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CHAPTER I

INTRODUCTION

In the Roosevelt Sr. High School the students
have demanded that a representative student committee
be given the power to set policy with regard to student
dress and appearance. The principal has responded
by setting up a student-faculty committee with equal
votes for each group, and has charged the committee
with coming up with a policy.

Conservative members of the faculty are up in
arms. They think the powers of the faculty are be-
ing seriously and improperly curtailed. The principal
feels he has acted in good faith, in response to a
problem which needed prompt attehtion, thereby avoid-
ing a disruptive student strike. The faculty group
is saying that the principal is undermining teacher
authority. They are saying if decisions get made
around here under threat of disruption, perhaps the
teachers should strike.

If you were a teacher in this situation, wanting to improve the
climate, what factors would you suggest should be examined? What further
data would be needed?

Carolyn Mayo, teacher in the Riverside Elementary
School, read an article in one the professional
journals today that reported some interesting
research. Teachers had been asked to indicate how
much influence on decisions about policy and programs
in their school various individuals and groups have.
Then they were asked hem much did they think the
varioue individuals and groups should have. The
results looked like thist
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Figure 1

TEACHERS' PERCEPTIONS AND PREFERENCES

OF VARIOUS PERSONS' INFLUENCE

ON SCHOOL POLICY

School Board

Superintendent

Principal

Colleagues

Self

NONE LITTLE SOME GREAT DEAL

Perceived Xnfluence

Preferred Influence

Furthermore, it was discovered that in schools where
teachers were nost innovative, they perceived them
selves as having more influence on decisions then
teachers in less innovative schools.

Carolyn wondered if this relationship would be found among the
Riverside faculty. She wondered had she sight approach the principal
and the other teachers to find out.
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The Social Committee of Case Jr. High School
has surveyed the faculty about their interest in
having a party. The slips that came back made it
clear that there were a variety of opinions! A
cluster of teachers in the math department, who
get together socially quite a bit among themselves,
indicated they weren't interested in a school-
wide party. Several other teachers rho are usually
somewhat isolated socially said they would not be
able to make it (even though a date had not been
indicated!) A number suggested that word be passed
around that after the party there would be a gang
at Weber's Supper Club where drinks could be obtained.

Some members of the committee interpreted the data in ways which
others believed were incorrect. The committee became concerned that a
little information might be misleading. How could they gather more
Information which would clarify things? Would they be digging into
issues that were too sensitive? What would be an appropriate, con-
structive way to proceed?

. The incidents described above illustrate at least three starting
points for faculty members to involve themselves in a process of improv-
ing the professional olimate within their school.

These are:

1. Members of a staff disagree
problem.

2. A staff member wants to use
how.

about how to handle a pressing

research findings but doesn't know

3. Some person or group within the staff is trying to improve staff
working relationships. The question is, "Where do we go from
here?" 1

Here are several)other illustrations of such starting points.

Illustrations of roblems foci facult which have lieations for
% e pro essio climate.

-.An energetic, liberal principal has encouraged his teachers to pursue
their interest in developing a flexible, modular schedule. The staff
has worked hard, seeking out schools to visit, descriptions of practice
to read, brainstorming of various alternatives, and working out the
details of an experimental plan for the following September. The
principal was taken aback in June when he found on his desk a petition



signed by about three-fourths of the faculty, requesting a thorough
review of the role of the administrator, with a view toward relieving
the teachers of such burdens as making out schedules, conducting
faculty meetings, balancing faculty loads, and preparing descriptive
materials.

--A faculty which has had a history of collaborative working relation-
ships within the building, finds itself caught up in the current
procedures for working through their teacher organization. The
contract negotiation process, with its emphasis on confrontation
and possible strike, the detailed spelling out of faculty respon-
sibilities and commitments, the setting up c.,f channels for the
handling of grievances--all operate to set the administrator apart
and in opposition to the teaching staff. Some teachers are uncom-
fortable with this trend, but are at a loss to know what to do.

--Many teachers in an elementary school woald like to have more freedom
and support to try out new procedures and curriculum materials. They
are reluctant, however, to discuss their ideas with their principal,
not because they anticipate his opposition, but just because they
are unclear about whether it's the thing. to do. They don't want
to burden the already very burly guy by suggesting new projects Or
added expenses. They know he has good ideas about what the school
might do to improve and don't want to interfex with his priorities.
The principal, on the other hand, considers himself to be quite
open, and receptive to teacher suggestions. He is unaware of their
real feelings.

In many of these situations, there is no "right" or "wrong ". Seei
from different perspectives, the problem takes on different dimensions.
Often the principal, the teachers, the parents, the students, all feel
they have legitimate concerns, but operate on inaccurate assumptions
about the concerns or values of other persons. This condition of "plural.
istic ignorance" does not contribute to effective problem solving, or
to good staff morale.

The question is "How can we launch an honest inquiry into the
problem? How can the 'obvious' assumptions being made about the other
persona be checked out? What steps can be taken to get data to clarify
the problem and to serve as a base for planning improvements?

Illustrations of fin& a from current research which have,implicationi
for improviiiEhe profession climate.

The more influence staff members see themselves having, the more posi-
tively they regard staff meetings.
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- -In most schools, teachers go to the principal to get help on such
matters as getting supplies, clarifying attendance procedures, and
disciplining students. They go to fellow teachers for help on
curriculum planning, classroom. organization, and teaching metho-
dology.

--Those teachers who have a sense that their own personal power and
the power incumbent in their role is influential in school decision-
making processes more often are involved in professional innovating
and sharing.

- -Teachers who see their principal as exerting substantial upward
influence with the superintendent and minimal downward influence
on the local staff are most likely to innovate.

- -Most teachers would like to rearrange the system so that they
would have greater decision-making power along with their col-
leagues and their local principals.

- -Teachers who feel influential in the school decision-making processes
are less alienated from school.

- -When the principal and his staff perceive the school priorities
in much the same way, they are more likely to be able to collaborate
effectively.

- -In those schools where the communication structure is more spread
or diffuse, and where almost everyone is linked to someone, teachers
innovate and share more than in schools with hierarchial or non-
diffuse structure.

The pool of such findings from research is large. They do, of course,
have to be "retrieved" or uncovered if they are to be of any help to
local school staff. Much more important, however, is the question of
relevance. "Is this true for us?" needs to be asked in every case.
"Would it be possible for us to gather some data about our staff and
our building to see if these findings hold for us?"

Illustrations of situations in which limited data have been obtained
which may lead to next steps in improving the professional climate.

- -A principal administered a "post meeting reaction" form (with no
names required) after the last faculty meeting. The data show
some impatience with the progress made, and there were several
suggestions that there be fewer faculty meetings.

- -The teacher who has been assigned responsibility for coordinat-
ing the procedures for ordering supplies and keeping the supply
room in order interviewed each staff member. She found the lower
elementary teachers very irritated with the upper grade teachers.
In fact, they seemed quite hostile.
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- -During the Spring, a faculty committee worked on a plan for in-
service staff development for next year. The idea of a sensitivity
training laboratory experience for the entire staff one week before
school opened in the Fall was discussed and approved. The committee
was asked to make the arrangements. When the lab actually got under-
way it was discovered that nearly half the teachers reported they
had not realized they had committed themselves to such a lab.
They didn't understand what it was, they resented having to take
an entire week for it, and questioned the advisability of making
the experience mandatory.

- -The turnover rate at the Frost Elemenary School was 47 per cent
this year.

- -Teachers are not attending the P.T.A. meetings. Neither are
the parents!

Schools gather a good deal of information routinely and unobtrusively.
But it isn't always looked at carefully, or used effectively. Often there
are more questions raised by examining the data than there are solutions
indicated. In fact, the value of much information gathered within the
school may not be in indicating solutions but in indicating where to
ask additional questions or to gather more detailed information.

Organizational Climate

School people are becoming increasingly aware that their professional
work is done within an organizational and interpersonal climate. The
climate is dependant upon such variable as:

. communication patterns

norms about what's appropriate or
how things should be done

role relationships and role perceptions

influence relationships

. rewards and sanctions

Productiveness and personal satisfaction indicate the quality of
the climate. In a good climate, work gets done and people feel good
about their relationships. If the climate is not good, there may be
low productivity, job dissatisfaction, alienation, lack of creativity,
complacency, conformity and frustration.
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One of the problems facing staff members who want to improve the
climate where they work is to move from identifying the symptoms of a
poor climate to diagnosing some;of the reasons behind the symptoms.
This book is designed to help a staff move from identifying symptoms to
diagnosing the reasons'behind them. It asks and tries to answer this
question: What kinds of questions might be asked that would lead to
gathering the data necessary for diagnosis?

The following chapters pose some of these questions and offer
instruments (paper and pencil devices used to measure something) which
might be used to get data helpful in diagnosis. While focusing pri-
marily on the instruments each chapter attempts to help the reader
visualize how the data might be organized for sharing with the faculty,
how implications might be drawn from it, and how these implications
might be converted to several alternative courses of action.

The chapters deal with such questions as:

What's involved in the problem-solving
process?

Who's responsible for what?

What are our typical ways of doing
things?

(Chapter III)

(Chapter IV)

(Chapter V)

How do we use one another's resources? (Chapter VI)

In Chapter II you will read some concepts and theory about the
school as a social system. It is important to see the variables which
determine the climate of a, school within the larger context of a school
viewed as a social system.

This book is designed to serve as a specialized resources to the
principal, teacher, or staff committee engaged in improving the climate
within the school. It assumes that a problem-solving process is under-
way, that there has been involvement of staff in identifying and clarify-
ing the need to work together on improvement of the climate. You must
use the instruments described in the succeeding chapters with the col-
laboration of the people from whom data are gathered. They must know'
why they are supplying information, look forward to seeing What the
data show, and to being involved in exploring possible implications
for change.

Questions to get information relevant to the particular problem you
are working on in your school.

Each instrument is presented and described in only one of Chapters
III, IV, Howevsr, a particular instrument may be useful in
gathering data about several problems discussed in different chapters.



Or the most helpful findings may come from comparing data obtained from
one instrument with those from another. The instruments are numbered,
and cross-references utilized to avoid the need for re-presenting in-
struments.

Twenty-five instruments are presented:

Instrument
No. Title of Instrument Chapter

1 Problem Analysis Program III

2 Organizational Problem-Solving Scheme III

3 The Force Field Technique for
Diagnosing a Problem III

4 Self-Conception of Own Role Performance IV

5 Cognitive Structure of One's Role IV

6-A Self-Conception of One's Role
(Teacher Form) IV

6-B Self-Conception of One's Own Role
(Administrator Form) IV

7 Influence IV

8 Expectations for Others IV

9 The Principal of This School IV

10 Coordinators and Specialists IV

11 Your Immediate Superior IV

12 Estimates of How Others Perceive
Their Roles IV

13 Task and Maintenance Functions IV

14 Functions Performed by Group Members- -
Observation Sheet IV

15 Do's and Don'ts V

. 16 YylOwn Position Regarding Do's and
Don'ts V

17 Our Typical Behavior V
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18 Meetings V

19 Classroom Innovations VI

20 Have You Tried It? VI

21 What's New in Your Classroom? VI

22 Perceptions of the Classroom Innova-
tions of Others VI

23 Educational Goals VI

24 Personal Improvement Goals VI

25 Innovations in the School System VI

26 Perceptions of the School's Innova-
tiveness VI



CHAPTER II

THE SCHOOL AS A SYSTEM

The school system can be conceived as a set of interacting sub-
systems all focused ultimately on the central objective -- providing
a good learning environment for the students. Oae way of looking at
these sub-systems would be to arrange them as a series of concentric
circles, each influencing most directly the sub-system immediately
adjacent to it, and being influenced in turn by these sub-systems.
The whole structure provides a "support system"--supporting the learn-
ing process.

Figure 3 details this support system. First focus is on the
learner as a person. The second sub-system is the classroom peer group
as a sub-culture of young learners. The third is composed of teachers,
teacher aides and others who are the direct workers with children in
creating learning experiences.

Other levels--the faculty peer group, the principal, elements of
the larger school system--parent and lay citizen policy and advisory
_groups, as well as unorganized parents and citizens, and a wide variety
of outside resource persons and change agents--all may be examined as
sub-systems which have influence on and arc being influenced by other
parts of the support system.

If the efforts of all who are engaged in providing a good learning
environment for students are to be directed toward the support of class-
room learning processes, it would be helpfv1 to have a clear conceptual
model of the process. Elements of such a todel would include at least
the following:

1. Learning through inquiry. Learning is an active, seeking
process. It occurs in the "here and now" even though it some-
times deals with matters of the past or the future. The learner
needs an opportunity to raise questions born of his awn curiosity.
He also needs help in forming his questions into productive
inquiry projects.

2. Individualization in learning. Individual differences in
children's rates of learning, readiness for specific learning
experiences, and styles of learning range widely. On the one
hand, these differences can add to the zest of learning for the
entire class by providing a breadth of pupil resources and a
variety of interests and learning goals. On the other hand,
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THE SCHOOL SYSTEM AND ITS SUB-SYSTEMS
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differences challenge the teacher to provide a structure for
learning that permits learning activities to be planned and
paced appropriately for each learner.

3. Pupil purposes of the self concept. Within
the model of good learning, pupils are encouraged to become
self-directing. They are helped to become clear as to their
learning goals. Emphasis is placed on the development of
individual identity and on the formulation of a positive self-
concept.

4. Pupil involvement in curriculum planning. The learner needs
to have purpose in learning. While the skillful teacher by
no means relinquishes responsibility for the basic design of
the curriculum and for providing direction in planning specific
learning experiences, he recognizes that learning is enhanced
when the pupil understands and accepts the learning goals and
is involved in planning how to reach them.

5. Use of P 1:'14 variety of resources. The effective classroom
provides a great variety of learning resources. Different
pupils can make best use of different resources. Materials
emphasizing use of auditory, visual, and tactual senses can
each contribute added depth to a learning experience. Community
resources are increasingly available to school groups. First-
hand data can often replace learning from secondary sources
only.

6. Clarification of values. Value inquiry, leading to develop-
ment and clarification of the pupil's values and value system
is an essential element in the learning activities of the
classroom.

Figure 2 presents diagrammatically this model of the learning
environment, together with a sample of the direct influences which may
be brought to bear by some of the sub-systems as they interact with the
learner to create good learning experiences.

What are some of the questions which might be examined at each of
these different levels if one is interested in looking at the effective-
ness of the system or in evaluating efforts to bring about change in
the system? The.following are some illustrative questions, matched with
selected generalizations from recent researph studies which have addressed
the problem:

Questions, Leads from Research

At the level of the individual u il as learner:

Does it matter if the child "Isolation from the teacher is greater
feels his teacher likes him? when a pupil perceives himself as being

disliked by his teacher than when he
thinks he is liked by the teacher." (4)
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FIGURE 2. A MODEL OF A GOOD LEARNING PROCESS
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Does it matter if the pupil
agrees with the teacher as to
what is appropriate classroom
behavior?

Does a pupil's perception of
his status with peers make any
difference in his learning?

Do a pupil's perceptions of
his parents' attitudes toward
school affect his involvement
in learning activities?

Do the various important
reference persons in a child's
life have any influence on his
school behavior?

At the level of

Do actual relatiOnships be-
tween children in the class-
room influence learning?

"A lack of congruence between the way
a pupil feels about classroom behaviors
(norms) and how he thinks the teacher
feels is accompanied by a low level
of academic performance." (7)

"Pupils who perceive themselves as
holding low liking status among peers
are lower utilizers of their abilities
than pupils with higher perceived
status." (4)

"Perceived liking status in the peer
group is related positively and
significantly to both attitude toward
self and attitude toward school." (4)

"Pupils who have positive attitudes
toward their class are higher utilizers
of their intelligence than those
who are less attracted to the class." (4)

"Indices for parental support of
school, self-esteem, and attitudes
towards.school show that pupils who
view their parents as supporting
school have higher self-esteem and
more positive attitudes toward school
than pupils who view less parental
support of school." (4)

"Perceived 'messages' from others
about how to behave at school relate
significantly to the socio- emotionefly
handicapped child's positiveness in
relating with teachers and peers in
the classroom." (5)

rou functioni :

"Classroom peer groups distinguished
by more liking diffuseness exhibit
more positive group affect than groups
with more centrality." (4)

"Pupils with actual low liking status
are lower utilizers of their abilities
than pupils with higher actual liking
status." (4)
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"Associations exist between actual
liking status and one's utilization
of abilities, only for pupils with
high potency of involvement.in the
peer group." (4)

"The attitude toward self of pupils
with high potency of involvement
in the peer group is more positive
as peer group structure increases
in diffuseness." (4)

Do peer groups in the classroom "In an average elementary school class,
establish norms which influence the majority of the pupils perceive
learning? that most of the other pupils are

against too active cooperation with
the teacher, are against being 'eager
beavers' about study and learning.
Nevertheless, the majority of the
group, in confidence, will indicate
a great desire to be more active,
to become more involved. Yet there
is collusion to maintain mutual
ignorance." (6)

At the level of direct workers who create learning experiences:

Does teacher behavior directly "The more a teacher likes a particular
influence the pupil's learning pupil, the less isolated he is from

,experience? the teacher." (4)

"A high level of isolation from the
teacher is accompanied by a high
level of dissatisfaction, with the
teacher." ,(4)

"Pupils who are isolated from the
teacher have more negative attitudes
toward school than those who are not
isolated from the teacher." (4)

"Satisfaction with the teacher is signi-
ficantly related to the utilization
of intelligence for girls at every
social status level." (4)

"For both sexes combined, satisfaction
with the teacher and utilization are
associated when the effects of social
class, parental support and peer
status are held constant." (4)
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How directive should the teacher "The teachiag methods we have called
be in creating learning exper- indirect produce more achievement . .

fences for children?
. Direct influence decreases learning

except when goc.ls have initially
been clarified and made acceptable
by use of indirect influence." (7)

At the level of those who influence the direct workers:

What actions of the principal "There is a high and significant
facilitate or inhibit the innos, 'correlation between the amount of
vativeness of teachers? staff inventiveness, and the staff's

perception of the principal's support
for innovative teaching." (1)

At the level of influencers of the

What happens to.innovations when
they are perceived by the teach-
er to be imposed by central ad-
ministration, or from outside?

school system as an organization:

"If teachers believe they have influence,
they are likely to believe it is
worthwhile sharing information with
their colleagues." (2)

"Teachers who are seen by their col-
leagues as influential, competent,
and enthusiastic about teaching,
innovate and share more than teachers
who are not perceived in this way." (2)

The parts of this complex, support system do relate to each other,
and do, ultimately, have an effect on the quality of the learning opportunity
provided to the children and young people in the school.

This pamphlet focuses on the sub - systems of "principal," "faculty-
peer group," and "direct workers with children," because these sub-
systems have the most effect on the prOfessional ',limate of a school
building. Needless to say, parents and the P.T.A., supervisory and
central office haft, and the school bdard, also effect the professional
climate of the local school building. ;

n

A



CHAPTER III

PROBLEM SOLVING TO IMPROVE YOUR SCHOOL

Suppose that a fellow teacher says to you, "There is much we need
to accomplish this year as a faculty, but our weekly faculty meetings
don't seem very productive. I think we should stop having them. Don't
you agree?"

You would need to ask many questions of this teacher to respond
helpfully. The situation may be compared to that of a patient who comes
to a doctor and says, "I have a terrible headache. Do you think I should
undergo brain surgery?" The doctor would insist upon a careful diagnostic
examination before even considering possible courses of action to solve
the problem.

In both of these situations, there is danger of Jumping from wart-
. nese of a need to considering a plan of action and thereby omitting

important steps in the problem - solving process.

Major Phases of Problem Solving

A problem-solving process can beat be thought of as a continuously
recurring seriescof steps to bring about desisted changes. The following
major phases should be included:

1. Identifying the Problem. Problems having to do with the profes-
sional climate -grifirichool can usually be categorised under
two types: intelpersond and organisational. interpersonal
problems occur between several people and often involve a complex
set of feelings and relationships. Organisational issues, on
the other hand, occur between roles and can generally be approached
by examining the expectations that persons hold for hot certain
organisational procedures should be carried out.

1

One needs to ask, "What kind of a problem is it? Who is causing i.tt

and Who is affected by it?" interpersonal problems may keep staff
:lathers from effectively collaborating and working together. Bose
examples of such interpersonal problems are: a lack of clear communica-
tion between staff members which may result in a perpetual cycle of
misreading and mistrust; a lack of openness between staff members which
is revealed by a preponderance of hidden agendas and sub- groups that
talk about people who aren't present; or a lack of skill in communicating

A

I
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which may keep members from communicating their intentions successfully.
Interpersonal problems, in brief, involve the lack of a positive bond between
people which helps them approach each other to accomplish the tasks that
need to be done.

Organizational problems, especially when they are of significant
magnitude, may also keep the school from achieving its objectives. Some
examples are: a lack of participation and involvement in staff, committee,
and departmental meetings; a failure of staff members to capitalize on
the skills and abilities of one another; a lack of role clarity; a lack
of cohesiveness or a "we" feeling within the staff; or, a lack of supportive
norms, especially an absence of such shared expectations as authenticity
and openness.

2. Diagnosing the Problem Situation. Once the problem has been
clearly stated in terms of goals to be attained in order to re-
solve it, one should identify the forces operating in the
situation which tend to push - toward a particular goal. The
strength of particular forces may be assessed and their relation
to other forces determined. As the true forces are identified,
it often becomes clear that the goals which were first thought
to represent a solution are incorrect or inadequate ones.
New goals must be stated and new forces identified repeatedly
as one works toward resolution of the problem. Diagnosis is
a continuous part of problem solving.

3. Considering Action Alternatives. As diagnosito work progresses,
a range of action alternatives should emerge. Each should be
cohsidered in relation to knowledge of the forces operating in
the problem situation. What are the particular forces operating
for and against someone taking effective action steps? If one
or some combination of the alternatives is tried, what will
happen to the forces pushing toward or away from a particular
goal? How will the forces operate to influence the success or
failures of trying a particular action alternative?

4. Trying Out an Action Plan. At some point, one or a combination
of the action arternatives will be attempted. As the attempt
is made, information will be needed to assess whether there is
movement toward the goals. This would include discovering which
forces are changing and account for movement, or lack of it.
Such assessment provides both an evaluation of progress and a
new diagnosito picture. It clarifies the next action steps which
need to be taken. It may also identify additional skills which
may be needed in order to move ahead, This latter type of
information should be the basis of inservice training closely
related to any action program.
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5. Diffusion and Adaptation. Information gained from action
experience in dealing with a problem should be shared with others
who face similar problems. Information to be diffused should
include: a clear, specific statement of the problem; the
forces involved in the problem situation; a description of
action taken to change the forces; results of action including
failures as well as successes; special problems that were
encountered; and special skills that were needed to carry out
particular actions. These kinds of i.Xormation make it possible
for persons in another setting to Adapt elements to diagnose
their problem situations.

Supporting the Problem-Solving Process

Two instruments have proven to be helpful in guiding staff members
through problem- solving sequences. The first, entitled Problem Analysis
ProRram is aimed at increasing one's understanding of interpersonal pro-blems. It can be carried out in collaboration with several others.
The second, entitled Organizational Problem Solving Scheme, has been
most widely used by staffs, committees, and departmental groups to
solve problems of an organizational nature.

PROBLEM ANALYSIS PROGRAM (P.A.P.)

This program has twenty steps and is generally prepared so that
each step is on a different sheet of paper. For purposes of pre-
sentation here, however, the twenty steps will be shown, one right
after the other.

This program has been adapted by members of the NTL network with
permission from a copyrighted program by Saul Eisen, 1966. The
program, in many ways, is based on the work of Carl Rogers.

EllEw the Problem Analysis PA. P. Works

.Scientific research and practical experience have shown
that people who successfUlly resolve problems typically go
through certain general stages of thinking. At each stage
they acquire a new, more useful way of looking at their
problem, which leads them to abetter understanding of it
and helps to uncover new approaches to resolving it, in-
volving changes in their awareness, feelings, and behavior.

Step 2. This, then, is a systematic procedure for using your
own feelings and thinking as resources to understand and
resolve a problem you now have with another person, group,
or organisation. The more important the problem is to you,
the more meaningful will be the learning you get from this
procedure. Your following this procedure is probably in.,
dicative of a real decision by you to tackle the problem.
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The chances of arriving at a meaningful and lasting solu-
tion depend on your making this kind of decision now.

Step 3. How You Can Use This Program

The P.A.P. presents you with a series of questions
about the way you think about your problem. As you
answer these questions you will be following the thinking
process which results in a better way of looking at your
problem. You will be going through the stages of effective
problem solving.

Step 4. In the following steps, you will be asked to write down
a simple statement of the problem. This first statement
will probably not be very clear or concise. In fact, part
of the difficulty in solving a problem is frequently that
it is hard to pin down just what the problem is. This
program will help you to state your problem more clearly.

Step 5. Take some time now to write down this first statement
of the problem as it looks to you now. You need not worry
about coLerence, style, or clarity. Try instead to write
"off the top of your head."

As I see the problem, it is essentially that

Step 6. Now that you've written down how the problem looks at
this point, it would be usefUl to see what stage of problem
solving this statement represents.

If you speak about the problem as something which is
bad in general, but has no bearing on you personally, you're
thinking in Stage #1. If you do talk about how it bears on
ma, you're thinking in Stage #2.

Stone

Example

NV bossboss loses his
temper too easily.

Stage

My boss loses his
temper at me too
easily.



-21-

Step 7. Looking at the words you have actually written in con-I
nection with Step 5, determine whether your statement is
Stage #1, or Stage #2.

For the most part, my statement is now in
Stage #

If it is in Stage #1, go on to the next Step.

If it'is in Stage #2, scan the next step,
answer if you wish, and then go on to
Step 9.

Step 8. If your statement was in Stage #1, it did not describe
the problem as your problem. You can progress to Stage #2
by restating the problem in terms of how you are involved
in it. You can probably do this by answering the question,
"How is this problem of concern to me?" or "How am I con-
cerned with it?"

If I were to restate the problem, this time emphasiz-
ing how it is of concern to at, I would say that . .

Step 9. Now look again at the problem as you describe it now.
If you talk about how it is of concern to you, but not
about how you feel and react in the problem situation,
you're thinking in Stage 2. But if you also talk about
your feelings and reactions, you're thinking in Stage #3.

Example

stage-#2 Stage

My boss gets angry
at me too easily.

My boss gets angry at
me too easily. This
usually gets oe rat-
tled so I can't work
we and gets me
annoyed at hi* for

ring such u short
fuse.
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Step 10. For the most part, my statement is now in
Stage #

If it is in Stage #2, turn to the next Step. If it is
in Stage #3, scan the next Step, answer if it you wish,
and then go on to Step 12.

Step 11. You can progress to Stage #3 by writing about your
problem again, this time emphasizing how xsa feel and
react in the problem situation.

Focusing now on my feelings and reactions, I would
os/ that . . .

Step 12. Stage 44, which is one of the key stages in the under
standing and resolution of a problem, is the recognition by
the individual a his "contribution"--the ways in which his
own behavior adds to the problem situation. If your state-
ment includes recognition of how you help to create or
continue your problem, then you are at Stage #4.

