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Two related questions are investigated in this

research: (1) the characteristics which differentiate those schools
vhich extensively use educational innovations froa those which do

not; and (2)

the factors that determine whether innovation will be a

carefully thought-out and discriminating process, rather than a
process primarily influenced by (and incorporating) the latest
educational fads and fancies. Mos* of the material in the report
relates a variety of independent variables to adoption of innovations
in schools in major cities. Separate sections of the study establish
a typology of innovations with respect to both the quality of, and
the frequency with which, specific types of innovations are
implemented; discuss the school systems surveyed; examine several
characteristics of schools such as student bodies, community
involvement, and student morale; repor:t investigations of the
relationship between the availability of both physical anrd staff
resources and the frequency with which innovations are adopted;
discuss school structure in terms of both size and complexity; and,
focus on individuals involved in the schools. The final section of
the study includes a summary of major findings, a discussion of the
implications of thkese findings for policy, and recommendations for

future research.
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Finally, among the many people -- family, friends, colleagues -- who
offered moral support when the going got rough, we thank Bill Nelson and Molly

Molan who put up with and listened to us from start to finish.
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CRAYTEPR. I

INTRCDUCTION

Educators have been interested in the adoption of innovations since the
1930's. The research has taken many different forms and focussed on a variety
of related areas: research and developrent of new educational products, dis-
serination and diffusion of knowledge and technology; processes during chenge;
and characteristics of adopting individuals or organizations. It is the last
of these interests vhich concerns us here.

Within this specific area of research there have been shifts in emphasis
over the years. A major concern of the carly studies was why schools were slow
to a2dopt the products of educatioral technology. From data pathered in the
1230's Mort and Cornell suggested th-t therc was a fifty-year pap between the
"invention" of an educational innovaticn and its complete diffusion to schools.1
Additionally, the investigations were guicded ty the assumption that "adaptation”
was a necessary good, that schools should te aware of and responsive to advances
in cducaticnel technolofy. For instence, in 1958 Mort wrote in his foreword
to the revised edition of a compendium of cver 159 research studies on this
sul:ject‘2

Adaptation in education is as essential as chanse in any other human
endeavor. Technical knowledge of education and education processes

has advanced just as technical kncwledge in metallurgy and electrical
generation has advanced. Schools that do not take advantage

1P.R. Hort and F.G. Cornell, American Schools in Transition (New York:
Bureau of Publications, Teachers College, Columbia University, 1941).

2Donald E. Ross, Administration for Adaptability (New York: Metropolitan
School Study Council, Teachers Collerc, Cclumbia University, 1958), p.v.
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of the best knovm tools and techniques can be supposed te be as inef-
ficient as eny other purpeseful eanterprise that dees nct utilize the
best knowledge it can lay ite hands on.

Since the publication of these seminal works, twn chanpes have taken
place. First, the change process seems to have become more ropid. This was
noted by Miles in 1964,1 and the fact that nuch innovation was actually occur-
ring in schools was confirmed by Havelock in 1974:2

A erand total of 3,185 innovations wcre spontaneously cited in all
catepories. . . . This represents an average of over nine innovations
per district per year for schools reprcsentative of all regions and
enrollment sizes throughout the United States. Fven assuming zero
innovativencss in the 147 ncn-responding districts out of the strat-
ificd probatility sample of 500, this represents an absolute minimum
rate of well over six innovations per district.
Nevertheless, Gideonse's repcrt of four ycars earlier made it clear that at
that . time many schocls (and students) werz left untouched by innovation and
that therefcre there remained a nced tc icentify schools more or less likely
tc incorporate new prcg.rams.3 Still, cducators became less concerned with
“recalcitrance."

During the same pericd, a new cencern develeped about the quality of

innovation. As federal funding Loosted the research and developrent end of

the innovation process, many new innovatirns became "available." Deubts about

the worth of sone of thesc led to growing concern with faddism in schools.4

IMatthew Miles, "Fducational Innovation: The Nature of the Protlenm,"
Innovation in Education, ed. Matthew ifiles (New York: Bureau of Publicetions,
Tcachers College, Columbtia University, 19€4), pp. €-8.

2Ronald G. Havelock, et al., Educatinnal Innovaticn in the United States,

Volume I: The Mational Survey The Substance and the Process (Ann Artor, Michi-
can: Center for Research on Utilization of Scientific Knowledpe, Institute for
Social Research, The University of Michipan, June, 1973), p. 11.

3kenrick Gideonse, Educational RPesearch and Development in the United
States (Washington, L.C.: U.S. Government Printing Office, 1570).

bes, Anthony G. Oettinger, Run, Computer, Run (Few York: Collier Pocks,
1671); and Sam D. Sieter, 'Organizational Influences on Innovative Roles,"
Knowledge, Froduction and Utilization in Educaticnal Administration, eds. T.
Eidell and J. Kitchell (Cclumbus, Ohio: University Council for Educational
Administration, 19€8), p. 120-142. . 18




The hizh rates of adoption repcrted by iaveleck, for instance, may represent

sutstantial improvements in ecducaticn tut may also reflect a shotgun avpreag
to change.

The possitility of faddism is particularly relevant when considering the
lcvel of innovation following the turroil of the 19€0's. Durirg the 13€0's
the existence of a “crisis" in American clucation, especially urtan educaticn,
tccame a matter of public knowledge. Meny widely-read hooks detailed the prct-
lexs of tip city schools, as ¢id the newsmcdia. Students and parents protested
conditions anc teachers tepan tn strike for new rights. FEveryone came to knew
that many students werc far hehind appropriate reading levels and that the
schcols failed tc interest or te "relevant™ to the lives of their students.
Drorout rates were high and everywhere tterc was a call for change.

The black communities, ridinz ¢n the crest of the civil rights novement,
were particularly rilitant in their criticises cof what had teen offered up till
then in ghetto schools. Their claims of inadequate facilities -- 'ooks, build-
ings, teachers -— and substandard performancc were larpely suhstantiated. They
demanded | etter education: integrated education in some cases, ccrmunity con-
trolled education in others.

Educatcrs at many levels responded tc this turmoil, and their responses
were varied. In 1765 the grvernment passed the Elementery and Seconcary Educa-
tion Act which endorsed and funded inncvaticn on a larse scale. Schenl admin-
istrators acted as well. For instance, Mew York City cxperimented triefly with
cormunity contrcl; the 3ostcn Schocl Cormittee reversed tradition and tepan

1

spending mcre money per pupil in Elaeck schonls than in white cnes; and the

WMartin T. Katzizan, The Political Ecencmy cf Urtan Schools (Cam*ridge:
Harvard University Press, 1971).
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National Asscciaticn of Seccndary Sch.cl Principals authorized a najor study
of larpe city schocls as a first step in understanding the prol’lems.1 And, per-
baps, with funds availa’ le under Titlz T and Title III of the Elementary and
Seccndary Fducaticn Act administrators tesan to inncvate in schocls which had
never hefore received shares of the rocds ~nd services cf the new educatienal
technclorpy.

Ye place cur study in this context ¢f recent concern with educaticn and
the tradition cf recsearch in the field ~f inncvation. We frcus on two rclated
questicns. First: what are the characteristics vhich differentiate among these
schonls which extensively utilize educational inncvations and these which don't;
and second, what factcrs determine whether inncvation will le a carefully
thcught out and discriminating process in which only the finest p%pducts are
adopted, or whether it will }e a process primarily influenced ty {and incor-
pcrating) the latest educaticnal fads and fancies.

In reviewing our data on the adenticn of innovaticns in ur*an schocls
as of the 19¢° school year (sample and sourccs descrited tclow) we have noted
that the hypctheses and conclusions ¢f much of the previous education research,
although providing suides to impertant variables, de nct help to explain many
of our findings. In part this is tccause of a difference in unit of analysis.
We focus here on indivicdual schocls {althrush we do lonk at school districts

as a whole in our first substantive chapter) whilc many studies in the educa-

ticnal literature use the entirc schenl district as the only unit of analysis.2

1Ralert J. Havighurst, Frank L. Smith ané David E. Wilder, "A Profile
of the Large-City High Schocl," The Dulletin cf the MNational Association of
Seccondary Scherl Principals, XXV, 351 (January, 1571), rp. 3-5.

2por instancc, Havelock, op. cit.; and Victor Baldridge and G. Burnham,
The Adoption of Innovations: The Effects of Size, Differentiation and Environ-
ment (Pale Alto, California: The Stanford Center for Research and Development
in Teaching, 1973).
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Alsc, we exanine exclusively ur*an schonls, whereas mest of the studies men-

tioned atcve, as well as many cthers, use either naticral samples or schcols
in a clearly toundcd geographical area.1 Finally, to the extent that previonus
studies have failed to take account cof pressures outside the system for change
they have ignored at least cne possitle ceterminant of inncvaticen.

In addition to the literature on innovation in educaticnal instituticns
we draw >n the general field of organizational literature surrounding the adop-
ticn ¢f innovaticns. This literaturc has }zen usecful in pcintine cur analysis
tc key factors which determine rates »f ad»~tinn in a2 wide variety of orpaniza-
tiorns. Hypotheses alcut the relatinn ~f such variatles as type of client,
crganizational size, morale, complexity and the perscnal/professional charac-
teristics of the organizaticn staff have directed much of our search fer exnlana-
ticns and helped us explicate cur findinns. At the same time, a num'er of spe-
cific characteristics of schools distinguish them frem mnst other hureaucratic
crganizations. We counsider twc of these characteristics telow lecause of their
importance in our analysis.

First, schruls arc putlic, leccally controlled organizations and as such
are tarpets fcr community pressure. One imprrtant consequence of this vulner-
atility may te a defensive stance on the part of the orpanization and resist-
ance tuv change initiated from outside.2 Alsc, the adnptien of specific inno-
vatinns may te influenced by pclitical feasitility as much as educaticnal value.
Even if a schcol is open to change as a pencral propositicn, as Sieter has sug-

casted, "changes in practice that run the risk of disturhting local communities

1E.g., Havelock, ¢6p. cit; Baldridge, op. cit.; and Richard 0. Carlson,
The Adopticn of Educational Innovations (Eugene, Oregon: University of Orepon
Press, 19%5).

-

27his possitility is suggested in Matthew Miles, "Some Properties of
Schools as Social Systems,” Change in SChool Systems, ed. Goodwin Watson
(Washington, D.C.: National Training Latoratories, National Education Associa~
tion, 1967), p. 14. ' 21




are eschewed."l

Adninstrators under intensz putlic scrutiny may 'c more con-
cerned with the er~ss numter of innovaticns teing introduced in different
schocls than either educational value or political feasitility ner se. While

officials of private organizaticns may checese to innovate tecause of 2 perceived

potcntial for greater profit or efficiency, school administrators have to ccn-

tend with other concerns. Innovations can ‘e viewed as "goods" or sccial
assets; the general putlic is favoratly impressed by innovation. Thus school
administrators may feel compelled, particularly in times of concern with aqual
opportunities, tec distrilute the “goods" fairly throuphout a school syster.

A second major difference tetween schcols and many other opanizatiens
is that schools process people, nct inanimate otjects. Pecople can react, talk
lack, fight and otherwise have an effect on the internal climate of the organ-
ization. Student morale may -e as important a factor as staff morale with
respect to the innovation process. Also, !'ecause not all students are the
sare, the decision tc introduce an inncvaticn should te determined *y whether
it is apprepriate given the type of student enrolled in the schocl. While
cther organizations must also make aecisions atcut the aprlicatility cf spe-
cific innovations, in schools these decisicns are particularly crucial. Thus
consider the type of student enrolled in a school (as defined ky race, socio-
economic status and academic atility) to te major variatles in this analysis.

In the study that follows we spell out mcre thoroughly some of the themes
censidered only superficially here. The remainder of this Intrcductery chapter
.1is divided into a discussion of our dependent varia*le, the methods of data
ccllection, the population under consi'eration, and a schematic cutline of the

organization cf the repert.

1Sieber, op. cit, p. 128.




METHCD

The research whick follows is 'ased nn Aata ottained fror a varicty cf
sources. The tulk of the information was ccllected *y the Mationel Associa-
tinn of Seccndary School Princinals in 122, The rerainder was ccllected at
2 later time ty the auther in a series cf four sraller surveys.

The impulse *ehind the ccllection of additicnal data wes the need for
information which we felt vas vital to the investiration of the protlem at
hand. Thus, althourh the research is *asically a secondary analysis of pre-
vinusly collected ;atz, we atterpted to circumvent sore of the standerd rrot-
lems of a secondary asnalyeis ty fillin~ in foresceatle paps in the data.
(Naturally, as the analysis proceeded, nev needs “eceme evident which could
nct te filled.)

The additional four surveys were not initiated until the Fall of 1772
and some cuestionnaires vere not returned until the summer of 1773, cver four
years after the NASSD hepan its collectirn of data. Cuestirns in the sunple-
mentary surveys to thc Trincirals, Superintendents and Central Offices were
phrased in a retrcsrective manncr. The validity of the resronses therefore
derends to a preat extent on the remcrics of the respondents. The time lae
alsc meesnt that many people had moved, retired or left their jobs for other

reasons, sreatly reducing the restcnse rate.

NASSP_Study
In 1258 the steerin~ committee for thc Larce-City Schocls Ttudy cf the
NASSP, chaired ty Retert J. Havirhurst, cdeciZed to untertakc a cdescrinrtive

study cf the hieh scheels in all American cities cver 3nn,ont (hased cn 1740
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census 2ata). Of the 45 cities s~ idaptific?, all excert Makland coonerateﬂ.l
Therc were aprroximately €70 scherls in the cities teine studied and date was
ottained fror the Trincinals of A7M of ther, an extraordinarily hirh response
rate. These “7" schocls ccoprise the pnpulation being studied here.?2

To ‘terin the reseerch, a letter was sent to the superintendent of schools
in cach of the forty-five cities, solicitinc his croperation and that of his
associates in the research undertaking. Once tte cocperation of the superin-
tendent of schrols in each of the cities had *een ~tt2ired, cuesticnnaires
were mailed to the appcinted liaisnr staff mermbers for distritution te the hirh
schnol principals. The cucstionneires rcached the princirals late in the 1%¢€¢-
75 scheel year and 'y early Cctoder, 177, the 77" resncnses had 'een returned.3

The questicnneire obtained material a*out the follewinge ecnersl tonics:
General Scheel Infermaticn; General Perscnnel Infarmaticn; Teaching Perscnnel;
Adrinistration-Curervisicn; Student Terscenncl Services; Student Enrnllrent,
Attendance and Teccrds, Instructicnal Treeram: Student Activity Program: Scheonl-
Crmmunity Kelations: Cultural Enrichrant; School Fhysical Facilitics; Instruc-

ticnal end Orpanizaticnal Practices.4

lrecause nf con?itions prevailins et ths roment, it was nct possible for
Oakland te narticimate. Wence, the data tc *e nresented are hased cn informa-
tinn provides ty the schacls in 44 cities.

2purther discussitn nf the norulsticn can 'e fcund telow, n.13.

31 further description of survey preocedures can ba found in ?ctert J.
Havighurst, Frank L. Smith and David T. Vilcer, "A "refile of the Larpe~City
Hich Schoel,”’ The Tulletin cof the Naticnal Asscciatien nf Seccendary Schnol
Tripcipals, 55, 351 (January, 1¢€71), =~p. °-10,

“The crmplete M2€CP nuasticnraire is ronrcduced in Annendix Al
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Aruitoxt provided by Eic:

~

Survey ~f Princiyals

In order te cltain persenal aad nrefagsiensl informatinn nertaing & te
the princirals of the 77 scheels under stuldy, a cucsticrnnaire was dovelened
durine the srtring of 1772 and, after receivinp VST apnreval, maile’ that €all.
The cover letter of the ouestirnnairce was addresse” to the individual whe had
“cen principal in the schenl durine the time of the eririnal NASST survey and
renuested that he rersonally cermrlete the ferr and raturn it. ¥ith the first
resprnses, numercus protlems !ecame arparent. In many cases the rresent nrip-
ciral, misunderstandins cur instructisns, comnleted the cuesti~nnaire himself,
reouirine us te send a new questirnnaire vith instructirns that it te mailed
to the previous rrincipal. In cther cases the schonls simrly indicatcd that
the principal had retired or meved tn another e+ =n? rcturned the aucstinn-
naires tc us. Ve then returned the ruestirnnaires with = new recuest that it
te forwarde? to the 12/7-F5 nrincirals.

Several weecks aftcr tho first railinp, a fallrw-ur cuestirnpairce was
nailed te all rrincirals whe had not resnended initially and several wecks
later a seconé follow~-un was railed.

The total nun' er of auestiosnnaires rcceived fror these three mailinrs
(the criginal and the two fcllew-uns) was 377 or 577 of the tetal. Tn early
1773 an ebtreviated rcucstirnnaire was m~iled t- all romainine non-resrondents

askine for the reasen why they di? nnt resrenéd te the ~ririnal twe letters and

their ace, sex, dopree of education and rresent nrrloyrcnt.l Ope hundred of

these shorter ruesticnnaires vere raturned (sliehtly aver 1/3 of the non-

respendents), enotline us to dc a rucimentary anelysis of the differences

l1the at*revicoted cucstionneire, the eripinal Trincirals' cuestirnnaire
and the cover letters are rerrcduced in Arrendix B.
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Aruitoxt provided by Eic:

'etueen thnse whe returnad ane these ™o fdc a~t paturn questicmnnires. (7€,

S e

arrendix F.) Tut of the remaining 273 ~vincinals, 7 were last t~ ur !~ceus”
they were ‘eceased, ~r otherwise coul? net ‘e lrcated *y the schecls. 'er-
restnnses of the reraining 7 are left uner-leired. Vewever, tecause a size-
atle prerortion ( %) ~€ thnycz respondin~ te the short fore cave ~s » reasen
frr nen restonse the fect that the arininel cuestionpaire hal rever “eer
recelved we assure that in rany ~f the athrr cases of non-rasprrse the same
vas true.

The cuestionnairc -skec €rr -~=vsonal and rrofeseirnal ivformatinn fror
the nrindirals as vell as infcrmation roparcdirg their administrative style
(e.~., nun“er ~f mcetines held with teachere and administrative staff) »nd
their relations tith the central ~€fic. ~f their schecl syster:. The rues-
ticnnaire alsc eske! ho'r many innovaticns ~n the list which co-rrise our deren-
dent variatle had teen introduced 'y tha rrircipel curing bis tenurz. This
infsrration was used to define a rate cf inrovation €or each orincirel which is
fescrited telou (cf. derendent variable 3iscussion, n 15) and in Charter VIII.

All cuestinns asked of rrincinals (excert that asking feor present emplov-
ment) referred te the 1267-67 school year. Trincinals rarely resronde” that

they could not remerter the necessary icfrrmation (although this was ¢ reason

9

iven for nen-response on thr short forr). 'ic assume that in meny cases it
was Vifficult for the ~rincirals (rarticulerly those vhn vere still erploved

ir the same pesition) to accuratelv distin~uish cne vesr in the past from
nthcrs and that therefore the rosronsce must suffer in terms cof their validity.
‘cwever, as therc wes no vay for us to veli’ate these answers, we can cnly
take this rossi’ 11ity inte account ir tar-s ~f thr extert te vhich we make

fefinitive statem:nts of cur results.
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“urvcey of Sureriniondents

Tn th. sorine of 1273 2 'ric” au.sticorairs wos ~ailed tn the sutzrin-
tendents of the fertyv-four schorl cystars includa’ in the stufy.l Ag tv2e tru-
of the rrincirals' ausstiorraires, thess were te hc coprlete? 'v the 1L
it ~ccumants an? reauests verc made that t contral office farvnr® the ~vas-
ticrnairc tc any surerintenderts ne lenper thare. The samc tyne of rvre' lems
arnse with the svrvey of “urerintendcnts as »-ith the curvey of Trincirzle.
fccasional cucstiomnairzs were comrletor "y currint jot occurarts ap3 had t~
‘2 rerailed, 2n in several casze schonls riturned fu-sticpnaires uithout for-
wardine thor.

Ty the surrer of 1773 vz ha?l receiv:’ twenty-tvn valic¢ rasronses, 2 return
rate of 5°Y. OFf the 22 non-resnonsces twe suncri-tandants werc deceasa’ | one
refused to croperate apd onz was lista? 'v kis scheol as Feirc Ynor avoila™la."
“rn--response cf the rom~inire 17 sunerintcop”ents is left vnevrlaire’.

The Surerinten”ont's cuesticnnaire sske’ rrly for dersonal an? ~rofes-
gional dzts an¢ ¢i4 not require as much rctrespective 1aterial as 4i2 the

TPrinciral’s nuestionnaire.

Survey of Central Officec

Accompanying the questionnaire to the Superintendents was a brief factual
questionnaire to be filled out by a memter of the Central Of fice administrative
staff.2Z This quest ionnaire asked for information about the structure of the
central office, deserregation actions, teschers' unions, and distritutirn

of monies. This data is used primarily in Chapter II1I, below. "esponses were

‘ Ithis questionnaire is reproduced ir appendix C.

2This questionnaire is reproduced ir Appendix D.
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received fror. 2€ of the schcol systens. 1In ~eneral, tnise responses came from
‘ the same school systems in which thc superintendent a7 coopersted with our

study. Mo explanatinn was offereu ty the other systers for non-response.

Survey of Experts

In the Spring of 1973 a rating form was mailes to 13 judres, members of
a national panel on secondary school education convened ty the U.S. Office cf
Fducation, through the office of the Chairman of the pnnel.1 Py the fall of
that year, geven questionnaires had beer rzturned. A fellow-up letter Etrousht
in twc rore questicnnaires brin~inc the t~tal to nine, or approximatcly 72%
of the pancl. Three of the remaining four pancl members explained their norn-
respense: one panel wember responded that he never participated in such sur-

veys, another felt that he was not qualified tr judrc thc innovations; and

the third was too ill during that period to devote careful consideration to

the questionnzire.

The questionnaire listed the inmovations which covprise our dependent

adrinistrative Difficulty of Implementatior, Durability, Type of Student, and
Type of school for which the innovatinn wruld te most appropriate. The informa-

varialtle and asked the juisas to rat: them along five criteria Ouality, 1
tion thus ottaired is described thoroughly in Chapter II and Appendix G.
|
l
1

1This questionnairc is reproruced ic Appendir E.




.

¥
L

IIL TORULATION

The oriziral :o0al of the V&SSP was to collcct data which would lead to
a better understanding of the nature of larse~-city schools.

inclusion in their study only cities with populations of over 300,C0C as Fe-

all of the cities so icentified (with the exception of'Oakland) cooperated
with the study an inforration was zathcre’ fror (70 of the possitle 870 or

gb:ﬁthocls. Cur study which is tascd on this date therefore does not rcst on

v

£ F
va probatility sarple but on ar cntire universe of schools. The conclusicns

w. reach can only be reneralized tc other populations with extrene cauticn

since there are many ways in which the population of schools under considera-

tion here is distinctivz. fost irportantly. the external or community environ-

rnents of thesc schools are radically diffcrent from these found in most other
Armerican communities. Also, very feu schocl districts are as larre (or as
diverse) as those in urban areas and very fcw of the schocls in this country
are as larce as the schools contained in these districts. Therefore one can
conclude that the internal or c;ranizational environments in these larce-city
schools will also tec noticasbly different.

At the same time it is important to emphasize the ertrewe variation
ancng the cities included here. Twenty-cight states (includinn Pawaii)~as
well as Vashington J.C. arc represented by the cities under consideration and
they cover every recicn of the country. U“oreover, among these cities there
arc preat variations in size, racial comprsition of the population, rean per

capita income,etc. And the schools within these cities vary as well in type

of student enrclled, admission procedures, organizational characteristics,

13 o <9

They selected for

fined by the 19¢0 census, and the schcols within them. As we renticned atove,




O

ERIC

Aruitoxt provided by Eic:

14

etc. Therefore;, a2lthroug. the fact remains that the ».ata here is net tn he

read like dataz derivine from a statistical sample, it is also trie that many

of the characteristics of the citics and schcols we consifar relevent in ~ur
analysis can be found in other types cf cities and perhans in suburtan and
rural arees as well. Major cities are not the only location for racial ccn-
flict and concern with the quality of educaticnal cppertunity. And with the
trené in elucaticnal administration being that of corkining 2 nunber of smallcr
districts into larse ones, therc may socn be :*any school districts vhich will
have to rake decisions pertainins to adninistrative cdeccntralization anc how

test to meet the nceds of lerpe, diverse student populations.
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TEFOTUT VAIATTDS

Our rajor dependent variatle is 2 score riven to eazch schecol *ase’ op

the number of irnovations whick vere actually in use as of the 12#°-€2 school

year. The questicn which serves as our measura of use ¢f zn innovaticn is
shown telov. Option 1 was the criterion for use.

Many urten secondary schools are cevelorine new nractices in 2n
attempt to imorove the effectiveness of the schenla., Listed Felow
are sore of thes» nractices. TFor eschk practice, please indicate the
extent tn which the practice has 'een eiven some attention within
your own schocl, 'y using the alternative resncnses defined telow,

1. 1IN USE - fully imrlerented as 2 recular festure of the nrocrar
or currently teing use’ on a trisl or pilot tasis
2. PLAXS - definite rlans tave !ecn mace for irplementaticr,

including allocatien nf materials and/or perscnnel
3. UNDEE STUDY - currently or recently ccnsidered in terms of fee-
sitility 'y an officiallv Jesignated srour within
the school
L. PFJECTED - study has *ecen completed and a decisien not to imple-
ment the practice has ’ceen made
5. DROPPED - practice discontinuce after a trial or pilet rroject
. UMEFOWN+ 1T CONSIDERFD - rractice is unknovm or was never con-
si‘ercd seriously

A total of thirty-two practices were listed in the criginal VASSF study

of which 17 werz selected for cur inlex. The selection of only apcroximately

half of the total list of innovative practices war suided ry a decision tn

14mit our incder to practices which were relate? to curriculum or instruction
for secondary school students. Twenty-cne of the innovaticns fell intn this
caterory of vhich four were critted !ecause they relate? to srecial tyres of
student 'odies (e.r., Filincual educetirn, “oner study hall) cr tecause they

deserited a sracific course rather than an instructicnal technirue (e.r.,

humenities ccurse). The rerainine 11 inpovotirns were either cormunity serv-

jces or non-educaticnal (e.7., treskfast presram. matarnity nrosrar, axpanded

g 7 |
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cuidance services).l

Scores for the schools on tlis varia'le of “inncvativencss" ranced frow
0 to 14 with o mean of 4.6. The entirc distritutien is shown in Tatle I.1A.
(The specific iteme couwprisine this variatle along vith the percentare of
schools adopting each innovation are presented and dicussed in Chapter II.)

For purposes of analysis in later chapters we dichotemize and/or trichotomize
this variatlc as is shown in Tatle I.1T and I.1C.

A varicty of other dependent variatles are used in thc analysis which
follows. In Chapter III when we discuss the school systems as ginrle units
rather than focussine on individual schools we usc a ruan score which is fur-
ther descrited telow. And in the discussion of the personal and rrofessional
characteristics of principals ve use as our dependent variatle a2 rate of inno-
vation (i.e., nunbcr of innovations introduced divided bty thc numter of years
as tenure as principal).

Thrce further dependent variatles —— the proportion of inpovations adopted
which arc cof "hieck quality," the preportion of inmovations adopted of "hiech
cost” and the proportion of innovations adorted which are difficult to imple-
cont -~ are 2lso used te heip descritc the style of adopticn in different
types of schools. 411 of thesc variatles ere descrited at length in Chapter II.

A fundarental and¢ persistins protlem in the study of the adeption of in-
novations is that research is usually confined te adcption rather than to actual

use of inncvations. Since schocls readily report the adoption of a num! er of

lThe complete list of innovations as presented ir the JASSF survey can
te found in Appendix A, p. 32. Scheols which are hirh on the variatle of
inncvativeness (measured iy the 17 iters) have hifh rates of adoption of use
on the other 15 items which werc asked alout in thc NASSP cuestionnaire:
the correlation 'etween the twe indices is .47.

3<
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’ TALLE 1.1

21$1PIBUTION OF SCHOOLS

TY WUMIEP OF IMNOVATIONS IN USE

A:. Entire Distrikution of Schools
on Inncvation Variatle

Total Numier of Percent Numt er
Innovations in Use of Schools of Schools
Wone 5 % 31
1 ¢ 56
2 15 95
3 13 21
4 13 24
5 11 5
€ 17 1
7 o 55
g 5 32
9 4 27
1€ 3 2n
11 1 ¢
12 2 11
13 or more 1 _€
1007 €37
L: Dichotomous Catepories C. Trichctomous Cortepories
for Innovation Variatle for Inncvation Variatle
Tumt er of Percent Yunter of Percent
Innovations in Use of Schools i Innovations in Use of Schools K
Low (7-4) 547, 347 Low (©=2) 29 1£2
Ligh (5 or more) 46 25" Mediunm (3-5) 3¢ 234
177°% 37 vigh (F or more) 35 221
1707 €37
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practices which have not 'ecn =vésurve’ or fully incorncrat-é into thelr rro-
prans, the study of shazer alcptisn yiells am! iruous results. A majer cerclu-
sion of a national study *y Gondlad, Zclin, et al., who actually ctserve’
nractices in schools, is that personrcl exaccerate the adorticr rate »f their
schools. As reported 'y Sondlad et al.:1

They claimed inlividualizaticn of instruction, use of a widec rance

of instructional materials, a senses of purnnsc, ¢rou~ processes.

an? inductive or discevery metho?s when cur records showed little

or no evidence of them.

The issue cf whether our rmeasure of utilization of an innovatison is a
valid one naturally arices. Ae not2? earliar, the ruestion ir the cuestion-
nairc snecific’ thet inncvatirne vore to *e reearded as "in wse” 1€ they vere

fully implerented as 2 revular featurc of the nrooram or currently teirs used

'
’

on » trial or vilot '2sis.”’ Innovati-ps which were chacked as "nlanned,”
under study, ‘rejected  or ‘drepred wers nct consifored as *eine ir use for
~urnoses of our investipation. Thus the provision of a numter of altarnetives
to full implermentation cr use on 2 trial or pilot "asis mipht *e cxpected to
have increzsed the validity cf this reasure. Tr additien to thie corsideration
of internel validity, we have a moderat:c r2rsure of external validity as well
which is descrite? in Chapter IT.°
Another issuc is whether the adorticn or use of innovaticns within a

schcol actually rerresents a real chenrs in the schoel or whather innovaticns
can “e imnlemented rr a plecereal *asis without any other fundamental restruc-
turine takins place. If innovatiens ere “eire used tut no nther chanres are

taking nlace then our study is limited tr *eise ar analysis cf the use of innc~-

vations alone an” not cn analysis of what c-n@itions mate for ~r inhibit a more

———

15, Goodla¢, =t al., Echin¢ the Classrorm Ccor (Worthington, Ohio:
Jones, 1970), p. 72-73.
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generalized climatz of innev-~ti~v or chance. In fact, however, we fin? thet

there is a very strors relatiershir “etween 2doption (use) of innovations -ad the
nccurrence of other types of chance in thc schoels. Two nuestirne in the MACSE
auestionnaire asked whether fundamental chan~es were takino rlace in the school.q
The first of these asked whether ther: had “a:n chanrcs in the menner in which

the curriculum wes organizecd. As we can sce in Tarle 1.2 schoole which respended

that there were chances in eith.r “irecticn were more inncvetive than scherls

which repcrted no chances. Sirilarlv, ccheols which rerorte? that the nriorities
in tac scheols had chansed within the pest €ive years were rrre innovative than
schocls reporting no chanzes (Tahle I1.3).

Finally, we elsec heve cvidence that echocls which adont ceducationsl inno-

vations arc rore litely to !e resporsive tn the rneeds of particulsr subponula-
tirns. The cuestionnairc asked a*cut the rresence in each school of f~ur s~
tinct tyrcs of students with unicue neacs* 1) advance” or eifte’ studonts?
2) students speasking Enelish as a secmd lenruage; 3) nhysically dis~tle? stu-
dents: and 4) students vhe are retardc? in reating.  Tor zach erovr the ques-—
tinrnnaire alse elicitz? information a'out whether the scheols were ractine the
ncels of the students throurh a specicl rrocram e.c., remet?ial lancuage arts,
rhysgical cfucatiin for the disal 121, Trch schonl dn the sample was ~iven a

score created ty findinc the nercent-re of types of sut ponulaticns vhose Ais-

tinct neels verc “eirny net *v the schoels. fcheols renortine the oresence cof
~nly cpe special type of student by receive? a scere of 1777 if thev had »
svecial presrar and 7 1f they 417 not. 2chools with two distinct subpepuln-
ticns roceived a scere nf 1777 if they mot “~th necls, 577 if they net only
~ne, 7 if they rvet nrne an! s° on.

Severty-siy percent cf the schrols (517) reported that they hat in
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TATLE 1.2

ACPATINT QF CUUIICULY T TUACET TC UFE CF TNWQUATINYC

Gencrally sreakins, the curriculdur is ~rpanized
in one € twe ways: 1) 'y sepnarate subjects orv
2) vy “rce” £izlds vhich inclu’- several sutijects,
c.¢., scrarate course in histery and eaocrarhy vs.
s~cial stuties classes combinine histery an” rerc-

ra~hy' ser=rate clesses in art, music =anl litcrse-- Terc-at "ick
turc vs, hunaniti:s classes. 'h~t is the trer’ f:. Tpnovation
~f rractice in yrur schocl? (More then ¢) ™

Changes chiefly in the Jirectier of sinplins cut

distinct sul jects 577 (x2e)
Chanpes chiefly in the irecti~~ ~f ccrlinine

separate su*jects r2y (°F)

Yo merked chanses in either dirzetiorn 307 (310)
THLE 1.3

FELLTICN OF PUIOTITY C¥W/NAF TG USF C7 LiTVOVWATIONS

Tr what extent has th. sct of Trreent "eh
sriorities for ycur schrol O Innnvatirn

charmed in the rast €ive years? (Mcrc _than 4) (4]
Tr » very ~reet cxtent F7 (54)
To a sreat extent L3V (135)
Tr sc—e oxtent 47 (327)

-

Very little cr net at all 377 (7&)

——— —— —— i ———
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attendanc2 nne or wcre cf the sut-cpulaticns lescritet atove. Of these 517

schools 27" were 1lass than totally rcsprensive te the sutrerulation needs, i.e.,
that id not have srecial preorame for at least onc sutncrulation ettendine th.
school. These schools which “rere less resronsive to the neels of atudonts also
had lovwer innovaticn rates than those schools whicht respended to the ncer's of
each s&%pcpulation: 457 of tho forrer frour. had high rates of innovation =s
cormnared to 557 of the latter groug. Thus we can see that inncvativeness as
lescribec ty our dependent variable 1s related to responsiveness in a school
an¢ thus may reflect a more adartive clinete.

Ir spite of this variety of checks cn our dependent variatle, it is quite
cvident that prol.lems exist. For instance, we have no way of knowing how ex-
tensively the innovations are actually useZ in any particular schocl. Teaching
teams for onc schocl may mean a concerted effort to erpley this prograr in rost
applicelle cases; in another school it may riean only ome tesching teem, or the
use of teems 1n only one type of course. Sirilarly, we do nct really know
whether the princirals ecployed similar lefinitions of the innovations. Although
definitions were providcd in the questiornaire (cf. Aprendix A), thesc defini-
tions were rather loose and may have been interpreted differently by different
principals. Therefore television instruction may mean entirely different
thinss in different schools.

Finally, and perhaps most importantly, our dependent variable is composed

of a very short list cf inncvetions. Fundreds of cducational innoveticns exist

_ Waich verc net included in rur 1list. Therefore, it is rossiltle that at least

sone of the schools which received a low score vere adopting many different
innovations or in other ways introducing major change. At present we can see

no way around this problem.
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OPGANIZATICH O THE REPOR

The bulk of the materinal in this renmort is ~athered arouuc our investics-

ticn of the relaticnships between a variety of majcr independent variables and

the adcption of innovations in schcols in major cities. Fowever, we do -ot
berin this investigation per se until Charter IV as there are two important
preliminary tasks. The first of these, which we undertake in Chapter II, 1is
e discussicn of the innovations which comprise our dependent variable end the i
esteblishrent of a typnlopy of discriminatior vhich, in subsecuent chapters, |
enables us to comsicer noct only the nucber of innovations in use but the cual- 1
|
ity of innovaticns adopted and the frcaucncy with which specific tynes of i
innovations ere implerented. It is in this first cheptwr that wve tegin to 3

develop thz nction that thc adoption c€ innovetions ray often bave a seocial ;

function, a conclusicn which emerzes from en examination of the relationships

between various characteristics of the innovations and the frequency with
which they are implemented in this population of schocls.

In Chapter III we consider the schcol systers as single units in order
to emphasize the necessity of later exaninine individual schocls rather than
¢istricts ly docuuenting the range of innovation scores within each district,
and in order to introduce certain irportant variatles vhich can only be con-
sidcred on a school district level - c¢.,., central office crganizaticn,
superintendent's characteristics. A major exrlanatory variatle ~- the racial
composition of the city -- ererres in this =ralysis.

Thus it 1s not until Chapter TV that vc berin to loch intensively at
the schocls themselves, first with the characteristics of the student bedies

and then with the rore dynaric variablcs of cormunity involverent ard student

ERIC & 38




23

morale. Our najcr questicns arc. 1) tc whet extent is the rdenticn of innova-
tion determined ty the type cf student (as defined *y rece, srciceconomic sta-
tus and academic etility) enrolled in the schcol; 2) is cormunity invnlvenment
relzted tc the adoptior of innovation, end if so, vhat effect does it have on
the quslity of innovations adopted; and 3) to what externt de internel clirate
features (morale, crder and safety) deterrine whether or nst innovaticns are
introduced in a schecol.

