DOCUMENT RESUME

ED 062 294 SP 005 663

AUTHOR Garrison, William Douglas

TITLE The Relationship Between School Organization and
Teachers! Authoritarian Attitudes. Final Report.

INSTITUTION Washington Univ., Seattle.

SPONS AGENCY

of fice of Education (DHEW), Washington, D.C. Bureau
of Research.

BUREAU NO BR=-1-J-002

PUB DATE Mar 72

GRANT OEG-X-71-0012 {057)

NOTE 115p.

DESCRIPTORS *Authoritarianism; *Beginning Teachers; Changing
Attitudes; *School Attitudes; *Teacher Attitudes;
*Teacher Behavior

ABSTRACT

This study determined the degree to which beginning
public school secondary teachers change along the authoritarian
dimension and the relationship of certain possibhle causes of teacher
authoritarian attitude changes to observed changes. A ‘theory based on
the concept of socialization was offered to explain the teacher
attitude change. A research sample was composed of 86 beginning
secondary school teachers in Seattle public schools in 1970-71, 34
principals, and 213 experienced teachers. Th¢ Minnesota Teacher
Attitude Inventory measured permissive-authoritarian attitudes while
further data concerning conditions related to the beginning teachers'
~experience was obtained by using questionnaires. Results of the data
analysis supported some parts of the theory but required others to be
rejected. Major observations were that a) the average change toward
authoritarianism was probably too small to be of consequence, b)
beginning teachers perceived their principals and the faculty of
their school as being much more authoritarian than was the case, c)
the beginning teachers' perceptions of their principals authoritarian
attitudes was correlated with their changes of attitude, and d) the
more authoritarian the attitude held by the beginning teacher at the
start of the year, the less was the incrcase in authoritarianism that
occurred during the year. A 58-item bibliography and appendixes with
questionnaries are included. (Author/MJM)

PR IRAERIPES A




ED 062294

U.S. DEPARTMENT OF HEALTH,

EDUCATION & ‘VELFARE
OFFICE OF EDUCATION

THIS DOCUMENT HAS BEEN REPROC-

OUCED EXACTLY AS RECEIVED FROM

THE PERSON OR ORGANIZATION ORIG-

INATING IT. POINTS OF VIEW OR OPIN-

1IONS STATED DO NOT NECESSARILY

REPRESENT OFFICIAL OFFICE OF EOU-

* CATION POSITION OR POLICY

Final Report
Project No. 1-J-002
Grant No. OEG-X~71-0012 (057)

The Relationship Between
School Organization
And Teachers' Authoritarian Attitudes

William Douglas Garrdison

.Universit:y of Washington
10729 28th Avenue S.W.

Seaktle, Washington
98146

March 1972

The research reported herein was performed pursuant
to a grant with the Office of Education, U. S.
Department of Health, Education, and Welfare.
Contractors undertaking such projects under Govern-—
ment Sponsorship are encouraged to express freely
their professional judgment in the conduct of the
project. Points of view or opinions stated do not,
therefore necessarily.represent official Office of
Education position or policy.

U. S. DEPARTMENT OF
HEALTH, EDUCATION AND WELFARE

Office of Flucation
Bureau of Research

i o

e A 3 R Iaes e gt i

[ SR

ETETIC LV LIPS



TABLE OF CONTENTS

CHAPTER

I.

II.

III.

THE PROBLEM . . .

Statement of the Problem

Definition of Terms Used

Related Research . . .
Theoretical Framework
Hypotheses =+ . . . .
Scope of the Study . .
Summary . .

RESEARCH BACKGROUND . .« .

The Minnesota Teacher Attitude

Counstruction of the MTAI

Concurrent Validity .

Predictive Validity .

Comparison with Other Measures

Internal Analysis of the MTAI

The MTAI as a Criterion .

Summary .

. [ ] ¢ L] L] [ ]

PLAN OF RESEARCH . e ¢ []

Research Population .

Research Sample . . .

Procedure for Collecting

Resecarch Variables . .

Limitations of the Data

Meth’ods of Data-Analysis

Summary

(I} .f_‘oo .
. e

2

-~

Inventory

13
17
18
21
21
21
22
26
29
34
36
37
40
40
41
44
46
50
51
51




iid

TABLE OF CONTENTS continued

CHAPTER

1v. ANALYSIS OF THE DATA . « « « +

The Hypotheses Tested Against MTAI Scores

Factor Analysis of the MTAT . . . . . .

Methods «+ ¢« ¢ &« ¢ o+

Results [ ] L] [ ] L] L] L] [ ] L] [ ]

Summary of the Factor Analysis . .

Testing the Hypotheses Using MTAI Factors

Additional Data Analysis .
.Summary..........

V. SUMMARY AND CONCLUSIONS . . . .
SUMMALY o o o o o o o o o o

The Research Problem .

The Research Procedure

The Research Results .

Conclusions « ¢ ¢ o ¢ ¢ 1 &

BIBLIOGRAPHY L] [ ] L] L] [ ] [ ] [ ] ' L] [ ] [ ] [ ] L] ]

APPENDIX A. Teacher Questionnaire 1 .
APPENDIX B. Principal Questionnaire 1

APPENDIX C. Teacher Questionnaire 2 .

APPENDIX D. Teacher Questionnaire 3 .

APPENDIX E. Principal Questionnaire 2

PAGE
53
53
61
61
65
74

83
85
88
88
88

89

91

97

102
104
105

106

108




‘TABLE

L.

II.
III.

Iv.

VI.

VII.

VIII.

IX(a).

IX(b).

XI.

XII.

XIII.

XIV.

LIST OF TABLES

Beginning Tecachers Distributed by Major
Teaching Ficld

Schedule of MTAL Administrations
Schedule of Questionnaire Administrations
liypotheses

Results of Tests of the Numbered IHypotheses
Tested against MTAI Scores

Results of Tests:of Hypotheses using Student's
t Tested against MTAI Scores

’ Factors Identified in the Minnesota Teacher

Attitude Inventory

Factors of the Minnesota Teacher Attitude
Inventory

Number of Items in Each Factor at Each Loading
Level

Percentage Proportion of Items in Each Factor
at Each Factor Loading Level

Fractions of Items in Horn and Morrison's Factors
Found in Each of the Present Factors ‘

Fractions of Items in Yee and Fruchter's Factors
Found in Each of the Present Factors

Hypotheses Tested against Three MTAI Factors

Results of Tests of the Hypotheses using Student's
t Tested against MTAI Factors

Perceived Attitudes Correlated with Magnitude of
Changes in Beginning Teachers' Attitude Scores

PAGE

43
44
45

54-56

57

58-59

62-63

66-68

70

71

72

73

77-178

79-80

84




REPORT SUMMARY

Several investigators have reported an increase in authoritarian-
ism in beginning teachers during the teachers' initial teaching ex-
periences. The purpose of this study was to dctermine the size of
the attitude change and to explore conditions in the organization of
the schools that might be related to any such change, so that admini-
strators might be aided in selecting Leachers who will contribute to
desirable psychological climates in their schools in May as well as
in September. A theory based on the concept of socialization was
offered to explain the teacher attitude change.

The research sample was composed of 86 beginning secondary school
teachers in metropolitan Seattle public schools in 1970-71, 34 princi-
pals, and 213 experienced teachers. The Minnesota Teacher Attitude
Inventory (MIAIL) was used as the measure of permissive-authoritarian
attitudes. Data about conditions related to the beginmning tcachers'
prior experiences and to their first year of teaching were obtained
by using questionnaires.

Thirty-five hypotheses based on the socialization theory were
examined by testing correlation coefficients and values of Student's
t for significance. Also, a set of the MTAI responses was subjected
to a factor analysis. Three factors were considered to measure aspects
of the permissive-authoritarian dimension. Scores on each of the
three factors were used as the dependent variable in place of the
total MTAI scores, and each. of the hypotheses was reexamined.

Results of the data analysis supported some parts of the theory
but required that other parts be rejected. Some of the major results
were that: (a) the average change toward authoritarianism (as measured
by the MTAI) was smull, probably too small to be of practical con-
sequence; (b) the beginning teachers perceived their principals as
being much more authoritarian than was actually the case; (c) the
beginning teachers perceived  the faculties of their schools to be
much more authoritarian than was actually the case; (d) the beginning
teachers' perceptions of their principals' authoritarian attitudes
was significantly correlated with their own changes of attitudes; and
(e) the more authoritarian the attitudes held by the begimming teachers
at the beginning of the year, the less was the increase in authori-
tarianism that occurred during the year.




CHAPTER I

THE PROBLEM

Statement of the Problem

Brief Background of the Perceived Problem

The primary resource of an educational system is its personnel,
especially its teachers. The teéchers engage in the daily personal -
interaction with the students that is the core of most educational pro-
grams. Since it is the teachers who are in immediate contact with most
of the students during most of the school day, it is the teachers who
have the power to make the multitude of minor decisions that largely
determine the tone of a school. An atmosphere of friendliness and
camaraderie may _prevail or an atmosphere of impersonal bureaucracy,
depending upon the actions and attitudes of the teachers in the school.

Administrators who desire to lead their schools toward the achieve-
ment of certain goals, among which goals is the creation of a desirable
psychological cli;nat.:e. (however the administrator defines that clim;u:e),
should select their teachers carefully, choosing only those who will
promote attainment of the adm.inistrators' educational goals.

However, there is a problem. An administrator who selects a be-
ginning teacher because of the teacher's desirable attitudes in August
cannot be sure that the teacher will have the same attitudes the follow-
ing June--after a year of teaching experience. Whatever the attitudes
an administrator deems desirable, he can only guess at the degrece to
which a beginning teacher will have those same attitudes at the end of

his first year of teaching. Thus;, an administrator can only surmise

6
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the ultiﬁ#te effect a new teacher will have upon the psychological
climate of the school.

According to numerous studies, public school teachers become more
authoritarian during their initial teaching experience. Information
concerning the extent of this attitudinal change and the factors that
are associated with the change may help administrators to better pre-
dict the effects of their decisions in choosing new teachers, at least .
with respect to the permissive-authoritarian attitudes they may expect

from those teachers.

Purposes of the Present Research

The purposes of the present research are: (a) to determine the
degree to which beginning public secondary school teachers do change
along the authoritarian dimension, and (b) to study the relationships
of certain possible causes of tesacher authoritarian attitude changes

to observed changes.

Definition of Terms Used
For the purpose of this study, some of the terms used frequently

in the rest of the report are here given operational definitions.

Authoritarian. According to Webster's New Collegiate Dictionary
(1951) "authoritarian" means "advocating the principle of obedience
to authority as opposed to individual liberty." It is here assumed, as
is conventional in the psychometiic literature, that the Minnesota
Teacher Attitude Inventory (MTAI) is a measure of the authoritarian

dimension of teachers' attitudes toward school~related concepts. The

’negative end of the MTAI scale is taken as representing re}atively more
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authoritarian attitudes. (Certain subscores of the MIAL are believed
to be better measures of authoritarianism than is the whole inventory,
since a total MTAI score represents the sum of several attitudinal
dimensions by a single number.)

Beginning teacher. As used here, "beginning teacher" means a

school teacher in his/her Eirst year of public school teaching or, more
narrowly, when the term refers to the present research sampleg
"beginning teacher' means a teacher in his/her first year of public
secondary school teaching who was teaching in Or near Seattle, Washing-
ton in 1970-71 and who consented to participate in the study.

Experienced teacher. As used here, "experienced teacher" means

a person who has had one or more years of experience as a school

teacher, public or private, or, more narrowly, wheun the term refers to

-

the present research, "experienced teacher" means a secondary school

teacher with one or more years of experience in private or public school
teaching at any level who consented to participate in the study after

being selected at random EFrom the faculty of a participating school. q

Teacher. 'Teacher" refers here to those who teach in a classroom
situation during the entire school day, except that a single period
might be used for duﬁy as a.department chairman. Principals, assist-
ant principals, and counselors and librarians--even part-time-- are

not here considered "teachers."




Related Research

The Minnesota Tecacher Attitude Inventory

Several iuvestigators have reported teacher attitude changes on
the permissive-authoritarian dimension. Some of these have used the

Minnesota Teacher Attitude Inventory (MTAI). This instrument was

"designed to measure those attitudes of a teacher which predict how

well he will get along with pupils in interpersonal relationships

[Cook, Leeds, & Callis,.no date, p. 3]." It was developed through the
empirical procedure of selecting items and responses that differentiated
between two groups of teachers who had been designated by their principals
as being superior or inferior in their ability to maintain harmonious
relations in the classroom, as described in a criteria list [Cook et al.,
no date]. High'scéres are interpreted as indicating permissive éttitudes

and low scores as indicating authoritarian attitudes.

Using the MTAI G. C. Beamer and Elaine W. Ledbetter found that
MTAI scores differed by experience level fog_both elementary and ?
secondary teachers (Beamer & Ledbetter, 1957). The teachers with two"
to five years experience had the lowest mean scores of any experience
grouping. In 1950 R. Callis (1950) found that scores on a slightly + 1
altered form of the MTAI decreased significantly after the first gix
months of teaching. In 1959 H. P. Day (1959b) found a decrease after °
student teaching and another decrease after one year of teaching exper-~
ience. In 1960 W. Rabinowitz and I. Rosenbaum (1960) found a substan-
tial decrease in MTIAL scores after thrce years of teaching experience.

(These three studies, it should be noted, did not come from a limited

:‘ ’ .0' ' 9




geographical area; they came from the Midwest, the Southeast, and the

Middle Atlantic regions, suggesting national applicability for their

results.) Rabinowitz and Rosenbaum (1960) describe the situation this

way:

Taken at face value, the changes in responses indicate that
in the three years between testings the teachers became less
concerned with pupil freedom and more concerned with estab-
lishing a stable, orderly classroom, in which academic
standards received a prominent position. The change was
accompanied by a decline in the tendency to attribute pupil
misbehavior or academic difficulty to the teacher or the
school. . . . Items that seem to reflect cynicism, hostility,
or punitiveness showed little change; the generally accept-
ing view the student teachers expressed toward pupils seemed

stable [pp. 317, 319].

Other Instruments

Using the Pupil Control Ideology Form, a device similar to the

MTAI, Wayne K. Hoy (1968, p. 318) found a significant change toward

the custodial end of the scale after student teaching and again after

one year of professional experience.

Elmer B. Jacobs used the Valenti-Nelson Survey of Teaching

Practices as part of an investigation. 'He found that teachers ‘tended

to develop more 'democratic'" attitudes during their training in college

and to develop more "authoritarian' attitudes during their student

teaching experience (1968, p. 414) .

Benjamin Wright and Shirley Tuska (1965) studied the effects of

training and first year teaching on teachers' conceptions of .themselves ’

and their roles. The investigators found f‘se've,ral_ significant _changes é

in the way women high school teachers responded to a "Me as a 'I.‘_eachér"§

questionnaire. The women saw themselves as more ~impulsive and more

10




‘brought to-the:system.

blaming, less happy, less confident, less obedient and less inspiring
than they were before they began teaching (Wright & Tuska, 1965, p.
280) . After another investigation of the same type, Wright and Tuska
(1968) reported:

Among a group of 210 women we find significant changes in

attitudes during each time period. After training the

women view themselves as less inspiring and less demand-

ing. After six to nine months of regular teaching they

view themselves as less inspiring still, but now as more
demanding and also more mean [p. 299].

Summary

The emphasis in these studies has been on an increase in authori-
tarian attitudes, such as in the more demanding attitude discovered by
Wright and Tuska, or in the concern for stable, orderly classrooms
reported by Rabinowitz and Rosenbaum. Hostility and cynicism do not
seem to c'hange’.appreciably. Related to this is the fact that Rabinowitz
and Rosenbaum found that for teachers in New York _City the size of the
deéline in MTAI scores during the first three years of teaching was
not relate‘d to the diffic'ulty. of the schools (as measured.by the quality

of students ,attending the schools) in which the teachers taught (1960).

Theoretical Framework
An input-process-output scheme provides a simple ffamework for
anélyzing the reported shift of teach_er attitudes. Each beginning
teacher i‘s. an input inﬁo thev secondary school system; the system :
operates upon the beginning .tea'chefs for one year; and at the end ‘of

the process the beginning teachers emerge "as exper.ie_né{ed teachers, _

- presumably with different charact_:eris’tic_:s]_ftom those they,origiti_ally

11
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The operation of the system upon the input can be expected to
vary, depending upon the initial characteristics of each teacher

within the system. However, that variation will occur within a general

tendency of the beginning teachers to conform to the cultural norms

of the system, as they perceive its norms.

