results and Findings

The findings of this study are of several varieties and may
be classified as follows:

A, Substantive findings related to the research questions
and hypotheses

1. Descriptive statements regarding vocational teachers
and their role

a. Attributes " vocational teachers

b. Satisfactic of vocational teachers
c. Expectat.-. - vocational teachers anc »>thers in
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relevant positions regarding the extent to
which vocational teachers actually engage in and
should engage in a number of specified activities.

d. Expressions of the extent to which vocationel
teachers feel various classes of individuals
have a right to hold expectations regarding the
manner in which vocational teachers perform their
duties.

2. Analytical statements regarding the existence of po-
tential for role conflict

a. Results of individual statistical tests specify-
ing location of potential for role conflict

b. Results of the application of a model for assess-
ing in broader terms the extent of potential for
role conflict for given types of vocational
teachers

B. Theoretical and methodological findings

1. Observations as to the general utility of the role
theory framework in this investigation

2. Observations regarding methodological approaches
which are somewhat unique to this investigation

ATTRIBUTES OF VOCATIONAL TEACHERS

In terms of the characteristics of vocational te~chers, sub-
stantial differences were found between fields'of vocational educa-
tion on distributions of age, sex, amounts of formal academic
training, non-teaching work experience, experience as a non-voca-
tional teacher, experience as a vocational teacher, and tenure in
present position, salary, organizational affiliations, work-place
location in relation to the remainder of the school plant, and
feelings regarding the adequacy of their contact with non-voca-
tional personnel, These findings were utilized in discussing
possible causes and implications of phenomena observed in other
parts of the study.

VOCATIONAL TEACHER SATISFACTION

Vocational teacher satlsfaction as measured in this investi-
gation appears to be highest for Distributive Education teachers
and lowest for Technical Education teachers. Vocational Agricul-
ture teachers and Trade and Industrial Education teachers were
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intermediate and did not differ greatly in job satisfactionm.

With the four types of vocational teachers combined, the
following relationships were observed in connection with vocational
teacher satisfaction: Age and satisfaction were closely related,
with older teachers being more satisfied than younger teachers;
teachers who held either a master's degree or no college degree
at all were less satisfied than teachers who held a bachelor's
degree but not a master's degree; slight positive relationships
were found between satisfaction and both total number of years
as a vocational teacher and tenure in present teaching position;
satisfaction and salary levels in general were related positively,
except that teachers receiving $7000 to $9000 for a ten-month
year appeared to be less satisfied than the lowest paid group
which earned less than $5000 (perhaps an artifact resulting from
conversion of all Vocational Agriculture teacher salaries from a
12 month basis to a 10 month equivalent); and with certain excep-
tions, teachers in smaller communities appeared to be more satis-
fied than their counter-parts in larger schools and communities,
One of the more striking findings regarding satisfaction was that
teachers whose classrooms and/or shops were in an isolated loca-
tion within the main high school building or in buildings more
than one block removed from the main building were less satisfied
than teachers who were located centrally within the main building
or in a separate building less than one block away. In a related
analysis, it was found that vocational teachers who expressed the
feeling that they had sufficient contact with non-vocational per-
sonnel were more satisfied than their counter-parts who felt that
they did not have sufficient contact with non-vocational personnel.

ACTIVITY COGNITIONS AND NORMATIVE EXPECTATIONS

Due to the need to view separately the specific descriptive
findings reganrding activity cognitions and normative uxpectations,
no summary of this material is provided here. Results of analyses
involving those data produced the following general findings:

Significant disparities exist between each of the four types
of vocational teachers and their six counter-roles with respect
both to the activity cognitions and the normative expectations
they hold for the respective types of vocational teacher activ=-
ities.

For each vocational teacher type, the vocational teachers and
their respective counter-roles each have significant disparities
between the activity cognitions and rormative expectations held
in relation to vocational teacher activities. -

Of all the counter-roles, both vocational and non-vocational
students tend to hold the greatest number of activity cognitions

183




and normative expectations which are disparate from those of voca-
tional teachers. With certain exceptions, parents and counselors
tended to hold activity cognitions and normative expectations
which ere the least disparate from those of vocational teachers.

Non-vocational teachers and administrators join with non-
vocational students in having the greatest numbers of disparities
between the activity cognitions and normative expectations they
hold for vocational teachers. Parents again have the fewest dis-
parities.

COMPARISONS BY ECONOMIC REGION, SCHOOL SIZE, AND COMMUNITY SIZE

When responses from all of the sampled positions are pooled,
there are relatively few differences in activity cognitions or
normative expectations which can be associated with the economic
region of the State, the size of school, or the size of community
in which responses were obtained. In the northern part of the
State, both activity cognitions and normative expectations for
vocational teacher activities tend to be somewhat lower than those
obtained in southern portions of the state. Also, a weak positive
relationship was found between the frequency of such disparities
and both school size and community size. In addition, school size
and community size were found to have a weak positive correlation
with frequency of significant disparities between activity cogni~
tions and normative expectations.

LEGITIMACY ASCRIBED BY VOCATIONAL TEACHERS

The only counter-role receiving a designation of legitimacy
from vocational teachers with any degree of consistency are school
administrators. Other relevant positions not utilized as counter-
roles but which received ascriptions of legitimacy from vocational
teachers are state board personnel and, to a lesser extent, school
board members.

CONCLUSIONS REGARDING POTENTIAL FOR ROLE CONFLICT

When the findings regarding the legitimacy of counter-role
expectations are integrated into an interpretive model with find-
ings regarding the frequency of activity cognition and normative
expectation disparities, three categories of vocational teacher
activities emerged as having the grcratest potential for inducing
role conflict. These categories have to do with vocational
teachers' "Assisting in Post High School Placement of Students',
"Influencing Recruitment and Assignment of Students', and "Seeking
In-Service Professional Development'!". The first of the three
categories appears to hold much more potential for role conflict
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. relative to Vocational Agriculture teachers, Trade and Industrial _,ﬂggq;;»;;
Education teachers, and Technical Education teechers, than in re-;,*+*'““:‘"
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lation to Distributive Education teachers. The sacond category
appears to be relatively serious for all four teacher types, but

much more serious for Trade and Industrial Education teachers than,fﬂh.f"

for the others. The third category also appears to ‘be. relatively
serious for all four types of teachers, hut somewhat less so for-

- Technical Education teachers than for the other types. Two addi-~*f{fpr e
" tional categories of activities each appear to present serious po-:?r*‘ B
 tential for conflict to only one type of teacher. Technical '

Education teachers are unique in having as an area of greatest Po. o

tential conflict, "Developing Curriculum, Content, and Cbjectives." .
'The area of "Establishing Working Conditions and Facilities" was =
one vhich appeared to hold potential problems which were much moref;i.-f

- gerious for Distributive Education teachers than for the other
’~types of vocational teachers. : :

, Significance and Implicntions'of'Findins, } .

" The. data assembled within a role theory framework for this in-[;g»-~f.ai
E _vestigation provide an empirical basis for describing key areas :
' of .the vocational teacher role, the expectations of others about
~ what is and what should be the role of the vocational teacher, and
- the potentialities for role conflict between vocational- teachers S
~ &nd significant others. The Kruskal-Wallis non-parametric one-way -
- analysis of variance test in conjunction with the Mann=Whitney zU
‘test was found to be a feasible means of comparing statistically

'tions.. '

the expectations reported by persons octupying a variety of posi-

Incorporating a legitimacy dimension into this study made it e
possible to deal with one of the key aspects of assessing role con~

. fliet, that of making determinations as. to whom vocational teechers;]ia“

- view as having the right to hold expectations in connection with

' .their role activities._ .The, question of legitimacy becomes: impor~
' tant to the vocat.ional teac”'
. how to react to the viewpoints of others that:are digparate from
. .his own.- The‘concept of legitimacy pravides the focus for a model
'~ﬂf}which was used in this stud 1 assess

> when he: .considers whether and/or

In additicn to operat-onaIizing the:study of role attributes

. and activ-ties, the approach utilized in this investigation pro=. 5*?‘"““”“‘
. vides a basis for judgments as to whether role conflict in given
. instances is immediately real or simply has a pseudo-quality with

. “only the potential for becoming actualized .

Differences found to exist between what vocational teachers

;,_}“rand their counter-roles think vocational teachers do and/or should fbf;ffff5r*
o do ere sufficient to indicate that vocational teachers have a. EE

8ing- potential role conflict.rj;hfrjr'




v'definite need to clarify their activities to ochers. The fact

~ that. administrators, courselors, and parents do have a relativply;g?rsg;;.»

 high degree of consensus with vocational teachers on what the
~ -latter should do, undoubtedly helps to alleviate this situation.

- This is particularly t:ae with respect to administrators, since ,

they occupy such a strategic position within the social system off ¥
the school. o | . , o

. ~ The counter-role holding expectations which are most dissimilar
~to those of the vocational teacher is the non-vocational student.
Since the. impact of non=vocational students on the vocational L
teacher is quite indirect, the vocational teacher may thin's that
‘the views of this group can be ignored. However, the powerful
and pervasive influence of students upon other students must be
recognized. Through the subtle and not so subtle rewards meted
out within the youth sub=-culture, students are in a position to
~ exert a major influence upon their peers who are or who could be-ig:
* come vocational students. o o AT e

There tends to be better agreement between counter-roles and”fi R

‘vocational teachers regarding what vocational teachers should do
than regarding what they actuallx do. Where this conditions pre-

vails, change may be facilitated by the relative ease of reaching:“”;'ﬁff.ff'

agreemsnt on what is needed.
B The study also points out how dual allegiance, in thls case )

~ ‘can be a dilemma for the many vocational teachers ‘who believe that
both of these groups have the right to expect them,to engage. in
particular activities. Problems may arise for the vocational -

~ roles regarding his activity. However, because of a number of
. possible mitigating influences, dual allegiance does not always
- lead to conflict. Except in a few especially troublesome areas,
the potential for role conflict for vocational teachers appears
",ato be moderate rather than intense., ) , o

The physical location of a vocational teacher 8 classroom or |

,:shop in relation to the remainder of the school plant appears tO‘y\v*
-be related to job satisfaction. ‘Location apparently is not a-

‘primary source of discontent for the vocational teacher, but the _

- overall effects of physical isolation or separation deserve fur-: o
'”ther consideration. , . o . | |

- Findings from the study indicate that the longer vocational :

_,'teachers stay on the job, the more satisfied they are likely to .

~ ‘be==even though a fairly high potential for role oonflict may o
: exist. Ce '

While the attributes of each type of vocational education».fv

'f‘loyalty both to local administrators and to State ‘Board personnel"" -

 teacher when divergent expectations are held by the two counter-? T T

”.ﬁ‘?a‘?he" considered in.this study appear to differ from those of
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o non-vocational teachers and from those of the other typea Of -
~ vocational teachers, Trade and Industrial Educaticn teachers es-"
, pecially have characteristics which tend to set them.apart.

Recommendgtions for'gurthgr'ﬂhgign (

. _ Seveial recommendations for additional research snd action -
" have become apparent through this study. It would be worthwhile
- for it to be replicated in a variety of settings to jidentify

;'L;ﬂ those aspects of the findings which may extend beyond the bound- : i R
® ;'ariea of this state ~d have regional or national significance. RS

o " The approach used in the project can be expanded in a nunber
- of ways. Job satisfaction as a factor affecting role behavior
. should be integrated into other dimensions of the role concept in
" a more adequate manner .than has been done in this exploratory _
 .gnalysis. Alsgo, the inclusion of responses from additional counter=-

“‘roles such as State Board personnel and local school board members

o might be justified despite the special problems which the addition ' .

 of such groups would create. A further examination of the legi-’

- timacy dimension, ‘especially in connection with possible problems

- -of "multiple allegiance," is needed. A small scale investigation

" of this type has already been initiated as an offshoot of the

- study reported herein. Another complex but desirable extension
of this.research effort would be a study involving second order

-~ cognitions of vocational teachers. This approach would assess
. the ability of vocational teachers to estimate accurately the cog-

7.nitions of others regarding vocational teacher behaviors.