Ir. Chepter V wc turn tu an investigation of the rclaticnship *etween
the availa'ility cf resources -- *-th physical rescurccs and staff resources
-~ ané the frequency with which inncvations ere adepted. One concern is
vhether the low rates of inncvation in particular tyres of schcols identitied
in the previous chapter can ‘e expleined 'y » lower level of resources.
Ancther najor questicn is whether the adsrtisn cf 2 high oroporti~n of costly
inncvaticns is asscciated with mcre edequatz resources end further whether
this relaticnship has an effect on thz gquality of innovations adepter” in the
"richer" schuols. Alsc we consider herc the interra2laticnship hetween internal
climate featuree (intrcduced in Chepter IV) and the physical characteristics
c¢f the rlent and the availatility of toachars.

Ir. the first twe perticns «f Chapter VI we expand our ccnsideraticn cf
schoul structure by examining the relaticnships cf size and cemplexity to the
adoption of irnovaticas. 3School complexity is defined here in three ways:

1) the cemplexity of the nature of the task assumed 'y the school, 2) the num-
ter of grade levels included in the schesl; anc 3) the variety cf scholastic
programe. A particular fecus in this pert cf the chapter is on those innnva-
ticns which the judscs rated as teiny difficult tc imlement.

The seconé portion of Chupter VI concerns issues of vertical rather than

herizental differentiation. Ferce we consider the distril-uticn cf decisicn~-
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paing authrrity. .Or ic;-rtant varie'lc intrcduced in Chaster II -- deccntral-
A

ization -- will !¢ riintr~duced here s a contrel variotle.

Finally, in Cherters VII an< VIII w. turn %ack tc & consideratirn of the

irdivicuals inv-lveé in the schenls., We first sx~lere the relaticnship tetween

the characteristics <f thc staff -- *cth persenal end wrcfessicnal -- and thz
ratc at vhich inncvatirns are ado-ted. e then ccnsider the principals cf
the sciocls, and exzripc the effect ~f their lackprrund and training cr the
rate at which they intrcduce inncvatirns in different tyres cof settinss.

Our lost chapter includes = surmary ~€ ~ur raj r £indings, & discugsicn
cf the implicatirns f these findings frr -<licy, 2nd cur recommendaticns fer

future research.
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CATTED 11
THE IMMZVATIONS

In the coursc ~f noking an administrat. - decisirn t- adopt = specific
innovatisn many factnrs may te censidere!l. Anmonz thesc arc the cheracteristics
of the innovaticn itself. The acertin; acency -~ whether we conceive of it as
a2 sincle individual such as er adrinistrater, the dcpartment of an crganization
ceacerned with research and development, or the entire organizaticn -- will
want such inf-rraticn as th2 follewing® hewr much the innovati~n costs, how
w-rthwhile it is in relaticn to crganizaticnal ecals, and the Adegrce adoption
will “Zisrupt ncrmal operatinr prrcedurcs. ~resunahly, the adopter will weigh
these and ather iters.of infermatirn {vhcther or not he has adequete data)
azainst each cther an’ against cther factors unrclate? to the characteristics
cf the innovaticn itself: e.c., the anrunt ~f neney in the hudget an? the cxtent
~f oressures for an? =2painst chanre in thc ~rpanizatirn. Ideally the final ceci-
sion is en educate” one, invoelvine careful crnsideratirn and evaluation of all
facters. In fact it 1is likély that in mery cases the decisicn tn adept an isno-
vation is merce havhazar!, rarticularly since the nccessery inforpation fer mak-
ing an educated “ecisicn may not ‘e availstle. /A nministrators may not ¢ atle
tc ~*tain accurate ~r ccoplete data ~n either the cost cr the quality =-f a spe-
cific inncvaticn. Ao’ the assessmont f the extent t~ which the innovaticn will
inv~lva: adeinistrative 27justpents may well *c superficial. 1lMcvertheless, it
scens reesonale to agsume thet cost, offcctiveness an” crganizaticn impect are
three of the prine fect-rs that “cternine adarticn.

Ir. this charter we cxarine thesc thrcoe characteristics ~f inncvaticns and
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explore their reletirnship te the frequency with which the seventeer innova-
ticns comprising cur deperdent varietle are in use. In acddition, we will
exatine the likelihco? that the innovatirn will ke instelled as designed?, i.e.,
the varia*le o>f ° ‘urs*itity."”  Each »f thcse variatles is explained mcre fully
telcw.

~ur 2iscussicn is intended to serve three purposes., First, it will prc-
vide general inf-mmaticn about the extent tc which characteristics of innovaticrs
arc related tc frequency cof use. As we will see telow, several nf the charac-
teristics are hirhly related tc use an? an apalysis of thesc relatinnships helps
t~ shed licht on ecepticn prccesses. Sccrn?, the discussicon cffers specific
inferoation sknut the seventeen inncvatisns themselves which may he of use tc
ecucatcrs censidering their e’cptien. This infrrmation was chtained from a
survey of exrerts in the fiel? of education. (See Appendix E for a detailed
Jescription cf this survey.) Ve would surrcst that such information is tadly
nee'ed for all innovatirns if educatsrs arc te make intelligent decisicns when
crusicering their acoption. Finally, fror the point of view of this stucy alone,
the charactcristics of the innovations as *cfine’ in this chapter arc used later
in our analysis es varia*les which allcw us tc consider, not only frequency of
use, but how well or thoughtfully the 2”c-ti~n prccess is handle?. TFor instance,
by conputing the proporticn of high quality innnvaticns acopted, we will te akle
to classify schools according to their 'discrimination.” We can then move closer
to answering such questions as whether ;ressuresg to irnovete -- 'c thp2y from a
sudden increase of governmental funds or from parent involverentin the schools
—-lcads to less discrinminating adopti~n. The problen of faddisn in education
hes teen noted by a numter of authoritics, *ut thus far researchers have failed

tc measure this facter. GCimilerly, uc can consider factors affectine the deprae
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to which schools adept innovations which entail major restructuring of adminis-
trative routines, and factors affecting the adopticn of inncvations which are
ccstly.

In the discussion below we first explain our measure of frequency cf use
and each of the four characteristics cf the innovations, and then turn to an

analysis of relaticnships among these characteristics.

MEASUREMENT OF VARIAPLES

Frequency cf Use

The first item cf information we have for each of the seventeen innova-
tions is use as describcd in our Intrcducti-n. In Table II.1 we present the
rank order of innovations according tc frequency of use. The innovaticns range
from use in 672 of all schools (language labcratories) to use in only 2% of
the schools (opticnal attendance). Only <one of the inncovations is used in over
half cf the schocls, while six of them are usec in less than a quarter cf the
schocls.

Simple inspecticn of the rank order of frequencies dces not offer any
irmediate explanation for this positicn of the innnvaticns. In particular,
these most frequently in use are nct noticeatly older than the octhers. As we
shall sec below, hcwever, use is clearly related to certain cf the factcrs men-
tioned earlier.

In the following analysis we will shov hew the various characteristics
of the innovaticns are related to, and prcsumatly affect, the frequency with
which they are adcpted by the schocls. Then using frequency of use as a vari-
eFle we divide the inacvaticns ints tw: grrups: Ligh Use -- the inncvations used

in cver 25% of the schcels; Low Use -- inncvations which ere uscd in 257 cr less
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TAPRLE II.1

PERCENT OF SCHOCLS USING EACI! INNOVATICN

Percent <f Schools

Which Use
Innovations the Innovation o)
Language Lakoratories 672 (€52)
Instructicnel Material Center 472 (640)
Teaching Teams 412 (€51)
Resourcc Center 357 (544)
Televisicn Instruction 36% (653)
Independent Study 20% (£40)
Back-tn-itack Scheduling 25% (<41)
Directed Study 28% (r33)
Sinmulation or Gaming 257 (€34)
Non-graded Trogram 252 (€43)
Prograrmed Instruction 217 (642)
Continuous Prnoress 197 (€35)
Teaching Machines 16% (€45)
Flexi*1lc Scheduling 152 (64€)
Schrol-within-Schocl 112 (641)
Telephrne Anzlification 7% (£52)
Optional Attendance 2 (F42)

Note: The hasc nur-ers vary hecause act 2ll schenls rasponded
tc questirns for cach items 4. there was no way to distinguish
tetween these not responiinz at z2ll end those net respending
“ecause they used this means f indicating that they hed not
censidere? the imnevation, wz use the nunter of valid responses
as the %ase.

14
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. of the schocls. \

Cost

Cne facéor which is almost certain to te consicdered by an adopting agency
is the cost of implementation. As has teen suggested in other studies, innova-
tions which cost tioney mey be adopged =zt a slowar rate thean those which do not cost
money.l We want to know the extent tc which cost is related to use (as opposed
to adopticn alome) as well as to the cther characteristics of the innovations
in our saugle.

Our measure of cost is our cwn asscsenent, since reliatle information of
the cost nf educational innovaticns is nct availakle. For several reasons,
asgessing the cost of inncvations in an accurate way poses sericus problems.
First of all, cost is very much dependent on the extensiveness of the inncvative
frogran: twenty teaching machines cost more than two or three; wiring a large
scheal for telephone emplificaticn costs more than wiring a smaller one. Second,
all of the innovaticns require some expenditure of time, which means that all
¢f the inncvaticns cost sorething. For instance, to renrgenize the scheduling
of classes tc allew for bhack-to-tack cor flexitle scheduling might take many
nan-hours of administrative time. Hcw much time each progran would take, how-
ever, is & variable we have no way of neasuring here. Third, there is the ques~
tion of when you stor measuring cost. 8cme innovations are expensive in the
terinning but not later (initial vs. ccntinuation cost.)

Closeiy related to these issucs is thc additional one of reversetility.

Oncce a school hes acquired the nccessary cquipment for an innovation, they may

lYatthew Miles, "“Innovation in Ilucation: Seme Generalizations,"’
Innovation in Blucaticn, e?. Matthew *iles (Uew York: Dureau of Putlications,
. Teachers Ccllege, Crlurtia University, 12€4), pp. 635-66.
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*e loath to drcp it rcgarlless of success. The rurchase nf thc couizrment
ﬁlaces constraints con reversing the lecision. This is not true of inncvatioms
vhich merely require thc time of rerstnnel. In most systems time is less
tiphtly tudgeted and suszerintended than mrncy.

Lecause c¢f these various protlenms we cculd find no totally sufficient
way to assess the relative cost of thc innovaticns. The measure we finally
sclected is a simple dichotomcus one: whether or not the imrlementaticn of the
innovation requires a purchase cf equirment an¢ therefore an initial cutlay of
cash. If new equipment is reauired the innovaticn will te regarded as a "high
cost” innovaticn. This neasure is, of crurse, cleosely tied to the issue of
reversatility discussed atove. Specifically, it may have 2 different relation-
shi; to actual use in scheols than it w.ulé te mere adoption since schools
which adopt such innovations might he anrz likely to retain them over tine.

Seven of the total list cf seventeen inncvations zre designated as “high
cost' inncvations according to the simple criterion descrited ehove. They ere:
Telcvisicn Instructisn, Pregrarmed Instructicn, Teaching Machines, Language
La*cratory, Instructional Materials ZTcnter. Tescurce Center and Telephcone Ampli-

fication. In later charters we will use as cne of our cependent variatles the

proportion of "high cost" innovations adopted in a school.

Quality

Cur measure of the quality cr ecucaticnal worth of the innovations is
derived from the survey of exrerts descrited in Appendix E. Triefly, the
judces were aske: ‘Indicate what you telieve to te the elucational worth of
cach inncvation when prorerly installed frcr (1) lew to (5) high.” The judres'
ratings were everegel and each inn~vaticn was given a sinple mean score. In

threc of the cases there was very low ccnsensus ameng the judpes (i.e., standard
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cdeviation of judges' ratines was sver 1.7). These threc imnovaticns -~ Tele-
shone Amplificati~n, Lack-tc~Tack Scheduling, Schocl-within-Schonl -- zre therc-
fore omitted in cur aralysis ‘clcw when we c~nsider the variatle of quality.

"i: ¢id nct put thez in a middle grour *cc2use in each case the scere was rela-
tively low (see Tatle II.2).

The sccres feor the innovatirns rancod fror 4.8 (continucus progress) tc
2.% (ortional attendance). The cverall mear is 3.¢ which indicates that, on
the whole, the judges felt that thc inncvati~ns under consideraticn weore of
sorwe worth and ccul? e ¢f value whon -r-yperly installed. Ve must renemver,
hrvrever, that the judges were protatly c-nsilerine these inncvations with ref-
crence tc each nther =2rd may not have c~roared ther te cther iprnovations.

The entire range of sccres is rregentod in Tatle II.2. Ik our analysis
telow we use the scere cf 4.2, as the lewver limit for nur division inte high
and low,

In later chagters ¢ will use 2 typolccy which derives from ~ur quality
sccres. Using the same cutting print &s 2"n~ve we compute thce propertica of
hich quality inncvations which arc in use. Ty Zichetcmizing this variatle and
crasstztulating it with the tctal nunter ~f innovatirns aderted, we achieve 2
four-fold classificaticn which can ‘e used to Zescrite the extent tc which
schre ls discriminate in their aderticn of imrovaticrns. Each of the cells (in
Tatlc I1.3) is given a shorthand neme which we descri*e telcw.

1) Pacesetter: 22% of 211 scherls £211 iuce this cell. These schocls
rre high on *cth adortism 2né the preycrticn of innovetinons sdepted which are
of high quality inlicating that they are leslers in inncvatine amrns the schrols,
and, acrecver, leescrs vith discrimiration.

2) Sclective: 147 of 211 schrols fall intc this cell which indicates a

477
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. TABLE II.2

QUALITY SCORES

AND STANDARD DEVIATIONS FCR EACE INNOVATION

Innovations Nuality Score Standerd Deviaticn

Ccntinucus Progress 4, ¢ .44

Resnurce Center 4.7 .47

Independent Study L F .49

Instructional Material Center 4.4 .93

Directed Study 4.4 .52 3
Teaching Teams 4.2 -38 %
Ncon-graded Prcgrans 4.2 .92 §
Language Letoratory 4.1 .99 %
Flexitle Scheduling 4.1 .87 3
Stimulation cr Gaming 3.9 .87 ;
Programmed Instruction 3.8 .92 |
Tack~to-Iack Scheculing* 3.7 1.24 i
Teaching iachincs 3,¢ .69

School-within~Schocl* 3.¢ 1.17

Telerhone Anplification® 2.8 1.03

Television Instruction 2.¢ .85

Optional Attendance 2.F .83

*These are the Low consensus innovatirns onitted from our analysis
-
Lelow.
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ATLE IT.3

TYPCLCGY CF DISCRUIINATICN

Froportion cf
Innovations Adotvted
Yhich are of High Ouality

T~tal Hunter cf

Inncvations PIGH LOW
Adapted (51% tc 1N0Z%) (C te 50%)
HIGE Pacesetter Faddist
(5-14)

LV Selective L.ackward
(0-4)

careful slecticn of inncvaticns. These schecls adept fewer inncvaticnms than
the ‘pacesetter group fut are equally discriminating in their adcption preo-
cecures.

3) Faddist: These schocls, which comprise 24% of the total sanple, are
highly inncvative tut lack the Ciscririnaticn of the pacesetter and selective
gr-ups. One suspects that thc adcrticn [roccess is carrieé out under a2 preat
rressure tc inncvate (rerhaps thrcuch 2 su’ten increase in rescurces for
innovaticrn) which cces not allew for the careful censideratien of availatle

alternatives.

4) Tackward: 4C7 of all schocls have low inncvati-n rates and are
indiscriminate in their sclecticn of innrvaticns. These are the schorls which,

rrzsurmally, lack trth the rescurces teo innrvete ané the cotmitment tc make

the inncvation preocess a meaningful conc.

In later chapters we will explorc scme cf the variatles which determine

the type of inncvatirn prccess which cccurs in the schcnls in cur semple.
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adninistrative Difficulty

A scernd questicn in the r-tin~ f~rr scnt te the rancl of exrerts agked
cach individual t- asscss the aduinistrative or crganizaticnal imract of the

inncvation- “Indicate whether you telieve implementaticn cof the inncvaticn to

cntail -- 1) major administrative Jifficulties; 2) mincr difficulty, 3) a posi-

tive contrituticn t+ adrinistraticn. This qucstisn was designed to allew us

tc assces the extent t~ which a sch~~1 wculd find that the intrcducticn ~f the
inn~vaticn would cntail adninistrative adjustments sc that we could scc what
types ~f scherls were atlc t. ovecre e such problems. The mean scores for the in-
novations rangel from 1.4 for inn-vati-ns which would cntail mejor administra-
tive vr-tlers (acn-gradcd nrogram 2nd flexi*lc . scheduling), to 2.% fcr inncva-
ticns whick cculd te irrlemented with-ut any thrcet te the adninistrative ma-
chinery (languagc lat~ratery and simulati~n or gaming). The entire list nf
inn~vatione with their scorcs and standard “eviati~ns is prcserted in Table
II.4. Clearly the inn~vaticns which arc nrst difficult tec implement are thesc
vhich demané that the central adrministrative structurc of the scherl Ve mcdified
t~ allrw flexi*ility in the mamner in which the students pass thrcugh the
sch-1, i.e. allrcatisn »f puyils. Thrse that can slip in easily are those

which can *e irplemente” ~n a» riccczal *asis or ir individuel classcs.

Duratility

Inf~rmaticn on 2 final charactcristic of Znncvations wes ~ttained tc
help determine the valicity ~f nur usc inder. As we mentirned in ~ur Intro-
ducticn, there are tve m2jcr weeknesses cf -ur incex: 1) we don't know whether
all sche~1ls mean the seme thing *y the inncvaticn, ~r whether inn~vaticns are

sc greatly mcdified “y the tire they arc jr-lemented that they “ear little or

o0
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. T4PLE I1.4

ADUINISTRATIVE DIFFICULTY SCORES

LMD STANDAID DEVIATIN! FOR EACH INNCVATICH

Acninistrative
Inncvaticns Dif ficulty Score Stan-aPd Deviaticn
Hen-graded Programs 2.5 44
Flexi*le Scheduling 2.2 42
Ccntinucus Errgress 2.F 47
Independent Study 2.7 47
Teaching Teans 2.4 47
Schenl~within-Schrel 2.4 47
Televisicn Imstructicn 2.3 FE
Prcgrarmed Instruction 2.2 .78
Opticnal Attendance 2.2 A3
Dirccted Study 2.1 EC
Lack-tc-Tack Schecduling 2.1 .57
Te .ching Machines 2.0 .81
Tclaphone 4rplificaticn 1.7 €3
Instructicnal Material Center 1.7 42
escurce Center 1.7 42
Language Latcratcry 1.7 47
Sirulaticn and Garing 1.¢ .35

Nete. Scrnree run from hish te lew with hipgh indicating majer adminis-
trative adjustments nccessary for implazentation.

o1
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n: resemtlence t 0 thodr £ o in ~ther schorls r ot ¢ ir ori 3.2l .oslew,

an’ 2) we don't kn-w hov antensivily the inrovaticn is used iv 2 schocl, Clz.,
vhether lanfuape 1A' sratory means -to rachine cr twonty, and whether 1t is
accessi*1lc tc conly a fow stulents stulyiny €rraien languaces ~r t~ all ~f ther.
The finzl cheracteristic was Jesiene? t~ help us “cal with the first of thesc
tve -rc! lens.  (The secead [r7' len unfrorturately remeins.) The rancl ~f juloces
vas askcd. “Inticatc y~ur estinate -f thc chances that the inncvati~n ~uld

‘e rreserved as Jesipned vhen inplereats in e scheel.  Thac julres were

viven three optinns* "1) loxr chance far -~rcsersntien, i.2., iancv--

ey
ticn likely te !¢ waterod dowm vher irplarontel, 2) mediur. chance frr preserva-
tice and 3) hizh chancc for rrescrvati-n as desi~nc. The serrcs fer the
variaile cf dura*ility (rresente? in Tov1a I1.5) ranped fron a low ~f 1.¢
(-rticnel attencdance) tr 2 hich ~f 2.0 (instructicnal waterials center). The
~ean scrrc was slightly hichcer then 2 indicatin; that, ~n the whrlc, there is

2 mederately 0ol chance that these scvertcon inncvations ere irrlecente? in a
vanpcr arproximatine their cricinsl “csirm. Furtherr~re, as we sholl sh~w in
creater fetaill ‘clcw when we 1 -k ot the correlstisons ' otveen ~ur scales, the
fact that Zura*ility is hi;hly corrclate’ *with usc reans that the inncvaticns
~r~st often used (end thercfore the innovaticne that most ~feen nake ur ap indi-
viduzl scherl's innnvaticn scire) arc just thcse innovaticns which arc oest

likcly to *c intemsively iimlencnted ir 2 aschorl.

o<



TA'LE IIL.5
DURAZILITY SCORES

STANDARD DEVIATION FOF EACx IIHOVATICN

Durability
Inncvations -Scare Standard Deviaticn

Inst ructicnal ifaterial Center 2.9 .G3
Lkescurce Center 2.6 .41
Language Latcratery . .4¢
Directed Study £ .£9
Simulaticn and Ganing . .4S
Hen-graced Prcpranm . .52
Tcaching Teans . .57
Inderendent Study . .73

Scheol-vithin-Scherl . .57

Televisicn Instructicn o .E€
Programred Instruction . .47

Tecaching llachines 2. .57

Flexi*le Scheduling . .81

Tack-to=-Zack Schoeduling
Ccntinucus Frsgress
Telephonc Amplificaticn

JOpticnal [Attencance
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ANALYSIS

Havin? descrilted the f-ur characteristics cf the innovations, we now turn
tc an exarinaticn of the relaticnship >f each tc frecuency of use and the inter-
cerrelations of the characteristics. These correlations are shown in Tatle II.€.
le will discuss each correlation as well as the variable of "cost’ (alomg which
the inncvaticns cennot *e given an intcrval scere tccause it is dichrtcrcus),
illustrating cur discussicn with ta*les wherc relevant.

First, we ncte that there is a strrng relaticnship *etween duratility and
reported implementaticn. The Pearson crrrelaticn is .73; the Spearmen rank~
~rder coefficient is .71: and thc Ken'all rank-~rder crefficient is .57. These
are *y far the highest ccrrelaticns with frequency cf use of any cf the factors
t~ “e analyzed here, suprorting our asserticn that our use index is a valid
measure of imncvaticns actually an! aprropri-tely installed in the scheols.
There are several additicnal peints ve want to meake akeut our measure of dura-
tility. First, the reasures of cura*ility ard quality ere very highly corre-
lated. This indicates that perhars the judgment of cme is colering the jude~
rent of the othcr. Since we see n~ intrinsic rclaticn tetwecn the tw- evalua-
tions, it seems possitle that the judres, vwhen censidering the aquality ~f an
inncvaticn, cccasinnally slipped ints their evaluaticn the ceonsideraticn cf
the frequency with which the innnvatirp actually teck on 2 viatle form when
implemented.

Seccend, we 42 nct really kn-w vhy thc julges felt that some innovaticns
were less likely tc ¢ preserved as implermernted than nthers; i.e¢., we do not
know on what facts or assumptions they *ased their judgments. One congidera-
ti~n is that therc is a slight negative rclaticnship “ectween Auratility and

the degree cf administrativec Aifficulty entailed in imrlementation. That is,

o4



TATLE 1L

INTEKCCRRLLATICNS OF INIIOVATION CLaACTFRISTICE

Lecarson Correlaticn Crefficients

L'nipistrative
Quality Difficulty  Duraltility
Fercent Use  .34% -.32 .73
Quality - LT3 . 54%
Difficulty - - -.4f
Cura! i1ity - - -

$-aar-an Cank-Order Correlatice Ccofficients

Alninistrative
Quality 2ifficulty Duratility

Fcrcent Use . 34% ~.24 .71
Quality - J14%* 45%
Difficulty - - -3¢
Duratility - . -

Kendall Kank-Criler Crrrcloti~n Crefficients

vininistrative
Quality Difficulty Duratility

Percent Use  .28% - 18 .57
Quality - AT . 30%
Difficulty - w-e- -.15

Duratility - —— _—

*The corrclations are tase’ ~n 14 items (the rest
are *ased cn 17) tecause the three innovetirus
fcr which there was lcw crnscasus ~n quality are
omitted.
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the judpes were less likely t-~ regard inn~vaticns which recccive? high admin-
sstrative difficulty sccres as having a high chance fer preservaticn. Clearly,
tc scme extent at least, the degree tc vwhich an inncvaticn entails administra-
tive protlems affects its chances for preservatieon.

Surprisingly, in general, inncvaticns vhich require an initial cutlay of
neney are slightly mere likely to te used frequently in the schecls in cur
sanple than the inncvations which de nat entail an initial expemse (Tatle II.7).
Even if the positive relationship is Jruttful (the Q ccefficient is cnly .33),
it is ctviocus that the expected negative relaticnship is nct sutstantiated.
There may le three explanations derivin: from the relationships of high cost
innovations tc “dura*ility,” ‘quality’ ¢r 'administrative difficulty.’ We will
censider the first ~f these immediately and the latter two telow as we discuss

the relevant variatles.

TALLF II.7

FREQUENCY CF USL I'Y CCST OF TUMOVATICNS

COST
Frequency
of Use High Low
High Language Labcratery Teaching Teams
(237-€7%) Instructicnal Material Cernter Independent Study
Pescurce Center Tack~te-Tack Scheduling
Televisicn Instructirn Directed Study
Lew Irrgrarmed Instructicn Simulation and Garing
(2%-25%) Teaching “achines Continuous Frogress
Telephone fmplificaticn Flexitle Scheduling
. Scheal-within-School |
Optional Attendance
Non-graded Program

o6
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There ic the rcssi*ility thet innoveticns that recuire carital cutlays
and ;urchase of new rroducts represent an investment which schools are loath tn
nerate. And since we are measuring implementation rather than mere adoption,
our measure of usc night reflect this sunken investment factor. However, when
we o'scrve the relationship tetween cost andkdurability (as judged *y experts),
we finl a moderately negative relationship (0 = -.30). If we can rely on the
judsnments of the experts as to the extent to which each innovation is likely to
¢ rreserved, then the freater durahility of costly innovations is en unwarranted
assumption. Moreover, as we can sec in Ta*lc II.8 only three cf the innovations
that cost an initial oulay were siven hirh duratility scores ty the judres and
two of these threc were thosc which cculd rost casily tc implementec on a riece~
neal tasis: instPuctional material center and rescurce center. The logic here
is probaltly that in many cases schecls arc ret willing to meke a major financial
cermitment to an innovation which is nct roversa*le and thereforc when they

install it often dc sc on & minimal and pcrhaps meaningless hasis.

TATLE 1I. 8

DURAT'ILITY OF INMNCVATIONS 7Y “CST

COST
Duralility Hirgh L~w
high Languare Latoratory Teaching Teams
(282-17%) Instructicnal Materi=1 Center Incependent Study
Tesource Center Directed Study
Sipulaticn and Geming
Schonl-within-Scheol
Non-graded Prosram
Low Televisicn Instruction rack-tc-Tack Scheduling
(22-25%) Frosrammed Instructien Continucus Prorress
Teaching Machines Flexitle Scheduling
Telerhone Arrlification Optional Attendance

o7
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The quality <f an innovation is alsc peeitively related to the fraequency
with which it is uscd in schcols which may indicatec that the lcw quality inno-
vations -~ if they are adorted at all -- a2rc more frequently drcpped efter a
trial prrogram. Vhen we look at the reclaticnship hetween quality and freauency
of use in Tatlc II.S we can sce that the relationship is not 2 perfect onc and
that therc are four deviaticns from the primary relationship. Two of the
deviant cases result directly from cur cutting peints hetween high and low
values of the variatles; i.e., 'oth non-pracded rrerram and languape letoratory
have scores which are immediately telow the cutting peints used, in the former
case fcr the variatle of frecouency of use and in the latter for the variatle
of quality. The same is not true of the nther two deviant cases: cont inuous
rrceress is an innovation which is useé infrequently in schools in spite of the
fact that the judges assext that it is of high quality. And television instruc—
tion is often imflemented in spite of its low quality rating and e¥pense.
Interestingly, Loth of thc innovatiens whick arc used frequently hut are rated
relatively low on quality -- televisicn instruciion and languape la* nratory ==
cost money and @re well-putlicized inncveticns. It is possitle that their
implementation is the result of pressures frem those invelved in the manufacture
sr marketing cf the equipment or frem groups whe want their schools to have the
newest innovations. Acministratcrs anxiocus tc shew that they are innovative
might also select thesc twc tecause cf thcir high visirility and publicity.

Overall, the quality of an inncvaticn is nepatively related te cost as
can be seen in Tatle I1.1) (the Q ccefficient is -.54). Thus censiderations
of educational contritution cannot explein the rclationship tetween cost and
use. Of the six high cost innovations, only twc -- instructional material

center arnd resource center —- rceceived hipgh quality retines. These are low
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TAILE I1.9

FREQUENCY CF USE "Y OUALITY OF INNOVATIONS

Use

High
(4.2-4.0)

Lew
(2.€6-4.1)

High
(28%-€7%)

Instructional Material Center
Teaching Teams

Rescurce Center

Independent Study

Directed Study

Languase Lacratory
Television Instruction

Lew Nen-graded Procrar Simulaticn and Gaming

(272-25%) Continucus Progress Prorrammed Instruction
Teaching Machines
Flexitle Scheduling
Opticnal Attendance

TATLF 1I.1D
OUALITY OF INNOVATIONS IY COST
COST

Quality Biph Low

High Instructicnal Material Center Teachiny Teams

(4.2-4.8) Rescurce Center Independent Study
Dirccted Stuly
Crntinucus Progress
Nen-gradcd Program

Low Languare La'coratory Simulaticn and Ganming

(2.6-4.1) Tclevision Instructicn Flexi*le Schcculing

Pregorammed Instructirn
Teachine Machines

Optional Attendancce
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risk innovations in that they do not enteil fundamental restructuring cf roles,
etc., and they arc 'cth inncvaticns which, as was ncted atove, can be imple-
mented piecemeal (one can gradually expand the facilities. Therefcre, they
dno nct demand a large initial investment.

Turning to the varialle of administrative difficulty, we can sce that,

as might e expected, it is slightly negatively rclated tc use (Table II.11).
Innovaticus which entail greater difficulty or adjustments are less frequently
used than these that can te installed more casily. On the cther hard, some
innovaticns which arc difficult te instz1l are implemented quite frequently,
which means that the desree of administrative adjustment that is recessary

does nct create an insureratle harrier tc implementaticn.

TATLE II.11

FREQUENCY OF USE LY ADMINISTFATIVE DIFFICULTY

£DMINISTPATIVE DIFFICULTY

High Low
Use (2.2-2.8) (1.6-2.1)
Hich Teaching Teams Language Labnratory
(262-£7%) Television Instruction Instructional Material Center
Independent Study Resource Center

Pack-to-Cack Scheduling
Directed Study

Low Non-graded Progran Sinulation and Gaming

(22-257) Continuous Progress Teaching Machines
Flexitle Scheculing Telephone Amplification
Schoel-within=-Schocl

Ortional Attendance
Proprammcd Instruction




45

Although adriinistrative difficulty is not {irectly rclated to the cuality
of an innovaticn, it seems prctable that it is a variable that intervenes
between the judement of an innovation's worth and the final decision to irple-
rent it. Both of the innovations which were used infrequently in schoole tut
vhose vorth was rated as being relat{vely high also received relatively high
adninistrative ¢ifficulty scores. In particular, ccntinuous progsress vhich wvas
2 deviant case in Tatle II.S, had an adjustwent score of 2.6, and non-graded
procren, the borderline deviant case, had an adjustment score of 2.f. And,
interestingly, cne of thc innovations which was used frequently but received
2 reclatively low cuality score -- languegc lahoratory -- also received a low
edministrative difficulty ratine (1.0), which suggests that its frequent, per-
haps indiscriminate implementation mey derive in part from the fact that, aside
froe: its cost, it is relatively casy to irplement.

Finelly, administretive difficulty of implementation, as ratec by the
judees, is ncpatively rclated to cost, as scen in Tatle II.12. This suprests
that the daveloprent of new practices rccuiring the nurchese of ncw ecuiprient
~r ~ther resources has teen successful in serlvine the protlen of implerentatien.
Iswever, the fact thet nct all of thesc new procucts zre hiph in 2ducaticnal
value suprests that the protlem cf implerentaticn nay have heen sclved et the
expense of devclcopine practices cf cxenrlary value. And it is alse pcssible
thet the adeptirn of "ensy" inncvatirns has served as a token substitute “er
structural changes which pronise ercater ccuceticnal irmpact, such as continuous
rresress, non-greded prosreams en’ dirccte” stucy.

Ancther implicaticn ~f the nueative rcleticnshin hetween crst ené A'min-
istrative Difficulty is that practiticners nust ~ften fice a ' trade~of £"

batween financial cxpensc and orranizaticnel effcrt. Vhen cre crnsicers that

o1



the structural chanres, such as ‘irccte. stuty jro~ras, arc of hicher quality

than certein ¢f the more c~stly, iut casily irplcrented rractices, then it

w ull seer: that the wiser ccurse ~f acti n weuld Feo te expend ~reenizaticnal
cff-rt rether than oxney. Mevertheless, it appears that practiticners are
censtrained frequently to a’ert cxrensive, 1 v impact practices bty the orson-

izatirnal prcblens rcsec by hiph irpact rractices.

TATLE II.12

ADMINISTRATIVE DIFFICULTY TY COIT

The questicn still re:ains whether it is this nerative relaticnshin
tetween cost and adninistrative difficulty that zccrunts for the rere frequent

use of costly inncvetions, since it is ;cssitle (as we have arsued) that the

COST
Acninistrative
Difficulty 1i~h Low
Pipgh Tclevisi-n Imstructicn Teaching Teans
(2.2-2.%) Prosrarred Instructiqon Indenend mt Study
H~n-praccd Progran
Centinurus Pregpress
Flexit le Scheculing
Schrel-within-Scho~l
Sptirnal Attenlance
Lrw Languase Latrratory Back-tc-Tack Schedulinr
(1.£-2.1) Instructisznel Hatorial Center Dirccted Stuly
Resrurce Center Cirulatisn and Garing
Tcaching Hachincs
Telephene Amplificatirn '
4
|
|
|
|
1
l
!
i

frequent adoptirn ~f sonic high cost, relatively 1-.w nuality irn~vaticns is

‘ lue tc their easc ~f irrlerentotirn an’ trenspertatrility. Powever, this
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exnlanati.n is vitiated *y the fact that f the twe frequently used innovaticns
~f high cost and low cuality, at least one =-- televisicn instructicon -- is alsc
piven a hich 3ifficulty score. The adeptirn of such a "fadlish” rractice can-
not e owing sclely tr its transpertatbility.

Lo~kinr at the corbinatinon of variables we have teen d1iscussinp, we ncte
that there are twe hi~h cost inncvaticns which erc very frequently adopted and
which are alsc high in quality, casily installed and likely to be rreserved.
These are resource centers and instructional material centers. It would seem
reascnatle to assume that the expense ~f these two inncvations would te offset
.y the combinatien cf their prsitive attritutes. This leaves us, then, with
cnly twe high cost inncvations whose relatively high pepularity cannot he
explained ty either quality of cose of imrlementation: televisicn instructicn
(in use in 3% of all schocls) and proprarmed instruction (in use in 217 of
all schocls). We therefore sugrost that it 1s the social function served 'y
the adrptﬁcn cf these two innrvations which acccunts for their appeal.

In en atursphere of putlic criticise ~f scheols such as we cdescribed in
‘ur Introduction, it would *e understand»*lc if schenls soucht t2 imnlenent
~ractices which were hirhly visitle arn? c~mrrchensitle to laynen. Televisinn
instructicn ap? progsrammed. instructicn are cractices »f this kind. In contrast,
continunus progress, dirccted stucy, sirulaticn cr raming, and so forth, are
relatively esnteric innovatirns, lacking equivalent prcfuccr sponscrship anc.
rullicity in the mass mecia. Ve will pursuc this ncticn in the fellowing
chapters as we explore the relaticnship tetween a variety of incependent vari-

ables and the nuober and type of innovaticns adepted in the schonls.
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CHAPTER III

Ve begin the substantive portion of our study of the adoption of innova-
tions in urban high schools by examining the school systems as units reiher
than by focussing on individual schools. There are several reasons vhy ve
begin in this fashion. ‘irst, concentuallv, it makes sense to start with the
laregest unit Of analysis and work down to smaller units. By understanding
what determines the general level at which an entire school systom innovates
ve will be able to make more sense out of the determirants of innovation in
the individual schools. econd, there are a number of variables which mav be
imvortant to our analysis vhich can only be studied by looking at the school
system in its entirety. Included among these are variables describing the
cities in which the schools are loceted and the organization of the central
office. Finally, we wanted to ascertain whether all schools in a city adopted
the same number and type of innovations. Fad this been the case our analysis
would have had to stop at the level of cities and we would have teen comnelled
to investigate only variables relating to cities with an emnhagis on the
structure and organization of the central office of the school system rather
than examining differences between the individual schools in our sample. As
we will see below, this was not the case. The schools within the cities
varied widely in both the number and type of innovations adopted. At the same
time, :ince there are also differences between the cities in the rate at which
they adopt innovations, e have reason to examine the city and school system

data first.
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Measurement of Innovation

In order to look at the cityv school svstems as single units ve created

a variable which describes the feneral level of innovation for each svstem.
The variable is a mean score, calculated by adding the individual innovation
scores for each school in a school system and dividing by the number of
schools within the city for which we have the necessary information (ct.
column L4, Table III.1).

m™he innovation scores for cities ranges from %.€ to 2.4 with an overall
city mean of 4,8, In Table III.1 we present the distributiorn of cities along
this variable in renk order from hish to low. Columns two and three of this
table show the distribution of scores within each city. ‘n column two we
give the range of scores for the schools in each city. As we can see, in most
school systems there are great differences between the schools. Fven the
cities with high mean innovation scores have wide variations in the extent
to which innovations are adonted in the individual schools. However, although
the range of scores is broad in these cities -~ there are differences of as
many as twelve innovations between the highest and lowest schools -- Ve
should also note that the ranges both start and erd at a higher point in
those cities at the tom of the distribution. Most schools inr the highlv
innovative cities have more than two innovatiors end come have as manv as
fourteen, Wwhereas in the less innovative cities there are many schools with
no innovations at all. The width of the range is also indicated in column
three of Table III.] where we present the standard deviation for each city.