Socialization

That is, the main tendency involves the socialization of beginning
teachers. According to Robert Merton (Merton, Reader, & Kendall, 1957):
The technical term socialization designates the processes by

which people selectively acquire the values and attitudes,

the interests, skills and knowledge -— in short, the culture --

current in the groups of which they are, or seek to become,

a member. It refers to the learning of social roles [p. 287].

P. A. Sorokin (1947) believes the socialization process to be not
only conceptualfy possible but also operationally important to organi-
zations. He asserts that '"each occupation tends thus to remake its
members in its own image [p. 211]."

If it is assumed that socialization is an important cause of
attitudinal changes in first year teachers, three parameters are
important. They are: £irst, the norms of the system as perceived
by the beginning teacher; second, the attitudes the beginning teacher

brings to the system; and third, the susceptibility of each beginning

teacher to socialization.

Perceived System Norms. It must be noted that the beginning
teacher is involved in a sampling problem. Cultural norms’ are a':func- ,
tion of the attitudes of all the participants in a culture. No single

obvious source of norms exists for the public scliool system. _Because

of the complexity of the norm system and the size of school systems,

12 .

B,
Y 0




each begiﬁnlng teacher can observe only a small fraction of all the
events that would be required to comprchend the norm system com-
pletely. Hence, the observations that each teacher makes of the norm
system can be only a sample of the total universe of observations
necessary for comprehensive knowledge of the norm system. The.questions
thus arise, do beginning teachers on the whole observe a representative
sample of events, or are the observations of beginning teachers system-—
atically biased, and what systematic changes of baginning teachers'
attitudes result from the observations?

Dorothy Weston-Gibson (1965, pp. 335-336) has observed that
teachers generally work in isolation from administrators and from other
teachers. Almost all of the work of most teachers: is unsupervised and
unprogrammed and is performed withcut collaboration with or coordina-
tion by any oth.er member of the staff. Contact of one teacher with
another is thereby restricted to occasions apart from the classroom
teaching duties that are the core of a teacher's work.

Because of their limited opportunity for interaction, teachers'
intercommunications are likely to be devoted to topics of éommon

interest with substantial dramatic or emotional affect. The anecdotal

material in books like Up the Down Staircase and The Wav It ‘Spozed

to Be (Kaufman, 1964; Herndon, 1968) suggest that disciplinary activi-
ties--emotionally appealing and ofv common interest-—-are a favorite
topic of conversation, especially when the advice of experi"enéed
teachers is offered to begihning _teac'hex‘:s. - If this 1is the case, the
‘beginning teacher's sample of school cultﬁre wiil" inotb be ‘repr"esen‘t»ative

" of the total culture, but will be systematically biased toward matters

13
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'enduring part of their personalities. While a year's experience in a

related to discipline and control, leading the beginning tcachers to
infer the presence of more authoritarian norms than actually exist.
From these premises, it follows that the less the contact of a begin-
ning teacher with experienc;d teachers, the less likely it is that

the contacts will produce a balanced sample of responses; consequently,
inaccurate inferences regarding teacher norms will be made by the
beginning teacher.

The argument to this point is that the éttitudes of beginning
teachers are affected by the socialization process. This process has
three parameters: the norms of the system as perceived by the beginning
teacher; the attitu.des the beginning teacher brings into the system;
and the susceptibility of the beginning teacher to socialization.

With respect to the first parameter it has been argued that the insti-
tutional envir(.).n‘ment of the beginning teacher may lead to a biased
sampling of the school culture, the bias leading to an inference of
more authoritariaq norms than actually exist.

Attitudes Brought to the System. It must be observed that adult

attitudes over periods as short as a year are generally stable.

S. Krech and R. S. Crutchfield (1948) refer to attitudes as "an endur-
ing organization of motivational, emotional, perceptual, and .cognitive
processes with respect to some aspect of the individual's world [p..
152]1." The structure and operation of the authority system. in public
schools is surely a matter of sufficient concei:n to beginning teachers,

most of whom have already worked within the public school system for at

least twelve years, to warrant the belief:that their attitudes form an

full time professional position can be expected to affect a person's

D .
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10

attitudes in some way, the best prediction of his final attitudes is
likely to be the attitudes he brings to the position. _Thus, a
socialization process like that described earlier might be useful for
predicting changes in beginning teachérs' MTAI scores but not for pre-
dicting ultimate scores in the absence of information about the
teachers' initial attitudes.

Another point to be considered is that teachers also have atti:-
tudes toward socialization. A .teacher's emphasis on scholarship and
subject matter might reduce the interest he takes in observing the
attitudes of other teachers, thus reducing his susceptibility to
socialization.

Susceptibility to Socialization. This parameter can be divided

.-into two comporents: (a) previous experience that affects socialization,

-

and (b) experi.ence occurring during the school year that affects éociali—
zation into the educational system.

The "previous experience" component might include the type of col-
lege attended by the beginning teachers. If the teachers were prepared
at a teachers' colleée, they may have had substantial contact with ex-
perienced teachers during their training, and they meiy, have taken on the
role of professional teacher at that time. Graduates of universities
and liberal arts colleges, on the other hand, might:be expected to have
had less contact during their college years with public school systems
aud personnel and to have less identifigation'with the common school
teaching profession than have the teachers' ~¢ollege graduates. If these
assumptions about prior socialization are"correct, ‘the teachers' col-
lege graduates can be gﬁcpected to changeb less during their first year

of teaching than do the other beginning teachers.

PR ¢
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Two mzijor qualifications for this position are necessary, however.
First, student teaching experiences differ at each institution of
higher learning and sometimes within an .institution. Teacher partici-
pation in the extended internship experiences that are now available
at the University of Washington, for example, would reverse thg assump-
tion that university students have little contact with public common
schools. Second, the beginning teachers in this study are secondary
school teachers. At all types of institutions of higher learning,
secondary school teacher preparation is generally oriented more toward
subject matter preparation than toward educational professionalism.
This common characteristic might overwhelm any inter-college. differences.

Another element in beginning teachers' histories that may influ-
ence their susceptibility to socialization is their prior employment
experience. Ht;.;iry A. Miller (Hall & Lindzey, 1957) speaks of a "need
fo.r roleship (p. 191)." If an individual already has an established
role, e.g., as a.ny army officer, he may not need to create an altogether
new role. Such peoplaz could be expected to change less during their
first year of teaching than those for whom teaching is the first adult
vocational role. .

The second component, experiences during .the first yeaf of teach-
ing, also affects susceptibility to socialization. An individual who.

- maintains important contacts outside the public school system' (that is,
whose role referents are oqtside‘the systenﬁ wvill-be l‘ittle- ch§11g9d by
the institutionél socialization process. I‘n short, iffa-iteacher devotes
much attention to society outside the‘ écﬁooi ‘vsys‘te‘m, he will probably .change

~less than a teacher who concentrét_es ‘his attentions upon the system.

2316
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Exceg.tion. A point should be reconsidered here. Since a funda-
mental assumption of this argument is that beginning teachers observe
a systematically biased sample of experienced teachers' behavior, the

argument is not here applied to those teachers who have a great deal of

contact with other teachers, since the large amount of contact would
serve to acquaint the beginning teachers with the real norms of their
associates. As a first approximation one can say that the amount of
change of beginning teachers' attitudes toward authoritarianism will
be inversely proportional to the amount of contact they have with other
teachers.

The situation may be complicgted by a beginning teacher's involve-
ment in a clique which may be important in forming the teacher's role
expectations but may not be representative vof the larger system. Because
of the tendeﬁcy for cliques to form on the basis of shared attitudes
and to reinforce. those attit';ude.s, analysis of the situation by conven-
tional statistical proéedureg based on random selection of non-interacting
sample elements would_not be adequat;e for the purposes of this study;
however, the complication of cliques will be assumed to be minor, and

under this restriction the first approximation stated above describes

the situation.

Premises
The premises underlying this research are:
1. Development of a particular desirable psychological climate '

in a school can be fostered by -selecting teachers.who value
the characteristics of that particular climate.

2. A policy of selecting teachers in such a way as to promote
a particular psychological climate can be implemented. -
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13
offectively to the degree that the teachers' future attitudes
can be predicted.

3. Research indicates that beginning teachers' attitudes along
the important permissive-authoritarian dimension change dur-
ing their first year of teaching.

4., A theory of socialization based upon an input-process-—output

model may explain the observed change of teachers' attitudes.

Potential Value of the Research

The purpose of the research is to investigate conditions that the
theory suggests are related to beginning teachérs' attitude changes.
If significant correlations are discovered between attitu&inal changes
and the conditions being investigated, administrators will be better
able to predict the future attitudes of teachers and to that extent
will be better able to select teachers for their particular schools.
Furthermore, discovery of significant correlatiohal x.:elatio-nsh'ipys can
point the way to experimental research involving the ménipulation of
the conditions toward the end of increasing the probability of desirable
changes of teacher attitudes. The relatiohships investigated in the
research, as they are suggested by the theory, are described in det;ail

in the following list of hypdtheses.

Hypotheses
The hypotheses are constructed to test each part of the theory.
They are stated here in a positive form for the sake of clarity; however,
they will be recast inte the null hypothesis fovvrnhx‘,in, ﬁhé ahélysis of
the data. The first question, ‘upon which all‘,the[;dt':her hypotheses rest,

is: Do teachers become more authoritarian diJring- theix; first year of

teaching?
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Hypothesis 1: Beginning teachers are more authoritarian (as evidenced
by lower MTAI scores) at the end of their first year of teaching than
at the beginning of that year.

The theory suggests that faculty attitudes affect beginning teacher
attitudes.

Hypothesis 2: Beginning teachers become more authoritarian as the
experienced members of their faculty are more authoritarian.

Hypothesis 3: Beginning teachers become more authoritarian as their
principals are more authoritarian.

The theory suggests that beginning teachers perceive their faculties
and principals as holding more authoritarian attitudes than is really
the case.

Hypothesis 4: Beginning teachers predict lower average MTAL scores
for their faculties than actually occurs.

Hypothesis 5: Beginning teachers predict lower MTAIL scores for their
principals than actually occurs.

The theory suggests that a teacher's end-of-the~year attitudes
are strongly influenced by the attitudes he brings to the position.

Hypothesis 6: Beginning teachers' beginning-of-the-year MTAI scores
are positively related to their end-of-the-year MTAI scores.

Hypothesis 7: Beginning teachers have less change toward authoritarian—-
ism as their college grade point averages are higher.

Hypothesis 8: Beginning teachers have less change toward authoritarian-
ism as their subject matter -backgrounds are more extensive.

The theory suggests that beginning teachers' susceptibility to
soclalizatlon is related to their prlor experlence.

Hypothesis 9: The career vocational experience of beginning teachers
is negaLively related to change of attitude scores.

Hypothesis 10: Beglnning teachers from. teacheLS collcges have less
change toward authorltarlanlsm than beginnlng teachers from libcral
arts’ collegeb. : o A R . : .
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Hypothesis 11l: Beginning teachers from teachers' colleges have less
change toward authoritarianism than beginning teachers from univer-
sities.

Hypothesis 12: Beginning teachers from teachers' colleges are more
authoritarian at the beginning of the year than beginning teachers from
liberal arts colleges and universities.

Hypothesis 13: The age of beginning teachers is negatively related to
the size of the change of attitude of the teachers during the year.

The theory suggests that experiences during the school year can
affect teachers' susceptibllity to socialization.

Hypothesis 14 Beg1nn1ng teachers have less change toward authoritar-
janism as they spend more time with non-family, non-teacher friends.

The theory suggests that beginning teachers observe a.sample of
faculty and principal behavior that is biased toward authoritarian acts
and that these observations influence their attitude changes.

Hypothesis 15: Beginning teachers who share classrocm responsibilities
with another teacher have less change toward author1tarian1sm than do
other teachers. :

Hypothesis 16: Special curriculum project activity of beginning teachers
is negatively related to change of attitude scores.

Hypothesis 17: Act1v1ty of beginnlng teachers in college or in in-
service training courses during the school year is negatively related :
to change of attitude scores.

Hypothesis 18: As beginning teachers belong to more professional asso-
. ciations they have less change toward authoritarianism. (In this
context the national, state and local associations.of the National Edu-
cation Association are taken to be a single association. Parent-
Teacher Associations are not taken to be professional associations.)

Hypothesis 19: The larger the number of teachers in the school, the
more beginning teachers change toward auLhoritar1an1sm.

Hypothesis 20: The larger the number of department meetings ueld dur-
ing the year, the less beginning teachers change toward auLhoritarlan-'

Hypothesis 21l: The more teachers in the school who teach the same
‘subjects as the beginning teacher, the less:the beginning: teacher-
changes toward authoritarianism.
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Hypothesis 22: - The greater the number of chaperone type duties per-
formed during the year by beginning teachers, the more they change
toward authoritarianism.

Hypothesis 23: The more times beginning teachers observe other teachers
in classroom teaching situations, the less beginning teachers change
toward authoritarianism.

Hypothesis 24: The amount of coaching activity of beginning teachers
is negatively related to change of attitude scores.

Hypothesis 25: ‘Beginning teachers become less authoritarian as they
spend more time with other teachers.

Hypothesis 26: Beginning teachers with principals who are perceived as
using the autocratic style of decision making change more toward authori-
tarianism than do beginning teachers with principals who are perceived
as using a laissez-faire style.

Hypothesis 27:. Beginning teachers with principals who are perceived as
using the autocratic style of decision making change more toward
authoritarianism than do beginning teachers with principals who are
perceived as using a participative style of decision making.
Hypothesis 28: Beginning teachers with principals who are perceived as
using the laissez-faire style of decision making change more toward
authoritarianism than do beginning teachers with principals who. are
perceived as using a participative style of decision making.

Hypothesis 29: The greater the number of principal's observations of

a beginning teacher, the more the beginning teacher changes toward
authoritarianism, °

Hypothesis 30: The greater the number of supervisory (non—principal)
observations of a beginning teacher, the more the beginning teacher
changes toward authoritarianism.

The hypotheses;listed to this point have all been suggested. by
the theory described earlier. The theory attemptsnto explain ohanges
of beginning teachers' attitudes along the permissive-authoritarian
dimension. It uses two concepts: socialization and 1imited,'biaSed
observations of the rest of the‘facultv‘by?the beginning teachers. 'The

theory does not suggest any specific relaLionship between certain con-'”

,ditions (i e., sex, marital staLus, level of teaching, per pupil
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expenditure, and perceived academic competence of classes) and the
teachers' permissive-authoritarian attitudes. If any signif‘icant re-
lationships were to hold between these conditions and teachers' atti-
tude changes, the proposed theory would have to beconsidered'
inadequate. The rest of the hypotheses are designed ‘to examine the
relationships between each of these conditions and beginning tcachers
attitude changes.

Hypothes1s 31: Changes of beginning teacher permisslvc-authoritarian
attitudes are not related to sex.

Hypothesis 32: The marital status of beginning teachers is not related
to changes of beginning teacher permissive~authoritarian attitudes.

Hypothesis 33: Changes of permissive«at.thoritarian atLitudes are not
rclated to whether a teacher teaches at the junior high school level or
at the senior high school level. : ‘

Hypothesis 34: The amount of money spent per pupil by each district is

not related to changes of beginning teacher permissive-authoril.arian
attitudes. .

Hypothesis 35: The greater the proportion of 'D" and "failure" grades

to all grades given at the end of the first semester,  the more the '

beginning teacher changes toward authoritarianism. S
Scope of the Study -

Population

The .population of the study included all the beginning secondary
school teachers in several school districts in or near Sea!.tle during
the school year 1970—1971 and the principals a1d faculties of those

beginning teachers .

Major Limitations to the "Scope

1. Participation was voluntary on the part of the Leachcrs,
principals and school diericts. : :




- The study depends entirely upon the self-report of the par-
ticipants for descriptions of both attitudes and activities.

3. The study was conducted during a year when economic condi-
tions forced some of the districts included to hire fewer
new teachers than they had hired in preceding years, so the
. total population was not nccessarily representative of
recent sets of beginning teachers' in the seven districts.

4, The study is correlational rather than experimental. While
the results can be suggestive of relationships between vari-
ables in the study, strict cause and effect relationships
cannot be argued on the basis of correlations. Hence, the
study must be considered exploratory rather than definitive.

Summary

The atmosphere of a school is largely determined by the attitudes

of the school's faculty members. An administrator who seeks to develop

what he considers to be a desirable psychological enviromment in his
school can promote that goal by selecting teachers tJlmose attitudes will

accord with the desired school atmosphere. However, the attitudes of

-beginning teachers change during their first year of professional ex-

periehce, parti.cularly alohg, the permissive-authoritarian dimension.