The resnlts of this research effort suggest that the lggiti-

‘5.nugx.dimension is extremely important 4in assessing the quality of

~ the inter-relationships of the vocational teachers with other

- . groups. Legitimacy most frequently lies with local administra-
" tors, next with State Board persomnel, and thirdly wich local

school board members. If- changes in vocational teacher behsviorsiA

"’.;appear desirable, those groups having the highest legitimacy rate-.

ings as given by vocational teacher’s should be able to have the

,_.2:';;grearest impact at the most minimal cost.. ‘A ‘better understandingf
~ . of the inter-relationships of these groups with the vocational

tcscher may assist in planning strategies for inducing change.,,, .

S ‘While vocational personnel mnst recognize their deficiencies,'_ R
’*ﬂvﬁ'they also need to develop appropriate ways to let concerned groups{f*; )

~ know what they are doing to improve upon and to utilize their

.,1'jpu{professiona1 competencies. For example, the notion that vocationsl
. teachers are not well prepared for their jobs because of insuffi-
. clent in-service training zppears to be without a factual basis

. in many cases and should be clarified among the various publics
‘ffgpbwith.whom the affected vocational teacher must. deal :
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- Additional investigatdion into the relationship of a number
of factors with the location of vocational classrooms and shop
facilities may be justified. Spatial arrangements appear to be
related to job satisfaction, to the feeling of marginality on
the part of some vocational teachers, and to the smoun*t of oppor-
 tunity for interacting with other school personnel, Obviously,
~all vocational teaching shops canmot be housed in a central loca-
tion within the main high school building, However, steps can
be taken to reduce the psychological discance that appears to
isolate many vocational teachers from the remainder of the school.

The non-vocstional student needs to be reached so that he
can understand better the overall importance of vocational educa-
tion. At the present time he appears to be indifferent or perhaps
even to have negative attitudes toward this form of education ,
and toward many of the persons who are involved in it. In turn,
it may be worthwhile for vocational educators to make a realistic
assessment of their respective programs to determining whether
there is justification for the attitudes held by students, both
vocational and non-vocational., If there is justification, remedial
steps should be given serious consideration.

| Inter-disciplinary workshops may be a useful device to en-
courage vocational and non-vocational personnel to strive together
to work out objectives and strategies that relate more satis-

- factorily in handling the problems of educating students with

differing interests, backgrounds, and capabilities.

Further work utilizing role conceptualizations appears to be
justified in terms of he insights such studies can provide 1egard-
ing the behaviors and problems of a particular collectivity o
~ persons such as vocational teachers. The concept of role can be

operationalized and the results of studies of. this type can be
_ translated into meaningful action. :
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 (GENEPAL TNFORMATION FORM FOR VOCATIONAL TEACHERS) .

Research Foundatio
- Wantier 2:4201, £at, 20

, ci—:f ‘GENERAL INFORMATION FRCH VOCATIONAL EDUCATION TEACHERS -

CHECK APPROPRIATE SPACES

Yout cutrent vocmuonal educatiou lpecialty' s

) 3. vocational sgriculture == -
: ) 2. trade and industrial education. Spoctfy ﬂeld
() 3. technicnt:gducatmn., Specify £1old- 3

AA

i

£,

: 2. Your’lie: .

.
[
2
<. -
[, ]
~N
v

25-29

LY

-

(3

S ENOUnSLwNm

A€ 0 and nver

-3 !dﬁr?:§x= o
AR male -
: fmle v

o~
L4
LN e
-

b Yout curtent marital status:

s

() 1.
() 3.
4

”~
L4
-

~ one

single
wmarried

widowed
di.vorcad

'Nnmbet of dependenta, including lpmu. .

none

bwo:

. three

four -
fj.vc or more
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9
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. Are you paid:’
T

w2

l‘otnl nadutc tuintnr (check only the highess level achieved)

4

(2
.

Lt t e latlalele
T g o o o Nt N
-‘ONO\N#W“

ahm nbovc- -

' poatgraduate training-beyond the nuor‘o duuc ,
waster’s degree completed. - T
graduate work toward a uuﬂr'u tla;:n

bachelor's degres completed .

‘over two yeara, of undezgraduate college buc no’ duuo -

.two years.or leas of undn;ndultc colh;c
high achoql guduau S TR
othor , .

Othcr gon-;cggnig cutntng pcrunent co youg poauton tlm: u not

‘roul nuubcr of ynu of praeucal ngn-togchm expcrionco 1n your

vocatioml field:

Ara you emplayed:

*

A ) 2

)1,
() 2

"()3-.

Total nunbor of yuu 'in your _gw poau:ion nt yout gm_gg Qchoolz :

) L
)2,
() 3.

ﬁA

P Y ale)
Tt e ot
o in

,dutiu are Anumd to: yom '

»

aone

- under ) year
.1 = 4 yeprs

5 = 9 years

e 10 = 14 ynara

15 = 19 yeara

- 20 yesrs and ovexr

ful;-»g;-e as a vocaetonll cdueatlon tuchor?

part~time as & vocational aducation teacher?. If °
employed part-tims, please specify uhu addutonﬂ,

’.

as a fulla-tim; vocational iducltl.oh tilchorl
as a partetime vocetional education teacher? .
o*hcr arunumnt (lpccmfy) -

under 1 ysar _ ¢
1 = 4 years - ' ' : :
5 » 9 yeara

16 = 14 yeara . -

15 = 19 yesra

20 yeaxs and over
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12,
‘f 13.
14,

15,

16,

17.

18,

. -3-

Total number of yeari 28 a vocational educstion teieheg ihighere:

() 1. under 1 year :
()2 1 -4years :

()3 5«09 yerrs

() 4 10 = 14 years

() 5. 15« 19 yeacs

() 6. 20 years and over

Did you teach or sre fou teaching any class?s for adults during the

196566 academic year?: , ,
. () 1. yes
{)2. no

il the teaching qf classes for idulti'pnr; of your reguinr tduehin;

assignment?:
: () 1l, yes
()2 no-

()3, other‘(;péctfy)

Are yoh ﬁaid extra for the teaching of classes for adults?:

()1, yes .
( ) 20 no L
() 3. other (specify)

Aré you jenernlly on the school payroll during the summer ﬁohths?:
g () e yes R Co o
()2 no. i

During the last academic year or summer, waré you engaged in any other
activities for pay aside from your regular job, such as operating a
farm, business or working for someone elsal: '
’ ()1, yes
() 2. no

Ara your classrooms and/or shops located: (Select the most appropriote)
o - () 1l¢ in & rcasonably central place within the main high
* school building? - ' . :
" () 2, in & wora or less isolated porticn of the main high
©*  school building? , '
(') 3. f{n a separate building gne block or less from the
© . main high school building? ' ’
() 4, in a separate building more than one block from the
' main high school building? -
() S. other (specify)




»ho k.

i1l -concerntn; your contasts with non~vocltlonll teurﬁers tn yonr achnol do
o you feel that-"
¢) 1. vyou have 1nsufflctent oppottunicy to be ln contact
during the e school day?.

T _ =€) 2, you have sufhclent oppo:r.uni.ty to bc in conuet durtng

' . ‘ - -+ the school day? LS
( ) 3, you have too much oppo:cunlty to he in contas : dullng ISR ’
] the school day? S R : o C

20, Bhere did yow’ secure most of your underg;gduate education?
()1 Ckishoma State University" _

) 2 - other collegea in Oklahoma ' ' ,

} 3. . othe: colleges outaide the state: of Okllhonh

p) 4. does not apply : v '

AAA

21 Total number of yelra in educational pasiclonl other thg thal of
vocational education teacher:
() 1, none
under '1 year
. L @4 yeara
. § =9 yeara
; - 10 = 14 years
e 15 = 19 years
+ 20 yesra and_ovex

22 If you have ever worked in other educagtonal poai:lonl boltdon chnt :
* . of vocational education telchct. check each such poaition chat you A
have oecupled

l

none’
lnduatrlal art: teacher o
grade achopl teacher in nOanpclttOnal tleld. .
high school teacher in non-vocntlonal fieldl
achool adm&nintrnnor

. coach
counaelor

- othor (:pecify)

s * @

N W S A N o et N ©
WAV W=
b haih,

B Y e talelala el

"23q Do you gcurrcatly also also work in any of the pouttionl ltlted abuvet'i"’
. « ) 1. ye: yea (apoctfy the potitionl) .
( Y2, mo _ S

-

' 24 check each of the following types of or;nnt:ationa in whlch you have
B ao-c kind of membership:
()1, general educa:ionul or;ant:ations auch as O B A: :
() 2, atate vocational cducatlon uﬂaocinttona luch s Okluhoua
Tech, Society
{) 3. local farm. or;ant:ationl such, Ol chc !lrn lutclu
¢ ).4. local civic organizationa gsuch aa Kiwanis.
() 5. local fraternal organications auch as. Blks - . g
( ) 6. local veterans organizstions auch as the American ngion -
() 7, local buaineas oraant:ationl auch aa the Ghlubct of COllItcl
( ) 8, other (apeclfy)

.




(ACTIVITY COGNITIONS INVENTORY*)

VIA L2 (T&T)
" No. o

OKLAHOMA STATE UNIVERSITY « STILLWATER

Depariment of Education
PRontier 26293, Ext, 373

VTA 1-2 INVENTORY

We would like to know what you think Oklahoma trade and industrial education
‘terchers actually do, Please indicste the exient to which you think most

- such teachers engage in each activicy listed below. This msy be done by
.selecting the bes” answer from the following list and writing its number in
the blank provided by each statement. : -

i. Alvays
2, Very Often
3. Often
4. Occasionally
5. Rarely
6. Never
7. No Opinion

Usa only one number in each blank, choosing ths ons that most nntiy ,rcpruinl:n
your opinion of how often most trade and industrial education teachers do what
 is given in each statement. ' .

1, Use different methods of instrustion than do most non-vocational
teachers, because of the nature of their subjact.

2. Receive more pay than non-vocational teachars with as much formal
education and teaching expericnce, because of the nature of their
,’Obo : V . T :

3. Estabiiszh and maiwutain working reletionships with more of the
influential peoplsc in the community than do non-vocational teachers.

4. Requira ntudinu to -ike up work they miss when attending shows,
' contests, and other sctivities, C

S. Have as a primary objective training students who probably will
' not go to college, .

]

6. Heve the same gudtnk standsrds as most non-vocational teachers
do for their studants. ' : -

*Example shown was used for Trade and Industrial.Educationk
teachers., Identical items were used for other teacher types as
well, :
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7.

NS

..
- waay the needs of cthelir particuler voeanmx prOjAME,

hcvuc lt\d«tl with humuon Me m to. m"ly aud tql:nuﬂ

- for A job aftax .udulnou.
Provide students with infeimation ahue where thcvy can me jobn .

after .nduluon,
mtou the state office 1€ the lml M;ne u wt: qum to.