The cities with the highest mean scores often have high standard deviations\

which is simply another way of showing that there is Rreat variation withini
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these cities., ovever, there are relatively hish standard deviations scat-

tered throughout txe distribution indicating that great diffcrences between

the schools within a single city is not just a phenomenon of the cities with
higher scores,

n column four of Tahle III.1 we nresent the numter of schools in each
of the cities which returned questionnaires in the initial MASSP studv. This
figure revresents the number of schools which were usecd to calculate the mean
scores. 'n the next ceclumn we have the figure for the total numter of high
schools in cach city system. By comparing the two rnumhers we can assess tho
degree of cooperation for th2 'ASSP study. 1In eight cities all high schools
resmonded to the survev. In others the resvonse rate was much lover, dron-
pine to L17 in Pittsburg». The overall reasvonse ratc *ras A17,

In the following analvsis of the differences ir innovation scores hetveen
the cities we focus on the context, starting with the hroadest context -- the
region of th~ countrv in which the school is located --- and narroving our
sights as we consider the city, the schnol system and finally the effects of
community involvement in the neighborhoods in which the individual schools
are located. 'he major portion of our investigation in this chapter examines
variablss describing the cities and the school systems. The city character-
istics we include are size, median family income, percent helow voverty level,
racial commosition and educatiorn level. The school system characteristics
ve examine are size, racial composition of the student enrollment, per oupil
cxpenditures, teachers' salaries and organization of thz central office.
There are several variahles vhich we consider relevant as both citv and school
svstem characteristics: size, racial composition, and some estimate of the

availahility of money. “hen we examine these variables as city character-
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TABLE III.1

*WAN TUNOVATION SCORFES TOR CITIES

CITY “ean Innovation Range Standard Number of Schools
Score Within City Deviation Tn- Study/Total

Miami 8.6 3-1k 3.h 17/21
“finneanolis 8.5 2-1k 3.0 21/27
San Diego 7.8 3..13 2.7 20/21
Omaha 7.h 2-12 h.2 T/1
Seattle 7.3 1-12 3.1 11/1b
Orlahoma Citv 7.1 h-11 2.8 9/15
San Antonia 6.8 3-11 2.7 Q/9
Pcrtland 6.3 412 2.k 12/18
Atlanta .9 1-10 2.7 21/21
Honolulu 5.8 L-7 1.3 5/5
Birmingham 5.k 0-10 2.5 1:/15
Norfolk 5.k 5-T 0. 5/5
Baltimore S5.h 2-11 2.7 15/21
Philadelphia 5.3 0-11 2.8 15/23
Long Beach 5.2 1-9 2.6 5/7
Rochester 5.1 1-10 2. °/11
Touisville 5.9 0-12 3.F €/
Houston 5.0 0-12 3.1 21/25
Phoenix c.9 2-9 2.l 10/10
San Trancisco L8 2-n 2.7 10/10
Nenver y,° 3-.7 1.7 A/10

6'7
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‘ TABLE III.1 (cont.'®

CITY Yean Innovetion Range Sftandard lumber of Schools
Score Yithin City Deviation In-Study/Total

Washington 4.4 2-Q 2.5 /20
Cleveland L € 0-9 2.9 15/10
Dallas L. 2-12 2.7 20/21
“temphis 4.3 1-11 2.3 21/2¢
Pittsburgh L.3 2-6 1.7 T/17
Netrojt L,2 2-10 2.5 21/2k
St. Paul b 1-8 2.2 c/o
¥ansas City L1 21 1.5 10/11
Fort Vorth 4.0 1-0 2.1 1k/15
St. “ouis 2.9 1-7 2.3 0/15
Indianapolis 3.8 0--8 2.¢ 12/12
Cincinnati 3.7 1-9 2.9 7/9
Akron . 3.7 0-9 3.1 0/10
Los Angeles 3.6 0-10 2.f Lk /5F
“lew York 3.5 0-13 2.9 k3/72
Columbus 3.k 1-10 2.k 13/15
Toledo 3.3 0-£€ 2.2 10/11
Chicago 3.3 0-190 2.2 51/65
Boston 3.2 0-11 2.8 13/1¢
lew Orleans 3.2 1-10 2.7 13/15
tiewark 3.0 0~¢ 2.0 /10
Buffalo 2.1 0-8 2.k 13/70

‘ “ilvaukee 2.k 1-5 1.k 7/15
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istics, -heir relation to tho school svstem is presumed teo he indirect,
Throughout most of this chapter our dependent varialle is the mear inno-

vation score for the cities, n the final section (wher we look at the

effects of community involvement in the schools) ve use the innovatior

scores for individual schools discussed in our introductorv chanter as our

dependent variable.

Region of the Countrv

Looking over the distribution of cities in Tablc III.1l, we can see that
there is a pattern in the rank order ir whichk the cities aprecar. Cities
located in the Prairie/Western, Southwestern and Southern portions of the
country are more ‘ikely to appear at the top of the list than cities from
other regions.l No Northeastern or Border cities apprear until we go as far
down as Baltimore and Philadelphia, ind the first Northcentral city is Cleve-
land, 'n the twenty-second place on the list. This ordering is in line with
popular conceptions that the West is & more innovative region of the country
and that the Rast is more traditional in its approach to education. However,
vhen we look morc closely at the regional distrihution of cities we can see
that there are wide variations within the regions as well as between them.

"n Table I1I.2 ve present the regional classification of cities with
the mean scores for the entire region and the standard deviation of the scores
vithin each region. As we can see, although there are differences between the
regions in this country in the rate at which city school systems within ther

adopt educational innovations, there arc alsc wide variations within most of

~

1tme regional classification of cities is presented in Table III,2.

69




564

&

ABL® III.?

REGIONAL CLASSIFICATION OF CITIES

WITH INNOVATION SCORES, MEANS, A!™M STANDARD DEVIATION

MNORTHEAST:
Rochester
Buffalo
Newark
Boston
Philadelphia
Nev York

'lean
s.D.
n

NORTHCENTRAL:
Akron
Toledo
Columbus
Indianapolis
Pittsburgh
Milwaukee
Cleveland
Detroit
Chicago

Merrn

s,

N

WV W w o
DO

|

~ =)

N\ -
~— O D
Pt

WEFNDEFWWWW
WM MW D& w =3

|

BORDER :
“ouisville
Kansas City
Cincinnati
St. Louis
Washington
Baltimore

Mean
S.D.
N

SOUTHEAST:
Miami
Norfolk
Birmingham
Atlanta
Memphis
New Orleans

Mean

VI & W w W
= ONO i O

—_~ =
TNe .
~ N\N
[

w & AV 0
DWW O & & ™M

SOUTHWEST:
Fort Worth 4,0
Oklahoma City T.1
Phoenix 5.0
San Antonio 5.3
Dallas L. h
Houston 5.0
Mean 5.4
e,n 1.1F
1 (€)
PPAIRIE/WFSTERN
Omaha T.U4
St, Paul 4,
Portland £.3
Long Beach 5.2
Minneapolis 8.€
Denver 4.8
Seattle 7.3
San Diego 7.8
San Prancisco 4.8
Los Angeles 3.6
Mean A.0
S.n. 1.f3
N (10)
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the regions and, particularly, in the Western and Southeastern areas. Although
the western portion of this countrv mav be more innovative, not all cities in
the West conforr to this standard. And, in the South we cen see that the high
rean is to a great extent deterrined by the high scores ir Miami and Atlanta,
two atypical Southern cities. This leads us to suspect that perhens the dif-
ference between the regions is created rwore by city factors than regional ones,

i.e., that there is something about the cities in certain portions of the coun-

try that allov for more innovation rather than the fact that there is a regional

ethos. Below when we look at variables descriting the cities we will he able

to account for some of the findings noted above.

Cities and School Systems

Size

We first exemine the relation of size to the adoption of innovations.
We want to know vhether the size of the city population is in any way related
to the rate at which the cities adopt innovations in their schools. 1In the
nopuler literature one freguently reads about the distinct problems of tig
cities and their school svstems. Whether the larger cities have more problems
because of their gize slo'e or reesu-~ of otrer ch-rrctériatics vhich nr~
related to size is not always clear. For instance, larger cities are more
likely to have a varietv of social problems that compete with education for
funds as well as more highly bureaucratized school svstems.

n this study we examine only the largest cities in the nation. There-

fore we cannot draw distinctions between very large and verv small cities and
totally clarify the offects of city size on school systerms. On the other

hand, the cities in the study do cover a fairlv broad svectruz of size them-
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selves and therefore we can see whotber there is any effect of size ahove a
certain level,

The cities in our study range in size of population from a low in Akron
of 275,425 to a high- in Yew York City of almost eight million.1 Among these
cities, population size has a dccided negative relation to the mean numher of
innovations adopted in the school system (r = -.28), 1In Table II.3 we can see
that the rclationship betwveen city size and innovation rates is hasicallv a

linear one.

TABLE III.3
MEANT INIIOVATIGY SCORES FOR CITITS

BY SIZE OF CITY

CITY SIZE ‘iean Innovation Scores Nurher of Cities
Small (below 500,000) 5.3 10
tediun (500,000 to a0 90Q) k.9 11
Large (over T700,000) k.2 1k

¥ (4h)

Our question then is what makes larger cities less likely to innovate
than sraller ones and, nore specifically, what is there about cities with vopu-
lations over 700,000 that inhibits the adoption of innovations. Before we
attempt to explain this relationship by the introduction of other city charac-

teristics, we want to see whether we find a similar relationship between size

1Cit_v pooulation size was obtained from the 1070 census, op. cit.
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and innovation at the school system level.

Haturally, citv ponuletion size is highly related to the size of the high
school enrollment (r = .64).1 The correlation is not perfect tecause cities
vary in the vroportions of the vopulation in different age groups (i.e., sorme
cities are "younger" than others and have a higher pronortion of school-age
children). Also, cities differ in the percent of students who attend private
schools.2 When talking about the size of the educational system, we want to
enphasize again that we are looking only at one end of a spectrunm. Ve do not
include any school systen with fewer than 11,000 students and many school sys-
tems in this country are consicderably sraller.

“he data from other studies which have examined the relation between
school systemn. size and the adoption of new educational practices is contradic-
tory. At lesst one study has found that size of school district enrollment is
positively related to innovation in districts with enrollments ranging from 00
to 99,000 students3 whereas another assumes that large cities alwavs fare vorse
because ''the sheer size of the central city school svstem becomes of overriding

importance when one considers the logistics of change." ({(Italics mine)h Re-

1school enrollrent obtained from the 1970 census, op. cit.

2Phe proportion of students who attend private schools ranges from 337
to 407, with an overall mean of 27%. “his data was obtained frar thke 1970 cen-
sus, op. cit., which lists separately figures for public school enrollrent and
total school enrollment.

3Ronald 6. Favalock and ary C. Havelock, Educational Innovation in the
ilnited States, Vol. 1: The National Survey: Thec Substance and the Process,
(Center for Research on Utilization of Scientific Knowledge, Institue for
Social Research, Ann Arbor, ’fichigan, 1973), p. 20.

YMorris Janowitz, Institution Building in Urban Education (University of
Chicago Press, Chicago, 1971) o. 23.
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search on industrial oresanizations suscoests that lareer orrarizations adopt new
jdeas and new technioues st a faster rate than smaller orsanizations, althoueh
there is some indication that the relationskip might te curvilinear, with the
very largse organizations heing somewhat less innovative than the redium-sized
ones.l
hat the city size (or its correlates) influences education indcpendently
of size of enrollment is sugerste” 1y the fact thet there is orly 2 weak rela-
ticn tctween the nurber cf stucents cnrrlled in the putlic hirh scho-ls anl! the
inncv-ticn rate ~f the systen (r = .21) ané n- relatirn khetweer the nunber of hirh
scrools in the school s¥ysten a2nd 1nnovation rates, although this measure of
school syster size is £lso highly related to city population size (r = .0h).

Since we find cnly a sligkt relaticnshi- tetween schcel syster size and inno-

vaticn rates, we sustect that whatever is causin- the relaticnship betveen city size

and innovation rates, it rust have somethirg to do with the resources at the
disposal of the city or with the characteristics of the population rather than
the fact of size alone. Therefore, Wwe now turn to cxanine a serics of variahles

vhick differentiate the cities to se~ whether thev helr to explair our finding.

One wav in which large and small cities mav Qiffcr is in the amount of
roney that is available both in terms of individual fanily incomes and cxpend-
jturec for education. :in the analysis below we first consider two measures of
the wealth of the city populetion and then turn to the cuestion of per pupil

exnenditures in the school svstem.

15 review of the relevant literature on this cusstion car be found in
Ronald M. Havelock, lanning for Innovation throush JNiss-rnination and "Mtiljza -
tion of Fnowledge (Arn Arbor, “ichigan- T’nstitute for Social Research, Univer-
~i¥% A€ ficbipan 1760)  Section 6. n. 0.
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We usz two separatc measures of the wealth of the citv populaetion: the
first is median farily incorme which allors us to assess the goneral standard
0f living in the citv: the second is the percent ¢of the citv monulatior that
lives helow the poverty level. Wc use this m=asure bercausc wo vant to be
cartain that e pict up anv inecualities in education in citirs includineg manv
poor yeovle.

Neithor of these measures has a significant correlation with the innove-
tion rate irn a city. ~lthough the median family income is pesitivelv correlated
with city size (r = .3%) it cannot explain the negative rclationship hctweern
size and innovation rates since it is the larger cities which have more wealth,
and this factor is unrclated to innovation.

"Or> thing we may be surc of in the studv of adaptability. Adaptabilitv
is influenced by the amount of money spent."l With this assertion Ross opens
his chapter on the relationship tztveen financiel resources and adaptahility
in which he cites much reszarch data (derivirg orimarily fror the Yort studies)
wkrich seem to confirm his initial statement. Yowever, some other, more recent,
rescarch bv Carlson2 and Janowitz3 tas vielded contradictorv findings. Carlson
found a rather low relation betweesn expenditure per child (his measure of finan-
cizl resources) ard arount of adoption of nsw educetional nractices. And
Janowitz has roted that a large part of the thrust for increased funds has beern

to reduce class size and not to introduce change into urban school systems.

Inonald F. %oss (ed.), Administration for Adapterility (Mev York: Yetro-
politan School Study Council, Teachers College, Columhia University, 1958},
pp. 362-L02.

2P.ichard 0. Carlson, The Adoption of Education Inrovations (Tugene,
Oregon: University of Nregon Press, 1G€5), p. 63.

3Janowitz, cp. cit., p. 21.
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ur findings are more in lire with those of (arlsor and Jznovitz than
the earlier studies. Per pupil expenditures for the cities in our study rangcs
from a low of 358 in Birmingtan to a high of almost three times that much in
“ochaster.  The ovarall mean for per puvil exnecnditures_in the:*is cities in
107C was ““R€. As we cen see in Table III.k there is a g1ight negative rela-

tion between per punil exnenditures ard the adovntion of innovation.

TABLE III.M
MPAL ITNOVATION SCORES FOR CITIFS

BY PER PUPIL “XPFNDITURES

Per Pupil Exmenditures "fean Innovation Scor-~s _El
$300 to %500 5.1 13
00 to €699 5.3 1n
700 to 799 .0 13
4300 and over L.~ 7

(k3)

From our findings we would argue that the emount of monev snent for
education on & ver pupil basis does rot necessarily reflect the commitment of
a cormunity to crecating high cuelity education. In fact, per punil expenditure
~robably reflects the expense of running a school system more than cormitment
to aqu2lity education, since it is positively correlated to city size (r = . )

and negatively to the percent nf the populatirn livine helow the poverty level

Per Pupil Expenditur-= data obtained fron pipest of Tducational

- ——
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(r = -.28), variatles which would relate to the reneral cost of livine.

However, onr findfngs have to be put in perspective. Many writers in
discussing the problems of urban education emphasize the crucial variant of
roney, noting that cities receive proportionally less state sid than other
ccmmunities,l and that costs in large cities are much higher than in suburhan
or rural areas with thc result that the same amount of money has less potential
for actually being spent on improving the education ir cities then in other
areas. Our data do not speek to these voints directlv. We are not referrirg
to the issue of quality of education but onlv to the extent to which & school

system is willing to experiment in new educatioral techniques. #And on this

issue, our data show that wben looking at differences among cities -- rather
than between cities and other types of communities -- financial resources aloewm

are not sufficient to create an innovative climate.

Racial Composition

We now introduce the racial composition of the city and of the school

svstem as variables which may help to shed light on the relationship hetween
city size and innovation.

The racial composition of the city population is related to the mean in-
novation rate of a city. The higher the proportion of whites in the population
as a whole, the greater the likelihood that the school systen will be innova-
tive (r = .25). The provortion of a city that is neither white nor Black is
not related to the number of innovations in the city school system at all.
However, the larger the percentage of Blacks in the city population, the lower

the mean nurber of innovations (r = -.72),

1Seymour Sacks and Davic¢ Ramney, The Allocatinn of Fiscel Pescurces tc
Large City School Districts (Syracuse: Syracuse University Press, 19¢8).
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In the tables belov we will use the proportion of Blacks in a citv rather
than any other racial or ~thnic group to describe the cormosition hecause the
census definition is clsarer for Blacks tran it is for vhites! and because
whother the remainder of the city's population is Caucasion or of sonc other
riinority group does not seen to be as relevant a distinctior. A large Oriental
or Spanish surname population does not have any significant effect on innova-
tion.© It is important to note, however, that vhen we cnmnloy thc variahle per-
cent Black to describe a city, this does not mearn that the city is otherwise
mostly white, since scveral of the cttics with srmall Plack prpulations have

cther ninority pﬁpulations.3

Ac Table III.5a makes clear, the negative relation hetween the vercert
of the population that is Black and innovativeness is »r no means a strictlv
linear one. The correlatior is masking a "steo" relatisnghin., There are’drly
slight diffcrences between the several groupings of cities with more than a
10" Rlack ponulation but the ten cities with less than a 107 Flack population
arc, ‘hen combined, far rore likely to be high on innovation. (This is not to
say, of coursz, that no city with a significant Rlac* population has a high
meen innovation score: Miami and Oklahoma City both have Rlack populations
which excecd 107 of the total and have innovation scores of 8.F and 7.1

respectively. )

¥he 1970 census defines populations as teing White, Negro and only
in some cases uses other other classifications. Therefore Svanish and other
vorulations are occasionally classified as Whites.

2'I’here is no relationship between the percent of the school population
that is neither white nor Black and rean innovation scores.

3For instance, thc Southwestern cities cont&in sizeabtle Mexican-American
porulations, : ’ ’ .
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‘ TABLF III.Se

YMRAY INFOVATION SCORTS T™OF CITIES

RY PERCENT OF CITY POPULATIOF THAT IS RLACK

Percent Black “ean Innovation Scores Nupber of Cities
Less than 107 £€.3 10
10% to 107 L.3 1k
20% to 307 k.3 11
Over L0T L.5 9
(43)*

If we exanine the relationship between racial composition and innovation
at the school syster level we find a similar reletionship. ‘fean irnovetion
scores are strongly related in a regative direction to the percent of the stu-
dent body that is Black (r = -.47); rot at all to the vercent of the student
body that is Caucasian; and only slightly, positively, rélated to the vercent
that is necither Black nor Caucasian (r = .19). T™his means that some of the
cities that have high innovation rates have large ron-Black minority student
populations and that thrse populetions do.not inhibit the rate of irnovation.
Hovever, these are elso, generally, cities with small Plack populations, There-
fore, e assume that what is causing the relationshin is the absence of a BRlack
rinority and not the presence of other minority groums.

The relationship between the proportion of the sc. 1 systerm population

11 tables vhich include the variable of racial composition exclude
Fawaii because the racial situation there is totally different than that in
‘ the con’ inental U.S8, cities.
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‘ ‘hat is Black and mean innovatior scores when exanined in tarular form (Tarle
I11.5b) appears very much as it did when cxamined at the citv level: there is,
again, a "tipping point" above which differences ir the percent of the student
propulation that is Rlack have no cffect on innovation rates. School svsterms
|
vith more than 207 Black students are far less likely to be innovative than
|
school svstems with fewer Blacks. (Th~ difference in "*inving points" between ;
the city level and the school svstem level can probably be ascribed to the fact %
|
that Blacks have a higher birthrate than whites .- and thereforce have more
school-age children -- and the fact that where there are more Blac¥s jn A
school system morc parents rmay serd *heir children to private schools.) Ir any
case, the ten cities with small Rlack student ropulations arec the sane citjes
with few Blacrs ir the populetion as 2 whole. Thev are Denver, Long Rcach,

Minneapolis, Omaha, Ploenix, Portland, San Antorio, San Diego, Seattle and St.

Paul.

TABLE III.Sb
"EAN INNOVATION SCORELS FOR CITIFES

BY PERCENT OF HIGH SCHOOL EMRCLIMENT THAT IS PLACK

Percent Student Populatior

That Is Black Mean Innovation Scorcs Tumber of Cities
Less than 207 6.3 10
2n% to 29% k.1 1
30% to 39% L.3 11
Over LOZ k.3 11
(43)




Size and Racial Composition

We now turn back to the quwstion of the relation between city size and
inncvation rates to sec vhethor the findings about racial corposition of the
city mopulation holp to clarify it. Although there is no statisticel correla-
tion between citv size and the racial composition of a citv (" ecause of a
slightlv curvilinear rclationship) f ¢ look at thesc two variables in tebuler
form (Teble TII.”), it is clear that there is some nositive rclationshin. No
city with a population of over 700,00N “as a Plack ponulation vhich comprises
less than 107 of the total city population, vhercas a total of twelve smaller

cities have rrlativcly small Black populations. Given our findings ahout the

relation between racial composition ard innovation, it is not surprising that

when we look at innovation rates within categorics of citv size and the vercent
of the city population that is BlacVv, the relationship hetween city size and
innovation essentially disappears. Looking at the rows in Teble III.T we find
no consistent effects of city size on innovation rates. However, if wve read
down the columns we can see that th.o relationship betwcen the percent of the
city population that is Black and innovation scores persists quite strongly
and in rmuch the seme form as tefore.

Since neither city nor school system size have anv consistent relation
to innovation independent of the relation of the rercent of the city or school
system ponulation that is Black, we now vant to ask what it is ahout cities or
school systems that have substantial Black minority oopuletions which make them
less likely to innovate.

e first want to consider the question of desegregation, Obviouslv,

school systems with large rroportions of Black studrnts are likely to have

d=alt with the problems of descgregation during thc pest decade. The effort
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‘ TABLE III.§

PFRCEMT BLACK POPULATION PY CITY SIPE

CITY SIZF

Percent Black Population Srall Medium Large
Less than 107 oRY 45" —
10% to 192 33 18 k=7
Over 20% 3 3¢ 57
(1007) (297) (1007)
N 18 1n 1k

TAPLE IIL.7
MEAM INNOVATION SCORES FOR CITIFS

BY SIZT AND RACIAL COMPOSITION

NITY SIZE

Percent Black Population Small Mediun Large
Less than 107 5.3 6.3 _—
(5) (s) (0)
10% to 192 5.3 3.3 3.7
(€) (2) (€)
Over 207 Lb 3.9 b6
(1) (4) (8)

involved in working out a viablc plan for ending school scgr~gation might have

L]
interforcd with other school system operaticns =2nd, in particular, with rcsearch
into nevw ~ducational practicrs sinc~ innovation can hc s t aside for a time

‘ without cndangering other importa:s’ school functions. Also, it is vossible
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that schooi svstems with largc Rlack student populations would atterot to main-
tain a "low profile" du-iag a period of tenmsion. If the introduction of mafjor
innovations would draw attention to the school svstems and raise nev quaestions
such as whethcr the irnovations were teing "distributed" eoually to Black and

white schools, school administrators might decide to cschew such nractices

until they could do so without risking advorse nublicitv.

In fact, however. ve find no differcnce in innovation rates hetween school

systems which have dealt with problems of desegregation and trosc which have
not. Among the 26 schocl systems for which wc have data, 9 answered affirma-
tively to the dquestion:

Were anv high schools in the school svstem desegrenated through a

ruling from the Central Office or by Court Arder orior to or dur-

ing the 1967-6" school year?!
The mean innovation scores for these nine schools was 5.1, the same as for the
17 school svsters whicrk had not implemented anv desegresation plan. If we
control for the racial composition of thte school svstem, thesce findings remain
the sane. ix cities with Black student enrollrmcnts of over 207 wern dasegre-
gated and 11 were not. The scores for thesc two grouvs of cities are 1.7 ané
L.3 respectively. fmong the cities with fewer than 207 Black students there
wvere only two which werc desegregated. The mean scores for thnse two cities
are sorievhat lower than for the six cities which Aic not desegregaté (scores
of 5. and A.5 respectively). However, ith o fewv cascs, and with the direc~
tion opposite to that in the cities with larger Plack vopulations, we vould

not wish to draw anv conclusions. Therefore, we tentatively can say that the

difforences between cities with large Black student populations and those with

lrnis question was asked in the survev of central offices which is fur.-
ther described in 4Appendix D.
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20% or less Black student enrollment is not due to the fact that the former group
cf cities have dealt directly with protlems of rscial talance during the past ten
years. On the other hand, it remains likely that the existence of a difficult

racial situation iy a major factor in determining innovation rates.

Fducation Level

The next variable we introduce -- the percent of a city population which
has graduated from high school -- potentially can explain the relationships
discussed above since it is plausible that the higher percentage of Blacks in
a city depresses innovation because of a lower percentage of high school grad-
uates. It is frequently argued that communities with a high number of well-
educated parents have better schools because thesc parents have the knowledge
and ebility to make certain that their concern with education is transleted
into action by the school board and other educators. This argument is surmed
up by Kumpf who asserts that educational level is a key corponent of the type
of cormunity most likely to support innovative schools:1

An adaptable school tends to be located in a cormunity which . . .,

tends to be high in per capita wealth, ner pupil expenditures for

education, percent of eighth grade, high school and college grad-

uates., A fairly high median (educational level) has been attained

by those who are twenty-five years of age and older in the com-

rnunity. . . . It has a high level of understanding of what schools

can do.

In our sample of cities the percent of the population that has graduated
from high school (our measure of educational level) ranges from 33% in St.
Louis and Newark to 66% in San Diego and Honolulu.2 The relation between the
percent of & population with at least a high school education and the city

inncvation rate is a fairly strong linear one (r = .28): the mean city innova-

tion scores rise with each additional 10% of the populatior that has graduated

1carl H. Kumpf, The Adeptable School (New York: Macmillen Co., 1952),
pp 13-15 .

2Percent high school graduates data obtained from 1970 census, op. ecit.
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from high achoc... .

As we might expect, given the well-known findings about differences in
mean education levels betwecn the various subpopulations of this country, the
percent of a city population that has graduated from high school is negatively
related to the percent of the population that is ‘Black (r = -. 50).

The question therefore is whether it is something unique about the
racial composition of a city that is determining the innovation level -- e.g.,
the fact that cities in which there is a higher proportion of Blacks face
unique problems which may inhibit the adoption of innovatioms in the schecol
system -- or whether educational level is an imporcant determinant, independ-
ent of its relation to the percent of the city population that is Black.

In Table III.8 we show the mean innovation retes of the cities within
our categories of the percent of the population that is Black and percent of
the population with at least a high school education. Examining the table we
find, by reading down the columns, that there are nc independent effects of
education leve'. Within the categories of percent Black, there are only slight
and inconsistent differences between cities with different proporticns of the
population with a high schocl education. Reading across, however, we see that
the relationship between the percent of the city that is Black and inncvation
rates persists quite strongly: the ten cities with fewer Blacks have higher
innovation rates than the remaining thirty-three cities no matter what educa-

+. ticnal level we examine. The data suggest (although there are very few cases)
that although education level may be an important determinant of innovativeness
in some communities, among the larger cities in this country there are other
factors which are far mecre important. Whereas in small communities it may be

. possible for a well-educated population tc determine the quality of the schools,
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‘ in the large cities sther factors intervere.

TAELE 1I7.8

MEAN INNOVATION SCORES FOR CITIES
BY PERCENT BLACK POPULATION

AND PERCENT HIGH SCHOOL GRADUATES

FERCENT CITY POPULATION BLACK

Low . Medium High

Percent High Schcol Graduates (Less than 10%) (10 to 19%) (Over 20%)
302 to 327 - -— 3.9

{0) (0) (5)
40Z tc 43% 6.8 3.8 4.€

(1) (3) (10)
50Z to 53% 5.7 4.6 4.6

(4) (8) (4)
Over 60Z €.7 4.2 -

(5) (3) (0)

Up tc this peint, then, we have nct found any characteristics of cities
or their populations which account for differences in innovaticn rates except
for the proporticn of the city that is Black. Variables which researchers in
the past have fcund to be impcrtant determinants of innovation levels in small
communities such as the size cf the system, the amount of monmey available and
the education level of the cormunity do not operate in the same way within
the large cities. Belcow we will lock more clcsely at the immediate context nf
the schools, examining rarent invalvermeamt. Then We will lock at several other
schcnl system features: teachers' salaries, the presence or absence of a teachers’®
union and the relationship between the central office and the individual schools

. in the system. Before moving on, however, we would like to point ocut that our
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finding that cities with larger prcpertions of Blacks living in them are less
likely tc inmovate helps to explain, tc some exteat, the variaticns within and
between regions noted above. All ten of the cities with small Black popula-

tions are lccated in cither the Southwest or the Prairie/West portions of the

country. If we control for the percent cf Blacks living in a city, we find
that in the nver 10% %Slack corlumn the Prairie/West rericn is n~ l-nrer extraor-
dinarily hish and that, althoush some regional differences remain, . they are

nuch reduced. This indicates that in part the differences between regions are

because of the racial composition of the cities included in the region.
TABLE III1.9
MEAN INNOVATION SCORES FOR EACH REGION

CONTROLLING FOR PERCENT OF CITY POPULATION THAT IS BLACK

PERCENT CITY POPULATION BLACK

Low High
(Less than 10%Z) (Over 102)

NORTHCENTRAL - 3.7

9)

NORTHWEST -~ 3.8
(6)

BORDER - 4.5
(6)

SOUTHEAST - 5.5
(6)

SOUTHWEST 5.9 5.1
(2) %)

PRAIRIE/WEST 6.4 4.2
(8) (2)
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*~maunity Invelverent

Much cf the research on iar.vation in schocles un te this tire has focussed
or. school systens locate! in coemmuritice far smaller than the larpe urhan envi-
ronments wh' > surrcun? the schools in this study. This fact mirht heln to
exnlairn why we have nct here Auplicate’ somc findin~ of past research. For
instance, we have nct found the educatinn level cr inceme level of the city
popuilaticn rnakes ary Jifference in the innovation rates irn the svsten as a
whcle. Cut, @e are nct exanining thesc variotles at the same level as has
teen ‘'one in the past. Cities are made op cof many differemt types of cormu-
nities an< hy looking at “avcrages” as we have, it 1s not surprisine that we
cannot duplicate the findings of thosc whe fccussed on snaller, norc horoge-
neous units. There is, however. onc way ir which we can examine the individual
schocl's relaticns with their immediate neishhcrhood context, and this is ty
lecking at parent involvement ir the schools. In the past it has tecn noted
that the degrec to which parents are cencerned with and imvolved in th: ecducz-
ticnal process of their children can *¢ 2 crucial factor in <etc<rrining the

1 . want to know whether within citics such

~aality cf the educatien previcec.
invclvement is pessikle an” further whethar it has any impact on the type of
cducation which ~ccurs. , ¢
In the NASSP study the principale were asked to indicate the cxtent to
vhich lay peonle from the ccomunity uzre irvelved in activities conducter ty

the school. They were cffered z list of scven activities anc were asked to

-~

check whether ccrmunity invelvement accurres 1)"frecuently” 2)"scmetires”;

3) ’'nevar or almost n-ver. The seven ictivities are listed in T2t le I1T7.1C

‘ 1Kut:.pf, np. cit.

Q . EBE; |
ERIC -

Aruitoxt provided by Eic:
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alenp with the percent of principale whe reosponded that par.nts were invelved

“frcouently.”

TARLE III.17

COIMUNITY INVOLVEMENT ACTIVITIES

TERCEI'T OF SCHCOLS

PFSPONRING
ACTIYITIES "FRENUENTLY"
Overall cfucetional planning for this
schocl 112 (553)
Overall evaluation of this schocl's preeram 97 (F57)
Tlarnins and/or supervising suprlementary
cducaticnal expericnces for the stulents 132 (€56}
Planning and/or supervisins aspects cf this
schorl's student activity prc~rars 13%Z  (Ff57)
Career levelcrrent programs involving
teaching assistance with increasing
responsitilities 147 (€49)
Advisers fcr special instructional pro-rams 247 (F£57)
Occupaticnal infermaticn plennin; c-rferences 242 (€47)

Notc: N's vary recause of differcet response rates.

A score feor cormunity invelvement wes created for each individual scheol
ty édding the nur' er of frequent respenses, weichtins the first twe items
(cverall educaticnal plannipz and cverall evaluaticn) 2s two since they seemed
to te m~re importent and 2lsc tc cccur with less regularity than many of the
other items.l The sc~tes for the schoocls ~n this variatle of community invelve-
ment rance from O tc - with an overall meen of 3.2.

The defree to which the cormunity irmediately surroundir = school is

lve ¢n net use cities in this analysis 'ecause the range of scrres for
the scheols within the cities were tor broad for us to cortine them into 2
’ valid single indicatcr.
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TAZLE ITI.11
COMMUNITY INVGLVIMINT AND INNOVATION PATES

(FOR INDIVIDUAL SCEOOLS)

Community Involvement:

(Numter cf activities in w Percent ~f Schecls
which lay pecple “frecuvently” with Hirh Innovation Rates*
involved) (5 or nore)
M

Very Low (7-1) 337 (129)
Moderately Lew  (2-4) 447  (1€2)
Mnderately Pich (5-F) 517 (158)

High (7-2) , 7y (121)

Ncte: This variahle has Lemn dcscribed above. Cf£. p. 15,
Chapter I.
invelved in the ecducational processcs which tare nlace in the scheol is
strensly related to the rate at which the schenl innovates. As we can see in
Tahle 1II.11 schools in which there is freruent lay invelvement in 2 wide ranse
of activities arc far mcre innovativ: than schocls in which the community is

rarcly invelved. We do nct necessarily want to draw a Jdirect connection
L

t etween thg;éfiwm phencmena and argue that parent invelvement creates or causes
e s —_—
innovatipnl Tt is possitle that the two derive from an underlying administra-

tive commitment to flexitility which enceurages toth the involvement of indi-
viduals outside of the 'ureaucracy in ecucaticnel rrograms as well as the
adoption of inncvatioms. It is alsn possitle thet the impulse for lay involve-

ment stems frem the copmunity itself and is an indication ~f dissatisfactiocn

and pressure for chanpe. In our next chajter we will discuss this further and
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dunonstrate that elthruph community invelvement is nlwavs rclated o innova-
ticn, the rclaticnshipy is far streager in some tyres ~f cormunities (as

reflected by the comprsition of the student enrcllment) than in others. Ve
will also cxamine there the effects of community invelvement on the discrim-

ination with which the inncvations arce sclected.

ERIC

Aruitoxt provided by Eic:



Scheccl System

Teachers' Salaries

At the school system level, a variable which might reflect the importance
a community places on the educaticnal process is the amount they are willing
to pay tc acquire and retain good teachers. Our data, however, show only a
slight positive relation between teachers' salaries and rates of innovation:
the mean innovation score for cities with annual teachers' salaries over $8,000
is 5.1; the mean innovation scores for cities which pay their teachers less

than that amount is 4.7.1 Further, teachers' salary is negatively related

to the percent of the student population that is Black (r = -.35). Of the

seven cities with less than a 20% Black student enrollment (for which we have
data on teachers' salaries) only two (28%) grant their teachers mean salaries
of less than $8,000 a year. Of the twenty-seven cities with larger Black stu-
dent enrollments, eightecen (66%) pay their teachers annual salaries of less
than $8,000. The mean innovation scores controlling for teachers' salaries

and percent of the student jopulation that is Black are shown in Table III.12.

TALCLE III.12
MJAN INNOVATION SCORES FOR CITIES

BY PERCENT DLACK STUDENT ENROLIMENT AND TEACHERS SALARIES

PERCENT STUDENT ENROLIMENT THAT IS ELACK

Teachers' Salaries Over 207 Uncer 20%

Under $8,000 4.2 8.0
(18) (2)

$8,000 and over 4.4 6.1
9 (5

1p teachers' salaries obtained from i 1
Stat 1s€ 33?“0 .acixt. Digett of Educationa
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@
Even with 2 linite~ number of cases, it seems cbvious that innovation

rates are more determined bty the racial composition of the student population

than they are by the amount of moncy that the school system is willing to pay

its teachers. 1In fact, teachers' salaries, like per pupil expenditures, ~Fem

tc be related more to factors such as family median income (r .40), city

size (r = .39) and the percentage of high schonl graduates (r = .44) than to

4

a commitment to education as evidenced by innovation. If school systems with
fewer Dlacks are more likely to pay their teachers good salaries, it may well
be because that is what is demanded in a community where the standard of living

is generally higher.

Teachers' Unions

There is another side tc the issue of salaries. They may be determined
to some extent by whether or not the teachers in a school system are represented
by a union.1 We find, with 22 cases that in the school systems where the
teachers are represented by a union, the salaries are, on the average, almost
$1,000 higher than where there is no uninn looking after the interests of the
teachers. Teachers' unions may alsc affect innovations rates but the effect
it will have is debatzble. Some teachers argue that a union will help them
become more professional and that they will “e more likely to support high
quality ecducaticnal practices. Opponents of unions argue that when teachers
are represented by a union they might show more resistance to what they con-
sider threats to their autonomy and with union support will effectively block

say changes. In our data we do not fincd any significant differences in inno-

IThe questicnnaire mailed to the Cer.ral Office of each school system
‘ asked for information about union representation (cf. Apvendix D). Of the
twenty-two cities which responded to this questionnaire, teachers were rep-

resentec. by a union in fifteen.




vaticn levels between th.sc cities where the teacherc are represented by a
union and these in which they are nct. Thus we cannot support either view.
However, the teachers unions are a relatively recent phencmenon and our data

may not reflect any impact they may have had since the late 1960's.