Information enabling administrators to predict the size and direction

of beginning teacher attitude change can be useful in the process of

selecting teachers who will continue to contribute positively to the

school atmosphere.

To explain beginning teacher attitgde' change and thereby to guide

the investigation of conditions related to attitude change, a theory

based on the well-established principle of socialization ’:'is’prbposed'.

‘Three parameters important to the svoci_ali_z,ation_process .are specified

in the theory. First ar_e~they ndi:’ms of the system. as perceived by the

'.beginnihg teacher; second, the attitudes the be'gin.ning téa_chers b_ring

!
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to the syétem; and third, the susceptibility of each beginning teacher
to socialization.

The first parameter is affected by the sample of observations
that beginning teachers can make of experienced teachers' behavior.
That sample may be systematically biased toward observations.of matters
related to discipline and control. Such bias might lead beginning
teachers to perceive more authoritarian norms than actually exist. -If
the amount of attitude change of beginning teachers is proportional to
the difference between the existing attitudes of the beginning teachers
and the perceived attitudes of the experienced teachers, then the
exaggerated perception of authoritarian attitudes can be expected to
yield a commensurately exagger?ted change toward authoritarian attitudes.

The second ‘param'eter considered important to socialization in~ |
cludes the attitudes beginning teachers bring to the educational sys-
tem. For example, a beginniﬁg teacher's beginnin’g-of-t?he-yéar MTAL
score may be expected to be a primary predictoxr of the teache_r's end-
of-the-year MIAI scocre.

The third socialization parameter is the teacher's susceptibiiity
to socialization. This suscéptibility can be influenced by prior ex-
perience that fulfilled the teacher's need for ;:gl‘e,ship or that
partially completed the induction of the new teéacher into the educa-
tion profession. The susceptibility might also be influenced by exper-
ience during the first year of teaching. Exteﬁ’sive contact with the .
larger community can reduce the influence of other educators upon the

beginning teacher, thereby reducing the socialization effect.
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The theory outlined above suggests relationships that can be
studied empirically. | A list of hypotheses based upon the implications
of the theory has been developed. The hypotheses derive from the
theory, and they in turn serve to test the validity of the theory.

Certain limitations of the study must be notéd. In particu].ar",
the study is based entirely upon the self-repo_rt of the participants;
Also, the study is correlational, not experimental, so no cause and

" effect relationships can be determined by the study.




CHAPTER II

RESEARCH BACKGROUND

The Minnesota Teacher Attitude Inventory

Although several hundred reports involving the MTAL are available
in the literature, only a selection of about forty that seem most
important are discussed here. Almost all the articles cited for the

MTAI in the Education Index during the last six years are considered,

as well as several carlier studies that seemed to be of special interest.

Construction of the MTAI

Walter W. Cook, Carroll H. Leeds and Robert Callis completed the
MTAI in 1951. They initially established a pool of 756 items about
five areas:

. the perceived moral status of children

. classroom discipline

. principles of child development and behavior
. ptinciples of education

. personal reactions of the teacher.

[V IR R PLRN NI

They then aske_d school principals to each specify one or two teachers
"whbm the pupils‘liked very much, who had excellenﬁ working relatiomns
with pupi;s, and who had the personality characteristics essential
to effective teaching [Cook et al., no date, P- 10]." Each was also
asked to specify one or two teachers rated low in t;hese qualities.
The 100 "superior" and 100 "iﬁferior" teachers responded to each of
the 756 items on a five point scale ranging from "strongly agree" to
"strongly disagree." The items were classified according to their
pover to discriminate between the groups of teachers, 239 items were

retained. Another study was undertaken. It was generally similar to
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the first study, except that the validity criteria included pupil

rating of the teachers, principal rating of the teachers and expert
observer rating of the teachers, and only 4th, 5th and 6th grade teachers
were involved. 150 items are in the final instrument. All items have
one or more response options that differentiated between "superior"

and "inferior" teachers at the .05 level of significance using a Chi-
square analysis.

The construction process was not eatirely consistent. The first
study used a single global estimate of teachers being superior or in-
ferior. The second study used three comparatively lengthy and specific
rating instruments. The first study used teachers in grades 1 through
12. The second study used teachers in grades 4 through 6. Furthermore,
criterla for final selection of items included five factors other than
the discriminat:-i.ng power of the items. Thése factors were the consis-
tency of the response pa}tterns of the teachers, the clearness of the
statements, the extent of content duplication, and, on the basis of
another study, thei extent to which reponses are influenced by profes-
sional education courses and by teaching experience. It seems unlikely

that the process of selecting the final items from the original list

of items could be replicated to givé the same resulté .

Concurrent Validity

Interpretation of the MTAT must be based on the measuréd reil..'ationvship
of the inventory to other instruments, not on the intent of the authors.
In the manual several correlational studies are described, of which two-

.used the final forﬁr.of tﬁe MTAI-. | ‘-Wit‘n'a_population of 100 ‘ele_me.nta;y

’:P'l-‘“‘
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teachers and thelr classes there was a correlation coefficient of .46
between MTAI scores and principals' ratings of teachers, of .57 between
MTAIL scores and pupils' ratings of teachers and of .59 between MIAIL
scores and an unweighted composite of the three criteria. It can be
noted that the MTAI correlated more highly with the composite “than .with
any single criterion, that the correlations are all significant at the
five per cent level or better, and that .59 is rather a high coefficient
considering the complexity of the behavior under consideration.
Fufthermore, the .59 is considerably larger tham correlations -among
the criteria. The principals' ratings—students' ratings correlation,
for example, though statistically significant at the .005 level, was
only .39 [Cook et al., no date, p. 14}. (The manual summarizes the

- study, and a mofe complete report isavailable'in'Leeds, '1952.)

The other .study reported in the rﬂanual pro'duced results similar to
those described above except the coefficients were generally. lower.

The MTAI-composite criter'ia- correlation was .46; the MTAI-principals'
ratings correlation was only .19, which was still significant at the
.05 level. [Cook et al., no date, p. 14].

The difference between the resull:s‘ of thé,two studies may, perhaps,
be explained by the fact' that the first was carried out in-South..
Carolina and the second in central Missouri. There may be sub.st:antial :
geographical differences in responses to the MTAIL aﬁd iﬁ. pfiﬁcipéls'
critefia for evalu.ating teachers, even when the ﬁrinéipal.s‘ L;se the same.
rating form. Nbrms are givepv‘ in thé ﬁtanual f.o'r 20 gréups of .s;ﬁucienta and

teachers, based on administration of the inventory to 3820: persons,
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but geographical classification of tihe respondents is not provided.
Also, the South Carolina study involved teachers in grades four through
six, while the Missouri study involved teachers in grades four through
ten.

Harry Stein and James Hardy (1957) at the University of Manitoba |
and Manitoba Provincial Normal School studied the concurrent validity
question. The MTAI was validated against pupils' ratings and ;1dvisors'
ratings to student teachers from the authors' institutions. The
MTAL was significantly correlated (at the .0l level) with how well the
pupiis liked the student teachers, but the correlation with the pupils'
ratings of the student teachers' effectiveness was not significant.
Also, while the MTAI-advisors' ratings correlation was significant for
the normal school people it was not significant for the umiversity
people. These i:wo exceptions cloud the interpretation of the MTAI
as a measure of teachers' prdfessional quality. The study did produce
an MTAL test-retest reliability coefficier;t of .88 for unive‘rsity
student teachers and .92 for normal school student teachers, figures
that reinforce the reliability of .93 reported by Leeds (1952) in the
South Carolina study. Also, t.he MTAIL versus combined pupils' and édvisors'
ratings correlation coefficient were significant at the .01 level,

In another concurrent validity study, Jack Williams and A.‘ M. Fox
(1967) related MTAI scores to evaluations of the student teaching
performances of 205 students at Sam Houston State College and found
no significant cofrelation. " This finding is difficult to interpret,
however, since the article specifies neither the validity nox ‘the‘

reliability of the criterion variable against which the MTAI was judged.
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Another negative result was r__'eportec} by Sister M. Innocentia
Burkard (1965). Her population included 300 teachers in Midwest paro-
chial (Catholic) schools and 720 pupils of the teachers. The pupils

rated the teachers using the Diagnostic Teacher-Rating Scale (Amatore,

1950). The 20 top rated and 20 bottom rated teachers in grades 5 and
6, 7 and 8, 9 and 10, and 11 and 12 were compared wit:_h respect to
MTAI scores. A significant difference, at the .05 level, occurred
with the 7th and 8th grade groups. The other ‘three pairs showed no
significant differences. An item analysis of the 150 items in the
MTAI produced eight items, only, that were ansvered differently by top
and bottom teachers, at the .05 level of significance. (Note: Five
per cent of 150 is 7.5, so the items may well be a residue of random
processes.) The results of this item analysis conflicted with the pub-
lished scoring key in almost every case.

Sister Burkard concluded -that:

In the Catholic schools that make up the sample of the

present study, the MTAI had little power to discriminate

between teachers rated high and those rated low by their ,

pupils. This was particularly true in the intermedilate =

grades and in the senior high schools. On these levels

the mean scores of the well-liked teachers were no higher

than the means of the teachers who were liked least [p. 227].

Yet another negative result comes from the research of Duane

Sandgren and Louis Schmidt (1956). They used the MTAL scores and Ball

State Teachers College Student Teaching Report scores of 393 student
teachers. There was no significant difference between the 1‘11_eanl_Student
Report scores of students scoring in the top and bottom thirds of the

MTAI score distribution. The authors assert that:
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Because there was no apparent relation between

MTAI scores and critic teachers' ratings the MTAI
cannot be used to predict probable success in
teaching if the ratings made by public school critic
teachers on the Student Teaching Report are used as
a criterion of success [p. 679]. '

Summary of the Resuits on Concurrent Validity. Concurrent validity

was established in South Carolina, Missquri and Manitoba, In Texas,
in Midwest parochial schools, and in Sandgren'é population tﬁe null
hypothesis could not be rejected. There does seem to be concurrent
validity to the MTAI, but its presence cannot be reliably observed.
However, in interpreting these studies it must be borne in mind that
the results may saylmore about the other instruments than about’the

MTAL.

Predictive Validity

The presence of predictive validity seems to be better established
than the presence of concurrent validity, assuming that the tﬁo can
be considered sebarately. Harry Day (l959a)-foliowed a group of college
students through their first year of teaching. They completed the
MTAI after student teaching in their senior year and again'éfter their
first year's experience. They were rated by their principals and
supervisors during the experience. (For a description of the rating
instruments see Leeds, 1952, p. 40l.) The firsc MTAI scores CbrtélateQ
.28 with principals{ ratihgs, significant at tﬁe .05 level. (Note:
Significance tests are not Specified»iﬁ’theﬁarticle,'so this and the
folléwing statement about significance are interpretations from.-the

published data:) The first MTAI scores correlated only .18 with

LS n
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supervisors' ratings of the teachers, a figure that is not gsignificant.

These results must be qualified by consideration of the small percen-

tage of students who reﬁained in the study. 196 students began the ?
study; 61 did not enter teaching; 26 of those who taught did not con- | i
tinue participation.in the study; of the remainder 39 could not be
counted because their principals or supervisors failed to cooperate,
reducing the final sample to 70 persons —— 36 per cent of the original
group.

Another prediction study that obtained statistically significant
predictive results was reported by Carroll Leeds (1969), one of the
authors of the inventory. His research population originally included
1200 college students at the beginning of their education course se-
quence. The fiqql sample of 100 experienced teachers was measured
fifteen years later. leeds used principals' ratings, pupils' ratings,
and outside observer ratings of the teachers as his criteria. The ori-
ginal MTAI scores correlated .27 with the composite evaluation of
teaching effectiveness obtained fifteen years later. That coefficient
is significant at the .0l level. The beginning and ending MTAI scores

correlation coefficient was .37, again significant at the .01 level.

Some questions can be raised about the Leeds study dgscribed-above,
éince he reduced his population from 1200 to 100, but he does not. specify
how the final sample was selected other than that they had graduated
and were teaching, with at least one year of experience, during the
last year of the study. The possibility of a biased sahble selection
must be considered. A weak indicator that the sample was not Biased

is the correlation between first and iast MTAI scores, .37..
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Barry Munro (1964) carried out a study that could just as well be
classified as concurrent instead of predictive. He administered the
MTAI to 152 students in a one year Leacher certification program, for _
liberal arts graduates, and to 32 industrial arts education under-
graduates. lle compared their‘scqres to thei: st;dent teaching ratings
and faculty advisors' ratings obtained later. For tﬁe graduates, the
MTAI scores corfelated .29 to their student teaching ratings and .19

to their advisors' ratings, significant at the .0l and .05 levels

" respectively. The correlation for the industrial arts students was

of: significant.

Walter W. Cook, Cyril J. Hoyt and Alf Eikaas (1956) reported
corfelations between MTAI scores of college juniors and scores of the
same people'with two or three years of teaching experience as .45 and
.43 for elementary and secondary school.teachers'respectively.‘ In

a similar study Hoyt and Cook (1960) provide correlation coefficients

- of .46 of elementary teachers and .40 and .38 for secondary academic

and non-academic teachers, respectively. Leeds' result seems reason- -
ably close to these figures. Harry Day (1959b) reported a correiation'
of .63 between MTAI scores of college séniors after student teaching
and MTAI scores of those who continued to participéte in the stud&'after
one year of teaching. The data required for more conclusive statiéti—:

cal tests is simply not available here.

Summnary of the Results for Predictive Validlty. Day fouhd a
cocfficient of .28; Leeds found a coefFic1ent of 27 and Munro, in

a short-term student teaching sLudy found a correlation of 29

These figures are remarkab%y consistent. ‘They are‘all below

S b
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the concurrenL validity tigureb of ..)9 and 46 xeported in Lhe mamml.
Pre~teaching and post-—teaching applications oi‘ the MTAI seem to cor-—

relate from .38 to .63 depending on the length of times between ;

applications .

Miscellaneous. One report relating MTAI scorea to .stUdenteteaching )

ratiugs~was not included with those above, s:ince' it ‘doesfnovt’aeem to

prove anything. 74 nursery-kindergarten-primary 1evel}student‘teachers

at the University of Vlinnesota participated in the research (I‘uller,

¢ | | - 1951). Their MTAI s«.ores-—student teaching ratings correlaLion coei-

: ficient was only a nonmsignificant .13.‘. However, -the mean MTAL score
of the entire group was 102.2. According‘.:to_the author_'of the‘_report
that figure is above the 99th percentile for prospectiﬁe .teachera_
enrolled at the University of Minneaota. Accordi'ng'.d :'6, the:norms: re~ j-
ported in the manual 102 is above the 80th per_centile for gradi‘uating"
seniors majoring in Early Childhood or Elementary’_Education at Minne-
gota [Cook et al., no date, p. 8]. In either case the sample is
truncated, and the calculated coefficient may not be a fair av'alue for *
the larger population. The effect of truncating a sample, is, of course,
generally to reduce the magnitude of the calculated coefficient )

possibly hiding a significant relationship in the larger‘population.

Comparisons with Other Measures

The rest of the studies described here can be 'claasified snto

three groups:
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1. those relating the MIAL to other measures.
2. those analyzing the internal structure of the MI‘AI.
3. those using the MTAI as a criterion.

‘The MTAI and Other Measures. Research in the first group includes

some rather simple studies. With a population of 42 senior males in

physical education William Herman (1967) related MTAL scores to grade

point averages in:

1. health and physical education courses
2. education courses, and
3. all college courses,
and to participation in athletics. He found no significant results,

K. M. Evans (1967) found that British theology students and
graduate teacher trainees dilffer from engineering students with respect
to the MTAI, He also found that the teacher trainees differ from
experienced teachers. This really should not have happened, accovding
to the authors of the inventory. In their description of the process
of obtaining norms they say:

Length of teaching experience was not significantly

related to teacher attitudes in any of the analyses,

indicating that the elimination of items negatively

correlated with experience from the published form

of the Inventory had acnieved its purpose [Cook et al.,
no date, p. 10].

Stein and lardy (1957) of Manitoba confirmed the author's assertion.
The MTAI scores were found to be unaffected by age
or teaching experience, indicating that the authors

had apparently successfully eliminated those items
which would have given weight to experience [p. 336].