&temple

Stage #3 Stage F

My boss gets angry at
me too easily. This
usually gets me rat-
tled so I can't work
well, and gets me an-
noyed at him for halt-
ing such a short
fwse.

MY boss gets angry at
me too easily. This
usually gets me so

I can't work well
and gets me annoyed at
him fog having such a
short fuse. ley
tall about his anger
ileum on edge so that
I am more likely to
make mistakes that get
him angry. Also he
doesn't know the effect
his anger has on me be-
cause I've never really
told him.
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Step 13. Looking at your statement of the problem up to now,
ask yourself whether you have explored sufficiently your
am contribution to the problem in terms of the things
you dolor neglect to do) which might be adding to the
problem. If you've already done this, scan Step 14,
answer it if you wish, and then go on to Step 15.

Step 14., Restate your problem to reflect Stage #4.

The problem as I see it now, including
recognition of what I am doing or ne-
glecting to do, is as follows:

Step 15., When you have gone through Stages 1 to 4 in your
thinking about your problem, you may find that you now
have a clearer, more useful way of looking at it.
You may also find that some of your feelings about
the situation have changed or are beginning to change.
This could mean that negative, uncomfortable feelings
become less intense or less upsetting.

Step 16., As a result of this analytical process, the fol-
lowing changes in my awareness and my feelings have
taken (or are taking) place:

Step 17.. Another result of going through Stages #1 to #4
is that you may begin to see specific Changes in your
behavior which might be appropriate. (This could well
mean doing something which you've never tried before.)
Think for a few minutes about small changes in ear
behavior which might be appropriate for your problem.
Then go on to the next Step and write about these
changes, if any.

Step 18. In relation to the problem as I've described it and
any changes in awareness and feelings which I'm experienc.
ing, the following specific changes in ay behavior would
be appropriates
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Step Alt At this point, you need an opportunity to try out
the changes in behavior which you have described in Step
17. In preparation for this, review and picture in your
imagination the changes in your behavior which you have
decided upon. Now think about how willing you are to actually
try out these changes. (How would you rate your willing-
ness to change on a scale of 1 through 9, with 9 being
"very willing? ")

Remember that the solution to your problem depends,
at least in part, upon your behavior, your feelings,
your attitudes, and your willingness to change.

Step 20., This concludes this problem-solving cycle. If the
problem situation does not seem completely resolved,
(or if you are now facing other, similar problems),
you may go through the problem-solving cycle again in
an attempt to more fully describe your problem and your
alternatives.

You may now be facing a different kind of problem;
for example, you may be striving to overcome barriers to
accomplishing things you or your organization want to
accomplish. If so, this problem-solving cycle can also
be used effectively by you to gain a better way of look-
ing at what you want to accomplish and the barriers to your
doing so. This P.A.P. can be used for any problem of
challenge of concern to you that you can relate to yourself.

tiNsTRummirjig

ORGANIZATIONAL PROBLEM-SOLVING SCHEME

Each stage of this process requires & great deal of time.
The scheme is as follows:

Stage it Problem Identification. What is the problem?
A problem is defined as falling short of an ideal goal. It
can be visualised by the following diagram:

Area of Ideal
Level t p lea State
of

Present
Reality
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During Stage 1, each staff member should define his problem
concretely and behaviorally, making provisions within his
statement for his own involvement as well as his feelings
about the problem.

Stage 2: Problem Analysis. For the next step, a field-
of-forces analysis is prepared as illustrated below:

Force Field Analysis

Facilitating Forces Restraining Forces

-4

Level of Area of Ideal
Present Reality Problem State

Thinking of the present state of the problem as a balance
between opposing forces, try to list all the forces on one
side of the issue. Now list all forces on the other side,
(taw In the present state of world affairs, suppose that
daily events are the result of U. S. forces and Chinese forces:
these are the two "sides".)

Go back and think about how important each force seems to
you. If it seems very important, put a "5" next to it in the
left hand margin. If it seems not very important, put a "1"
next to it in the left hand margin. Rate each of the forces on
a scale of "1" to "5", depending on how important the force
being described appears to you.

Stage 3. Brainstorming. The third step in the problem-
solving sequence is to "brainstorm" ways of decreasing the
strength of the restraining forces. Emphasis is put on re-
ducing forces because this emphasis is more likely to support
effective change. Brainstorming involves thinking up many
different ideas, rometimes wild ideas, without evaluation.
After the brainstorming is concluded, a judgment should be
made as to which ideas are feasible and which ones should
be forgotten about for the present. Both brainstorming and
force-field analysis encourage a norm of seeking a variety
of solutions before making a decision.

Stage s: Designing Concrete Plans of Action.
During the fourth stage, attempts awe made to plan for actions
that will reduce the restraining forces. The designs should
include: (1) clear statements of goals, (2) concrete pro
cedures for achieving the goals, and (3) procedures for get-
ting feedback to see if goals are being reached.
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Stage 5: Trying Out the Plan Through a Simulated Activity.
The best way of trying to implement a plan ultimately is to
try it out by role-playing or simulation. Feedback can be
given by other members of the staff; the plem can be altered
for improvement; and, finally, the plan is ready to be tried
out.

Diagnosis

Continuous attention to diagnosis is the cornerstone of objective
problem solving. Without complete, accurate diagnosis, problems tend
to multiply. Fads are accepted which don't really fit the local situa-
tions where they are applied. Potentially good solutions are abandoned
without realizing the slight changes which were needed to make them work.
Decisions are made on the basis of peoples' ability to argue or on the
status they have rather than on the facts of the situation. Helpful
innovations are rediscovered and die repeatedly without being effectively
shared. because people don't know what to tell or what to ask about how
they worked.

There are probably several reasons why good diagnostic work is
not done very actively by educators. One is that it is comparatively
difficult to identify clear goals in working together to help youth
grow. Education is an extremely complex business. An engineer can
make accurate estimates of the kinds and qualities of materials he
needs to build a power dam to produce a given amount of electricity
in a certain setting. It is vastly more complicated for a faculty
to estimate the kinds of experience and organizational mechanisms
that will increase support for each other's innovativeness in teaching.

It is often difficult to get accurate information about school
building phenomena even when goals can be stated clearly. The medical
doctor listens with his stethescope, views with his x-ray machine, and
analyzes with his chemical and electronic equipment. Educators
are only beginning to be provided by the social scientist with tools
to gather the sorts of diagnostic data critical to their efforts. These
include ways to find out about feelings, values and attitu4es, ways to
learn of the perceptions people have of each other and the norms which
influence the behavior of the individuals in groups.

Another barrier to becoming involved in diagnostic work may be the
individual's lack of awareness of how important and satisfying such
effort can be. In the complex business of helping others learn, good
diagnostic work gives one the added per of knowing !ht things did
or didn't work. When you can identify the "why ", eveirfillures can
provide new insights to help plan next steps.
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The ways our organization operates and the ways we think of our
roles can also provide barriers to becoming involved in good diagnostic
work. Spending time gathering information, thinking about it, and
planning on the basis of it may need greater support in our setting
in order to become a part of the educator's role. Many schools tend now
to give little support or reward for time which is not spent in working
directly with youth, or handling administrative details.

Ways of Gathering Data

Good dl agnostic work depends on gathering valid, reliable data.
There are many ways of gathering data. In one sense, we are gathering
data all the time by being aware of what is happening around us. Most
of the things we are aware of are not really news to us. They are things
that we fully expected. Diagnostic work such as analyzing forces for
and against movement toward a particular goal can help us pick out kinds
of data that we want to check on more carefully.

Some ways of collecting data will be suggested below. Before you
select one of these for any particular occasion, there are some important
questions to consider. What will be the respondents' reaction to being
asked this question in this way? How will I know if this question has
the same meaning to the respondents that it has to me? Will the respondents
feel free to give their own reactions, or will Om be apt to give answers
that they think somebody wants to hear? Is this question clear enough
so that a respondent will answer it the same way each time it is asked,
barring some major change in the situation? These are the kinds of
questions that social scientists are concerned about when they gather
data. You will be increasing your own data gathering skills each time
you work through these questions as part of a data gathering effort.
Here are some ways to gather data:

Written response

1. Open-ended answers: anything from finishing a sentence to
writing an essay.

2. Multiple choice: forced choice where you must pick only one
answer, or free choice where you select as many answers as
are correct for you.

3. Preferred choice% a form of forced choice where you select
the things you like best or least as compared with other things.
(8 LL, Would you rather supervise lunch period or the playgroundt)

4. Scaled response: Elgl, On a five-poinv scale where "1" is "not
at all" and "5" isNiiry much", check how satisfied you are with
our procedure for reviewing net text books.
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Intervi

It may be open and free flowing or highly structured with the ques-
tions closely adhered to. Interviews might be arranged in a variety
of styles and situations:

1. It may be held with the total group where you raise the ques-
tions to determine the kinds of responses given in a total group
situation.

2. It may be held in a small group where you bring together
people who have special relevance.

3. It may be held with key informants where you gather data from
individuals whom you believe can give accurate views as to what
others would say.

4. You may hold individual interviews where you find out how each
answers the questions when by himself.

Observation

Again, the approach may be open-ended where you keep your eyes and
ears open for anything that might be important, or, highly structured
such as where you count the number of questions of a certain type asked

. at a meeting. Observational data may be gathered by a person selected
for this purpose, or by you yourself. If you do it, you may be an active
participant in the interaction but recording when you are not so actively
involved, or you might tape record the event and collect the data later
as you listen to the tape.

Unobtrusive measures

Sometimes data exist or can be gathered in ways that do not interfere
with normal routine. We call these unobtrusive measures. For example)
you might get some clues about faculty morale by noting the average
daily consumption of coffee in the lounge, by checking the rate of staff
absenteeism, and by looking at records of annual staff turnover and reasons
given for transfer requests. You might get some indications of parent
attitudes towards the school by keeping a log of the nature of parent
contacts with the school over a period of time.

Tools for Cathering Data

The remaining chapters present examples of tools (instruments)
for gathering of data about school building environments. These tools
have been carefully developed in collaboration with social scientists
and with members of school faculties. They are presented here as
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illustrations. There may be times when you will want to use tools
from this book in the form in which they are presented. At other
times you may use just those parts of an instrument that speak to a par-
ticular data gathering need. On still other occasions, the tools here
may give you ideas of how to create a new tool to fit a specific need.
Our hope is that you will find in this book a variety of ideas that
will assist you in gathering data about your school building environ-
ment that will be useful in diagnosing existing problems and in measur-
ing change as you work together in trying to improve the environment.

The force field analysis for diagnosing a problem was included
as part of the "Organizational Problem-Solving Scheme" (Instrument #2).
It is such a useful tool, however, that it is presented here in it's own
right with more detailed instructions for its use. It can help you to
identify your data gathering needs.

.11/1=1

hatINWIILIWANILA

THE FORCE FIELD TECHNIQUE FOR DIAGNOSING A PROBLEM

To use this tool, one must first state a problem in
terms of a clear goal. For example, Mrs. Andrews is a teacher
who states her problem as follows:

In our school, the seventh and eighth grades
are scheduled on a "block plan." Each section of
approximately 30 students receives all of its in-
struction in the basic academic courses from a
team of teachers. One teaches mathematics and
science for two hours. Then the class moves to
another room, usually next door, where the partner
teaches English and social studies for two hours.
Thus, each team of teachers shares two sections
totaling 60 students. my improvement goal is to
build better communication between teacher partners
regarding students, student needs, curriculum,
student assignments and student control.

Mrs. Andrews is now ready to write out her first force
field. She takes a blank sheet of paper and writes the nature
of the problem at the top. She then draws a horizontal line
across the top. On the left side of the line she writes the
words, "Forces for better communication." On the right side
of the line she writes the words, "Forces against better commun-
ication." In the right-hand margin of the paper she writes
the goal which she has specified for her problem, "Better
communication between teacher partners." In the left-hand
margin she writes the opposite of her goa, "Poorer communica-
tion between teacher partners."
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Wow, she draws a vertical line down the middle of the
page. This line represents the way things are at the moment
with regard to communication between teacher partners on the
specified topics. Things are the way they are at the moment
because there is a set of forces pushing from the left toward
better communication, and an equal set of forces pushing
from the right against better communication. If the forces
on the left become stronger while those on the right stay the
same or get weaker, then the line which represents the current
situation will move toward the right--toward better communi-
cation. Mrs. Andrews now writes down what she believes to be
the important forces operating in this situation. Figure 3
shows Mrs. Andrews' first effort at writing out her force
field.

Figure 3

MRS. ANDREWS' FIRST FORCE FIELD

"My improvement goal is to build better com-
munication between teacher partners regarding stu-
dents, student needs, curriculum, student assign-
ments and student control."
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Mrs. Andrews wasn't very satisfied with her first effort
to describe her force field. She guessed that there must be
more forces than the ones she had thought of. She began
to discuss the improvement goal she had identified informally
with other teachers. Each one she talked with shared her
concern. She fo'rnd there was a high level of motivation to
seek ways to better communication between pairs. Several
teachers noted that at formal meeting times, "departmental
issues seem to take up most of the available time. We
usually meet as one large group, and frequently the major-
ity has to sit through the hashing out of issues that con-
cern only a few."

Mrs. Andrews believed she had learned two things from
these discussions. One was that an additional "force for
better communication" was an awareness among others of this
need and desire to do something about it. Another was that
the way formal meeting times were arranged was seen as
partially wasteful. Norms of always meeting as one large
group and focusing on departmental issues seemed a force
against the possibility of working on Mrs. Andrews'
improvement goal. In Figure 4 we see how Mrs. Andrews
added these forces to her force field.

Mrs. Andrews now did three additional things with her
force field. First she ranked the forces in terms of how
important she thought they were in trying to change the
situation. She put a number "1" by that force which she
believed would yield most movement toward the goal if it
could be changed. She put a "2" by the forces that she
thought would result in the second greatest amount of move-
ment if changed, and so forth. Second, she rated each force
in terms of how easy (or hard) she thought it would be for
her to bring about some change in it. She gave each force a
rating of "hard", "medium" or "easy". Third, she again
rated each force, this time in terms of how clear she was
about whether it really was a force. Was she just imagining
it was a force, or just how was it really operating? She
labeled each force as "clear", "partly clear", or "unclear".
Figure 5 presents Mrs. Andrews' force field at this point.

Now Mrs. Andrews had a picture of what she thought was
going on in her problem situation. The most important thing
that stood out to her was that she was not very clear about
some of the forces which she guessed to be important. This
helped her to focus on the points where she needed to do
some more careful data gathering. She found one ready-made
tool for gathering the kind of data she now knew she needed.
She developed some interview questions for another. The
force about teachers being short of time seemed very important,
but rather vaguely stated. She found she was able to make
it much clearer by writing out a force field on this force!
She worked on identifying the forces for and against teacher
pairs finding more time to communicate.
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Figure

MRS. ANDREWS' SECOND FORCE FIELD

"My improvement goal is to build better com-
munication between teacher partners regarding stu-
dents, student needs, curriculum, student assign-
ments and student control."
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Figure 5

MRS. ANDREWS' FORCE FIELD RANKINGS AND RATINGS

"My improvement goal is to build better communica-
tion between teacher partners regarding students,
student needs, curriculum, student assignments and
student control."
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These efforts helped Mrs. Andrews identify further forces
and further questions that needed to be explored. She began
to consider ways that some of these forces could be altered.
Her efforts to gather information from other teachers to
diagnose what the force fields were, turned out to be an action
plan in itself which proved helpful. An increasing number of
teachers were becoming active with her in exploring issues so
that the situation was already moving toward the goal.

At the end of several weeks, Mrs. Andrews found it help-
ful to look back over her efforts. She could note the changes
which had occurred in her force fields over a time. She knew
that her current force field was much more accurate than her
first attempts had been. It was based on careful data gather-

ing. She had gathered some kinds of data several times so
that she could see evaluatively how some of the forces had
changed in response to the action efforts which had been made.
Most exciting to Mrs. Andrews was the collaboration which had
grown up between herself and other teachers as they worked to-

gether using the Force Field Technique tool.



CHAPTER IV

WHO'S RESPONSIBLE FOR WHAT?

Within the school organization, many roles exist, the roles
of teacher, principal, vice-principal, counselor, department head,
curriculum supervisor, cook, custodian, and secretary. Role is the
word given to clusters of responsibilities, rights and duties. Certain
definitions of these roles are commonly accepted by the culture and
little controversy exists about them. The principal, for instance,
may be seen as the formal leader in the school and responsible for rela-
tions with parents when they visit school. Counselors are seen as being
charged with serving-the social-emotional needs of the students. Teachers
have charge of classroom processes. Cooks prepare food and custidians
maintain the building.

Even though many definitions of these roles seem clear and
are generally agreed upon, others are not. It is worthwhile for
educators to seek ways of clarifying roles and of gaining consensus
about inter-role expectations. In this chapter, we will look at certain
roles in the school organization and what behaviors are performed or are
expected to be performed in those roles.

We will also look at ways in which people can behave regard-
less of their role, to influence the movement of their role group or the
whole organization. These ways of acting in a group to influence it's
movement are called functions. Some functions that are performed at small
group meetings are initiating new ideas, asking for opinions, or reliev-
ing tensions by telling jokes. We'll find that there are certain ways
of functioning in a group or organization which will improve it's pro-
duction and climate.

Examples of Role Responsibilities in Action

Three central issues concerning roles and functional patterns
are present in schools. Communication stops, and groups work ineffectively,
when these issues are not dealt with optimally. These are:

1. Conflict between persons or within the organization arises
when the definition of one's own role responsibilities is in opposition
to or rt least different from, the ways in which others look upon that
same role.
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One example might be the school counselor. Counselors quite often
define their role as a social-emotional helper for confused and Cds-
traught students. They view what the students tell then (luring counsel-
ing sessions as confidential information. Sometimes tencliers 7e in
opposition to such a definition of the counselor's role. They see
certain students as colluding with counselors to get out of "tight
spots" by finding easy refuge in the permissive counselor's office.
Some teachers also expect that the counselor will confide in them about
such students so that they (the teacher) can work more effectively with
the student during instruction. When counselors withhold this informa-
tion, teachers with such expectations aro understandably disturbed.

When such conflicting definitions are present in a school, it is
disruptive. Emphasis should be given to clarifying the role of the
counselor by bringing the adversaries involved into discussions about
the role.

A second example is found in the team teaching concept. More and
more schools are moving toward new types of collaboration between
teachers. Sometimes such collaboration occurs in core courses, some-
times in team teaching. In any case, the sharing of resources is rapidly
becoming a legitimate activity in schools.

At the same time, a number of teachers define their role in an
individuated manner. They see themselves as loners, organizing their
classroom activities in very personal ways. Some teachers include
academic freedom as one of their role responsibilities, thus supporting
the norm of doing things their own way.

This definition of teachpr role often conflicts with organizational
attempts at collaboration and team work. If a school wants to use
resources more effectively, teachers will have to modify their role
conceptions to include more openness and sharing.

Third, the custodian has a role problem in many schools. The
students' behavior is not confined to the classroom--it spills over
into the halls and playground. Sometimes teachers are not present to exert
influence over students in such settings. Custodians arc confronted
at times with misbehavior and may or may not try to influence it. In

many schools, confusion occurs about the disciplinary responsibilities
of the custodian.

2. Because the school is a complex network of relationships,
the ways in which others perform their roles effect one's pen:orahuce
of his own role.

For example, the role performed by the principal has very important
effects on the faculty. In a national survey, Gross and Herriottl

1Gross, N. & Herriott, R. N. Staff Leadership in Public Schools: A
Sociological Inquiry. New York: John Wiley & Son, Inc. 1965.
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examined the consequences of the leadership exhibited by elementary
school principals. To measure the effects of the leadership behavior
of principals on their staffs, they examined the relationchip bc5ween
the principal's leadership behavior and three characteristics of
schools used for assessing their effectiveners: staff morale, the pro-
fessional performance of teachers, and the sti; 'Prits' learning. Gross
and Herriott found positive and significant relationships between their
measures of "executive professional leadership" (EPL) and each of these
three variables.

Executive Professional Leadership was defined by Gross and Herriott
as the efforts of an executive (principal) of a professional staff
organization (school) to conform to a definition of his role which stresses
his obligation to improve the quality of staff performance. This
definition of the principal's responsibility appears to have significant
effects on the school.

Another study (Chesler, Schmuck, and Lippitt, 1963) indicated
two ways in which the principal is very important in promoting class-
room innovations. First, the principal who has an accurate perception
of the values and skills of his staff is better able to encourage in-
novation. Second, staffs that are aware of the priorities that the prin-
cipal places on the improvement of classroom teaching are freer to
innovate and to talk to one another about innovation. Clear role
pictures about the principal are very important for teachers. Communica-
tion between principals and faculty about their respective roles with
regard to innovation would be a useful vehicle for achieving effective
change.

Another example may be found in the fact that group norms power-
fully effect behavior in schools. Individuals within a faculty behave
predictably because of their adherence to shared expectations for what
is appropriate. Norms are compelling stabilizers because individuals
monitor one another's behavior. The strength of sharedness makes a
school resistant to modification, but, at the some time, offers a tool
for planned change.

Members of school staffs often share the expectation that they will
not discuss classroom processes (in contrast to individual student
problems) in the teacher's lounge. When some staff members attempt
to do so, they may be cut off or ignored. Teachers learn to withhold
their concerns or create special sub-groups to talk about them.

Another norm held by some staffs opposes speaking out or confront-
ing issues at staff meetings. For some staffs, a norm exists to dis-
courage active, highly emotional interchanges at meetings. Members
are supposed to keep conflicting feelings and thoughts to themselves.
They are viewed as irresponsible or as not fulfilling their role if they
don't.
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There is a third example of this interrelatedness of roles. At
meetings, staff members may i-,='.,ocnce o'!e another in many different ways,
but two sets of group functions- -task and maintenanceare neco.ese.7:y for
an effective staff meeting. Task functions arply to completing the work
requirements of the meeting, while mainten?nce functions help the group
with its internal cohesion and interperson.11 feelings.

Ideally, most staff members, no matter what their role, would
be capable of performing both task and maintenance functions. Unfortunately,
only a few persons perform task functions, and even fewer perform main-
tenance functions. Examples of some task functions are: initiating
ideas on work procedures, seeking information or opinions from others,
giving information or opinions, and summarizing what has gone on in the
meeting.

Some maintenance functions, on the other hand, would be seeing that
others have a chance to speak, attempting to reconcile disagreements,
sensing group mood, and being warm and responsive to others.

Inquiry Questions

The school staff that is concerned with clarifying role responsibilities
and in performing the most important group functions at the right time
may ask some of the following questions:

How do persons in our school conceive of their roles? Perhaps the
staff should discuss role perceptions so that each member knows more about
haw every other member views his job.

What priorities do people place when defining their roles?

Where do similarities and differences exist in our perceptions of
our most important functions as teachers, counselors, or principals?

Another set of questions could include: How floes the way one person
carries out his role affect other's performance of their roles? Or, what
kinds of group norms exist in our school about our responsibilities,
and how do they affect our performance?

Further, a staff might inquire: What group functions are occurring
or not occurring at our meetings? What kinds of procedures can we use
to increase the effectiveness of our meetings?

The instruments presented in the next section of this chapter may be
helpful means for collecting information about these questions.

Instruments for Collecting Data

The instruments are divided into three categories. The first set
has to do with perceptions that school personnel have about their own
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role responsibilities. The second croup cf instruments focus on per-
ceptions of and reactions to the re:7)onr,.ibilf.ties of others. Finally,
the third set involves group functions performer. by staff members.

anceptions of

The first instrument helps a teacher, principal, counselor, or
some other educator describe his own role. It helps the person to
communicate how he values what he does.

LSTRUME'NT #11

SELF-CONCEPTION OF OWN ROLE PERFORMANCE

All of us have certain things about our own role per-
formance which we think are important. There are ten numbered
blanks on the page below. In the blanks, please write ten ad-
jectives or short descriptive phrases, each referring to the
simple statement, "As a teacher, I do the following things."
Answer as if you were giving the answers to yourself, not to
somebody else. Write the answers in the order that they oc-
cur to you. We are interested in both positive and negative
aspects. Don't worry about logic but try to be as clear as
possible. Write each descriptive word or phrase as rapidly as
possible. Your first impressions are good enough.

1.

2.

3.

5.

6.

7.

8.

9.

10.

AS A TEACHER, I DO THE FOLLOWING THINGS:



Now go back and evaluate each of these things according
to how positive or negative you see it. In order to represent
a range, place double plus (++) if you feel the characcrietic
is quite positive, a (+) single plus if you Ice it as scmc-
1211aLpositive, a single minus (-) if you see it as scmawhat
negative,, and a double minus (--) if you see the thing as
quite negative. Be sure to evaluate each descriptive word or
phrase by placing one of these sign configurations on the
small line to the right of each. Remember there are four such
signs, (+4), (+), (-), and (--). Work rapidly.

A balanced evaluation of the self as professional role-taker seems
most healthy for effective role performance. Teachers who view them-
selves quite negatively and are insecure about what they are doing, for
instance, will feel more aggressive and negative than teachers with
more positive role concepts. Conversely, those teachers who view
themselves as only doing very positive and effective things are not
very likely to seek out innovations to improve their classroom
instruction.

Another way of using this instrument is to ask the person to jot .

down the ten functions that he thinks others expect him to perform in
his role. "Others" can be a generalized group or can be specified, as
for instance, when the principal is asked to write ten functions the
superintendent expects him to perform. Plus and minus signs can be used
to denote how the individual values the function or how well he sees
himself performing the activity. If he values the function highly, he
uses a plus sign; if he gives it low priority, he uses the minus sign.

The main difference between the first and second uses of this Instru-
ment has to do with actual behavior vs. expected behavior. Since a
discrepancy betweeL two may reveal a problem, staff members might
be asked to fill out this instrument twice, using the two different
instructions each time. An inspection of the differences between actual
and expected behavior would give some mee-ture of the extent of'aliena-
tion of the staff member from the school _rganization.

The following instrument is another way of gaining information about
how staff members define their roles. Each staff member is asked to
write about his concepts of his own role by placing one idea on each of
twenty-five small index cards. The following instructions can be used:

IINSTRUKENT ujl

COGNITIVE STRUCTURE OF ONE'S OWN ROLE

Directions: Let us suppose that the following situation
occurs. A visiting teacher from a foreign country engages you



in conversation about school practices in this country.
Assu:-.0 that your visitor knows ver;. little about A.T1'f.Can
teachin:7 practices. He vantr to know wh7lt the =est in:-:ertant
thir.::s arc that you do in the classroom. Wht sorts of
thin7s would you include in a list :71lic'a he could refer to es
he tries to learn about you as a teacher and what you do in
your role?

Using these cards which have been provided, write one
on each card (a word, phrase, or sentence) which des-

cribes teacher role performance. Look them over carefully to
see if they fall into some broad, natural groupings. If they
do, arrange them into such groups. Now look at your groups to
see if these can be brIken into sub-groups. If they can, sep-
arate the cards accordingly. It is also possible that these
sub-groups can be broken down still further.

The instruments next described list characteristics which nay des-
cribe you as a teacher or administrator. Describe your own role per-
formance by rank-ordering the characteristics according to hew often
you do each one.