Decentralization

The relationship of the degree of decentralization to innovation is one
which has been explored in a variety of organizations. In most cases it is
found that organizations with a decentralized administrative structure have a
higher rate of adoption of innovation. For instance, defining centralization
as the "concentration of power and decision making in the hands of a small
proportion of individuals," Hage and Aiken argue that the higher the centraliza-
tion the lower the rate of program change. The supporting ratiomnale for this
is 1)when power is located in the hands of a few individuals, these individuals
are less likely to experiment because they feel that they might lose their
power; 2)more participatinn in decision-making has the potential for bringing %
many diverse ideas forward that may identify new areas for change, but less ‘
participation does not; and 3)more decentralization also leads to conflict in
perspectives for dealing with issues which is likely to identify new areas for
change.1 Along these lines, Cillie found that schools with decentralized
decision-making apparatus adepted more new programs than did centralized
schools.2 Outside of the field of education, Ben-David in his study of redical

research found that the development of medical techniques and programs pro-

ljerald Bage and Michael Aiken, Social Change in Complex Organizations
(New York: Random House, 1970), p. 38.

2Francois Cillie, Centralization or Decents .lization: A Study in
Educational Adaptation (New York: Teachers College, Colurbia University
Press, 1940), p. 195.
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gressed neore slowly in countries with highly centralized mcdical resecarch
organizations.1
Some other rcsearchers add qualifications tc these conclusions. In a
digcussion of the effects of various organization characteristics on innova-
tion, Zaltman et. al. note that ''centralization can have different effects at
different stages of the innovation process. Less centralization appears tc
t¢ more appropriate in gatherihg and prccessing the informaticn at the initia-
tion stage . . . However, at the implementation stage it may be that more strict
channels of authority can reduce potential conflict and ambiguity that could
impair implementation."? Similarly it has been notad that while decertralization
may increase the likelihcod of responsiveness at the local level, innovations

’

which demand a large outlay of money or central office approval may be more

easily implemented in a highly centralized system.3
Most discussions of centralizaticn use a measure describing the concen-

tration of decision-making power in the hands of a small number of individuals.

In our discussion we use a similar variatle which reflects the degree to which

the school systems allow decision-making to take place at the individual

school level (cf. below). We also include a measurz of “ecological" decen-

tralization, i.e., whether the school district is divised irto a numter of smaller

unite for administrative purposes. 1In large cities (e.g. How York) one of

the responses to demands for community control has been the formation of lccal

1Joseph Ben-David, "Scientific Productivity and Acalemic Organization in

Nineteenth-Century Medicine,' The Sociology of Science, 4. Lurnard Barber and
Walter Hirsch (New York: The Free Press, 1962), pp. 305-328.

2Gerald Zaltman et. al., Ioncvations and Organiza:irr.y {New York: John
Wiley and Sons, 1973), p. 146.

Allen . Earton, Organizational Measurewent and Its Beariag on the Study
of College Enviromments (Princeton: College Entrance Pxamination Board, 196ij,
26
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2ftices to nanlle acministrative prollems within wore discrete arcas. Alchough
the twe types ~f decentralization -- decision-making and ccological -- may
coi=cide, they need uct. tor instance, a school system may have a number of
separate cffices which handle administrative problems as they arise tut have

no ccntrol over the decisions per se.

Our first measurc of decentralization derives from questions asked of
principals about the decision-making process in their school systems. The
principals were asked to indicate at what level decisions relating to five
areas of school policy were made. The five areas were: 1l)selection and
hiring of teaching staff:; 2)decisions regarding the content of specific
courses, 3)total schocl budget; 4)diplome requirements; and S)decision to
introduce a new course. For each area the principals were given four optinms.

1) Decision made at the central administrative level withcut the
principals' involvement.

2) Decision made at the central administration level with prin-
cipals' called in for consultation and suggestions.

3) Decision made by principals but with the approval of the central
administration, cr under central administration guidelines.

4) Decision made bty principals withcut the approval of the central
administration.

The principals were given a single score on a variable we can consider to be
individual "autonomy" created by adding the individual scores for each of the
five areas of decision-making. A high score incicates that the decisinn-making
power rests more with the principal than with the central office; a low score
indicates control at the ccatral office level. The scores for the principals
within a single city were then averaged to prcvide a mean "decertralization"

score for each city.* These scores range from 2.8 tc 7.8 with an - serall mean

lye felt this was a legitimate procedure because the standard deviationns

Q ‘ . f)(;
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-£ 5.6. The distritutiin cf cities along this variatle is prusented in Talle

II1.13.

TARLE III.13
DISTRIBUTION OF CITIES

ON DECISION-MAKING DECENTRALIZATION SCORES

SCORES Percent of Cities X
Low (Below 4.0) 232 1C
Medium (4.1 tc 5.9) 42 18
High (6.0 and over) 35 .- 15

(10072) (43)

Decentralizaticn within a city school system is related tc the rate at
which the system innovates: school systems which are more highly decentralized,
i.e., allow for more Zdecision-making at the individual schonl level, are more
innovative than those in which most of the decision-making takes place in the
superintendent's office (Table III.14). School systems in which the princi-
pals are permitted to act more autonomously allow more flexibility. If all
decisions have to go through the central office, the principals are less
able to respond quickly and appropriately to their perceptions of what changes

are needed in their schools.

for the 8cores within cities were relatively low. Therefore we aszume that
decentralization of decision-making is a matter of central office pelicy
rather than a respcnse tc individual principals.




32

TATLE II1I.14
INNOVATION SCCRES FOR CITIES

GROUPED BY DECENTRALIZATION SCORES

Decentralization Scores Mean Innovation Scores )]
Low (Below 4.0) 3.9 (10)
Medium (4.1 to 5.9) 4.8 (18)
High (6.0 and over) 5.5 (15)

Interestingly, our indicator of decentralization is also related, n°ga-
tive}y, to the percent of the student enrollment that is Clack. The ten
ci#ies which are low on decentralizaticn src mecre likely to be the highly
Flack cities (Tatle I1I.15). This is pcssitly a result of the fact that
cities with larger Black populations have heen confronted with more public
attention and criticism. The climate of concern over urban education in such
cities might have created a more defensive stance in the administrators of
these schocl systems. Centralization might hav: resulted as the adrinistrators
attempted to equalize the educational programs in the schools within the city

or tried to handle protlems of desegregaticn.

TAGLE III.15
PERCENT OF SCHOOL SYSTEMS WITH HIGH DLACK ENROLLMENT

BY DECENTRALIZATION SCORES

- a1
Decentralization Scores Percent High Black Enrollment
Low (Below 4.9) 90% (10)
Mdium (4.1 to 5.9) 842 (18)

38

High (6.7 and over) 15% (15)




. Even when we control for the percent nf the student bedy that is Dlack,

»

thever, we find that decentralizatinn is related tc innovation, although this
relationship is prominent only aceng the cities with large Flack student popu-
lations. As we can see in Table III.16, amonz thesc cities there is a differ-
ence of over one point in the mean innovaticn scores between those cities

which are highly centralized and those in which the principals are granted

ccnsideratle autcnomy.

TALLE III.1¢
MEAN INNOVATION SCORES CONTROLLING

FOR PERCENT T'LACK AND DECENTRALIZATION

PERCENT RLACK

Decentralization Low High

———

Low (Below 4.0) 5.2 3.8
6) 9)

Me-'dum (4.1 te 5.9) 7.3 4.3
-(3) (15)

Hizh (6.C and over) 6.7 5.2
6) (9)

We now turn tc the question of ecolngical cdecentralization. In the
questicnnaires mailed toc the central offics of each city school system we
asked the question: "Was the centfal cffice of the school system c¢ivided into
a number cf smaller district officers (i.e., decentralized) prior to or during
the 1968-69 schocl year." Out of twenty-five responding school systems, ten
answered affirmatively. Primarily it was the larger school systems that were
ecolcgically decentralized: the mean numter of high schools for the ecologically

decentralized systems was 34 whereas the mean number of hipgh schcols in the
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other systems was 15. Thcse that had a policy of ecolegical decentralization

had slightly lower decision-making decentralization scores (mean of 5.3) than

those that were nct ecologically decentralized (mean of 5.8). Moreover, the
ecnrlogically decentralized school systems were no higher on innovation. 1In
fact, the average innovation scores for those school systems with district
offices were somewhat lower than those for the others: mean scores of 4.7 and
5.4 respectively. Naturally, since we are cdealing with so few cases at this
point it would be beld to draw any definite conclusions from our findings,
However, the evidence indicates that a policy of ecological decentralizaticn
does not seem tc give the principals any greate; sense that they are in control
of the policies within their own tuildings and does not increase the likelihood
of innovation. In many cases ecological decentralization may just be a way for
the school systems to simplify their administration without demonstrating any

grcater flexibility or responsiveness to the needs of the separate communities.

Superintendents

Much of the theory and research on innovation in school systems presup-
pcses a vital role for the superintendent and other members of the city-wide
administrative hierarchy. First, it is arguecd tnat the superintendent is
important because he stands at the tocp of the hierarchy of his school system
and inncvations are most likely to come from the top down. For instance,
Wayland argues that "successful innovations are mere likely to he achieved
when initiated by administrative officials, not c¢nly because of the power of
their office, but also because they are in a position to handle the system

orcblems, inevitably associated with inncvations in an on-going system."1

1si0an Wayland, "Structural Features of American Education as lasic Factors
in Innovation," Innovation in Educaticn, ed. Matthew Miles (New York: Cureau of
Publicaticns, Teachers College, Columtia University, 1964), pp. 612-613,
160




Sinilarly, Griffiths asserts " When chanze in an  rpanizati u Jlces ccecur, it
will tead tc occur from the tc; dnwn, nct from the btcttom us.'l On the ~ther
hand, kopers argues that big city school sufcrintendents are in a weak positicn
vis-a-vis their »wn school systems and are unatle to effect serinus innovations
because ""they confront . . . protectionist interests amcng teachers and super-
visors" which can block innovative action.Z

A second tody of research »n superintendents assumes that they are in a
positinn to be important initiators ~f change, but argues that this is true
only »of those with specific characteristics.3 In this portion of our analysis
we will focus first on this issue <f whether cr not certain prcfessicnal or
personal characteristics of superintendents are related to the rate at which
they inncvate. We will then consider triefly the issues mentioned above since
cur data has indicated that with respect t: inncvation the manner in which a
Svperintendent relates to his principals and the depree tc which he grants
them autonomy may be more imprrtant then the fact that he has power deriving

from his administrative position.4

1Daniel E. Griffiths, "Administrative Therry and Change in Organizationms,”
Inncvation in Education, ed. Matthew Miles (New York: Tureau of Publications,
Tcachers College, Columbia University, 1964), p. 434.

2Davic‘. Rogers, 110 Livingston Street (New York: Random House, Inc.,
1968), p. 24G. On a similar point, see alsc Drickell, op. cit., p. 22.

35ee the discussions in: Richard 0.!s‘|lﬂsgf';he Adoption of Educational
Innovations (Eugene, Oregon: University of Oregon Press, 1965); and Alfred H.
Skogsherg, Administrative Operational Patterns (New York: DBureau of Publica-
tions, Teachers College, Columbia University, 1550).

40ur information ahout the Superintendents comes from a questionmnaire
which was mailed to all individuals who were Superintencents of schcol systems
in our study during the 1968-69 school year (cf. description in Chapter 1).
The questionnaire asked for information on the perscnal and prof 2ssional char-
acteristics of these individuals. Half of the 1968-69 Superintendents respcnded
to nur survey. Therefnre, as our analysis here deals with only twenty-two indi-
viduals, it is meant to be sugzestive rather than definitive.
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A first hypothesis concerning the professional characteristics of Super-
intendents arguecs that change is more likely to occur if the Supcrintendent is
a newcomer to the system. Griffiths, fcr instance hypcthesizes that the number
of innovations is inversely prcportional tc the tenure of the chief administra-
tor.l Our data does nct confirm this hypothesis. The length of time the
Superintendents had held their pcsitions at the time of our criginal survey
ranged from one tc sixteen years, with an overall mean of seven. We found no
difference in the mean innovation scores tetween cities in which the superin-

tendent had teen there for a short period of time and those in which the super-

intendents had held their positicns for longer. Perhaps, btecause of the size
of city districts, superintendents are insulzted »y bureaucracy.

Closely related to the issue of the superintendents tenure is the ques-
tion of whether the superintendent is an "insider" or "outsider." Carlson
found that a high rate of adoption of inncvations was more likely when the
superintendents had teen promoted tc their jositions from outside the school
system and our data support these findings.2 Half of the superintencdents who
respondeC to cur questicnnaire had never held a pogitinn in the schocl system
tefore assuming that position. The mean innovation score for the school sys-
tems administered by "outsiders' was 5.7; the mcan innovation score for the
school systems dirccted by "ingiders’ was 4.6.

In addition, like Carlson, we fcund that there were other differences
between the two groups of superintencdents which argue for the fact that the
“"outsiders" are mcre ‘'cosmopolitan' in their careers and attitudes. First of

all, the two groups are different in educational status; ~nly five of the

lgriffiths, op. cit.

2Carlson, op. cit.
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superintendents had not cempleted doctorates by the time they were questioned:
all of these were insiders. On the other hand, of the five, four wire super-
intendents of highly innovative schocl systems (systems with scores of 5.8,
5.4 and 5.0) and therefore we can not conclude that the differences in educa-
ticnal status acccunt for the differences in innovation rates between the in-
siders and cutsiders. However, it is clear that schocl systems demand more by
way of training and -- as we will see below ~- experience, when they chcose
leaders from outside the system.

A seconé¢ difference between the insicders and outsiders lies in the type
of experience they had before they hecame superintendents of the schcol systems
with which we are concerned. Every one of the eleven outsiders had held the
rosition cf superintendent in some other school system prior to hig "currect
aprointment. One of the eleven haé held four such positions and several
others had held two or more such positions. Only three of the eleven insiders
had previously been superintendents although almost all c¢f them had teen a
"deputy" or "assistant” superintendent in their school systems pricr to their
promoticns. Clearly, theR,the outsidcrs are more expericnced than the insiders
and this, combined with their generally higher educational attainwents may
account for some of the difference in the innovation levels in their school
systems.

Rut the relationship can be better explained ty the racial composition
of the schocls. If we look at the two variables which we found to be relevant
in our analysis above (i.e., percent [lack student enrcllment and decentraliza-
tion) the conclusions about insiders and outsiders beccme less certain. The

schcnl systems with fewer Llack stulents were more likely to select outsiders

for the pusition of superintencent than the schocl systems with large Rlack
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student prpulatioms. Among the eight "low Plack" school systems for which we
have data, only ome superintendent was an insiler; among the 13 "high Flack"
school systems nine of the superintendents were insiders. When we control for
this fact we can see that what may be more important than insider-outsiler
status is actually the racial ccmposition of the school system itself (Tahle
III.17). Among the high Dlack school systems, there remains only a slight
difference in innovation rates between those schcol systems run by outsiders
and those run by insiders (with only cne insider in the low Flack school sys-
tems we would not want to draw any conclusions). Thus it seems that although
there may be differences between insiders and outsicders, these differences may
be less significant in urtan schocl systems than those ceriving from nther fac-
tcrs. The schocl systems with a small number of [lack students may select
"outsiders" because they have a commitment to change whereas among the school
systems with a greater proportion of Elacks the more frequent selection of
insiders may reflect the same inflexitle approach to education that makes

innovation less of a possibility.

TACLF III.17
MEAN INNOVATION RATES FOR SCHOOL SYSTEM
WITEIN SUPERINTENDENT STATUS (INSIDERS VS. OUTSIDERS)

AND PERCENT [LACK STUDENT POPULATION

PERCENT BLACK

Superintendent Status Low High

Insider 7.8 4.1
(1) ()

’ Outsider 6.1 4.9
) )
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The ocutsiders 2re, on the wholc, sorewhat more likely te run their school
systems in a deccntralized fashi~n than arc the insiders. This may *e a result
~f 2 creater understandin; of what works wecll. Although with so few cases it
is hard to examirpe the rzlaticnshin of decentralization te inncvation while
contrclline for the status of the sunerintendent, we can sce in Tatle TII.1f
that therc is gome evidence that tcth variatlcs are imaertant and that the most
inncvative schocl systems are those which arc directed 'y a supcrintcndent fror

cutside who grants ceonsiderel'le auton~ry tc his individual tuildins rrircipals.

TATLE III.1°
#EAN INNOVATION RATIS FOF SNV'OOL SYSTTM

WITHIN SUPERINTLIDENT STATUS AMD DRCENTRALIZATION SCORES

Decentralizaticn

Low Hediun Bish
Superintendent Status Gelow 4.7) (4.1 to 5.9) (F.T ané aver)
Insider 3.2 6.9 4,"
(L () (3)
Qutsider 3.4 5.¢ .0
(1) (4) )
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Conclusion

Studying and comparing schocl systems as single units in larpe cities
rresents protlems not found in studyine school systems in smaller, more homo-
cenenus contexts. Only a small portion <f the variation among cities can te
exrlained in this manner and what is left is a great deal of variaticn within
cach of the cities. Therefcre, after reviewing cur major findinps we will
meve ~n to an analysis cf the individual scheels.

The first major finding is that schcol systems with sipnificant Black
enrollments are, on the whole, less innovative than scheecl systems with pre-
dominately white or non-Plack enrcllments. This relationship remains when we
centrol for a variety of other variatles, including some of the traditinnal
indicatcrs of ccmrunity socineccncmic status. This sucgests that the :eady
aveilatility of money alone will not insurc an inncvative education system in
a city with & ccmplex racial situaticn. The mest innovative systems are nrt
l~cated in cities with tbe hishest standard »>f living “ut in those which cffer
a2 less trouhleé envirenment. And, since we knnw from our investigation in
Chapter II the mest worthwhile inncvaticns are not necessarily those vhich
have a high ccst, we can argue that school systems with a dedicatien to exper-
imentation are not hampered >y small lLudgets.

Je alsc hzve evidence that the relatirnship hetween a laree Mlack enroll-
ment and innovetinn hclds within the classification of whether cr nct the
schrol systen has directly confronted protlems cf desegregation, indicating
that the lower ratc of inncvaticn is n~t e temporary condition resulting from
2 c~rncentration of enerevies ~n racial !'alance. At the same time this dnes not
contradict the assumptinn that it is the racial rrohlems within these cities

that are at the rcot of their lower inncvaticn sccres. Emactly how the racial
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grchlen manifests itself in relaticn tec irncvation, hcwever, cannct be under-
stood until we examine the distritution of inncvations within the cities accord-
ing tc the racial comprsitinn »f the individual schcols. This is the first

tas : of the following chapter.

Our seccnd findinp, that parent inv~lvement is related tc inncvatien, is
elsc examined tetter at the incividuel schcel level vhere we can answer the
auestion of whether the leower rates ~f innnvation in more heavily Tlack cities
are tecause of lower rates of parentzl concern in Black or predominately Llack
schocls. Ve will alsc consider the imract ~f parent invelvement on the quality
of innovaticns adopted.

A third sisnificant finding is that decentralization, when censidered in
terms of an actual distritution of “eccisicn-makinz pewer rather than an ecolog-
ical arranpement, is positively related tc the adopticn of innovations. . This
finding is in accord with much of the thecry arout the adopticn cf innovation
in other types of orpanizations and has important implications for the admin-
istgaticn ~f larse schonl systems. VWhen rrst decisicns are .acde at the central
~ffice, long delays “etween the sugspesti~rn ~f change and its implementation
are prcbatly inevitetle. And, given the hctercpeneity of the populations
enralled in most of these sch~cl systems, respensiveness te the needs of any
particular populaticn seems most likely if the incdividuals close at hand can
nake the relevant decisinns. Thus administrators interested in innovation
mnight ccnsider giving principals more sutonomy, particularly with respect t¢
those innavations which dc not entail tudret increases. Our analysis nf decen-
tralization will te resume’ in ChapterVIII when wc exarmine the effect of the
central office pclicy ~n the innovation rates of the {ndividual tuilding prin-

cipals.
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Ve want to c~mment <n our finding that the impact of the status of the
Superintendents ct large school systems is 4iffercnt that that which has teen
noted by others. }dthough we found that superintendents from cutside the
school system were more innovative than those from inside, it was also appar-
ent that this relaticnship aeither could explain nbr was as immortant as the
reletionship tetween the percent of the student enrollment that is T'lack and
innovatior. In the larpe school systems imrcrting a leader from cutside is
not enough to prrnduce meaningful changzes if there are other cbstacles.

Finally, it is necessary to note some of the devient cases in our anal-
ysis. Although it is primerily the cities with low Flack enrnllments which
have hivh rates of innovation, there arc several cities with significant Tlack
student bodies which also have extremely high innovation scores: Miami, Okla-
hoga City and Atlanta. These cities are alle to overcome liabilities which
impede innovation in other cities and the factort that allov them to do so can
only be guessed at here. All three cities are gfrowing, relatively wealthy and
coatain secure industrial concerns (althouph to the extent that Miami relies
kcavily on tourism it may suffer during an inflationary period). Miami and
Atlanta toth have reputations for innovaticn, not only in their schools tut
in their governments as well. Cleerly, in cach of these cities the schocl
systens are reflecting something nnt touched cn in our data tut werth of inves-~
tigation in the future. Iancvation in schocls cannot te tied down hy statis-
tical correlations sc leng as citics havs distinctive and idicsyncratic fea-

tures.
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CHAPTER IV
THE STUDENIS

In this chapter we describe schools in terms of the students who attend
them. The initial portion of the chapter is highly related to and, in fact,
to some extent a continuation of what we hegan in the chapter before this; i.e.,
we are relating the distribution of innovaticns to such variables as race and
socioeconomic status. However, the focus is somewhat different here. In Chap-
ter III we looked at a city as the enviromment or supporting community for a
school system and took a broad apprcach which, as we saw, could not satigfac-
torily explain either the differences between or within the cities. Here our
approach is narrower (in that we examine individual schools) and the focus is
shifted towards the students (and parents) who, as clieats,” attend (or have
a deep interest in) these schools. .
In the first section of the chapter our view of the students is that they
are essentially passive but that the administrative decision to imnovate may
be determined to scme extent by the students' characteristics or their institu-
tional correlates. These charateristics are SES, race and academic quality.1
There is very little research on this issue and what there is offers contradic-
tory results. Anderson found that teacher resistance to innovation increased

with the socioeconomic level of the student body.2 On the other hand, Smith

lln the analysis we chare '1..-ize the student bocies of the schcols in a
variety of differeat ways. Although the variables derive from individual stu-
dent chasacteristics, they Lecome school characteristics hecause for each one a
' single descriptive measure is applied to each individual school. This means
that we csnnot perform an analysis of the differences in exposure to tue inno-
vations for different groups of students within a single school.

2James G. Anderson, Bureaucracy in Fducation (Ealtimore: John Hopkins
Press, 1968), p. 148 109
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found that the percent of parents em;lryed as unskilled wcrkers was signifi-
cantly, negatively related t- alapta*ility in secordary schocls. Fe also found
that the percent of pupils enrclled in collegfe preparatery courses was neeas
tively related to aéaptability.l Wwe fin< thercfore, that the response of
schocls t~ different types of students is very little understycd, an issue
vhich is important in light ¢f recent claims that schenl systems wake inadc-
quate attempts te inprove education ir shotto neight orhoods.

In the seccnd secticn ~»f the chanter we continue our focus on racial
compesiticn tut shift tcowards a censideration of the parents, continuing thce
investiyaticn of community invelvement wc tegan in Chapter III.

In the final pertion of the chapter we troaden our classification of
schonls %y the type c¢f student attencing them Ly examining several aspects of
the students' relaticnship te their schools; their merale, the depree to which
order and safety is a prrtlem, and student prctest. Rather than viewing the
students ~nly as passive clients, therefore, we begin tc deal with staff-student
interactions and examine the relationshir btetween different types of interac-
ti~ns cr student responses t> the sckrol and the rate at vhich inncvati~ns are
adnpted within the schcel. Thrcugzhout this secti’n we examine these mrre dy-
namic variables within categories of student characteristics.

Thrrughout this chapter ~ur analysis is erriched ty a consideration of
the quality as well as the number of inncvaticns adepted. We will te atble to

descrite achorls eccordine tc the fcur-fold classification established in Chaprter II

1Sampson Smith, "“Pupil Factors Related tc the Quality of Educatin,n,"
(unpublished EdD. Project, Teachers Cnllere, Columt ia University, 1551), pp.
44--45.

ZWC want tr~ meks 2 comment 2'cut our toint cf view. Thc ecuality ~f
cducational cprortunities f-r all tyces of students is an area ~f much fervent
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STUDIMT CFAPACTERISTICS

In the following discussion of the characteristics of the students
attending the schools we begin with the racial cowposition of the scherls
since race was identified as being highly related to the adoptinn of irnova--
ticns ameng city school systems. UWe then turn te an examination of the socio-
economic status of the students attending the schools. Althecugh no measure
of the wealth of the community was found tc be independently related to the
adoption of innovations in our city analysis, it is entirely conceivable that
the broad view obscured the differences among 2istinct city neighberhoods.
Finally, we will consider the academic quality of the students attending the

school, a variable which is likely tc be hiphly related to both race and SES.

Racial Composition cf the Schools

Does the raciel composition of the student bedy of 2 school have any rela-
tion to the number of innovaticns adopted in a school? Tc ansver this cuestion
we must first classify schools by the racial or ethnic affiliations cf the stu-
dents attending them. Most of the high schcols in our sample do net have sig-
nificant proportions cf students who are not either white or Flack. Obviously,

as we discussed in the preceding chapter, cities vary in the extent tc which

discussion in America today. Ve dn n~t at this point want to enter the arena.
The adoption of educational innovations is only one of many means through

which schools might te attempting to offcr students high quality educaticns.
Schools which have low rates nf adoption #s measured by our irdex may be restruc-
turing in other vital ways and/er adopting other types of innovations not included
in this analysis. To assume, befcre looking at more data, that a low rate of
adoption of innovations means an inecuality of educational opportunity is to

take one aspect of an educational experience and to dreaw draratic conclusions

fron it.
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their populaticns include other racial groups, but the majority of the school
are either predominantly white or Black or some combination of these two major
racial groups, Therefore, for the purpose of this analysis we find it most
useful to classify schocls by the proportion of either white or Black students
and ignore the extent to which other racial or ethnic groups are represented
in the student body.1 Since the proportion of Black students in a school sys-
tem was shown to be a crucial variable in our analysis above, we will use as
our definition of the racial composition of a schcnl the extent to which the
student tody 1s composed of Black students. Belcw we will show that there are
important differences between schools cefined this way.

In Table IV.1 we show the distribution of schools in our sample by the
proporticn of students who are Flack. As we can clearly see, urkan education
in America is far from being integratéd education in any real sense of the
word. Almost three-quarters of all tig-city schools were either minimally
Black or almost completely Black at the time of our survey. Only 26Z of them
contain within them anything approaching equal proportions of white and Flack
students. Interestingly, this pattern exists in most cities, no matter what
the actual proportion of Plack students in the school system as a whole. As
we can see in Table IV.2 the properticn of ncn-Llack or "white" schools drops
with each ten percent increase in the propcrtion of Black stucents in the school
system (or city) population, but the number of integrated schools (schools with

212 to 80% Plack students) never meke up more than 33% of the total number of

1Only 62 of all schools have significant non-~Plack minority populations.
0f these, there are 2C schools with at least 21% Puerto Ricans. All of these
are located in New York City. There are 14 predominately Spanish-American
scheols, all of which are located in the Southwest. Six schools have predom-
inantly Oriental student bodies, five in Honolulu and one in San Francisco.
In the total sample there are 31 schools (57 of the total sample) for which
there is insufficient data tc classify them by racial composition.
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TAELE IV.1

DISTRITUTION OF SCHOOLS CLASSIFIED BY

THE RACIAL COMPOSITION OF THE STUDENT RODY

Racial Composition
of the Student Body

Percent of Schools

White (less than 2CGZ Black)

White Integrated
(21 to 55% DBlack)

Elack Integrated
(51 to 87% Black)

Black (over 87% Clack)

54%

20

o)

1002

M)
325

124

41

122

(612)

TARLE 1IV.2

PERCENT OF SCHOOLS IN EACH RACIAL

COMPOSITION CLASSIFICATION I'Y THE PROPORTION

OF THE ENTIRE SCHOOL SYSTEM ENROLLMENT THAT IS BLACK

PROPORTION LLACK N

Racial Composition
of the Schools 2C% or less 21~-30% 31-4C2Z Over 40%
White . 87% 572 52% 322
White Integrated S 3n 18 17
Rlack Integrated 3 6 4 12
Flack 1 7 26 39

(1202) (1002) (100%Z) (1002)
Number of Schools 29 204 134 179 113
Number of Cities 17 11 11 11




schools as the 2iffcrence is made uy in the percentage of schools which are
sredoninantly Dlack. Enough has heen sail about segrepation in American educa-
tion that we need not belator this peint here. Our concern is in finding out
whether differences in the racial compositicn of the schools are related tc
differences in the rate and/or discrimination with which innovations are
adopted in the schools.

For ease of comprehension, we will latel each of the four types of school
according to the proportion of the student body that is Flack. The schools

which contain less than a 2C%Z Dlack population we will call White schools since

in 70% of these schools the (remaining) ropulation is white. The second group

-- those with [lack student populations comprising between 2C and 50Z of the

total ——- we will call the White Integrate? schools. In 63% of these schools

the populations is predcminantly white with a Plack minority. The remaining
37% of the schools include some other sizeable minority group. The third group

of schools we will call the Black Integrated schools. Only 242 of these schools

include students which are neither white nor Black. And finally, the fourth
group we call the Black schools; the enrollment in these is at least 8% Black.
The racial composition of the schocls is related to innovation in a pe-
culiar manner. As we can see in Tatle IV.3 there is very little difference in
innovation rates between three of the four types cf schools identified above.
However, the White Integrated schools havec considerably lower innovation rates
than the other types of schools. This datum suggests that the problem is not
simply one of unequal administrative efforts to alter the education of Black

students, since schools with higher proportions of Llack students are more

inncvative than schools in which the PMlack students make up a significant mi-

nority. What we find is thst cnc type of scheel -- the White Integratc:d
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schools -- gre less likely to have high innovation rates than any other type
of school.

When we examine the Question of the quality of the innovations adopted
the picture becomes more meaningful. The White schocls pose no problem of
interpretation. They are the ‘'pacesetter" schools, adopting innovations at a
relatively high rate and exercising discrimination in the process. This sug-
gests a stablé: long-term policy of adoption during which innovations of low
quality have bteen discarded.

The Black and Black Integrate? schools arc almost as high on the mean
number of innovations adopted tut in these cases the adoption is less carefully
worked out suggesting less clear direction or, perhaps, less time during which
the acministrators have made decisions. One hypcthesis is that these schools
have only recently begun to inncvate, perhaps as a result of federal funds,
and therefore have not worked cut adequate procedures for checking the appro-
priateness of the innovations acoptec. The White Integratec schools are,
relative to an absolute standard (i.e., the means for the entire population),
low on both adoption and the quality of the innovations adopted, indicating
adninistrative negligence.

In this chapter we will begin a search for explanations for this differ-
ence in innovation rates and the "style" of the adoption of innovation among
the four types of schools by examining the types of students who attend them,
and whether the racial composition of the schcols have recently undergone a
dramatic change. In later chapters we will introduce other (non-student~
related) variatles describing the schools.

First, however, we want to know whether this pattern accounts for our

fincing in Chapter III that cities with few Plack students are more innovative.
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. Since cities with a larzer propertion of Llack students are mcre likely to have
integrated schocls, it is conceiva“le that the lower ¢ean inncvation rates atong thess
cities cculd be explained by the presence cf a certain tyge of school which uniformly
has a lower innovation rate. EHowever, the fact that Vhite Inteprated scheols
generally have fewer innovaticns than schoocls with other racial mixtures does

not totally clarify our finding that school systems with larger proportions

nf Black students have lower innovation rates than school systems in which
Plack stucents constitute less than 20%Z of the total student enrollment. (cf.
Table IV.4) The citics with less than 272 Flack students contain more highly
innovative schools than the cther citics nc matter what type of school (as
characterized bty racial coppositicn) one exanines. The clearest figures —-
tecause of the small numher of schcols in s~me categories -- are for the pre-

dcminantly white schocls: in the ten citics with small Rlack student popula-

tions, over 774 ¢of these schools are hirhly innovative versus 402 ~f similar

schools in the cther thirty-three cities. The hirh innovation rates in cities

Therefcre, the explanation for the difference tetween type of city (as defined
by racial composition) is not as sinmplc as the fact that one type of school has
lower innovation rates. However, this finding does nct contradict our asscr-
tion that the differences between the two types of cities is largely tecause of
the racial factor although the assumption remsins that the problem oripinates
at the schocl system level rather thon at the individual school level. We will

return to this point after completing our analysis of student characteristics.

|
|
3
|
|
with small Illack student populations exist when we control for type of school.
|
|
|
!
\
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|
|
|
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TATLE TV.4 l

PERCENT OF SCHOOLS WITH HIGH INNOVATION RATES

CONTROLLING FOk THE PERCENT OF SCHOOL SYSTEM ENROLLMENT

THAT IS LLACK AND PERCENT OF SCHOOL THAT IS LLACK

Proportion of Lilack Students in Schcol System

Racial Composition

4

|

i

|

nf Schools Less than 20% Over 20 ;
WHITE 71% 433 |
(71) (243) |

WHITE INTEGRATED €22 272 |
(¢) (116) 1

RLACK INTEGRATED * 4c7 i
(3) (37) |

RLACK * 44 |
@) (121) |

|
*There are tco few cases on which t¢ hase a percentage. |

Change in Racial Compositicr

One possible explanation fer the differences in innovaticn rates h.etween
the four grcups of schocls classified ty racial comprsition is that schools
which are integrated had recently undcrgene a racial transformation and that
the upheaval might have required making adjustments in staff and curriculum for a
new type of student tody, leaving little time or energy for the adoption of
innovation. In other words, it is possitle that change in one aspect of a gys-
tem might ccnstrain chanpe in other areas. On the other hand, chanpe in the
“needs" of the clientele might be an impectus for the adoption of innovation in
orzanizations as traditional methods tecome less appropriate and there 1s the

possibility of success frem new approaches.1

1Fot a further discussion of the effects cf chanpe in clients on the
adoption of innovations, sec¢ Zaltman, 9p. cit., p. 11€.
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Ve can identifyv the schoels which have recently underpone racial trans-
fcrmations ty divicding the schcols inte the same four types according to their
racial composition in 196" and seeing which schools chanped categories in the
eicht-year period pricr tc the NASSP survey. As we can see in Table IV.5
almest 75% of the schools for which we have the relevant data remained staktle
in their racial ccoposition. In only three schools there were fewer Elack students
in 1965 than in 1960. These three schools are omitted from our analysis below.

The differences in the acdoption of inncvations found hetwecen the types
of schools cannot te explained 1y the fact that the populations in scme schools
are changinn. Schools which have an increasing proportion of Mlack students
are no less (or mere) likely tc be inncvative than those which have remained
statle over the cipht~year pericd. Reading acreoss Tatle IV.€ we find no dif-
ferences between the schocls which have recently changed and these which have
had a more or less statle student pcrulaticn. The twenty-five schocls which
have Letween 50% and %7% llack students were previously White Integrated
schools. The jroportion of these schocls with high innovaticn rates is the
highest for any type of schocl which indicates that whatever factors constrain
inncvation in the White Integrated schocls, they do not persist heyond the
point when the racial talance of these scheols shifts towards a majority of
Plack students. Similarly, almost all of the White Inteprated schocls were
oreviously "white" schools. They show nc "*enefits" cof their prior status.

The implication is that the differences between the integrated schools
and the other schcols is not the result of a crisis situation surrounding
recent integration.

We now want to ask whether the racial composition of the schrol is actu-

ally determining the differences in innovation rates or whether there 1is some
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‘I' TATLE IV.5

SLASSIFICATICN CF SCHQOLS

1Y 1567 AND 10€ =€ TACIAL CC PCSITIOM

1560 Pacial Comprsiticn

é;Ziél‘Ccnpcsition Yhite 'hitz Integrated Rlack Interratc?  Elnct [6)
thite 241 1 4] 1 (243)
Whitc Inteprated €5 35 1 5 (194)
ILleck Interrateld ¢ 1€ . n (33)
flack 15 s 15 69 | Qe
Na= (332) (€4) (24) ) (£€7)

Stablc Racial Cenpeositicn: 35€ schools cr 737 cf Tutal
Cicher Proporticn of Ilacks in 15€C-£5: 127 schorls or 2€7 of Tetal

Lewer Proprrtion of [lacks: 3 echeols or 17 ¢f Totel

TATLE 1V.€
PERCENY OF SCI'OOLS "ITU" FIGE L.iMOVATIOY PATES

COHTROLLING FOI' TACLAL COMPOSITICN AMD CYANGL THERECF

faciel Cempositicn
Fetween 1060 and 17€3-€C

186203
Racial Corocsiticn Statle Chance
Thite 4sz -
(241)
Vhite Intecreted 327 207
. (37 (€5)
Llack Intcrrated 507 527
) (25)
¥lack 417 4oy

(€2) (39) i<0




105

cther student characteristic hirhly related to race which zay be

underlying these ifferenccs. We lcok first at the scciceconomic status of

the student body since we know that race an¢ SES have high cerrelaticns in
Anerican society as a whole. It is possitle that integratsd schools are found
only in low SES ncightorhocds and that these distinctions are really class
distinctions and not due to the racial cempnsition of the school at all. We
arc also interested in knowing whether there arc differcnces hetween schools
on the basis of the socinecononic status of the students independent of the
rossibtle relation of this variable to the racial ccoprsition of the schools.
Fcllowing cur analysis cof class differcnccs ameng the schools we will examine
the academic perfcrmance of the students cnrolled in these schools. This is
another variable wc are concerned with tcth in its own right and hecause of

its probable relation to both SES and race.