Correlation with Experience/Non-experience. However, Cook, loyt

and Eikaas (1956) reported pre-and post-experience scores for seven

categories of teachers, every one showing a decrease in average score

. 30
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with experience. Hoyt and Cook (1960) reported similar scores for
eight categories of active t,eachers. Again, every group showed a
decrease with experienée. John Giebank (1967) reported a significant
MTAI-teaching experience correlation of -.40. Harry Day.(1959b) fm_md
a decrease in MTAI scores after student teaching and another decrease
after one year of teaching experience. W. Rabinowitz and I. Rosenbaum
(1960) found a substantial decrease after three years of teaching
experience. The norms published in the manual show experienced tea-
cl1ers scoring lower than graduating seniors in education for every

perceatile level of every teacher classification [Cook et al., no date,

ppo 8-9] .

Other Correlations. It can be noted, in passing, that the MTAI

has been related to the Hostility and Pharisaic-Virtue scales of the

Minnescta Multiphasic Personality Inventory (Stein & Hardy, 1967),

to the Biographical Information Blank of K. DeYoung and R. E. Wilk

(Lantz, 1965), to the Social Service area of the Kuder Preference

Record (Vocational Form CM) (Beamer & Ledbetter, 1957), to the Leader

Behavior Description Questionnaire (Fox, 1967), to the Taylor Manifest

Anxiety Scale, the Edwards Personal Preference Schedule and Bills'

Index of Adjustment and Values (Teigland, 1966), and to the 16 Per-

sonality Factor Questionnaire, the American College Testing Program

English, Mathematics Social Studies and Natural Science sections, the

Educational Testing Service Advanced Vocabulary Test, V-4, and the

Culture Fair Intelligence Test (Morrison & Romoser, 1967).

36
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Other Instruments —— Flanders Interaction Analysis. John Giebank

(1967) correlated the MTAI with categories of the Flanders Interaction

Analysis Instrument and did not find any significant results.

The Flanders instrument as used by Giebank provides for the
observation of teaching behavior by an observer in the classroom who
categorizes each short time period (say each three seconds) as being

dominated by:

1. indirect teacher talk (e.g., asking students for opinions)
2. direct teacher -talk '

3. student talk

4. silence or confusion

5. continued use of acceptance and praise by teacher

6. continued use of direction and criticism by teacher.

Giebank says:

It was anticipated that those teachers who scored
high on the MTAI would generally be more supportive,
permissive, and student-centered than those who
scored low: Thus the higher a teacher scored on
the MTAI, the more class time would be occupied
with student talk and the more time the teacher
would spend eliciting student participation by
talking indirectly and by making supporting and
accepting statements. In contrast, it was expected
that those teachiers who scored low on the MIAL would
be more likely to try to maintain control of

the classroom through the use of specific directions
and criticisms and that, generally, they would be
more likely to talk directly to the students rather
than try to engage them in a more indirect fashion.,
Since teachers who obtain high MTAI scores should be
- attuned to the needs of their students, it was ex-
pected that there would be fewer periods of silence
and confusion occurring in their classrooms than

in those of teachers scoring low [p. 235].

On the twelve MTAI-Flanders categories correlation coefficients
computed none were as large as the .38 required for significance.

] Giebank asserts that "the main conclusion that could be drawn was that
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there was no relationship betwecen the attitude measured by the MTAL
and observed tcacher behavior [p. 236]." He goes on to insist that
the MTAI has no value as a tool for teacher selection.

His research cannot be considered conclusive; it is more like a
dramatization of the neced for conv.incing research. Giebank had only
27 teachers in his study. The small sample meant tlmt a large cor—
relation value was required in order to establish significance.
(Giebank might argue, of course, that the coefficient must have quite
a large value in order to be important as well as merely statisticaliy
significant.)

The study had other faults. Each teacher's principal was used as
a rater. The principal's presence in the classroom, with its implied
requirement that no embarrassing incidents occur while he is in the
room, might tenci‘to distort the teacher's behavior. Also, the raters
only achieved 86 per cent agreement on categorizing behavior during
practice. Their reliability in the field, viewing their teachers'
behaviors th-rou;gh the filters of preconceptions, might well be less
than 86 per cent. Further, the raters only observed each teacher
during two 20 minute intervals, so that the teaching activities ob-
served ma}" not have been representative of the total year's activities.
(In the same vein, it is commonly accepted that several visits to the
classroom are necessary before the observation results settle into a
stable pattern.) The test-retest NTAL reliability of .80 repcrted
by Glebank is less than has been reported elsevhere, such as by Stein
& Hardy (1957). This suggests the prescnce of some complicating factor.

In short, there is ample rcason for skepticism as to the value of the

research.
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While his research may be weak, Giebank's final comments are worth

considering.

Although in this paper the MTAI has been singled out
as a case in point, similar comments could probably
be made about other instruments that through verbal
self-report yield a single measure presumed to
measure one global attribute thought to underlie
overt observable behavior. It is likely that in-
terest in developing devices, including attitude
inventories, to assist in the teacher selection and
training process will remain high, and persistent
efforts will be directed toward increasing the
understanding of teachers. Consequently, it would
seem worthwhile to acknowledge explicitly that the
ultimate criterion -- teaching success -- is the
result of the interaction of many kinds of teacher
behavior. This kind of formulation would encourage
the development of multi~-dimensional measures pre-—
dicting a variety of behaviors. Although this multi-
variate approach is more complicated than the uni-
dimensional tack most often taken in the past, it
is likely in the long run to prove more fruitful
for both understanding and prediction. [p. 239].

Internal Analysis of the MTAIL

No comprehensive multivariate study of the type suggested above
was discovered in a review of the recent periodicals. On a much smaller
scale, however, an effort has been made to transform the MTAI from a
measure of a single dimension into a measure of multiple dimensions
through the use of factor analysis.

John Horn and Lee Morrison (1965) used parcel factor analysis with
responses to the MTAI. They'concluded that thke inventory measured
five factors. The labels they attached to the factors are descriptive,
although rather overdrawn. Factor I, titled "Traditionmalistic vs.
Modern Beliefs a‘bout Child Cc;ntrol," included items 12, 19, 21, 23, 24,

35, 50, 57, 63, 65, 76, 80, 92, 104, 110, 116, and 126. Factor II
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titled "Unfavorable vs. Favorable Opinions about Children," included
items 6, 22, 25, 29, 30, 37, 38, 74, 77, 83, 94, 106, 113, 114, 119,
121, 124, 127, 128, 130, 132, and 134, Factor IIIL, titled "Punitive
Intolerance vs. Permissive Tolerance for Child Misbehavior," included
85, 86, 88, 100, 103, 115, and 129. Factor IV, titled "Aloof vs.
Involved (Sensitive, Empathic) Attitude Toward Children," included
items 7, 14, 31, 67, 111, 122 and 139. And, Factor V, titled
"Laissez—Faire vs. Controlling Attitude Toward Children," included
items 15, 64, 93, and 140. The factors have intercorrelations with
each other ranging from .16 to .48. Unfortunately, no interesting
studies using these factors have been reported. (One study only, not
very interesting, was discovered (Morrison & Romoser, 1967)). The list
of factors discovered by Horu and Morcison is somewhat pacrallel to the
set of areas coxllered in the construction of the inventory, but a com—
parison of the areas with the. factors shows a distinct difference in
the tone of the titles used. The authors' categorization of items by
area is not immediately available, so a direct comparison of factors
and areas cannot be made here.

Another aspect of the int.ern_al analysis of the MTAI is its sus-
ceptibility to “"faking." One ingenious study was performed by Ernest
McDaniel (1964) using the psychological identification of subjects
with people portrayed in photogrgphs. The results are not sufficiently
related to other results or to theory to be capable of intgrpretation .
" at this time. More conventional research reported by PhLilip Rossi,
Carmine Yengo and William Boyd (1966) built upon the results of two

previous studies (Callis, 1950; Rabinowitz, 1954). The conclusion

$
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. reached is that the MTAIL can be "faked" 1if a specific type of teacher
is presented to the subjects as the ideal. That is, the subjects can
easily respond as if they were an ideal 'Progressive'" or an ideal
"autocrat." The inventory cannot .l;e "faked" if the instfuctions are
only to make a high score or to do as well as possible, the subjects
presumably assuming that the "right" answers must be idenmtical with

their beliefs and thereby tending to answer honestly.

The MTAI as a Criterion

The final group of studies used the MTAI as a: criterion measure.
In sbme cases the studies are practically indistinguishable from simple
instrument correlation work. In most cases the results are of interest
only as representatives of possible uses of the MTAI rather than be-
cause of any important contributions to knowledge about the MTAI.
The MTAI has been used as the criterion for student teaching (Campbell,
1967), for the course work and the student teaching of the education
program (Muus, 1969; Evans, 1967), for comparing television and con-
veﬁtional instfuction (McDaniel & Filiatreau, 1965), for the influence’
of student teachers upon their cooperating teachers (Rosenfeld, 1969),
for the competence of teachers in psychology (Jean & Teignan, 19638),
for the evaluation of mental health workshops (Clos, 1966), for the
evaluation of a course on current topics in education (Anderson, 1967), °
and for the effectiveness of summer camp coqnselors (Summers, Shuster,

& Shuster, 1969).
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Summary

The Minnesota ';‘eacher Attitude Inventory was developed in 1951.
Items were selected for the inventory primarily on the basis of each
item's power to discriminate between a group of 100 teachers rated
"superior" by their principals and a group of 100 teachers rated "in-
ferior" by their principals. Secondary criteria .for the inclusion of
items in the instrument included the clearness of the statements, the
consistency of the teachers' response patterns, and the extent to which
the coutent of one statement duplicated the content of another state-
ment .

During the 21 years since its creation a great deai of research
has involved the MTAI. The research can be divided into five major
categories: (a) ‘studies of concurrent validity; (b) studies of pre-
dictive validity; (c) studies relating the MTAI to other measures;

(d) studies analyzing the internal structure of the MTAI; and (e) studies
using the MTAI as a criterion measure.

In the concurrent validity research correlations between the MTAIL’
and teachers' effectiveness ratings ranged from .59 to non-significant.
The highest correlation figures were obtained by the authors of the
inventory using a composite score of principals' ratings, expert ob-
servers' ratings and pupils'.ratings of the teachers as the validating :
criterion. (Split-half reliability was reported to be .93.) Other
studies using various teacher rating procedures were unable to obtain
high correlation coefficients, and in several cases wvere unable to re-
ject the null hypothesis of no relationship between the MIAL and the

criterion measure.
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Investigators of the predictive validity of the MTAL have réported
correlation coefficients of about .28 when MTAI scores of college students
were compared with ratings of the same people later as teachers.

" The correlation of MTAI scores of college students to the MTAI scores
of the same people after some teaching experience ranged from .4 to .6
in various studies depending upon the length of the time interval
intervening between the applications of the MTAI. (Test-retest relia-
bility coefficients of about .9 have been reported when the intervening

timé interval was comparatively short.)

Some studies related the MTAI to diverse other variables not

ordinarily considered to be validity criteria. Tor example, MTAI scores

declined with the age of the teachers according to several reports.

MTAI scores are not sighlficautly related to scores on Flanders inter-

action analysis categories, according to another report.

An analysis of the internal structure of the MTAI was carried

out in one investigation Five factors involving 57 items were dis-

covered in the MTAI. Other investigations were concerned with the

"fakeability" of the MTAI. The results indicate ‘that respondents to

the MTAI can easily respond with a particular set, but they cannot

"fake" the inventory if the only clue they are given is that they are

to do "as well as they can.".

Finally, the MTAI has been used as a criterion measure in several

studies. The variety of studies is suggestive of the greal number of

ways in which the MTAI might be used. However, the difficulty with

which the MTAI may presently be interpreted implies that use of the

MTAI as a criterion measure at this time is premature.
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After eonsideration of the research discussed above, one is still
in some doubt as to the value of the MTAIL. It seems to have good split-
half and pre-test/post-test reliability. It seems to have some pre-
dictive validity, but its concurrent validity seems to be in doubt,
assuming that the two concepts can be sepérated. The MTAI has’ been
related, tenuously, to many other instruments, leading to increasing
richness of interpretation of scores. The inventory itself seems to -
be a multidimensional measure, according to factor analysis. Although

the past has been cloudy and contradictory, the future still holds some

promise for the MTAI.
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CHAPTER III
PLAN OF RESEARCH

Research evidence indicates that beginning teachers change their
attitudes in an authoritarian direction during their first year of
teaching. 7This change may present a problem to administrators who
must select teachers for long term positions, since the teacher's
attitudes that impress the administrator in September may not survive
till June. Two questions arise from the problem. The first: 'Overall,
how big is the change of attitude?" The second: "What conditions
can be used to predict the size of the change for specific groups of
teachers?" The plan of research described below was designed to lead
to answers to these questions. Topics discussed in the plan are the
research populat%on,'the research sample, the procedure for collecting
data, the research variables, limitations of the data collected, and

the method of analyzing the data.

Research Population

The population of the study consists of three groups:

1. Beginning Teachers: all the secondary school teachers in
seven school districts in and near Seattle who had no
professional teaching experience (student teaching
excepted) prior to the academic year 1970-71.

2. Experienced teachers: all the full-time teachers (in
1970-71 in any school that employed a person who
belonged to the Beginning Teachers population group.

3. Principals: all the principals (in 1970-71) of

schools that employed people who belonged to the
Beginning Teachers population group,

iy
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The target population of the study is the Beginning Teachers group.
The Expericnced Teachers and Principals groups are included ‘because
of their possible effects upon the attitudes of the targec population.

The population involves only secondary school persounel because
secondary and elementary school teachers may be affected differently
by the initial teaching experiences, and inadequate manpower was
available to study both groups adequately. The MTAI mansal repocts
mean scores for elementary school teachers and for curparable secondary
school  teachers that differ significantly at tie less than 001
level. (The specific categories listed are "Elementary Teachers
Systems with 21 or more teachers -- 4 years training" and “Secondary
Teachers =~ Academie == 4 years training.') However, no distinction
is wade in the matnual between junior high schoul and senior high school
teachers, and the two groups are pooled im the target population of this
study.

The seven school districts were chosen to obtain the maximua
population within an area that could be covered by the investigator
within the available time. All the data were collected during the

1970-1971 academie year.

Research Sample

It was not possible to obtain the participation of the entire
research population. The number of participants was reduced by four
factors.

1. 1In each schocl district the superintendent or his represen~

tative had to authorize the research. One of the seven school
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districts refused the authorization. Oaec other allowed oanly
limited contact with its teachers.

2. In cach secondary school the principal had to agree to parti-
cipate in the research. Two secondary school principals did
not agrece to participate, so their teachers were not represen-
ted in the research sample.

3. Each individual member of the rescarch sample had to volun=-
tarily agree to participate. No individual was promised any
financial rewacrd for participating. Every principal made
it clear that each teacher was entirely free to participate
or not, as each saw fit. Some teachers dacided not to par-
ticipate at all; others decided to discontirue participation
during the course of the research.

4. The fuli. population of experienced teachers was too large to
study in its entirety. A sample of five experienced teachers
from each school was used to represent the total faculty of
each school. Teachers declining to pacticipate were replaced
ia the sample. -

The total population of beginning teachers in the seven districts
that were asked to pacticipate was 177. After processing the research
proposal through the administrative channels of each school district,
contact with eighty-six teachers was permitted. Sixty-eight, or 79.1
per ceat, of those contacted provided substantially all of the tafotma-
tion requested of them. The sixty-eight teachers represent 38.4 per

cent of the total population. Table I shows the distribution of the

sample by major teaching fieid.

Q ) ! '47




43

TABLE I

BEGINNING TEACHERS DISTRIBUTED BY
MAJOR TEACUING FIELD -

Fleld Number of Beginning Teachers
Art ) 4
Business Education 3
Foreign Languages 6
Cirls' Health and Phvsical Education 4
Home Economics - 8
Industrial Arts 2
Language Arts 15
Mathematics 4
Music 3
Science .- 10
Social Studies 4
Special Education 3
Total 68

MTAL scores were provided by twenty-nine of the thirty-four
principals who were originally personally invited to participate, one
of whon declined to participate in any way. The twenty-nine responses
represent 87.9 per cent of the actively participating principals.
Two hundred thirteeﬁ experienced teachers were asked to tesponci
to the MTAl. Of these, 146 provided usable information, a return of
68.5 per cent. The 146 teachers represent an average of 4.4 experienced

teachers per school.
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Procedure for Collecting Data

Administracion of the MTAI. The Minnesota Teacher Attitude

Inventory was administered four times to the beginning teachers, once
to the principals of the beginning teachers, and once to a sample of

experienced teachers from each participatiug school according to the

schedule in Table II.