SELF-CONCEPTION OF OWN ROLE (TEACHER)

Rank the following eight items in accord with how often
you perform each in your role. Place a "1" by the most frequently
performed item, a "2" by the second most frequently performed,
and so on down to "8", which will be the least frequently
performed iten.

Rank Item

Communicate with students as a group.

Work with students as individuals or sub-groups.

Broaden myself by continuing formafeducttion,
reading current journals, attending workshops,
parti.epating in training pregra etc.

Do study and research in my specialized field.

Take part in comeinity affairs concerned with
education.

Work on the "aiministrative" aspect of teach -
ing.

17ry out ne t.zaching techniques and tethols.
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SELF-CONCEPTION OF OWN ROLE (ADMINISTRATOR)

Rank the following eight items in accord with he often
you perform each in your role. Place a "1" by the most fre-
quently performed item, a "2" by the second most frequently
performed, and so en down to "8", which will be the least
frequently performed item.

Rank Item

Report to superiors.

Communicate with subordinates.

Keep parties concerned with a decision informed
on progress and actions taken.

Collect feedback from others about my role per-
formance.

Collect information to make decisions.

Make decisions on my own.

Delegate den and responsibilities to others.

Involve others in decisions.

Routine bookkeepin,; and administrative matters.

Work on building staff development programs.

The instrument described next helps to measure the amount of in-
fluence staff members feel that each role group has in the school system
and how much they ought to have. Results from the two parts of the
questionnaire can be compared. Discrepancies between the two can lead
to problem - solving sessions which explore the mean!.no of the discre-
pancies and the ways of improving. the situation.

M7075771

INFLUENCE

1. In general, how much influence do you think the renewing
croups or persons no have in determinin educational matters
(c.c., curriculum, policy, etc.) in your school? Please indicate



ho'.4 much influence each person or crop has by circling the
appropriate number.

Con- A
A cider- great

None litle Some able deal

a. The local school
board 1 2 3 4 5

o.

c.

Your superintendent

The principal of

1 2 3 4 5

your school 1 2 3 4 5

d.

e.

You, yourself

A small group of

1 2 3 4 5

teachers 1 2 3 4 5

f.

g.

Teachers in general

Curriculum personnel

1 2 3 4 5

(supervisor, director,
or coordinator) 1 2 3 4 5

h. Students 1 2 3 4 5

i. Parents 1 2 3 4 5

j.

k.

Teacher unions

Local colleges and

1 2 3 4 5

universities 1 2 3 4 5

1. Guidance and psycho-
lo3ical services
personnel 1 2 3 4 5

m. Newspapers 1 2 3 4 5

n.

o.

P.T.A.

Other conmunity groups

1 2 3 4 5

(Specify) 1 2 3 4 5

2. Ho-: much influence do you think tese groups or persons
olv:-.t. to '... in deter.;.ining educational matters in your school?

a. T.e local school board 1 2 .. 3 4 5

b. Y:iur superintendent 1 2 3 4 5
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Con A
A sider- great

one litt:e Sorne able deal

c. '2'n.. prIncipal of
your school 1 2 3 4 5

d.

e.

You, yourself

A snall group of

1 2 3 4 5

teachers 1 2 3 4 5

f.

g.

Teachers in general

Curriculum personnel

1 2 3 4 5

(supervisor, direc-
tor, or coordinator) 1 2 3 4 5

h. Students 1 2 3 4 5

i. Parents 1 2 3 4 5

j.

k.

Teacher unions

Local colleGes and

1 2 3 4 5

universities 1 2 3 4 5

1. Guidance and psycho-
logical services
personnel 1 2 3 4 5

m. awspapers 1 2 3 4 5

n.

o.

P.T.A.

Other colnunity

1 2 3 4 5

Groups (Specify)
1 2 3 4 5

Conceutions of and Reactions to Others' Poles

The first suggestion for an instrument to discover ho.4 staff tembers
expect other persons to pPrform their roles is an open-ended question-
niare. It might be constructed as follovs:
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c

EXPIXTATIOZ FOR 02HERS

As a , I expect persons hold -
r:y own role

ding the role of to spend most
other role

of their time doing:

1.

2.

3.

4.

5

6.

7.

8.

9.

10.

I believe that persons holding th:.t role actually spend
their time doing the following:

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.



T'ne kinds of help I would like to receive from persons
holdin3 that role are:

1.

0

3.

5.

The ways staff members define the principal's role have decided
effects on the entire operation of the school. The following instru-
ment has been used extensively to measure t. condition called 2xecutive
Professional Leadership. The ZPL of a principal correlates with staff
morale, teacher performance, and student achievement.

The principal can also fill out this questionnaire on himself. He

should fill it out as he sees himself performing, and as he predicts
his staff will view him, thus checking to see if there is a discrepancy
between the two. He can also check his awn perceptions against the
reality of staff judgments.

(INSTRUKi.z:a

THE PRINCIPAL OF THIS SCHOOL*

To what extent does your principal engage in the follow-
ing kinds of behavior? In answering, please circle the one
nuMber in each row that best describes the behavior of your
principal.

1. Gives teachers the
feeling that their
work is an "important
activity".

Al-
most Occa- Fre- I do

nev- sion- quent- Almost Al- not

Never er ly always, ways knew

0 1 2 3 5 X

2. Gives teachers the
Peeling that they can
ml.ka significant con-
tributions to improv-
ing the classroom, per-

for;ance of their stu-
dents. 0 1 2 3 4 5 X

*This instrument is copyrighte4 material and permission from
Neil Gross would be needed for it to be used.



3. stron; in-
terest in :V profes-
sional develop-..lent.

Maes teachers'
meetin,7s a valuable
educational activity.

5. Helps to eliminate
weaknesses in his
school.

6. Treats teachers as
professional workers.

.. Eelps teachers to
understand the sources
of ir....3o:tant proble,s

they are facin3.

8. Displays a stron,;
interest in i:T.provin3

the quality of the edu-
cational pro3ram.

9. trins to the atten-
tion of teachers educa-
tional literature that
is of value to them in
their jobs.

10. EAG con;:ltruetive

suggestions to offer
teachers in dealing
with their major prob-
lems.

11. Cots teachers to
up3rade their ptrfor::.-

ance standards in their
classrooms.

Mc.ximizes the Cl.f-

ferent skills found in
the faculty.

Al-
:.lost

nev-
cr

Coca-

al:v

Fre-
quest-
lv

Almost
always

Al-
waifs

I do
not

know

0 1 2 3 4 5 X

0 1 2 3 4 5 .X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 14 5 X

0 1 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X



177;. a teh...2r',7,

difficul; becalse
of aistrative
inptitude.

14. II.-:3 conferences

ana meetin-,s in a did-
orgs:nized fashion.

15. Eas the relevant
facts before La-:1n
ir:.portant decisions.

16. Displays iconsis-
tency in his decisions.

17. Procrastinaes in
his decision makirc.

18. Requires teachers
to en.:,a,;e in unneces-

sary paper work.

19. Displays integrity
in his behavior.

20. Pats you at ease
when you talk with him.

21. those who
work with him feel
inferior to him.

22. Develops a real
interest in your wel-
fare.

23. Develops a "ve
faalini" in workinz;
with others.

24. Rubs people the
vron:, way.

'Aver

most 0::ca-

nev- sion-
er nlv

Fre-
quent- Almost
lv always

I do
Al- not
ways know

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 14 5 X

0 1 2 3 It 5 X

0 1 2 3 4 5 X

0 1 2 3 14 5 X

0 1 2 3 14 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 14 5 X

Ar. a.:-.ptntion of the precedinc insti.ummt can be made to obtain
iat out suptr-tiso-.'s an:t curriculw.i specialists. The directions are
chanoecl, ut he ite:is remain the sae. Thus, the illustration below
will not. -..c:eat all the
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CCCROIrATO2S ;.10 SP2C.:::ALISTS

Y.any school systes have Ii.ersonrwl with titles such as
supervisini; director, curriculum specialist, coor-

din.7.tor, o: conf.ultant. Their resi)onsibilities include acting
as liaisx. between. the central office and the schools, obser-
yin; teachers, coaferrin,7; with princirals, working with teacher
coz.%ittecs, introducin;1 ne:r curriculull ideas and teaching tech-
niques, or guiding in-service training.

1. D3 you have such personnel in your school Yes No
system?

2. ';That is the title of the person you have had most contact
with, or who is the most important person to you?

the title here:

3. or aluch contact with this person do you have?

I have had some contact
I have frequent contact
I have had no recent contact

with this person.

Now, thinking of the person you have indicated in the
space above, to what extent does he or she engage in the fol-
lowiA; kinds of behavior? Please circle the one number in
each row that best describes the behavior of this person.

I. Gives teachers the
:eelinj that their work
is an "important acti-
vity".

2. (See preceding
instrument)

Al-

most Occa- Fre- I do
nev- sion- quent- Almost Al- not

Never or al:m ly always ways know

0 1 2 3 4 5

0 1 2 3 14 5

The folliving adaptation of the instrument may be useful if members
of a ce:.tr:..1 office staff wish to find out about the reactions that

1;r:.naipals have to their role performance.
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fINSTRUMLNT 7411

YOUR MEDIATE SUPERIOR

As a principal, please consider your immediate administra-
tive superior, the person to whom you report and who supervises
or guides your work.

Write.the title of this person here:

Thinkii of this person, to what extent does he or she
engage in the following kinds of behavior? In answering,
please circle the one number in each row that best describes
the behavior of this person.

1. Makes principal's
life difficult because
of his administrative
ineptitude.

2. Runs conferences
and meetings in a dis-
organized fashion.

3. Has the relevant
facts before making im-
portant decisions.

4. Displays inconsis-
tency in his decisions.

5. Procrastinates in
his decision making.

6. Requires principals
to engage in unneces-
sary paper work.

7. Displays integrity
in his behavior.

8. Puts you at ease
when you talk with him.

Al-

most Occa- Fre- I do
nev- sion- quent- Almost Al- not

?ever er ally ly always ways know

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X

0 1 2 3 4 5 X



Al-
most Occa- Fre- I do
nev- sion- quent- Almost Al- not

Never or ally, ly always was know

9. Makes those who
work with him feel
inferior to him. 0

10. Develops a real
interest in your wel-
fare. 0

11. Develops a "we
feeling" in working
with others. 0

12. Rubs people the
wrong way. 0

13. Gives principals
the feeling that their
work is an "important"
activity. 0

14. Gives principals the
feeling that they can
make significant contri-
butions to improving
the classroom performance
of teachers. 0

15. Helps to eliminate
weaknesses in the
schools under his
jurisdiction. 0

16. Takes a strong in-
terest in your profes-
sional development. 0

17. Helps principals
to understand the sources
of important problems
they are facing. 0

18. Makes principals'
meetings of value as
an educational activity. 0

1 2 3 1i 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

X

X

X

X

X

X

X

X

X

X



-52

The preceding instruments, which measure how staff members think
about the important aspects of their roles (Instruments 8 through 11),
can also be used to check how staff members view one another. In other
words, one can put himself in the shoes of the other person and estimate
how the other person would answer the question.

fINSTRUMENT #121

ESTIMATES OF HOW OTHERS PERCEIVE THEIR ROLES

Utilizing an instrument such as Instrument #9, "The
Principal of This School," put yourself into his shoes and
respond to the questions as you think he would. This will
give you data to compare with how the principal actually sees
himself, and how you and the other teachers define his role, with
data on how well you understand the principal's point of view.

Or .sing Instrument #8, "Expectations for Others", esti-
mate how another teacher with whom you work closely on a com-
mittee would fill it out with respect to the principal, so
you can see how perceptive you are about your colleagues feel-
ings and expectations about the principal's role.

Group Functions Performed While Acting As A Staff Member

Staff members may influence one another in many different ways,
but two sets of group functions- -task and maintenance, are necessary
for an effective staff meeting. The following two instruments can
be used as acervation schedules to gather data about the ways group
members perform task and maintenance functions.

INSTRUMENT #11

OBSERVATION GUIDE FOR TASK AND MAINTENANCE
FUNCTIONS

Task Functions
Initials of Persons Observed
Performing These Functions

1. Initiating: Proposing tasks or
goals; defining a group problem;
suggesting a procedure for soly
ing a problem; suggesting other
ideas for consideration,

.........
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Task Functions
Initials of Persons Observed
Performing These Functions

2. Information or o.inion
seeking: Requesting felts
on a problem; seeking re-
levant information; asking
for information; asking for
suggestions and ideas.

3. Information or opinion
giving: Offering facts;
providing relevant informa-
tion; stating a belief; giv-
ing suggestions or ideas.

4. Clarifying or elaboratia:
Interpreting or reflecting
ideas or suggestions; clearing
up confusion; indicating
alternatives and issues be-
fore the group; giving exam-
ples.

5. Summarizing: Pulling re-
lated ideas together; restat-
ing suggestions after the
group has discussed them.

6. Consensus Testing: Send-

ing up "trial balloons" to
see if group is nearing a
conclusion; checking with
group to see how much agree-
ment has been reached.

Maintenance FUnctions

7. Encovraging: Being friend-
ly, warm and responsive to
others; accepting others and
their contributions; listen-
ing; showing regard for others
by giving them an opportunity
or recognition.



Maintenance Functions
Initials of Persons Observed
Performing These Functions

8. Expressing group feelings:
Sensing feeling, mood, relation-
ships within tile group; sharing
his own feelings with other mem-
bers.

9. Harmonizing: Attempting to re-
concile disagreements; rellcing
tension through "pouring oil on
troubled waters"; getting people
to explore their differences.

10. Compromising: Offering to
compromise his own position, ideas
or status; admitting error; dis-
ciplining himself to help main-.'
tain the group. /

fi

11. Gate-keeping: Seeing that
others have a chance to speak;
keeping the discussion a group
discussion rather than a 1, 2,
or 3-way conversation.

12. Setting standards: Express-
ing standards that will help the
group to achieve; applying stan-
dards in evaluating group func-
tioning and production.

Another set of observation categories can be useful for improving
the quality of meetings:

INSTRUMENT #14

FUNCTIONS PERFORMED BY GROUP MEMBERS

Names --->

Initiating activity
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Seeking information

4

4

--

Seeking opinion

Giving information

---

Giving opinion

Blocking

Summarizing

Dominating

Gate-keeping
,

Seeking help

Listening

Expressing group feeling

Seeking recognition

, . -

Testing for consensus

Diagnosing

Mediating

.0/

-.

Case Study

Several studies done in industry, in voluntary organizations, and
in schools have demonstrated that the satisfaction of subordinates is
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related to the extent they can influence the organization's decision
making. These findings suggest that relations between superiors and
subordinates in school systems are very much like those in other
organizations. Teachers report greatest satisfaction with their prin-
cipal and the school system when they perceive that they and their prin-
cipals are mutually influential. This is especially true when they
perceive the principal as an expert.

The Problem

School X was not very innovative. A number of committees had
started to meet. Several teachers were sent to conferences and reported
back at staff meetings. But these efforts did not lead to much new
activity on the staff. The staff seemed to be apathetic and not very
interested in improving itself.

The principal, his assistant, the counselor, and a few new teachers
met to discuss the problem. The theme emerged from the discussion that
teachers did not understand their role in innovation. The teachers mostly
believed that innovation should take place only in one's own classroom
and that a great deal of sharing with others was inappropriate. Further-
more, the teachers felt that any major innovations would be passed on
down to them from the administration. But when certain administrators did
initiate new ideas, those ideas were not received enthusiastically.

inquiry litatUist

The group asked a consultant for help. Here are some of the ques-
tions raised in the group's deliberations with the consultant:

1. Why don't the teachers talk much with one another about new ideas?

2. Why don't the teachers accept a lot of the new ideas initiated by
administrators?

3. What keeps our committees and staff meetings from being effective?

The consultant suggested that the teachers' feelings about influence
(eat, what is their appropriate role in decision making?) were a problem
and that a simple questionnaire could be filled out to assess how the teachers
feel about the extent of their influence.

Instrument Used

Instrument 41, "Influence ", was used. Every member of the staff
checked how much influence he felt that each role group actually had,
and how much influence he felt that each role group ought to have.

The Data

The results are reported in Tables 1 and 2. Responses are reported
in terms of percentages of the total staff. The principal's response
is shown by underlining the figure which is his response.
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0.

TABLE 1

AMOUNT OF INFLUENCE STAFF MEMBERS IN SCHOOL X

THINK VARIOUS PERSONS AND GROUPS NOW HAVE

1 2 3 4 5

None
A

little Some

Con- A
eider- great
able deal

No
res-
ponse

a. The local school
board

b. Your superintendent_

c. The principal of your

0 13 13

ii_____AL____--7---

47

40

27

46

0

0

school 0 0 47 117. 6 0

d. You, yourself

e. A small group of
teachers

13

13

47

40

20

34

13.

23.

7 0

f. Teachers in general

g. Curriculum personnel
(supervisor, director,
or coordinator)

7

0

27

0

33

7

3.3.

60

0

26

0

h. Students 27 40 30 0 o

i. Parents 7 67 2.-3. 13 0 0

j. Teachers unions

k. Local colleges and
universities

27

7

0

13

27 27

33

13

13

6

1. Guidance and psycholo-
gical services personnel 0 33 33 20 14 0

m. Newspapers 7 46 40 7 0 0

n. P.T.A. 7 53 33 o 7 0

Principal'a response is underlined.
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TABLE 2

AMOUNT OF INFLUENCE STAFF MEMBERS IN SCHOOL X

THINK VARIOUS PERSONS AND GROUPS OUGHT TO HAVE

1 2 3 4 5

a. The local school
board 0 7

b. Your superintendent 0 7 7

c. The principal of your
school 0 0

d. You, yourself 0 13

e. A small group of
teachers 20 20

f. Teachers in general 0 0

g. Curriculum personnel
(supervisor, director,
or coordinator) 0 0

h. Students 7 7

i. Parents 0 13

j. Teacher unions 13 1.3 20

k. Local colleges and
universities 0 13

1. Guidance and psycho-
logical services personnel 0 20

m. Newspapers 20 27

n. P.T.A. ; 7 20

A
None little

Con- A No
eider- great res-

Some able deal pose

7 60

26

27 60

53 27

31 20

n 46

'20 a
53 33.

60 az

34

gi 40

54 la

40 13

2a 13

(Principal's response is unaerinial-7----

26 0

6o 0

23,

7 0

7 0

27 0

27 0

0 0

0 0.

13 7

20 0

13 0

0 0

7 0
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Analysis of the Data

A number of questions were raised prior to the analysis of the
data. These questions guided the analysis: (1) To what extent do
the teachers agree about the actual influence processes? (2) To what
extent do the teachers and principal agree with each other? (3) What
discrepancies exlst between the teachers' values about influence and
their perceptions of the actual state of affairs?

Regarding the first question, the teachers generally agree about
the actual influence that various role groups do have. One can note
the amount of agreement by looking across the table to see how spread
out the percentages are on any given line. Most variance occurs farther
down in the list with role groups and organizations that are farther
awwfrom the formal school organization. Notice the high amount of
variance on "local colleges and universities" as well as "teacher unions."
In contrast, teachers have high agreement about the "school board,"
"the superintendent," aad the "principal." They are 1,11 somewhat less
agreement about the actual influence of the teachers. But the teachers
in this school seem to agree generally on "who has what degree of
influence."

Regarding question #2, some important differences between the prin-
cipal's and the teachers' view of influence arise. For instance, the prin-
cipal thinks that small groups of teachers, as well as teachers in general,
have considerable influence, while the teachers generally see themselves
having less influence. The principal also sees the parents and the
guidance and psychological services personnel as having more influence
than the teachers do. On other items, there is high agreement. The
principal and teachers agree that the school board has "considerable"
.influence, that the superintendent has "a great deal," and that the
principal has "considerable." It should be noted, at the same time,
that a sizable percentage of teachers (47 per cent) view the principal
as having only "some" influence.

Question number 3 focused on the discrepancies between the actual
and desired amount of influence. A number of significant discrepancies
can be notel in the teachers' responses. The teachers feel that (a)
teachers in general ought to have more influence (although not as much
as their administrators), (1 students ought to have much more influence
than they currently have, (c parents ought to have more influence, and
(d) guidance and psychological services personnel should have less. It

will be noted that 60 per cent of the teachers felt they had "little"
or "no" influence. Yet Table 2 shows that most of the respondents (73
per cent) think teachers in general should have "considerable" .r "a
great deal". of influence.

Findings

The major result of this problem - solving effort in School X seems
to be that the distribution of influence seems to be a significant
problem. The data indicate that considerable discrepancy exists
between the teachers' ideals and their perceptions of the actual state



of affairs. They are not suggesting, however, that teachers' power
'be increased at the expense of the principal's. The data shot that
the teachers feel the principal ought to have somewhat more influence
than he actually has.

Possible Implications and Action Alternatives

1. Teachers are desirous of becoming considerably more influential
in the decision - making processes of the school.

2. The principal indicates that he thinks there should be less teacher
participation in decision-making.

3. Principal and staff need to examine the decision-making processes within
the school. More data may need to be gathered on the kinds of decisions
and the circumstances that might require variations in the pattern. An
opportunity to openly discuss value orientations as they affect decision-
raking might contribute to an understanding of current practice and open
the way to explore changes.

Summary

This chapter has presented a number of practical suggestioas for
diagnosing role performance, norms, executive professional leadership 1
and influence. FUrther, using influence as an example, the implica-
tions for change bave been developed in one school which diagnosed its own
influence patterns.



CHAPTER V

WHAT ARE OUR TYPICAL WAYS OF DOING THINGS?
4

As a group of people work together, tacit agreement develops rather
quickly about the ways :embers should behave in the variety of work
and social settings they share. The agreements define what is O. K.
to do and what is not O. K. in specific situations. A social scientist
would use the term norms to describe these tacit agreements about how-
we-do-things around here.

In your building, individuals and sub-groups probably have differing
perceptions of the "in" way to behave in certain situations and may be
unanimous about others. Your staff norms probably have a private life
and have not been looked at openly or systematically.

One way to think about the norms that exist in your building is to
imagine that you are a new member of the staff. What questions would
you have in your mind about appropriate behavior? How would you find
out? For one thing, you would probably ask a number of questions and you
would conduct a series of careful observations. You may not realize it,
but you would, in a sense, be a working anthropologist for those first
few days as you tried to discover and understand the culture and mores
of the building.

You may wish to use this approach as a diagnostic procedure. This
type of study requires skills of careful observation, accurate, objective
reporting, and ability to draw generalizations from a large pool of
descriptive data.

As you proceeded with your investigation, you would very likely
discover that people give different answers to your questions. Your
observations would indicate that, in most situations, members of the
staff behave very much alike; in other situations, different sets of
rules are observed. You will find that many of the "typical ways of
doing things" are not stated in a manual or orientation guide and, quite,
often, there has been no discussion or explicit agreement about these
'Informal" but persistent rules.

You might wonder how these norms develop. Many are merely transported
from other settings and situations. Others become established when one
or more persons, particularly those who may be regarded as leaders,
behave in a similar fashion. This may very quickly get defined as
"the way" to behave.
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These norms may be very helpful. They enable the individual to know
what is acceptable, appropriate behavior and what can be reasonably ex-
pected of others. Not to have any rules, whether formal or informal,
would present a confusing situation if continued for a period of time.
On the other hand, the way we do things may be continued just because
it is expected, traditional, comfortable, or unexamined. Circumstances
change, new conditions arise and typical ways may become obsolete,
irTelevent or actually prevent desirable outcomes.

Why Inquire?

A staff member might well ask the question, "Why should we study
the norms of our building? Things seem to be going along fine."
One purpose for such diagnostic inquiry is to obtain a clearer, more
specific picture of building norms.1 Since these kinds of rules governing
behavior are not ordinarily verbaliied or made explicit, putting them
down precisely helps to make them visible. This makes it easier to
assess the usefulness or productivity of the norm.

Another purpose may be to determine the degree to which any given
norm is shared by members of the staff. If there is a high level of
agreement about a particular norm, staff members will tend to behave
consistently. If there is low agreement, there will be confusion and
lack of clarity.

A third reason may be to determine the degree to which staff members
agree or disagree about what they want to have happen in school. Fre-
quently a staff works under a condition of pluralistic ignorance. An
individual wants to move in a certain direction but assumes that others

_would oppose it or would not be inter ,sted enough to support it. At
the same time, other members of the staff may privately hold the same
interest, but do not share it. Common interests are not shared. Action
is not taken.

What Are Our Norms?

One way to identify the norms in your building is to informally
discuss norm issues with the principal, supervisors or other teachers.
If their interest is stimulated, suggest that they support a meeting
of volunteer staff members to have a brainstorm session to get out
ideas about in-home norms. This will be a start on collecting data.

The ground rules for brainstorming are simple, but very important.
First, make sure that all participants have a clear understanding of
the topic. Second, announce and enforce the rule that every idea is
accepted and recorded without criticism, Judgment, or evaluation no
matter how wild or impractical it may seem. Ample blackboard or newsprint
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space will be needed and two persons should be designated to record
ideas as they are productl. After a period of 20 to 30 minutes, or when
idea production appears to have stopped, the material can be categorized,
evaluated, and a final list of useful items developed.

To gain the entire staff's perceptions of building norms, organize
into a questionnaire the ideas from the brainstorming which are judged
to be most important for work in the building. Some groundwork will
need to be laid with the staff about the value and need for examining
the norms before the questionnaire is introduced. It is important
that the data from the questionnaire be reported back to the staff and
time be set aside for work on changing those norms which impede productive
work and strengthening those which are functional.

For example, in a high school building the principal wanted to
visit classrooms to understand the issues and concerns teachers were
facing, but had not actually done so. When asked why he did not make
classroom visits the principal said, "yell, I really don't think any
of the teachers want me to do this r .ould resent it if I dropped by
their classroom." Yet, some teachers said, "I wish the principal would
come and visit my classes occasionally, but I don't think he wants to
do that. Besides, he's very busy and probably doesn't have the time."

In another situation, an elementary school building, a young teacher
In her first year o1 classroom work was located across the hall from a
teacher who bad many years of experience. The younger teacher said,
"You know, many times I wanted to talk to Helen. With all her years
of experience, she would, be able to give me some great ideas oa how to
handle some of the things that have come up in my classroom. I really
don't think she'd like it, though. A teacher ought to be able to take
care of her own problems." On the other hand, Helen, the experienced
teacher, said, "I've been wanting to ask Harr for some of her ideas.
She's just out of college and would be acquainted with new materials and
approaches. I don't think she would want to talk with me though, as
it's been years since I received my training."

In both of these examples, the norms governing behavior, based on
incorrect assumptions about the other, had prevented desired action from
taking place. When correct information about the wishes of the principal
and the teachers was shared, the classroom visits did take place and Helen
and Mary shared their ideas and experiences.

Instruments for ObtaiiIiaLLLaa

If it is not feasible to develop a questionnaire for your building
staff, instruments designed to obtain data about perceptions of norms
can be used or adapted to your needs. Such an instrument is best used
in its entirety, but selected its can be used it your situation
requires it.



IINSTRUMENTAIA

WM,

DO'S AND DON'TS

In any school systems there are informal "do's and don'ts".
They are rarely written down anywhere, but they serve as a kind
of code, making it clear what people in the system should and
should not do if they are to be accepted by others.