Chack with tha local Mucuu.n befora tuguwtu; cmnt:rwminl

- {asuss dizectly welited to their metml “.“o

Inform upraunuum of the stats vocnuoul ducauon otﬂ.cn

about all important vocnuoml cdmesou utecu discusnad by
local administrators,

Keap to a minimum the absencas of vocational ntudu\u mrelalngbj '

!t':“:mcuu and other similar: «mm« uhtch ogour duuua nclmsl
.. .

Have a lower pupil clasy load than m-vocntoul toscher- to allow
for the individualizad lnstructton that mnuonll ul\scuion '
npbuuu. . : , . .

Inform locnl adniatetrators aSout all !.nporclnc weaﬂum oluuuon
-utuu discussed by state olﬂco pouoml. ‘ '

' lncouruo qunuﬂcd students to: .ﬂm sexioue :hqu;he co ucu\lug
_ vocnttoul oducnuou teachers,

' !xnrctn soms typs of control ovar ductum rourdlu atuduu uho

axe adnuud to anroll in the vocn:tou‘ proguq they teach.

" Spend sore time at school talking fnformally with vacational

studants than mnt m-vocaumnl :uchan gcucuuy do v!.(:h thetx .

" students. _
Obtain the optntono of parants on what concepts and .km- thelr.

chﬂdren should bc taught in vocational classas.

- Explain to pnnntn tha bamﬂ.u uudnnu obntn fron uk!.n. .

vocational sGuzsus.

Tey to lvup their teaching methods up to date. -
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23.

2%,
25,
26,
27 .

HERRRRIt

29,
30,
3l.
32,
3.
3%.

35.

EERERR

36,

21,

Try to bkcep the content of their courses up to dote.
Try to keep squipment for their vocationsl program up to date.

Try to discourage the use of vocational classrooms for mon-
vocational classes.

Prepare as adequately for their coures presentations as non-
vocational education teachers do, : ,

ﬁnphaotze the laboratory or shop aspect more than the purely

acadenic inetruction aspect of their vocational education courees.

Discuse with studentg ways of dcvolcping better etudy habite
which can apply to all their classes. : , ,

Teach academic subjects as well as vocational subjects if a
special need ariees in the echool, T

Have as a primary objective the teaching of skille vhich will .
improve thelr students’ chances for employment immediately after
graduation from high echool. : S :

Emphasize to their studente the hportmci of dwal.optng communi-
cation skills. ' : : : '

Consult with state vocational education personnel before making
major changee in what they teach in vocationql courses.

Prepare and follow a teaching plan that tells what is to ta
covered during each class period, : :

Emphasize teaching studente the jiuct:ical skille of a vocation
rathez than the theory that underlies that vocation.

Make considerable effort to develop good uht:ionlhtpnv\dt'h non~

vacational teachers,

Maintain up to date records on the job placements of \ipcation'll
etudents who have graduated. ' . '

Consult with the 1ocal adminietration befors making major changes
in what they teach in vocational courees.

Obtain reimbursement for travel done in connaction with theix job
when tranaportation is not provided by their school.
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A0,
Al

A2,

£

"06‘-

TR

52,

7. !Inly on the judpnnt of I:M loclt adui.ntucmtion as to t‘!. uﬁl\b« ‘ o

39,
. 'm: th.o ‘
43.

at. |

A9, .

.3:'{

51,

53,

L e

and :ypc of adult vocetional clu-u that should be o:miud.

‘Show as wuch interest and concern !.u tum of acad-uc !:Mon
as m-»vocal:tunﬂ teachers do. : o

7 Hake an cufore to get the ouppor: nt locoi ccbool m:a un-ban
- fox vocauounl education bud;ol: rnquntl. ’ : ,

Organize sdult vocouoml clnul vlm\ loca! cmity gmun -

Insiet thet all ltwlantu nd-u:tod to thctt wcottond conuu :

have the pol:mcul abilicy te lnccnd in doing l:ho wotk.

!“coungo ll:udcnu of Mgh abtluy to takc mauml chuu. ‘

Exercise sowe tnﬂmco on decisione made By the Qnu otﬁcc .
vcoucotntn; vocol:ionnl cducn:ton. , ,' _

' :laport, probhu mcouut:oud in l:lutt work l:o tlu tocol gd-lnutuuou.

leport problm encountersd in thotr work to tlu ll:lt. o!ﬂca. :

Socura advl.cc from non-ofﬂeul ourcu. such as’ ponono 1ueorn|:l¢l
in the ﬂold, when vocational currtculu- chm.u ara bctn; couudotol. :

Adop: vocn:toml pto.rm prmuly to locnl mnponr uudl. _
Adapt vocationnl programs prmuly l:o nouonol unpmr nudl.

f‘!cc" publie oupport bofon 1n1ttn:1u Iljbt chmn in » vocluml
- progran, _ , _ ,

'rnkc great cuu t,o bchnvo npptoprutoly in pubuc plmo. _< ) ,
tma an affort to obl:un formal trainiag in public or hmu uhuou. .

Send articles about thur pronm und ncttv!.uu to their locul
, uewlpnpen.

Take uguhg courees in collq. in ordot to kup up to dntc cn

“ l:uchtng methods.

Attend short courses to updn:o their kuwhd;o cbout vocnzonn
©  education. .




53.
56.
57.

38,

59.

60.
61.

62.

NEREER

63,

6%,

66.

67.

68.

70.

R

69. ,

7ake counseling or guidance courses in college.
Take an active role in professional education organizatioas.

Work to improve the image of vocationsl education in their owmn
communities. ‘ :

Enphasize the latest techniques in their £1e1d wore .ian traditional
methods. . -

Keep the wishes of the local adninistration in mind when deciding
on the nusber of extra curricular activities vacational students
should undertake. »

Eatablish and maintain relationships wita employers for whom -
their vocational students may work after graduation from high school.

Conault with a representative from the state office before sub-
mitting major equipment ordevs to the local adainistration,

Avoid participation with groups involvad in controviuy in the
communicy. .

Initiate more contact: wit¢h the general public than do most non-
vocational teachers.”

Use community contacts to help develop the local vocitional
education progrem..

Work primarily through state cifice personnel when intevested in
obtaining a position at a different school.

Suggest that personnel handling counseling functicns revise their

. policies if a high proportion of students with poor academic

ability are assigned to vocational claases,

Perform free services for local comsunity people ae part of their
job.

Evphasize the importance of a college education to vocational
students. -

Seék from the state office spscific guidelines as to what ;:.hctr
local program should be. : ‘ ’

Allow their students more freedom during school hours than wost
non-vocational teachers do. '

A-10




(NORMATIVE EXPECTATIONS, COVER PAGE®) |

.'*’

m 2-2 (f & !)
"0
‘“I“HQMA STATE UHIVl..I" . "“'l'”l.

= Research Feundation L S 74078 '
Pontior 24311, Gt, 37V ‘ ,

" VIA 2-2 INVENTORY

We w.iuld 1like €o know wvhat you think Oklshoma trade and Industrisl aducetion .
teschera !hgld do. Plasss indicste the extent to which you think most such
tsachers should sngage in aach sctivity listed balov. Thie may bs done by
sslscting ths bast snawer from the following uu end writing it~ oumber in
the blank providad by uch ultmm;.

2. 'Ahuyn :

3. Very Oftan

30 Often

&, occuton-uy '
5. Rerely

6. Naver -

7. IO' Opinion

Use c¢nly ons uu-bn in each blank, chooaing the one. tbn: most ultly upuun m
your ophupn of how often most trads snd industrial sducsticu eucwn gm_
. do vblc is sivan in esch statement. '

i

1. Use different mathods of instruction than do most aou-vocluml
, tcnchnu. bccnuu ot‘ ths nature of their sudject.

3; Racaive mors psy than non-vocstional teschars with ss much formal
education end tuchhm exparience, baciuss of the nsturs of thatr

Job,

3. lotnbunh snd maintain working relationships ‘with more of the
‘influentisl peopls in the. cmunity then do non~vocational
. teachers, .

4, Requira uuduau to uko up work they wics vlun ncundlng shows,
contuu. snd other ncuvuiu.

L]
————
g ——
———ee—e 3+ Have u a primary objsctive tminin. uud.un vho ms'obcny will
not go to college. .
‘6. Have the same grading ltandudo 48 Most om-m.tﬁwul cuclnu
* do for their uudnuto. :

&

*Example shown. was vﬂed for Trade and Industrial Education
teachers., Items are identical to the 70 items. shown on the Activ-
ity Cognitions Inventory.




oo R T IRTR T AT

(COUNTER-ROLE LEGITIMACY INVENTORY, COVER PAGEX)

VIA3-2 (T & 1)

, Ho, -
OKI-AIIOMA S‘I'A'I'E UHIVIRSITY . S'I‘II-I.WA'I'III v

Research Foundation » A 74075
- FRentler 2.6200, Ext, 271 ’ : o - ) .

VIA INVENTORY

This form is designed to ask you as a trade and ‘industrial educntlon ceacher
which categories of peraons in the following list have a. tigh: to expect you
to engage in the varioua activitien stven below, -

1, . Personnel from the State Board -7, -Non=Vocational Students 3Q,Ynun
‘ for Vocational Education i - Schopl ‘ :

2, Your Local S5chool Administrators 8., Present o Potential Employers

3, QOther Vocat:ional Teachers in- : of Your r Students .
Your Field 9, Parents of Your Students

4, Non-Vocational Teachers in Your 10, Your Schgol Board - . '
School 11, Community Groups ;nterente _J;

S, Counselors in Your School Your: Ptogrlma

6, Your Students

In each blank write the numbers for all of the cacegorien of persons: “that you
feel have a right to expect you to do what is spelled out 1n the ﬁtatement.

On this form place as many numbers as are appropriate gg,ench blank,

1, Jse different methods of instruction than do most non-vocational
teachera, because of the nature of their subject,

2, Receive more pay than non-vocational teachers with as much fotmnl
education and teaching experienca.becaunc of the nature of their
job.

3, Establish and maintain workin; relationships with more of the
influential people in the community than do non-vocaticnal
teachers,

4, Require atudents to make up work they miss when attendins nhown,
contests, and other activities,

N —
5, Have as a primary objective training atudentl who probnbly will
not go to college, _
6, Have the same grading standards a8 most non-vocational tenchcrs
do for their students, o

*Example shown was used for Trade and Industrial Education

teachers, Items are identical to the 70 1tems shown on the Activ-

ity Cognitions Inventory.
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. (VOCATIONAL TEAGFER SATISFACTION 'iw;;’m)ﬁ) e

.. R o
e s

=

OKLANOMA STATE UNIVERSITY - STIAWATER

m mumumoum

!hto form 18 deumd :o ask r.ho uunt to uhteh you nu utuﬁod vteh SR

‘warious asp- ts of buing & vocational sducation tescher in your field, - Pleass

indicats tha extent of your satisfaction with each aspect listed below. Thie

" . may be dons by selecting the bect answer from the !oum list and vuth.
i l.r.l mmht n tl:c blank pmidod by each ltauuut. =

S e Alwcyn mmua
. 2 Vexry Often qutt«l
- 3, Often Satiafied .
&y - Occasionally latuthd-
"5, Rarely Satisfied '
. 6s Never Satisfied
. ) . S D R ,7:*!0 OPilﬂOIl ’ L _ M
o -ilu onlylm m-lmr su mﬁ bhuk. choounc ttu oae tlm: mm m:mu o

1. ‘!‘lu coucu: of mebcolu avatublc fot eucbh; w mtm. o f .
2. 'ﬂucmn outuuu 0% guidubywhuhtmh.. S

'3,  The swount of practical moruncc'z »y otmnu 30: vhtlc @skm -
a vocational courss, o

4. The amount my uudancl lurn in mm . mlttml coutu. | :

5. Tha kind of dtscipline eaforced at my schools 3

6. Tie kind of discipiine I use mh muum in ny clum. .

7. ™he general level of abiiicy of iic ieuﬁaata aa -y clauu.' o
8. The ausber of students .mu.a in wy cmnu. R
9. The academic courss. b-cmm of. lmdnn moll-d tn ny clmn.. ) | : =
10. The amount of my available for ny progrem, ' .