TABLE II
SCHEDULE OF MTAI ADMINISTRATIONS
September January May
through through through
December March June
Beginning First Second Third
Teachers: Beginning Beginning Beginning
Teachers' Teachers' feachers’
" MTAIL MTAL MTAL
Fourth
Beginning

Teachers'
MTAL

Principals: Prinecipals’
MTAL

Experienced Experienced

Teachers:? Teachers'
HTAL

In the first, second and third applications of the MNTAI to the beginning
teachers, the teachers were asked to respond as they themselves felt.
In the fourth application, a randomly selected half of the beginning
teachers was asked to respond to the MTAL as if they wetce the average
teacher in the faculty, and the other half of the“beginning teachers

was asked to respond as JF- they were the priuncipal.

Ty
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While it would have been desirable to restrict the periods during
which the MTAI was administered, the necessity of accommodating to
the participants' own time schedules made such restriction impractlcable.
The first administrac.ion of the MTAI was especially prolonged since
that period included the solicitations of participation in the project
as well as the administration of the inventory. In contrast, t:l;e
administration of the MTAIL to three groups of people in May and a smx}ll
part of June was facilitated by the contacts made with the schools
during the previous eight months.

Teacher and Principal Questionnaires. Each beginning teacher was

asked to respond to threce questionnaires prepared especially for the
study. Also, information concerning schocl settings was obtained
from the principals. The schedule of questionnaires was noted in

Table 1II.

TABLE III

SCHEDULE OF QUESTIONNAIRE ADMINISTRATIONS

September January May
through , through through

December March June
Beginning Teacher Teacher Teachet -
Teachers: Questionnaire Questioinaire Questionnaire

One Two Three
Principals: Principal Principal

Questionnaire Questionnaire

One Two

The questionnaires arp presented in the appendices.
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At no time were any members of thce population told about the
formal hypotheses of the study. They were informed only that the
research dealt with teacher attitudes and their correlates, as was

soon obvious from the instruments used in the study.

Research Variables

The information gathered in the study involved MTAI scores as a
dependent variable and various teacher and institution characteristics
as independent variables. The independent variables studied are listed
below in four categories.

A. Teacher and Position Characteristics:

1. Sex: 1Is the teacher male or female?

2. Marital Status: 1Is the teacher presently married, single,
divorced or wi&owed?

3. Training Institution: Did the teacher graduate from a
university, a liberal arts college, or a teachers college?
(In Waéhington state there are at present three teachers
colleges: Western Washington State College, Central
Washington State College and Eastern Washington State
College. There are two universities: the University
of Washington and Washington State University. Thore are
several liberal arts colleges, including Seattle Pacific
Coliege, Seattle University, the University of Puget Sound
and Pacific Lutheran University. If a teacher graduated
from an institution that is not listed here, its category

was determined by analogy to the institutions naamed above.)




6.

8.

10.
11.
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Scholarship: What was the total undcrgraduate grade poi;nt
average of the teacher in college?

-Specializat.{on: For cach class the teacher is teaching,
is his preparation in that field less than 10 quarter
hours, 10 to 19 quarter hours, 20 to 29 quarter hours,

40 to 49 quarter hours, 50 to 59 quarter hours, or 60

or more quarter hours of graduate and undergraduate course
work?

Age: 1s the teacher 26 years cld or younger, or is he
older than 26, as of the first of September, 1970.?
Experience: Has the teacher previously held a full-time
position in any field other than the military for as long
as 12 consecutive months? Has the teacher previously
sefv:ved in the military as an enlisted man, .and, if so,

for how long? Has the teacher previously served in the
military as an officer, and, if so, for how long?

Level of Teaching: 1s the teacher teaching at the junior
high school level (grales 7, 8, 9) or at the senior high
school level (grades 10, 11, 12 or 9, 10, 11, 12)?
Sharing of Respbnsibility: During what fraction of the
school day does the teacher shate responsibility with
another teacher for a classruom teaching situation?
Coaching: 1s the teacher an athletic coach for the school?
Curriculum Activity: Has the teacher been working on a
curriculum projecct committee during the school year, and

if so, about how many hours has he spent on the project -

during the year?

o2
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13.

14.

15.
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School Type: Is the teacher teaching in a "traditional"
school or in a "non-traditionel" school (defined as a
school the operation of which is based on team teaching,
individualized instruction or flexible scheduling), as
viewed by the principal? (Note: No principal in the study
described his school as being non-traditifonal.)

Per Pupil Expenditure: How much money does the school
district spend per student per year?

Teacher Change of Position: Will the teacher be teaching
in the same school during the 1971-1972 school year?
Grading Schedule: What fraction of the grades assigned
by the beginning teacher at the first semester were below

a "qll ?

Social Exposvre:

1.

2,

3.

In-Service Courses: How many (if any) college or in-service

courses has the teacher taken during the year?
Professional Associations: How many {if aany) professional
associations does the teacner belong to? (The National
Education Associ;tion, the Washington Education Associa-
tion, and the local education association are to be counted
as a single association.)

Youth Leadership: Did the teacher lead or help to lead

an organized community youth activity, such as the Boy
Scouts, a church Sunday school, etc., during the school

year?
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Non-Teacher Social Contact: How many hours during a specific
seven day period did the beginning teacher spend in social

contact with non-teacher, non-family friends?

Faculty exposure:

1.

2.

'6.

School Size: What is the number of teachers in the school?
Department Meetings: How many department meetings in the
departments to which the teacher belongs have been held.
during the year, as counted by the teacher?

Teachers with Common Interest: How many other teachers
teach each of the same subjects (e.g., Algebra 1) the
beginning teacher iy teaching?

Chaperone Duties: How many extra-class activities (taking
plap‘e outside the regular school day) has the teacher
chaperoned during the school year?

Classroom Observations .by Tecacher: How many times during
the school year has the teacher observed other teachers

in classroom teaching situations, for ten minutes or more
at a time?

Teacher Social Co.nt:act:: How many hours during a specific
seven day period did the beginning teachers spen'd in social

contact with other teachers?

Administrative Characteristics:

1.

Principal's Style: Does the teacher perceive the principal
as using predominantly a laisseaz-faire, a participative,

or aa autocratic decision making style? (The question

o4
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posed to the teacher reads as follows: Which of the

following statements best characterizes your view of your

principal?

a. He generally lets the faculty and iundividual teachers
make their own decisions on practically every question.

b. He generally talks questions over with the faculty,
'and teachers share in making decisions affecting them.

c. He generally determines the answers to practically
every question by himself and then informs the faculty
or the teacher of his decisious.)

2. Principal Observations: How many observations of ten
minutes duration or longer has the principal made in the
teacher's classes during the year?

3. Supervisor Observations: How many observations of ten
minutes duration or longer (as counted by the teacher)
has any supervisor other than the principal made in the

teacher's classes during the year?

l.imitations of the Data

Not all the data that was ofiginally desired proved to be aQailable.
Principals were unable to specify the number of assemblies conducted
in their schools during the year because the term '"assemblies" was
interpreted differently by each principal. 1In the absence of a com-
monly understood meaning of the term, any pattern present in the data
collected could be only accidental. Also, the original intent had

been to obtain MTAI scores from a randomly-selected half of the
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beginning téachers immediately prior to the end-of-the-semester grading
period and to obtain scores from the other half of the sample immedia-
tely after that grading period. However, mechanical problems of ad-

ministering the MTAI during the hectic end-of-semester period prevented

the achievement of that goal.

Method of Data Analysis

A Pearson product-moment correlation coefficient was computed
for all the hypotheses except numbers 1, 4, 5, 12 and 33, for which
Student's t statistic was computed. Each statistic was tested for
significance using .05 as the critical level of significance. Analyses
of curvilinear relations which were originally considered were not
performed after it became apparent that the data diétributions were too
restricted to make such analyses meaningful.

The responses of the beginning teachers to the third administration
of the MTAI and of the experienced teachers to thei; administration
of the MTAI were subjected to a factor analysis to determine if the
instrument can be considered as a measure of a small group of factors
rather than as a mere sum of 150 differenﬁ items. Three factors that
are aspects of the authoritarian-permissive dimension concept, were
identified. Each hypothesis was then tested again in a comparison of

the independent variable with each of those three factors.

Summary

The total population of beginning teachers in the Hetrbpolitan
Seattle school districts participating in the study in 1970-71 num-

bered 177. Permission to contact 86 of the 177 was granted by sciwol
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district aucthorities. Complete data or practically complete data
were obtained from 68 beginning teachers, who were 79 per cent of the
teachers contacted and 38 per cent of the total population.

Twenty-nine principals representing 88 per cent of the actively
participating principals also provided practically complete sets of
data, as did 146 experienced teachers who were 69 per cent of the
experienced teachers contacted.

The Mianesota Teacher Attitude Inventory was administered four

times throughout the year to the beginning teachers and ouce to the
experienced teachers and principals. Also, the beginning teachers pro-
vided information on three questionnaires distributed at intervals
during the year, and principals provided additional information
concerning the sghool settings.

The data were analyzed by computing product-moment correlation
coefficients and Student t statistics for the hypotheses and testing
them for significance using .05 as the eriterion level of significance.
A factor analysis was performed on the responses of the beginning tea-
chers to the third application of the MTAI and the responses of the
experienced éeachers to their application of the MTAIL. Three factors
related to the authoritarian-permissive dimension concept were iden-
tified by the factor analysis. Each hypothesis was then tested with

scores on each of the three MTAI factors as the dependent variable.




CHAPTER TV

, ANALYSTS OF THE DATA

!
The data analysis will be considered in three parts: (a) the

i

hypothese’;; tested against MTAI scores; (b) the factor analysis of the

MEAL; (c) "'-_the hypothese:s tested against MTAI factor scores.

!

‘ The llypotheses Tested Against MTAI Scores

Thirt;{fleve hypotheses were presented in Chapter I. They are
presented again in Table TV in this chapter for convenient reference.
Most of these hypotheses are treated as Pearson product-mement correla-
tions; the exceptions are hypotheses 1, 4, 5, 12 and 32, which are tes-
ted with Student's t test. The correlations are tested against the
null hypoihesis, that the population value of the correlation is zero.
The critical level for all tests is taken as 0.05. If any statistic

tests at a higher level of significance, e.g., at 0.0l, thag fact is

noted.

Hypotheses Confirmea

Tables V and VI show the resultc of the tests. For only four
hypotheses can the null hypothesis be rejected. These hypotheses are
numbers 1, 4, 5, and 6. That is, beginning teachers are more antiori-
tarian (as measured by the MTAI) at the end of their first year of
teaching than at the beginning of that year; they predict lower average
MTAI scores for their faculties than actually occur; they predict
lover MTAI scores for their principals than actually occur; and their
beginning-of-the-year MTAI scores are positively related to thedlyr end-

of-the-year MTAI scores. None of the other hypotheses was substantiated

o8
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9.

10.

11.

12.

13.

14.

15.
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TABLE IV

HYPOTHESES

Beginning tcachers are more authoritarian (as ecvidenced by lower
MI'AI scores) at the end of their first year of teachilng than
at the beginning of that year.

Beginning teachers become more authoritarlan as the experienced
members of thelr faculty are more authoritarian.

Beginning teachers become more authoritarian as their principals
are more authoritarian.

Beginning teachers predict lower average MTAIL scores for their
faculties than actually occur.

Beginning teachers predict lower MTAI scores for their principals
than actually occur.

Beginning teachers' beginning-of-the-year MTAL scores are positive-
ly related to their end-of-the-year MTAL scores.

Beginning teachers have less change toward authoritarianism as
their college grade point averages are higher.

Beginning teachers have less change toward authoritarianism
as their subject matter backgrounds are more exteunsive.

The career vocational experience of beginning teachers is nega-
tiveiy vrelated to change of attitude scores.

Beginning teachers from teachers'colleges have less change toward
authoritarianism than beginning teachers from liberal arts colleges.

Beginning teachers from teachers' colleges have less change toward
authoritarianism than beginning teachers from universities.

Beginning teachers from teachers' colleges are more authoritarian
at the beginning of theé year than begiuning teachers from liberal
arts colleges and universities.

The age of beginning teachers is unegatively related to the size
of the change of attitude of the teachers during the year.

Beginning teachers have less change toward authoritarianism as
they spend more time with non-family, non-teacher friends.

Beginning teachers who share classroom responsibilities with another
teacher have less change toward authovitarianism than do other

teachers.
e
SO




TABLE IV continued

16. Special curriculum project activity of beginning teachers is nega-
tively \related to change of attitude scores.

17. Activity of beginning teachers in college or in in-service training
courses| during the schcol year is negatively related to change of
attitudk:\ scores.

18. As beginning teachers belong to mor. professional associatlions
they have less change toward authoritarianism.

19. The larger the number of teachers in the school, the more beginning
teachers change toward authoritarianism.

oo wey

20. The larger the number of department meetings held during the year,
the less beginning teachers change toward authoritarianism.

21. The more teachers in the school who teach the same subjects as

authoritarianism.

22. The greater the number of chaperone type duties performed during

tarianism.

23. The more times beginning teachers observe other teachers in class-
room teaching situations, the less beginning teachers change toward
authoritarianism.

24. The amount of coaching activity of beginning teachers is negatively
related to change of attitude scores.

25. Beginning teachers become less authoritarian as they spend more
time with other teachers.

26. Beginning teachers with principals who are perceived as using the
) autocratic style of decision making change more toward authori-
tarianism than do beginning teachers with principals who are per-
ceived as using a laissecz-faire style.

27. Beginning teachevs with principals who are perceived as using the
autocratic style of decision making change more toward authori-
tarianism than do beginning teachers with principals who are per-
ceived as using a participative style of decision making. '

Beginning teachers with principals who are perceived as using the
lalssez-faive style of decision making change more toward authori-
tari mism than do begluning teachers with principals who are per-
celved as using a participative style of decision making.

12260

28.

the beginning teachor, the less the beginaing teacher changes towvard

the year by beginning teachers, the more they change toward authori-

B
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TABL) IV contlnued

29, The greater the number of principal's observations of a beginning
teacher, the more the beginning teacher changes toward authori-
tarianism.

30, The greater the number of supervisory (non-principal) obscrvations
of a beginuing teacher, the more the beginning teacher chauges
toward authoritarianism.

31. Changes of beginning tcacher permissive-authoritarian attitudes
are not related to sex.

32. The marital status of beginning teachers is not related to changes
of beginning teacher permissive-authoritarian attitudes.

33. Changes of permissive—authoritarian attitudes are not related to
whether a tecacher teaches at the junior high school level or at
the senior high school level.

34. The amount of money spent per pupil by each district is not related
to changes of beginning teacher permissive-authoritarian attitudes.

35. The greater the proportion of "D" and 'failure' grades to all grades

given at the end of the first semester, the more the beginning
teacher changes toward authoritarianism.
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TABLE V

RESULTS OF TESTS
OF THE NUMBERED HYPOTHESES
TESTED AGAINST MTAIL SCORES

e i o el

——— s

ey

NUMBER LEVEL

. CORRELATION or or (2)

HYPOTHESIS COEFFICLENT CASES SIGNIFICANCE
1 (1) 62 .025 . N
2 14 62 us
3 .12 54 ns
4 (1) 30 .001
5 (1) 26 .001
6 .75 62 .005
7 -.14 60 ns !
8 -.08 57 ns |
9 .01 62 ns
10 -.14 21 ns
11 .09 56 . ns
12 (L) 61 ns
13 -.18 61 ns
14 - -.06 55 us
15 .03 62 ns
16 .05 62 ns )
17 .18 62 ns
18 .02 . 62 ns :
19 -.11 62 ns |
20 -.07 59 ns [
21 -.07 59 ns
22 .02 60 ns
23 .06 59 ns ;
24 01 62 ns |
25 .04 57 ns
26 .01, 31 ns ‘
27 .25 42 ns
28 -.23 51 ns
29 -.23 61 ns
30 .05 61 ns
31 .01 62 ns
32 (1) 62 ns
33 -.02 - 62 ns
34 -.01 62 ns
35 .08 55 ns

(1) These hypotheses are tested with Student's t.
Their statistics are reported  in Table VI.

(2) lypotheses cone through 30: one-tailed tests.
llypotheses 31 through 35: .twogtailed tests.