Sccioeconomic Status

Mcre prevalent than race as a factor describing students in the sociology
cf education literature has heen the varistle of social class. Social class
has been shown to he related tc almost every dimension of a student's relation
to his school: achievement, aspiration, participation in extra—curriculAr activ-
itics, etc. Furthermore, it has heen argucd that there are great differences
in the quality of education available to ctudents in different social classes.
We arc interested here in finding out whether one of these differences is the
opportunity to attend a more innovative schonl.

The principals whe f1lled out the NASSP questicnnaires were asked in two
questions to describe the students attendin; their schools in terms of their
socioeconomic status. Since the two questicrns are highly correlated (r = .49)

we combined them tc form a single indicator of social claas by adding the scores
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"I’ TAPLE IV.7

ITEMS USED FOR SES INDEX

How would you characterize your

school on the basis of the socio-

ceonomic conditions of the students

earollecd: Percent cf Schocls N Index Score

An upper-middle class school 142 S1 3

A "Common-man" or lower-middle
and upper-working class school 352 228 2

A cross-gectional school, repre-
sentative of your whole city
ropulation 262 172 0

A manual working class schcol 252 167 1

The percentage of the entering
class that would be considered
seriously disadvantaged socio-
economically, using $2000 to
$300C annual income or comparable

criterig is: Percent of Schools N Index Score
0 - 102 572 375 3
11 - 202 172 1ne 2
21 - 302 10 65 1
31 - 402 52 36 ~
41 9 502 42 23 \\
51 - 60% kY4 19 0
€1 - 70% 22 12
71X ox more 22 15 - /
1002 (653)
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for e.ch question. The questicns, the iistribution ~f schools among the re-

spons¢ 3 and the scores for thc risycnses (used tc combine them iato an index)
are all presented in Table IV.7. The <distribution of schools along the single
variable is presented in Table IV.2 along with the cut-off roints with which

we divided the schools into three grours of High, Medium and Low sociceconomic

status.
TAGLE IV.0
DISTRIFUTION OF SCHOOLS
IY SOCIOECONOMIC . STATUS OF STUDENTS
Sccioeconomic Stetus Range of Scores Perceat of Schools N
HIGE 5-€ 35% 221
MEDIUM 3-4 342 215
LOW r-2 31% 179

P~

(1202) (614)

In Table IV.9 we show the relatinnship cf our sccial class descrip-
tiovs of the schools to the rate at which these schocls acdopt inncvations. As
we can see, social class is slightly related tc .innovation rates. The high
SES schools are more likely tc have high innovation rates than are the low SES
schcols. They are also more likely to be discriminating thouch the major Jdif-
ference is btetween ihe very "low" and the twe higher groups. Low SES schools
wdopt fewer innovations and adopt more “randemly"” than higher SES schools.

As we might expect, the social cl-ss “escription of thc schools is

closely related to their racial compositicns. The higher the proportion of

Flack students in a schcol, the more likely the principal is to describe the
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‘ najority of the students as heing working class with a high proporticn of

economically disadvantagel students. (See Tatle IV.17.)

TARLE IV.1C
RACTIAL COMPOSITION OF SCHOOLS

Y SOCIOECONOMIC STATUS

Scciceconcmic Status
cf Stucdionts

Racial Ccmposition

of Schools Low Mecium Righ
WHITE 177 547 267
WHITE INTEGRATED 2¢7 257 9%
I'LACK INTEGRATED 11% £x -
TLACK _&37 _127 _ 5%
1007 100% 1G5Z%

M= (198)  (224) (229)

Since these two variables of racial composition and social class are
related to cach other and to innovation cates independently, we need to ask
about their joint effects. In Table IV.1l wc show the proportion of schocls
with hipgh innovatien rates within the categories of racial composition and
sccial class characterization of the schocls. Interestingly, we find that the

effects nf social class on the number ~f inncvations adopted are nct uniform

for the different types cf schools.
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TATLE IV.11
INNOVATION RATES AND MEAN INNOVATION SCORES

WITHIN SES AND RACIAL COMPOSITION CATEGORIES

PERCENT OF SCHOOLS WITH HIGH INNOVATION RATES

SES
Racial Composition
of Schools Low Medium Righ
WHITE 427 472 55%
(2¢) (11) (178)
WHITE INTEGRATED 23% 37x 332
(37) (51) (18)
LLACK INTEGRATED 557 42% *
(27) 19) (2)
I'LACK 457 52% 27%
(73) (29) 11)
5% (40)

MEAN INNOVATINN SCORES

- SEs
Racial Composition
of Schools Low Medium High
WHITE 5.1 5.1 5.0
(2¢) (11) Q7¢e)
WHITE INTEGRATED 2,9 4.5 4.2
(37 (51) (18)
CLACK INTEGRATED 5.7 4.5 L
(20) (19) (2)
BLACK 4,5 4.8 3.8
(73) (29) 1)
4.5 (40)

*There are too few cases cn which tc lase a percentage cr a mean.
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Amcng the White schools the socioeconomic status of the students remains
related to innovation rates: thc richer the clientele and, by extension, the
surrounding neightorhccéd, the more likely that the scheols will adept innova-
tions. This finding is not surprising as it ccnfirms expectations of how class
cperates in American society. Hrwever, ameng the other thrce racial types cf
schocls the relationships are not sn clcar. In the White Integrated schcols,
soccial class is also related to ipnovaticn (although there is scme evidence
that in these schools a middle SES group dres bettex) indicating that whatever
factors constrain the likclihcod cf the ad-pticn >f innovaticn in these schools
they are more extreme in the low SES schools. This suggests either the avail-
ability of special rescurces cr scme frrm of sncial relationships in the schocl.
Amrng the Plack Integrated schcols there is slight evidence that SES is nega-
tively related tc the cdoption cf inncvaticns, which suggests that therc is
some form nf "social interventior' creating a reversal of traditinnal relation-
ships. Finally, in the Tlack schcols we have difficulty in discerning any
relaticnship at all since if we croobine the urper two SES grcups the average
inncvaticn rete is equal to that in the lrwer frcup. Again this sugcests s™ne
frrm of compensatcry input since cne assumes otherwise the lower SES Plack
schocls would have far lower innovaticn rates than the other two groups of
Llack schools.

There are twc additicrnel points t- be made. First, we can see that con-
trolling for SES does nct change the jattera cf adoption we frund when we looked
at the racial composition cf thesc sch-~ls slone. The Vhite Inteprated schocls
almost always have the lowest rate of a’cpticn, the only exception teing the
High SES Ilack schocls of which there are 2 very small number. Seconc, our

findinps suggest that in inner city scho~l systems, “class" is a less important
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or consistent cdeterminant ~f the wlcotien ~f inncvations then is race. Therd-

forc, one wust always Jistinfuish *ctween studies which consider racially hen -

enerus cemmunities and thosc which focus »n areas in which race is likely teo

Le 2 key factor.

Academic Quality

Schocls vary widely in the acadenic quality of the stucents atten'ing
them. Scme schools send rost of their stulents te four-year collejes an? some
even linmit enrollment tc gifted students. (ther B8chcols are attended primarily
ty students far ‘elow national stanlards in reading, etc. and whese high scheol
c%ucaticn consists mainly nf vocaticnal courses. Tc scme extent, these extreme
variations in types of student bedies arc “‘etermined in advance, by thc exist-
ence of 2ifferent types of schools fcor lifferent tynes ~f students.l However,
as we will see below, most schools irn :ur sample are "ccmprehensive” hich
schc.ls which are meant to provide an acdequate ecucational experience for a
*rcad spectrum of students. An', a-cng these schecls as well we find great
ifferences in the sieneral level ~f acacemic ability in the student hody.

For yurposes of analysis we have crcated a measure of the academic qual-
ity cf the stulents attendin; each schrol. Like the other measurcs used

thrcughout this and f.1llewing chapters it is a measure ~f central tencency, a

sinfle measure which descriles the student tody withrut taking inte account
the range of abilities in thc school. When we identify a school as teing

attended¢ by "average™ students this does not mean that there are no students

l1n Chapter VI we will consider the variatle ~f type of school ty examin-
iny differences in inncvaticn rates arx ng Academic, Vocational and Cnmrrehensive
schenls.

v
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‘ far at~ve cr far *elew this nmean.

The measurc »f acaderic a*iliry we usc is a combinaticn of threc separate
cuestions asked in the NASSP survey. The threc questions each relate to scmfe-
what different aspects of academic ability. They are shcwn in Tahle V.12 aleny
with the distritution ~f responses an’ the scoring of the responses with which
they were ceubined to form a sinple index. The correlaticns betwecn these
nuestions is alsc ¢iven in Taltle IV.12.

The first question asks for an asscssment of the innate ahility of the
stulents anc leavas thc Aefiniticn cf the tcrm "educaticnally gifted” up tc
the crincipal. Thc secend taps a facet ~f nchievement -- reading -- which may
be leternined 'y any cf z numter of facters: innate ability, prier ecducational
experiences, fanily backprcund, etc. The third; in a rouncatcut fashion asks
f~r the prepertion of students who arc in college preparatery profrans. Thus
it ton can te thought ~f as =2 measure cf 2rility, achievement as well as aspira-
ticn.

The inlicator of academic atility ottezined Ly combining these th¥ee ques=-
tions is nresented in Table IV.13 aleng with the cut-off points with which we
divicde the schools into four types rans iny from Bisrh to Low acadenic quality
~f the students. It shoul’ ‘¢ renemtere” that the index itsclf has ne intrinsic
meaning and cannnt te thcughi cf as teinz analcgous to any of thi porticular
items from which it is comgosed. It is not a meesure of atiliey, achievement

cr aspiration, hut a ccmtination of the three.

Irhe properticn of studentc onrolled in‘a ccllege preparatory course is
not necessarily an indicator cf the proportion ~f gtudents who will actually
attend collepe. As has been notec by Schrag, schocls freruently enroll a
significantly hicher propcrticn ~f students in collese preparatory prosrams
than actually ever arply tc cr ore adnitted into four-year cclleges. Feter
Schrag, Village Schenl Downtcwn (Loston: @eacen Press, 1967) r. 89.
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‘ TATLE IV.12

ITEMS USED TO CREATL ACADEMIC GUALITY |

INDEX AND CORRELATTON

The percentage ¢f the
student population prorerly
descrited as being educa-

ticnally pifted is: Percent cf Schools N Index Score
2 - 62 51% 335 0

€ - 13% .28% 183 1

11 - 15% 127 77 ~

1¢ - 20% 42 27 )

21 - 25% 1% 7 k’ ’

247 or more 4% 24 ///

17C% (€53)

The cercentage of thc
entering class that is twe years

or rore retarded in reading is: Percent ~f Schocls N Index Score
2 - 102 32% 211 0

11 - 2C% 257 16¢ 1

21 - 30% 147, 9N

31 - 4CZ HY 2 53

41 - 507% 8% 54 “

51 - 60% 62 39

£ 7 70 47 23

71% or more 32 21 “

. 107°% (652)
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. TATLE IV. 12

The percentage of an average
entering class in courses
assumed to be expected by
four-year colleges of students

applying for freshman admissions is: Fercent of Schools N Index Sccre
- 172 17 45
11 - 202 ez 5°
0
21 - 3% 122 7¢
31 - 4% 142 g%
41 ~ 50% 11% 2 .
51 - 60 132 £3 1
a3 B L 4 122 s
712 <r more 232 150 2
170% (647)

Pears~n Correlations
cf Three Academic

Quality Indicators Z Realing Retardation ZCollere Preparatory
Percent Educationally Gifted .31 -. 38
Percent Reading Retarcation - -.31
Percent Ccllege Preparatory - -
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TATLE IV.13
DISTRILUTION OF SCHOOLS

IN CATEGORIES OF ACADEMIC QUALITY

Academic Quality Range on Scale Percent of Schnols _N
Hirh Aca'lenic Quality 5-6 15% 97
Mcderately High Academic Quality 3-4 302 192
Moderately Low Acaderic Quality 1-2 35% 224
Low Academic Quality 0 _207 124
1002 (€37)

Having defined our variable, we now ask hcw it is related to the adoption
of innovations. We have twc distinct cencerns. First, we want to know whether
the generalized academic quality of the stucent btody has any relation to the
total number cf inncvations implemented in a schocl. Second, we want to see
how this feature of schools relates to their class and racial compnsition de-
scriptions and whether academic ability has any independent effects on the
adoption of innovation.

First, looking at the relaticn of the overall rate of innovation and
academic quality, we find that thcre are “ifferences which show up at the ex-
treme. (See Table IV.1l4.) Schools which have high quality students and schools
which have low quality students have fewer innovations than schools whose stu-
dents fall somewhere lLetween these extremcs. This suggests that the impetus
for innovation develops in situations which are less clear and where adminis-
trators perceive a greater potential for a change in performance through

innovation.® Once administrators have labelled students as "losers" they may

15 similar phenomenon has teen noted by Caplow:
Another scurce cf instatility is the tendency for decisive innovations
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no lénger try tc change the situation tut nperate their schocls as a '"holding"
operaticn, passively ol serving students comc and go. The schools at the other
extreme arc also low cn inncvaticn for scmewhat similar reasons. Here the
administrators again are dealing with an casily lahelled group of stucents

tut in this case, as their routines are gencrally guccessful, there is

nc reason to change and reach for variety.

Interestingly, it is only the schonls with stucdents in the lcwest academic
rrouging which are also low on the quality of the inncvations acdopted. In these
schools in which inncvation is generzlly low, it is also a poorly thcught-out
process and incorporates many inncvations which are cf low quality as zssessed
by the judpes. There may lLe another focter at work here. To the extent that
the judges differentiated among the inncvations aleny the lines of the type of
stucents fcr which they were most aprrerriate, they indicated a belief that
the more mechanistic innovations (pregramme? instruction and teaching machines)

would have more value for less academically gifted students and that the

ts enter the institutional pattern throuph organizaticns of inter-
mediate prestige. This tendency a’mits of many exceptions and is dif-
ficult to descrite because it has nct yet teen studied in cetz2il. In-
ncvations introducer in an organization of intermediate rrestipe are
often then adopted ty imitatcrs acjacent prestige levels, takcn up after
ccngideratle lag 'y scme of the lca'ers in the set and, finally (hy
teing inccrprrated in the instituticnal pattern), diffused downward to
the remaining members of the set. This path has tcen followed again
and again in the introduction of new acacdemic subjects into the college
and university curriculum. Necw suljects are usually introduced on the
restless campuses of middling colleses and universities. Some of them
die there; others are imitated om aljacent levels cf academic prestige;
while a few are ultimately adopte ty one or anctber of the great uni-
versities and then diffuse dcvmwarcd again to become standard subjects
in every curriculum. The leading universities, which are not usually
associated with this missionary effort, may he the last finally to
acopt the new subject. . . . Similar sequences of adeption can be traced
in their respective sets for such varied innovations as automation in
stecl-making, the double-wing tack formation in football, and cest ac-
counting in hcspitals.

Theodore Caplow, Principals of Organization (New York: BHarcourt, Drace and

World, Inc., 1964), pp. 207-2C8,
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inncvaticns which 2erenlid pore on thc students’ commitrent (indcpentent study

an? dirccte’ stuly) wrulld te of -wre velue for the rerc talentod students.l
Thercfore, the schenls with low zcadenic ~unlity students may he ceupht in the
-i”2le »f a conilict in the ecucaticnal csta*lishment. To the extent that they
senrch for innovaticns vhich are anrropriate for the tolents of their students
they 2re directe? towesrds innoveticns whick the scme iudees fecl are of low
c¢lucaticnal worth., The schools at the cther extremc =-- the hiph aca'rtric cuality
schczls -+ ée net foace the sanc -~rokler.  Ir these schenls thoere is little impetus
fer chenpe, and when it does occur, it crres with repard to innoveti~ns ~f the
hichest quality. For these schorls the indicetions of aprrerriatencss ere in
tune with aunlity. The twe middle orcups of schcols arc hich on tcth adoption
and quallity. Innovation.is freruent in thesc situatione anc occurs vith a rela-
tively high cdegree of <iscrimination. .

The basic relationship tztween 2cacdenic quality and the aception of inno-~
vaticns nersists when we contrel for cither the racial composition or the socic-
cconoric status of the studcnt hody, althcugzh there sre nincr changes which we
will discuss telow. Lockins first at the racisl cormpesition ~f the silonls,
we finl that the principels’ ass:issr.nts of the ccadcmic suality of the students
is highly related to rece, the nest dranctic diffcerences occurring hetwaen
the “hite schools and the ~ther threc types (Tatle IV.15).2 Alnost two-thirds
nf the thite schonls are composcé of students of atove sverase ecademic quality

(crrtinine the teop twe groups) whereas cven hichcr rre-orticns of the other

threc tvnes of schr~ls arz comprse’ af stu’cnts the ~rincirrls consider tec e

17his issuc 1s iscussid in A-pendix G.

2The extreme relationship nakes us cuesticn the princirals’ judements.
It is pcssitle that the principels arc lockins at the color of the skin first
an? then nakins asscssients of the ecedermic tuality of the students.



'l v averepe., If woe look st inncvation rates, within ~ur classificaticns of
tacial corpesition and acaferde quality, we can see that within cach of the
racial tyres °f schenls therc 18 n curvilinecar rclaticeship tetwecen acereric
~unlity anc the adoption ~f innovati-ns 'ut that the cefiniticn of “avcraec

shifts .cwn screwhet as we tove fr~r Whitc t~ ilack schocls (Tatle IV.1€),

TATLE IV.15
RACIAL COMPOSITION OF SCHOOLS

TY ACADEMIC QUALITY

Racial C-orposition

Acadenic Quality vYhitc White Interratec Ilack Interrated Elack
Very Hirh 252 87 57 7
tklcrately Ei~h 47 172 25% 1’z
itlerately Lov 27 447 45% 437
Very Low _IZ 322 237 —3E
177 177 17" 1~y
N = (332) (124) ") (110

Sirilarly, we find that the Suci~ecnorde characterization of the schools
is highly related t~ the assessrients ot the acaceric perfcrmance cf the stu~
Jents (Totle IV.17). Moreover, within the ¢ifferent schocls as defined ty
social class of the stulents, we find thc sare relationship between acaceric
quzlity and inncvaticn (Tetle IV.15). Accertine again 2 "ghiftins" definiticn
_f “averagc’ we fin’ that inncvation is nurc likely in the schools characterizec

i

1y students of “averarc” acadenic atility. leorcover, we can see that amcng
y & y

the schocls with very low and mederatcly 1-v academic student hc-ies, srcial
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INNOVATION (ATLZ

UITHIN YACIAL COMPGSITION 71D ACADEMIC QUALITY CATEGORIES

oL IVLY

£3T MTAYN INRICVATION SCORES

PERCENT OF SCHOOLS WITH HIG: INNOVATIONM RATES

Facial Cornpesition

wcadenic Quality “Yhitec Vhite Intgireted Tlack Inteprated Tlack
Very Hich 337
(7)) 37 372 337
e eratcly Hich £22 (37 (11) (37)
(125)
Mccerately Lew (39 4 377. 507 5.7
(€2) (51) o) (&%)
VYery Low 377 252 7 3IF7
(24) (37 1) (43)
TIEAN IMNOVATION SCORES
lacial Conpesition
acadenic Quality tYhite TWhite Iantcprate? Tlack Intecrated | lack
Very high 4.1
(78) 4.2 4.3 8
dolerately Hich 5:4 (37) (11) (37)
(125)
Mccerately Lcow 5.1 4.4 5.4 5.0
(52) (51) (18) (4%)
Jery lLow 4.3 3.1 4.8 &1
(24) (37) 1) (43)
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TA LF IV.17
SOCIOECOHOMIC. CFARACTERIZATION OF SCHOOLS

Y ACADEMIC QUALITY

SES
Academic Quality Low Medium Edigh
Very High 0% 147 297
Mocderately High 11% 332 52%
Moderately Low 417 417 257%
Very Low 487 127 47

100% 170% 10C%

M= (174) (221) (227)

class is a less important determinant of innovaticn than it is among the other
two types cf schools. This finding supports our earlier assertion that in urban
enviromments racial issues have tccome paramount, sbscuring some sccial class

distinctions.

In summing up this secticn we want to comment further on the differences
in innovaticn rates we found among the four tyres of schools and relate this
te~ our most significant findiny in Chanter III. As we heve noted, White schools
are, in accordance with cur expectatione and assumptions a*out the distrihution
of sccially valued resources, fenerally high on the adopticn nf innovaticns
and particularly so when the students core frem well~cff families. As we gc¢
further on our analysis we will see that inncvaticn in these schools is often

influenced ty a different set »f factors than it is in the other three tyres



TAILE IV. 13

INNOVATION JATLS AID MEAM INWOVATION SCORES

WITHIN SES AND ACADEMIC QUALITY CATEGOKIES

PERCENT OF SCHOOLS WITH HIGE INNOVATION RATES

SES
Aczdepic Quality Low Mediurm High
Very Hirh -~ 317 44%
(22) (62)

Mcderately Eiph 44% 477 582
(1&) (72) (14)

Moderetely Low 467 517 51%
(%) (27) (55)

Yery Lrw 357 40z 407

(°1) (25) (10)

HMEAY INMNNCVATION SCORES

SES
Academic Quality Low Medius High
Very Hich - 4.2 4.9
(29) (€2)

Mcderztely High 4.9 5.0 5.5
(1#) an) (14)

Mcderately Low N 5.3 5.3
(F7) (&7) (55)

Very Low 4.3 4.5 4.5

(21) (25) (10)
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¢f schools.

The hirh rate cf inncvaticn in the Plack ané Tlack Inteprated scheols
tecomes somewhat more comprehensitle if we relate it tc the political pressurcs
on administrators during the 13€5's to demonstrate a commitment to equal educa-
tf&n f,r flack students since other research has shown that I'lack schools had
somewhat less adenuate resources than White schcols -- e.g., oléer tuildings,
fewer texttocks, less well cqualified teachers -- thrcugh the middle of the
19f2's.]  If in 1965 these schocls had as many innovaticns as the white schocls,
it can te arfued that this was btecause cf a comtination of 2 new availatility
of money and an intensive social rressure to upgrade chetto education. This
argument derives weirht from the fact that the expected relationshin tetween
SES and innovation is not sustained among these schools. It is also supported
by cur findinz that the quality of inrovations adopted in these schnols was
relatively lew. Innovaticns may have teen intreduced with haste and without
careful consideration of quality, a major emphasis, perhaps, heing on the
visibility of the innovations implemented rather than their educaticnal value.
Felow we will investigate further the differences tetween the Tlack Integrated
and the Llack schools as well as somc of the factors which determine the rate
~f innnrvaticn within each of these typos of schnels.

It is the finding that the White Integrated schools generally have a low
rate of innovation, and a poor Guality of innovaticn, that is in some ways the
most disturting and yet understanda*le in terms ~f the pricrities discussed
atove. If there has teen a silent grour in cities it may well te compesed of
families living on the Lorderline ~f ghettc areas, tied tcgether as much by

their fears of Black deminance in the schrols and neightorhonds as 'y a common

1e.g., James Ccleman, Equality cof Educational Opportunity (U.S. Govern-
ment Printing Office, 19¢().
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ethnic past. To cemnlain alcut the scheols would te tc facus attention on
them. And, in cities like Tiston. rarents in such communities have been more
relieved that their schocls have maintained a White deminance than concerned

atcut the fact that the quality cf educaticn hes heen poor.

This analysis of innovation as teing partially a respense to an increas-

ing awareness nf thc inequalities of urtan education and pressures fcr change
may help t- clarify some of the tasic differcnces we found between the thirty-

three cities with larger Ilack enrollments and the other ten cities. As we

ncted a’ove, the difference remained even when we contrclled for the type of
school within the cities and was mrst visitle amnng the White schools. If we
assume that the efforts in the cities with large T'lack populations were directed
primarily towards the predeminately Tlack and all Ilack schools, then it is
logical to assume that other parts of the system might have fallen ‘ack some-
what. The push tc upgrade the 1lack schecels left the White Integrated schools
in a depressed state and the predominately "hite schools falling *ehind the
level of their ccunterparts in other cities. The lepacy of nepligence ulti-
mately had an impact en every type ~f schecol -- White, Integrated and Ilack.

Our tasic finding atout the distritution of innnvaticns ty racial compesi-
tion thus may only te fully understcod *y crnsidering decisicns made at the cen-
tral office level of the school system and cannot te so pursued with the data
at hand. TIut there are cther questicns tc te answered. What types of schools,
within these broad classifications cf racial compositicn, were mest likely to
*¢ ionovative? Under what ccndition is the relaticnship between race and inneo-
vation most likely tc be sustained? Are there any other patterns to be per-
ceived?

One gzeneral pattern we have already noticed is that the academic nuality
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of the student rody is an impcrtant determinant of innovaticn: schoéfs at the
extreme ends cf this varialle have lcwer inncvation rates than schools scme-
where in the midd¢le. The intrecduction of an inncvaticn may invelve risk (e.g.,
students may not Jc as well after a scries cf courses hy tcam teaching as they
would have with individual teachers) and potential loss ~f prestige for the
adopting institution. Thus administrat~rs seem to feel that it is safer to
experiment where there is less at stake. Just as majer universities may be
reluctant to adopt a new course lest it turn 2ut to te just a fad, so elite
schr21ls —— these with students of the hifhest academic ability ~-- may te reluc-
tant to adopt educaticnal inmecvaticns lest they prove unsuccessful. The per-
sistance of this relationship between academic quality and innovaticn when we
control for either race or SES and the fact that similar relationships have
been nnted in a wide range c¢f tyres of ~rganizations indicates that it is of

ccnsideratle impertance.
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COMMUNITY INVOLVEMENT

With cur classification cf schenls (and by extension neighterhneds) we
can further investigate the relaticn of parent invelverent te the adepticn cf
inncvations in schcols which we began in Chapter III. As we noted above,
although parent involvement is strongly related te the adopticn of innovaticns,
we dc not know whether the adoption of inncvaticns 1s in response to parent
ccncerns cr pressures, or whether the decisicn on the part of schnols to per-
mit parent involvement 1is generated from the same underlying climate as that
which determines the adoption of inn~vations. It is conceivatle that a school
with a sericus ccrmitment tc its students would express this commitment both
thrcugh the adopticn cf innovations ond thrcuph efferts to invelve the surround-
ing community in the educational precess.

Ccmmunity invelvement in schools has tcen for some time a subject of
heated dehate, perticularly during the late 19€"'s when in Mew York, for
instance, the issue of local contrcl tecame paramount. Frofessional educators
are scmetimes reluctant to relinquish any control over their schccls, nerhaps
cut of a fear that any crack in their armor will leave them in a totally
defenseless position. And, their fears are, to scme extent, supported by the
writings of educaticnal therrists and practitioners. Brickell, for instance,
found that althcugh parents are nct usually cencerned with decisions affecting
the schoccl, when they deo exert themselves their influen:e is decisive.l Simi-

larly, Hackenzie found that the ccmmunity was nften a very powerful participant

in the change process, cperating through citizens' gronups, Parent-Teacher

1Henry M. Irickell, Organizing New York State for Educational Change
(Altany, New York: Stete Education Department, 19€1), p. 20.
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‘ Associations, and regular scheol elections.} Mcreover, it has teen aruped by
Sieter that the effects cf rarental influence can he deletericus tc the process
of innovations. First, he arpues that "changes in practice that run the risk
cf disturting the lccal community are eschewcd,” and second, that 'inncvations
arc adepted which are promoted by lncal putlics. Indeed, pclitical feasitility
coften carries greatcer weight than docs educational value."?

As we can see in Table IV.1¢ althecugh parent involvement is stronely
related to the numler of innovations adorted in a schnol, it is cnly slightly
related tc the discrimination with which the adonticn process is carried cut.
Thus while we cannct argue that parent invclvement is related to discrimination,
we can certainly assert that it is not antithetical tc discrimination. A high
deoree of parent involvement in the schocls does not necessarily result in a
lower quality of educational innovaticn.

The degree tc which parents are invnlved in the schonls differs by the
racial composition of the schrols cr neightcrheods tut, as we will see lelow,
this factor explains relatively little about the relationship tetween race and
inncvation. 3 Parent involvement is hichest in the Flack schools (56% High)
and second highest in the Tlack Intesrated schools (4AZ High) perheps as a

result of the recent upsurge of ethnic awareness among ILlacks. Only 427 of

lGordon N. Mackenzie, 'Curricular Change: Participants, Power and
Processes,” Innovation in Educaticn, ed. Matthew Miles (New Yerk: Tureau of
Putlications, Teachers College, Cclumtia University, 1964), p. 412.

25am D. Sieler, "Organizational Influences on Innovative Reles,"
Knowledge Producticn and Utilization in Educatirnal Administration, ed. Terry
L. Eidell and Jcanne M. Kitchel (Columhus, Ohin: University Council for
Bducatinnal Aduinistration and Eugene, Oregen: Center for the Advanced Study
of Educaticnal Administration, 1%€7), p. 122.

3parent invclvement is not significantly related to either SES or Aca-
demic Quality. Therefore these variatles will not be included in the follow-
. ing discussion.
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the Whitec scheols nave a wigh derrec of parent iavelvencrt, crntradictine
traditirnal noti~ns that it is the white parents whe arc mest concerned atout
educaticn. The parents nf students whe attend thése scheols may, vhile main-
taining a ccncern for the educaticn cf tteir children, feel much less impetus
to techme deerly invclved as they can perceive that they have heen served well
|

over the years. Amcne the White Integrated schools parent inv-lvement is con- j
sideratly lower than among any other gr~ur (34% High). As indicated atove,
many of these schncls are pretably loceted in old, werking-class (ethnic) neigh-
“orhoods. These neightcrhocds have reither achieved the same sense of self- |
awareness as the [lack communities which would lead them to concern with the
scheels ner developed the white middlc=class knmy-how tc make their crncerns
felt, Mcreover, as we suggested refcre, in such areas an awareness of inad-
equacies in the quality of educaticn may well te cvershadowed by fears of Fus-
ing. As long as these fears are dominant, little attenticn will be paid to
the actual quality cf the educaticnal experience teing offered in these schools.

Farent involvement has a different impact within the different types of
schonls. It is most highly rclated to innovation in the Integrated schecls
(*cth White and Tlack), consideratly less strongly related in the White schcols,
and only minimally related among the Ilacl schools. (Cf. Tatle IV.20) In fact,
whcn there is a high level of parent involvement in the White Integrated schocls
they no lenger trail so far tehind all the other schocls. Thus we car conclude
that, in part, the low rate of inncvaticn in these schocls is related to a low
level of pressure for change. These schorls are nverlocked so long as there
is little impetus from cutside to consider them more closely. Under the condi-
tion of high parent invnlvement the BRlack Interrated schonls hecome the most

highly innovative. Parent invelvement may “e viewed ty administrators as a

demand fcr change. The demand is met, perhaps, with eye-catching inncvations.
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TALLE IV.27
T'ERCENT OF SCROOLS VITE HIGH INNOVATION RATES
WITHIN CATEGCRIES OF COMMUNITY INVOLVEMEXT

AND RACIAL COMPOSITION

Racial Compcsition

Community

Involvement White White Integrated Tlack Inteprated Tlack
High S84 LED £5% 40y
(147) (45) 27) (~2)
Low 447 27 % 0% 41%
(1¢5) (7¢) (21) ()
Percent Tifference +14% +2F7 +27% +72

The fact that parent invclvement has less of a relatien to innovation in
the all White and all [lack schc~ls may be hecause the pressurcs here are more
specific. The white parents may he far more tracditional im their epproach to
cducation and may have as their primary concerns the availability of courses
which will mcst adequatecly enatle their students to compete for high status
colleges. And the Tleck parents may tec more interested in confronting racism
thrcugh the intrccucticn of courses dealing with Afro-American culture. In
these communities where parent invclvement is highest, it does nct necessarily

result in the adoption of innovatirus.
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STUDE!'T COMMITIENT

It is common knewledye thet urtea schonls frequently heave int use social
rrol las.  Vivid pertraits of such trotlems are portraycd in porular literaturc

(c.r. llackbcard Juncle) and rovies (e.n. Up the Down Staircase) and the nmost

drarfatic stcries are written up in the naticnal and local press. The sccial
rretlems vary frem schocl to scheol in “~th intensity and forn. In some schocls
there 18 a constant threat of physicnl virlcence in the form of attacks of stu-
“ents on cther students (frequcntly racially notivate?) or attacks of students

cn teachers. In other schocls the rreollem may be less one of rerscnal safety
then one of epathy ané a lack of cromitmant. And Curine the late 19€7's many
schcols were confronted ly the phencmiencn of student protest which ranged froo o
ver! al to physicel assaults. Many sch~nls, ~f ccrurse, confront mcre thar cne

~f thesc rrctlens and, in fact, it is rare that student d¢isruption is linited

t- a single form.

In this sceticn we waant tc investirate these schocl climate factors nore
closely and see whether there is any rclaticn Letween the forn or intensity with
which they arise and the rate et which the schocls adopt cducationel inncvaticns.
We consider twn tyres of factors: student morcle or ccumitrent to the organ~:
ization, ancd proitlems of maintaining -rder and safety.l In dealing with these
clincte features we ¢~ not know whet the actual tinc sequence is, i.e., whether
the clirate 18 influenced 'y the adopticn cf inncvations cr whether the adop-
ticn of inncvaticns is a response to the schocl clirate. Therefere, in cur

discussicn belcw we will be unatle te draw any ccnclusiong abcut causal rela-

 These concepts are further defined below.
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tionships slthcuch we ma§ .akc scne infcrences rr hyrc thescs al.cut whether innc-

vaticn is, in fact; a causc ¢r cffect.

llcrale

Students cen Cercnstrate low meorale or cotmitment to the schrol they at-
tenc in several different ways: they can drep-out, transfer, or attend sperad-
ically. FLow the schoul alpinistrators resccnd to such a situation prolatly
varics from schecl te schecl. On the one hzon', they mirht mske an cffort te
icrrevc the schcel and neke it more enticin~ fer the students. On the other
henc, they nieht resypen” with similar ayathy and allow the situation to detcri-
orate.  In sope scheols there may 'e vacilloticn, a period of cexrerimentaticn
fcllrwed Ly 2 1ull and vice versa. Ar whither cither reacticn has any irpact
on the stucdents' coralc is poot. In our '-ta, as we will show leclow, we find
that thexe is 2 relztion tetween ecducatisnal imnnovaticn end norale: schonls which
have eadepted norc imncvations vencrally have a higher student rorale. Which
variatle cemes first is inmpossitle teo deternine.

Our neasurc of student morale is an index compese” of the threc iters
mentiscned atove: drop-cut rates, transfer rates, and averacoc caily attendance.
As there are rclatively high correlaticns among the three iters, they are
comtined in 2 sinple index. In Tetle IV.21 we present the distribution of re-~
sprnscs on each of the items, the scoring used te conbine them intc a sinele
incex, end the crrrclations amenp then. In Tatle IV.22 we present the distritu-
ticn of scheels alens cur index ~f mrrale. Only 17Z of the scheels in cur
sany le have nr protlen et 2ll with stu’ent commitment; in the remainin? schecls
the students express (throuprh one rcans or ancther) Zissatisfacticn with the
school itself or apathy in relation to educetion. (Which of these two is hoing

reflected in our data we cannot tell. It mey !le that the students would le no



134

TALE IV, 21
DISTZITCTION OF (ESPC:'SES, SCORING AND COTRELATIONS

FOR ITEMS USED TO CIEZATE STUDENT MORALE INDEX

Averagc Daily Attendance as
a percentage cof stated lepal

enrcllment is Fercent of Schools (%)  Index Scorc
9% or norc 48% 31¢ 1
Lees than 07Z 52% 344 0

17 (€£3)

The percentacc of students in
thc class of 156 that caterad
the first year of your schocl's
progran but transferred to

ancther schrol is fercont of Schocls (¥)  Index Score
" - 5% 4% 256 1
€% or rcre _60Z 39" "

1702 (€4€)

The percentage cf students
whe enrclled at scoe tine in
the class cf 1960 when you

later classified as dropnuts is  Tercent of Schccls (W)) Index Scere
S - 52 407 256 1
FZ or more £z 392 n

1972 (647)

Correlations aronge items

used to create incex cf mcrale - Trensfers Drorcuts
Average Daily Attendance .18 .45
Transfcrs -- .36
Dropouts -- -
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mcre ccmmitted in another schorl, it may als> 'e that the students' respense

is a ldirect reaction ce the particular schocl they attend.)

TATLE 1IV.22
DISTRIIUTIO: OF SCHOOLS

ON MOPALF IMNDEX

Morale Percent of Schocls (W)
Very Figh (3) 17% (111)
idnderately Hirh (2) 23Z (147)
M~derately Lew (1) 207 (185)
Very Lcw ) _3172 (156

1°7°% (A39)

Student mnrale has a curvilinear rclation tc the adoptinn of innovaticn.
vhere morale is very hish there are fewer inunovaticns adepted than where it
is mcderately hipgh (Talle IV.23). This may ‘e the result of a situatinn simi-
lar tc that in the highest academic quality schecls: where the scheel climate
is 2ncd and operaticns are successful there is less impetus for change (assunm-
inr that the adcpticn ~f innovations is a response to climate). The prapor-
tion of high quality innovaticus adopted alsc has a curvilinear relation tc
merale. Within the classification of scho~1ls ty student mnrale th se with the
hichest rate ¢f inncvaticr adopt the hiphest preporticn of worthwhile innova-
tions. When the num' er ~f inncvaticns adcpted falls off, sn dces the discrim-

ination with which they are adopted.
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’ As micht b expected, morale is hichly relater. to the Racial cermpesition

c{ the échcols:fifty—six rercent ¢f all Uhitc scherls have hich norale; ameng
the other three racial tyres merele is consi‘erably lower (Table IV.24). It

is “nly amons the Integrratecd and Tlack scherls that the relatien beéween stucent
nrrzle and the adoption cf innovaticn persists (particulerly strongly in the
.lack schorls). Within White scherls therc is no reletion tetween innovetion
an” niorale (Tetle IV.25). The White “clite” schocls overcome cr are impcrvicus

t- stuiont werale: otherwise necrale is related te innovaticn.