Below, there is a list of specific things that a person- -
an administrator, a teacher, a staff member - -might do or say.
We would like you to estimate what most people in this
building would feel about each item. That is, we want you
to tell us whether the predominant feeling of most of the
people in this building is that one should or should not
do or say the thing in question. You can indicate your
answer by placing a check mark (v) in the appropriate
columnshould or should notbeside each item.

For example:

The majority of people would feel that one...

SHOULD SHOULD NOT

X. Follow administrative directives.

Y. Complain when things are not going
right.

Z. Spread rumors.

The above examples would show that you believe that most
people feel that one should follow administrative directives
and one should not complain when things are not going right,
nor spread rumors.

1. Ask others who seem upset to ex-
press their feelings directly.

2. Tell colleagues what you really
think of their work.

3. Look for ulterior motives in
other people's behavior.

h. Always ask "Why?" when you
don't know.

S. Avoid disagreement and conflict
whenever possible.

INIIIIIMP11111
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6. Consult with people under you in
making decisions that affect
them--even minor ones.

7. Question well-established ways
of doing things.

8. Ba concerned about other rople's
problems.

9. Only make a decision after every-
one's ideas have been fully heard.

10. Disagree with your superior if
you happen to know more about,
the issue than he does.

11. Withold personal feelings, and
stick to the logical merits of
the case in any discussion.

12. Push for new ideas, even if they
are vague or unusual.

13. Ask others to tell you what they
really think of your work.

14. Keep your real thoughts and reac-
tions to yourself, by and large.

15. Trust others not to take advan-
tage of you.

16. Be skeptical about things.

17. Point out other people's mistakes,
to improve working effectiveness.

18. Listen to others' ideas, but re-
serve the decision to yourself.

19. Try out new ways of doing things,
even if it's uncertain how they
will work out.

20. Stay "Cool"--keep your distance
trots others.

21. Use formal voting as sway of
making decisions in mall groups.

SHOULD SHOULD NOT

=1111111MINENEMINI

Oniall1M1=1=11=

-11.-oellIM1110

0.011M

1111111111MINNIIIIMIS 4111111111111.11111111111111111 1111110

.111.1.11111.6010.116

INNIIIMINMEN111
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22, Set up committees which bypass
or cut across usual channels
or lines of authority.

23. Spend time in meetings on emotional
matters which are not strictly
germlne to the task.

2e. Be critical towards unusual or
'way Out" ideas.

25. Tell other people what thay want
to hear, rather than what you
really think.

26. Stick with familiar ways of
doing things in one's work.

27. Trust others to be helpful in
difficult situations.

SHOULD SHOULD NC/J'

1100 =ewt

.111W1,

Oilima.. Owes*

.1.111.111M

The Do's anO. oon'ts instrument could also be used to gain a dif-
ferent kind of diktA. If each staff member fills it out to indicate
how he, himself, feels about what is appropriate or good to do, it
will be possible to check the perceived norms against what each person
thinks; which may Ok .wyP not be discrepant with the perceived norms.
The same norm questions would be raised, but in the following formats

[INSTRUMENT

NY OWN POSITION REGARDING

DO'S AND DON'TS

Directions: Please think about ham you, yourself, feel
about each of the items listed below. Naturally, your feeling
will depend on the particular circumstances involved. But
try to consider how you typically feel in most situations. To
indicate your answer, place a check () in the column that
shows your own attitude. For instance, regarding the first
item, it you feel that one should not ask others who seem up
set to express their feelings directly, cheek in the second
column, "I feel that you should not. Think only about your
own feelings.

I. Ask others who seam upset to
express their feelings
directly.

I feel that I feel that
you

219111P.A2L

1011111111111111111111 /1111111111
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I feel that I feel that
you you

SHOULD SHOULD NOT

2. Etc., using items similar to those in Instrument #15 . .

Group norms have a powerful effeat on the way staff members re-
late to each other. Norms are shored expectations about one anthers'
behavior. To some extent, staff members carry out their regular tasks
because they believe others expect them to do so. The following
instrument provides a basis for exploring some of the norms that
guide behavior in your building.

OUR TYPICAL BEHAVIOR

1. Suppose a teacher (let's call him Teacher X) disagrees
with something B says at a staff meeting. If teachers
you know to your school were in Teacher X's place, what
would most of them be likely to do?

Would moat of the teachers you know seek out B to discuss
the disagreement?

iY4:40I4ThntwnIlddl°:124
NO, most would not,
I don't know.

Would they keep it to themselves and say nothing about it?

1

.

Yes,Il most woud:o:eatorldt:.
No, most would not.
I don't know.

2. Suppose a teacher (let's call him Teacher X) feels hurt
and put down by something another teacher has said to
him. In Teacher X's place, would most of the teachers
you know in your building be likely to

. avoid the other teacher?

Yes, I think most would.
Maybe about half would,
No, most would 40.0
I don't know,



. . . tell the other teacher that they felt hurt and put
down?

Yes, I think most would.
Maybe about half would.
No, most would not.
I don't know.

. , tell their friends that the other teacher is herd
to get along with?

Yes, I think most would.
Maybe abort half would.
No, most would not.
I don't know.

3. Suppose you are in a committee meeting with Teacher X
and the other members begin to describe their personal
feelings about what goes on in the school. Teacher X
quAckly suggests that the committee get back to the
topio and keep the discussion objective and impersonal.
How would you feel toward X?

I would approve
I would approve mildly or some.
I wouldn't care one way or the other.
I would disapprove mildly or some.
I would disapprove strongly.

4. Suppose you are in a committee meeting with Teacher X and
the other members begin to describe their personal feel-
ings about what goes on in the school. Teacher X listens
to them and tells them his own feelings. 11474 would you

feel toward X?

I would approve strongly.
I would approve mildly or some.
I wouldn't care one way or the other.
I would asapprove mildly or some.

) I would disapprove strongly.

5. Suppose Teacher X wants to improve his classroom effective.
ness. In Teacher X's place, would most of the teachers in
your building . .

. ask another teacher to observe his teaching and
then have a conference afterward?

Yes, I think most would do this.
Maybe about half would do this.
No, most would la.
I don't know.

- .



. . . ask other teachers to let him (Teacher X) observe
how the other teachers teach, to get ideas how to improve
his own teaching?

1

Yes, I think most vould do this.
Maybe about half would do this.
No, most would not.
I don't know.

have a free and open discussion with his students
about his teaching?

i Yes, I think most would do this.
Maybe about half would do this.
No, most would not.
I don't know.

. . . ask the principal to observe his teaching and then
have a conference afterward?

Yes, I think most would do this.
Maybe about half would do this.
No, most would not.
I don't know.
1

6. Cuppose Teacher X disagrees with a procedure that the prin-
cipal has outlined for all to follow. If Teacher X were
to go and talk with the principal about his disagreement,
how would you feel about it? -
$ I would approve stronkiy.

I-would approve mildly or acme.
/-wouldn't care one way or the other.

i i

I would disapprove mildly or some.
I would disapprove strongly.

7. Suppose leacher X disagree. with a procedure that the
principal has outlined for all to follow, If X were to
say nothing but ignore the principal's directive, how
Duld you feel about itt

1 I would approve strongly.
I would approve mildly or some.
I wouldn't Aare one way or tkl other.
I would disapprove mildly or some.
/ would disapprove strongly.

8. Suppose Teacher X develops a particularly useful and effee
tive method for teaching something. If X Wit to describe
the method briefly at a faculty meeting and otter to meet
further with any who wanted to know more, boy would you
feel about it!

( ) I would approve strongly.
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I would approve mildly or some.
I wouldn't care one way or the other.
I would disapprove mildly or some.
I would disapprove strongly.

Faculty meetings provide ona of the most frequently upid forums
for interaction and decision-making. Norms develop around faculty meet-
ings, too. There are understood rules about what is appropriate to
bring up for discussion or how problems get talked about or dealt with.
The following instrument, provides a means for assessing some of these
norms about faculty meetings.

rx r

MEETINGS

11111111P

You will probably agree that school systems hold alot of
meetings uch as faculty meetings, committees, administrative
staff meetings, Board sessions, department meetings, and the
like.

We are asking you to focus on the .IMIN=110 meeting.

Nov please consider what usually or typically happens
in this meeting. For each of the items below, please circle
the appropriate number.

Almost Some- Almost
Alms Often times Seldom Never

1. When problems
come up in the
meeting, they
are thoroughly
'explored until

everyone under-
stands what the
problem ie.

B. The first solu-
tion proposed
is often wept..
ed by the group,

3. People come to
the meeting not
knowing what is
to be presented
or dismissed.

1 3 4 5

1 2 3 4 5

1 2 3 4 5



Almost
Always

IL. People ask why
the problem
exists, what
the causes are. 1

There are many
problems whioh
people are con-
cerned about
which never get
on the agenda. 1

6. There is a ten-
dency to propose
answers without
really having
thought the prob-
lem and its causes
through-carefully. 1

n

7. The group discus-
ses the pros and
eons of several
different alter-.
nate solutions
to a problem' 1

8. People bring up
extraneous or
irrelevant nat-
ters. r 1

9. The average per-
son in the meet-
ing feels that
his ideas have
gottsn into the
discussion. 1

10. Someone summarises
progress from time
to time.: 1

11. Decision* are of-
ten left vague- -
as to vbst they
ars, apcIvho will
miry then out. 1

.71-

Often
Some-
times Seldom

Almost
Never

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 It 5

2 3 It 5

2 3 4 5

2 3 4 5
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Almost Some- Almost
All_LAyrit Often times Seldom Never

12. Either before
the meeting or
at its beginn-
ing, any group
member can eas-
ily get items
on to the agenda.

13. People are afraid
to be openly crit-
ical or make good
objections.

14. The group discus-
ses and evaluates
how decisions from
nrevious meetings
Vorked out,

15. People do not
take the time to
really study or
define the prob-
lem they are work-
ing on.

16. The same few peo-
ple seem to do
most of the talk-
ing during the
meeting.

17. People hesitate
to give their
true feelings
about problems
which are discus-
sed.

18. When a decision
is made, it is
clear who should
carry it out, and
when.

19. There is a good
deal of jumping
frog kopio to
topic.-it's often
unclear where the
group is on the
agenda.

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3
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Almost Some- Almost
Always Often times Seldom Never

20. From time to time
in the meeting,
people openly dis-
cuss the feelings
and working relation-
ships in the group.

21. The same problems
seem to keep coming
up over and over
again from meeting
to meeting.

22. People don't seem
to care about the
meeting, or want to
get involved in it.

23. When the group is
thinking about a
problem, at least
two or three dif-
ferent solutions
are suggested.

24. When there is dis-
agreement, it tends
to be smoothed over
or avoided.

25. Some very creative
solutions come out
of this group.

26. Many people remain
silent.

27. When conflicts over
decisions come up,
the group toes not
avoid them, but
really stays with the
conflict and works
it through.

28. The results of the
group's work are not
worth the time it
takes.

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

2 3 4 5

1 2 3 4 5

1 2 3 4

1 2 3 4 5

1 2 3 4 5
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Almost Some- Almost
Always Often times Seldom Never

29. People give their
real feelings about
what is happening
during the meet-
ing itself.

30. People feel very
committed to carry-
ing out the solu-
tions arrived at
by the group.

31. When the group is
supposedly working
on a problem, it is
really working on
some other "under
the table" problem.

32. People feel anta-
gonistio or nega-
tive during the
meeting.

33. There is no follow-
up of how decisions
reached at earlier
meetings worked out
in practice.

34. Solutions and deci-
sions are in wore.

with the chairman's
or leader's point
of view, but not
necessarily wit% the
!ambers'.

35. There ere splits or
deadlocks between
factions or sub.
groups.

36. The discussion goes
on andon without
any decision being
reached,

37. People feel satis.
tied or positive
during the meeting.

1 2 3 4

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

4
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Meetings vary according to their primary focus of atten-
tion. They may be mainly focused on information-sivinK
--making announcements, explaining plans or rules, deal-
ing with routine matters. Or they may be mainly focused
on problem-solvingdiscussion and decision, working out
answers to problems on the spot.

38. Thinking now of the meeting you have been describing,
check the appropriate phrase. Most of the time is spent
on

information-giving problem-solving

39. Now, still thinking of this meeting, where should most
of the time be spent? Check one. . .

information-giving problem-solving

amour 1...

The faculty may wish to exaimine the range of individual scores,
and it may wish to compute an average (mean) score. A discussion of
individual items of the instrument may stimulate an examination of
some of the practices which could be improved.

The instruments presented in the preceding pages are designed to
obtain two types of information; staff members' perceptions of the way
others typically feel or behave; and how the individual himself typical-
ly feels or behaves in a given instance. he instruments present dif-
ferent examples of item content, item format and the way in which staff
members are asked to respond.

Case Study

Staff members in an elementary building expressed dissatisfaction
and frustration with a lack of commitment and follow through on agree-
ments and decisions. This appeared to be true for staff meetings as
well as less formal working agreements between members of a committee
or sub-group of the staff. It seemed that quite often, after a decision
or agreement had been reached, members were dissatisfied with the arrange-
ments or did nottfollow through in implementing the decisions reached.

A committeeNe the staff met with a consultant to review the sit-
uation and develop ways of improving working relationships in the
building. From these discussions it became apparent that committee members
had quite different perceptions of the way people worked together in
the building and of what they individually wanted as a good working
situation. Three major questions were raised as a focus for inquiry:

1. How do staff members think we typically work together?

2. How do staff members individually feel about the way we work?

3. Why are our decisions and agreements often not accepted?



Since the focus in these three questions was the way staff members
worked with each other, it was agreedithat information about norms
which influenced their ways of working together would be helpful.
The instrument selected for use was "Do's and Don'ts". It was administered
to all staff members at a regualr staff meeting. After the purpose of the
instrument was explained, each member was asked to complete the items
as directed.

Staff members' responses to each item were recorded. Items
which pertained specifically to the diagnostic inquiry questions were
then examined in greater detail. For example, the responses to item
14, "Keep your real thoughts and reactions to, yourself, by and large:
are presented in Table 3.

One staff member did not respond to this item, and one staff member
did not check his own feeling. Looking at indications of the way staff
members feel about this item, we see that four checked "Should", nine
checked "Should not", and two did not indicate. In terms of the fifteen
people responding to this item 23 per cent of the staff prefer "Should",
meaning that they feel that you should keep your real thoughts and
reactions to yourself, by and large. Whereas, it is perceived that
48% (Column 1) would have said should. Sixty per cent of the staff
felt that you should not. Rounding the percentages off, we note that
individual preferences are as follows:

(1) (2) (3)
Should Should Not No Indication

30% 60% 10%

If we compare this percentage distribution with the estimates pro-
vided by staff members about the others in the building, we can note
the degree to which individuals' perceptions of other staff members'
feelings on this item are accurate or not.

The perceptions regarding the number of staff members who feel
you "should" or "should not" keep your real thoughts and reactions
to yourself are quite inaccurate. Only three estimates are close to'the
30, 60, 10 per cent distribution--those of teachers number 2, 4, and
6. Seven teachers estimated that from 65 per cent to 85 per cent felt
you should keep your thoughts to yourself; less than 35 per cent of
the teachers indicated that they themselves felt that way.

Implications and Action Alternatives

When the responses to item 14 are considered in conjunction with
data from other relevant items, it becomes evident that staff members
are not very clear about bow others feel about the way work is typically

I;
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TABLE 3

STAFF MEMBERS' ESTIMATES OF THEIR PEERS' REACTIONS TO THE NORM,

"KEEP YOUR REAL THOUGHTS AND REACTIONS TO YOURSELF"

Staff
Member

Per Cent
Who Would
Feel That
You Should

Per Cent
Who Would
Feel That
Should Not

How Do You Feel?

1 45 55

2 25 75 Should

3 - - .-

4 35 65 Should Not

5 c 15 85 Should Not

6 25 75 Should Not

7 75 25 Should

8 65 35 Should Not

9 80 20 Should

10 15 85 Should Not

11 65 35 Should

12 75 25 Should Not

13 85 15 Should Not

14 65 35 Should Not

15 15 85 Should Not

Principal 45 55

Means 48 51 22.50



done. The degree of discrepancy between perceptions about the staff
and individual's feelings reveals a considerable degree of mutual ig-
norance and a lack of clarity about building norms.

The data answer the first and second inquiry questions. The third
question is not as directly answered by these data. Since the responses
to item 14 are perceptions and not indications of behavior, it can
only be hypothesized at this point that staff members are inclined to
withhold their "real thoughts and reactions". It is likely that, since
about half of the staff perceive the majority as feeling this way, the
norm is not to share thoughts and reactions when decisions and agree-
ments are being made. If this is true, then staff members will be t

dissatisfied. They will probably lack commitment, since the decision
or agreement does not reflect the way they think and feel about the situation.

The immediate next steps would appear to be sharing the data with
all the staff members and providing time for study and discussion.
The staff can then examine the consequences of these norms which produce
dissatisfaction and low productivity and plan corrective action.
During such study and discussion of the building norms, other inquiry
questions may be developed which require diagnostic data collection
in other areas of staff relationships.



CHATTER VI

HOW DO WE USE. ONE ANOTHER'S RESOURCES?

School staffs seldom share new ideas and practices. Staff members
often do not know what others are doing. Each faculty member is deeply
immersed in his own classroom, spending long hours preparing and teach-
ing, finding little time or energy for communicating with colleagues
about professional matters. In most schools, even when teachers are
aware of what others are doing in their classrooms, they spend little
time actively sharing ideas.

Certainly, the sharing of new practices in education is not easy,
but new forms of sharing and mutual stimulation among teachers can be
developed. The instruments in this chapter may encourage school staffs
to make more efforts to seek, share, and try out new teaching practices.

Examples of Hindrances to Sharing

A number of factors hinder the sharing of staff resources in a
school faculty. Some of these are: (1) the innovative idea may be
difficult for other teachers to use, (2) the physical arrangements,
lack of time, and administrative responsibilities keep teachers from
sharing, (3) characteristics of the social structure of the school make
it difficult for sharing, and characteristics of the individual teachers
affect sharing. '..We will describe through examples bow each of these
factors can inhibit sharing of new practices.

The New Idea May Be Difficult for Others To Use

Some examples are:

(1) Teachers often see new practices as working well in other class-
rooms but as not capable of working in their own. This is especially
true when the teacher views the practice as not meeting the needs of
his students or as not facilitating his own goals. In order for a
practice to be used effectively by a teacher,.he must view it as satis-
fying the needs of his students or his goals.; This should be taken into
consideration irc any attempt to increase teachers' sharing of new
practices. :4 1
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(2) Teachers are very busy peopl!. They usually have strong
desires to improve but at the same time have little energy to make
major modifications in their work. If a new practice requires a great
deal of time, energy, and new skills, it will be difficult to pass on
to others.

(3) Teachers expose their values and personality constantly in the
classroom. Indeed, teaching 2ffers significantly from fields involv-
ing physical and biological technology primarily because new practices
in teaching have to be filtered through a teacher's values and per-
sonality before they are operational. It's relatively easy for a
farmer to change the kind of seed he uses or the way he plants, with-
out changing his values or personality. The teacher, on the other
hand, who is asked to use groups more and to increase student pratici -
pation by talking less must confront his values and personal needs.
Some teachers may not want to do this.

(4) Teachers will be less likely to try a new classroom practice
if new facilities are needed before the practice can be used. In the

first place, teachers usually lack the organizational influence required
to get the new facilities quickly. Even if they are available, there
is reluctance to use them because of the time and energy needed to
set them up. Teachers may agree to try a new practice involving new
facilities if a competent aide helps.

(5) Perhaps the most frequent inhibition to sharing new practices
is the perception that nothing is very new or different anyway. Some
teachers believe that all worthwhile practices have been tried already
and that sharing ideas is a waste of time. Anything unique is seen as
working for only a very few teachers or student groups.

The School's Physical Arrangements Make It Difficult for Sharing

Examples are:

(1) In most elementary schools, teachers have no time to get
together to discuss new practices because they are with the children
throughout the day. Time often is available in high schools, but
generally teachers do not share free periods with others in their depart-
ment or special area. Schools generally are structured so each
individual teacher is expected to carry out his own tasks. He is sep-
arated from his colleagues except for brief, informal contacts.

(2) When teachers are not working with students, they quite often
are preparing class plans, grading papers, or carrying out clerical and
administrative duties. These extra work pressures also mitigate against
discussing new ideas with colleagues.



(3) Classrooms are physically separated one from the other. Often,
teachers use only one or two rooms in the school. A staff member's view
of the staff is restricted by his lack of mobility around the building.

The Social Structure of the Faculty Often Decreases Shad

Examples might include:

(1) Patterns of social relationships emerge in faculties that often
make sharing difficult. Teachers build friendships in small clusters
or sub-groups. Sharing of new ideas is done reasonably well in the
friendship clusters, but not between them. Quite often sharing doesn't
even occur in the friendship clusters because of group norms which
reinforce privatism and isolation.

(2) In most schools the reward system does not support experiment-
ation, and the administration doesn't know what valuable or poor things
are going on in the classroom. This maybe interpreted to mean that
those teachers who don't "rock the boat" move up fast.

(3) Specific relationships between principal and teachers can
facilitate or inhibit sharing. Many principals often discourage a teacher's
deviating very far from haw others are doing, things. Other principals
encourage teachers with similar teaching interests to get together and
hope that teachers will try the 'way -out things."

Some Personal Characteristics of Teachers Kee. Staffs from Shari

Examples are:

(1) Same teachers are highly dogmatic and rigid. They are afraid
to try new ideas which may alter th,,tr usual teaching style.

(2) Some teachers have a provincial point of view. They do not
travel very much; they go to few professional meetings, have stopped
taking classes,;and do not read much. they teach as they have been for
years. Most of their time is spent in family commitments or in pur-
suing other interests. Such teachers have little motivation to share
with other teachers.

Inquiry Questions

The school staff that wishes to become more innovative may ask
some of the following questions:

What new ideas and practices are there that I should know about?
How do my practices measure up to the latest things?

:; .;

4
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What might we do as a staff to increase teacher discussions about
innovations? Is there any procedure available for recording innovations
and getting them around to other teachers?

What is going on in other schools in our district? How can we be
in touch with others who are innovating without spending a great deal
of time away from our students?

Instruments for Collecting Data

The questionnaires offered here facilitate staff sharing about new
practices more than they help diagnose how innovative the school is.

!INSTRUMENT #19I

CLASSROOM INNOVATIONS

We are interested in knowing of classroom innovations
which you have invented, discovered, or tried in your class-
room. This is not meant to include new programs adopted by
the school system, such as modern math, but rather your own
classroom innovations.

1. Please think of the various innovations which you have
tried out in your own classroom during the past year.

Please check one: I have tried some.
I have tried none.

77-176, please skip to question 8)

We would like you to consider the new classroom practice
which you regard as most significant or interesting. Please
describe it briefly. What specifically did you do?

2. The classroom practice you just described can be "original
with you" (i.e., you invented it), or you "got -It from some-
where else:fr.-Please check below the position that best des-
cribes your practice.

Original with me (to the best!of my knowledge).

Got it somewhere else and made major changes.
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Got it somewhere else and made minor changes.

Got it somewhere else without making changes.

3. If not totally original, where did you get it? (Check
as many as apply.)

Teacher in this school.

MY principal.

Magazine or journal.

Workshop, conference or institute.

My department head.

Book.

Student.

Local curriculum materials.

Teacher in another school.

Outside consultants

University class.

Supervisor, coordinator, curriculum worker.

A parent.

Guidance or psychological service worker.

Other
(Please specify)

4. How did you hear about it? (Check as many as apply).

Formal explanation.

Informal conversation.

Observed it in use.

Special demonstration.

Audio-visual (film, TV, slides, tape, etc.)



Written account.

Other

-84-

(Please specify)

5. As far as you know, to what extent is the practice you
described being used by other teachers? (Please check one.)

To a great extent.

Quite a bit.

To some extent.

A little.

Not at all.

6. How often in the past year have you told other teachers
about this particular classroom practice?

Never

Once or twice.

Several times.

Often.

7. To what extent are you likely to use this practice you
have just described again?

To a great extent.

Quite a bit.

20 some extent.

A little.

Not at all.

8. To what extent do you feel you know what new practices
other teachers are using to improve pupil learning in their
classrooms?

To a great extent.

Quite a bit.

To some extent.

A little.

Not at all.
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9. Looking at yourself as a teacher, how much time and enerby
do you put in on classroom innovations- -ones you have invented
or diccovered?

A lot.

Quite a bit.

Some.

A little.

None.

10. During this past year, about how many classroom innova-
tions would you say you have tried out?

0-1 time

2-4 times

5-8 times

9-12 times

13 or over

It may be of interest to find out how many of the teachers have
had something to do with the more commonly-known innovative practices:

IINSTRUMIT #20I

HAVE YOU TRIED IT?

Here is a list of some new or unusual classroom teaching
practices. For each practice, proceed as follows:

1. If you have not heard of this practice, circle "No" in
the first column and skip to the next practice.

2. If you have heard of the practice, circle "Yes", and
check each of the columns across that apply to you and
leave the rest blank.

3. Fill in the last column with the number of teachers in
your building that you know have tried the practice.
Put zero if nobody has.



Have
tried No. of

Have it but Am teachers
con- do not using in my

Have Sider- use it it building
heard ed try- regu- regu- who have
of it ing it. larly larly, tried it

1. Pupil ,parti-

cipation in
curriculum plan- No

'fling. Yes

2. Pupil parti-
cipation in class-No
room planning. Yes

3. Having pupils
work in small' No
learning teams. Yes

4. Role playing
(acting out sit- No
ustions). Yes

5. Use of game No
to aid learning. Yes

6. Pupil reac-
tions to class-
room climate via No
questionnaires. Yes

7. Pupil partici-
pation in dev-
eloping classroom No
rules. 1 Yea

8. Group dis-
cussion of prob- No
le behavior. Yes

9. Involving
pupils in com- No
munity pro3ects. Yes

10. Curriculum
units that pro-
mote skill in
interpersonal No
relationships. Yes

11111IMMIIIIIMMONI



11. Community
pool (utilizing
local citizens
as resource
personnel.)
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Have
tried No. of

Have it but Am teachers
con- do not using in MY.

Have eider- use it it building
heard ed try- regu- regu- who have
of it ing it laxly latx tried it

No
Yes

12. Pupils as
helpers or tutors No
of other pupils. Yes

IIMM=11.11

The following instrument maybe helpful in gaining a description
of a olassroom innovation.

it`kic.K`IY`eital.

WHAT'S KEW IN YOUR CLASSROOM

What sorts of new things are ping on in your classroom!
Help us to understand these innovative practices by respond
ing to each of the following questions with as much detail
as possible.

1. Please describe the most significant one of your nev
practices. What speeifically do you dot

2. What kind of problem regarding students' learning are
you trying to solve!

3. What are the goals of the practice!

4. Does the practice require any special training or pre.
paration on the teacher's part!

y. Does the practiced require any special equipment or
facilities!

6. Are there any special difficulties or operating problems!

7. What pitfalls should the interested teacher look out for
before trying the above practice!



[INSTRUMENT //24

Another open question instrument can be used to and out some-
thing about the communication of innovative practices:

PERCEPTIONS OF THE CLASSROOM ThNOVATIONS OF OTHERS

What sorts of new things do you know that others in
this building are doing in curriculum?