(3) "ns" means not sigaificant nsing U5 as the critical significance

Q level.
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TABLE VI

RESULTS OF TESTS OF HYPOTHESYES USING
STUDENT'S t I'ESTED AGAINST MTAI SCORES

HYPOTHESIS Mean

1.
Beginning-
of-year
MTAI

End-of-
year MTAI  38.71

45.76

Degrees
Standard of
Deviation t

2.30% 61

32.08

35.06

Frecdon

" Level
of

Significaunce

025

4.
Teachers'
Estimates
of
Faculties'
"+ MTAL
Scores -36.50

Actual
Faculties'

MTAI By
Scores 28.28

6.23 58

52.23

23.12

. 001

5.
Teachers'
Estimates
of
Principals'
MTAI
Scores - 5,92

Actual
Principals'

MTAT

Scores 49.50

4.99 50

48.32

29.51

. 001

12,
Teachers
College
Graduates'
MTAL
Scores 46,2

University
and

Liberal Arts
Graduates'
MTAL

Scores 57.8

1.2 59

36.1

Not signifi-
cant at .05

PRSPV

et o b s g}
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TABLE VT
(continued)

Seatide

ey

Degrees Level

Standard of of
HYPOTHESIS Mean Deviation t Freedom Significance

(a,b) 1.14 36 Noae of the
(a,c) 0.50 57 three is signi-

(b,c) 0.95 25 ficant at .05

32.

e e hi g, . e e .
e S St R L CANE SN

a)Married
Beginning
Teachers'

Change of y
MIAI _
Scores -8.86 29.0

b)Divorced
Beginning
Teachers'
Change of

MTAL
Scores 5.33 20.0

c)Single
Beginning
Teachers'

Change of i
MTAL

Scores ~5.96 15.8

* t is computed using formula for correlated samples since r = .75,
significant at .005.
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by correlation with scores on the complete inventory.

Table VI shows the details of the t tests used on hypotheses
1, 4, 5, 12, and 33. The figures for hypothesis 1 show that the mean
of beginning teacher MTAI scores declived by 7.05 units, from 45.76
to 38.71L. That decline is significant at the .025 level with!a one-
tailed test.

For hypothesis 4, the difference between beginning teachers'
estimates of faculty attitudes and the mean scores of the faculty
samples is 64.78, a difference that is significant at the .001 level,
with a one-tailed test. To compute the faculty mean and staandard
deviation, each faculty mean score was weighted by the number of parti-
cipating beginning teachers in that school. The difference nf the means
thus represents the mean of the differences between beginning teachers'
estimates and their faculties' actual scores.

Similarly for kypothesis 5, beginning teachers' estimates of their
principals' scores are éubstantially different from the scores the
principals themselves report. (As in hypothesis 4, each principal
score is weighted by the number of beginning teachers in the school.)
The t value for the differences between the mean of the estimates and
the mean of the principals' actual score is significant at thé .001
level, the mean of beginning teachers' estimates of principals' MIAI
scores being -5.92 and the mean of the principals’' uctual scores being
49,50, the difference between the two means being 55.42.

The fourth hypothesis for which the null hypothesis can be rejected
is that beginning teacher responses to the MTAI are generally consis-

tent throughout the year. The correlation between beginning teachers'

|
b5
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beginning-of-the-year and end-of-the-year MIAT scores is .75, which
is significant at the .005 ievel.

For cach of the four hypotheses described above, the null hypo-

thesis can be rejected at the .05 level, at least. For no other hypo-

thesis can the null hypothesis be rejected. Table V and Table VI

provide the detailed statistics on the hypotheses.

Factor Analysis of the MTAIL

Methods
Table VII shows the factors that were identified through a factor
analysis of experienced teachers' MTAI responses and beginning teachers'

end-of-year responses. 242 teachers' responses were used in the factori-
P

zation of the 150 item inventory. The Bio-Medical package factor

analysis pfogram‘(BMDx72) of the University of California at Los Angeles
Health Sciences Computing Facility was used. Varimax orthogonal ro-

tation was performed on the factor loading matrix.

Scoring Systems. An important aspect of the factor analysis

must be emphasized here. The scoring system developed by the MTAI

authors was not used in the factor analysis. The authors' scoring

system had been used to obtain the MIAI scores reported earlier in the

chdpter, but that system is not entirely suitable for a factor analysis

of the MTAI's 150 items.

Ly
b
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TABLE VII

FACTORS IDENTIFIED IN THE
MINNESOTA LEACHER ATTITUDE INVENTORY

Factor 1. ‘Teacher's view of student role: Independent--Subservient

MTAI items numbered 4, 12, 19, 21, 23, 24, 35, 36, 38, 46, 48,
49, 50, 51, 54, 55, 57, 61, 62, 63, 65, 70, 76, 79, 80, 92, 94,

95, 100, 102, 104, 108, 109, 110, 113, 114, 116, 126.

Factor 2. Teacher's view of student-teacher relations: Accepting —-

Formalized
MTAI items numbered 7, 9, 20, 25, 30, 34, 37, 39, 40, 41, 42, 58,

67, 73, 74, 75, 83, 89, 99, 119, 120, 121, 123, 124, 128, 129,
130, 131, 132, 133, 134, 135, 137, 141, 144, 145, 149,

Factor 3. Teacher's view of discipline: Unimportant--Important

MTAI items numbered 3, 11, 15, 26, 27, 53, 64, 7., 78, 87, 91,

93, 140, 142, 147.
Factor 4. Tecacher's view of student attitudes: Conciderate--Inconsiderate

MTAI items numbered 6, 68, 82, 90, 101, 146.

Unpleasant—--

Factor 5. Teacher's view of student-teacher relatioans:

Pleasant
MTAI items numbered 5, 14, 31, 32, 98, 107.

Factor 6. Teacher's view of student misbehavior: Unimportant--Important
MTAI items numbered 13, 18, 28, 29, 47, 72, 84, 88, 105, 115, 118,

122, 143, 148,

Livy

Yot eas vE
1R 57
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TABLE VII continued

Factor 7. Teacher's view on use of peer group pressure: Undesirable--
Desirable
MTAI items numbered 8, 43, 44, 45, 52, 56, 69, 81, 103, 112,

136, 138, 139.

Factor 8. Teacher's view on teacher responsibility: Inclusive--Exclusive

MTAI items numbered 17, 22, 97, 106.

Factor 9. (The items have no obvious features in common.)

MTAI items numbered 10, 96.

Factor 10. Teacher's view on teacher responsibility for student discipline:
Responsible-—Not responsible

MTAI items numbered 33, 60, 77, 111, 125, 127.

Items not included in any of the ten factors above:

MTAI items numbered 1, 2, 16, 59, 66, 85, 117, 150.

: 68
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When the MTAL was originally developed, the authors treated each
possible response to each of the 150 items as an independent clement.
Thus, they selected out those item responses that were chosen by ''good"
teachers and assigned them a scoring weight of +1, and they selected
out the item respouses chosen by ''bad" teachers and assigned them a
scoring weight of -1. Item respomnses that did not discriminate between
the two groups of teachers were assigned zero scoring weight. The
result is a scoring key that is difficult to interpret. For example,
accoi:ding to the authors' empirical system item number one would be
scored as follows:

Strongly agree = <kl

Agree = =]

Undecided =

Disagree = =]

Strongly disagree = 0
Albert Yee and Thomas Kriewall (1969) discussed the MTAI scorxing

system at some length. They suggested several alternatives that are

simpler to understand, alternatives that all assumed an interdependence

among the possible responses to each item. One of the alternatives is

simply the Likert coded-response scale in which for item one, "Strongly

Agree", is scored +2, "Agree'" is scored +l, and so on to 'Strongly

Disagree" which Is scored -2. Yee and Kriewall labeled this the

"Pentachotomous-logical key (P-L)." They found that for their sample

of 212 teachers the odd-even reliability of the MTAT was the sama

(r = .90) whether scored using the original empirical key or the P-L

key. They found, too, that validity was equivalent for the two scoring

Fk" oYy
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' ratings

procedures, where the external validity measure wvas principals
of 205 of the teachers. For both scoring procedures the MIAIL scores

of the teachers correlated 0.25 with the principals' ratings. The

correlation coefficient was significant at the 0.0l level.

The P-L scoring procedure has been used for the factor analysis
in the present research, since: (a) the purpose of factor analysis is
to discover psychologically reasonable factors; (b) factor interpre- % .
tat.ion is simplified by use of the P-L procedure; and (c) the Yee and |
Kriewall research implies that both the empirical scoring key and the
P-L procedure yield equivalent reliability and validity.

Element Criteria. For an item to qualify as an element in a | (

specific factor, two criteria had to be met. First, the item had to
be loaded higher on that factor than on any other factor. Second, the

factor loading score had to be 0.30 or larger.

‘ Results
Ten factors were identified, using these two criteria, 142 of the

150 items of the MTAI are qualified to be factor elements. Table VIII '

lists the items identified in each of the ten factors, along with the /
factor loadings.

The factor loadings of many items on the factors is not high.
Only four out of the 142 itemé have factor loadings of 0.70 or more, in :
which case at least one-half of the item variance would be explained
by the factor. Forty—-eight of the 142 items, or 34 per cent, have factor

i loadings between 0.30 and 0.40, in which only ten to fifteen per ceat

Yo
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TABLE VIII

FACTORS OF THE MINNESOTA
TEACHEPR, ATTITUDE INVENTORY

Factor Factor Factor
1 2 3
Factor Factor Factor
Item Loading Item Loading Item Loading
4 -.32 7 -.48 3 Al

12 -.49 9 -.40 11 .37
19 -.64 20 -.41 15 W45
21 -.41 25 .49 26 47
23 -.55 30 -.54 27 -.37
24 -.61 34 ~.43 53 .34
35 -.76 37 .35 64 51
36 -.43 ' 39 ~.43 71 .58
38 .39 40 .48 78 .39
46 -.49 41 -.30 37 46
48 ~-.43 42 -.32 91 A48
49 -.47 58 -.44 93 .50
50 ~.60 67 -.33 140 54
51 -.42 73 -.31 142 91
54 ~.49 74 -.43 147 43
55 -.35 75 -.36
57 -.55 83 -.38
64 -.42 89 .40
62 .36 _ 99 -.59
03 -.56 119 -.57
05 -.52 120 -.49
70 -.33 121 -.39
76 -.76 123 -.32
79 -.43 124 -.42
80 -.72 128 -.46
86 -.35 129 -,52
92 -.34 130 5L
94 -.50 131 -.47
95 -.33 132 -.56

100 -.36 ' 133 .54

102 -.31 134 -.38

104 -.35 . 135 -.57

108 - =40 137 -.37

109 -.55 141 -.39

110 -.67 144 <45

113 -.46 145 39

114 -.45 149 | =50

- 116 -.63 Ve
126 -.80 -

VR

o

}




Factor
4
TFactor
Item Loading
6 -.33
68 .38
82 -.40
90 .62
101 46
146 40

67

TABLE VIII continued

Factor Factor
5 6
Factor Factor
Item Loading Item Loading
5 - 44 13 ~.4]
14 .39 18 ~-.46
31 43 28 -.35
32 -.36 29 -.37
98 .57 47 ~-.43
107 * .43 72 -.43
84 -.43
88 ~-.49
105 -.43
115 -.5]
118 ~-.50
122 -.31
143 ~-.37
148 ~.36

g -

Factor
7

Factor

JTtem Loading
8 ~.34
43 ~.44
44 -.31
45 .38
52 ~.49
56 -.45
69 ~.48
81 ~.42
103 -.42
112 "039
136 45
138 ~-.58
139 -.46
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TABLE VIII continued

Factor Factor
8 9
Factor Factor
Item Loading Item Loading
17 -.48 10 -.35
22 . 53 96 036
97 .50
106 -044

73

-

Factor
10
Factor

Item Loading

33 -048

60 -031

77 = 30
125 -.31
127 A4
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of the item's variance is explalned by the factor. Table IX (a and b)
lists the number of items in each factor at each factor loading level.
The set of factors presented in Table VII has somé points of simi-
larity to the set of factors discovered by Horn and Morrisoun, as is
shcwn in Table X. Their Factor I includes seventeen items every one
of which is included in the first factor of this research. Their Factor
IT includes 22 items, of which twelve, or 55 per cent, are included
in the second factor of this research. Their Factor III, with seven
itemé, does not correspond to any of the present factors, since no more
than two of the seven items occur together in any of the factors of
this research. The seven items of their Factor IV, also, are spread
through several of the present factors. Finally, their Factor V includes
only four items, Qll of which are contained in the present factor 3.
Thus, three of Horn and Morrison's factors have been confirmed, and
two of their factors were not found to be Factors in the present research.
The factors identified here also share the major features of the
five factors discovered by Albert Yee and Benjamin Fruchter, as shown
in Table XI. The present factor 1 contains seventeen of the twenty
items, or 85 per cent, in Yee's first factor. The present factor 2
contains fourteen of the fifteen items, or 93 per cent, in Yee's second
factor. The present factor 6.contains siz of the twelve items, or 50
per ceunt, in Yee's third factor. The present factor 3 contains five
of the seven items, or 71 per cent, in Yee's fourth factor. The present
factor 4 contains three of the six items, or 50 per cent, in Yee's fifth

factor.

7
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Summary of the Factor Analysis

The 150 MTAI responses of each of 242 secondary school teachers
were scored using Likert type "pentachotomous-logical' item scales, and
the data subjected to a factor analysis with Varimax orthogonal rotation.
Selection of items for factors was guided by two crviteria: (a) the factor
loading of the item on the factor must be 0.30 or larger; and, (b) the
item is included in the factor for which its factor is the greatest.

Ten factors were identified; they involved 142 of the 150 items making

up the MTAI. While the lowest factor loading was 0.30, the median factor
loading is in the 0.40 to 0.49 range. The complete list of factors, items
and factor loadings is presented in Table VIII.

The general outlines of at least five factors of the MTAI seem to be
well established bx the extent to which the present data analysis confirms
the results of two earlier studies. However, the precise form of the fac-
tors is not well defined, as items shift in and out of the factors from
one study to the next and depending on the criteria determining the fac-
tors. In this investigation ten factors involving 142 items are isolated,
while Horn and Morrison's five factors involved only 57 items and Yee and
Fruchter's five factors involveq only 60 items. Therefore, only eight items
are left outside the factor scheme in this study, while the other studies
leave 93 items 'and 90 items out of their factors. The présent factors
form a more complete analysis of the whole MTAI than do previous sets of
factors. The previously published factors are more tightly structured

than those presented here.

79
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Testing of the llypotheses
Using MTAI Factors

Dimensions Measured by the Factors. The first three factors discovered

in the factor analysis seem to relate to authoritarian attitudes. Horn
and Morrison describe these as ''Traditionalistic vs. Modern Beliefs about
~Child Control", "Unfavorable vs. Favorable Opinions about Children', and
"Laissez-Faire vs. Controlling Attitude toward Children". Yee and Fruchter
chose to label the three factors as '"Children's Irresponsible Tendencies
and Lack of Self-Discipline', ''Conflict between Teachers' and Pupils'
Interests", and "Pupil Independence in Learning'. These two sets of names
differ in tone and, to some degree, in content, from each other. Another
set of names is offered here. (The creation of such names is highly sub-
jective, and each person must satisfy himself as to the suitability of the
names.) The first factor is to be labeled "Teacher's View of Student
Role: Independent—Subseryient". The second factor is to be labeled
"Teacher's View of Teacher—Student Relations: Accepting-Formalized', and
the third factor is to be labeled "Teacher's View of Discipline: Unimportant-
Important". These tf.hree factors. all relate to a general authoritarian-
dimension. They dominate the tone of the MTAI, perhaps thereby givipg

the MTAI its reputation as an instrument generally measuring permissive-
authoritarian attitudes.

Test Methods. The three factors described above were substituted into

the original list of hypotheses in place of each reference to a total MTAI
score. Since the remaining seven factors do not seem to be directly re-

lated to authoritarian attitudes, t.h_ey do not relate to the theory proposed
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earlier. Thercfore, those seven factors were not tested against any of

the hypotheses. The hypotheses were then tested in the same way the origi-
nal hypotheses had been tested. The scores of each teacher on each of the
three factors was computed by assigning each MIAIL item in a factor a weight
of +1 cr -1 as the factor loading of the item on the appropriate factor

was positive or negative, and assigning each response a value of 5, 4, 3,

2 or 1 as the response was "strongly agree'', "agree", and so on to "strongly
disagree" -- in accordance with the pentachotomous-logical scales used

in preparing the data for the factor analysis. The factor score is then
simply the sum of the products of item weights and response values.

Test Results. The results of testing the hypotheses against MTAI

factors are similar to the results of the original tests of the hypotheses,

as can be seen in Tables V and VI and Tables XII and XIII.

Hypothesis one, that there is no difference batween beginning-of-
-year and end-of-year scores of beginning teachers cannot be rejected for
factors one, two or three.