LI

11, 35e procedures for developing budgets tqtvw program, S
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| ! |- | | | ll I'l » |‘| *| 5 -l"| ‘-1

I I‘ |

14.

16.
17.

21.

22.

26.
27.

28,

29:

12.
13.

15,

18.
19-: o

20,

23.
2.

2s.

30.

3.

e2e

’.'l‘he lnount of freedom I heve. in expunin; opinionn about: vocati.oml
educauon probleu. ‘ :

,’Ihe munt ‘of freedo- I havc to eonduct: ny courul 28 I see. ﬂt. S

'!he galitz of nteriuh and cquimnt uvulabl.e for my pro;u-. S

'the anount of uuriala ond equtpunt avlilablc £or ny prognu.A .

The adequacy of lplce auigned £or uu 1u -y program.

"l'he location of the cluuoon I uas 1u relution to ol:her lchool
_ classrooma. . . - s

'rhe extent to which my atste uuperviaor and locul adminiatrstor .

are in asgresment as to thg number of coqut:i.ttvc activitiea ny

. utudcnu nhould enter,

The amount of .uccau " nudentl hIVI lua ‘ln conpctitivn activitiu‘

durin; the lnt year.

The lmunc of time I am expected to lpcnd on extu curricullr o
, lct:l.vitiel not rellted t:o vocationsl educltion. v

'_.I.iniu placed on the mnber of vocltionll ttlining ullted contuu, '

field ttipl or activttiu in which my atudcnu can plrticipate.

'Ihe opnntion ot ltlte vocat:ionll telchcr luociltiom t:o Hhich

vocational tcacheu ‘tn -y field may belong.

The operation of nutional Voeltionll teaeher uaociationl to which.
vocltional teachera in my field may bclong. :

The policy of expccting vocatmml tencheu 1n my field to ceach
adult claaaes. . .

Thc lmunt of 1nterut peoplt in my comuuity gcncully hlve

concerning adult cluun in ay ﬂ.cl.d.

The amount of intereat people 1n oy cowuni.ty genenl.ly havc
conccrn:lug my £i21d of vocational educal:ton. _

Thé sxtent to which I am cxpect:cd to plrt:lciplu in locll. civic

functiona .

The cxtent to whieh I am. lxpected to meet wit:h lozal groupa
hecause I am & vocltional teacher, : ,

The relationshipa I generally hlve with fel.low voclt.ioml tmchen
in wy field in the atate.v o

The :elltiomhipa I 3enen11y have with non-vocluonql telchen
in my achool. ,

The relutionlhipa 1 3eneu11y have’ with my local lchool. lduinh- '
I:tltion. , , .
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- 775'.3.

32, -'ﬂu uht:tonohtpa I gcncul.ly have wltlt vocat:ioml t:nchou in tlu
- otate who are not: 1n my field, A . ,

335.5_ The rclauonlhtps X generally luvo with ltll’-. otﬂ.« plnpnml. :
36. The rclauouahtpa 1 nmtelly hava wtt:h counulou in uy achbal.

3. The extent to which my Job does noc mutfcn utth uy prtvotc uio o
. and that. of my funy. .

36. The uncul. lavel of -onle auong nachcu in. ny fuld of. voeaeioul
' educacion in this a*ct:c. : IR :

3.7., The abtut:y lcvcl of new t:ncluru ent:crtng '.ot_ ‘vocu(wu )
cducatton. , PR S o

38, The a,dlqun,, 'a'z pre-sexvice eutntng offcutl .p:eapccctvé or
. potential t:nchon in -y !uld of vocattonal education.

39. The adequacy of sdditional trsining being offered to pcnonl
‘ al.rndy t:nchtng 1n ny ﬂcld of vocluonll cductl;ton.

40 .-Thc prntigg gcncrauy gtvcn htgh cchool. t:nchﬂ.‘l 1n my so-untty. :

41, The prnl:tgc gencrully gtvcn ny pu't:tcul,lr job by non-vocn:to:ul -
e tuchcn. , , .

42.. The prnt:lgo gcncully ;Lvan »y plrctcuhr ,.ub by g L g gg
i:?ai:cmi. '
43, The ptutigo ;cncully uvm ny parttcular job by goungolo;_q

44. The preatige gcnnuuy gi.vcn wy parttcular job by the n_q__},
”gublte.,

&S. kthc prut:tgc generally givcn ny parcicula: job by nga_!gs_s_eul
© atudents in my achool.. _

46. The l.cngt:h of my avcrlu worktng day.

47.. ‘rhe fairneas of the ullry I receive uht:tvc to that of non- ,
"~ vocational t:uchon in wy achool. . .

48. f—‘l‘he fairneaa of the aslary I receive uhttvc to other vocn:i.onl
. educeston teachera in ny field 1n t:h:ll atate,

49.' " The m.-bu' of -ont:ha I uork pcr ynr. ' RN
50. The t:ypc of aupctvuton I rccetvc f:o- lntc ofﬂc. pcuomul. :

St. ‘rlu opport:untttn for advancement I luvc aa vocauouql taacinr '
. in thia atate. : :
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2.

ss‘

.| Ill ";!1 l

63.

53.
o lch:ol gcnerluy dul uith vgclti.onal. cducnt:ion otudcncl m ny
" field, . R , -
- _f'at:cte of!icc are lpeucd out. .

~ local school. ld-tni.ltnuon are zpcucd out. ‘
: '!hq extent to vhich 1 can ml. tlm: ny point: ot vuv wiu bﬁ

" given sdequate consideration tn policy ukin; dociuonl by elw
" locsl: school bcm:d. e . . :
87,
8.
59,
60.
6. - ,
o me sufficient opportuntty to interact uit:h non-vocat:toml t:uchcrl.t i
, telcheu ut:her than se 8 uplrltc group. 3

The. cxunt to wm.ch nun-voclt:lonll t:uchcu are w:lning to
‘consider vocational taschers generally as regular high lchool
_ t:ncheu nt:ber than as & upn:lu ;roup. , )

The lnount: ot job ucuri.t.y I huve u c vocleioml t:elchcr.} » :

el

"1‘h¢ type of -upo:vtuon I ucoivc t:n ny locn ad-!nilt;mclon.

The way in which parsonnel handling counseling functions famy '

The ldequley and t:ho:ou;hnau wi_th which w obu;nt:ionn to thc

The ndequlcy nnd t:horou;hneu utth Hh:l.ch ny obuguionl tc ehc. ot

‘A,thc "m;c" ot -y ﬂ.old o! vocat:tonnl aducltton in my couunit:y. ,
"nu ":l.uuc" a! ny ﬂcld of vocacioul cducul.on ip wy uhoal.

The "huc" of vocntioncl cducntion uncnuy in ny couunuyo -
‘lhc "m;c" of vocut:tonll cducntion ;cmully in my lchool..,' A
‘E‘u extent to uhich the location of ny chuu. etc., pcuiu .

The ext:ent to which nou-voclt:ionll tuchc"l sre wilung to :
consider vocstional teachers in my ficld as regular ht;h scuool

Aoy 4, w g

, Ihc extent to which I am kept informed on hporl:lnt: mttcu

uhud to my field o£ vocn:ionnl cduclt:ion. :

The extent to which I am kept 1n!omd on i.nport:lm: uat:t:etl

related to vocattonnl. cducntion gcneuuy.
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L APPENDIXLB' DESCRIPTION OF ECONQMIC REGIONS OF THE STATE

f:1; Panhandle and Plains

Economic Region 1 is Oklahoma' s'Pahhaﬁdle with very 1argé

" wheat farms and large cattle ranches; sparse population which con-

tinues to diminish in size; and no communities of 10,000 or more
inhabitants. It is a relatively prosperous agricultural area.

Economic Region 2 is part of the North Central area of the
‘state and specializes in wheat. Two communities with populations
between 24,000 and 39,000 and one with over 11,000 as of 1960 can
be found in this region, which is the state's most prosperous
- faxming area. Population is declining in the farming districts,

2. Northeast and East Central

This section of thes state encompasses the Northeast Oklahoma .
area, the Central Oklahoma-Western area and the Central Cklahoma-
Eastern Area., Economic Region 3, Northeast Oklahoma is mostly a
livestock grazing area agriculturally. Oil.fields are to be found
here alsec. The region lost population although it contains two
communities of over 10,000, one of which had nearly 28,000 people
in 1960, and is headquarters for several large concerns, mostly
in petroleum.

Region 5, Central Oklahoma-Western area, is mostly plains
territory. Wheat is the major cash crop and is centered in only
part of the Region, where a fair variety of types of crops are
raised. The major-educational institutions of the state are here.
0il production is fairly important. Three communities with popu-
lations of 24,000 to 33,500 can be found in this region.

_ Region 6, Central Oklahoma-Eastern area, inciudes three cities

between 10,000 to 15,000 population. It is a mixture of prairie
land and woodlands, Cotton was particularly important as a crop.
Although cattle raising and dairying are increasing, oil production
was particularly important in the past.

3. Southwest and South ngtral

Included here are the Southwest Oklahoma Area and South Cen-
tral Oklahoma. The Southwest has three cities of about 15,000 to
over 60,000 population based on 1960 census figures. Southwest
Oklahoma is the principal cotton~growing area of the state. The
rural areas have lost population., This is classified as Region 4.

Region 7, the South Central area, has an Eastern and Western

Belt, livestock raising is increasingly important, while cotton,
C [ ]
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peanuts and corn are fairly important crops in the Western belit.
Two cities in the 20,000 population class are located here, in
the Eactern Belt; one community of 10,000 exists. Hayg'cotton;
and peanuts are among the more usual crops. ’ ' o

4. East and Southeast

Three areas are included in this region, the Arkansas river
area of Eastern Oklahoma; the Ozark area; and the Western area of
Ouachita Mountains. The Arkansas river area of Eastern Oklahoma
has many small farms, emphasizing livestock-raising and some cot-
ton, The major vegetable district of the state is located. here.
Some coal mining exists, with industry being largely. concentrated
- in two cities of abeut 16,000 and 38,000 population in 1960,

There is a strong Indian herltage in the area.

The base economy of the Ozark area is agriculture with some
employment in wood industries., The farms are the smallest in the
state in this rugged territory. Livestock and Dairying are . =
stressed, but the resources are poor. There are no large towns in
the area, which has been declining.in population. . :

In the Western area of the Ouachlta Mountains, farming pre-
dominates, but little of it is truly commercial. The forestry
industry is the principal non-agricultural enterprise, Coal mining
exists to a limited degree but is on the declipe. One city.is
- to be found here and it has little manufacturing, This community

had about 17,500 in it in 1960.

5. Metropolitan Area X

, This region is comprised of the county which includes the
second largest population center in the state. :

6. ‘Metzopolitan Area ¥

, This region is the county which- 1ncludes the largest popula-
tion center in the state. .