What sorts of new things do you know that others in
this building are doing in group processes?

What sorts of new things do you know others are doing
with audio-visual aides?

Would you like to have discussions with any of these
persons' If so, which ones?

When staff meMbers do not know about or agree with one another's
values and goals, they spend a large amount of energy in interpersonal
conflict. When a staff increases the clarity of values and goals, per-
ceived disagreements often disappear and sharing of new ideas increases.
Group procedures are needed to explore goal differences, to help the
staff become more accurate about them, and to assist staff members to
become open about differences.

The instrument that follows can be used to elicit teachers' judge
cents on where their energies should be placed. The results caa be
used to initiate groups for working on new classroom and school system
innovations.

NEVENtan

EDUCAT/ONAI.00ALd

Rank order the following goals according to their impor..
tame foriyour school system during the next few years. Do
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the ranking from your personal point of view. Put a "one"
by the most important, a "2" by the next most important and
so on until you get to "10" for the least important.

1. Reducing the dropout rate.

2. Improving attention to basic skills in the first three
grades.

3. Improving attention to physical health and safety of
students.

4. _Increasing children's motivation and desire to learn.

5. Improving learning opportunities for disadvantaged
children.

6. Increasing the percentage of college attention by
seniors.

7. Improving discipline and the behavior of "difficult"
children.

8. Improving the quality of student academic achievement
at all levels.

9. Improving children's adherence to moral, ethical, and
patriotic standards.

10. Improving learning opportunities for gifted or talented
children.

Several open-ended questions can be used to diagnose what staff
members hope to be learning and doing over the next few yearss

(INSTRUMENT-7R

PERSONAL IMPROVEMENT 00ALS

1. What skills would you like tc develop during the next
few years?

2. What topics do you feel are important to cover in in
service training sessions?
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3. What knowledge about students would you like to have?

4. What new ideas about teaching and learning would you like
to study during the next few years?

illiSTRUMENT 1L251

INNOVATIONS IN THE SCHOOL SYSTEM

Many school systems are trying out new educational prac-
tices on a system-wide basis. A number of such practices are
listed below. Please read through the list, then answer the
questions on the following pages.

A. Independent study,. Regularly scheduled work by individual
pupils witfi-a minimum of teacher direction.

D. Language laboratory. Audio equipment arranged to permit
individual members of a class to hear speech, practice
speaking, and hear playback.

C. Non-graded classes. Pupils are assigned to classes on the
basis of ability, without regard to traditional. one-year
steps..

D. Multi- raded classes. Pupils traditionally assigned to
one of two or t gee sequential vertical grades are asegn.
ed to single classes compe.sing two or more grade levels;
work in various subjects is determined by the individual
pupil's ability within the limits of the grade-span.

E. Schools-within-a-school. The organisation within a physi-
cal unit of two or more partially autonomous "schools,"
each with its own administrative, supervisory, and teach-
ing personnel and pupils; all "schools' may be under the
leadership of a single person, however.

7. PSSC Physies. The curriculum materials and teaching prac-
tices developed by the Physical Science Study Oomaittee.

O. Team teaching. An arrangement in which two or sore teach-
ers plan and execute together the instructional program
for a number of pupils, generally in the same or adjoin.
ing rocas.
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H. Teacher aides. Regular employment of personnel to assist
the teacher in the classroom in administrative or other
non-teaching functions.

I. Lay readers. Regular employment of persons to assist the
teacher in reading and grading the written work of pupils.

J. Programmed instruction. The use of educational material
so designed that each pupil works at his own pace through
sequential steps, receiving immediate indications of the
correctness of response he has given to programmed ques-
tions. May or may not involve mechanical devices or
"machines".

K. Work experience Programs in which students,
while in school or on vacation, undertake employment,
under school guidance, directly related to their educa-
tional courses.

L. Instructional television. Regularly scheduled in-class
viewing of televised instruction, coordinated with in-
struction on the same material by the classroom teacher.

M. Flexible scheduling Situation in which class site, length
of class meetings, number and spacing of classes are
varied - according to an am:gement of the nature of the
subject, type of instruction, and ability and interest of
studenU.

H. Modern math. Any of several mathematics curricula (and
materials stressing newer concepts and designed around
the "structure of the discipline".

0. Forei:;1.1,;eitmen,schl.00 Regularly
ithediaidliiiitrifellonWeigitiWge (one or more
times a week), in the grade-level span from 1 to 6.

P. Computc scheduling,. Allocation of students to climes in
the sectondary school using an electronic computer.

Q. CallcuXum council., A school- system -wide group of pro-
fessional personnel which engages In curriculum planning
and coordination. 4

R. The Initial Teaching Alphabet, a phonetically
constant alphabet of convential letters and symbols used
for okay teaching of reading.

8. Open etiollment. Permission for pupils to attend a school
building of their choice, even though it is not in their
residential area

I
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T. 8 mm sound film. Movie film half the usual width, used in
pupil-operated cartridge-loading projectors.

DIRECTIONS: In the first column, circle the *US", "?", tor
"NO" to show whether the practice is being used in the school
system, to the best of your knowledge. Use the "?" if you
are not sure. If you circled "NO", skip to the next practice.

If you circled "Yes" or "VI, go on across the row circ-
ling the answers that apply.

Being used Docc it Are you Should it be
Title of in this affect using it continued in
practice system? you? directly?, attlystem?

A. Independent
study Yes ? No Yes ? No Yea No Yes ? No

B. Language
laboratory: Yes ? No Yes ? No Yes ? No Yes t No

C. Non-graded
classes Yes ? No Yes ? No Yea ? NO Yes ? No

D. Multigraded
classes 1. Yea t No Yes ? No Yes 2 No Yes ? No

E. Schools -with-
in-a- school Yes 4 No Yes 2 No Yea No Yes 2 No

F. PSSC Physics Yes No Yes 2 No Yes No Yes 4 No

C, Team teach-
ing 5 Yes I No Yes ? No Yes t No Yes t No

H. Teacher aid-
es ! Yes t No Yes t No Yes t No Yes t No

I

I. Lay readers Yes t No Yes 4 No Yes t No Yes t No

J. Programmed
instruction Yea 2 No Yes 2 No Yea t NO Yes t No

A

K. Work xper
ion*. programa Yes t No Yes t No Yes t No Yes V No

ti

L. instructional
television Yes t No Yes t No Yes t No Yes t No
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Being used Does it Are you Should it be
in this affect using it continued in
system? you? directly? the system?

M. Flexible
scheduling Yea ? No Yes ? No Yes ? No Yee ? No

N. Modern math Yea ? No Yen ? No Yes ? No Yes ? No

0. Foreign
language in the
elementary
school Yes ? No Yes ? No Yes ? No Yea No

P. Computer
scheduling Yes ? No Yes ? No Yes ? No Yes ? No

Q. Curriculum
council Yea ? No Yes is No Yea ? No Yes ? No

R. i/t/a Yes ? No Yes ? No Yes ? No Yes ? No

S. Open enrol-
lment Yes ? No Yes ? No Yes ? No Yes ? NO

T. 8 ma sound
film Yes ? No Yes ? No Yes ? No Yes ? No

Now) look at the list of practices you have just gone
through and select the one that affects you most in your
work.

The name of the practice is

1. To what extent were you consulted in the decision that
was made to start using the practice in your school system?

To a great extent

Quite a bit

_. -1111.. To some extent

1111.111111110M
A little

Not at all

2. To what, extent do you think there was a clear educational
need or problem in the system, which this practice would
help to meet or resolve?

To a great extent

Quite a bit



To some extent

A little

Not at all

3. How much do you know about how this practice is being
used in the system?

To a great extent

quite a bit

To some extent

A little

Not at all

4. Are you involved in using this practice yourself? Yes
NO

IMMO

On a trial basis? Yes
No

On a regular, routine basis? Yes
No UMW.,

5. How much has this practice been changed and modified dur-
ing the time it has been tried out in the system?

Not changed at all

?hanged a little

Changed some

Changed a lot

Changed completely

6. Do you think that this practice is a good one!

Very good

Quite good

Somewhat good

Not too good

. Not too goo4 at all

a

3
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7. What do you think should be the future of this practice in
the system?

It should be increased a great deal.

It should be increased.

It should be carried on about as is.

It should be decreased.

It should be dropped from the system.

8. Have you, within the past year, had some idea for an in-
novation which you believe would improve the working of
your school or school system (beyond your own classroom)?

Yes

No0110
9. What educational need or problem !s there in the system

which you feel your idea would help to meet or resolve?
(Describe briefly).

10. To whoa did you communicate your ideal (Check as many

as MAYO

111100.0wri

111111111.1.111

Teacher in my building

Teacher in another building

NY principal

My department bead

Supervisor, coordinator, curried= worker

Student

Superintendent

Board amber

Central office administrator

Parent
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Guidance or psychological service worker

Other
(Please specify)

11. Was.your idea tried out in your school or the school
system?

Yes

It's being considered

No, it was considered and turned down
_

No, it was not even considered

I don't know

The following instrument provides a means of gaining from the
faculty some perception of how innovative thoy see their school.

baracitgaitiro 112

PERCEPTIONS OP THE SCHOOLHS INNOVATIVENESS

Nov do you feel about this school's level innovative -

ness in each of the following areas?

HIGH

1. Curriculum

2. New jobs or duties (e.g., team teach.

ing)

3. Equipment, maintenance, TV, audio-
visual

h. Program evaluation, quality control

5. Sociallielations between teachers and
pupils

6. New sharing of power or influence
among more people

7. Organisational structure

8. Communication modes

MIDDLE LOW

106



HIGH
9. New training for personnel

10. New attitudes or norms

11. New methods of solving problems or
making decisions

12. New committees, channels, conference
groups, etc.

MIDDLE LOW

m Would you like to see your school innovating more in any
of the above areas?

If yes, which ones?

What areas would you personally like to innovate in? Be
as specific as possible!

What resources would you need to try the new practice?

Case Study

It is our experience that most school faculties are frustrated
about not sharing resources more effectively. Moat teachers believe
their colleagues have a great deal of help to offer, but few know hot
to get the help. Effective change toward more sharing must involve
an organizational change program. The following elementary school
decided to take steps to diagnose its situation and'to initiate steps
toward improvement.

The Problem

Teachers at the Smith Elementary School felt isolated from one
another. They wanted to talk more about their objectives and procedures.
Unfortunately, no formal time could be set aside for this. There was
considerable confusion about what the teachers really wanted to talk
about.

Ing111370Igial

The following questions guided a small group of teachers and the
principal in their investigations

1. What are the major objectives toward which we are working in this
school? t

2. On what would we most like to work together as a staff?

3. How do staff members view the administration's position on the
school's objectives?

4. What are the administration's objectives for the education of
youngsters in this school?
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Instruments Used

Instrument #23, "Educational Goals" was used. Each teacher filled
out that instrument twice. He stated how hu saw the school's objectives,
and he described how he thought the principal saw them. The principal
also filled out the instrument on how he saw the objectives. The com-
mittee of teachers which initiated this data collection felt that goal-
setting and clearing up confusions around it would help the staff to
set future agendas for sharing and problem solving.

Organization of the Data

The data were organized in two ways. First, the committee ranked
the goals according to the votes of the teachers. The order that
emerged was as follows:

Firsts Goal #8, "Improving the quality of student academic achieve-
ment at all levels. Eighty-nine percent of the
teachers ranked this goal statement in the top
four.

Seconds Goal #4 "Increasing children's motivation and desire
to learn." Eighty-four per cent of the teachers
ranked this goal statement in the top four.

Third: Goal #10 "Improving learning opporturdties for gifted or
talented children." Sixty-three per cent of
teachers ranked this in the top four.

Fourth: Goal #2 "Improving attention to basic skills in the first
three grades." Fifty-three per cent of teachers
ranked this in the top four.

Other percentages of teachers' votes are described in Figure 4.

A second type of analysis involved *mewing the teachers' actual
rating and their estimates of the principal's responses with the prin-
cipal's own goal priorities. Figure 4 also shows these data.

Findings,

The "X's" in the Figure 4 data describe the goal statements that
the principal rated in the top four. Notice that on Goals #8 and #I
the principal agrees with the teachers. But the principal's second
two choices are quite different from those of the teachers. He felt
that goal htatements #9 and #1 were much more important than the teachers
did. The principal WU interested in improving children's adherence
to moral, ethical, and putiotic standards and also in reducing the
dropout rate. On the latter, only eleven per cent of teachers ranked
that in the top four.
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Also, it Isms interesting to note how close or distant the teachers'
estimates of the principal's ratings were from his actual ratings. In
the case of coals #3 and #4, the teachers were accurate. They were not
accurate on goals #9 and #1, however, The teachers estimated that the
principal would rate //2, #10 and #5 most high after //8 and #4. Thirty-
two per cent of teachers did think that the principal would rate #9 high,
but only five per cent estimated #1 as high.

Possible Implications

The staff of teachers at Smith Elementary School were close together
in their perceptions of the top goals (#8, #4, #10 and //2). Their prin-
cipal, however, agreed with them only on #8 and #4. Perhaps some of the
frustrations present on the staff could be accounted for by these differences.
Difficulties in sharing or in finding time for more mutual stimulation
might be alleviated if these differences were confronted and discussed
at a staff meeting.

Furthermore, the teachers' perceptions of the principal's behavior
need to be clarified. They think that he is more interested in goals
#2 and //5 than they are and less interested in goals #10 and #1 than
they are. These differences should also be discussed.

Action Alternatives

Some possible actions are as follows:

1. Present discrepancies s4 a staff meeting and have discussion on
these differences.

2. Form teacher committees to work on sharing ideas for goals #8, #4,
#10 and #2.

3. See if the principal's interest in reducing the dropout rate can be
incorporated into teacher committees on goals //8, A and #2 as a
special issue.

i. See if principal's interests in improving moral standards should
lead to a separate committee including the principal or can be
incorporated into another committee such as the one working on #4.
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INTRODUCTION AND OVERVIEW

Teachers and principals are becoming increasingly aware of the
importance of the professional climate in their school and its effect
upon their morale, their own personal effectiveness, and the quality
of the educational program in their building. Those who have had
experience as members of several school faculties or who have talked
with members of other faculties know that the climates of differ^nt
school buildings vary.

- -In some buildings, teachers feel free to innovate; in others,
they know it's best "not to rock the boat."

--In some buildings, teachers feel they have influence over
program decisions; in others, they are expected to carry out
decisions made primarily by the principal or by the Central Office.

- -In some faculties, teachers share ideas about classroom teach-
ing with each other; in other faculties, teachers keep their
ideas to themselves.

- -In some buildings, problems get worked on in a systematic way;
in others, there is a lack of systematic problem solving.

A variety of these climate variables can be identified and
measured.i.

This set of programmed materials can help school staffs identify
and measure the variables which effect the climate within schools,
and they can help staffs plan ways to act toward change.

What Led to the Development of These Materials?

In 1965, there was initiated an inter-university project focused
on the study of planned change in educational systems, called COPED
(The Cooperative Project for Educational Development). COPED under-
took to examine and compare alternative models of planned change.
Five university-based teams, establishing collaborative reseaKch and
action relationships with clusters of near-by school systems.4

'Variable is used here to indicate any concept which may vary in
intensity and/or frequency. Thus, we speak of problem solving
as a variable because school faculties may do it more or less
often and more or less adequately.

2Goodwin, Watson (Ed.). pCLHLConcetsfoiae, and Change in
. Sch601 Systems, Washington, D. C.: National Training Laboratories,

5707/.
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One activity was common to all the regional teams--together they
developed a core set of instruments to measure variables affecting
the capacity of the school system to manage change effectively (or,
as the project put it, to become "self-renewing"). These instruments
were administered in all of the twenty-four participating school

. districts, covering a sample of more than five thousand adults and
seven thousand children. This core package of instruments was originally
assembled as a "net" of measures of specific variables in which one or
more COPED centers were particularly interested, This process led to
a package of eighteen different sub-instruments for adults and nine
for children; seventy-six variables for adults and twenty-four for
children.

Seven clusters of variables were covered. These are briefly
defined as follows:

1. Self Renewal. A school or a school system is self renewing
to the extent that it continually reappraises goals, taking into considera-
tion internal and external factors; evaluates its activities; and acts
upon its evaluation. A self-renewing activity is any process initiated
and continued by a school or school system for the purpose of strength-
ening, developing, or increasing its capacity to cope with its en-
vironment and achieve its goals.

2. Problem-Solving Adequacy. A school or school system solves
problems adequately to the degree to which it uses skills of:

a. scanning and problem identification,

b. diagnostic procedures using available information and
gathering what else is needed,

c. generating solutions by using all available resources,

d. discussion of alternative solutions,

decision making,

f. implementation,

g. evaluation and re-cycling these skills,

h. diffusion.

3. Influence. "Again" influence is the degree to which an
individual or group can modify the attitudes and/or behavior of another
person or of the school or school system. "Perceived" influence is
the degree to which an individual or a group believes they can modify
the attitudes and/or behavior of others.



-3-

4. Ity.k.L...2AosLearrilere. A positive learning atmosphere is one
in which children or adults; (a) want to learn, (b) are aware of internal
and external needs, (c) attempt to use internal and external resources,
and (d) support others who want to learn.

5. Innovativeness. Innovativeness is defined in the COPED pro-
ject as "the number and variety of new and/or untried behaviors attempted
by teachers."

6. Communication Adequacy., Communication adequacy is the degree
to which within a classroom, building, school system, or community,
information is transmitted between children, teachers, other adults,
groups, roles, and community with minimal distortion.

7. Relationship Adequacy. Relationship adequacy is defined in
terms of the amounts of liking and trust which exist between persons
and/or groups within the school or school system.

The internal structure of the school system includes five levels
of human interaction that affect the quality of the learning experiences
for children. Effort was made to gain measures of the above-listed
variables at each of these different levels of interaction. One level
is that of the individual pupil as learner. A second is the classroom
peer group as a sub-culture of children. Third is the level of others
who interact with pupils in creating learning experiences. They are
termed direct workers with children, and could include persons such as
teachers, parents, or peers. Fourth is the level of those who directly
facilitate or inhibit the efforts of direct worlars, such as principals,
curriculum specialists, or other teachers. A fifth level is that of
persons who influence the nature of the school system as an organization.
This could include central administrators, such as the superintendent,
or policy makers, such as the Board of Education.

These levels might best be shown in diagrammatic form:

FIGURE I

LEVELS OF HUMAN INTERAMION IN THE SCHOOL



Two things came from this largo data collection effort which may
be of particular value for school staffs who are interested in exam-
ining the climate within which their own professional work takes place.
One is that the research instruments developed to measure the many
variables in the study have proved to be very useful diagnostic tools.
The other is that many of the research findings produced by an ana-
lysis of the data across many school buildings and school systems are
most interesting and can be a stimulus to members of a local building
staff to study their own climate.

We know from experience, however, that little effective change
comes from merely examining a set of research generalizations, or
from engaging in data collection efforts apart from a larger problem-
solving process. A principal, for example, who suddenly becomes
enthusiastic about measuring his staff's perception of him as an
educational leader is not likely to lay the groundwork for improvement
of the educational climate by asking all teachers to complete a question-
naire without preliminary involvement. A staff to which are presented
without previous preparation some of the findings from the COPED pro-
ject at a faculty meeting some Tuesday afternoon, is not likely to
launch upon an extenAve diagnosis of its own professional climate.

Overview of the Program

The materials which follow have been designed to provide the kind
of support needed by faculty members as they engage in a series of
in-service training activities.

The program consists of two separable parts: the Simulation and
Data Bank Packet and the Problem - Solving Packet. The program may be
used as it is designed and set forth here, or either the Simulation
and Data Bank Packet or the Problem-Solving Packet could be used
separately.

Ia part, this decision would be based on the degree of readiness
for self-study of the group to be trained. If the group is character-
ized by a concern with its own effectiveness and a sensitivity to
its own process, seems open to and aware of data about its performance,
and generally seems ready to confront the many exciting, albeit some-
times painful, issues involved in undertaking the project of organiza-
tional growth and development, this group might begin with the problem-
solving packet.

The packet may be used without an outside consultant. A group
member, with prior review of the Leader's Manual, could serve as Train-
ing Leader for his group; or two or three members could act as a Train-
ing Committee. Several training alternatives and sequences are identified.
The Training Leader or Training Committee should review these alternatives
and select those activities which seem most relevant and feasible for
the group.
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An entire school faculty might launch the program during an in-
service training day; or they might chose to devote an initial set of
three after school faculty meetings to the introductory sessions.
A group of school administrators could use the simulation and data
bank packet collectively and support the individual efforts of each
other in collecting and analyzing their own data for the problem-
solving portion of the program. A Department Chairman could use the
program as a means of supporting his department members' consideration
of departmental. changes. A Superintendent could lead the principals
in his system through these training experiences, thereby allowing
each principal experience with the program before deciding whether or
not it would be useful for his own faculty.

The training program could be used as a starting point for develop-
ing a faculty's self-designed change project. As the start-up event
for a series of in-service training sessions, it could lead into a
process of self-inquiry for a faculty group: What's going on in our
school? Are there changes we would like to make?

As indicated previously, either part of the program can be used .

separately. The Simulation and Data Bank Packet is developed around
data descriptive of COPED-associated schools and provides training in
utilization of data and derivation of action implications arising from
these data. Use of this portion of the program allows the review of
data from school groups with demographic features which parallel and/or
contrast with the school situation of the group in training. Experience
is afforded with analytic questions such es, What's going on in this
system? What factors maintain this situation? What changes would we
recommend to the system? How might these changes be effected?

The Simulation and Data Bank Packet has been developed with several
learning gains in mind. It is hoped that a school staff might be alerted
to the potential utility of episodic data and the possibility of trans-
lating these data into testable inferences. The Simulation and Data
Bank Packet offers experience and training in the utilization of data
for the purposes of inference development as well as inference testing.
Frequently school groups seem lacking in motivation to change simply
because they are deprived of standards or levels of comparisofi; this is,
they have little or no information about what life is like in other
school situations. Such comparative information may empower a group not
only to identify those aspects of its own life which it values and wishes
to protect, but to pinpoint facets of its life which it wishes to alter
and which may realistically be subject to change. The simple awareness
that the status quo elsewhere is different ray relieve the paralyzing
conviction that efforts to change are hopeless. The Data Bank, consisting
of real-life data from COPED schools, provides such comparative information.

The Problem-Solving section of the Research Utilization and Action
Program guides the faculty members in divmosis of their own situation
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(What's with us? What's going on in our school?), value clarification
(Haw do we feel about this? What facets of our situation would we wish
to change?), problem definition (What change will we work toward? What
resistances do we expect to encounter in bringing about this change?),
and action design (What succession of acts will move us toward our goal?
Who will be responsible for these actions? What critical landmarks will
we look for to determine the direction and extent of our change efforts?).

While the Simulation and Data Bank Packet may involve the faculty
for one to several brief sessions, the Problem Solving section could
stimulate the development of a process that could extend for an entire
year. If the group really becomes serious about diagnosing its own
professional climate and undertakes to institute some changes, a portion
of each faculty meeting could easily be devoted to the project through-
out the year. The Problem Solving section is designed to provide a
maximum of flexibility so that each faculty group may draw from it
those resources that are most pertinent to the goals they may have set
for themselves.

Figure III gives a diagrammatic overview of the problem-solving
process supported by the materials in this section.
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Sequence of Events

5 min

introduction 1
OPTION A OPTION B

10 min

Taped behavioral episode

10 min

Briefing for role play of two
behavioral episodes

Large group discussion of
behavioral episodes

4

IAdministration of ciliestionnaire .

relating to behavioral episodes

15 min

Sub-group reports to large group

General discussion

10 min

10 min

Summary and future plans

S min
ompletion of postmeeting evaluat on

questionnaire



The diagram depicts the sequence of events included in Session 1
and lists the suggested time needed to complete each activity. The
'description of each activity in the boxes corresponds to the heading
for each new activity described in tho text of this manual for Session
1. It is possible, after reading the description of each activity, to
refer to the diagram to gain an estimate of the amount of time needed.
There are four possible combinations of activities which the Leader may
follow with a slight variation in time needed, ranging from one hour to
one and one-half hours. They are:

A

Introduction . 5 min

Taped behavioral episodes 10 min

Large group discussion 20 min

Administration of question- 10 min
naires

Summary and future plans 10 min

Completion of evaluation 5 min

60 min

Introduction

Briefing for role play

Role play

Large group discussion

Administration of question-
naires

Summary and future plans

Completion Of evaluation

5 min

10 min

20 min

20 min

10min

10 min

60 al

Introduction

Taped behavioral episodes

Sub-group discussion

Large group discussion

5 min

10 min

15Hmin

15 min

Administration of question-
naires 10 min

Summary and future plans 10 min

Completion of evaluation AL"
70 min

1111111
0

Introduction 5 min

Briefing for role play 10 min

Role play 20 min

Sub-group discussion 15 min

Large group discussion

Administration of question
nalfaS

Completion of evaluation

15 min

10 min

5 min

90 sin
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Ob ective s

The three major foci of Session 1 will be to: 1) illustrate
dramatically an aspect of what's meant by the professional climate of a
school building, 2) arouse the interest of the participants by enabling
them to identify with a typical day-to-day problem, and 3) introduce
the concept that data can be Obtained about professional climate
variables,

Materials Needed for Session 1

(The use and nature of these materials mill be explainedn this
manual in the description for Session 1.)

Materials

1. Taped introduction (optional)

2. Taped episodes, or

(2.a.) Briefing sheets for
role play

3. Enough copies of Questionnaire
about School A and School B for
each participant to fill out.

Evaluation forms-enough copies
for each participant to fill
out.

5. One or two copies of Figures 1
and g for sub -group work on
questionnaires

Provided with package

Provided with package

Pour sheets of each role play
needed for the players -- copies
of each in this manual

A copy of the Questionnaire can be
found on page 27-28.

A copy of nut form is on page 30.

See Figure 1 and 2 on pages 32.33.

I ntroduction

The purpose of the introduction is to briefly acquaint the partici-
pants with the plans, not only for Session 1, but for the total program
as it may be used in your school. The introduction should not last
more than 5 minutes, Time viii be allowed at the end of the first session
for participants to explore further questions they say have about the
aims of the program and to otter some evaluation of their experience.

If the Leader feels uncomfortable about handling the introduction
himself, he my play the recorded introduction provided with the package,
or read tile transcript of the taped introduction printed belay without
playing the tape. Instead, the leader may prefer to put the introduction
in his own words, in which case he may use the outline provided here and
the text of the recorded introduction as guidelines. Re-Nether to keep

the introduction brief so that the group say become involved in the more
active part of the sessions as quickly as possible,



Text of Taped Introduction Outline for Oral Introduction

This program is aimed at study- X.

ing the professional climate of school
buildings, factors which make up
this climate, and some of the alter-
natives for changing this climate
when change is felt to be needed.
The program starts with those aspects
of building climate having to do with
teacher attitudes and teacher relation.
ships. It is recognized, of course,
that the climate of a school is made
up of other relationships, such as
teacher-pupil interactions. The
school building is part of the
larger climate of the total school
system which will certainly contri-
bute to that building's professional
climate. These other phases of cli-
mate will undoubtedly be focused upon
later. Teacher attitudes and relation-
ships constitute the "point of entry."