‘Hypothesis four, that beginning teachers do not misjudge the atti-
tudes of the experienced faculty members, and hypothesis five, that begin-
ning teachers do not misjudge the attitudes of their principals, can both
be rejected for all three factors at the .01 le.vel or better.

Hypothesis six, that beginning teachers scores at the beginﬁing of
the year have nd relation to their scores at the end of the year, can be
rejected at the .01l level for all three factors. A high correlation exists
between the scores teachers bring to the profession and their scores after:

a year of teaching, the correlation being about .60 for all three factors.
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TABLE XII

HYPOTHESES TESTED AGAINST
THREE MTATI FACTORS

HYPOTHESIS

—
HOWVL~NOWL & WN =

12
13

R N ol T
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OSOWwWoEe~SNOoOVUn B W

w
—

W Wwww
vt Wi
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62
61
54
32
27
62
60
57
61
21
56
61
60
55
61
61

61

61
61
59
55
59
58
61
57
31
41
51
61
61
61
61
61
62
55

(@

Factor 1 (1)

r

(2)
-.15
.00
(2)
(2)
.57
-.21
-.04
.01
.12
14

-.25
.12
.05
.19

-.03
.21

-.19

-.25
.14

-.08
.24
.08
.10

-.10
.09

-.20
.02

-.13
.15

(2)

-.29

-.02
.06

(4)

L.S.

Sﬂﬂﬂﬂﬂbﬂﬂﬂ?ﬂﬂ°
oune 6nn non

o nmnhnhonoonon o

.88 885

Factor 2

r

(2)
-.21
-.21
(2)
(2)
.60
.06
-.22
-.02

. W12

.06
(2)
-.14

.07

.32

.02

.22

.17

.12

.10

.03

12

.08

.16

.09
-.09

.25

.36

.09

.06

.22
(2)

.07
-.16

.10

L.S.

n.s.
.05
n.s.
.001
.001
.01

=
WO VOEOONOOONOO®

= B« T« B < B < B < B

o BN
. o. o.

SSS?SS?S°

8988 33
e O+ o

e

Factor 3 (1)

r

(2)
-.17
.26
(2)
(2)
.57
11
.00
-.04
-.40
-.08
(2)
.08
.05
.16
.21,
.03
11
.20
.23
.08
.15
.18
14
.16
.37
.36
.05
.28
17
12
(2)
-.27(4)
.11

.04

L.S.

N.S.
n.s.
n.s.

o O ¢ « e o
wnunonmonaon

L] L] [ ] [ ] L] L]
e 0o nonnnonaon
L]

(1) The critical level of significance for hypotheses 1 through 30 is

0.05 (one—tailed).

The critical level of significance for hypotheses
31 through 35 is G.05 (two-tailed). n.s. means "not significant.

Y T
J{$)

82




(2)

(3)

(4)
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TARLE XII continued

These hypotheses were tested using Student's t rather than testing
the correlation coefficients for significance. Their analysis is
presented in Table XIII.

The correlation is opposite in sign to . that predicted by the hypothe-
sis. The indicated level of significance is for a two-tailed test.

he negative correlation coefficient indicates that the junior high
school teachers changed more toward authoritarian attitudes than
did the senior high school teachers.

e e bty




100° T00° *s-u aouedTITUSTLS

3o [asr97]
£l 0s . 8S 19 3D -
~ 9L°% 6Cc"Y . 16°T 2 .mn
*Nm-“ Nmom mqom N@oN Oﬂoo M*N.@ omom .

T1°8L- ST° L8~ £€8°¢€8- T 06— L8°E8- 1L°¢C8- uesjy

wocmowuwcwwm

10° 10° ‘s*u 3O 1497

oS 8¢ 19 ‘3°p

49°C LT°€ VT 3

99°¢C €9°¢ ¢8°1 c1°e 66°¢ - €0°¢ *ass
$8°0¢ G1°¢¢ 0s°¢< €St 8¢ °TE 38°T1¢ utan
£ ¥OLOV4

6S°%
65 6%~

61°S
£9° %S5~

T00°
0s

88°¢

9¢

8y°y
(A
€T1°9%-

€Cc°¢
A4

ot

—~ O

o0 —~

—~ wn

16°G
6¢ " 16—

20uBOTITUSTS

*s-u
T¢
89°0

29

Jo T[aAd7
*3°p

2

. Q . m
ueay

¢ 401L0Vi

T A0JLOVdI

S9SE)
Jo aquny

84

$9I00S IVLIK $31095 IVIR IVIR IVIR SIS3HIOdAH
se1008 IVIK  ,STedrourig $91098 IVIK ,S9TITNOR PaTyl Isatg )
Ten3doy  JO Ss93BWTIST Tenaoy 10 s93TUTIST
,STedTourad ,S39yoeay G ,S9T3TNoR] ,SI9YdBRL iy :T

S¥0LOVI IVIK ISNIVOV QIISIL 3 S,INIQALS INISQ
SASTHIOJIAH IHI IO SISIL JI0 SIINSHY

IIIX J79VL

Aruitoxt provided by Eic:

E\.




JuedTITud8TSs ST duou

60°T:(2°q)3 fZH 1:(°°2)3 {19°0:(q‘®)3
YA A T9°¢€ ¥1°¢
€e°o 00°¢- 89 °0-

¢0* 32 'Sts (o °sAa ©) 978urs °sA pataxsuw
LG:(2°®) " 3°P
2e°0:(2°q)3 ¢T1°g:(0°®)3 gz T1:(q®)Y

10°% 16°% Y26
6L T~ LS~ 88°0

quedTITudIs st Quou

L9°0:(°q)3 fgg-T1:(P‘®)3  fzgr:(atE)3

o
© ge" ¢ YA €v°9
00T~ 00°% 9L T~
%c € S¢

s2300S IVIK  $3109S IVIN §9109S IVIW

3o 23uey) Jo 33uey) Jo @duey)
, S39ude9y , SI910e9] ,Sa9aYoe9],
Sutuu8syg SuruurSeg Suruur8eg

atSurs (o paoxoaTq (9q

potxaey (®

96°¢ L8°€
8€°T¢ 90°2¢
8¢t L6°L
SL°TS- 0S 1S~
6Ly LE°9
T€ 08~ 18°¢8~
Sy o1

§9100S IVIR
, S93enpexy
989TT0D saayoee]

§9100S IVINH
,S93enpexs 98aT110)
$3ay TeIaqr]

pue £L3fsIaatun

SY0LOVI IVIK ISNIVOV CILSIL I S,INIdNLS ONISH

SASTIHILOJAH FHL A0 SISIL A0 SIINSTY

panutijuod IIIX JTEVL

‘s*u

6S
%9°0

.m.a

6S
1°0

6eo°

6S

00°¢ -

2ouedTITUS3TS
Jo Tea91
‘3P

3

*G@*s

ues’

€ JOLOVA

90uBOTITU3TS
Jo ToA97
‘3°p

3

“as

uee)y

T ¥OLOV4a

90UBOTITUITS
JC ToAd]
3P

)

‘a's

ueay

:T 20LOVa

s9se) 3O
Iaquny

SISIHIOdAH

85

Aruitoxt provided by Eic:

E\.




81

For no hypothesis other than four, five and six can the null hypo-
thesis be rejected for all three f.actors.

Factor 1. For factor one alone the null hypothesis can be rejec-
ted at the .05 level for hypotheses 12, 13, 20 and 33. That is, be-
ginning teachers from taachers' colleges are wore authoritarian at the
beginning of the year than beginning teachers from liberal arts colleges
and universities; the age of beginning teachers is negatively related
to the size of the change of attitude of the teachers during the year;
the larger the number of department meetings held during the year, the
less beginning teachers change toward authoritarianism; and beginning
junior high school teachers do change more toward an authoritarian |
attitude than senior high school teachers do.

Factor 2.  For factor two alone there are four hypotheses, besides
four, five and six, for which significant statistics vere obtained.
They are 15, 17, 28 and 32. Thus by this measure, Begin'ning teachers
who share classroom responsibilities with another teacher have less
change toward authoritarianism than do other teachers; and, activity
of beginning teachers in college or in in-‘-servic'e'. training courses
during the school year is negatively related to change of attitude
scores.

However, for one hypothesis there was a statistically significant
relationship but in the direction opposite to that proposed in the hypo-
thesis. The statistic indicates that beginning teachers under partici-
pative style principals change more toward an authoritarian attitude than

beginning teachers under laissez-faire style principals.
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Also, one hypothasis that was not expected to show significant
results did have a significant statistic. Married beginning teachers
arc more authoritarian than single teachers, using factor two as the
authoritarian criterion.

Factor 3. No more positive results were found for the third fac—
tor than for, the second factor. Again excepting hypotheses four, five
and six, only five hypotheses yielded significant statistics, and of
these only two of the results had bheen predicted by the theory. Two of
the results were opposite in direction to that predicted, and one was
from the set of hypotheses from whict_l no significant result was expected.
Thus, the hypothesis that special curriculum project activity of begin-
ning teachers is negatively related to change of attitude scores is
supported, and the hypothesis that the greater the uumber of principal's
observations of a beginning teacher, the more the beginning teacher
changes toward authoritarianism is also supported. -

However, the hypotheses that beginning teachers with laissez-faire
style or participative style principals change no more toward an authgri—
tarian attitude than those with an autocratic style principal can be
rejected. Contrary to prediction, teachers under laissez-faire and
participative style principals changed more than teachers under auto—
cratic style principals.

Also, the unpredicted result appeared that junior high school
beginning teachers change more toward authoritarianism than do senior
high school beginning teachers, using factor three as the criterion of .

authoritarianism.
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Significance of the Serles of Tests. The hypotheses that relate

independent variables to changes of MTAL factor scores can be considered
as a group. They include hypotheses two, three and seven through thirty,
excluding those hypotheses which did not predict the specific directions
in which the attitude changes were to occur. Thus the group contains

26 hypotheses, each of which was tested with three MTAI factors for a
total of 78 tests. Significant statistics were obtaingd on eight of
those tests. James Sakoda, Burton Cohen and Geoffrey Beall (1954)

have calculated that the chance probability of obtaining at least eight
statistics significant at the .05 level from 78 caléulated statistics

is less than .05. Therefore, it is improbable that all of the sigﬂi—
ficant statistics occurred by chance alone, although several of them

may have been mere chance events.

Additional Data Analysis

After the data presented earlier in this chapter had been examined,
some additional calculations seemed appropriate. This analysis related
the size of the change of MTAI scores to beginning teachers' perceptions
of the faculties' and principals' attitudes and to the baginning teachers'

original attitudes. The results appear in Table XIV.
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TABLE X1V
PERCEIVED ATTITUDES CORRELATED WITH
MAGNITUDE OF CHANGES IN
BEGINNING TEACHERS' ATTITUDE SCORES

Size of the Change in Beginning Teachers'
Attitude Scores

Total
MTAL Factor Factor Factor
Scores 1 2 3
N r L.S.% r L.S. r L.S. r
Perceived
Faculties' ‘ ~
Attitlldes 31 016 n.s. 008 n.s. 028 n.sS. e 18
Perceived
Principals' )
Attitudes 30 .18 n.s. .50 .01 .38 .05 YA
Beginning
Teachers'
Original _
Attitudes 62 -.24 n.s. -.46 .01 -.56 .01 -.53

*All level of significance figures are for two-tailed tests.

No significant correlations appeared between the beginning teachers'
perceptions of faculty attitudes and the beginning of teachers' éttitude
changes. However, there was a significant relationship between the teachers'
perceptions of their principals} attiludes and the size of their own changés
of attitude. The more authoritarian the principal was believed to be, on
a specific factor,.the more.the beginning teacher changes toward an_authorif
tarian position on that factor. Also, on a factor-by-factor basis, the
more permissive a beginning tcacher was at the beginning of the year, the more

RO 4
he changed toward authoritarimn.attitudes during. the year.
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Summary of Chapter IV

Total-Score Tests

The hypotheses were tested using the total MTAI Score wherever a
measure of authoritarian attitude was indicated. The data depicted a
significant increase in authoritarian attitude between the beginning of
the year and the end of the year for beginning teachers. The change of
.attitude was not significantly related to any of the variables tested in
the hypotheses.

Hypotheses four and five relate to the accuracy with which beginning
teachers can estimate the attitudés of their faculties and of their princi-
pals. In botﬁ cases the beginning teachers' estimates were over>fifty points
too low, the differences being significant at the .00% level. Hypothesis
six, which predictg_that the beginning teachers teginning-of-the-year MTAIL
scores will be ﬁositively related to their end-of-the-year MTAI scores,
was supported at the .005 leVel;

A multiple correlatidn against final MTAI scores for the beginning
teachers had been planned. But only one prgdictor variable had a significant
correlation with the level or the change of level of the MTAI, a multiple
correlation could rebresent nothing other. than a sYstematic selection of

error terms.

Factor Analysis

A factor analysis was performed on the MTAI responses of experienced
teachers and of the beginning teachers at the end of their first year of

teaching. The factors were transformed by an orthogonal transformation.
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Items were sorted into factors on the basis of a minimal factor'loading
of .30 and the factor fof which the item's factor loading was a maximum.
Ten factors involving 142 of the 150 items on the MTAL were identified.
The first few factors generally coincided with factors identified in two

earlier studies.

Tests of Hypotheses Against Specifically Authoritarian Factors

Three of the factors were taken to provide measures of authoritarianism.
Scores for each participant on each factor for each application of the MTAI
were determined using unit item weights and Likert type item scales. The
scores were used to test each of the hypotheses against each of the th;ee
factors. For factor one significant statistics were obtained on hypothe-
ses 4, 5, 6, 12, 13, 20 and 33. For féctor two significant statistics were
obtained on hypotheses 2, 4, 5, 6, 15, 17, 28 and 32. For factor three
significant statistics were obtained on hypotheses 4, 5, 6, 16, 26, 27, 29
and 33. Only for hypotheses four, five and six, in which teachers esti-
mated faculty and priﬂcipal.scores and the beginning-of-year MTAIL scores
were correlated wifﬁ the end-of-year MTAI scores, did all three factors have
significant statistics. Only for hypothesis 33, in which junior high school
teachers apparently change more ‘toward authoritarian attitudes than do
senior high school teachers, did two of the three factors have significant
statistics. Fo£ all other hypotheses, statistically significant resaits
were limited to only‘one or to none of the three factors.

Howevef, 26 of the hypotheses related independent variables to change
of attitude scores, predicting changes of attifudes in particular direc-

rions. Eight of 78 statistics involving those hypotheses and the three
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authoritarianism oriented factors were statistically significant. The
probability that cight or more significant results would occur due to

chance alone is only .05.

Additional Data Analysis

Also, additional analysis of the data indicates that beginning
teachers' changes of attitudes on specific factors are significantly

correlated at the .4 to .5 level with the beginning teachers' per-

ceptions of their principals' attitudes and (inversely) with their

ovn beginning of the year attitude scores.
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CHAPTER V

SUMMARY AND CONCLUST.ONS

Summary

The Research Problem

The purpose of this research was to obtain information that would be
useful to administrators in predicting attitudes of beginning teachers.
Authoritarianism in the school setting was taken tosbe an attitude dimension
that would be considered important to administrators seeking to promote
a desirable psychological environment in their schools through careful
selection of the teachers to be on their faculties. Previous research had
indicated that beginning teachers become more authoritarian during their
initial teaching experiences. The present research investigated the extent
of the change and degree to which it could be predicted.

A theory was px:'oposed to explain the change of attitude experienced
by beginning teachers. The theory was based on the concept of socialization
acco'rding to which new members of a cultural group tend to accept the norms
that they perceive to be dominant in the group. Since socialization is
dependent upon perceived norms, the examples of peer behavior that can be
observed by beginning teachers was considered in the theory. It was pro-
posed that observed behavior is systematically biased toward disciplinary
activity so that inferences drawn from thé observations produce a distorted
view of the culture's norms.

A beginning teacher's response to the rverceivad norms was considered
to be influenced by three conditions: (a) the attitudes the teacher brings
to the situation; (b) the teacher's prior socialization experience; and

(c) the teacher's susceptibility to the socialization process. lypotheses

& E
o 9
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were constructed to examine each of these elements of the theory, as well

as the sampling bias premiée.