APFENDIX C: CHARACTERISTICS OF COUNTER-ROLE

INCUMBENTS IN THE SAMPLE




Ammx C: cm.mnm:csormn-m o I
INCIMBENTS IN THE sAMPLX® . . P00

lt.-bor nnd purccn: os lupouu num Within Va:huo cluutﬂeutionl.
by rypl of coum:ur-rolo and rym of Vocuuoul. lducatton

Typs of @,u,.g....,;,i;_ o nmmwmmﬂwmm

nature of questions, end e
response c'i.‘ul!,ﬂ\ca::ionl ' @ _G}‘-Lm % -—I—LG')- -

BO-VOCAL JONAL TRACKER (- M 81 Joo }1 00 30 10“
~ Language Arts ‘ 32 31 20 23 lo 23 21 42
. Sociel Studies B 11 1 13 15 .3 18 10 20
Math : o 13 14 © 13 15 2 12 ‘5 10
Science ‘ . 7 7 - 11 13 4 23 6 12
Huslc » i 1 5 6 -1 6 1 2
Physicel Kducetion 5 5 e 2 "0 - 1 2
Business, Commercial 16 15 - 13 15 1 6 6 12
Induwtriel Arts 4 4 3 3 0 Bl 0 =
Hcwe Economice 7 -7 2 2 2 12 0 o=
Hisc. and no rssponse 7 ? 5 6 0 e 0 )
MWMMM? : o .
Yeas _ 10 1 2 12 1 2
No ‘ . 97 » 93 7 89 15 88 49 9. -
No d.ﬂ‘ ) . : 1 1 0 - o o 0 e
Under 25 : 17 16 8 9 3 18 6 12
25 - 29 o SRS § BT § | 16 16 2 12 . 7 1
- 30 - 34 - ’ 12 11 8 9 1 . 6 9 18
35«39 A b | 11 - 12 14 4. ‘23 . 2 4
40 = 44 15 14 8 9 0 - 8 16
45 = 49 - 13 13 9 10 3 18 -3 6
50 « 59 16 15 22 25 3 18 . 7 .
. 60 and over , 8 - 8 6 1 1 6 ? 14
. No dete o 1 1 0 - 0 - 1 2 -
. Male ' - X 51 4 55 3 .18 26 52 T :
_ Female 51 49 ' 3B 4 14 82 23 46 !
No deta 0, - 1 1 0 .- 1 2
or, om i \ : : : I
. Post-Grad. beyond master'e 27 26 i8 21 2 12 9 18
Master's degree 19 18 27 31 4 23 3 § 22
Grad.vork towerd master's 26 25 26 30 7 41 21 42
- Backelor's degras 32 3 .16 18 4 23 9 18
Over 2 yrs. Undergrad., ( ' , ,
no degree -0 .- 0 == 0 o 0 -
2 yrs. or less of college 0 == 0 == 0 o= -0 e-
“.s’ 'rﬁu.t. 0 Y e 0 on 0 ow o -
o:h.r 0 - 0 -m 0 -e 0 oe
No dete 0 .- 0 == 0 e 0 o=
ot . Ira ositi
Under 1 yeer 19 18 14 16 6 35 10 20
14 36 35 29 a3 2 12 20 40
S=9 : 24 23 21 24 4 23 1. 20
10 - 14 7 7 ‘ 8 9 2 12 3 6
15 =19 : 8 8 9 10 . 3 18 3 6
20 and over 10 10 6 7 0 .- 3 6
0 .- 0 -n 1 2

No dete : : 0 - e




APPENDIX C: (CONTINUED)

Type of counter-role, e of vocational education to which coun er=role incunbent responded

" nature of question, and Tech. EBd. D. B.
response classifications @ ZZS zni GS y

NON-VOCATYONAL TEACHER (cont.) 104 100 81 100 17 am 50 200
'gotnl Yrs. as Tegcher gnywhera _ ’ ‘ ’
Under 1 year 8 8 : 7 8 3 18 4. 8
let ' 15 14 14 16 3 18 : 9 18
5«9 20 19 18 20 1 6 10 20
10 - 14 17 16 6 7 3 18 8 16
.15 - 19 16 18 ‘17 19 4 23 4 8
- 20 and over 28 27 24 28 3 18 14 28
No data - 0 - 1 .1 0 - 1 2
- Current Salary/10 Months ; '
Under 4,000 1 1 Q - 0 . 0 =
4 000 - 4,999 ’ 3 3 17 19 3 18 7 1
F Y0 - 5 999 - 47 45 30 45 8 47 27 - 5
: L0 « 6 999 21 42 20 23 5 - 30 12 24
‘ . I,OOO - 7,999 3 3 10 11 1 6 3 6
| : " 8,000 and over 1 i 0 - 0 e 0 -
No data 1 1 1 1 0 " 1 2
chool Payroll/s ntha
Yes 3 X} 30 35 4 23 12 2
No . . 67 64 .57 65 13 77 37 74
No data : 3 3 0 - 0 - 1 2
Any .Other Non-Acad. Salary o .
Yes 40 39 27 31 2 12 17 3%
No 54 61 60 69 15 88 32 64
~ No data _ : 0 == 0 == 0 - 12
Yoc. Teacher Contacts ' » .
Insufficient 36 35 40 46 12 7 21 42
‘Bufficient 66 63 45 52 5 29 28 56
Too Much i 1 0 - o ve Y o
No data . 1 1 2 2 0 - 8 2
Most Undergrad. Edive. ,
© 0sU ' 11 11 10 11 - 1 6 5 10
‘Other Okla. Colleges 81 78 61 70 15 88 3?7 74
" Other College/Non-Okla. 11 11 15 17 1 6 7 14
Does not apply 0 - 0 - 0 - 0 -
No data 1 1 1 1 0 e i 2
Other than Teacher, ever
held anv of these positions? ‘
Counselor 1 1 0 e 0 .. 3 6
Administrator 0 L L) 0 «= ¢ - 0 -
. Coach ] - 0 e 0 e 0 -
Other ' 0 - 0 - 0 . 0 -
No data 103 99 0 e 104 100 101 202
Currently working in one of
above . ;
 Yes 0 - 0 - 0 - 12
No 12 11 0 e 0 - 6 2
No data 92 89 0 e 104 100 97 194
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mmmm Al e LI FUIRT R 2 1
ettt me I
15 through 16 S - - I 29 33 AR R R T ) »
17¢hrough 18 .= . . 66 60 58. 66 ) 0 32 6.
Over 18 8 1 11 2 1 [ J—
Mo data o R ' T 0 "o 0 . - ' : 0 o
.. Male ' % .65 S0 57 - 9. 50 16 N
- Femgle o 40 35 B 63 9 50 .35 69
10tk o 16 1% 9 10 9 50 .9 18
th ~ A5 39 33 40 8 & . 27
S T 1" o 53 . &7 & 50 0 e 28 55
~ Mo dsta - 0 e 0 e 0 . L0 e
~ Professiomal 18 16 8 9 4 22 5 10
 Seai=Professionsl : 0 me 2 2 0 o= 0 ==
Manageriel, otmm. . : : . - .
Owners - .15 1 % 16 5 33 9 18
.cmtcn. Sales, oc, 8 7 7 8 2 13 1 22
Service 5 92 6 7 0 e 1 2
Agricultural @ 17 15 8 9 0 e 3 6
- Skilled , ‘26 23 26 29 4 22 1122
Seni-Skilled . 7 6 6 7 2 11 3 6
Unskilied 2 2 2 23 0 .o 2 4
Not fidentified 13 1 - 0 . 4 8
Unenployed .3 3 3 3 0 . 24
Nodata = = 0 e 0 e L0 - = 0 .-
‘@radusts work - . 2. 1n s 6 0 e 6 12
" Bachelor's degree 7 6 7. 8 2 1 , 4 8
" College/no degree 18 s 20 23 6 3 4% 27
‘He 8, graduate : 42 37 32 .36 6 33 13 25
Non=H.8. graduate k] k) § - a 27 4 22 } L
 jpoATIOML STOENS - M3 Mo . 97 100 a 1 s 10
" 14 and under 2 . 2 0 e 0 e R
15 through 16 35 29 12 12 8 38 5 9
17 through 18 .69 38 2 w0 12 57 1) S L
Over 18 : SRt | 1n 13 1B 1 .5 9 16
Ro ‘.l. . . ’ 0. [1) o Al . O e : 0 -
gox o
Vi - M9 w0 0 81 83 W 16 . 21 a9

Fumle S 0 .- 1 17 .5 % 8 51
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. APPERDIX C: (CONTINUED)
Type of countecre-role, : e _ . , B
-nature of question, snd " e VO "AR. o E Qi i Tech. Bd. =~ - D. K. - .
response cisssificstions ) b e B ) ! : ) R ' §
 YOCATTONAL STUDRNES (cone.) 119 Jo0 97 ¢ - 2. 10 35 100 |
ield of Voca duc . : ’ < .
D. Bo . 0 hadad 0 hadd ) 0 .'._' ‘-‘ 55 100
Tech. Ed. 0 .- 0 .. 2 100 0 .-
T&I ' : 0 - 97 100 .0 Cew 0 e
Vo.=Ag, ' 119 100 0 - 0 .- 0 -
' ‘ Other ' 0 e 0 o 0 - 0 me
No data 0. .- 0 o= 0 e 0 =
Crade : - o oo
gth . . : | . 5 * ’?’ o . V' oo, o e ) o eoe .
10th : . : 16 13 4 4 3 -3 1 .2
1ith 3% . 29 - - 28 - 8 b 9 16
-12th : _ g 63 33 6% 67 10 - 48 43778
No data ‘ Q1 atuing) .0 - 0 et T (2 linins)
Occupation of liousehcld Hesd =~ ~ - _ : T ' :
. Professional ~ ‘8§ 4 2 2 4 W 1 13
Semi-Professional - 1 1 1. .1 0 e’ [ 7
Managerial, Official, o o L B : :
Owners 11| 8 10 10 . & 19 5 9
_Clerical, sales, ete. 3 3 8 5 1 8 1 20 .
| . Sexvice - 1 1. 8 & 1 5 2 4
| ‘Agricultural S4 45 10. 10 - 1 5 L2
| Skilled .20 17 .20 21 .5 2% -9 16
Semi-Skilled 6 5 14 14 1 5 4 7
Unskilled 3 2 2 2 3 .5 0 L)
Not Identified 10 8 15 15 2 - 2 7. 13
Unemployed 6 5. 10 10 1 5 5 9
No data _ 0 - 0 - 0 - N
omal. Educ. of ﬂoug-ho;d Head ‘ : S ' o
Graduate work 3 3 0 o= 1 5 1 2
Bechelor's degrca , &6 5 8. 6. 2. 9. & 7
College/no degree ' 15 13 9 9 s % 9 16
High School graduate * - 44 37 .27 - 28 7 3 - 19 35
Non=H.S. graduate 51 43 8% 57 6 29 21 39
uo d.t. . o ‘. . o Ty o e 1 2 '
mmsorvc_)cg%mng 103 . 100 - 89 100 W 100 3 100 |
. . L . !
Under 25 o ‘ 0 o= 0 e 0 o= 0 oo
25 « 29 : 1 1 0 - 0 . .0 -
30 - 34 . .5 49 -5 7 1 7 0 «-
- 353 . 28 25 14 20 3 ) | 8 21
40 = 44 - 26 25 - 22 32 5 36 17 44
45 = 49 2 - 25 - 11 % 2 1% - 9 23 -
50 - 59 . , 16 15 14 20 3 21 4 10 -
60 and over : 1 1 .23 0 .. 1 3
No data : 0 -~ T 1 0 S 13 0 -
Male 681 59 20 29 ? 59 i AR | O
Yemale S &2 A S 49 N 750 '3 7
. No data _ 0 = ' 0 e 0. .- 0 ==
.Marital Status - ' - ' s — o s I
. Married S R 65 9 12 86 3 97
©  Separated SR 0 - e : 0 - 0 o RN ‘m
. Widowed -1 1 2 3 5 1 1 - 3
. Divorced | 1 11,8 1 o B B T T
. No data 0 ee 1 1.5 0 .'.".»- 0 . -




APPEOIX C: i (CONTIMURD)

Type of cdﬁntn-:ch. o , :
‘nature of question, and 0.Ag.
rasponse classifications - (a

. Graduste work oo 6 6.