We know from studies in industry . II.

that people's feelings and relation.
ships affect working efficiency and
productivity. This also applies to
school building faculties.

There are several aspects to
the study of a building's climate.
First, factors that define or make
up the professional climate should
be identified. Secondly, in other
words, it is important to determine,
if those factors can be measured.
We raise the question, "Can data be
gathered about those factors to find
out what kind of climate we have in
a given building?" Next, the data
which have been gathered about indivi.
dual factors need to be related to
the overall question of climate; that
le, what affects what? For example,
one factor that affects climate might
be peer norms about committee work..
What are some of the feelings among
staff members toward the value of
expending energy to serve on tom.
Dittos and hot do these norms affect
the usefulness or efteativeness of

Program is directed toward
study of professional climate.

A. Specifically, teacher
relationships and attitudes

Importance of professional climate

A. Affects working efficiency
and productivity

Aspects of studying climate

A. What factors make up
climate?

B. Can they be measured?

C. How can data about speoifio
factors be related to
over -all climate?

1. What affects what?

2. Example of a factor
that streets climate..
peer norms regarding
committee vork



those committees? Finally, given
our findings about a particular
building climate, we must ask our-
selves, so what? Do we think there
aro some aspects of this climate
that should be changed? If this
were our building, could it be
changed through our own efforts?

The purpose of this program
is to guide the staff through an
exploration of those aspects of the
study of climate, and to provide
some of the resource materials
participants would need for this
study.

The plan of this program in-
cludes two major parts. The first
part, comprised of five sessions,
will provide a brief sequence using
data from two schools to illustrate
climate differences and problems.
It is felt that this is en easier
way to start than having participants
immediately begin to grapple with
the reality of their own problems.
This will lead into the second part)
or phase, of the program) involving
participants in problem-solving
activities based on their own build-
ing setting.

It is recognised that nothing
will happen unless participants see
the program's purpose and think it
worthwhile. It is suggested that
during the course of the first five
sessions participants keep asking
themselves if this process relates
to their own building climate; if
they get any ideas about what this
could mean for diagnosing and effect.
ing changes in their own situation.
Then at the conclusion of Session V,
wtieipants will have an opportunity
to decide whether or not they want
to get involved in a more intensive
study of their own climate and wish
to continue with the second major
phase of this program,

411

D. What are our values
about this climate?

1. Should it bo changed?

2. Can staff change cli-
mate through own
efforts.

IV, Program will guide participants
through aspects of climate
study

A. First phase or part: five
sessions studying climate
and data from two sch)ols

B. Second phase or part will
deal with problem solving
in participants' own
setting

V. To be effective, participants
must think program worth.
while

A. During first phase, con.
stder how this relates
to their climate

B. D3 they want more in-
. tensive study of men

onset., and to con-
time into second phaset
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The Behavioral Episodes

Taped Episodes or Role Play?

The behavioral episodes may be presented in one of two viva: the
recorded episodes which come as a part of this package may be presented
to the group by playing them on the tape recorder, or the participants
may be directly, involved in the production of a live role play. The
Leader should review the text of the taped episodes which follow, and the
content of the briefing sheets for the role play, beginning on page 17,
to determine which option might work more effectively with his group.
Time factors may be a consideration in this decision since the session
will be slightly longer if the live role play is used.

Use of the Taped Episodes

/f the Leader elects to use the tapes, it is necessary to provide
come guidelines to alert participants as to what they might listen for
while the tapes are being played. He might explain that the group is
about to hear episodes depicting teacher behavior in two schools. Fol
laving the tapes, there will be a discussion on what was happening
in each episode. Questions for discussion that participants might be
anticipating while listening to the tapes are: "Is this a valid issue
or situation? Can I describe the procedures that are being observed
to handle the problem in each setting? How do I feel about what is
happening in each episode?" If the group is a large one, it is suggested
that the Leader assign each one of the above questions to a separate
sub-group prior to the tape-playing in order to facilitate the discussion
afterward.

Auction of Role Played

If the live role play is selected as a means of presenting the
behavior episodes, the Leader will need to enlist the aid of eight role
players. He can do this before the training session begins, and should
give each role player one of the role-briefing sheets included in this
packet. Th6le are four role-briefing sheets for School A and four for
School B. The role players for each school will need a fiva- minute
preparatory period in which they can become temiliar with each other's
roles and cheek to see that each understands the situation in the same
way. Earth briefing sheet includes two parts: a) the situation deserip
tion (all School A players have one situation; all School 8 players
another) and b) the role description (each player is given a different
role).

It the Leader is unable to make prior arrangements with the role
players, ho tv recruit then at do teeting, and should allow thou 10
minutes to stuesy their briefing sheets and clarity the situation and
oaeb other's roles,
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When the role players are ready, the Leader should toll the group
that they are going to observe a brief simulated episode from two schools.
The audience should observe these episodes with a view to the following
questions: "Is this a valid situation or issue? Can I describe the
procedures that are being used to handle the problem in each school?
How do I feel about what is happening in each episode?" If it is a
large group, the Leader may feel it wise to assign sub-groups, each
to consider one of the three questions above. The questions will be
discussed following the role play.

The Leader should then start the session by reading the situational
description for School B and allowing the role players to play out the
episode. Without discussion, the Leader should turn the group's atten-
tion to School A by reading the situational description and asking the
School A role players to present their episode. (School B is presented
before School A because it is the less positive situation.)



Role Play Briefing Sheets:
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School B

Situation: About one-third of the faculty and the principal have been
at the suburban elementary school since it opened fifteen years ago.
There is fairly high turn-over of personnel among the rest of the faculty.
Sally is a new teacher. Bob has been at the school 15 years. Emily
and Chuck have been at the school three or four years.

This episode includes two "scenes."

Scene 1: Bob, Sally, Emily and Chuck are in the faculty lounge after
school.

Scene 2: Faculty meeting. The principal is opening the meeting with
the first item on the agenda. (Only Emily and Mr. Barr, the
principal, have speaking parts in this scene.)

r.
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School B

Emily

You've pretty much given up on the idea of changing most things at
this school. But there has been a growing discontent with you as with
many other teachers over the way extra duties are assigned. There seems
to be no policy governing these assignments which would insure an equit-
able assignment of such duties among the teachers. You've bad lunch-
room duty for several semesters, now, and you know of some teachers who
have never had it.

For some time, it's been your impression and hope that this question
would be discussed at the faculty meeting; but it never seems to get on
the agenda. Your desperation grows as you see the agenda for tomorrow's
meeting and note the omission, once more, of this topic. You know that
Chuck feels this way also.

You begin this episode by exploding about the faculty meeting agenda.
The others begin to suggest that you bring up the subject yourself in the
meeting. At first, this idea seems ridiculous, but graduAlly you
begin to think that you've nothing to lose by attempting this. Actually,
you're so angry with the principal that the idea of blurting out a
proposed agenda change and possibly upsetting the usually rigid routine
of the meetings appeals to you. You think others may support you. In
Scene 1, you look to Chuck for support.

In Scene, as Mr. Barr, the principal, tries to call the meeting to
order and initiate his agenda, you make a real effort to change the
agenda, No other suggested agenda item seems nearly as important to you
as this.

Chuck

You've really "given up" at this school, and seldom take the trouble
to say anything at all to other teachers. When you're in the faculty
lovnge, you seldom speak unless spoken to, and then seldom care to reply
with any interest or enthusiasm. Your whole outlook is one of discourage-
ment, detachment, and hopeless disinterest.

You can't understand why Emily is so upset about lunchroom duty....
that's a minor matter compared to other things. You haven't even been
able to get enough textbooks for your classes, but you refUse to let
even that bother you.

sal

You're a new teacher. The attitude of some of the older teachers
at this school puzzles you they ftNluently complain about various
things, but they duet seem to do enjthing about them.

As Emily talks about lunchroom duty, you feel that she should bring
the topie up herself in the faculty meeting. You keep encouraging her to
do Ws.
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School B

Bob

You're an "old-timer" at this school and have learned to get along
by not rocking the boat. You suppose things could bo better in the
school as a whole, but you see to it that things in your own classroom
go the way you want them and so you don't let yourself get worked up
about anything else. On the whole, you're left alone, and that's the
important thing.

You have a positive attitude toward the principal, the school,
other teachers and students.

You're amazed that FAlly would be upset about lunchroom duty. She
talks about it; you try to convince her that sho ought to learn to live
with it because she won't be able to change it. You're certain the
principal won't allow such an item to appear on the faculty meeting agenda,

Mr. Barr

You are the principal of this school. You are conscientious about
your responsibility to keep the school running smoothly. You don't
particularly like controversy. So when Emily suggests at faculty meeting
that a controversial item like lunch room duty be taken up for immediate
discussion, you maneuver her into coming in to see you in your office
to talk about it so that you can move along with your agenda for the faculty
meeting. You have planned to take up several important administrative
items with the staff that shouldn't be delayed.
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School A

Situation: As usual, on the day before a faculty meeting, in this
suburban elementary school, teachers find in their boxes the meeting
agenda as proposed by the principal and the agenda committee. The
setting of this incident is the teachers' lounge; the time is right
after school. Small groups of teachers frequently gather here at
this time to relax over a cup of coffee or a coke. The Faculty Meet-
ing Committee meets twice zonthly to develop the faculty meeting agenda.
The Committee consists of too teachers, elected each year by the faculty
and the principal.

Jerry

You've really "had it" today: you're tired. You're glad to see
Mary and Lucille came in, and you offer them a cup of coffee. Lucille's
concern over lunchroom duty surprises you; you didn't know this bothered
her. You feel that since it does, it would be a good idea to discuss
it in the faculty meeting. You encourage Mary to try to get it on the
agenda.

You're a member of the Faculty Meeting Committee, The Committee
has already completed the proposed agenda for tomorrow's meeting. Never-
theless, on hearing how Lucille and a few others feel about duty assign-
ments, you decide that the principal would want to be made aware of these
concerns and would want to try to clarity the assignment policy. If,

after a brief discussion tomorrow, more time seems needed, you are con-
fident he will give the subject high priority at the next meeting. Best
of ells it won't end here. /f the policy (or leek of it) meda review
and revision, appropriate iv:Limit:ill be taken,

You offer to ask the Committee to include initial review of the
question on the agenda for tomorrow's meeting.

Lucille

You like most things about this school and faculty. There is one
thing, however, that bothers you a great deal: the assignment of lunch-
room duty to teachers. Aside from feeling that such duties are a misuse
of teacher time-end etirgy, you've never understood how these assignments
are distributedomong the faaulty. You are angry that you have had lunch
room duty several times, and sow: 4. chore have never had it. You know
Of other faculty, Where who feel the same way about this.

.1

a

,ta



You wish very much this whole thing could be discussed in the faculty
meeting; none of the topics on the agenda for tomorrow's meeting seems
as important to you as this issue.

You've just gotten the faculty meeting agenda from your box. None
of the topics on the agenda seems as important to you as this issue. You
wish very much this whole thing could be discussed in the faculty meet-
ing.

Bill (The Principal

The principal of School B, Bill, regularly holds conferences with
his teachers just to see how things are going and to keep in touch with
their interests, plans, and concerns. He is currently having a conference
with Pamla, a teacher new to the faculty this year. She did have two
years prior experience in another building.

You are interested in gaintng froth" her how it feels to be a new
teacher in this building - -what kind of adjustment she has made, and.
what kinds of insights she has about the climate of the building.

Pat la

You are a new teacher in this building as of last September, al-
though you have had two years experience in another building. Now,
after four months, you are pleased that Bill, the principal, has been inter-
ested in sitting down with you just to talk about how it feels to be a
new teacher in this staff. You feel very excited about the kinds of
working relationships that exist. You like the faculty meetings at 8:00
to 8:30 each morning, rather than after school. Teachers have a lot
of responsibility for managing those meetings, although the principal
and assistant principal participate actively and supportively. You feel
that new ideas which teachers come up with are given a sympathetic hear-
ing by colleagues and administration.

You have been given the opportunity to serve on a couple of committees,
one on schedule revision, and another on the camping program. You see
vaese committees as being an excellent vehicle for staff to take initiative
and to be involved in decision making, so you enjoy the assignment even
though it does take time. You recognize that all committee work doesn't
go smoothly, particularly when one teacher is domineering and tries to
bulldoze her ideas through. Some other staff members take the attitude
of not caring enough to put energy into commit:;ee work. You don't agree
with this point of view, and feel that the faculty, by and large, doesn't
either.

You find the faculty warm and supportive. You feel comfortable--
free to ask your colleagues substantive questions, like, "What do you
think about this idea for a new unit for my kids?", or "Do you think I
could try out a different grading system for my class instead of the
A B C's ?" and you expect to get honest answers.
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Transcript of the Taped Episode

"Lunchroom Duty--School B"

NARRATOR: Let's look in one an incident that occurred in a school that
may have been a good deal like yours or mine. Maybe we can
get some clues about the, kind of professional climate that
exists in this school. We'll call it "School B."

BOB: Well! I'm glad that period is over! I have a hard time with
those youngsters the last period of the day.

SALLY: Yeah, mine give me a rough time, too.

BOB: Matter of fact, I'm glad the whole day's over.

EMILY: It's not over. We still have a faculty meeting. Have you seen
the agenda today? It really bugs me.

SALLY: What's the matter with it?

EMILY: Well the one thing that really matters at this school isn't
on it again. It wasn't on it last time. It will never be on
it.

BOB: What's that?

EMILY: Lunchroom duty.

BOB: Lunchroom duty!

EMILY: That man will never change his policy about lunchroom duty.

SALLY: Are you the only person that's boi:lered about lunchroom duty?
I'll bet everybody who's got it wants to do something about it.

EMILY: Chuck gets sort of mad about it sometimes. Don't you Chuck?

CHUCK: I guess I don't really care. I've had a book order in for
two or three years now, and they still aren't here. So why
do you get so upset about lunchroom duty?

SALLY: I don't know what you expected anyway, Emily. He always sets
the agendas for the meetings.

BOB: It is almost impossible to get things on the agenda, isn't it?

EMILY: I don't care about the agenda, really. It's just this lunch-
room duty. He can do anything else in his dumb faculty meetings
he wants to. Well, don't just sit there and giggle at me.
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SALLY: Well, I think you should do something about it, if.you're so
worked up.

EMILY: Oh, after you've been around here a while, you'll find out how
hopeless something like that is. It just doesn't do any
good. You get the run-around.

BOB: Yeah, after you have been around a little while you'll recognize
that yol'll kind of have to give with the punches.

EMILY: It's hopeless.

BOB: Yeah, I think you ought to forget it.

SALLY:. Well, if you can't talk to the principal, why don't you try
bringing it up at the faculty meeting?

EMILY: Just stand up and talk - -what an idea! Honestly, I'd just get
shot down...Doggone it! I think I'll do that. I'll just
interrupt the faculty meeting and ask for a change in the
agenda.

BOB: This ought to be fun!

EMILY: Will you support me? (Bob laughs.) Well, will you?

NARRATOR: Later, the principal calls the faculty meeting to order...

CHUCK: Well, you got the agendas in the mailbox this afternoon, and
ah...

EMILY: M. Barr, excuse me, but I'd like to suggest that there be an
alteration to this agenda. As you know, the issue of lunch-
room duty has been a sore one with caw of us. And I'd like
very much to talk about this at thefaculty meeting.

MR. BARR: I think it probably is an issue that some time we'll have to
(Principal)talk about, and I would like to do that, but I think it's

important that tonight we get at this agenda. There are
several important things on here that I need to get some informa-
tion out to you about. So why don't you stop by my office
sometime and see if maybe we can talk about your problem.

EMILY: Well, I'd really like to talk about it today. In this faculty
meeting. I think there are several of us here who feel just
as strongly as I.

MR. BARR: Well, I just don't think that tonight is the appropriate time
for this kind of thing. Ah..., I guess I'll just have to.sak
you to let us go on with the agenda, and....I'm sure that
most.of the faculty would agree with me. Isn't that right?



"Lunchroom Duty--School A"

NARRATOR: Now let's listen to a conversation among some teachers in a
building where there is a different kind of professional at-
mosphere. We'll call it "School A." The setting, again,
is in the teachers' lounge; the time, 3:15.

JERRY: I could go for a cup of coffee! How about you, Mary?

MARY: Good ideal It's been a hard dayI'm glad it's over.

LUCILLE: Thank goodness we don't have our faculty meetings at the end
of the day. I see we have the agenda for tomorrow's morning
meeting in our boxes...(Read agenda to self.) Doggone it!
I wish we could get some discussion of lunchroom duty.

JERRY: Lunchroom duty!

LUCILU: Yeah. I'm sick and tired of getting stuck with lunchroom
duty. Why can't we rotate it around more? Or better yet,
let's get some parents to supervise.it.

JERRY: Seems to me it would be a good idea to discuss it. Why don't
we get it on the agenda?

LUCILLE: It's pretty late for that, isn't it?

NARY: No, I don't think so. I believe we can work it in for tomorrow.

LUCILLE: What do you mean...0h, I forgot! You're chairman of the Agenda
Committee, Mary! Well, great! Let's put it on!

MARY: 0. K. If we find it's going to take a lot of discussion, we
may only have time enough to just get an idea of what the
problem is and what next steps are needed...

NARRATOR: Let's get a different sample of the kind of atmosphere that
is characteristic of Building A. We'll listen in on a con-
ference that the principal is having with one of the teachers
who is new to the building this year. The principal regularly
holds conferences with each faculty member during the course
of the year.

BILL: Well, Paula, I'm particularly interested in gaining your per -
(Principal)spective as to how it feels to be a new teacher around here.

PAULA: Well, let me talk mainly as a faculty member rather than as a
(Teacher) teacher in the classroom, although certainly I enjoy the

children. One thing that I really enjoy are the faculty
meetings that we have from 8:00 to 8:30 each morning. The
discussions are open; the administrators take an interest in
coming and taking part in the discussion. I feel that this
kind of ocemsknioation is very important.
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Another thing I like is the involvement -.)f the faculty in
the development of new ideas, and in decision makinz about
them. One aspect of this kind of faculty involvement is
committee work. I personally feel that them committees
are very important, both to us as teachJrs, and to the
school. They help us to be free to do what we feel is
important.

BILL: I thought teachers didn't care mach for committee work!

PAULA: Well, there are some problems. On these committees, occasion-
ally, you'll get a teacher who is very domineering. They
simply say, this is the way we're going to do it, and regard-
less of whether other people feel like going along or not, they
just sort of railroad through their own program. That sort
of disturbs me.

Also, we have a second kind of person who says, "I simply
don't care. I feel that there is no way for me to influence
what's going on here; and I'm not going to bother to come to
committee meetings." This kind of person would never take
on a chairmanship, because, let's face it, that's a little
extra workl So these two types of people can be obstacles to
faculty functioning.

HowevervI can say, quite confidently, I feel the majority
of the faculty takes interest in what's going on; secondly, I
feel they can do something about it; and thirdly, will spend
the time it takes to work on a committee.

BILL: Well, I'm awfull7r glad to get your perceptions of this. Of
course, I'm aware that we have differences in our faculty;
that there are these points of view. In general, you're
saying that you feel the faculty attitude toward committee
work is far more supportive than negative...

PAULA: I would say so. You know, it's really fun to work here. I've
made a lot of social acquaintances. Really, I have a lot of
friends on the faculty. I'm at the point now where I feel
with most faculty members I can simple sit down and say,
"Well, what do you think about this idea for a new unit in the
classroom?" or "What do you think about evaluation--should
we use grades?" and I'll get an honest answer. I really
appreciate that.

BILL: Well, I'm glad we have that kind of sharing of ideas among
our staff. Now, to shift the focus a bit, what are some of
the things you...(fade out).
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Discussion of Behatoral Xpisodes.

When the tapes or the role plays of both episodes (whichever was
chosen) have been completed, the Leader may organize the discussion in
one of the following ways:

1. He may initiate a total group discussion on one of the tapes'
or role plays;

2. He may ask the group to reflect for a few minutes on what
t'.ey observed, and then begin the discussion; or,

3. He nay assign sub - groups to discuss among themselves what they
observed and then report to the total group. This may be the
choice if the group is large, or if the Leader has already
designated sub - groups prior to the taped episodes or role plays.

The Leader should keep the discussion focused on the content of the
taped episodes (or the role plays) with reference to the questions raised
prior to the episodes. It is not necessary here to draw inferences about
the total climate of each school. That will come in a later session.
Such questions as "How do the teachers of School A or School B feel about
their principal?" should be avoided at this point to keep the discussion
limited toihat went on in the taped episodes (or role plays). If participants
need to be refreshed on specific details of the episodes they observed,
the Leader may refer to the text of the recorded episodes er the role
play briefing sheets contained in this manual, whichever is relevant.

Questionnaire Completion

When discussion of the taped episodes (or the role plays) is completed,
the Questionnaire on pages 27 -28 should be distributed to the group. (The
Leader should have duplicated enough copies prior to this session so that
there is one copy per participant.) The Questionnaire contains four questions
that might give clues about the professional climate in a school building,
specifically about its building faculty meetings. Participants are asked
to answer each of these questions in terms of how they think the teachers
in School A and School B would feel about each item. The purpose here
is to stimulate participants to think about the kinds of questions that
can be asked about a school's climate, especially in terms of an aspect
of that climate that they have just seen dramatized.

The Leaderrshould ask the participants to follow the instructions
on the Qeustionnaire, complete the questions and return the form during
Session 1. Responses are to be tallied, and fed back to participants
during the next session (Session 2). Suggestions for reporting the
results will be found at the end of this section for Session 1.



Questionnaire

For each question, please circle the number above the statement
that you feel most closely reflects how the teachers in School A and
School B feel.

Teacher influence

1. The teacher's estimate the amount of influence they as teachers have
in making decisions about their school's educational program to be:

1 2 3 4 5

School A None Little Some Consid- Great
erable deal

School B 1 2

None Little
3 4

Some Consid-
erable

5

Great
deal

la. The teachers think the amount of influence they should have is:

School A 1 2
None Little

School B 1
None

1:12122111122.111ate

Please indicate for each of the following items (#2-4) how you
think the teachers in Schools A and B would characterize their faculty
meetings.

2

Little

3
Some

4
Consid-
erable

3 4
Some Consid-

erable

5
Great
deal

2--
Great
deal

2. Either before the meeting or at its beginning any faculty member can
easily get items on the agenda.

School A 1 2 3 4 5 6
Very
typical

Quite More typ- More ur,- Quite Not typ-
typical ical than typical umlyp- ical at

not than typ- ical all



-28-

School B 1 2 3 4 5 6
Very Quite More typ- More un- Quite Not typ-
typical typical ical than typical untyp- ical at

not than typ- ical all
ical

3. The average person feels his ideas have gotten into the discussion.

School A 1 2 3 4 5 6
Very Quite More typ- More un- Quite Not typ-
typical typical ice.: than typical untyp- ical at

not than typ- ical all
ical

School B 1 2 li 5 6
Very Quite More typ- More un- Quite Not typ-
typical typical ical than typical untyp- ical at

not than typ- ical all
ical

4. When there is disagreement, it tends to be smoothed over or avoided.

School .A. 1 2 3 4 5 6
Very Quite More typ- More un- Quite Not typ-
typical typical ical than typical vntyp- ical at

not than typ- ical all
ical

School B 1 5 6
Very Quite More typ- More un- Quite Not typ-
typical typical ical than typical untyp- ical at

not than typ- ical all
ical
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Sunmary and Nxture Plans

When all of the questionnaires have been completed and returned to
the Leader, the remainder of Session 1 should be spent in providing a
summary for this Session and discussion plans for Session 2. Following
this, a short post-meeting evaluation form may be distributed to partici-
pants for them to complete and return to the Leader before they leave.

The Leader might sum up the proceedings of Session 1 for participants
by mentioning the following points: "We have discussed at the beginning
of this Session that climate factors do affect productivity of staffs and
because of this are considered worth studying. Through use of the taped
episodes (or role plays) we have observed one small illustration of a
climate factor or variable, and discovered that the two schools portrayed
did vary considerably on this aspect of climate. Through the filling
out of the Questionnaire, we have been able to see a few ways of measur-
ing this variable through data gathering. This brings us to a brief
outline of the plans for Session 2.

"In Sessions 2 and 3 we will begin to explore some of the other
factors we can expect to find that would make up the climate in these
two schools. We will see a film strip showing the actual responses of
the staff in School A and School B to the questions we have just completed
ourselves. We will have opportunity to raise other questions in order
to explore the differences in climate between these two buildings. In
order to broaden our idea of various climate factors and allow us to
find some ahswers to questions we have raised, we will make use of a
smell data bank of results tabulated from these two schools as well as
others.

"In Session 4 comparison of data N111 start us thinking about causes
and relationships among factors and how they contribute to the over-all
climate. Finally, in Session 5 we will explore some of our value position
about these climates. Do they need changing? What kinds of suggestions
for improvementmouldwe give the faculties of these two buildings?
Where do we place ourselves along the continuum of building climate
differences? Do we want to work on a study for change in our building?"
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POST-MEETING REACTION (PKR)

At the end of Session 1, have participants fill out and return
the following Post-Meeting Reaction Form. The responses from this
post meeting evaluation will enable the Leader to assess the level
of receptivity and enthusiasm that participants are feeling toward
the program. He can respond to suggestions thv may make in Question
h as he plans for the next session. Participants would probably
like to have the results reported to them at the beginning of Session
2. If the responses indicate negative feelings on the part of partici-
pants, it might be necessary fox the Leader to spend some time at the
beginning of Session 2 to work through some of the problems.

POST-MEETING REACTION

Directions; 'Please circle one digit in response to each of
the fitat two questions.

.:1:..How clear are you about the goals and objectives of
this program?'

. .1 2' 3 5

Very :: . Somewhat Not clear
clear clear at all

. How valuable an experience did you find today's acti-
vities?

1 2 .3
Very Somewhat
valuable valuable

1

. Any suggestions regarding the next session?:

5
Not

valuable
at all
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PREPARATION OF MATERIAL FOR

FEEDING BACK QUESTIONNAIRE RESPONSES FOR SESSION 2

(To be completed during the interval
between Session 1 and Session 2)

Once the participants have completed the Questionnaire about School
A and School B, they will have begun to think about questions one could
ask about a school's climate. They will also have had, a chance to
identify themselves with two different school climates after having seen
episodes depicting behavior in those two schools and answering questions
about them. For Session 2, a demonstration of the distribution of their
answers on those questions will allow participants to see the extent to
which they agree with one another on what they perceive the feelings of the
teachers in those buildings to be. (At a later time in Session 2, partici-
pants will have an opportunity to see how the teachers in School A and
School B actually did answer.)

If the Leader does not plan to handle the feedback himself, he
might select an individual or sub-group from among the participants and
explain to them what to do. It is suggested that the format which will
be used to depict the actual responses of the teachers in School A and
School B later on in Session 2, be utilised to present this material.
Examples ofthese follow:

For Questions 1 and In for each school, compute the mean score for
each item. This is done by taking the total number of responses that
fall under each digit and multiplying by that digit. Do this for all
five digits, add the scores, divide by the total number of responses for
the entire item. The result is the mean score.