!he Research Procedure

A population of beginning secondary school teachérs in and near Seattle
was chosen for the study, and an attempt was made to contact every teacher
in the population. The final sample included 38 per cent of the total
population. Participants in the study also iﬁcluded 29 principals and 146

experienced teachers in the schools at which the beginning teachers were

employed. The Minnesota Teacher Attitude Inventory, which had been

selected as the measure of authoritarianism, was administered to all the B
beginning teachers in the fall of 1970, in the winter of 1970-71 and in

the spring of 1971. " The MTAI also was administered to all ‘the experienced

teachers and principals in the spring of 1971. Five other queétion.—- |
naires were also completed by the participants during the course of the

year.

The Research Results

Analysis of the data began in the summer of 1971. Each of the
hypotheses was evaluated by testing a product-moment correlation, for i
which r = 0.00 was the null hypothesis, or by testing a difference of i
means with Student's t. In both cases 0.05 was set as the critical sig-
nificance level. The analysis indicated that the null hypothesis was ;
rejected for four hypotheses (numbers 1, 4, 5 and 6) and could not be . :'

rejected for the other 31 hypotheses.
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The MIAL responses of all the experienced teachers and the spring-—
time MTAL responses of the beginning teachers were then subjected to a
factor analysis and or'thogona.l rotation. Ten factors were identified,
and the items were assigned to the factors according to two criteria:

(a) the factor loading of an item on its factor had to be at least
.30; and (b) the- item was assigned to the factor for which its factor
loading wvas maximal. Of the 150 items on the MTAI, 142 were assigned
to the factors.

Fﬁur of the factors finally identified were quite similar to factors
descfibed earlier by Horn and Morrison and by Yee and Fruchter. Three
of those four factors can be considered measures of authoritarian dimen-
.ons. Tﬁey wera each used as the measure of authoritarianism in each
of the research hypotheses. Use of the factor scores in the tests of
the hypotheses produced results that were different from those obtained
by using total MTAI scores. Testing product-moment correlations and
differences of meauns for significance yielded significant results on
one or more factors for 16 of the 35 hypotheses. Of these 16, three of
the hypotheses had significant statistics for all three factors. These
were hypotheses four, five and six. Only one of the hypotheses had
significant statistics for exactly two factors. "I‘his was hypothesis -
33. Twelve hypotheses had oniy~ one factor out of the three with a
significant statistic. | |

Correlations computed involving teachers' perceptions of principals'
MTAI factor attitudes and begvinning teachers'’ cha.nges of attitudes on

the factors were significant and large, in the .4 to .5 range. Correla-

* tions between the beginning teacliers' beginning-of-the-vear MTAI factor

<
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scores and their changes of attitudes on those factors were statistically

significant, also.

Conclusions

The purpose of this investigatidn was to obtain information that
can assist administrators in selecting teachers for their schools. On
the basis of thé‘ data of this stuﬂy, it must be cdncluded that .there is
so little average change tow;xrd an authoritarian position by teachers
during their first year of tesching that the average effect may bhe
practically disregarded. The change between the beginning-of-the-year
MTAI score mean and the end-of-the-year MTAI score mean was only 7.1,
less than one-fourth of a standard. deviation change. Turthermore, ﬁo
significant change was discovered with any of the three authoritarian‘
dimension factors. The point of these comments ié not that attitu.deb
changes may not be important for administrators to consider when select-
ing teachers or operating schools, but that the average changes discovered
in this research are not large. Teacher behavior may change a great
deal in order to acijust to different environmental conditions, buf the
basic attitudes as measuréd by the MTAI of the teachers of ‘the research
population appear to remain relatively unchanged during tl.le—fvirst-: year
of teaching. |

The constancy of teacher aftitudes is deﬁoustra&d .not only in the
small difference of the means between the first and thé lasll.: applicat.{ons
of the MTAI, but al.so in the high correlation of .75 betweéd.the .scores
on those applications. Such a high correlation indicates that t;he best
predictor yet discovered of a teacher's nt;titudes next year vis his. set

of attitudes today.

e, 96
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Besides tﬁe practical question of the amount of change that occurs
is the theoretical problem of explaining the change. A théory to explain
that change was proposed ecariier in this report. Certain aspects of the
theory appear to be supported by the evidence obtained in this study;
other aspects of the theory were not Supportéd.

The basic premise of the theory was that a socialization process
is involved in the type of teachers' attitudinal changes that are measured
by the MTAI. The significant corrclations between changes of scores on MTAIL
permissive~authoritarian factors and teachers' perceptions of principals'
attitudes supports the view that socialization is involved in the changes.
The correlational evidence of the study cannot establish the cause-and-
effect relationship that proves socialization to be the cause of the
attitude changes, of course, but the evidence can make the socialization
position crediblé.

Besides asserting that soci.alization is involved in the attitude
change procéss, the theory .proposed that beginning teachers are influen-
ced by the teaching faculities as well as by the school principals. The
data in this study provides little evidence that the attitudes of exper-
ienced teachers are r.elated to the changes of attitudes of beginning tea-
chers, or that beginning teachers' perceptions of faculty attituc.les afe
related to tﬁeir changes of attitudes. If beginning teachers primarily
use their principals rather than their faculties to orient themsalves
to the cultural norms of the school systaom, the non—signihficant results

- obtained for many of the hypotheses can be easily underlsl:ood. Since

most of the hypotheses were directed at probing beginning teacher-
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experienced fa.culty interactions, limited faculty influence on beginning
teachers implies low correlations on those hypotheses. The size of the-
research sample was too small to permit the detection of low correlationms,
since with sixty degrees of freedom the smallest sample correlation
that can be considered significant is .21. |
Another basic premise of the theory is that beginning teachers'
perceptions of .the attitudes of experienced teac;:hers and of their princi-
pals are based upon samples of observations that are subject to systemat-
ic bias. The great difference betveen beginning teachers' estimates
of principals' and faculties' attitudes and the attitudes actually ex-
pressed by principals and experienced teachers generally supports that
position. Furthermore, several hypotheses were designed to explore the
mechanism of observation sample bias. These were hypotheses 15, 16,
19, 20, 21, 22, 23, 24, 25, 29 and 30. None of these had significant
statistics when the total MTAI s.core was used, but four of the eleven
had a significant statistié for at least one factor. Thus there were
four significant statistics from 33 tests. The four significant resplts
suggest that: (a) beginning teachers who have classroom responsibilities
with another teacher'have less change toward factor two type authori-
i:arianism than do other teachers; (b) special curriculum project. acti-
vity of beginning teachers is negatively related to change of factor type
three attitudes; (c) the larger the number of department meetings held
during the year, the less beginning teachers change toward factor one

type authoritarianism; and (d) the greater the number of principal's

observations of a beginning teacher, the more the beginuing teacher

changes toward factor one type authoritarianism, Although the theory
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did not distinguish among different forms of authoritarianism aud so
can offer no explanation as to why significant results appear for one
factor but not the others,vthe four results described above do tend
to support the position of the theory.

The evidence of the data analysis suggests that the systematic bias
of the sample of observations may compietely dominate the situation.
For example, the correlation between teachers' estimates of their princi-
pals' MTAL scores and the actual scores was only a non-significant .22,
Furthermore,correlations between estimates and actual principals'. factor
scores were all non-significant; and none of the corresponding correlation
coefficients ‘for experienced teachers' scores were significant, either.‘
Apparently the formation of beginning teachers' perceptions of principals’
and experienced tegqhers' attitudes js dominated by systemafic error
factors. This domination suggests that institutional arrangements may
determine the patterns of cultural norms that are perceived by beginning
teachers and that the actual attitudes of the organization members may
be largely irrelevant to the process. Some hints as to the nature of
such institutional arrangements may be seen in the four hypotheses with
significant statistics described above, but a complete description of
such arrangements 1is not possible with the limited data available at
this time.

The theory also. proposes that the effect of the socialization
process depends upon .the attitudes the teachers bring to the schools,
upon prior socialization experiences of the teachers, and tpon the en-

vironmental infiuences acting concurrently with the socialization process.

. N
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Hypotheses seven and eight were designed to test the effect of prior
attitudes upon attitude changes. Neither of the hypotheses yielded signi-
ficant results with any measure. Hypotheses 9, 10, 11, 12 and 13 were
designed to test the effect of prior socialization experiences upon
the attitude chanpes. Significant results were obtained on only two ot
the hypotheses. ..The results suggest that: (a) beginning teachers from
teachers colleges are more authoritarian at the beginning of the year
than are beginning teachers from liberal arts colleges and universit:les;
and (b) for factor one type authoritafianism the age of beginning teachers
is negatively related to the size of the change of attitude during the
year. Statement (a) suggests further that teachers college graduates
have been pre-socialized into the education profession, although those
graduates apparentlx change their attitudés just as much during their
first year of teaching as do graduates of other institutions. State-
ment (b) suggests that the socialization experiences that come with age
reduce the effect of the socialization process. However, in terms of
predictive power these conditions are strictly secondary to the primary
determinant of the beginning tcachers' end-of-the-year MTAIL scores, which
ic the beginning-of-the-year MTAI scores. Not only do the beginning-
of-the-year total scores correlate .75 with the end-of-the~year scores,
but the initial MIAL factor scores correlate as high as .56 with the
changes of MTAI factor scores. The initial attitudes of beginning teach-
ers seem to be the best predicﬁor of their final attitudes.

Hypotheses 14, 17 and 13lwere designed to iunvestigate the effects

of environmental distractions upon socialization. The argument proposed .
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was that weakened ties with the primary socializing unit should reduce
socialization effects.. Only hypothesis 17, that activity in college or
in in-service training courses during the school year is negatively
related to change of attitude scores, had a significant statistic, and
then only for one factor. Obviously, very little can be said here.
Finally hypotheses 26, 27 and 28 tested the school psychological
climate against changes of attitudes. Each of the three hypotheses had
a significant statistic, but all three statistics are opposite in direc-
tion to that predicted by the theory. The autocratic style principals
were associated with significantly less teacher attitude change than
either participative style principals or laissez-faire style principals.
The laissez-faire style principalslwere associatedawith less authori-

tarian directed chliange than participative style principals. These results

-
.

directly oppose the sense of the theory that perceived principal atti-
tudes should influence beginning teachers in the same direction as the
attitudes perceived.

Considering the large number of non-significant results, no firm
conclusion can be drawn from the study. As a correlational study it is
necessarily exploratory rather than experimental. However, some support
was provided for the particular socialization theory that was proposed
earlier, and the significant statistics that were discovered point to
areas that can be explored more thoroughly in future research.

The one recommendation that can be soundly based on this study is
that for teacher populations similar to the population studied here in
a metropolitan setting, practicing administrators need not be seriously
. concerned about the change of attitude toward.authoritarianism that

does occur during the first yeag:of teac»ing.
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APPENDIX A

TEACHER QUESTIONNAIRE 1

Your Name:

The Name of Your School:

Your Sex: Male
Female

Your Birthdate (month and year):

Married
Widowed

Your Marital Status:

Divorced

Single

The Name of the College You Graduated from (your first bachelor's

degree):

Your Total Undergraduate College Grade Point Average (to the nearest
tenth of a unit or to the nearest percentage point, if possible):

Your Present Level of Teaching:

than the military for as leng as 12 consecutive months:

Have you.served in the military as an enlisted man?

If so, for how many months of active duty?-

Have you served in the military as an officer?

If so, for how many months of active duty?

Junior High School
(grades 7, 8, 9)

Sehior High School
(grades 10, 11, 12 or
grades 9, 10, 11, 12)

Have you previously held a full time position in any field other

Yes
No

Yes
No

Yes
No

During what fraction of the school day do you share respoansibility
with another teacher for a classroom teaching situation?

1/10
1/7
1/6
1/5
1/4
1/3
1/2
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3/5

2/3
7/10
4/5
9/10
all day
None
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103
TEACHER QUESTIONNAIRE 1
page 2

11. After each field listed at the right,
please indicate the number of quarter-
hours (credits) of conrse work you have
taken in the field. (You can use the
categories:

A. Less than 10 quarter-hours.
B. 10.to 19 quarter-hours.
C. 20 to 29 quarter hours.
D. 30 to 39 quarter-hours.
E. 40 to 49 quarter-hours.

F. 50 to 59 quarter-hours. 4

G. 60 or more quarter hours.) p

Please return the completed questionunaire in the accompanying stamped, ﬁ
self-addressed envelope. And, thank you very mucht: for helping us out. .
3
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. APPENDIX B

PRINCIPAL QUESTIONNAIRE 1

With respect to , s Please provide us v
with the following information. :

1. 1Is the teacher an athletic coach? Yes
No
If Yes, during how many seasons does he coach?

2. How many full-time certificated teachers are in his school?

3. 1Is the operation of the school based on any of the following?
(Please check the appropriate items.)

team teaching
completely individualized instruction l
flexible scheduling

4, Please send us a copy of the teacher-course assignment roster.
(Among other items of interest to us, we assume the roster provides }
a course-by-course teaching schedule of the teacher.)

5. Please send us a calendar of your school year. (We are particularly
interested In the date for the end of the first semester, and the
dates for the major holidays.)

Please return the material in the accompanying stamped, self-addressed
envelope. And, thank you very much for helping us out. .
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APPENDIX C
TEACHER QUESTIONNALRE 2

Your Name:

The Name of Your School:

Please indicate the number of hours you spent during the last seven
days in professional contact with other teachers and the number of hours
you spent in social contact with other teachers. (The bottom half of
the page is scratch paper. After using it you can tear it off and
destroy it if you want.)

Teacher Professional Contact hours

Teacher Social Contact hours

Also,

Please indicate the number of hours you spent during the last seven
days in personal contact with non-teacher, non-family, friends.

Non-Teacher, Non-Family Social Contact hours

Please return the completed questionnaire in the stamped, self-addressed
envelope. Thank you for your assistance.

Monday - Monday e Mémday —_—
Tuesday — Tuesday - Tuesday ___
Wednesday  Wednesday —_— Wednesday _
Thursday —— Thursday — Thursday  __
Friday - Friday . Friday -
Saturday - Saturday — Saturday
Sunday - Sunday e Sunday ____
Monday . Monday R ilonday —
Tuesday - Tuesday — Tuesday -
Wednesday Wednesday — Wednesday
Thursday - Thursday o Thursday _______
Friday - Friday e Friday o




APPENDIX D

TEACHER QUESTIONNAIRE 3

Have you worked on a curriculum committee or on a special curriculum
project during the year? Yes
No
If yes, about how many hours did you spend on that work during
the year?

Have you taken any in-service training courses or college level

courses during this last school year? Yes
No

If so, hov many such courses did you take?

How many professional associations, if any, do you belong to? (Count
the National Education Association, the Washington Education Associa-
tion and the local education association altogether as only one

association. Do not count the P.T.A. as a professional association.)

Please list any organized community youth-centered activities that
you led or helped to lead during the school year. (e.g., a Boy
Scout troop, a church Sunday school. Please do not include activi-
ties sponsored by the school district.)

How many department meetings did you attend during the year?

Have the department meetings that you have attended seemed to be
mostly to improve instruction, to handle administrative matters,
or to be just about an even balance of the two?
emphasis on instruction
emphasis on administratiocn
even oalance of instruction
and administration

Have the faculty meetings that you have attended seemed to be mostly
to improve instruction, to handle administrative matters, or to be
just about an even balance of the two?

emphasis on instruction

emphasis on administration

even balance of instruction
~. .and administration
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10.

11.

12.

13.

14.

107

TEACHER QUESTIONNAIRE 3

page 2

How many extra-class (or extra-curricular) activities taking place
you chaperone during the year?

outside the regular school day did

How many times during the year did you observe another teacher teaching
in a classroom siltuation? (Include only observatiomns in which you
watched the teacher for at least ten minutes.)

Which of the following statements best characterizes your view of

your principal?

a. He generally lets the faculty and individual teachers make their
cwn decisions on practically every question.

b.. He generally talks questions over with the faculty, and teachers
share in making decisions affecting them.

c. He generally determines the answers to practically every question
by himself aud then informs the faculty or the teacher of his

decisions.

How many times during the year did
teaching in a classroom situation?

your principal observe your
(Azain, include only observations

that lasted for.at least ten minutes.)

How many times during the year did

How many grades did you assign in each category at the end of the
first semester? HpN

a supervisor other than your

principal observe your teaching in a classroom situation?
include only observations that lasted for at least ten minutes.)

IIB"

llcll

"D"

Fail

Other

As far as you know, will you be teaching in the same school next

vear?

Yes

No
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APPENDIX B
PRINCIPAL QUESTIONNAIRE 2

1. How many school assemblies did you have in your school during
the year?

2. How many observations have you made in the classroom of
during the year?

3. How many students were in the school as of May 1?

4, How much money did your district spend per pupil this year?

Please return the questionnaire in the stamped, self-addressed envelope.
Thank you for your assistance.
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