TATLE IV.24
STUDENT ; ODY “CR/LE

IY FACLLL COMTCSITION

Tacial Conpesiticn

Mcrale White UWhite Intecroated Tlack Interratec  Tlack
Very Hich 277 57 132 5%
olerately Hizh 2C% 1¢7 13% 13%
Yn'erately Leow 25% 327 K14 327
Very Low 17z L% 37 507
1273 1777 1067 1007
n = (314) (127) (39) (113)

Apparently, then, with the cxception of elite schocls, innovaticn is
hacpered by prohlems of stucent norale or commitoent. Prcesumalkly, the coopera-
tion cf students is necessary for the successful implementation of innovations.
g!;vc we saw that in the three ncon-~whitc tyres of schorls the Aiscriminetion

. with whick inncveticns were adertcd wrs less censistect than amepe the Phite
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TALLE IV.25

PERCENT OF SCHOOLS VITH HIGH IMNOVATION RATES

WITHIN CATEGORIES OF MORALE AND RACIAL COMPCSITICN

Racial Compcsition

Morale White White Integrated Llack Intcpratecd. Tlack
High 512 48% 602 07
(177) (25) (10) 20)
1rw 482% 247 43% 5%
(137) (95) (22) (°3)
Percent Difference +3% +247% +127 +327%

schoels and that the relation tetween SES and inncvation was contrary to our
expectations. Here we see that there are strong rclaticns within these schocls
etween morale and innovation.

Under conditicns of high morale, the relationship betwcen inncvaticn and
the racial compesiticn of the schecls is Zifferent fror that which we have
chgerved previously. White schools nn lenncr have the highest inncvation
rates and, nore significantly, the White Inteprated schecls are no longer
considerstly lower 2n the dicensinn ~f adoption of inncvation than cther scheols.
Whatever causes the relationship “etween mcrale an¢ the adoption of inncovation,

it is clearly icpeortant and worthy of further investigzation.

Order and Safety

Sore schools suffer disruption ty constant protlems of order and safety.
The principals were asked in the NASSP stuly a qucsticn chout order and safety

and ziven a serics of responses frem which to choose:
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Yhich one (cr tere) ~f thce frllowin® ’‘escrirtinns 2re zrplicatle to the situa-
‘ tion in ycur schecl:

1) HMeintaining crder anl safety is a mcjor protlen and roquires & larve
investrent .- f staff tire.

2) ¥e hove no m.rc than the averase preblen in meintaining order and safcty.

3) We heve no problem meintainins ~rder and safety and wve ¢e nct deveto
nuch staff time tc it.

4) We recc and use special asgsistence t~ maintain crder and safety.

5) Ve have rzquested tut have n>t reccived srecial assistance fer rain-
taining crler znd safety.

In wr.er te creete z single indicatrr w. certined the twe resronses which indi-
cate! an extreucly severc situation nccessitcoting additi~nal assistance (re-
sronses 4 and 5 2tove) and retained thz cther threc iters secparately. Thus
~ur indicatrr cf thc scvarity ~f the ;re*ler of maintcining ~rder an” sefety
rin~es frem a lew of ne pretlem” t. e izh of a severe protlem (i.e., rcquir-
inz specizl essistancc). The distrilutizn cf schocls along this incicator is

nresented in Tatle IV.2€.

TALE IV.2€
DISTRITUTION OF GEESFONSES

COMN SRPER £3D SAFEZTY INDEX

Derree to Which

Order is a Prctler Percent of Schocls (1)
R~ Prchlen 9% 52
Averare rrctlen €37 35¢
Majsr Frller 127 75
Scvere Prot lec _1rz 23

177 (“37)
®
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The Cesree tc t:ich crder anéd sef-ty 3s = -ro' leiw i1 schrols is necatively

reiated to the rate at +iich inncvaticas are acepted in the scherls and et at
all t> the quality of the innovaticrs acorted (Tz'le IV.27). ‘'hat seers likely
is tlat there is a reluctarce on ths rart of administrat~rs tc introduce inno-
vaticrs inte an already chactic situasticn. There cculd te twn reascns for this.
First_ in situation vhere there were corstent nrctlems of order and safety
administrators c.icht *r loatlh tc rurcisse ecuirvent (e.r., teachins machines,
television) uvhici: wrulé have tc 'e carefull suardec. fecond, severzl of tie
inncvaticns whica dc net reruire a rurchesce of etuirment entail cranting stu-
dents comsiceraile freedor. Zdrdnistraters of scherls ie vhich the riedd con—
trol of students 1is a rrice rozl =it Ye rzluctant te ~nact such nrocrans as
o-ticnal attendance,” “flexitle scheculins” or “independent stuly"” rrecrans
which would wake the task «f supervisien mcre Aifficult.

Orcder and safety is rarcly a prc*ler in Thite schools and nost cften a
crellem in the Zlack Interrated schocis vhich confirms the irpressions cf
mest ctservers of education (Taklz IV.2U). Amena twe of the four racial tyrves
of schoole -+ “hite and “Tite Irterrzated --- order znd s2fety is unrzlated to
the adontion of innovations (Tatle IV.z.). ‘owever, among the "lack Intecrated
and Llack schccls there are stron~ relztions in opposite directicns. In the
.l~ck Interrated schcols there is = hirh rate of inncvetion where there is a
crc’ lem of crder anc a ruck lover rate rherz the prirciprels repert no nrol-len.
Unless cne assuncs that the adoption - ¢ inncvations causes the protlem of ordler,
onc has tc conclude that innovations ~rz »dented in part te control students.
In “lack students the adpinistrative respronse to crder nrotlems is te curtail
the acoption of innevations, a resronse which may indicate an accentance of

th: status cu~,
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M LE IV, 2T
CAFETY IS 4 PROTLEM

DIGPEF TO WICT DJRDFR AITD

Y FACIAL COX'POSITION

Racial Composition

\
Cecree t< *hich
Crder is a Frctlem “hite Thite Trterrated Tlack Intcprated Llack
do Freotlen or
lverage iro'lenm 8e% 5¢7 45Z 527
ifajor Prctlem or
Cevere Irctlem 12X 417 55% 487
1707 ity 10 1ney
o= (373) (122) (41) (129)
TAPLE IV.2€
PERCELT OF SCLOCLS VITF BIGE INNOVATION PATES
LY DEGRLE TO WHICE ORDER A SAFETY IS A TFOILEM
Racial Cecmprosition
De~ree to Which
Order is a Pro’lem vhite ¥hite Inteprated Tlack Integrated Elack
i~ Prchlern or
| fverase Tretlem 527 317 32 5%
| (2¢F) (7 (1?) (5¢)
| dajor Trotlem or
‘ Severe Prctlenm S¢€% 20% A 417
(37 (c2) (23) (53)
Percent Differencec -42 +3% ~22% +15%
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This sectinn an studznt comnitment introducszs tur rore refinerents <n
the lasic raciel relatirnship clserva. a’ove., Ve now can see that the relotiom-
shir tetween the adcpticn of inncvaticns end the racial ceomrcsitinn of the
schnols is raintinaed primarily under conditinns of low-perent invclvoment,
low rcrale, or high discrder. Yeviny already ciscussed the first i these
thrce cenditions, we turn to a consideraticn of the latter twe. ‘her the rain-—
tenance of order is 2 severe prohlem, the Tlack Interrated scheols tecone
hig hly innovetive. COre prssitle er~lenatior for this is that when concditiens
in these schocls reach a pcint whinra whitc students are threstened, inncvation
is intrsduce?d as ~» measure of sncial control. In cortrast, the hirhly veclatile
all “lack schcols ray 'e vicwec as teing imjervious to reformn. In reither the
"hit< ncr the vhite Interrated schrels de prollems ~f order relate to» inncva-
tion: white c¢iscrder is seen zs less of o threat tc social sta>ility then is
“lack disorcder. Also, the all “hite schocls overcome prohlens nf morale as
well, ieither internal climatc features nrr parent involverent are particularly
relevant here. ’

£1lthcugh vnfer conditions nof low ~o~rele the [ asic rclatienship Tetween
racial conrcositicn and innovation is sustnined, tho crder is almost cortletely
differeont under conditions of hich morale. Suddenly it is the 7lack scheols
which are the most likcly tc te innovative end the rlack inteerated scheels a
clcse secend. ¥herees the high disorder Ilact schocls nay te the hard ccre
schocls, the hich merale [ lack schools may te the show casc schocls ~- the
schnnls vhere the mcst sericus attempts at reforr are occurrine. In addition,
the fzct thoat under conditions of hifh wrrrle the "hite Tnterrated schools are
nc lenper consicderatly lower neans that this is a sienificant veriatle. e
will pursue it further in the next charter vhen wa introduce rhysical resocurces

and relete thesc to climate features.,
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CUAPTER V

SCLECOL RESOURCES

Money has long teen considered a crucial ingredient of the innecvaticn
;rocess. The early studies of adaptability concluded that the amount of uoney
available was the most important factor determining the level of innovation in
a school. However, as we pointed out in cur investigation of per pupil expendi-
tures, in the more roccent research there is evidence that an innovative clirate
can he found in a financial desert: and, moreover, that without such a climate
money may flow in other, non~innovative directions.

Although we do not have eny precisc fipure for the amount of money avail-
atle for each of the individual schools at the time of the NASSP study, we do
have informaticn about other types of resources which may reflect the general
financial status of the schools. 'l¢ assume that schools which operatc in old,
inadequate facilities with a severe shortage of personnel have irsufficient
financial resources. The resourccs with whick we will be concernec¢ here may
2lso have direct implications (i.e., independent of their heing indicators of
the availability of money) for what can %e accomplished ty way of the adoption
of innovatiocns. The physical nlant and the numbter of staff members determine
the outer limits of what type of innovaticn can tc adopted in a school: if
therz literally is nc space for a languasc lahoratory, thc school will nct
have one; if ther. arc not enoupgh tcachers for two tc dou*le—~un at any one
timc, there will te no team teaching.

In this chapter we will consider & scries of varietles vhich descrihe
the resources of the school. We hepin ty examinine a series of specific mea-

surcs of physical resourccs: thc adequacy of the plant, maintainence and cvor-
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crcwéing. In the sccond sectirn we vwill examine the schecl steff as a resource
tcth In terms of general adequacy ("sufficient" numters) and snocific adequacy
(student-tcacher ratic and thc varicty of specialists esvailahle).

althcugh our tasic interest is in cxaminirg the relatienship ~f resourccs
t~ ipncvaticn, there are several additional concerns. First, we will censider
in det2il the rclationship of rescurces and innovaticn within cur catepories
of racial compositicn. It is widecly assumed that schools attended ty Tlack
students or a minority of white stufents cperate with fewer rescurces than all-
Vhite schonls., Ve want to investigate this assumption. Furthermeore we will
look at innovaticn rates while contrclling fer physical resources in order to
sec whether we can ‘ctter undcrsten” cur findines in Chapter IV. As we will
see, resources are occasionally very irmportant, hut they scem to te more impor-
tent in those schools in which the inncvation process is more tenuous. Althcuph
the White schools penerally have the fullest rescurces, in some specific cases
1lack anc Interrated schocls are Letter cquipped. Moreover, the rclationships
hetween our indicators of rescurces anéd inncvation are variakle and complex.

Second, we will ccnsider the relaticnship of the mnst sienificant resource
variatle to the internal climate variatles discussed atove, rcralc and the
depree to which crder and safety arc problems. It secems safe to assume that
in many cases the physical environnment has an effect on the emotional climate.
It mipht be difficult to enrender high mcrale in 2 poorly eaquipped, overcrowded
schocl. Students may te more likely tc 'e disruptive if they perceive that
there is little concern for the amenities. We want to know whether, in fact,
the internal climate is influenced ty the physical environment and which of
these factors is a merc important deterrirant of innovation.

Finally, we want t: kncw the extent t~ which the availatility of resources

is asgociated specifically with the adontion of costly innovations. Thus in
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additicn tc considerine the generel effect of ¢ach of the rescurce variatles

on innovaticn we will cxarmine the pronerticn cf inncvations adorted which cre
~»f high cost (as dcfined in Chapter II). Ue will alse look again at the pro-
pcrtion cf high quality innovations edopted. Since there is a slight nerative
relationship tetween cost and quality, ve find it conceivalle that schocls with

a surplus of funds will adopt a high rrogertion of "cost" innovaticns and therety

sacrificc cuality.

PHYSICAL PLSCURCES

General Facilities

Our measure of thc general adequacy cf the physical facilities in the
scheols derives from a question asked of rrincipals in the NASSP survey which

is presented in Tahle V.1l alceng with the distritution of resnonses.

TATLE V.1
DISTRITUTICN OF RESPONSES ON QUESTION

OF ADEQUACY OF FHYSICAL FACILITIES

Assuning reascnably efficicnt use,

evisting physical facilities in

terms ¢f educational activities

for students and the local comru- Percent Number
nity are: of Schocls of Schools

Severely inadequata for an
appropriate program 147 91

Inadequate for an appropriate

program 39 243
Adequate fcr an anrr-priate
prograrc 42 263
‘ Mcre than adequate frr ean
aprropriate prosram 5 35
100% 532

‘ 162
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The tasic prctlem with this indicater °f rescurces is the likelihe~d
that in asscssing the adequacy <f the facilities the principals included in
their censiceraticn the dearee f availatility cf the equipment asscciated
with inncvaticns included in cur dercncdent variatle (e.s., lancuage lakcra-
tories, televisicns, telephcne amplificaticn). If this is the case then, in
fact, we arc mcasuring innovatirn by innovaticn. However, althoush the avail-
atility of cequipment is likely to lc « factor in the nrincinal's assessment,
it is certain that cther factors are rclovant as well, particularly since the
relaticnship between the adequacy of facilities and innovation is nrt an
exceedingly strong cne (TauC = .14). ‘lMorecver, in at least one type of scheel,
therc is no relationship Sctween adequacy cf facilities and inncvation indicat-
ing that the two camnct “e identical.

Considering the prpulaticn ~f sch.rls as a whele, hoth the nunmter of
inn: vations adonted and the proporticn of inncvations requiring an exnenditurc
are ¢reater in schrols which have totter facilities, as suerested ty the fact
that the resources are acdequatc. The prepertion of inncvaticns of "hich
quality" ad:pted als~ riscs with an increesc in thc level of 7thysical rescurces,
althcurh there is srme indicaticn that the very poor schrels ("severely innde-
quate") are nore discriminating than thesc immzdiately *etter nff, rerhaps
*ocause they have t~ adspt inexpensive inncvations which, as n~ted in Chapter
11, are «f higher quality. And there is scrie evidence that the richest schenls
("mere than adequate”) are less discriminating, apain prctatly tec ase of the
alopticn of mrre costly inncvatirns (Talle v.2).

Therc are cnly mincr differences am nr the schools as defined 'y racial
c-npcsition in the desree t- which the principals report that the existinp

facilitics are adequate (Talle V.3). Thoere are three possitle interpretations

~f this findiny: 1) there actually werc n~ differences in the facilities ameng
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TATLE V.2

IMNOVATION R, TES, CQUALITY OF IuwNOVATIONS ADOFTED

AND PROPORTION OF EIGP' COST INNOVATIONS ADOPTED

LY ADEQUACY OF PrYSICAL FACILITIES

Adequacy of Percent with Figh Mean Numler cof
Physical Facilities | Innovaticn Rates (5 or mnre) Inncvations Adorted (N)
Scverely Inadequate 407 4.2 (°1)
Inadequate 437 4.3 (243)
Adequate 57, 4.S (2¢(3)
More than Adequate 58% 5.5 (35) 1
(632) |
|
Percent High
Acdequacy cf Prcportion of Quality Mean Prceperticn of Quality
Physical Facilities Innovations Adopted Innovations Adspted (N)
Severely Inadegquate 39% 45.0 (o1} i
Inadequate 437, 41.7 (243) |
Aldequate 47 4€ .4 (2¢£3) }
Mcre than Adequate 35% 42.¢ (35) }
(£32) |
Percent Higrh 3
Adecuacy of Preportion of High Cost  “fean Preportion of High |
Physical Facilities Inncvations Adepted Ccst Inncvatirns Adopted (N) |
Severely Inadequate 137 44.5 (S1) i
Inadequate 27% 52.1 (243) |
Adequate 28% 52.5 (2€3) ;
Mcre than Adequate 33% 5C.8 (35
(“32)
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TAVLE V.3
{DEQUSCY CF ™MYSIC. L TACILITIES

TY RACIAL COMPOSITION OF T%: SCEOCL

Racial Comresition

Adequecy f
Fhysical Facilities ‘Yhite Thite Integrated “lack Interrated ‘lack

Severely Inadequate 11% 18% 237 1£%
Inadecuate 40 3¢ 25 3¢
Adeauate 44 4" 43 3

irre than *“eauatv 5 r b) 1

177 177 1NG7 1nny

N o= (33) (12¢) (42) (127}

Yhite, Llac!t znd Integrrated schocls centrary tc what vas wicdely cssumed at that
time_ 2) the principals used different standards tc cefinc the terms '"adequate"
and "appropriate prograr'' denendine cn the cempositicn of the student *cdy:

and 3) the questicn was toc reneral to elicit impertant discriminations. In
any case, there are different relaticns letveen adequacy cf physical resnurcas
an” inncvation amenr the four types of schocls. There is alrost no cifference
in innovaticn rates ameny were cr less acdeguately ecuipred White scheols ‘ut
rreat Cifferences amcnr Integrated schocls #né sorme, slirhter, differences in
the Ilack schecols (Tatle V.4). In vhite schocls there is 2 relatively hish
rate cf inncvaticn nc matter what the level of othar resources. Uhite schonls

cmeitted to inncvation car carry thrzush ~n tais even when funcs are low.

owever, aron~ the “lack Interrate? schinols and, to some extent aren~ the Tlach
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'I' TLF V.4

DACYLTICN TS A0 ILAL IFPOVATION SCORES

'Y ADTQUACY OF PhYSICAL FACILITIFS AL "ACTIAL COMPCSITION

PERCENT OF 2CINOCLS UVITY FIGY INNOVATICH RATES

hdeauecy of Physical Facilities

ncial Cropceiticn Tercent

of Schonls Inadecuate  Adequate Difference

WSTPD 437 53% + L
{174} (153)

VBITD INTEGRATID 2% 4e9 +27%
(7 (55)

. LACK INTEGRATED 3.7 r57 +27%
21) (2C)

TLACK 277 547, +17%
N (5&)

EAT IITIOVATIC. SCORES

ALiequacy of Physical Facilities

lacial Cemresiticn

~f Schunls Iradecuatc Azecuate Difference

wLITR 4.7 S.1 + .4
(1€4) (159)

VaITE INTRGRATEL 3.3 4.5 +1.2
N (55)

;LACK THUTEG™ATED 3.2 £.r +2.1
(1) 27)

~LACK [ 4.9 + .9
<N (54)

k4




schecls, inncvatiorn is dercndent ~n adequate resources. Thus ameng these

schools wo find creater cxtremes, i.e., schrcls with pror resources and low
innovaticn rates versus schonls vith ~0c? resources anéd high innovaticn rates.
The fact that even when there are adecuate conditicns the level of inncvatien
in the White Inteqrated schocls, althcuph scmewhat improved, is still lcwer

than in the remainins three types of schcols indicates thet a lack cf resources

cannot explain the persistence of lcwer rates in these scheols.

This pattern of the relationship cf an independent varialle tc inncva-

tion is reminiscent of the relationshizs of the internzl climate variatles to

innovation rates in the four different types cf schools. The White schools seem
to te as impervious to rescurce pro-lems as they are tc irternal clirate rrob-
la=s. Ulot surprisinsly, we find that cur ‘asic indicator of resources is
rositively related to each of these internal climate conditions althougch the
relaticnships are not strong ones. Lecking first at Morale, we find a wealk
relationship tc the adequacy of the rhysical facilities (Teu T = .12} tut in

a crosstal ulaticn a clear indicaticn that the effects are curulative, thot

schocls which suffer 'oth types of pro!lems — low merale and low resources
-- have lower rates cf innovation than schccls which bave at least cne posi-
tive conditicn and far lewer than the schocls with beth advantapes (Table V.5).
Innovation is most likely if the resources are adequate and morale is hich
ans although in a fair proporticn of these schools the presence of either
money or morale is sufficient to insurec a relatively high level of innovationm,
there are few schocls which can functior well without either cf then.

When we exemine these two variatles ccjointly for each nf the four types
of schools for which we hove o sufficient nuster of cases, we find that ameng

ERIC
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TLILE V.5
PERCEUT OF SCiIOCLS WITh RIGE INNOVATION
RATES (5 OR MOFF) LY ADEQUACY OF

PIXYCICAL FACILITIES AMM™ STUDENT MCPALE

id~ouacy of Physical Facilities

Inadequate  Acdequate

477
(1£3)

35%
(122)

the joint effects are minimal. Amenc the Vhite Intesrated schools each of
the factcrs alcne is important. Cumulatively they are of major significance,
althcugh amcne the twe money scems te Te mere impertant than morale. Inncva-
ticr is rare in these schools and particularly sc in the larpe rroporticn of
then which have few assets. Although we cannnt carry this 2malysis throuch

com-letely amenz either the Flack or the Tlack Inteerated schools (there are

few of them: with high rmorale and almost none with toth high morale

and adequate physicel facilities -- a fact irrortant in itself), there is some
evidence thet amone "lack schoels as well ac interrated schools the cumulative
impact of the two conditions is significant (Talle V.(}.

The relaticnship tetweer the decrze to which order and safety is a proh-
ler, adenuacy of thysical facilities 2nd innovaticr rates are sinilar te these
o' served atove using morale as the third veriakle. Althourh orcer and safety
is only sli;htly rore li%ely to ‘e a protler in the poorer schools (Tau 2 =

.14), the joint impact cf the two facters is sipnificart (Ta*le V.7). Schocls




Ti. LE V.°
FERCFT OF ST:OGLS 'ITE: #IGL LiNGVATION RATES
(5 02 ¥2RE) 'Y ADFQUACY CT [WYSICAL FACILITIFS,

STUDENT MORALE A'D RACLAL COMPOSITIOR

Physical Facilities

Inadequate &deruate
Moralc

L.acial Compcsitior Low Uigh Low Eirk

VEITE 57 77 517 547
(72) {£2) (74) (&0)
UHITE ILTEGRATED 13% 27 e 727
(51} (14) (42) (11)
TLACK INTEGRATED 377 * £17 *
(17) (3) (13} M
LLACY 327 737 457 *
(57 (11) (£2) )

*Therz are tco few cases on which to ltase a percentace.

TALE V.7
PEPCEMT OF SCHOCLS 'TITE FIGE LWOVATICM RATES
(5 OR MORE) ..Y ADEQUACY CF PFYSICAL FACILITIES

AND DEGREE TC WFICY OPDEL IS A FROTLEM

Adecuacy of Physical Facilities

Derree to Vhich
Order is s Prollerm Inadecuate  idequate

MAJOR 317 557
as7) (£3)

MIiCF L37 527
(223) (227)
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vith ~ajor precilems with crder os well as incderuate facilities have extremely
lov innovation rates, 'ut the pro' len of order is morc casily cvercorme than the
rrotlem cf pror facilities. Aenin  when we lock at the interaction of the two
variatles or innovatior within exach of th. fcur tyros of schocls as defired 'y
race interestinc patterns emerce (Tatlz v¥.(). In the "hite schools, which are
renzrally unaffected 'y cither condition alone, thare are cnly small ciffer-
ences in innovaticr rates ameng the four tyres of schools, althoush therc is -
slichtly hirher rate when the physical facilities are inndequate ard order is a
rrct lem than vhen there is cnly ore prol lem, perhaps *ccausce cf oressures to
upc-rade these schools, te ¥cep ther at the level of their counterparts. Arene
the intcrrated schosls there is alnest no innovatien vhen the conditions are
poer and an indication 2gein that, in fact, rescurces are merz imsportant than
internal climate factcrs in determinin~ inncvatien rates. Unfortunately we
carnot pursue this issue with the Plack Irterrated schools althcugh with the
dato at hand it is sisnificant tc ncte that we find no evidence to counter our
assumption that when order is threatenins tc vhites innovations are installed.
imon2 the Dlack schools we a2p2in see 2 pr~ur of hard-corc schoels which seem

te *c a*andcned 'y the central offica.  If Tlack schoels have sonethinr ccing
for ther. -- cithaer crder or rcsources -— inncvaticn rates arc hich, Fut if
there are major pre’lems little or nothirng is Zone.

Overall, then, we cen scc that althcuzh the physical sesources have only

ainimal effocts on the internal clinste, the joint effccts of the twe are irpor-

tant in thosc schools in which there are sre!lers vith inncvaticn to hecin

with* the Yhite Inteecrated, Clzc' Intz-rated and Tlack schoels.

17
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T. LEV.:
’ PERCENT CF SCLCOLS F'ITH FIGH IIMTIOVATIONW FATIS
(5 OR MCRI) 1Y 2DEQUACY OF PHPYSICAL FACILITIRS,

025ER AFD RACIAL COMPOSITION

Physical Pacilities

Inaceauzte Adequate
Crder
Racial Cenmposition {zjor Minor Hajor Minor
WHITFE 577 457 447 547
27) (13%) (15) (142)
VEITE IiTTECRATFS 127 227 507 427
(31) (36) (22) (33)
TLACY INTIARATED 425 * * 457
(14) €))] (9) (11)
LIACK 227 507 547 54%
(392 (29 (22) (31)

*There are toc few cases c¢n which tc tase a rercentage.

Schoonl Maintenance

In the IIASSP survcy the principals vere asked a*out the adeguacy of phys-
ical mzintenancc in the fuestion presented in Tatle V.5. Uhether or not the
scheol luildin~ and grourds are adequately raintained may le ancther indicator
of the rascurces availa®le to the scheool ia vhich case we would assuwe it to
‘e rositively related to innovation. f1lso, within a poorly maintained tuilc-
ing it nicht te mere difficult to consider makin~ changes (i.e., adoptinc
innovations) which woull seen superficial in licht of the ceneral dratness and
inadequacy of the environment. On the other hand, maintenance costs can etsort
hish resources and there'y militate afainst innovation. At first glance toth

. of these seem to he the case (Takle V.17). Scheols with "adequate' maintenance
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’ have sliphtly Ligrher inmcvation rates and also spend mere meney op inncvation
(i.c.. adopt a higher pron-rtion of "cost' inpcvations) ther schocls in which
the mainterance is inadequate and schools in which the maintenance is consicered
tc te “copmendatle’ have slichtly lower inrovation rates, perhaps hecause the

K

hi-h maintanence costs atsor! the rescurces.

My vy
AW B9 J.S

DISTRITUTICE OF PTSPCHMSLES

0r QLESTICHT OF ADTOUACY OF MALVTINAJICE

General i{aintenance

of the Schocl uildins Fercent Tlumt er
and Grounds is: of Scheools cf Schoels
Inadequate 277 173
l\decuate Le 323
Commendatle 24 _1eC
1747 ) (F5€)

Powever . the level of school maintcnance is highly related tc cur gen-
eral indicator of the adecuacy of chysicel resources (r = .20), and wien we
exanine innovation rates whilc corntrclling for ceneral rescurces we find that
raintenarce is indepencdently relevant in only one situation: schools which
have generally inadenuate facilitics lut devote a congiderat le amnunt ~f tipe
and energy to maintenance -- whick is pre*a*ly merz important in clder facil-
itias -- have very low inncvaticr ratcs. Scﬁools in o01¢ tuildines can either
devote the noncy to raintairing these tuildinrs or to intrrducine innovations;

‘ they can rarely accomplish toth at the sarc time (Tatle V.11).

172
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T.. LE V.10
I TIINQVATION RATES, QUALITY OF Tim CVATIONS
(DOTTED AND ERQEGPTICY COF FIGH COIT

INT'OVATIONS ADOPTED LY ADEQUACY OF MAINTENAMCE

Percent with Lirh Mean Mumter of
Maintenance | Innovation Rates (5 or more) Innovations Adopted )
Inadequate 447 4.4 (1%7)
adequate 7% 4.7 (315)
Cormendatle 44 % 4.€ (147)
(529)

Percent Eigh
Proportion of Quality “ean Prorortion of Quality

faintenance Innovations \dopted Innovations Adopted ()
Inadequate 33% 44.5 (1€7)
adequate 3(Z 43.2 (315)
Cormendable 407 4.3 147
(€29)

Percent High

Proportion of High Cost Mean Proportion of High
Yaintenance Innovations Adopted Cost Innovations Adopted! (M)
Inadequate 227 5.3 (1£7)
Adequate 29% 54.4 (315)
Commendat le 237 47.6 147)
(629)
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T..°LE V.11
PEPCENT OF SCFQOLS VITH RISE TMUGUATION
RATES (5 L2 MORE) "Y ADFCUACY OF PRYFICAL

FACILITIES AND AULQUACY OF LAINTENANCE

Physical Facilities

~vaintenance Tnadequate Adecuate
Inadenuate 417 53%
(121) (45)
Mequate r27 537
(5%) (157)
Ccmnendal 1z 287 527
(53) (54)

Overcrowding

In 1969 ~vercrowding was a very common prohler in urkan hich schocls.
LS ve car see in Ta“le V.12, only 247 of thc schools in our sample reported
an enrollment that was no greater than the stated capacity whereas the remain-
der had one hundred students or rore in excess cf capacity. Since schonl tud-
fets are tc a ¢reat extent Getermine? -y thc nunter of students attending the
schools, it could te that the overcrowded schools, although not richest on a
per pupil tasis, have norc money to play arcund with and therefore might adopt
a great nurmter of innovations and a high proportion of innovations that involvs
cost. On the other hancé, cvercrowding mizht make rore difficult the estatlish-

2ent of high morale and entail more extreme protlers of order and safety, there*y

inhititing the adoption of innovetinns.
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TATLD V.22

2ISTTITUTION OF RESPCISES T2 CURSTICH CF OVEPCROWDING

What is the relation

between stated capacity

of physical facilities for

a sinrle schcol session Fercent Mumter
and the current enrollmznt? cf fchools of Scheels

gnrollment is less than
stated capacity 267, 174

Enrollrent exceeds caracity
by fewer than 10C students 22 147

Enrnllment exceeds capacity
ty 121-50" gtudents 33 212

Enrollment exceecs capacity
by 501-19"" students 1" £8

Enrollment exceeds capacity
by mcre than 17C1 students 3 52

1007 (053)

In fact, we find that overcrowdin~ has a relation to the nurler of inno-
vations adopted only at the extreme end (Tatle V.13). Schools which are ex-
ceedingly overcrcwded adopt considera’ly fewer innovaticns than these which
are only moderately or not at all overcrowced. Cvercrowding is also neratively
related to thc percentage of high cost innovations, perhaps tecause in scheols
with a lot of students more imoney nust te devoted to adrinistrative concerns.
And cvercrowding, if it entails more serious protlems of nrder, would per-
heps inhilit the adortion of innovations, the protection of . ;ich would te a
netter of ccucern® i.e., you don't want to spend money cr televisions or

telephones wherc vandalisnm is 2 possitility or prelatility.
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‘ Heot surprisingly there is a very strong relationshis !etveen cvercrowd-
ing and the adecuacy of physical facilities, indicating that the nur*er of
students cnrolled must nave tecn a fecter in the principal’e judgment (r = .29).
And when we examine overcrowdin~ while contrclling for the ~eneral levzl of
adequacy we find that cvercrowding alone is significant only wher rescurces
are low (Tatle V.14). The richer schcols can handle this tyre cof nroblem

and cortinue to innovate; the poorer scheols cannot:.1

TATLE V.14
FEPCENT OF SCHOCLS VITF FIGH IMMOVATION
PATES (5 CR MCPE) TY ADLCUACY OF

FHYSICAL FACILITIES LI OVERCRO'DING

Overcrowding

Yinimal Major
Adequacy of (1”2 or less (1C1 or morc
Physical Facilitics ir excess) in excess)
Inadequate 32% 427

(126) (205)
Adequate 53% 52%

(180) (110)

1Interestingly enouzh. overcrowdinr has a nepative relationship to the
percant of the student tody that is Tlacl, i.e., it is rnost frequently a prckt-
ler in Thite schocls. Amons neither Whitc ner White Interrated schools does it
have any relaticn tc the number of innovations adopted. Among the Ilack Inte-
grated schools we find considerably hicher rates of adontion where there is anly
minor overcrowdins. On the cthzr hand, we find considerally lower rates of inno-
vation among ~lack schools which have no overcrcuding protlem. Arong Tlack Inte-
srated schcols innovation secems to *e rlacet in prire conditions: amens Tlack
schcols innovaticn may %e nore of a <ommensatory gesture, a sulstitute for ic-
nrovine more basic conditions. (A1l tz*les to suprort this ~nalysis may he

. founc in appendix E.)
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The otvicus solution tc severe cvercrowdines in schools is te ro onto a

doule sessiorn day. Forty-four percent cf schools with more than one hundred

students in excess of the stated capacity zre on dou'le sessions as opposed to

fifteen percent of the schools with a less scvere rrotlem. Vhether or not a
school is on a dcullc session is not rclated to the nunter of innovaticns

1 L3
adorpted. This means that the morc comylox administrative structure entailed

in a doutle session does not have an inhititin~ effcct on the adoption of innc-
vations. Wec will rcfer te this issue arain in the next chapter when we exarinc

school comnlexity.

General Adequacy of Staff Sizc

rasically, whethcr or not therz are adecuate nunbers cf staff "to provide
the current student body educational cxperiences appropriate to the imnlementa-
tion of the scheol curriculum"? is not relevant to the adoption of inncvaticns.
Schools with inadequate staff resources arec slightly less likely to adopt inno-
vations than schools with a sufficient nusicr of staff menters but the differ-
¢ences are not significant. Either innovatior in schools is not dependent on
there being a larre staff to carry out and irplement the innovaetior, or the
rrincipais’ judsrients of this question were detcrrined by factors which nake
it an inadequatc assessmint cf actual conditions in the schools. Therefore in
considering the impact of the staff as a resource on the adoption of innovations

we have to look at more oljective indicators.

ITables are presented in Appendix H.

2Phrasing ~f questirn -f aderuacy ~f staff in “ASSF cucstionnaire (£-23).
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Student-Teacher atin

Tae student-teacher ratic In thz schesl seems t:2 te A nrore relevant vari-
atle with resrect to innovaticon than the reneral question ateve.l (Cuesticn
and distrituticn <f responses shown in Ta%le V.15.) Tasically, the schcrls
with the Letter student-teacher rati~s hav: higher rates cf inncvaticn than
schccls in which there are relatively fower teachers; presunatly recausc it is
easicr tc implercnt inn~vations vhen there is ¢ lar~er staff, allcwing feor
flexitility in arrangements -- e.c., tcar teachine. Tcth the rrorerticn of
hirh ccst innovaticas adopted and the preperticn of hirh guality inncvaticns
adzpted have curvilinear relatinnships tc the variable of stucent-teacher ratin
(Ta%le V.1(). Schrcls with viry low and vcry hirh student-teacher ratics adept
fcwer inncvatisns vhich c~st rrney and are less Jiscriminating ip their adcp-
ticn., This is a reversal <f the usual rclationship tetween the nropcrticn cf
hiyh cost inn~vaticns adcpted and the prepertion of hieh suality inncvations
adopted. The fact that thc schecls with exccedin;ly "grz2" stu’ent-
teacher ratics adopt a smaller proportion c¢f hirh cost innovations is easily

understccd -~ they fevote a large propirticn of the bLudret to maintaining a

larce staff. Similarly, we can acccunt f-r bteth the lower rate in the numter
of innovaticns ad:rted and the lczer prop-rticn c¢f inncvations involving cest
in the schcols with exceedingly pecr studant ratirs -- thesa are the schrnls
with few rescurces altor~ether. Iut such conditicns ~enerally lead te a hipher

proportion cf quality innevaticns adrrted. Why they den't here 1s a mystery

adequacy f physical resources. The rext variatle we examine -- the variety
nf srocialists on the schocl staff ~-- is also unrelated te physical rescurces.
Physical and staff rescurccs renresent different ccmnenents cof the wealth of

to us.
1Student-teacher retic is unrelated t~ nur peneral incicator of the
{
a scheol s:and need not be related. i
|




SISTTITUTION GF PFEROTETS

CN QUESTIC.” C* STUDSIIT-TFACYER RATIO

Teacher- Tercent Yumter
Student Ratic of Schools s5f Scheools

1 20 or less 157 c7
1:21 - 1:25 t3 282
12 -1.37 32 217
1.3; oY norn _° _55
10CY {€€1;

Vhite schocls are scmevhat lass likely t- have ¢ond studert-teachir
ratinrs than are the cther threc types of schools, perhans tecausz there are
less intcnsec protlems of maintainine order in these schocls and they can get
*y with a spaller staff (Tatle V.17}. /ilsc, therec has leen less ru"lic eware—~
ness of this -rotlem in "hite schccls, vhich may explain why they are more
likely to be overcrowded as well. %nd anors the Vhite schonls (and 'khite Inte-
orated schools) this factor is unrelated tc innovaticn Tatle V.1(). Thus
Vhite schiols are atle to overcore this lack of rescurce as well as a lack of
adequate nhysicel facilities. Althourh Jancwitz has argued that the enphasis
on decreasins the student-teacher ratic in Ilack scheols hes resulted in an
expense inhibiting te the adoption of innoveticns, ve do nct find this to te
the case.1 In Tlack and ;lack Irterrated schools there is mcre imnevation

vhere there are Letter student-tzacher ratics. [.s with the other indicators

. 1Janowitz, cp. cit., 3. 17.
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TATLE .17

INCVATION PATES, QUALITY OF IMCVATIONT ADOFTED

AdD PROPORTIOH OF PIGE. COST IINCVATIONS ADCIPTEL

2Y STUDFNT-TEACLEP. RATIC

Teacher-

Stucdent Percent with Iieh ifean lumber of

Ratio ! Innovation ates (5 ~r morz) Inncvatiops Adorted| (W)
1.2C 527 4.8 (29)
121125 477 4.7 277)
1-2¢ - 1:3C L7 4,7 (20%)
1-31 or trere 42% L. 4 (=4)
Teacher- Fercent High

Student Prorortion of Quality i‘can Proportion ~f Quelity

Ratic Innovatisns Adosted Inmovations Adcpted (1¥)
127 31% 41.€ (50)
101 - 31:25 3¢Z 45,2 (277)
1.2€ ~ 1-35 367 45.1 (209
1:31 or rore 3062 4G.5 (54)
Teacher- Percent Fic~h

Student Proncrtien of Hirh Zost “ean Propertion cf Hirh

Ratio Inncvations .L7opted  C~st Inncvaticns adonted] (M)
129 232 47.3 (90)
1:21 - 1-25 372 54.¢ 277)
12 -1 35 287 51.7 (205
131 or mere 227 43.F (54)
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TATLE V.17
. PERCFNT OF S$CPOCLS "ITH PISh TEACKF -STUDENT

-t T

fATIO (1:25 CR FEMER) TY RACIAL COMPOSITIOM

Percent with Teacher-
Student Rztio cof

Racial Cermposition 1:25 cr Fewer (&)
THITE 547 (322)
VEITE INTEGRATED 754 (122)
CLACK ISTEGRATED k57 (40)
TL\CK Lz (122)

TATLE V.18
PERCENT OF SC:iOOLS *'IT: HIGE IMMOVATION
RAIDS (S OR MOPF) [Y TEACHER-

STUDEFT TATIO AND RACIAL COMPCSITION

Tezcher-Student Tatic

Percent
Zacial Conprsition 1.25 rr Fewer 1°2f or Mors Lifference

VEITE 527 457 +3
(1£5) (148)

VRITE INTEGPATED 31% 277 + &
(7€) (44)

ZLACY IITEGRATED 575 427 +15
(2¢) (14)

*LACK 537 277 +2€
an (3¢)
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.f rescurces anu th= indicat:rs <f -eneral intevnal clinate, the |:utter the

conditisrs the wrre likely thc inn~vetisn rates in these schecls will te hich.