. 'Bachelor's degree 6 . 6

29
29.
43

High school graduaste - 42 4 2
" Yom~grad/high school _ 3l 3 R
Mo data : : 0_4. LTI : 0 oo

2
, 3

Some college/no degres 18 17 g 12
3

ecososre |
-

. OO
b,
(¥ ]

i i) oeati nl du s K T t
Yes -~ B 1 | 36 .11 16
"No - S _ - 65 63 . 37 83
lln data - 1 1 1 1

 of l‘o i Voc. Rduc _

', T&1 ' 1 1
. VoeAg . S22 a1
D, B | e 2 - 2

. '.r.ﬁh. sdo ' o ) o T

©. Other ' : 11 11

" No date : 67 65
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oCwwoawn
OomwmO
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OO
1 4
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) _A,'ﬁnm-zs
25:-°29
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.35 -39
L 40 - bk
465 =49
50~ 59
60 and ovar
‘No dau '

te
5
;h-
S
2

12

12 -
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S
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0
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27

.40
60
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CSex | IR,

THele . a 10 . N 62
Teuale SRR 9. . 30 13 38
Yo dats 0 e 0 e

58
42

40
60

[
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ic rli n ‘ : IR -
.-, Yost=Grad. heyond master's 16 53 ‘18 . 83 .
- Master's degree ' 10 33 . 13 .38
Grad.. work toward mtor'l ‘3 10 ' 3 9
Bachelor's duru 1 0 ew
Othex- S S0 e= -0 e
No.dats . 0 o

.73 .
40 - 15

"o -

-2-1-1- L
O m>0
r -

Tokal No. Year rent
Pusition
" Under 1 year
1«4
5«9
10 - 14
15 - 19
20 years and over
Nc data

. 40
20

- 20
&7
13

27
- 29
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Ammn c: (oommu)‘ .
i
- . 3
Typs of counter-rele, WW&W;
nature of question; and 0. =A% . R - |  Tec) ' {

.lmponu cluuﬂcatiom (n) !ZS @ (i‘)" v 'ES ' ET
mm..'_ssw_n;cem) . a0 00 % 200 .5 .._.w. :
tal unbcr asrs as ' L ;

Counsalor_Anywhare SRR A o
-Undex 1 year = 4 13 6 18 0 o -4 15

bl e4 R - n 3. 11 32 320 10 39

"3-9 R L 13 43 " 12 7 38 2 40 . 8 a1

o 10. - 14 1 3 5 15 .2 40 2 8

. 5 - 19 ’ . C o .--_ - o o e o . - . o v -
20 years an:l avey . - ' - 0. - 0 we 2 8
‘Ko dnu - o 0 - 0 .. 0 o 0 =-

 Total uu-har Yuri n lduntie : SR

-Positions Other Than Counselor - L . o

. None o 0 - 0 -0 - 1 4

. Under 1 yenr : ' 1 3 2 6 -0 1 0 ee

IR BT 3 : 3 10 3 -9 0 - 1 4

59 10 33 6. .18 - 0  we T 27

10 - 14 5 17 7 21 - 0 - 4 15

15 =19 I | 7 21 2 40 . 3 1

- 20 years und over 8 2T 9 27 3 60 9 35

o daga - 1 3 0 - 0. - 1 4

!mo!ed o » _ . . ‘
!ult-tiuicounealor 10 3 21 62 4 80 19 713
Part~time fcounselor 19 63 13 - 38 1L 20 6 . 23
" No dlta RS 1 3 0 e . 0 - -1 4

grtenl: 8;1(!5#10 gonl:lu - _ e
u er 0 - 1 ] w-e 0 —a - 0 -

. 4,000 - 6.999 B 3 .10 2 6 0 “ 0 e
5,000 » 5,999 10 23 -7 21 0 - 5 .19
6,000 - 6, 999 1 37 19 56 1 20 W %
7,000 - 7.999 5 17 5 15 4 .80 s 19
84000 and over 1 3 i 3 0 - 1 4

- No data 0 ve 0 e 0 - 1 4

gggop@m r uon _ ’ T T
Yos 'S'L : 9 30 _ 8 23 3 60 10 38
No ‘ - 20 . 67 26 N7 2 4 . 14 54 -
- No dau ' o 1 3 ) we 0  «- 2 8

Otl_!,e_r gon-,&cgde 'c thrx o : o B :

Yes . _ 15 50 nm o322 3 60 , 8 a

© Noo Sl 15 50 . 23- 68 2 40 17 6
No d-tn Col 0 . 0 .- 0 - .1 4

: r!m lo d as ocnt onal

!duelt on Teuchot S : ' , '
Yes - R o 2 -1 2 6 1 20 1 4
No. . - _ ' : 28 93 32 . % 4 8 - 24 92
Ne dn!:u s 0 e 0 - o .- 1 b

!gut gndgrgudgnga !ducngion o

- 08y 4 13 1 3 i 20 -2 8 -

" Dther okh. ‘Colleges 2 87 29 85 1 20 - 22 85

- Colleges/non-Oklahoma . 0 s 3 9 1 20 2 8

Does not- upply 0 o= 0 - 0 .- 0 aw

: Ro dntn 0 = 1 3 2 .40 0 o

n, cationa tud nts
vE. an-Vocutionnl Students : o
~ Few problams w/voc. students 7 = 23 °* 27 1. 20 6 23

Same uount wlvoc. studencs 17 - 57 _ 21 62 2 40 18 69

g mmeeam——




: Anzmn ¢ '(WM) j: - S

B t ‘ - ' V :
Type of eounnr-roh. ‘ MHWMMM

natuts of question, and

e e

gnpoqu clyutttcgttou . 719; zﬁ__*
2 8
o L1 ]
| i 20 4 18
o - . : : , - 68 2 - 40 .22 85
Ro ;lcta‘ ‘ 0 e -2 6 2 40 0 e
ocational Teechar ac ] ' ’ : L
- Insufficiant S 0 - 33 13 38 3 50 ‘ 8 A
. Sufficient . . 20 67 20 %9 0 - 18 69
a roo meh . o o : on o e 0 Y . o on
"No data . = - - 0 -~ 1 3 2 40 0 -
jaNigTmTors 0 .53 0 0 3 120 . 6 100 2% 100
Iype of Ada!ngstutm . ‘ '
Position . ' : : : oo
_Supsrintendant = 16 30 ‘ 7 18 1 17 2 8
‘Principal . T 26 49 18 &7 2 -33 - 12 50
Aest. Principal 3 6 5 13 1 17 6 25
. Othar . - 6 i1 s 21 1 37 3 13
.No data L -2 & 0 == 1 17 1.4
. und.r 25 . :0' “-e o on o .. Y ) o -
. 2529 ) 2 1 2 0 L 0 o=
30 - 34 7 13 T 2 0 .- 2 8
35+-39 6 i1 5 13 1] o 4 17
40 - 44 12 23 10 26 . § 17 8 33
co - 45 = 49 7 13 5 13 | 17 2 . 8
“ 50« 59 12 23 % 36 -3 S0 7 29
.60 and over .8 15 2 L B 17 1 .4
- No d.t. . . o . o 0 'e= 0 . ee o b
Formal Acsdemic Train ]
?olt-Gnduau ‘work luyond_ '
. master's 35 66 30 79 4 61 19 79
" Master's degrae . 13 25 7 13 2 33 3 13
Graduata work toward . ' : . o
mastar's SR 7 1 3 0 - 0 ..
~Bachelor's - 0 e .0 .= 0 - .0 ee
- Othar -0 e 0 e 0 - 2 8.
" No data. _ 1 2 0 s 0 V- 0 ==
'l.'otll Nusbar Yuu in Current '
Position . , : . , o :
Undar 1 year -5 9 - 7 18 1 17 3 13
1-4 20 a8 10 26 -3 - 50 9 37
‘5«9 11 21 . 13 % 1 17 6 25
10 - 14 6 11 5 13 0 == &Y
15 = 19 4 7. 3 8 0 ' = 2. 8
20 yaars and ovar . 7 13 0 == 1 17 .0 “e
'No dcta 0 e 0 e= 0. aw 0 -

Cc-8




" APPEIDIX C: <¢;o'mm>

R
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Tyoe of counterrole, = m of gocng ml ‘aducation to wh;eh ggg;g; ; ;g ;_ggwu H!!M
- vAture of question, and 0, ach.. Rd.
itasponse ,cm-mcmm _ é ZD'

o~

..mmmaum.) 53 10 om0 s 00 - 3.*. .L.
; r_Years s ' ' s
liuon e : v
‘Under 1 year 0 - 0 == .0 .= 1 &
1k 8 15 6 16 -0 v 2. 8
.59 6 1 71 1 . 6 25
10 =14 15 .28 6 15 1 17 . T 29
B e-19 : .9 17 7 13 1 17 3 1y
20 years and over - 13 28 11 29 3 50 & 17
c )lo dltl SRR 0. .- 1 3 0 .- ‘1

4 7 1 3 0 - 1

49. 93 36 9 - 6 100 22 92

Ao‘ '. L L J a 3 _o -n i . 4
rrant Sslary/10 month ' ~
“Undex 5,000 : 1 2 0 o= 0 - 0 e=

", 5,000 ~ 5,999 4 7 2 3 0 L) 0 -
6,000 - 6,999 .9 17 S 13 0 ow 1 K}
71,000 - 7.999 ‘18 3% 13 3% 0 o 9 %

"~ 8,000 - 8,599 15 28 6 16 2 33 . 7 29
9,000 and over e 6 11 1. 29 4 67 . 6 25
'_No dntc ' o 0 e 1 3 0 . 1 4

Yoc. ldnc Teacher Contéct : : : o

Insufficient ’ 9 17 7 18 2 kX ] [ 17
Sufficisnt - - » 43 - 8 30 79 4 67 19 79

- Too much . A | -2 : 0 .- -0 o= -0 e
No data . , 0 L | 3 0 we . 4.