Examples

School A (total number of responses 13)

1 2 3' 4 5

None A little Some Considerable A greet.

lial.
Number

of 1

Reopensee
2 2

Multiply
by lx11 2x2.4 . 4x3.12 4x4.16 2x510

Digit

Add, 1 4 + 12' 16 10 43
Results

Divide
total by
number of'
responses

43 4 13 3.31 is the mean
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Do this for all five digits, add*the scores, divide by the total number
of responses for the entire item. The result is the mean score.

Dcample:

School A (total number of responses ca 13)

1 2 3 4 5
None A little Some Considerable A great.

,dal
Number

of 1 2 4 4 2
Responses

Multiply
by lxlmel Wait 4x312 4x4=16 2x5=10

Digit

Add, 4 12, 16 10 43
Results

Divide
total by
number of
responses

43 + 13 .82 3.31 is the mean

The mean score for School A on this item is 3.31. It is.suggested
that these data be presented in the form of a bar graph as shown in Table
1 on page For the remaining questions, 2 - 4, the distribution of
responses as well as the mean score may be shown. For the distribution
simply indicate vhat percentage of the total responses fell under each
digit. See Table 2 as an example of presentation. (Note to Leadert
These tables may be duplicated from the manual for the use of those
preparing the data presentation.)

figure~

imagas....IFortforserPrelting Results on Questions 1 and la

Amount of Influefte This Group Thinks
the Teachers in School A Have and Want to Have

Teachers now have

Teachers should have

00007RWW1771Wil/B/1/1/M/j/Ml1///////////////////////////////
4.25

a

1 2 3 4 5

None Little ' Soma Consid A
arable great

dill,
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Persons responsible for the feedback of this material may use one
of several methods for presenting their findings. The choice depends
largely on what materials are available and what appeals to their taste.
The graphs and figures may be presented on:

1. Chalk board

2. Newsprint

3. Ditto or mimeograph, one copy for each participant

4. Slide projector (draw on the slides)

5. Overhead projector

Depending on how responses are distributed, the persons preparing the
presentation should consider what kinds of things to point out to
participants, such as, how much consensus or disparity there is in the
group's responses. This should open the group up to a few minutes'
discussion on why or how they made the responses they did.

Figure 2

Susested.Form for Presenting Results from Questions

This group'faels that the teachers in School A would indicate
as follows the extent to which the statement below describes
their faculty meetings:

"Either before or at the beginning of the meeting
any faculty member can easily get items on to the
agenda."

Mean
reaponap

Very

90%

80%

70%

60X

50%

40%

. 30A

2.1
x

typical

2 3 4 5 6
Quite More typ- More un. Quite Not typ-
typical Joel than typical un- ical ats

not than typical all
typical

5064

2 3

10%



SESSION II



Sequence of Events--Session II

r min

Introduction

10 min

Feedback Results
of Evaluation Form

20 min

Presentation of
Questionnaire Results

10 min

Inquiry Process- -
Question- Raising

30 min

Filmstrip Presentation

of Actual Oats

5 min

PMR

5 Briefing
10 Presentation
15 Discussion
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Objectives

Session II will help participants to discover that one aspect of
the professional climate in a school building ia closely interrelated
with other variables, and will attempt to extend the participants'
awareness of these variables and ways of measuring them.

Materials Needed for Session XI

Materials Source

1. Demonstrate materials for feed- See Leader's Guide, page 29,
back of participants' responses to the (Session I) for details.
Questionnaire administered in Session
X.

2. Filmstrip showing actual data Provided with package.
from School A and B.

3. Filmstrip projector, or if not
available, use other methods of pre-
senting data as discussed on page

4. Post meeting reaction.

Must be arranged for by the Leader.

Leader should make copies enough
for the group, using form similar
to that provided with Session I.

Feedback of Valuation Questions from Session I

The Leader should spend a. few minutes sharing the results of the
evaluation completed by participants at the close of Session I. No dis-
mission is necessary unless the Leader or group feels it is warranted.
For. instance, if participants have expressed confusion or negative feelings
about the firut Session, it would be helpful to work on the problem areas
before going ahead with Session Ir.

Presentation of Qraitionnaire Results

This presentation will be done by the individual or aubgroup
selected to tally and feed back the Questionnaire results completed by
participants during Session I. The Questionnaire contained four ques
tions that reflected aspects of climate in a building. Participants
were asked to answer these questions in terms of how they thought teachers
in School A and School B would respond. The discussion that follows
this data presentation should focus on the extent to which there was
consensus or disagreement among the participants in their responses re
garding the teachers in these two schools. Some questions that could
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be raised about this presentation are: What are the reasons for the
responses that participants have made? If there was disagreement, why?
What occurred in the two behavioral episodes that would account for the
group's perception of teacher attitudes in the two schools?

Inquiry Process -- Question Raisin%

The inquiry process as it is being used in this session has two
major steps. The first step will involve the raising of questions about
climate factors; specifically, teacher attitude and behavior in these
two schools, which will lead participants to the second star, the search
for answers to these questions through use of the data bank.

Participants have learned a few things about the professional cli-
mate of School A and School B, having viewed the two episodes in Session
I. They have the same experience with the types or style of question
one can ask about climate factors as a result of filling out the Question-
naire and seeing the results. They may now begin to explore the possibilities
of seeking further information about climate in these two buildings.

A possible approach to initiating the raising of questions might be
to say to participants: Given what we know about the climate in these
two buildings as demonstrated by the behavioral episodes, and consider-
ing the way in which we have seen questions asked about climate, what
other questions would you like to raise concerning building climate in
School A and School B?

As participants begin raising questions, the Leader should list them
on the board. No attempt should be made at this point to refine or cate-
gorize the questions. This initial question-raising period should not
last more than ten minutes. This allows enough time to introduce the
notion of question-raising and engage the interest and participation of
the group. Session II returns to the question-raising process with more
detail and refinement following the showing of a filmstrip presenting
a sample of actual data from School). and School B.

filmstrip Presentation of Data

The filmstrip illustrates the actual responses of the teachers in
School/. and School B on six items and allows for a comparison of the
differences between the two buildings, The content of the filmstrip
is shown on the following pages of this manual. Four of the six ques-
tions contained in the strip were also included on the Questionnaire
administered to participants in Session I from which they were just
presented the results at the beginning of Session /I. This enables
participants to view a data presentation on questions with Odch they
are already familiar. The two additional questions will suggest other
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climate variables that might be related to those already explored. The
introduction of the filmstrip at this time ambles participants to think
through more clearly the direction that their question-raising activities
can take.

Briefing for the Filmstrip

Before presenting the filmstrip, participants may be asked to keep
in mind the following questions while viewing the data: How closely do
the actual responses from these two schools correspond to our group's
perception of the teachers' attitudes? If there are wide differences
between our group's perception and the actual responses, what might account
for this? How marked are the differences in responses between School
A and School B? Is this consistent with the episodes that were observed
in Session I? How do these separate variables interrelate with one another
to give a clearer picture of the climate in these two schools? That in-

ferences can be drawn about other climate factors in these two schools
once these data and the earlier episodes have been observed? Since there
are several questions to consider while viewing the filmstrip, the Leader
might divide the group into several sub-groups and assign each group
one of the above questions to be thinking about.

A filmstrip projector will be needed for presenting the filmstrip.
Most schools have these on hand. If there are no facilities available
for showing the filmstrip, the Leader may va-A to present the data on
large pages of newsprint. These can be mounted on an easel and the
pages flipped to show each new frame. Use the material presented on the
following pages as a source of data. If this method is not satisfactory,
other options are: drawing information for each frame on a separate slide
(ground glass or acetate) and viewing through a slide projector, making
transparencies for the overhead projector, or reproducing several hand
copies for distribution to each participant.
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(Please insert the 16 pages of copy for

Frames 1-16 of the filmstrip, here.)



Frame I

Teachers' Influence

HOW MUCH INFLUENCE DO THE TEACHERS THINK THEY

HAVE IN MAKING DECISIONS ABOUT THE EDUCATIONAL

PROGRAMS IN THESE SCHOOLS?

HOW MUCH INFLUENCE DO YOU THINK THEY SHOULD

HAVE?



Frame 2

School A

Amount of Influence teachers have and would

like to have...as seen by the teachers themselves.

Teachers now have

Teachers should have

3.32

...

None

-2 3 4

A little Some Consld A
arable great

deal

.



School A Compared to School B

Teachers' Influence as seen by teachers.

School A

Teachers have

Teachers should have

School 0

Teachers have

Teachers shoull have

Frame 3

3.32
A .

4.14

.24

"as 4.05" .

1 2

None A little Some Coral A
arable great

deal



Frame 4

Principal's Influence

HOW MUCH INFLUENCE DO THE TEACHERS THINK THE

PRINCIPAL HAS IN MAKING DECISIONS ABOUT THE

EDUCATIONAL PROGRAMS IN THESE SCHOOLS?

HOW MUCH DO THEY THINK HE SHOULD HAVE?



Frame 5

School A

Amount of influence principal has... mount he

should have...as seen by teachers.

Principal now has

Principal should have

4.0

4.14

None

2 3' 4

A little SoMe Consid- A
erable great

deal



,71,01

Frame 6

School A Compared to School B

Amount of principal's influence as seen by teachers.

School A,

Principal should'have

14.0

4.14

Principal has

School B

Principal has r 3.52

Principal should have
3.76

WM,

1 2 3

None A little Some

.

Consid- A
erable great

deal



Frame 7

Principal Leadership



90%

80%

70%

60%

50%

40%

30%

20%

10%

0

AI

School A

To what extent does the principal give the

teachers the feeling that their work Is

important?

Never

Frame 8

68%

:/62%
1

0

2 3 1 4 5 6

Almost Occasion- Fre- Almost Always
never ally quent- always
nec ly,

1



10. .------- . .

Schoo! A Compared to School B

To what extent does the principal give teachers

the feeling that their work is important?

Frame 9

90%

80%

70%

60%

50%

40%

30%

20%

10%

0
'rdif

CP
X%

2%

35%

8r
0

tr

32%

-12%

68%

2 7%

1 3 4 5 6

Never Almost Occasion- Fre- Almost Always
never ally quent- always

ly

I I



Faculty Meeting Climate

HOW DO YOU THINK THE TEACHERS IN THESE BUILDINGS

WOULD CHARACTERIZE THEIR FACULTY MEETINGS?

1

Frame 10



School A

School A teachers indicated the extent to which

the following statement described their faculty

meetings:

100%

90%

80%

70%

60%

50% 45%

40%

30% 27%
L

20%

"Either before or at the beginning
of the meeting, any faculty member
can easily get items'on to the agenda."

?% 9%
;0% 5%

0

Frame 11

1 2 3 4 5 6

: Very,/ Quite More More Quite Not typ-

typical typical typical untyp- untyp- ical at

typical than icaU ical all

not than

typical



90%

80%

.70%

60%

50%

40%

30%

20%

10%

Frame 12

School A Compared with School B.

"Either before or at the beginning of the meeting,

any faculty member can easily get items onto the

agenda.",

I

1 2 3 5 6

Very. Quite More More Quite Not typ-
typical typical typical untyp- untyp- Ica' at

than pical ;cal all

not than
typical

!

3

- .



90%

80%

70%

60%

50%

40%

30%

20%

10%

0

Frame 13

School A

School A teachers indicated the extent to which the

following statement described their faculty meetings:

"The average person in the meeting feels
his ideas have gotten into the discussion."

1 2 3 4 5 6

Very Quite More More Quite Not typ-
typical typical typical untyp- untyp- ical at
typical typical than ical ical all

not than

typical

J.



90%

80%

70%

60%

50%

40%

30%

20%

10%

at,

Frame 14

School A Compared with School B

"The average person In the meeting feels his Ideas

have gotten into the discussion."

1 2

.

3 4 5 6

':-Very Quite More More Quite Not typ-
typical typical typical untyp- untyp- ical at

than ical Ica]. all
not than

typical

a



90%

80%

70%

60%

50%

40%

. 30%

20%

10%

0

Frame 15

School A

The teachers in School A indicate the extent

to which the following statement characterizes

their faculty meetings:

"When there is disagreement, it tends
to be smoothed over or avoided."

2 3 4 5 6

Very Quite' More More Quite Not type
typical typical typical untyp- untyp- ical at

than ical ical . all
not than

typical



90%

80%

70%

60%

50%

40%

30%

20%

10%

0

Frame 16

School A Compared to School 8

'Wen there is disagreement, it tends to be

smoothed over or avoided."

1 2 3 4 5 6

_Very Quite Mare More Quite Not typ.

typical typical typical untyp- untyp- Ica' at

than ical lull all

MA than
typical

8%

1

4
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Discussion aboutilmstrin Presentation

This discussion will center on the points raised prior to the viewing
of the data. Each sub-group designated before the presentation will
need time for discussion among its members what was observed about the
question that was assigned to the group. This will be followed by a
total group discussion of all the issues that were raised. It isn't
necessary to take a great deal of time with this, but the general
direction of the discussion should lead to two primary issues: What
is the climate really like in these two schools? and What other variables
besides those just seen in the filmstrip data might account for or relate
to the climate factors just observed? In other words, what keeps this
state of affairs going? How did it get that way?

Once the participants have begun to think about these issues, it
will be possible to re-focus their attention on the questions which have
already been on the board, and to supplement these with additional
questions which examination of the filmstrip data has stimulated. It

will be with this activity that Session III will start.

Post Meeting Reaction

Again, a few minutes spent in gaining from the participants their
reaction to the session will be helpful in seeing how things are going,
and in laying plans for Session III. The l form suggested for Session
I may be used as is, or modified as desired.



Session III
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Sequence of Events -- Session III
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Objectives

Session III will guide participants in raising inquiry questions
about'the school building climate, and will give them experience in
seeking out and utilizing data in relation to such questions.

Materials Needed for Session III

Materials

1. Chalkboard or newsprint on which
to record inquiry questions.

2. Tape--Panel of Experts Discuss-
ing Possible Inquiry Questions.

3. Tape recorder.

4. Data bank cards.

source

Needs to be provided by the Leader.

Furnished with the package..

Needs to be provided by the
Leader.

Furnished with the package.

The Raising of Inquiry Questions

At the close of Session III, there was some thought given to why
the two schools are a., different. What other variables beyond those
presented in the filmstrip data might account for the differences?
Perhaps the group listed a few of these questions. The Leader should
now review these, beginning a list if it is not already started, and
added those questions that come readily.

Before extensive effort is given to this task, however, suggest
to the participants that they listen to a tape of three social scientists
at the University of Michigan discussing the same problem--"What kinds of
inquiry questions might be worth exploring in relation to the climates
of the two buildings -- School A and School B?" The panel members have
listened to the role played episodes and have just viewed the filmstrip.
The text of the tape appears on the folloving pages.

Some of the questions that will be raised during the tape, and which
participants should be considering for their own question-raising, are
the following:

1. What data do we have now about these schools?

2. What are ,kome related variables that we may want to know eboutt
That is, what other phenomena are associated with the factors
we already know about climate in School A and School St
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3. What can we say about causation? Do we have any theories about
what causes the state of affairs? Are there several causes?
Can we make a decision about what factors might cause climate
to be the way it is?

After raising these points with participants and expltaining what
the tape contains, the Leader should play the tape.

Transcript of Tape

NARRATOR: A panel of three social scientists from the University
of Michigan have just listened to the role plays and viewed the film-
strip showing some of the data about the professional climate of Schools
A and B. The panel members include Dr. Ronald Lippitt, Professor of
Sociology and Psychology; Dr. Robert Fox, Professor of Education; and
Dr. Emily Girault, Professor of Social Studies Education. Let's listen
to see what kinds of things they 'Mink are particularly relevant to
understandings what's going on in these two schools.

DR. FOX: Nell, Dr. Lippitt, we've just seen some interesting data
about these two schools. WAat strikes you as the most interesting?

DR. LIPPITT: Well, one thing that interests me is that in School
A where the teachers see themselves as having vtite a bit more influence
on decisions than those in School B, there is relatively less discrepancy
between current influence and the amount of influence they think teachers
should have.

DR. FOX: You mean they are fairly well satisfied?

DR. LIPPITT: I think that their needs for influence are to a fair
degree being met, as compared to teachers in School B who feel they should
have a lot more than they do.

DR. PDX: That's interesting! So one measure of a good climate may
be found in the lack of discrepancy between the actual amount of influence
teachers see themselves having, and the influence they would like to have.

DR. LIPPITT: True! I'm also intrigued with the fact that while
in School A the teachers see the principal as having slightly more influence
than they do, they're wllling for him to have more influence. In fact,
they think the teachers should have about the same amount of influence
as the principal, whereas in School B the teachers are obviously reluctant
to have the principal have as much influence as they have.

DR. PDXi Yes. So another generalization that might be drawn is
that influence isn't like a pie that you cut up, so that if one has more
influence, others have less. In School A the teachers and the principal



together have more total infilence than do teachers and principal in
School B. So the teachers having more influence doesn't necessarily
mean that the principal has loss or that the teachers want him to have
less. Both may have more influence.

DR. LIPPITT: I wonder if the same notion carries over to a desire
to increase parent influence?

DR. GIRAULT: Or student influence?

DR. PDX: Well, let's see. We are predicting that if the teachers
see themselves as having a good deal of influence and are happy with
their principal having influence, they will be more likely to support
the students' having influence.

DR. LIPPITT: And possibly the principal would be more ready to
support parents' having influence.

DR. FOX: It would be interesting to find out if that actually happens
in these two schools. We would predict, then, that in School A both
principal and teachers would like to see other people in the system have
more influence and would, probably foresee them as having more influence
already.

DR. LIPPITT: Because influencing each other is a collaborative
rather than a competitive kind of protess.

DR. FOX: What are some other things that we see going on in these
schools from looking at the data?

DR. OIRAUDT: Well, in School A the teachers are saying that the
principal is strongly supportive by giving them the feeling that their
work is important. I wonder if this doesn't help to make them feel
more supportive of the principal and his influence efforts when he makes
them?

DR. PDX: And in School B, you can't say that the principal is either
non-supportive or supportive, because different teachers see him quite
differently.

DR. GIRAULT: It's amazing. Some teachers see him as highly suppor-
tive and some see him as almost never giving them a feeling that their
work is important.

DR. LIPPITT: Would this be related to the point that those teachers
who feel they don't have influence and aren't listened to by the principal
see him as non-aupportivol

DR. GIRAULT: It would sow to.follov.
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DR. LIPPITT: Whereas others may be the oldtimers, or feel that they
have an in with him and have some advantage competitively as compared
to their peers. Therefore, they feel he is supportive of them.

DR. FOX: It might be interesting to have a sociometric on that
school building to see if there's a clique of teachers that are "in"
and other cliques that are "out".

DR. LIMIT: Yes. So we're saying that maybe a spirit of competi-
tion within the faculty leads to competition for the attention of the
power figure, the principal. It could be, of course, that the very fact
he gives support to some teachers and not to others creates the competition..

DR. FOX: That could be. I suppose data could be gathered on that,
too, from the principal about how he sees his staff.

DR. LIPPITT: Yes. Now, these items about the faculty meeting seem
to bring up a whole set of different questions about the state of affairs
in the school. Faculty A sees that they've got influence in getting things
on the agenda, which would be one reason for their perception of their
own strength of influence. In School B, some feel that they've got high
influence and some feel they have very little.

DR. FOX: It seems to me there's another problem, being demonstrated
in School D. They don't seem to know what each other is thinking. May-
be they're not talking to each other enough. How can 15 per cent of the
teachers in School B say it's very typical Of our meetings that the
agenda can be influenced when another 15 per cent say that it's never
charaeveristic of our meetings?

DR. LIPPITT: It must mean that getting things on the agenda is not
a very public or legitimized kind of procedure; that it's something an
individual may do with more or less success, rather than there being
some known procedure, such as the principal asking publicly ahead of
meetings for items for the agenda.

DR. FOX: Yes, that was certainly reflected in the role plays. In
School A, there was a procedure set up. The teachers had a committee
that could influence the agenda and everyone knew about it whereas in
School B there was considerable unclarity about whether or not we could
get the principal to put something on the agenda! It was a question that
hadn't evidently not frequently been brought up.

DR. LIPPITT: The item having to do with whether people feel their
',teas can get into the discussion or not raises a different kind of ques-
tion. The data show that there isn't much difference between the two
schools in the way in which the faculty members see that their ideas
got listened to in the discussion. I wonder if School A night need to
think ubout this a bit. Maybe there's some openness about getting things
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on tho agenda, but because of the way in which meetings are run, it
actually doesn't make much difference. People aren't being listened
to.

DR. FOX: If one wanted to be diagnostic about these schools, both
School A and School B have some teachers who feel that their ideas can
seldom get into the discussion. So there is room for improvement in
each school.

DR. LIPPITT: Right. They may be losing a lot of the resources
of a staff by the silent people.

DR. FOX: So we can use data of these kinds not only to see what
is the typical situation, or the average feeling about things, but to
look at individual differences among teachers in the way they react
and participate.

DR. LIPPITT: This is certainly as true of a classroom group as it
is of a faculty group.

DR. FOX: Well, it's been interesting to explore some of our insights
into what's going on in School A and School B as far as faculty meetings
are concerned. I wonder what other kinds of things might characterize
the professional climate of these buildings?

DR. OIRAULT: Wouldn't you guess that when teachers feel they do have
influence and are relatively satisfied with the amount of influence they
have, and at the same time see their principal as being supportive and
open, they're likely to be more active, such as being willing to volunteer,
for example, for committee assignments?

DR. FOX: The roleplay for School A showed that the new teacher,
seemed to be interested in committee work and felt that the principal
set the climate that made this worthwhile.

DR. LIPPITT: If there is a request for, oh, the introduction of some
new activity or program in such a school, aren't the teachers more likely
to be ready to listen to the principal's introduction of these new ideas?

DR. FOX: If they think they can have influence on the program rather
than accept it, I'm sure it would make a difference in their willingness.
I would think we might project that the teachers in School A feel happier
about their work. Morale would be higher in that building. They would
be more likely to stay on the job; turnover would be less.

DR. OIRAULT: Well, if this were true, wouldn't it also mean that the
teachers are more able to freely give energy to students and enjoy inter-
acting with thee



DR. FOX: In other words, their energies aren't being directed into
or dissipated on problems of interacting with their principal or with
their colleagues.

DR. GIRAULT: Or feeling negative about their jobs.

DR. LIPPITT: I would think the teachers in School A would tend to
be less frightened about being innovative or trying new things, in terms
of having support from the principal and having influence.

DR. FOX: So trying out a new idea would be less of a risk for them.

DR. GIRAULT: There might be some difference between Building A and
Building B in how much willingness teachers have to share their innovations
with each other, also.

DR. LIPPITT: That'l right, if in School B they were competing for
influence, for example, they might also be competitive to the point of
not being willing to share things.

DR. FOX: We might predict, in Building B, where there seems to be
this ambivilant attitude toward the principal and toward how things are
going in the building, that there might be less sharing because there are
cliques that are competitive with each other.

DR. OIRAULT: This may result in a norm against innovation and against
change in School B, since teachers probably don't talk with each other
as much as they do in School A.

DR. LIPPITT: This would go along with your interpretation awhile
ago that one of the reasons for individual differences in the amount
of influence they think a principal should have or teachers should have
is that there is little sharing between teachers and therefore, little
development of any consensus about what's appropriate. There's more of
an atmosphere of secrecy or non-sharing or cautiousness.

DR. OIRAULT: This is a concept of plural ignorance; there is a
tendency to assume that the norm is such and such without really check-
ing up whether or not that really is the norm.

DR. LIPPITT: So everybody sort of stays ignorant about how other
people are feeling; no consensus can ever really be explored. This would
tend to make things rather risky because nobody really knows when he
might be sticking out his neck. I was wondering if the teachers see
the principal as having influence on decisions and feel satisfied about
the kind of influence he has. I wonder if they wouldn't provide the kind
of support that would make that principal want to exert more influence
upward on their behalf? That might be another consequence.
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DR. OIRAULT: This feeling of being influential could have its effect
both upward with the principal and the central office, and inward with
the students in the school, couldn't it?

DR. FOX: You're saying that the principal may be seen as "one of
us II even though he has a lot of influence. The influence is representative
and supportive of our interests and needs.

DR. LIPPITT: Also, that principal is likely to feel good about him-
self because of the support he feels. He would therefore be psychologically
more ready and able to take risks on behalf of his faulty.

DR. FOX: In a sense this is a question that's the alternate of the
one we had data on. The teachers in Building A see the principal as giv-
ing them support, of thinking that their work is important. We could
gather data on how the principal thinks the teachers feel about the prin-
cipal's work. Do the teachers feel that the principal's doing important
business that helps us, or do they see the principal as trying to impose
on us policies or programs that come from outside?

DR. LIPPITT: I suppose one question that might be raised is whether
the difference in the state of affairs between the two buildings might
be attributed simply to the personality of the principal.

DR. OIRAULT: That theory would lead one to the conclusion that
any possibility of change would have to await change in the principal,
wouldn't it?

DR. Man: Hm, hmm. Whereas we've implied a number of times
that it may be more in the kind of relationships within the faculty that
sets the climate.

DR. FOX: It seems to me if I were a member of one of these faculties
and wanted to search for ways of improving the climate, I would keep
in mind that seldom are the causes single causes. There are likely to
be a number of explanations. There are likely to be a number of factors
working in combination. The principal may be important, but there are
also other things that are important, too.

DH. L/PPITT1 Por example, the oldtimers in the faculty may be con-
sidered a primary factor. On the other hand, if the newcomers have en-
tered into collusion by being backward and cautious rather than sharing
their new ideas, then they're contributing to the closed climate, also.

DR. OIRAULT: Contributing to and maintaining the Atatus quo.,

DR. LIPPIT21 The status quo of low influence and being discontent
about it, but not taking risks to try to chane the situation.

DR. OIRAULT: ...blaming it all on one causes



DR. LIPPITT: ...and making assumptions that the principal isn't
ready to be influenced.

DR. FOX: I think it would be very exciting if you were a part of
a faculty like this, to identify some of the possible points at which
you'd like to change the climate. One would then have the opportunity
of working on several of these points, rather than putting his eggs in
one basket in hope that changing the principal would have a major effect.

DR. LIPPITT: any facilities have discovered that there is a lot
more readiness for various kinds of changes than has been assumed; there-
fore, it proves to be much less risky to take initiative than was
anticipated.

Further Discussion of Inquiry Questions

Following the tape-playing, the participants may now re-focus on
the raising of their own questions. The discussion they have just heard
on the tape will have suggested possibilities that they might not have
considered before. The Leader should ask them to review the questions
they had listed:earlier. In view of the filmstrip they have seen and
taped discussion they have heard, it should now be possible for the
participants to generate additional questions about the climate in
these two schools.

On pages 119 - 50 are several category headings under which the
climate variables, available in the databank accompanying this program,
are grouped. During this phase of question-raising, the Leader might
make use of these headings and the sample questions associated with them
to give direction to the kinds of questions that are raised. For example,
if the Leader feels that participants have neglected to raise questions
about one climate area or category for which there is data available,
it might be suggested to the group that they consider this area as being
of interest to them. A possible approach to this might be: "We don't
seem to have raised any questions concerning teachers' feelings abcut
being innovative or trying new things in these tvo schools. What are
some questions we could raise about this?"