Student Services

Schecl crincipals were asked in the i'#S3F survey atcut the inclusicn on
the staff of six tyres of specialists® rurse, psychcleorist. speech theracist,
audicmetrist, hore crunselor or sccial wor¥er, and csychistrist. In ecrder to
create an incex »f the adequacy of this tyre of rescurce we 7a2ve each schocl
a sinzle scrre tased on tie numter ¢ differcrt srecialists includc? in the
staff. 7T.e distrituticn cf schnols alone this variatl~e is nrasented in Talle
V.15. Scruwhat less than nolf of the schocls have erly one (or no) special-

ists availztle ané in 737 of t>2 cases tais is a nurse, indicatiry thet inten-

sive psychclezical assistance is not rcacdily fertheening in rany urtan scheols.

TATLIV.1S
DISTTINUTIC™ CF SCLCOLS

“Y YUMTEP OF TYPTS OF SPECIALISTS

Numcer of Tercent “unmt er
Specialists of Schools of Schocls

iTONE 177 95
OKE azr

2€7
TFREE

roU-. O MC™:
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There is tasically nc¢ diffcrence in innovation retcs amone the sch ~ls

vivssified by the numter of sprecialists ixcept for those which have a Very hirh

numbter of srecialists (three or mere) (Teblce V.20). These schenls have high
vrates cf innovation. They are well-carced fir and can institute a widc variety
of prosrams. There is 2 morc ~eneral nccative relationship tetwecn the number
~f specialists cn the staff and the proecortion ~f innovatiens adnpted which
arc of high cost. If meney is allrcated te hire a psychclongist it cannct te
used f<r the purchase of televisions. Ameng the four types of schonl defincd
ty race, therc are variaticns in the nurter »f types ~f specialists availati..
White, Elack Integrated andé Dlack scho-ls are cenerally tetter staffed in this
respect than are the White Integrated schecls: the preoprrtion <f schoels with
tw- <r mcre typcs of specialists are: Fhite -- 587; [lack Integrated -- 557
Tlack -~ 527: and White Integrated -- 407. As was true of general rescurces
(t- which the number cf staff specialists is unrelated), it is merst likely
that amng the integrated schools the rescurce variatle and innovation rates

ere highly related (Table V.21). These schorls have all cor nothing: in this

case both specialists and innovations or neither, whereas among many White and

Llack schocls the twn are unrelated.

There were several issues in this charter. The first was whethker or not

the seneral level of the rcsources of a schenl was related to the nurter of

innsvations adepted in the schscl. Cn the wbcle we found slight pesitive rela-

tionships: schacls with more comolete facilities and staff rcsnurces are ncre
likely to e a'le tc inncvate at a hirh rate and adort a birher propertion of

costly innovations (there!y ~ccasionally letting quality slir). This means

1
1
1

that the rescurces may 'e iapnrtant. !ut then ve saw that the major resource 1
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T/LCLE V.21
OUZCELT OF 3CROOLS UTITH JIGE IFNQVATION RATES
(5 OR MORE) VITHIN "R EP OF STECIALISTS

Al'D RACIAL COMPOSITION

Humber of Specizlists

Pigh
Racizl Comprsiti-n (2 ~r mcre) Diffcrence

WRITE 55% -1
(1€9)
WHITE INTLGRATED 437
(44)
BLACK INTEGRATED 5%
(23)
BLACK 4e7
(59)

variables -- general adecuacy of physical resources, student-teacher ratio

and numter cf specialists -~ were stronfly related to innovation only in the

"mite Iategrated, ilack Integrated and ilack schools. Generally inadequate
resources in White schools never inhibits the adnptior of innovations. Trom
this finding we draw two conclusions. First, with respect te innovation,
resnurces are not crucial. Innovatione can be implemented in old, »ooriy
raintained, ard/or understaffed schecols althouch cnly certain tyres of schools
~- i.e., the vhite schocls -- can overcrre these disabilities. Therefore we
centinue to argue that the determinants ~f innovation arc different in Vhite
sch~rls thar they arc in the cther turce types of schosls. Increasingly it
scens that if the eff-rts te uperade the educetinn ir the Llack Integrated

and Llack schucls onccuntered ''obstacles’ such as pnor rescurces or low morale,

the effrrt slackened. and in Vhite Intcrrated sche~ls where thert never was
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ruch of an eff-rt in the

rirst "lace, innrvative imrulses were devastated by

similar <bstacles. Jdorerver, with resrect t- the White Interrated schrols ve

have a clear indication that the iack ~f inncvatisr has deccer rocts than

physical res.urces ~r internal climate. £t the same level «f resources as the

~ther three tyres ~i sche~ls (or climate) the White Integrated scheols consis-

tently have the 1. wist innevation rates.
Surrrisingly, irtcrnal clirate focters are cnly minimally related te
rhysice1l rescurces. icth highk morale and 2 high degree of ~rder and safczty

can be maintained in sch -1s which lack "rccessary” amenities. When the “emc-

~icnal” situaticon deteri-rates chanres nust ta made. Lut these changes need
ot be ccstly rencvaticns of existins facilitics, which alcne do n~t ensure a
tetter climate. /At the seme time, sct~rls ir which either physical res~urces
or climate factors arz related tc inp.vati-n (all excert the %hite schocls)

are strengly affectoed by the cambinatin of the two.

18



THAPTER VI

SCHOOL ORGANIZATION

In this chapter ve ask whether the structure of a scheol ay 2 complex
srianizaticn has any impact cn either the numter cr type of innovaticns adpted
ir the school. As was pcinted out ty Rogers and Sh-erakerl in their review of
studies covering the adopticn of innevaticns in 1974 and apain ‘y Taldridre
in 137A% the study >f innévation in scherl systems has generally underplayed
any forr cf «<rganizaticnal analysis. ~r instance, the studies included in
the R.ss compendium have nc seccticn -r ~rranizaticnal variatles at the indi-
vidual schenl level3and those selectinns in the readines edited ty Miles which
consider organizational variables arc renerally theoretical pieces and ~ffer
n~ data supphrtine the hyvﬁtheses.é

This cmission cf orranizational varialles ir the analysis ~f the adop-
ti-n of inncvatirns in schocls means that rcither the dissemination of innova-
ticns (e.g., from research nrganizations) n~r the selection ~f innovaticns for
adnpticn 'y school administratcrs preceeds with valid puidelines. If the
implementaticn of & parvicular inncvaticn is unsuccessful at any 8tape in the
prrocess there should e s me way of determinine whether the prrtlem lies in

the characteristics of the alrpting crranizatien, in the nature »f the innova-

lEverett M. Rrgers and F.F. Sheemaker, Communication of Innovations (New
York: The Free Press of Glencoe, 1¢71).

2Victcr raldridge, ~p. cit.,

3Denald H. R ss. cp. cit.

‘ AMatthew Miles (cd.), op. cit.
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tion itself, r in s'mc crm inaticn ¢f the twe. Uithcut any clues as te which
creanizatirnal variatles were: rclevent, it would 'e herd t- determine what
was . ing on in any specific casc. Furthertrre, an analysis of the rclatirn-
shir tetween the crcanizaticnal features of schenls and the rate at which they
ad ‘ot innrvaticns can help ’.roaden the develeping thecries in ~ther spheres ~f
srranizational analysis !y introducing a new typc of orpanization. This wouid
allsy specificatiop of the conditicns under which-:any crne crganizational
variatle “econes relevant.

For the reasons stated atove, our sclection of varia!lgs to include in
an aralysis of the structurce of the scheols attempts to follow the lines cf
rcsearch st out ty these concerned with other types of orpanizaticns. At the
snme time, we include varia!les which are uniquely important in schocls. Bas-
ically, in the first secticnc nf this enelysis we focus on twe structural fea-
turcs which have *een fuund in past research to ¢ related to the rate of adep-
ticn ~f innovations ir a wide variety of tyr s of crpanizoticns: size and crran-
izaticnal complexity. The variatle of ccrplexity will te *reken down into two
components: complexity of task structure and intcrnal differentiation. 1In the
third section we will lcck at the orcerizaticn structure in terms cof the rela-
tive size of the administrative staff vis-a-vis the teaching staff, and the
distritutinn »~f power and authority. The distinction 'etween the issues in
the middle scction and these at the end is, in part, a Aistinction Tetween the
herizontal and the vertical dimensicns ~f an rreanization. The fact that
varinus aspects »f the twc dimensione ore frequently related dces not mean

that cach cannc* 'ec approached separatcly.
PP
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SCHOOL SIZE

Yhat size schocl is ‘est for .ducatin-~ students? This is a questirn thot
has vlarued educatirs for years, in part ‘ecause it is s highly related to
~ther issues such as whether 7r net to crm'inc students with highly varied
interests an! atilitiecs into siansrle schocls and hrw test t-~ utilize scarce
resourccs. Our concern with schcol size is whether it is a frature which
affects the num*er or type cf inncvation implemented in 2 schacl.

In Chapter II we reviewed some of the literature on the rclation of
or ranizational size to the adopticon of inncvations which suc~pested thet large
organizati~ns adepted new idcas and new tcchniques at a faster rate thar smaller
‘rpanizatirns. . We <ic¢ not find & confirpation cof these findings ir our analy-
sis of schcol systems. HNor ¢id Heydel rand and Noell in their work cn profes-
sional organizations support the earlier hypotheses. They concluded that
size had no effect on iannvativcness vhen ~ther relevant varia'les were con-~
trclled, 2lthourh they didreport a slight curvilinear relationship 'etween the
tws varia! les indicatins that R&D projccts occured more frecuently in middle~
size apencies than ir very small or very larpe ones.l

Ve can now exanine size as a characteristic cf the schorls and sec
whether at this level it has any impact on the adoption of inncvations. There
is very little rcsecarch dealing directly with the effects of schocl size ~-- as

2

orpesed to district size -- cor the adertion of inncvatiers.® Ancerson found

that teacher resistance tc inncvation incrcased sicnificantly in large schoels

Lynif v. Heydetrand and James J. Noell, "Task Structure and Innovation
in Professional Orpanizations” in Heydel rand (ed.), Comparative Orpanizations
(New Jersey: Prentice-Fall, 1973), ». 3138.

2For some cof the more recent reszarch cn ths r_taticn of scheol district
size tc inncvation, sce: Renaléd Mavelock (1173), »r cit.; and V. Taldridee and
G. lurdham, op. cit.
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-- rrecsumal 1y *ccause f rre' lems of increasing Jdeperscnalizaticn -- lFut he
did not relate this tc the peoneral level of innovativencss within the schr.‘nls.1
It is pcssitle that there was mrre resisternce to innsvaticn but alsc morc innc-
vaticn taking place. And the most c~rrlete study of differences between larpe
and small schccls -- 'y larker and Gumr -- diéd nct investigatc the question of
inno“vations.2

Ther: are twc reascns why we consider size imrertant and potentially
relovant éo the issue cf inncvation. First, the sheer size of an‘crranization
may 'e rclated te its comrlexity (an issue we will censicer 'elow) and, like
crmplexity, may !e related pesitively te the number and intensity of the demands
°n the system. It seems recascna*le t~ assume that a large staff zan? studant
"~Jdy create greater conrdineticn anc allocation pretlems than would exist in a
smaller schrol. For instance, it requircs a large secrctarisl staff, consider-
alle cxpense, and perhars cemslex machinery te w rk cut student schedules in a
large schacl.  Such investments of tire and cnerpy cculd have the coffect of
raking larce schools resistant -- if nrt to all inncvaticns -- at least to
these which wruld increase the work neecded for these tasks.

Seccnd, schocl size is hi;hly rclated tc the amrunt of rency availatle.
In ncst schocl systems individual schnnl tudrets are larcely determined ly the
nurter of students attending the scheol. Thus larpe schcols have a larger
total tudget which may provide them with mere flexitility in the determination
~f allncation for specific items. At the sane time, alministrators.in larpe

schocls may find it easier tc justify requests for new cquinment on the : :cunds

1James G. Anderscen, lureaucracy in Educaticn (Taltimore: Jrhn Hepkins

Press, 1J€8), -. 14¢€,
zRoger G. "arker and Paul V. Gum; , Lip Schocl, Small Schocl (Stanfrrd.

California: Stanfrrd University Press, 13£4).
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that it will *encfit a :'rieater numter cf students, i.¢., cconomics cf scale.
Thus £rom the peint f view of reos urces ~—- as .~poscd ti aiministrative flex-
it ility ~- we mipht exrect a hirher rats o~f innrvaticn in larre schocls.

Our measure of schrel size is tased rn a cuesticn in the NASSP survey
which asked fer the numter of students in the schocl. The total distritutieon

~f scheels is shmwm in Taltle VI.1.

TLLE VIL]
DISTRI: UTION OF SCHOOLS

1Y NUM: ER OF STUDENTS ENROLLED

Numl er cf Percent Mum! ex
Students Enrolled of Schonls of Schenls

Fewer than 1000 172 69
1007 - 1459 22
1577 1206 2¢
2070 - 2469 27
2507 - 255§ 13
36¢5 12

1°7%

“cfore proceeding with cur enalysis, we want tc rlace these numters in
the context of the country as a whrle. Large city schonls differ from cther
schcols in a varicty of ways tut perhans the mcst striking of these is size.
In Tatle VI.2 we shrw ceomparative figures £~r all U.S. high schorls and for

lar;c city scherls alone. As we cen cle~rly sez, in this study ve are lecking
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ct scheels which are far larrer than thesc attonded 'y rost hirh schonl stu-—
' dents in this country. Therefore, when we talk a' mut scheol size and its rela-

tien to the adeptien of iencveti.p, it must te understord that our findings

may only reflect one end of the scalc and that in schuels with student ropula-

ticns leler cac thousand there may 'c 2 very different relationshir Fetween

size and the adepticn of inncvati.rs.

TALLE V1.2
ENROLLMENT OF ALL U.S. SECONDARY SCEOOLS

COMPAREL "'ITE TEE LARGE-CITY RIGH SCHOOLS

Num! or of Large City Schoels
Students Enrolled 4ll U.S. Schonls* (15€9)
Less than 1177 28% 117
1827 to 2,439 11 €2
25G5 and a*cve 1 _ 27
1°n% 1MMZ
N = (24,22¢) N= (<70)

*A11 figures for U.S. schenls arc adapted from U.S. Dept.
of Health, Education and Welfare, U.S. Office nf Education,
"Statistics of Educaticn in the United States,” 1958-59
series, Nunter 1, "Pullic Secon2ary Schcols.” These sta-
tistics include junior hich schocls.

hs we can sce in Tatle VI.3, schocl size in terms of the numter of stu-
dents enrclled, is not related to the nunmter cf innovatirns adeopted in the

schscl.l This means, ~n the ~ne hand, that a lorre staff and student *rdy dc

Ictudent enrollment size is hiphly related t~ staff size (r = .37).
‘ Thercfcre we use this one measure aler: rathor than investipating staff size
separately.
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TLZIE YIL3

CIMUOVATIOM RATTS, QUALITY OF IMICVATIONS ADOPTED

AID PROPCITION OF EIGHM COST INNOVATIONS

ADOPTEL Y SCHQCL SIZE

Perccent with
#igh Inrrvaticn

Mean ium' er of

SI1Z% Rates (5 or mere) Innovaticns Adorted (9]
SJALL (1CCT-1439) 427 4.¢ 271)
MEDI: (1500-2492) 4c7 4.7 (254)
LAPGE (257 ~r mcre) 447 4.5 (174)
Tercent Firph Yean Trorertion
Prepertion of Ouality nf Quality
SIZE Inn~vaticns od~pted Innovaticns Adoptcd | (1)
SMaLL (1770-14%5 35% 42.% (271
MEDIUM (157 7-2499) 37c 45.5 (254)
LARGE (25C7 cor mere) 35% 45.2 174)
Ferccent Lish Mz2an Frarertion
Praopertion of Hiph Cest of tigh Ccst
3 VA2 Inncvaticns fdorted  Inncvations Adopted N)
SMALL (177C-1459) ny 54.0 (221)
MEDTUM (1572- 2459) 247 52.3 (254)
LARGE (257" or mcre) 217 47.8 (174)
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nut create situaticp irhilitiny t~ the adortin of inncvati-ns anc, ¢n the

‘ -ther hand, that srpaller scheols ¢- nct nave apny sreciel troutle in accurulat-
in; the reecurces necessary £rr at least s~we innovaticn. Indeed, v find in
Ta'le VI.3 that the propirticn cf "hi~h cest" inncvations adepted decreases
slirhtly with schrol sizc. The larger schcels arc less likely t- zadert this
ty . of imnovatica perhaps *ecause t> Jc s7 in such a oetting wcrld dnvelve
consideratly ri.re exrense than where there are fewcr stucunts and -crhers
'ccausc actually they dr n-t have wore rosturces than the small schonls.l The
quality of the innovations zdorted is alsc mnrelated tn size. Factors cther
than that of the number cf students errnlled deternine the selectivity with
which irnovations are adorted.

There are only minor variations in the sizc nf schools servinz different
racial yroups: Ilack scheols are least likely to le large; Vhite schools are
least likely to e small (Ta'le VI.&). Within the tynes of schools defined ty
race, however, there are diffcerent relationshirs tetween size and innovation
(Tatle VI.5). Although innovatinn ir neither Thite ner Tlack scheels is sipgnif-
icantly affected iy size, it is in toth types of intcrrated scheels and in oppo-
site dircctions. “hit:z Interrated schecls are most lively to have high innova-
ticn rates when there are large nunlers of students enrclled, perhars because
it is only under this conditicn that they r:ceive the necessary central office
attention. "lac! Integrated schools are more likely to be innovative when they
are small. It could e that the basic prollem cof morale is overcome more
easily when there arc fewer students irvelved and that thercfore inneovation
cain more readily take place. 1In any case it scems clear that the schcel size
is not significant in itself and only achieves impertance when asscciated with

other factors.

1There is no relation tetween size of student enrollment and the general
adequacy of the physical resources.
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raLLE V1.4
. CURGU. “IZE Y RACLIAL COMPOSITION
SIZE

xacial Cemrosition SMALL HMEDIUM LARGE
»f Schools (1001=-143C) (150r-249%) (250" or morc) ()
WHITE 2¢ 7 427 3z (323)
UAITE INTEGRATED 372 227 347 (124)
*LACK INTEGRATED 437 27% 207 (41)
"LACK 357 517 12% (117)

COMPLEXITY

In the recent literature cn the adoption cf innovstions ir orpanizations,
ccmplexity is considered tc ‘e a primary characteristic of organizaticns affect-

inc the innovation process. When defined as "the numter of cccupational spe-

cialties in the organization 2nd their professionaiism' complexity hes teen
found to ke pesitively related to the ratc of program chanee Lecause "the

diversity in cccupational Liackgrcunds car . . . ‘ving a variety of sources of
y £

infermaticn to

nl

tions. « . .

the initiaticn

ors;anizational

!ear, which can facilitate awareness or knowledse of innova-
However, if corplexity is positively related to innovation at

staye, there is some evidence that at the implementation stage,

complexity has negative effects. It is arpued that *'high

diversity {complexity) makes it difficult for any -~ne source of authority tc

1Gerald Zaltmen, et al., Innovation ond Orcanizaticns (New York:
Wiley and Sons, 1.73). -.

John

135.
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TARLE VI.S
’ INNOVATION RATES &ND MiAN INNOVATION ©CORES
VIT.IN SCRCOL STZIT AND RACIAL

COMPOSITION CATTGORITS

PERCENT OF SCHOOLS VWITH FIGH INNOVATIOM RATES

- 1

Pacial Comrcsition SMALL MEDIUM LAEGE
of Schools (1°6r-1459)  (1500-2459) (250" or rcre)
YIITE 467 557 L77

7 (13%) (5¢)
"MITE INTEGRAHTICD 247 317 357

(¢4) (35) (43)
SLACK INTEGRATED 17 477 337

(1) (11) 12)
BLACK 457 457 477

(42) (€r) (15)

*{FAN INNOVATICN SCORES

SIZE
Kacial Com, osition SIALL MEDIGM LARGE
cf Scheols (1077 -14C2)  (150n=2407) (25°C or merc)
TMITE 4.z 5.0 4.7 |
(7 (135) (ce |
WHITE INTEGRATED 3. 4.C 4.2 |
(463 (35) (43) |
“LACK INTEGRATED .0 4.0 4.0
(1%) (21) (12) |
TLACK ) 4.5 4.5 4.5 |

(42) (€0) (15)




force some consensus toward asreement as to which of the nmany -~ro-csals shoul!

Te implemented."1

Thus the proportion of initiated innovations actually reach-
ing the stage of implementation may le lover in highly complex erfanizations
*ccause of the greater numter of innovative proposals generated in a more com-
~lex organization.2

Speculation on the adoption of innovatiors in schecols (as opposed to
other orpanizations) reaches different conclusions. Taking as his starting
roint the system prollems requiring solution -- social control, secuential
orranization of rrosram, poal attainment, putlic accountaility and staff
allocation -~ Wayland argues that a complex division of labor (the measure of
comclexity he uscs) will mean an increcase in the system demands and make less
orotatle the acdoption of innovation.3

We propose to use a more refined concept of complexity which allows us

to examine the complexity of thc school's task structure as defined ty the

tyre of students cnrolled in the school as well as the complexity of the

schocl's internal differentiztion. Our measurements will allow us tc maintain

the distinction tetween complexity and the characteristics of the school staff.
Thus, rather than using a single measure of complexity we Wiil look at various
structural characteristics of schonls which we feel are components of com-

plexity and w2 will ask whether these characteristics (either alone or in com-

hination with the others) are rclated to the num' er or ty~e of innovations

adopted in the schools.

11p14,
2 v £
11 id., p. 13%.

3Wayland, op cit.
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We “erin with the com lexity of the school's task structure which is
defined in two ways: 1) 'y the variety of types of students admitted to the
school in terms of their academic 2tility; and 2) “y the num*er of diffecrent
a~c froups within the schnol. Internal Aifferentiation is measured ty the
varicty of instructional programs offered in the scheecls. Atove we mentioned
the variety cof specialists on the staff in cur discussion of resources. “We
will refer to it again in this chapter as we discuss internmal differentiation.
Yo '2pin with the complexity of task structure since it is the braader vari-~

alie and is, as we will see !elow, hichly rclated to at least one aspect of

internal differentiation.

Task Complexity

Our first concern is with the scope cof the task assumed ty the schools
in terms of the types of studlents enrolled. It seems logical tc reason that
schools which enroll a troad variety of students -- either ty academic am™i-
tion or ty age -- are cormitting themsclves to more thar a single educational
task or function. ¥e want to know whether cowplexity of task structure in
schools is related tc the numter cf innovatinns adopted.1

We look first at the variety of tynes of students in a schocl and then
turn to the nunter of different age grours. For the first issue, schocl
"function," our variahle is basically a dichotomous one, whether the school
is a special school (cither academic or vocational) with enrollment limited
te 2 sinsle type of student cr whether thc schonl is a comprehensive scheol
committed tc providing an education for 21l stulents vithin a circumscribed
area. For the question of n.aber of age «rours we will corpare two or three,

four, and five or six year high schecls.

1For a somewhat different use of the concept of task structure, cf.
Heydebrand and Noell, op. cit., p. 30€.
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Typc of Schoel. Conprehensive or Syecial

‘ Fcllowins the lines set forth 'y Ceonant in bhis repert. The Arerican digh

Schocl Teday. we divilde the hich schools in our study into two @encral cate-
rorics, multi-function or comprehensivc schcnls eand single function or spe-
cialized schocls.1 The fermer group we consider to be more complex by our
cefiniticn Lecause they take on a sreater number of tasks. A specialized aca-
demic high scherl is committed tc providing an educaticnal excerience which will
enablc its praduatcs tc face cther cecllere-lound stulents on 2 comretitive
tasis, Similarly, a vecational schocl ray have as a goal te teach the tasic
skills and vecational skills which will allew its praduates to znter the labor
market with a compctitive advantage. MNeither of these two tyres of schcols
need involve itseif in any way with the task ~f the other. Nor need they con-
cern thewselves with a continucus scrting cr tracking :.\rccess.2 7~ a great
extent this has “cen taken care cf before students are enrclled. These schonls
can channel their enercies into teaching a limited ranre of sutject metters.
Comprcehensive schosls, nn the other hand, have a commitment to educete all
students who live in a rarticvlar cnrollrent area. This will usually include
toth »>f the tyres of students Cescrited ztove (i.c., these who are ccllepe-
tcund and theose whe are not) as wall as a 'recad middle ¢rrun cf students whose
futures arc less clear. Thus they alsc, to scrz extent, cemrit themsclves tc

makin~ sure that each student selccts an apprepriate preeram given his/her

particular stilities, needs and irterasts.
Naturally, nct sll cemprehensive schorls nrovide adequate educational

expcriences for the eatire range ¢f students who may te enrcllied, nor de they

liones :. Crnant, The fAmerican Pigh Schecl Teday (Mew York: McGraw-
ni11, 1959).

‘ 2of course, there may ‘e some ''tracking" within these schools as well.
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necessarily rerfcrrm their scrtisg functicns well. Hewever, the adequacy of

the educaticn previded in any of these three types of schocls is nnt cur con-
cern at this print. Nrr arc we intereste’ in the degree of "ccmprehensiveness"
here. Rather we are intcrested in seeing whether a broader task -- as cefined
‘v the enrcllment policy of the schocl -- is related to the adopticn of innc-
vaticns.

We want to clarify several pcints tefore we proceed with this analysis.
First, althoush cur varia*le of task cemplexity is clonsely related to the
variatle we will examine 'elow ~f internal differentiation -- comprehensive
schocls are more likely t~ have a varied prograw because they have to offer
a wider ranre of tyres of courses —- we think it useful to start with the
Lrnader characteristic first and then examine the effects of differentiaticn
(derrec cf comprehensiveness) within the different types of schorls. Recause
of the small numter of specialized schools (see telow) we will 'e atle to
carry cut this analysis intensively only amcng the corprechensive schocls.

Secen?, type cf schocl will naturally ~verlap with tyne of student as
identifici in Chapter IV. Vecatirnal schnols will have zore students identi-
fied 'y the principal as leing “telow average' and academic schools will have
more studeats identified as teinr "educatiinally cifted." Comprehensive
schools will include the entire rangc of stulents ‘ut will differ in the
proportions at cach level and thus in thcir 2escription 2long the varialle of
academic ability we dcfined in Chapter IV. Therefore, although the two vari-
atles -- type of school and type of student -- are related, we want to discern
the inderendent effects ~f each on th_ numter and tyre of innovation adopted.

Closely rclated tc the prol lem alcove is the fact that some innovations

might te more appropriatc for onc type of school than another. However, as we

<01
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discuss in Arpendix G, the judges were not very clear in Jistinguishiny tetween
the inncvations along these lines. We assume that 'y and larpe (with the cxcep-
tion of language latoratories) the innovations arc cqually appropriate in =211
tyres cf schools and that if we find diffcrences 'ctween the types of schoels,
it is tecausc one organizational form is mnre amenatle to innovation. On the
other hand, we will keep this factor in mind, particularly if it apjears that
differences in num! ers of innovations lerive from those few vhich hove special
arrlications.

In the original NASSP survey there was no question askiny for rrecise
information atout whether the school was a corprehensive, vocaticnal or
strictly academic hiph school. Thercforc, our determination of scheel tyre
derives frcm a ccmbination of indirect indicators. The first of thesc indi-
cators is a question asking whether "thc curriculum is sc coreanized that stu-
dents can wmove from conc rrogram of studies tc another without majer difficulty,
¢.7., cormercial studies to total academic?"l Any school which responded "yes'
to this question was automatically considerad a comprehensive schonl. This
was £€7 of the total pcpulation of schocls. For these schools which responded
"nc" another question was used tco distinpuish the acaderic from vocational
schocls. This was a questicn asking for "the nercentase of students in prades
~liven and twelve participating in tha occupatienal ecducation propram."2 To
*e classified as an academic school the principal must have resronded "N-17%"
(the lowest possille category of resprns-z) azd to te classified as a vocaticnal
school the principal must have resreonded "217 er more" (the highest catesory
of response). Once scheols had ~een classificd using this comtination nf vari-
a'les, we crosschecked these classificaticns acainst cther questions within

the survey as well as outside inferrmatise. The sther questinne includes the

‘Ouestion G-13 in NASSP survey.
2Quest:icn G-57 in NASSP survey.

_C2



tasis for student enrollment (A-15) ané the numter of foreign lanpuapes in the

rrogram. We also checked our classificaticns in two further ways: first,
aczainst the name of the school which occasinnally identifiee its task (i.e.,
somz high schools have the la'el Vocational School as part of their official
nane) : and second, against the infcrmation provided !y some cities as to vhat
function particular schools serve in their rrograms., For instance, in Mcw
York City we made sure that such schools es Ironx Figh School cf Science and
Stuyvesant High School had !ceen correctly identified as academic schocls.

Most of the schools in our semple (and indeed, most American schcools as
a whole) are comprehensive high schools. Since there are only (2 single func-
tion schools (27 academic and 35 vocational schools) in our population, we
vill not te atle to study the latter tyre of schogls intensively. liowever, we
can compare the twe types of schools in terms of the num! er and "'quality" of
inncvaticns adopted in each. (In a later rortior of this charter when we dis-
cuss internal Jdifferentiation we will focus exclusively on the ccmprehensive
schools since we will not have encugh cases to differentiate among the sinple
function schools in this manner.)

The comprehensive high schcols are far mere likely to te innovative than
either the academic cr vocational schcols (Ta!le VI.f), Forty-nine percent of
the comprehensive schools have high inncvation rates whereas among academic
schools only 27% have high rates and among vacaticral schcols the proportion
with high rates drops to 177, Thus at first alance it seems that complexity
of task as defined 'y the range of tyres cf students attending the school is
related to innovation. Ielow we will support this finding more fully.

Scheol type is mot related te the discrimination with which innovations

are adopted in the same manner as the irpovation rates; i.e. there is no hasic
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difference ' etween Jiscrimination in comrrihensive versus sirele functicn

schools. iHrwever, there -~re 'ifferences "ectween thr. threec tyres <f schonls

when exomined indivicdually. *~th th. car:rchensive and the v.cational schonls

are likely to adopt a high nropertion <f "high cuality” inncvations (mearns of
£4.3 anéd 44.¢ respectively) whereas the academic schorls are less discriminat-
in~ (mcan cf 39.9). This is surprising rarticularly since when we lcokecd at
the sample as 2 whele we found that the "high"” academic quality schrcls were
nmere discriminating than the low acadermic quality scheols. (See Ta!le IV.14,
a'rve.) In tryinp ts exprlain this finding we chserved that relatively few of

the academic sch~~1s adopted those hirh quality inncvatirns vhich entail a

flexi*ie arrrrcach te stulent completicn of course material: Mon-eraced Program

is adnarted in enly 152 of all academic schocls; Cortinucus Progzress in 47 an”?

Independent Study in {Z.  Prasuma’ly sche~ls which are under intense rressure
(fror the administraticn, parents, an” thc students themselves) te cover the

material requireé f-r c-llese entrance crams (and, in s~me ceses, raterial for

the first year »f ccollepc) are not willin~ t5 evpeviment with alternatives
which may delay student completion of this material even thoueh they esre 1
restricted te a more rigid aprprcach tc stuty. Thus, the academic schenls are 3
very likely te adest inncvations which arc cirectly related to course crroyle-

ti~n even if they are ~f rclatively 1w quality: Teacbirs Machines are ir use |
in 254 of the acacemic schorls; Languare La*~ratory in 587 Instructicnal
'faterials Center in 35%; ané Rescurcc Center in 237.1 |

Two factors which mirht *e theusht t~ e relevant in explaining the dif-

forences tetween the comprehensive and s-ecialized scheels in the nur'er ¢f

innovations adnyrted ~- size and adcquacy ~f rhysical resmurces -- provide us

o 1

The taile tr suprort this analysis can *e foun? in Apnendix I.

2065
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with iitcle insisht. First, althour’. sizv 2f enrollrment is relatad to type
of school (the academic schools are most likely te e larpe, the vocational
schocls are most likely tc te snzil the corprehensive schools are fairly
ecually divided into the three catepories), within none of these throe types
of schools is there any sipgnificant relation 'etween size and inncvation
(wvhich is nct surprisire since there was nc relation hetween size and innova-
ticn for the population of schools as a vhole). Secend, there is only a slight
relaticn tetween adaguacy cf physical facilities and school type: 2ltheurh
the compr:hensive schcols are more likely tc have adecruate facilities thar
sither the academic or the vocational sciucels, this relationship does rot
account Sor the higher rates =f innovatica amonz the comprehensiv2 schocls
twcause at the same level of adequacy thc Fasic Zifferences between the schools
remain.l

Ve now want to see whether thes: different types cf schools enroll dif-
forent types of students and examine th< wxtent tc which, if any, these 4iffer--
ences explain our findings a*ove. Naturally, the three types of scheol differ
in the overall academic atility of the students attending them. Ccmprehensive
schools vary amons theusclves in the credominant academic quality cf the stu-
dents vho attend then an?, =lth-ush mest <f them fall in the middle twc cate-
g~rics (as ccfined in Chapter IV), there arc schrols at either end of the spec-
trum. Almest all (727) of the acade~ic schrols have students vhich arc of
hick acaderic auality vhcreas almost ~11 of the vocetiorel schoels (887) have
*alow averzee stucents (Talle VI.7). 7Thus, as was 2nticipated, our variatle
~f task complexity is highly related tc the variatle nf acadenic cnality.

Since acsderic and vecatirnal schels mrst ~ften have student hodies which

1The talles tr supprrt this enalysis can le f~und in Appendix I.
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arc of elther very lew  r very hich acadenic a'ility -- the twe typos «f
schocls ideatified e« having 1-w inncvatien rates in Charter IV -- we cen now
determins vhether the relationship is toecause of the type of student attcading

taz scherl ¢r tecause -f school structure.

T4 LE VIL?

ACADEMIC QUALITY Y SCHOOL FUNCTIOLR

Sch~nl Functicn

Acaderic Quality Acaiecmic  Vocaticnel Comprehensive
Very Eigh . 447 47 15%
Melerately vich 27 7 31
Moderately Lew 17 30 37
Yery Lev 12 5% 17
1007 1777 177%
N = (25) @7 (537)

In Tatle VI.” we present the preporticn ~f schrcls with high innovation
rates within nur classificaticn of schrcls *y task comrlexity and rcademic
cuality. The most impcrtant point ak-ut this tatle is that the comprchensive
schocls are mrre innovetive regardless @ £ the ace?emic :Vility of the students
(thz ~nly excepti-r *cins Lased cn t7. fev cases te draw any significance frop
it). Thus we havc cvidence that the difference in innovatizn rates “ctwecen the
ccmprchensive schocls and the cther twe ty-os of scheels is, in one sense, inde-

renfent ~f the academic quality of the students etten’ing them. The cor-lexity
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of the task of am crganization is positiv.ly related to the rate of program

change.