Organization Membarshi C : S o
Gen. Educ. Organ./0.E.A. 51 96 3 - 83 23 96

. State Voc. Qrganization/ - : : ' . S R

.~ Okla, Tech. Society . -2 4 .0 -n 0 on 4
Local Farm Organization/ , - . "

" Parm Buresy 8 15 4 11 0 = 2 8
Local Civie Otnnintion/ - o : - e

' Kivanis 31 - 58 23 61 5 83 o 16 58
Local Frat. Or;nninttonl : - _ ' : S '

Klks 15 28 0 - 0 o _ 5 20
Local Vet. Organisation/ : L : : : o
" Amsrican Legion . - 1% 28 2. 5 | S 17 ‘ 7 29
‘Local Business Organ./ - I ' Lo
; Chamber of comrcc , 2% 45 13 3% 5. 8. : 12 50
.. Other -~ - 11 A 4 11 - 0 .- & 17 -
" No data ‘ } ) 9 - . D o= (1] ' ow 0 ‘ - :
C-9
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APPENDIX D: 1LGGITIMACY ASCRIPTIONS TO ELXVER
~ POSITIONS, BY VOCATIONAL TEACHER TYPE

Fercentage of Vocatiousl Teachers Ascribing Legitimacy 1n Relation to
Rach of 70 Stimulus Items, Grouped by Content Cstegories

(Values sre in poiconi:am : ilt.ti’lh indicate valua
. ] significantly greater than 50%, with p < .05)

_ Teacher type, content , o
Ea:uoty ﬁd.ttn no. ! Counter-role Eutiony : : Other relevant goalt!onsy :

' VOCATIONAL m:mmny

1, Sesking Advice in
Curriculum ‘ Orientatioxn

‘31 S 18 6™ 38 18 15 34

18 10 8 ,
30 - 8 ? 10 10 8 00 75% 13 10 30
35 8 7 15 18 13 7% 57 15 8 39
37 3 3 7 11 3 4 41 10 5 33
" 46 7 7 16 26 15 66% 51 23 S kX)
49 11 11 16 33 11 75 51 15 20 52
59 7 2 7 10 2 16 8 5 2 10
: - 69 8 5 13 18 10 57 57 15 10 28
‘I1. Developing Curricuium
Content and Objectives ,
5 ' 8 2 21 30 26 57 28 10 15 26
21 . 33 18 48 44 k} § 84% 67 33 28 48
25 . - 8 10 33 30 15 6% 43 20 21 31
26 33 15 52 &4 KX) 62%- 38° 28 18 30
1] 10 8 B 4 18 51 48 15 34 30
29 28 13 48 46 30 2% 39 28 38 39
32 o 7 33 23 13 S 4 - 13 16 23
47 . 3 3 18 20 8 57 &9 7 21 31
48 8 8 16 16 15 56 61 13 20 28
‘ 58 13 .13 39 30 16 %% 54 3 25 36
II1, Choosing Methods and Pro-
‘cedures of Instruction v
1 10 8 57 43 18 7% 66% .21 33 4
4 56 20 41 49 26 89* 38 25 13 43
6 26 i1 28 30 21 2% 21 18 10 26
12 ' 49 13 33 & 2 89* 49 23 11 38
17 11 10 43 30 21 62% 39 18 18 23
20 ‘ 30 15 46 39 23 87 64 30 31 39 .
22 18 16 &4 44 26 87 6M™ 28 28 56
24 28 20 &9 43 23 80* 54 38 26 4
k} § © 13 8 28 18 13 gsk 6m 18 8 28
70 13 11 18 20 13 67% 31 16 11 30
IV, Influencing Recruitment
: and Assignment of
Students
16 .13 8 28 26 46 72 38 13 15 26
19 11 10 8 5 33 . 69 41 20 20 30
41 13 1 23 20 3% . 75% 39 18 16 3l
42 13 13 3l k] 51 64% 33 21 25 25
66 8 8 21 18 39 72 33 15 20 28
V. Assisting in Post High
School Placement of h
Students
7 18 13 56 46 46 62% 48 23 48 3%
-8 11 10 62% 41 4 43 41 18 3% %6
.15 13 8 51 46 48 39 3 23 18 16
34 10 ", 25 18 28 62¢ 72¢ 16 21 28
60 8 iv 8 3 20 49 - 41 15 51 30

68 a 15 49 48 . 41 %* bh 25 25 39

BT _WVs VS Par C _Adm SBP _OVT S8 CG

23
10
10
20
A

8
13

kX
20
21

15

30
16
16
21

25
16

16
20

28

38 .

28
13

18
25
23
26
21

a
25
21

3%
25




.

il !’mhor tm. coutnt e e ——— N w—

c«mw-“t-uoﬁ __nmm;mumﬂﬁ 4
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VI, Rstsblishing Ryrkicg

Gonditions and Facilities S T R o e
18 0 16 7 2 .2 25 I 6 18 15 39 16
@y . 1 8 25 I8 10 6% - 30 11 7 W 18
27 1 8 7 8 190 6 % 8 3 23 8
£y 36 15 21 25 a1 sk 49 3L 16 39 . 18
vu. Atrmtng Pinsactal . o
 Matters | | - '
2 | 15 8 16 31 10 6% N 2 11 6% 28
9 7 'S5 10 16.-.5 %2 3.8 8 23 2
36 5. 5 10 15 7 7% 5% 16 7 4 13
9 10 10 15 25 10 805 31 16 15 43 23
e 5 3 s 7 3 s s & s A 5
lvxu. Relating Generally vith | | L -
- . - Local and State -
_ Miat:n;ton . S o
e 10 10 7 10 13 8 7% S 16 8 & 6
1 3. 3.3 8 3 & 7T 15 3 A W..
14 5 3 8 7 5 em 8 ‘16 5 3% &
43 8§ 8 18 23 B8 6™ & .25 20 N 25
- & 13 10 20 26 15 54 & 20 13 W 2
&8 8 -8 13 18 10 62* €1 18 1 31 50
s 3 3 3 3 3 39 ax 18 3 16 -2
'IX. Davaloping the Image of | | ' |
: Vooational Rducation ' . . ‘ ‘ :
3 15 100 31 31 18 8% 6k 30 21 A &b
S 4 16 18 18 235 gor 6l 39 16 W . 20
40 - 10 13 30 20 11 7% 6m 320 16 46 3
50 o 36 33 A8 52 34  BA* 700 46 33 6% 39
52 16 15 5 33 21 6w 51 35 18 % 3
7 20 20 3% 26 20 82% 6w A8 25 A8 .33
62 . 20 15 18 21 15 M 43 26 18 & 25
6 16 11 25 28 .15 6 356 31 18 38 28 .
' : 20 18 30 38 21 . 79% 52 33 2™ 46 46
e - 5 5 20 325- 5 % N 20 & W A
X, Sesking In-service ' ' ) ' ' '
Professionsl Development L , , :
©sL. . ;1 0 26 33 25 74 ST 28 20. A8 23
5 - T30 15 33 310 23 skh  Tav 23 21 49 31
s 16 15 33 3k 21 7% 6w 21 25 A8 30
s i1 8 23 23 2 6+ 51 13 11 % 16
56 25 16 16 . 18 18 8¢ 62 33 16 3 .2
' D-3
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w3 wa 7 emfh s

" Teacher typ;:-eontmt ; —— - .. 7, t
cntﬁlﬂﬂ .M item uooJ CAmt.ggﬁlg Q‘t’.ﬂ&l the levaiit sitioid 3 .
. ‘ 5B ovr 38 -1

m s Par
RADE AD TUsTRIALY . -

' 1. Sesking Advice 1n
Curriculum Orientation

16 38 2 8 9 10 10

13 2 2 15 3 » |
k) 5 & 8 6 9 68 72 14 10 27 1
"3 5 4 7 6 12 13 5 20 13 26 13
- 37 - 3 L) 7 7 10 6l 49 15 10 28 18
&6 8 7.1 9 13 55 49 21 29 22 A
- &9 9. 9 1 12 15 66+~ 55 19 16 35 31
- B 13 9 "1 13 28 3 . 37 13 .9 3 10
69 7 6. 9 9 13 66 58 18 10 29 10
II. Developing Curriculum
. Cotsnt and Objectives , _
3 ‘ 17, 0 20 27 46 69 S9% 2, 200 35 14
-a 15 13 3% - 23 18 83 79« 27 33 39 2
L 2 10 7 2 13 1 57 51 17 28 22 17
26 : .o 13 40 33 -39 65« 3 22 16 23 1Y
28 16 16 & 3B 2 6 66 29 45 33 28
- 29 28 17 41 32 36 68 44 27 37 33 30
a2 9 8 25 19 18 47 & W 27 17 14
L -9 9 18 20 16 62 51 16 31 26 30
T A8 R | 8 19 16 13 48 SO 10 19 25 16

58 18 16 3 23 22 67% 62 32 35 34 23

III. Shcosing Methods and Fro-
y coluves of Tnatruction

1 13 9 20 15 19 . 7w 8% 28 44 3% 23

4 20 10 19 19 2 s 31 15 12 27 1
8 W 10 23 18 19 I 31 20 9 28 10
12 .25 12 20 25 26 8% 43 21 1 28 13
17 .9 8 32 ‘23 26 55 &0 20 13 20 13
20 . 21 17 32 27 23 Mw  73% 30 29 39 22
22 15 16 31 26 18 808 7m 27 3% 44 27
24 ©22 47 30 26 23 8A% 71 25 28 43 22
31 15 -10 26 17 13 7% 57 19 13 26 10

70 S 9 & 2 10 1 % 26 1 10 20 . 9.

iV,  Influencing Recruitment
and Assignment of

Students _

e 7 &4 16 15 47 6 s 22 16 22 9
1 9 9 27 42 290 s .3 18 16 23 15
a1 19 17 28 26 SL . T* 5 3% 32 33 %
42 19 17 23 25 83 66+ S4 28 35 29 26

€s C 1 9 18 13 34 0% 52 29 23 26 20

V. Assisting in Fost High
School Piacement of . .

- Students . _ _ . _
B | 19 13 48 .33 38 66 57 27 40 36 20
8 18 13 51 37 4 5%+ 5 26 .39 27 2
15 . 8 1 M 8B 4 & s 21 10 16 12
3% 8 7 2 16 3 66k 70 15 21 27 . 1%
60 - ‘14 13 36 3025 S6 49 2% 48 31 33
68 | 15 13 37 33 -3% 50 38 23 16 2B 16 - -
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”‘l";oclut type, coaun S
 category and item no-U _____Gmm.m:_m.as.mlf. Mmumﬂ
TRADE AN mmnnu?/ - s - '

VI: Bstablishing Horkiu‘
K coudicionl and ncum«

2620 27 . j0v 7% 27° 20 33 20

- 13 - 13 9 _
a3 .17 8 16 11 112 3% 52 .16 g8 23 10
7 8 b 13 9. 10 63 - 26 9 3 2 3
» 2 16 23 20 25 72 &4 27 16 28 23
VII, Atun;tu rinlucul o
, mtuu . '
2 - - 16 % 16 13 16 6™ 76k 33 22 41 2
9 - 3 3 8 9 5 62 60% - 9 9 25 13
6 L ] 8 s 3 68 46 14 9 34 3
3y < 11 | § S V7 16 13 63% 57 21 17 36 21
6l 3 3 3 4 5 53- 5 10 5 M -8

:VIII. Relating Gomuuy with
o Local and State.