It would probably not be helpful while questions are being raised,
for the Leader to share these categories described on pages
It might limit participants to generating only those questions that they
could easily apply to each area. If participants raise questions that
are not likely to be included in the data bank, the Leader should avoid
discussing this at this time. These questions would be useful later when
participants are discussing has they might find answers to questions for
which no data was discovered.
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Categories for Clustering Inquiry Questions

The following categories may assist the Leader in guiding the group-
ing of the questions raised into clusters. Each cluster deals with one
variable or climate factor. The category headings correspond to those
used in the data bank. It was felt this would facilitate the data search
if participants are already familiar with the groupings.

Principal Leadership - how teachers in a building see the principal
conforming to a role that stresses his obligation to improve staff per-
formance and the quality of the educational program.

Possible questions that could fall under this heading:

Does the principal treat teachers as professionals?

Does he use the skills of his staff effectively?

Principal Support - how teachers perceive the social support given
to them by their principal.

Examples:

Does this principal work well with others?

Does he get along with others or rub people the wrong way?

*Influence - haw much influence teachers see various groups or individuals
having in affecting decisions about the educational program. How much
influence would teachers like to see these groups or individuals have.

Examples:

How much influence do you think the principal has in deter-
mining educational matters?

Morale - the amount of teacher satisfaction with their work and
job setting.

Examples:

Do teachers in this building find their jobs rewarding?

Do teachers like to teach here?

Does teacher turnover on this faculty reflect job dissatisfaction?

*Participants have already seen some data on this area on School A and
School 13 during the filmstrip.



Communication - the degree to which information and feelings are
transmitted between staff members in their building with a minimum of
distortion. This category includes attitudes toward openness and trust
and the extent to which behavior reflects these attitudes.

Examples:

Do teachers in this building feel it is good to keep their
feelings to themselves?

During faculty meetings, for example, do people tend to express
what they are feeling openly?

Do the data show that teachers are accurate in estimating haw
their colleagues feel about certain kinds of teacher behavior?

Innovativeness - The amount of time spent by teachers on new and un-
tried behaviors. Also, the amount of support for such innovative be-
havior in their building.

Bcamples:

Are teachers rewarded by the school for innovativeness in their
classrooms?

Do most teachers in this building feel that trying out new
things is good?

Problem - solving - the degree to which effective problem-solving
behaviors are used by this staff.

&ample:

"Do people try to find out causes to their problems in these
schools?"

Demographic.Factors. This is not a category for climate factors
as such. Demographic factors are those which describe such things as
the size, location, and population of a given building. Once participants
begin their search through the data bank, they will make use of a key or
guide to the bank which describes the demography to a certain degree for
each building represented.

Possible questions that might come up could be:

Are School A and School B similar in size?

Are they suburban or urban schools? Might other schools with
different chaxactericticc chow cimilarities in climate?
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Clustering InquirLguestions into Related Groups or Catejories

Once the Leader feels enough questions have been raised that have
covered all aspects of climate in which participants might be interested,
the questions may be grouped into categories or clusters. Each cluster
should have one common climate variable that relates to all the questions
in the cluster. For instance, all questions that deal with the teachers'
attitude in School A and School B toward their principal's working effective-
ness might constitute one cluster. Another cluster could contain those
questions that ask about the morale or satisfaction of the teachers in
their building setting. There are several suggested categories on pages 49,50
that will enable the Leader to guide the clustering of the questions by
the participants. These categories are the ones contained In the data
bank, and it might be usefUl if participants began to think at this point
about what kinds of data they can expect to find before starting their
data search. Before the clustering of the questions begins, the Leader
may wish to list the seven category headings (provided on pages 49, 50 )

on the board, then ask participants to begin grouping the questions under
these various headings.

If this is done, two things may become apparent to participants.
First, there will probably be questions raised that apply to none of the
categories, which means that these data are not supplied by this program.
During Session III, time will be spent exploring the issue of how data
might be gathered on additional questions for which no data were avail-
able in the data bank. The Leader may suggest at this time that these
questions that do not fit into any of the designated categories be saved
for further discussion during the third Session.

Secondly, there may be one or more category headings for which no
questions have been raised by the group. This could occur if none of
the participants., were especially interested in those aspects of building
climate. During the raising of the Inquiry Questions, the Leader would
have been using these category headings and their example questions pro-
vided in the manual to initiate the raising of questions in all the areas
covered, so it is not probable that these climate factors were overlooked.
However, now that the various categories have been listed on the board,
and the questions have been clustered under the proper headings, some of
the participants may express the desire to raise some questions that would
apply to these categories and include them in the data search. Time
could be spent on this once the clustering of all the other questions
has been completed.

The Leader may feel that the process of clustering or grouping their
questions into categories without the aid of the category headings from
pages 49, 50 would be more instructive and exciting to participants.
Instead of listing the categories on the board, the Leader should ask
participants to develop their own category headings and cluster the ques-
tions accordingly. Each category should contAst of questions that deal
with one climate factor or variable. When participants begin their search
for data in the data bank, they will discover at that time what variables
are presented and will decide then how their own categories relate to
what is available.



There should'now be several categories or clusters of inquiry ques-
tions listed on the board. The next step will be to move toward a
search through the data bank for answers to these questions. The actual
search for the data and preparation of materials for presentation of
results to the group will be carried out during the interval between
Session III and Session IV. The remainder of Session III should be
spent selecting sub-groups, each to be responsible for one category or
cluster, explaining the use of the data bank and discussing the kinds
of feedback of the results the sub-groups will want to present during
Session IV.

Sub-groups to Conduct Data Search

It is suggested that the Leader ask each participant to select the
category he or she is interested in working with. Hopefully, there will
be a fairly even distribution of participants interested in each category.
If this does not occur, the Leader should try to get some participants
to volunteer for other categories so that each sub-group may be about
the same size. If some categories have a far greater number of questions
than the others, the Leader may wish to designate more people to work
in the sub-groups responsible for them. If it still happens that one
co:' more categories elicit a little interest from the participants, they
may be dropped.

Use of the Data Bank

Now that the sub-groups have been selected, the Leader will need to
explain the use of the data bank, and suggest possible ways of organiz-
ing the findings for presentation during Session IV.

The Data Bank provided with this program consists of 290 5" x 8"
cards. Each card illustrates the responses of the teachers in one build-
ing to one question or variable. There are 15 school buildings included
in the Bank with each building having at least questions illustrated.
The maximum lumber of questions or variables presented is 60. Only School
A and School B have data on all 60 variables shown. The remaining 13
buildings have from to variables represented. The inclusion of
other buildings in the Data Bank will allow participants conducting their
search to compare School A and School B not only with each other, but
on some items with other buildings as well. This enables them to con-
sider what differences and similarities might occur in different building
settings, whether or not School A and School B are particularly extreme
in climate differences, and where the participants' own school might fall
along this continuum.

The first step for using the Data Bank will be to look at the key
or guide w;lich acco::i9anico the cards. The key has an introductory page
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that explains its use. The Leader should go over the introductory page
with participants to be sure they understand it. Notice that the titles
for climate categories listed in the left hand column of the key are
the same as those described on pages 49, 50 which the Leader has used
as a guide for generating and clustering the questions raised. It would
be helpful if the Leader makes the description of these categories avail-
able to each sub-group prior to the data search. It will facilitate the
search if participants are familiar with what they can expect to find.
Copies of these can be made directly from the original on pages

Each of the 15 buildings in the Data Bank are designated by a build-
ing number, as is shown across the top of the key. School A is referred
to in the Data Bank as Building 311; School B is Building 402. The cards
themselves are numbered from 1 to 290. Once participants are familiar
with the use of the key, they will be able to look for the category head-
ing they are interested in, read across the top, in the number of the
building they are seeking and find the numbers of the cards that are in
the Bank under that category for that building. Then they may look through
the Data Bank for the correct card numbers (card numbers will be found
in the upper right hand corner of the back of each card) to find if
the variables on those cards relate to their questions.. If participants
are interested in looking at buildings with different demographic char-
acteristics they may consult the bottom left hand column of the key under
demographic descriptions, find the description they desire, and read
across until they find the building number that falls into this description.
Once they have the proper building number, they may use the key to find
the climate categories as explained earlier.

Each card in the Bank has information recorded on both sides of the
card. The face of the card contains the building number (upper left
corner) and the category heading (upper right corner). The data are
presented on the face of each card with a statement of the question or
variable and the teachers responses, illustrated usually in grapll at.
diagram form. On many cards the mean response of the teachers is indicated
on a scale along with a diagram showing the distribution of respowas in
percentages. Participants are already familiar with this format for data
presentation, having experienced the feedback of their own responses to
the questionnaire and viewed the film strip showing the actual data.

Below are two samples of cards from the Data Bank which might be
helpful in explaining the data format to participants.

The back of each card in the Data Bank contains the card number
(upper right corner) with a few comments that give participants clues
about interpreting the data shown on the face of the card. In addition,
the numbers of other cards that contain the same variable from other
buildings are listed, so participants will have an opportunity to compare
or contra:A o';:iler settings.
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Inquiry Process - Data Search

Once participants are familiar with the use of the Data Bank, the
Leader may begin briefing them on the second phase of their inquiry
process; the search for answers to the questions they have generated.

Presumably, each sub-group will consult the data bank for the
cards located under the category heading that corresponds to their
list of questions. They will then discover for each question one of
three things occurs: 1) the question they have posed or an item
similarly stated will be presented in the Data Bank; 2) their question
is not present in the Data Bank, but items closely related are; or,
3) there is no data for their question in the Data Bank.

When a sub-group has located data that is either precise or tangen-
tial to its questions, participants nay wish to continue the search for
other related data. First, they will want to compare School A and School
B on each item. Secondly, they may wish to look at other data provided
for these two schools in different climate categories. For instance,
if a sub-group is concerned about teachers' morale in School A and School
B, and have found data that relates to their question, they might now
wish to find out how these teachers feel about their principal's leader-
ship and support to determine what bearing it might have on morale.
A third possibility would be to look at other buildings with different
or similar demographic characteristics to find out what morale is like
in other settings.

If a sub-group does not find data in the Bank for any of their ques-
tions, they might keep in mind possible ways of collecting information
from teachers and include suggestions for these in their presentation.

Sub-groups should be instructed to keep their presentation limited
to ten minutes or less. Style of presentation should be left up to each
group. It is suggested that each committee reproduce the exact data from
the cards on whatever items they plan to show, and arrange comparisons
or contrasts of their data with other buildings, variables, etc., in what-
ever method they feel would be clearest to the group. Possible methods
of presentation would include:

1. Hand copies of the data to be distributed to each participant;

2. Data presented on newsprint that can be taped on the board,
or put on a stand allowing for pages to be flipped.

3. Use of a slide projeci,ar with information drawn on each slide
needed;

4. Any other method each sub-gl.oup feels would easily and quickly
present data to participants.
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While preparinl their materials, committee members should keep in mind
some of the following points for discussion during their presentation:
"What might account for the state of affairs we find in Sebool A and
School B? Have we locked at other variables and made some judgments
about causes and relationships in these two schools? Have we found
similar patterns in other buildings? What are some findings that seem
to be inconsistent with general trend...have we found 'bad' characteristics
in a 'good' school? What is some other data we'd like to have that was
not available in the Data Bank?"

Sub-Groups Break for Committee Work

Participants should now spend the remainder of Session III working
in their sub-groups to plan for and divide the work that must be completed
prior to the presentation for the next session. Since there is only one
Data Bank available, each sub-group should work out with the others
when its members may have access to the Bank for the Data search. The

Leader should determine how long the committees need to prepare for the
data presentation and schedule the next session accordingly.

Administration of Evaluation Form

When the committee work has been completed for this session, the
Leader may choose to have participants complete an evaluation foim as
was done at the close of Session I. This will give the Leader the oppor-
tunity to assess participants' reactions to Session III as well as deter-
mine any change in attitude since Sessions I and II.
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SEQUENCE OF EVENTS -- SESSION IV

70 to 90 min
Presentation of Materials

from Data Search

15 min

Clarification and Discussion

Exploring Issues of

Good and Bad Climates
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Objective :, The objectives for this Session are two-fold; to begin par-
ticipants in drawing implications for a school's climate
from data presentation, and to allow for the examination
of value alternatives in relation to school climate.

Materials Need:

Materials Source

1. Materials for pre-
.senting Data Search find-
ings (i.e., Newsprint,
slide projector)

Provided by designated sub-groups

Presentation of Materials by Sub-Groups

The committees organized during Session III to search for data on
the various questions raised will report their findings to the group.
The Leader might select the first sub-group to present their material
and turn the floor over to them. Following their report, other sub-groups
should volunteer as they see how the previous findings relate to their
presentation. Each presentation should not last more than ten minutes.

Clarification and Discussion of Materials

When each sub-group has presented its material, discussion will need
to follow to clarify points brought up during the presentations. This
enables participants to review what they have learned about climate in
School A and School B as well as other buildings. The central theme of
the discussion should be an evaluative one. How, given what we have
learned about the climate in these 2 and other schools, can we decide
whether they are."good" or "bad" climates? Is the total climate picture
in School A a desirable one? or School B an undesirable one? Or are
these elements of "good" and "bad" climate in both schools? Can we make
the statement that a certain factor or combination of factors makes a
bad climate? How would we want to change the "bad" climate to make it
better?

During this discussion, the Leader might begin to make a list of sug-
gestions that are offerred about what may cause a climate to be good or
bad and what possible ideas for change should be considered. This list
will be developed further during the fifth Session, so the Leader should
retain a copy of suggestions generated during this period. Beginning the
process of a value inquiry at the close of this Session will familiarize
the paxticipants with the sequence of activities for the fifth and final
cession of tho Simulation part.of this program.
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Sequence of Events--Ses0.on V

Review of List of
Good and Bad Climate Factors
Generated in Session IV

Tabe--"Value Issues Regarding
A Building's Climate,

and Moving Toward Action"

Discussion of
What We Consider to Be.
A Good or Bed Climate

Sub-Groups of Consultants
to Schools A and B

Generating Action Alternatives

I

Sharing and Discussion
of Action Alternatives
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Objective:

This session will provide participants with the opportunity to
clarify their values toward various aspects of a school climate, and
to generate a variety of alternatives for improving climate which might
be recommended to Schools A and B.

NAterials Needed: Source:

1. List of good and bad climate
factors and action alternatives gen-
erated during Session IV.

Provided by Leader.

2. Taped discussion by "panel of Provided with package.
experts" on generating value ques=
tions and action alternatives for
two schools.

3. Tape recorder. Provided by Leader.

The Leader night begin this cession by reviewing with participants
the issue of determining what makes a "good" or "bad" climate in a school
building and refocus their attention on Ale list of ideas suggested last
session.

Taped Input of Value Issues

After participants have reviewed the several questions they had
raised previously for a few minutes, they will be able to listen to a
taped discussion centered around the same issues. This tape contains
another discussion by the same panel of social scientists heard in Sea-
sion III. The issue of evaluating a building climate as good or bad
and possibly needing to be changed, and the generation of action alter-
natives are the two themes of this discussion. Participants should be
thinking about how this discussion will facilitate their own development
of ideas for changing a school climate. The text of the tape appears
on this page.

Transcription of Tape

NARRATOR: We are going to ask our panel of experts, me, to help
us think about some of the value issues regarding school climates--what
is goods what is bad? What do we prefer? Once preferred alternatives
are identified, then some of the strategies for action can be examined.

DR, LIPPITT: It cacms important to me that we make clear just what
kind of niwAmptIonJ was:4 az,i 0764 LehOol ia a bottor school

ano:Lcie school.
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DR, PDX: It's pretty easy to assume that the A school is a good
school. Yet some of the data aren't that clear. In Pact, in some respects
the A school doesn't GCCM so good.

DR. GIRAULT: Oac assumption on which we might be operating.is that
the goodness of a school climate is equated with the satisfaction of teachers.

DR. LIPPITT: That's right. That's the thing that amazed me some
years ago in Herbert Thelan's Study at the University of Chicago. There
Was really no relationship between how contented or happy the teachers
were and how much education the children were getting; you couldn't
say it was a good school in terms of what it was doing for children just
because the teachers were happy.

DR. GIRAULT: So if the criterion for a good school is learning by
the students, then the happiness of the teachers isn't necessarily the
significant factor.

DR. FOX: Yes, a happy school could be a lazy school.

DR. LIPPITT: It could be, yes. Everybody could sort of be in collusion
to reward each other for not doing too much for taking it easy.

DR. FOX: In the same way a principal who is not forceful, who doesn't
interpose his ideas occasionally, may not be exorcising very much leader-
ship,

DR. LIPPITT: I suppose, too, there are differences in the styles
of living of different faculties. What sounds like hostility and agressive-
nest: in the faculty meeting in one school might be a level of openness
to confront each other, while in another school it may really be hostile,
aggressive, cmpetitive behavior.

DR. FOX: The point of difference nay be a basic value of support for
each other. One can express support and trust by being critical. Criticism,
in that kind of context, can be helpful, whereas if you don't have the
trust, a critical expression may seem to be a negative one.

DR. LIPPITT: So probably data from a school building showing that
teachers feel they are supported by their administrator may also indicate
that the system subscribes to supporting the development of the values
of trust and openness of communication.

DR. FOX: I would think another value we could agree upon would be
that some perception by the teachers that they have influence is character.
istic of a good climate.

DR, GMULT: It seems to me that a clinnte conducive to the growth
of WA itaviv.1 weI00% 4cocg-.1Aity'vuld be a good

Sc:1411. clixa'.0 by involve controversy.
.1i;%:i o: cr:A.laita and anger.
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DR. LIPPITT: Pushing for standards of improved competence.

DR. GIRAULT: Yes. It might include a good many of the pains that
come along with efforts to change. But a good climate would include
the acceptance of each member as a contributing member.

DR. LIMIT: Maybe we're talking, however, about two different
kinds of acceptance. Maybe the kind of climate in which everybody accepts
everybody else in sort of a laissez-faire way isn't such a good one.
You do your thing and I'll do mine, and we won't bother each other.
We'll tolerate each other and accept each other, rather than caring
enough about the job of educating children so that we will really expect
each other to be doing a good job and working hard at it. Maybe there's
a difference there in what we support each other for.

DR. OIRAULT: Certainly the idea that holding positive expectations
for others in a supporting kind of relationship is an important idea.

DR. LIPPIDT: Because we do need stimulation rather than just tol-
erance,

DR. FOX: One other value issue has to do with what kinds of inter-
personal interactions are important. Does a good climate require oppor-
tunities for staff to interact at the personal level, gaining satisfactions
out of knowing each other as people and dealing with each other socially
in other ways than in just the strictly professional sense? Or does a
good professional climate have to do primarily with teaching and learning
and "professional" matters?

DR. LIPPITT: Isn't one of the evidences of a good school climate
the evidence that various meMbera of the staff can have different values
about some of these things and be accepted as active, appropriate members
of that faculty?

DR. OIRAULTs You mean a faculty group could actually hold within
it different value postures toward the climate of the school?

DR. LIPPITTi About what is a good school.

DR. FOX: And be actively confronting each other's values.

DR. OIRAULT: So then the hoped-for product of a dialogue among
the faculty about values would not be consensus on values necessarily.

DR. UPPITT: It might be an active dialogue where people are free
to try to influence each other and to listen to each other.

DR. OIRAULT: Lot's look at .ho question of identifying what is a
good 41111..to, 1%.cem: to ml tliAZ A nchcol fcculty could well spend sou
tint, trYind to Ptatir, 'why , nngwor to thic quactien is important to
thc.11 tnky itia it-vet,..oco to thax to clarify for thomselves what a
got-4 eXtr.-.4,4 14. lc it LOO445o I want to wc,r% in a climate that's coos.

.47 i4 iti ')cocoas X v$t to help develop a olimate that's

.1

1

. I e
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conducing to the most growth and learning for the students and myself
and others. Or is it because I, as the principal, want to keep the turn-
over on may staff at a minimum? It seems to me the identification of why
a good climate is important could be helpful.

DR. LIPPITT: I think, now, it would be good to change our focus
of attention to a different kind of problem or a set of problems. One
of the things that naturally flows from thinking about what kind of a
school climate we have and what might be better, is to try to set some
change goals. I think it's important when a faculty is thinking about
some of the possible alternatives for change for them to avoid being
evaluative too fast. It helps just to get out all the possible ideas
they can create and resist censoring the first ideas that come out, or
agreeing that these first ideas are great and just what we want: It's
better to stay open until all the possibilities have been exhausted and
then sit back and say, "Now, let's think about. some of the reasons for pre-
ferring one way of getting toward a goal as compared to another."

DR. FOX: Once you get this large list of action alternatives, what
if all of them are on the positive side? I suppose then the question
is, what are the priorities? What's the most important?. Such weighing
of priorities con be more easily done if you've got the range of alternA-
tives to weigh end sort out, than if you have to make that decision about .

one single idea that has come up.

DR. OIRAULT: What are some guidelines that a group might use in
deciding which alternatives are most important?

DR. LIPPITT: Seems to me that we are tempted to think first about
feasibility questions. Do we have the budget for it? Or would it be
easy to do. Or could we do it fast? Maybe it's better to start by rais-
ing questions about which of the alternatives seem to be in line with
what we know about the beat education of children, or which of these
are in line with the best we know about principles of human relations
in str.ff development.

DR. FOX: I'm puzzling about the criterion of pain; whether the thing
that hurts the most ought to get the first action. I'm not sure whether
that's a good criterion or not. It's obviously one that's used. Let's
say in the role plays it was lack of influence over the agenda that was
paining some teachers the most. Should they go to work on developing
a mechanism for increasing their influence on decision-making? That may
not bo the most important problem to work on in the long run. But that's
whete the hurt is now. The temptation is to start there:

DR. LIPPITT: It may be that if there is something that's a confront
ing, (4;4?tom right now we c%ould 'day attention to it. Maybe if
we don't, tl-eora will be so much enorjy tic up in concern about that pain
CINC Cvac won't be kueh rcedirma to at hatmight-bm.more-ioportant
in-t%2-loaz-run, kin4s of offo.:;;a. way of thinking about it,
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perhaps, is what kind of change if we brought it al-out would likely re-
sult in a lot of other important changes as a result? I guess one
of the things that's always a concern for me in thinking about just
starting with what's most painful now, is that there's such pressure to
just Get away from the pain that there may not be a very clear dizection
or gottl for changes. It's just to get away from, rather than to go
toward. We need first to make value judgements about what are.the moat
important goals toward which we're aiming.

DR. PDX: A good example is the faculty that feels they have very
little influence because of a domineering principal. The pain causes
them to take the kind of action that reduces the principal's influence
by organizing, through a union, to take authority into their own hands.
While that may reduce the immediate pain of being under the principal's
influence, it may not result in the long run in an educationally sound
program because the principal's resources are cv.t out of the interaction
from then on.

DR. LIPPITT: Yes, that's a good example.

DR. PDX: Let's try to summarize. What are some of the value issues
we've identified that a staff might need to look at in deciding what is
a good school climate for them?

DR. LIPPITT: Well, we wondered about teacher happiness as a valid
criterion. We suggested the value of trust and mutual support for each
other, and the idea that a good climate may make it possible for teachers
to hold a variety of value positions.

DR. OIRAULT: We've suggested the possibility that teachers see them-
selves as influential in a good climate. We wondered whether. teachers
valued the opportunity for supportive all-around social relationships or
a strictly "professional" relationship.

DR. LOX: Then we tried to look at some of the ways in which a staff
might move toward action in implementing some of their valued climate
goals. We called attention to the importance of getting out a wide variety
of alternatives before trying, to select one for action.

DR. LIPPIT2: And we suggested that looking at feasibility, first,
might not be productive, nor would responding to the symptom giving the
most pain. Longer range, more substantive objectives might be more
satisfying in the long run.

4
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Continuation of Discussion about Values

Participants should now return to their list of what describes a
"good" or "bad" climate. Keeping in rind what they have just heard on
tape, they can begin to thin% about describing a desirable climate,
evaluating factors that cause problems, and determine what things they
might wan'.; to change in a school that would improve its climate.

Sub - groups -- Generating Action Alternatives

The Leader might introduce the following activity by saying to partici-
pants: "We have now looked at various aspects of climate in School A
and School B. We have seen some of these climate factors compared with
those in other buildings. We have considered what might cause the climate
to be as it is in both buildings, and have made some decisions about
what is 4 "good" or "bad" climate. Now let us assume we are consultants
to Schea A and School B who are about to make recommendations to these
-two schools on what they might change to improve their professional
climate. We would want to determine what alternatives for action there
are that would bring about the most positive changes in either of these
two schools."

It is suggested that the Leader divide the group into several committees
or sub-groups, each to come up with their own recommendations to School
A and School B which they will share with the total group at the close
of the activity. Possibly the same groups who worked together during the
data search might work together again on this issue. While making the
search for data, each of these sub-groups approached the data with one
particular aspect of climate in mind. This same approach might be use-
ful when thinking about what needs to be changed in School A and School B.

The Leader might ask each group to come up with one or several recommen-
dations to these schools which may include gathering further data if not
enough information was felt to have been available in the Data Bank, form -
ing committees to work on problems, 'asking for outside consultant work,

- etc., along with identifying for these two schools what areas of climate
they as consultants feel need changing. When the several committees
have generated their lists of alternatives, they will be ready for shar-
ing their ideas with the total group.

Sharing and Discussion of Action Alternatives.

Thia will be a brief period to allow for activities they might en-
. counter during the problem - solving phase. Participants would go through
a series of events that would help them identify a problem in their own
school, and through the use of a 4lagnestio tools kit and other experiences

1



Lear,ion V -66-

and materials provided, learn how to gather data and recommend changes
for their own climate.

Connlction of Evaluation Form

The Leader might ask participants to fill out the following questions
and return them before the end of this session. This will not only enable
the Leader to assess reactions to the total experience in the Simulation
and Data Bank phase, but to also get some idea of what the attitudes
are for continuing with the Problem-Solving phase, each sub-group to
report its decision and enable the whole group to discuss the various
alternatives recommended.

Summary and Evaluation

This brings us to the close of the last session for the Simulation
and Data Bank phase of this program. The Leader might now open up a
discussion for participants' reactions to their experience during the past
5 sessions and begin them thinking about the possibilities for continu-
ing with Part II, the Problem-Solving phase. Some possible issues to
raise during this discussion would be what participants feel they have
gained from this experience, how what they have discovered could relate
to their working on problems in their own school, and what is their
readiness to continue with the problem-solving phase of this program.

The Leader might refer to the Figure III on page 8 in the Intro-
duction to this manual to acquaint participants with the flow.



Evaluation Questions

Please circle the digit that applies to you.

1. I have found this experience during Sessions I-V very useful and

rewarding.

1 2 3

Quite true I am in

between

5

Not true
at all

2. To what extent were you confused'or in doubt about the goals of the.

program in which you have participated?

1 2 3 4 5

Very confused Somewhat Not confused
confused at all

3. Are you interested in continuingioith the problem - solving' phase of

this program ?'

Circle one; Yes No

4. Do you have any ideas about what areas of climate youmight like to

work on Inyour'own school? If so, what are they?

5. My comments.