Administration o - - T
BT 7 5. 7 7.9 73 42 15 7 30 9
n 3 3 8 4 7 58 6% 16 .4 20 - 6
14 6 5 5 7 13 .63 'S4 16 5 30 8
43 9 10 11 13 11 6 &7 30 19 37 21
I 6 7 13 14 16 68 3 19 15 25 12
48 2 4 6 9 7 57 52 19 6 20 5
68 433 5 4 3 3} ™ 16 5 16 5
X, Dcvoloptng chc hno of .
Vocational lducatton ' R , o
R 13 12 2% 20 20 G8% S9 23 36 41 39
.33 32 18 23 23 29 ™. &8 3% 20 33 28
- 40 7 7 8 12 9 ¢ 32 16 16 %% 37
50 '3 31 41 38 33 83 0% 4k 3 Sow 35
52 19 19 3 25 25 7w 355 28 23 3% 29
57 20 20 26 2% 25 7™ G 46 27 AL 38
62 | 2 20 22 22 23 7™ A&7 26 22 55 25
6 - 12 9 16 13 16 66+ 55 . 23. 15 31 19
64 ' 15 15 21 18 22 72 353 25 - 28 33 38
] 3 2 2 3.2 % 16 W0 6 16 13
X. Sesking Tn-aervice . | ' )
Professional Davelopment , _
no 17 16 22 18 23 76+ 63 26 20 A0 19
3. -2 1723 23 21 Wk nr 2% 23 & 2%
54 | 19 17 27 22 22 7a¢ 71 27 2% A0 20
55 11 9 13 10 22 66 52 18 9 25 9

L 23 17 18 17 23 s 62 34 19 -3 20
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'ruehnr typc. ecnunt

.category and item no.3/ councor-rolc golit:le"zj o:l_m: _t_clcvgt goatcgonu-’
_ - . L NVI. Par SBP T g

 RcHNICAL EDUCATIONS
* 1, BeaklagrAdefce- th s
Ourticulum Orfentation ‘ A 7 v
18 9 9 9 85 27 27 . 45 18 18 18 36
30 0 - 9 9 9 ‘3% 13- 9% 9 18 9
38 9 9 18 27 18 6 55 9 27 'S5 27
7 e = e 18. - 21 45 9 18 ‘27 18
46 9 18 18 27 3 S5 55 18 45 21 27"
49 9 9 9 ‘27 9o 45 3 27 18 18 45
59 9 . 9 18. 27 27 6 S5 18 18 18 18
69 27 27 271, 36 27 9 .6 2. 21 - 36
II. Developing Curriculum
conunt and Obj_cct:tvel ,
5 | e - 9 3 - 18 3% 9 18 9 27
a 27 27 64 S5 45  100* 300% 36 45 S5 . 36
25 - = 9 9 - 271 45 9 36 18 18
26 . 18 18 S5 45 s5 73 3% 27 18 36 2
28 | 18 18 27 6 18 55 713 18 45 27 45
29 36 27 S5 64 45 64 64 45 55 27 36
2 - = 9 9 « - 45 9 = = 18
o 9 2 18 27 18 45 55 27 45 18 18
48 - - 9 271 9 - o 27 18 9 18
58 C 27 270 55 36 27 6 8% 45 55 271 36
III. Choosing Msthods and Pro- ' A
cedures of Inu:uct:ton , »
W . - 3% 9 - e+ 8w 2 55 3% 18
4. g - 9 27 36 36 - 13- 2 8 .8 36 -
6 . 3% 18 27 2 18 5 9 9 9 2 9
12 - 36 18 .36 55 S5 8z 73 36 27 36 36
17 9 9 3 189 .36 45 2 9 27 9
20 27 18 6 S5 36 9% 100% 45 55 93 36
22 .18 18 45 55 18 66 O 45 55 27 4S5
24 ' 27 - 36 55 36 1008 73 45 45 . S5 36
a . 9 9 9 18 9 ok S5 9 9 45 .18
70 . 9 9 - 9 = 22 18 .9 9 18 "9
IV, Influsncing Recruitment - | |
_and Assignment of
Students ‘ ‘ _
w 18 - 18 36 6 6 73 271 21 21 .27
19 | - - 36 64 45 3% 64 18 27 18 18
41 | 9 9 18 18 36 6 100 27 45 18 27
42 - 36 18° 36 36 45 6 73 45 55 21 36
66 - 9 18 3 S5 6 21 9 18 36
V. Assisting in Post m.;h |
School Placement of- .
Students v
1 . 36 27 73 85 55 64 45 36 713 27 36
8 27 27 13 & 55 S5 45 21 713 21 64
15 e 18 9 36 27 S5 45 S5 3 18 18 27
34 : 9 o9 18 36 36 45 8¢ -9 45 27 S5
60 . 9 o 45 55 27 45 55 21 ss 2 20

68 | 45 45 S5 45 S5 55 55 S5 g5 55 45
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s _ e VL _NVS__ VS Par C Ade _SPP _OVY Jep S8 CG__ -
TECHNICAL BpvcATIONS/ - P B S
VI. Ectablishing Working
: Conditions and Facilities N :
a3 ae 9 21 - 21 36 6 100k 55 18 45 27
23 9 9. 9 27 18 55 55 36 9 271 9
27 e e e e e &5 36 = = 9
| 38 18 18 27 27 18 91+ 8¢ 18 18 45 18
VII. Arcanging Pinancial S
: Matters - . ) o
2 18 18 18 18 18 35 73 27 18 S5 45
9 - = « 8 .= 55 73 9 18 3% 27 '
6 18 9 9 18 9 6 6 18 18 &5 18
| ® 9 9o 18 27 18 6 8 9 ‘27 36 36
S 61 . e = = 18 e 27 66 S 9 18 .9
i : ' . . .
VIII. Relating Generally with
R Local end State [
b _Admintetration i
10 9 9 9 9 18 91 &5 9 9 A5 18 ;
11 - - - - - . ss 13 - ) 9 _— la 1‘
14 « =« 9 - 73 &5 9 18. 27 18-
3 9 9 27 21 9 ~6h 55 18 18 27 18
o 9 9 27 27 18 6 6 9 18 27 .18
48 < = 9 18 9 45 4 - 9 18 -29
. 65 - - e = = 36 s .9 - 18 .
IX. Developing the Image of ' o | S L '
. Vocatione. Bducation = o ‘ o N
3 : 18 9 18 3% 9 13 73 21 55 . A5 66 .
33 . A5 27 18 27 18 73 A3 18 27 45 il
o 9 9 18 18 18 82 6 18 45 27 36
50 | 45 45 73 73 &5  O1%  B2% 45 &5 9IF 64
52 18 18 36 36 18 64 66 36 36 45 45
7 36 27 45 45 36 82% 82% 64 &5 &5 - 55
62 18 18 27 36 27 9% 6 18 27 35 36
63 | 27 27 36 27 27 45 . A5 36 36 27 27
64 18- 18 36 18 -18 © 3 . 73 .27 36 36 .27 '
67 - - - = = 22 18 9.9 9 '9
'X.  Sesking In-service |
~ .Professional Davelopment ,
s - 3 -3 3 36 36 9% 82% 36 36 .64 36
53 9 9 ;21 180 sx o1 18 27 55 27
. 54 9 9 27 -3 18 - 66 9% 18 18 45 18
"i s . « < « 18 18 3 6k 9 9 36 9
| % 18 9 9 18 9 9% o 27 18 18 18
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“Teacher type, content 'v . ' - . ' .. : .
category and item no.-u Countey~yole goggtiggg‘ . Jther ¥elevant no!!.t:gonoy

: ~JVI N8 VS _Pay C _ Adgp SRP OV} Esp 8B _CGC__
pIsTRIBUTIVE EDUCATIONZ/ | ” R

I. Seeking Advice in
Curriculum Orisntation

8 6 28 66 52 2% 20 % 20

18 16 12
30 : : 12 8§ 12 12 12 2 88k 24 24 48 20
35 . : 4 4 16 16 16 =~ 92% 6 20 20 52 16
37 ' 4 4 & 4 12 6 48 & 4 36 16
- 46 , . 12 12 8 2% 20 68 64 26 48 & 40
49 : : 8 8 12 16 16 68 60 24 20 52 40
59 12 & % 2 2 80 60 16 16 48 20
69 ' 8 4 16 16 12 60 96 20 20 36 20
IXI. Developing Curriculum
" Content and Cbjectives o , ;
S 28 12 40 32 68 6 52 16 20 28 16
- 21, 32 28 64 56 40 96% 92 446 64 60 44
25 _ 16 16 40 44 28 2% 68 32 52 40 28
26 32 2% 72 60 56 2% 86 36 44 44 32
- 28 . 25 26 36 56 44 84w 72« 28 .52 44 40
29 2 2, 68 60 52 0% 72 36 48 52 40
32 : 12 16 1 3 32 68 . 6t 26 44 28 32
A7 ; & & 16 16 12 68 60 12 36 28 40
48 & 4 16 - '8 8 56 -6 8 16 16 32
58 , 2 28 40 32 36 ag* B4x 44 - 52 48 36
I1I, Choosing Methods and Pro- :
. ceduras of Instruction o , R
1 o 12 12 60 40 32 84k  92» 32 .64 52 44
4 36 28 44 52 35 a8 %2 36 36 48 .28
6 : &0 28 44 44 &4  BOF 36 36 20 32 2%
12 Gh 26 48 64 44  8O% 52 36 40 40 - 28
17 20 20 60 56 4 64 60 20 32 28 16
20 32 26 6B 60 36 96n 8 40 60 56 44
-22 ' 32 28 64 64 40 ag* 96 40 60 64 44
24 3 26 60 60 40 - 968 B4 AD 56 64 44
an 12 8 40 2% 24 96k 6% 20 ‘26 40 2%
.70 12 4 24 12 12 48 20 12 12 16 12
IV, Influencing Recruitment
and Assignmant of
Students v _ _ _ . ,
16 o 20 20 32 40 36 @ 68 6% &40 352 32 28
19 - 12 12 48 72« 32 760 60 20 28 24 24
41 16 16 40 36 52 80F . 84% 32 36 40 28
42 ' 12 8 36 36 52 @ & 6 32 52 28 40
. 66 , - & & 32 20 48 720 2% 20 28 48 20
V. Assisting in Post High
School Placement of
Students . v v
7 28 28 80 64 52 68 72v 32 60 52 44
8 28 28 B8* 68 64 68 . 72 36 56 56 44
18 : 16 12 64 & 56 48 72+ 32 16 2% 16
G 12 12 24 16 32 6% 96% 24 28 28 32
60 - 12 12 48 40 24 68 ‘66 20 - 60 . 40 32 -

8 20 20 2. 48,60 68 52 2% 40 40 28
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Vi, Establishing Working
. Conditions and Pacilities
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.38

12

8
16
&

VIL Arraging Pinanciel

Matters
2
9

o 38

-39

_ VIIL, Relating Gemsrally with

- hLoecal and State
: Aﬁ;nﬁuutton_ .

S 10 ;
SRS SRR
W
43 -

£

68

IX. Devalopig the Imagé of

. . Vocational Rducation
'3
o
Y|
-

- 851
6
63
N ;
X,  Sesking. In-sexwice
" Profscsional Developmnt
PR T
- A
o 88
.86

roesrn

or sRere

12
‘20

4*“*’”,

e pRrIR

12
s
1z

40

28
20
12

36
36

40

16
12
12

mon o

28 -
20

1§3:55  ;}

12
12
- 32

16
28

:“'

a0
36
12
60
40, .

2%
.36 .
&0 .
16

40

40
28

2.
12
12
28

SRasl

R
28

&

geeny

20 20

82
16

22
12

~ 16
R {
12

.38

200 1

28

‘20 .
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APPENDIX D: (CONTINUED)

Footnotes for‘Agﬁendix D

Items are the same as those shown in Appendix A.

Counter-role positions are: NVT, non-vocational teacher, NVS,
non-vocational student; VS, vocational student; Par, parent-
C, counselor; Adm, administrator.

Other relevant positions are: SBP, State Board personnel;
OVT, other vocational teachers; Emp, employers; SB, school
board CG, community groups,

n=61 Vocational Agriculture teachers; 61 percent required for
significance.

n=128 Trade and Industrial teachers; 57.5 percent required for
significance.

n=11 Technical Education teachers; 82 percent required for
significance.

n=25 Diatributive Education teachers; 72 percent required
for significance.
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APPENDIX E: MEAN RESPONSES TO VOCATIONAL
 TEACHER SATISFACTION INVENTORY ITEMS,
_ BY TYPE OF VOCATIONAL TEACHER
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