TAELE J1I.°7
PERCENT OF SCHMOOLS WIT!I KIGH IIIOVATION
ATES (5 OR MORE) Y SCHCOL FUNCTION

AND ACADEMIC QUALITY

Scheol Functicon

Acadcmic Quality Academic Vocational Compr chensive
Very Hizh 27% (11) [ "2 (O] 427 (7¢)
Moderately Li:h it ™2 M1 [57%2 (2)] 5% (1€7)
Moderately Low [5%2 (&)1 [252 (8) 51% (190)
Very Low (€772 (3)1 13z (10) 374 (55)

It is alsc significant that among the corprehensive scarcls we find the
same curvilinear relaticnship tetwnen the academic alility of the student tody
and inncvaticn as we did for the populaticn as a whole. Those schocls which
have more "average" student }odies have higher innovation rates than the
scheels at either extreme. The relaticr “ctween academic quality and inncva-
tion neither explains nor is explainc? 'y the difference in inrovation rates
tetween multi vs. single functicon schools. Ameng the strictly academic
sch~ols there is some slight zvidence that there is mere inncvation when the
students are from the 1.wer half of the zcademic spectrum, evidence which adds

w2ight to cur carlier speculatisn that inncvatisn in schocls (ané perhaps in
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sther crganizations) is at least in part a resrense tc an upexnected and/or
unclear situation. Wher:z stulents de not fall intc an easily defined categery
(e.g., the "slow" stulents in academic kich schools) there is mwore inncvation,
rerhaps !ecause administrators perceive a hipher potential for positive results
thraurh change. Since the prccoss of inncvating ty definition involves srme
disrurtion of cstatlished procedures, if administrators see very little pos-
si'.ility for a positive return on their efforts, the risk attendant on any
inncvaticn may seem toc high a price te pay. Thus scheels vhich have clearly
icentified and sta*le student todies will sce less reasen for change. Academic
schocls in particular have clearly defincd tasks as well as easily latellec
student hodics and as a rule they dc not experimcnt if it will interfere with
the attainment of their goals. Students craduatins from these schrols may

well te cccepted by rrestige colleges. Tut in order to attain this gnal they
may have ‘ecn compclled to learn in 2 very traditional setting.

There are differences Fetween the three types of schools in the racial
comzcsition of the student 'odies in attendance (Telle VI.Z). The acaderic
schools are most likely tc “e Whitc schecls; the vocational scheols are more
likely than any nther tyve to ‘e Vhite Integrated scheels; the ccmprehensive
and acacdemic schonls arc infrequently interrated. The reasens for infrequent
integration presunma'ly differ for the two types ¢f schools: comrrchensive
schcols generally drav on the immedietc neirhborhnod for their stucent tadies
and in mcst citics there is 2 preat <.al cf residential secrecation by race:
academic scheools usually have competitive exam requirerents for admissicn. In
most cities there are protaly rclatively ferr Ilack students who arc aware cf

these tests and/or who can mcet the stringent <ntrance requirements.
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TATLY VILO

RACIAL COAPQSITION *Y SCFOOL FUNCTIC«

Schonl Functicn

Racial Compesiticn Academic Vocaticnal Comprehensive
WHITE £37% 307 547
WHITE INTEGRATED 7 3° 1°
_LACK INTEGRATED 7 9 7
Z“LACK 237 15 2°
1507 19¢7 1907
M= (27) (34) (552)

These cifferences in mest prevalent recial cemnesition explain neither
the racial diffcrences fcun! in Charter IV nor the school type differences
rep~rted alove. ancng the comprehensive schools, Cefinitely (the cnly grcup
for which we clearly have a sufficicnt numler nf cases), and amnong the vuca-
ticnal schools, protatly, we find the "usual" relaticn hetween racial compesi-
ticn and inncveticn. Therefcre, it is not Fecause many integrated scheols
arc v~rcational schi-:ls that they have 1l:w irncvaticn rates or vice versa
(Tz*le VI.19).

In summing up this sccticn, we crnclude first that the differences in
the ty~es sof students whe attend special as opp-sed to ccaprehensive high
sch.rls dc not acccunt for the differsnces 'etween these types ¢f scherls.
Amcng the comprehensive scherls we found the same relaticraship ‘tetween the
twr important student characteristic variarles (academic quelity an' racial

composition) and inn~vatirn as we Ais fer the populaticn as a whele. Althcuph
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TACLY VIR
PERCENT OF SCHOOLS WITH VIGY INNOVATIO
fATES (5 OR MORE) “Y SCHOOL FUNCTIOM

AND RACIAL COMPOSITION

Schcol Function

Racial Composition Academic  Vocaticnal Comprehensive
WHITE 31% 307 53%

) (1) 209)
WHITE INTEGRATED * 17% 33%

(2) 12) (1r2)
I LACE INTEGRATED * *: 57%

(2) (3) (37)
TLACX * * 427

() (5) 175)

*There are toc few cases on which to base a percentage.

it was impossi‘le to dc an equally intensive analysis among the academic and
vocaticnal schorls, we frund no concrete evidence that the low inncvation rates
in these schrhols are a result of the specific ty-e of stulent attending these
schocls. Hewever, we would arpuc that the Cifferences tetween single and
multi-functisn schools cderive in part at least frem the fact that the latter
tyse of schocl has 2 wider range cf type cf stucents enrnllec. The Jdiversity
cf student ty~es demands a Ziversity f faculty anc administrative tyres.
Conrrehensive schools must include in the faculty teachers with varying tyres
cf training tv handle the educational nee’s of the “ifferent types of stucents.
A mere varied staff will have morc varie? scurces ¢f kncwledge of edlucational
techniques which if translate! int. inn-~vative initiative, cculd oxplain the

Jifference letween ccmyrehensive and s-wcial schocls.
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. At the same tire, we can argue that thc diversity - f students ir the
comprehensive scher 1s engenlers a situatinn which lcaves more reom for flex-
i*ility. Since the cutcome of thc cducaticnal process is less certain (or
lcss clearly specified ty the central administration) there is potenticlly
ncre to gain or, considercd from the cpp.site perspective, lese t lose ty
inncvating. Most «f the zcademic schocls (e.p., Tronx Figh Schcl ¢f Science
in YNew Y.rk City and Latin in lnston) are well estatlished and have a steady
rate <f stident zcceptance in college. They have little to eain 'y experimen-
taticn and a lcot to lose if their students suddenly cease to meet the entrance
requirements of prestige c-lleges and universities. Similarly, there may ™e
little inpetus for inncwvaticn in vrcaticnal scheols altheurh this may chanpe
from time to time 2s the definition cf v-caticnsl trainine is wmodified by pre-

dicticns of future lator force needs.1

Num' er of Grade Levels

Ancther varia'!le in orpanizirp schonls which has ' cen much delated by
sch~nl administratrrs and educators is that ~f the m~st successful pattern of
prade levels within the system (i.e., whether the high scheel sh-uld include
tw, three, four, five or six grades} ané tha complerentary protlem of wvhether
~r not there shculd he separatc junicr high schools.

Qur interest in this question ccmes frow cur ceoncern with the relaticn-

ship of task ccmplexity tc the acdoptira of {inncvations. Schocls with more

11t is pnssitle that what we ar2 mcasuring herc is actually internal
differentiation (as we will sece 'elew, comprehensive schonls have more cor-
nlex programs). Therefore we censider this issue after ~ur analysis cf the
second aspect of task complexity, the number of grades in the schocl.
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grades are, by cur 2efiniticn, mrre com-lex “ecausc they take on a troader
task 1i.e., that >f cducating stucdents -f widely Jifferert aces and cdifferent
neecs. Also with more srades in the schocl the system rroblem cf sequential
>reanization ' ecrmes mcre complex as stucents have to te rcutel through merc
levels.

In Ta'le VI.1l vc rresent the cucsticn used to cdistineuish ameng the
'ifferent types of schools and the distri*uticn of cases alonr this variatle.
In our analysis we lump together at cne end -f the spectrum, two an’ three

year schocls and, 2t the other end, five an? six ycar schocls.

TATLE VI.11
DISTRILUTION OF SCIOOLS 7Y

NUM.ER OF GRADES IN TUE PROGRAM

Grade Levels in Percent Num' ¢r
School Program sf Schrols of Schrols

Two or Three (grales

1.-12 or 11-12) 447 202
Pour (grades 5-12) 44 241
Five ¢r Six (grades

7-12 cr $-12) 12 £7

10 (597)

Our initial findings shcw a slight curvilinear relaticnship !ctween the
numter of grades 2n. inncvation rates (and a slight repative relaticnship te

Ciscriminati~n) (Tatle VI.12). Althou~h the two an three year high schcols

are more likely t. have high innovation rates thar four year high schcels, the
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. five and six year schocls are s-mewhat mere highly innovative than either of

the other twc types «f schools. This means that complexity as definec ty
the variety in age grcups attending the schrcl s not linearly relate¢ tc inne-
vaticn rates. Whereas troad variaticns in the types of students attending the
schecls in terms of their needs and future gcals creates a situation conducive
te the adoption cf innovaticn, the effect cf a greater variaticn in the ages
of the stulents attending the schools is unclear.

In trying to explain the differences hetween the three grouns of schools
tv numler of grades we included a variety of factors in cur analysis. First
we locked at school size and found little help. Although the three groups of
schools differ in mcdal size (the four year schccls are most likely to te
large, whereas the six year schcols are penerally small), these differences
do not explain the curvilinear relation to inncvation rates: within each of
the three size categories, the four year schocls have the lowest innovation
rates.!

We turned next to a consideration cf the history of age-grouping and
the general level of innovation in the citiee which house the schools. The
three year high school i8, in and of itself, an innovaticn of sorts and its
existence in a school system may te a reflection of the willingness of the
system to try new patterns. In 1920, $4%Z of the nation's high schools were
four year programs, including grades 5-11. Iy 1S€4 only 40% of all high schools
still persisted in the traditional four year pattern. Areas which changed from
an -4 system to a €-3-3 or 9-3 system were adapting to a nationwide movement.
Interestingly, there are strong rerional cifferences in the pattern of grades

in high schools. In the Northeast, 7°% of the high schools have four year

1The tatles to support this analysis are presented in Appendix I.
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~rprams whereas in the Prairie/Western arca, almest an equal r~ercent ore -f
the three year variety. Six ycar high schecls (which arc alsc a relativoly
inncvative form ¢f hich schocl) are rreovalent rainly in the Southeast and
S-uthwest where -- tc s-me extent -- schr-l systerms tend to te snallur.1

This inf~rmatizn a'cut histerical tren’s an” regicnal patterns mecns that
in c¢xamining whether ~ne tyye cf schocl is more concucive to inncvation we may
simjly ‘¢ reflecting an already existing flexibility and experimental tendency.

That is, if ~ne c nsiders threc -r six ycar hich schrnle "innovations,"

then
clearly this rhenctiencn will *c¢ related t- ~ther irncvaticns. Therefore, we
neet scme means :f "centr-1lline ' £ r the wcneral inmovativeness of the schrcl
system in ~rder to see whether the patterns themsclves -- independent f what
is uncderlying thern - have effects cn inncvati-n rates. An¢, in fact, if we
centrel for the peneral level of inn:vaticn in the school system (usinge the
ncan innevation scercs efined in Chapter IXII), we fin® that there are ne sig-
nificant differences *etween the thrze crouss of schocls (Tatle VI.13). Frr
instance, in the schocl systems with lew inncvation rates (mean scores of 3.7
cr less) there is no difforence at all 'etween the proporticn of three year
high schools and four y2ar high scherls with hish inncvaticn rates. fnd the
ame thing is truc as we meve acress the ta*le te cities with high innovation
rates. Unlike the variatle of racial c~rprsiticn, the numter of erades in the
sch-ol is irrelevant when h-liin; the city level of inncvatior censtant.

Therefere, we conclude that the ¢iffercnces lie in the schocl syster and not

in the crade structure cof the schcol.

lictert J. Pavighurst ct al., cp. cit., p. 32.
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‘ TATLE VI.13

PERCENT OF SCHOOLS WITI' KIGF INNOVATION RATES
(5 OR MORE) 'Y MUMIEP. CF GRADES AND

CITY MEAY INNOVATION SCORES

City Mean Inncvaticn Scores

Grade levels in Lrw Mcderately Low Mcderately High High
Schccl Propranm (2.4-3.7) (3.8-4.7) (4.8-5.4) (5.5-8.€)
Twe or Threc 207 377 5%% £5%
&) (52) - (56) “")
Four 27% 4r7 5% az o .
(151) (47) (41) (21)
Five cr Six * &8°7 577 *
(31) (1F)

*There are toc few cascs on which tc hasc & percentage.

The aspect of task structure mest relevant to innovation is the range of
stulents icentifie? 'y educaticnal aspiraticrns rather than ty age. Having
rmcre srades in a schoel does not necessarily mean the intreducticon of a wider
variety of types of ccurses, tut a wider variaticn in level within alreacy
esta! lished ccurses nf study.1 This would exrlain why there is n~ relatien
hetween this varialle and inncvaticn rates since what seems to be mest impor-
tant atout the other comrcnent of task complexity is that it enteils a troaden-
ing »f the types of orograms made availatle an’ a wicer consideratirn of goals,
allowing for a mere flexitle interpretatirns ~f what teaching technidues and

schedule arranpements mifht ‘e m~st aprropriate. And as we have implied, this

lAs we have shecwed, this type ~f structure is “etermined at the central
. office rather than at the individual sche~l level.
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‘ is true !~th *ecause in these schcels (ccmprehensive schcols) the cutcome of
the clucaticnal process is lcss clcar and !ccause many 3iifferent tyres of
teachers must ‘e include?d en the faculty.

It is impcrtant to ncte here that se far ncone cf the in'icators ~f com-
nlexity which would -leman! mere sophisticated alministrative machinery Inhitit
the ecopticn of inncvatirns. Scheols with six eraics in them have asz many
inn-vati~us as schocls with -nly twc ¢r three; schcels on ¢nukle sessins have
as m2ny inncvaticns 2s schools ~n a sinele session :!ay;1 and schenls with a
widc range of types (f students have 2s many, an< in fact, morc innovaticns
than schacls with a mrrc selective enr-1llrernt. Therefecre it secms clear that a
ccmplex structure nced not inhi' it the rete <f chenge and, mrecver, that
when this structurc is called forth for rcas~ns cf variety rather than “dupli-
caticn" ~f effor:t, the structure is actually conducive tc chanpe.  We investi-

crate this icea further ‘elcw as we exarmine herizontal differentiaticn.

dorizental Differentiation: Program Complexity

In the first half ~f this discussica of schrol complexity we arguec that
schonls which enrcollec a broader variety ~f students ha! a mere comrlex task
structure. In this half of cur explsraticn ~f the variahle ~f complexity we
actually count the numicr or variety cf nrograms cffered and ask whether the
precise cdegree of herizontal differentiaticn is related tc the acoption cf
inncvation in schcocls.

Several studies in the literature cmrlcy similar measures of complexity
in their analyses cf the adcpticn of innovaticns. However, in each casc the

vperaticnal dcfinition depends ¢n their 'eing an occupational specialty ass(-

‘ Ict, atcve, Chapter V, p. 1€2.
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1 Vhen we cxanine the effects of internal ‘ifferentia-

ciated with the pr-aram.
tion on inncvation we can only consi'er the variety cf different ccurses offered
and nct the presence »~f occupaticnal stecislties, since we have no way ~€
s wing whether, in fact, there is a specialist availahle for each course or
prrocran.  Although in many cases the presence cof a specific ccurse will cntail
the hiring of 2 specialist an’ theref-rz *e ilentical to an occuraticnal classi-
fication, this need nct always “e the case. For instance, the sane individual
may tcach tcth French and German and the inclusicn of toth languaces in the
program need nnt reflect the creaticon of tve diffcrent staff pnsitioms.

In cur analysis of this aspect ~f complexity cur hasic auesticn is
whether horizontal cifferentiaticn -- as neasure:!l ty the variety of ccurses
cfferes in the school -- is related t~ the numter of innovatiens adopted in a
sch:s1. We will lock at th: rclation c¢f horizental ¢ifferentiation from twe
22diticnal viewpcints. As is true cf the varia!lies examined atove (the twe
measures cf task crmplexity) we feul that program complexity entails greater

.

system demands and, in particuler, cimTlicaticns of allocating staff and stu-
1ents. A schcol which has a greatly varie? pregran will have the attendant
~rctlen of cnsuring that each stulent ~'tain the schedule that he/she warnts
an. neels and theref~rc may nct “e alle or willing to take c¢n adliticnal admin-

istrative tasks such as thcse involve? in arrcnping for tear teachiny, flexille

scheduliny, etc. Thus, we might anticifote that scherk with complex programs

Yrer exarple, cf. W. Heylerrand av” Neell, op. cit., r. 305. G. ¥zre an’
Mken, cp. cit., p. 33, use a similer measure hut they include the level of
rr-fessionalism as well. Vhile we lrse the clority »f the orerational “efini-
tirn of say, Hapc and Aiken, we feel that therc is an a‘vantare tc using a
weasure vhich is in'erencent cf the spccific characterigics nf the staff
inv-lve?, since w: czn then examine thc issue ~f nrofessirnalism separately.
(Sec *elcw, Chapter VII.)
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will implement fewer cf the inncvati-ns which incriase the Aemands cn the admin-
istrative staff, i.e., fewer ~f the inncvaticns vhich azre difficult te imple-
ment. {See discussicn in Charter II.) <Un the other hand, it may te that
sch-ols with mere ctiuplex preocrams can hardle the increased demands of such
innovation lecause they have already cormitted themselves tc flexitility end
have estallished mechanisms to handle such system protlems.

Seccnd, the specific items which make upr cur index of propram cemplexity
(see telrw) are likely t» inverlve some c¢rst te the schocl. For exapple, the
intrccuctien cf ancther frreign langua-c even if it Zres n~t necessitate the
hiring cf a new teacher will necessitate thc nurchase ¢f new 'corks and cther
relevant materials. The intrcducticr of a new cccuraticnal educati~n prcyram
will entail the purchase - f equipment and, gerhaps, expansicn of existing shop
facilities. To the extent that some of the inn~vaticns included in cur cepen-

Jdent variatle involve high cost, there may 'e a crnflict cof priorities. There-

ticn ¢f high cost innovaticns adopted.

Propram ccmplexity refers to thc numter of different types of crurses
anc¢ s~ecial prrgrams availatle in the schocl. Included in this variatle are
such iteps as the numter of Jifferent fcreign languaces availahle, the numher
~f 2ifferent cccupatisnal educatinn rrograms and the availability of such spe-
cial rregrams as work-study, etc. The cormplete list cf items can be fcund in
Arrendix I alnng with the proporticn ~f scheols including each item in the
irceram.  In Table VI.14 we present the distritution of schocls along this
variatle ~f prepran complexity, 2s well as the cutting peints which are used

to divide the populaticn inte dichoatemcus or trichctomeus groups.
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TULE VIL1G

DISTRI. UTIOH COF SCKFOOLS

.Y PROGDAZ COMPLEXITY

A: Entire Distrituticrn cf Schools

Precrar Conrlexity
(Iteas Incluéded

in the Prograr) nf Schoels of Schorls

5 -2 27 11

3 2 14

4 2 13

5 5 33

Y 7 &7

7 g 52

8 12 7¢

¢ 14 ¢1

P 14 23

11 14 02

12 11 72

13 7 4¢

14 - 17 2 13

1°7% €5¢

_: Dichctnmous Categories C: Trichoterous Categeries
Fercent Pcrcent

Progran Corslexity of Schecls 0 Prreran Corplexity of Schecis _U
Lew (05 52 341 Low (7-8) o7 240
Birh (17-17) 4% 315 “feddium (C-11) 25 124
1077 “5h tich (11 Hr nere) 34 223
1CC7 £5C




There are twe issues pertaining tc this variable which we want to men-

tirn before we lLegin the analysis of its relation to the number and.type of
inncvation adopted. First, our measurc of propram complexity is, to some
exteat, a measure of "innovativeness," since almcst every item included inm

the index is (or was at cne time) an inncvaticn. [However, since our measure
>f inncvaticn itself is limited to practices related to curriculum cr instruc-=
ticn (and excludes definitely any single course or program), the twe do differ.
T. the extent that nur mcasure -f prcgram complexity is a measure cf innova-
tion, it is a measurc cf a different type cf inn~vation and one which need

n~t be associated with inncvative teachin: techniques or arrangements of stu-
dents.

A seccné prcblem is that our measurc <f program crmplexity may actually
be a measure of the schcol's rescurces: richer schools may be mrre likely te
install the special programs and courses which make the instructicn varied and
enticing. Hcwever, we find that there is nc relaticn between the complexity
~f the schocl's program and the general adequacy »f the school's physical
rescurces as defired in Chapter V. Therefore, we conclude that the twec mea-
surec have different rrots.

As we can see in Table VI.15A pro-ram complexity is stronslyv related tc
the ad-ption cf inncvatierns (r = .34). The more complex schenls adont mere
innovaticns. Moreover, the fact that this is tru: ameng the conmprehensive
schocls alone (Tatle VI.15B) indicates that cur measure cf prcgram complexity

is diffzrent from ~ur measure of task ccmplexity.2 Each tyre nf complexity is

17at1es demonstrating this can he frund in Arpendix I.

21n the remainins discussinn we include only the comprehensive schonls.
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imrcrtant and has its cwn relaticn t~ the a‘cprtion ¢f inncvations.

TATLE VI.15

INNOVATION RATES ZY PROGRAM COMPLEXITY

Percent cof ALL Percent «f

Scheels with High COMPREHENSIVL Schrols

Inncvaticn Rates with Iigh Inncvation
Program Ccmplexity * (5 or mcre) (€2))] rates (5 ‘or'more) a
BIGH (11 or more) €1% (220) 627 (214)
MIDIUM (S or 17) 327 a " 477 (1€7)
LoW (7 to £) 367 (237) 30% (174)

The depree of horizontal (ifferentiation in a schocl also cetermines the
tyrc of innovaticn adopted (Table VI.1¢). First, there is a slight positve
relation *etween this component of complexity an' the discernment with which
innovaticns are selectec. The schernls which act tc increase the veriety of
course offerinezs also select innovaticns with carc.l There is also a slipht
negative relationship tetween comrlexity anc the srepertion of costly innova-
tions adcoted. although the difference is primarily !ctween those schools which

arc highly complex and the cther twe types cf schocls. This nay te related to

the finding a'cut the impact of ccmplexity <n the quality cof inncvatirns adopted.
Schools which are committed te a highly diversified program may find it diffi-
cult to accumulate the resources necessary for a 1ot <f new equipment and. mate~

rials. Therefcre they will put their meney intn the adopticn of these innova-

TWe will dicouec the reasens for this further !elow.




ADMINISTRATIVE DIFFICULTY IIOVATIONS ADOPTED ;Y PROGPAM COVPLFXITY
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TA: LE VI. 1"
QUALITY OF IMMOVATIC''S ADOPTED, FPROPCPTION OF

EIG: COST IWNOVATIONS ADCPTED ARND PROPORTION OF LOW

Program Percent Eigh Proportion cof ‘iean Proportion of
Complexity Quality Ipcncvations Adopted  Quality Innovations Accpter )

or more) 40% 45.5 (214)
MEDIUM

(>or1l) 39% 45.4 (1€7)
LoY

(" to %) 31% 42.4 (174)
Frogram Percent liigh Preorortion cf Hirh  lMean Provortion of Rich
Comrlexity Cost Innovations Adcrtecd Cost Inncvations Adonter! (&)
rIce (11

or rore) 31% 43.4 (214)
HEDIOM

(¢ cor 1) 42% 47.1 (1€7)

417

4€.8

(174)

Forceat vigh Pron~rtion of

Mean Proportion cof Low

Preogranm Lew Acministrative Tifficulty  Administrative Difficulty
Comglexity Inn~vations Aleptcd Inncvaticns Adonted (N
JIGe (11

Or more) 427 32.3 (214)
HEDIUM

(¢ zr17) 34% 25.1 Qe7)

Low
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ticns which ¢¢ net necessitate a largar lulpet and since quality ~f inncvatiens
is nesgatively related to cest, a !¥-product of this ettempt to save noney will
te the adorticn ~f a preater prepertion of hieh quality innnvaticns. It is
alsc possitle that the commitment to proviiine 2 high quality efucaticn vhich
wvay underlic program complexity is alsc ‘camenstrated thrcush 2 more discrim-
inating aprroach te the adsption ¢ £ inncvations and that this discrimination
rceeuvlts in money-saving. s

The degree tw which the prcgrar of a sch~l is varied alsc affccts the
extent t~ which the schosl can adert educatinsnal innnvaticns which jlace a
hcavy turien ~n thc a’ministrativ: machinery ~f the schcel.  The mere cemrlex
a schocl, the mere likely it is t~ alcpt a hirh prororticn of inncvaticns which
entail only mincr acninistrative hassles. Thus while cemplexity 1nes nct havc
an inhititcry effect on the adoptirn cf inncvaticns rer se (as wes sugpested
by Waylen'), it <ces inhitit the a’cpticn cf innovaticns which place the same
ty.e cf deman¢ on the alministraticn as this arpect cf comolexity itsclf. Innc-
vati~n in hirhly comrlex schocls may ‘¢ limited to those items which can te
implencntes vith ut requirinc funcamental restructurin~. Thus it is m-re
likely that such schccels will ad-pt Lirected Study ~r Cack-to-Iack Scheculing
than C ntinuous Progress or Flexil!le Sche'uling.
This fincing is in line with, an? helps clarify the hypothesis of Zaltman1
that in hishly ccmrplex or civersified creanizati~ns there are mrre inncvaticns
proprsed at the initiction stage but # smaller proprrtirm actually a~nted.
If a major cencern is the maintensnce of casy 2'ministraticn, the extent tc
which the innuvations wruld create prctlens in tais sphere might *e an immor-

tant critcria . f selecticr. Vhereas Za2ltran cxrlaine the lower proporticn nf

1g. Zaltnan, ». cit.
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inn-vaticns reachins im-lementaticn as a result ~f a failure t¢ reach censensus,
we w.uld say that the determination -f whether =n alrealy heevily rurrlenec
a'ministrative apperatus cen take ~n an ~liticnal major task is alsr important.
At the same time. it seers prc’alle that in the process cf parine dewn the nun-
"er -f inncvaticns sugrested to o manavca'le few, the consi'eration of the
cuzlity of the suppestirns teccmes impertant. As we have seen, the hirhly

¢z f “high quality" innovaticns,

<

!ifferentiated schocls adopt a higher percenta
the “iscrimication arising perhaps cut f the prrcess of nep~tiation entailed
'y the ncre complex structure.

The White ar.' [lack Intesrrated schorls are mere likely to heve highly
comrlex an’ diffcrentizsc? programs thar cither the White Inteprated ~r .lack
scherls (Te*le VI.17). This sucgcsts that the effort te uprrale the level cf
etucatirn in Llack Interratec schiols has !een nore meanineful than in Tlack
sch~cls where perhags innrvaticn has at times ‘een surerimposed ¢n an ~ther-
wisc inadequatc pr ocram. In many cascs the chief concern has 'een the visi-
*ility of the inn~vaticns rather than the quality of the educaticnal experi-
enec. The Vhite Interrated scherls have neither hirh innovatinn rates ncr
hirhly diverse proprams. When we lock at the relaticnshir cf prorram corplex-
ity t~ the adcptizn cf inncvations within each of the frur tyres of schoels

we sec that it is quitc strongly relatel io all the schools with the pessille

excepticn of the ilack Integrates! scherls (Ta!le VI.17). Hcwever, there are
g~ few Ilack Integrated schocls that this 2-es nct 1isturt our asserticn that
there is 2 sieonificant relation “etween ccmplexity an” innovation.

refsre concluling this secticn, we want to reconsider the issue of the
nuner ~f srecizlists incluled cn the staff. In Chapter V we cramined this

variatle and its relation tc inncvatirn as an indicater of the roesrurces

22
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TLLF VILLY

PFOGRAM CCITLIIITY Y RACIAL COMPOSITION

Racial Cemnogition

Proqram Cemrlexity White  thite Intefrated  Ilack Integrated  Tlack
LIGH (11 <r mere) & any 457 217
MEDIUM (T cr 1) 28 22 24 3¢
Lot (G et 8) 24 3¢ 27 43
1¢C7 177 1n% 127%
M= (273) 1~7) (37) (179)
TA: LE ¥VI.18
PERCENT OF SCHOOLS WITIT HISH INNOVATION RATRS
(5 OR MORE) Y PROGRA!! COMPLEXITY
ANY RACIZL COMPOSITION
Racizl Cempositicn
Preoram Comnlexity  “hite  Thite Interrated  Tlack Interrated  Tlack
TIGE 547 4°7 50% 577
(174) (57 (24) (42)
Tow L47 27% 547 417
(115) (52) (13) (F3)
Percent Difference +15 +22 +b +16




availa'le. Our finding there that it was unrelate? tc inncvation (excert at

the extreme enc) indicates that the inclusicn of a num’ er of Aifferent occupa-
ticnel specialties unrelated to instructicn per se will not centrihute te the
ceneration of new ideas a'out teachine mcthods. llerizontal differentiaticn as
ncasured ly prograr complexity is related tc innovaticn primarily lecause it
means that the faculty will te mcre varied in bhackground and experience, and
therefore mcre aware of and resrensive to a wide variety of different ecuca-
tional techniques. !y contrast, differentiaticn in ~ther shheres need nct
result in the alepticr cf this tyre of innovaticon. We assume that in cur inno-
vatizn index if we ha? included new technicucs in fuidance cnunselling rr
psychclegical help, the inclusicn of a wider variety cf this type of specialist
would e relevant. Ve conclude as 2 ~eneral prepeasition that for Aifferentia-
ticn tc te conducive to innovaticn ther: nust te some (intrinsic) releticn
‘etween the sphere of differentiation and the type of innovation under ccnsid-
eration.

This means, cf course, that in mrgt cases crnsiderati~n of these issues
will face the difficulty we enccuntercd of distinguishing hetween the ranpe cf
activities to include in a measure ¢f differentiaticn and the measure cf inno-
vaticn itszlf. For this reasnn, it may te impertant that the activities in-

cluded in the differentiaticn measure always te identified with an cccupational
specialist (an icentification we could nct make with certainty in our analysis)
an? that the innovaticns themsclves spccifically exclude any srecific staff
positicn. When an inncvation entails an cccupational snecialty it will te

hard tc distinguish from the ciffercntiaticn itself.

with cemplexity (loth task complexity and internal differentiation) we

have our first ncn-student related varia'le which is related to inncovation
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within all types .f schocls as defines ‘y racial corpositicn. The cther vari-
atles we have considerecd -~ in narticular, the internal clirate varialles anc
the rescurce varialles =- have nct ltaecn rclated te innovaticn in the White
schonls. This led us to conclude that there were hasic differences *etween
the zeterminants cf innovatinn in thc different schenls as cdefined 'y racial
conpesition. Here, however, wc have varia! les which are relatcd te innevatien
irn all the schuols supgesting that the relationships are cf ereat imrortance
end worthy cf furthcr investicaticn. As we rove on with the analysis we will

see that there are few equally sirnificant varia*les in this sense.

ADMIRISTCTIVD CTRUCTURE

In this chapter we nave moved from s discussion ~f variables which describe
the structur. cf the schecl in broad terms (size, number of grade levels, func-
tion) tc a mecasure which is mrre detailed (horizontal differentiaticn) and
somewhat mxre difficult tc interpret. In rart the difficulty arises out of
the fact that ~ur data allows us tc exanine the inncvaticn process at only cne
noint in time ~- i.e., the number ~f inrncvations currently in use -~ and there-
fcre dres not revecal ot which stapgo in the ~r~cess the varicus dimensicns ~f
c~nmplexity are related t~ inncvaticen.

A major themc in the literaturc cn this toric Is thet when cne firds
cemplexity apd innovatirn in eh@ same srranization it is tecause the complex
structure entails the rocrultment of a2 staff whnse racksr-~unds, areas of exrer-
+ise, and geale f+1 the crecanizaticn are s varjed that a wide ranpe of inno-
vaticns will be c-nsidered. ¥Wec have arpued similarly in cur discussicn abeve
althcued we ccuid net d. sc with certainty 'ecause of the ambiguity surrcund-

jng the existence ~{ 3n -ccu—aticnal specialty f~r s~re ~f the programs included

<9
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in cur measure of herizental differentioti-n and tecausc ve did not consider
the level cf pr-fessicnaliso at all. cwever, we feel that this erplanaticuw
is incomplete ins:far cs it ignores the imprrtant area of administraticn. As
we rentirned abeve, in the literature therc are scme clues albrut the relaticn-
ships tetween ccmplexity, the distrituticn -f pewer and authority and inncva-
tion. For instance, Eurns and Stalker argpue that the differing exvectaticns
~f the merlers -f a highly complex ~rpanizatiecn result in mere conflict abcut

what shculd ~r shculd net te done.l

€imilarly, as we noted al:ve, Wilscn's
suggesticn that "high diversity in the -rganization leads to crpanizaticnal
merters ccnceiving and prepesing more inncevations *ut rot adopting these innc-
vations" is “ased rn the argument that the high diversity (complexity) makes

it difficult for any cne srurce of auth~rity tc fcrce some consensus toward
agreement as to which ~f the many prcpesals should te implemented.2 Thus there
appears to e a lasic conflict *etweer the search fcr the awareness »f the
innrvation and inplementation.

It is tc just such questicns thet s turn our discussicn now. &lthcurh
we cennct cxamine these issues in as much dctail as right te useful, we will
1ok at a2 variety cf variables to see if they help te shed light on the rela-
ticnship tetween the distritution of pewer and authcrity in a scheel and the
adrrticn of inncvaticn, and merecver, whether they can help us clarify and
ela' crate on our findings a'out the relati~nships ~f task complexity and hori-
zrntal differentiation tc innvvaticn.

In ccnsidering the distributicn ¢f 7 wcr and authority we start first 1y

c.nsidering the size ~f the administrative staff vis-a-vis the teaching staff,

1This rescarch is discussed in Zaltman, ~p. cit., p. 13¢.

21 44,
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and then turn t¢ the manner in which the Principal relates t. this staff, thet
is we move fror the structure .f staff orpaanizaticr t- the dynamic interrela-
ticnships.

Tue relative size of the administrative staff in an crvanization vis-a-
vis the ncn-managerial staff is a varia!le which is varicusly interpreted 'y
‘ifferent investigfators. In o discussicn ~f "hierarchy of autherity,” Ccrwig

' thus

defines the ratic as an cxpression of the “prcminence of admiristratien,'
leaving its meaning vague: neither the nur' r itself ncr the word "promicence”
identifies what the crganization locks 1lirc.l 1In this and similar instances

wo assume thc varia!le is meant tr refor t- the hierarchization cempenent f
‘ureaucratizaticn. Yet, the same varia'lc can ‘e empl-yed as a relfecticn of
the specializaticn aspect of *urcaucratizaticn, the implication teing that a
higch ratic of administrators indicatcs a fairly complex division of la“cr and
ccnscquently a hisk denvee cf specializaticn.2 In many organizational analyses
a precisc distincticn etwcen these t'x neanings is unimrcrtant; for example,
when the goal of the researck is to consider the relationship of the varialle
with res;ect to other intra-organizational measures. With respect to innova-
ticn, the difference is crucial. A high cderree of hierarchization »r strati-
fication within an organization has 'een found to have a ncgative relationship

te the adoption of inncvations. For instance, Den-David found that where there

is a high degree of stratificaticn in the crganizaticn of medical rescarch,

lRonale G. Corwin, "The Schocl as an Orgenizaticn" in Sem D. Sieter and
David E. Wilder (eds.), The Schocl in Society (New York: The Frec Press,
1573), p. 167.

o

“For a completc discussion of this mcasure and its relation te turcau-
cratizaticn, see James L. Price, Hand'ccl ~f Orpanizational Measurement (Massa-
chusetts: D.C. Heath and Coempany, 1272), ¢. 19-21.
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therc is ¢ slower ratce ~f changc.l Citinc this =s cvidence, fage and Aiken
offer the gcneral proprsition that ‘'the preater the stratification, the lower

w2

the rate of change. Othcrs nave aruped sinilarly on the srounds thet the

~:re levels cf authority the inmcvative suescstion has to pass throuper, the
rrcater the chance that it will te screuncd ~ut !ecause it viclates the status
Suo 0fi.be or'zanization.3 Thus Griffiths asserts that the more hierarchical
‘the structure of an crpanizaticn, thc less the pessitility of change.4 And
More, Skagslerg, Collins and Etey all founé that “clcarer, mere simplifacd

linés of creanization mav ™z asscciated with aderta’ le sc'nools."5 In coatrast,
if the division of lator in terms of specialization is the fzcter mst reloted
ts the relative size f the aéministrative staff -ne mipht anticipate vhat therc
will 1 pesitive effects n the aderticn ~f ipncvaticon, particularly if the
varicus departments are civen a degrez ~f 2utcncmy. Specializaticn amene staff
merters could induce the censideraticr <€ ~ grecater variety ~f innovaticns for
the samc reason as civersificatisn ot the structural level, i.e., merc scurcts
~f tn~wledzc and iccas a*cut the rrpanizaticn. And if, in fact, the decisicn-
rakine apparatus is Jecentralized, further tenefits night accruc, althrugh

there is somc conflict a'cut the relatisnshiy botween centralizatisn of autherity

and inn-vation.6

lJoseph ien-Davii, "Scientific Preductivity and hcadenic Orpanizaticn in
Nineteenth-Century Medicinc," The Soci~l-cy ~»f Science, ed. Dernar ® farler and
"'alter Hirsch (New Y.-r': The Frce Press, 1962), pn. 305-328.

2

Page anc /iken, ~p. cic., p. 45,

3Zaltman, op. cit., p. 14C.

4Griffiths, ~p. clt., p. 434,

5This research is summarized in Doss, 5p. cit., p. 4.5.

€cece nur ciscussion of centraiizatisn felow, po. 78-7¢.

<32
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As we have indicate’ the measure we have availalle for use in this con-
text dece o t allw us to distinguish 'etween a larpe administrative staff
crpanized in 2 strictly hierarchical f£ashion an? ~ne ~rgenized as mere J(istinct
horizental units. Hidden in cur measurc arc *oth the structure cf the crgoni-
zational staff and its mere dynamic elemcnts. In spite of this we do cnsicer
the relaticn letween the ratic of adeinistratcrs and teachers end inncvaeticn
within schcals. Our data alleows the inguiry. ‘And since ty crnsiderinr a num-
tor ~f different schocls there is likely to 'e a range t~ the ratic and ve car
at least ask whether the cerree cf "tcp-heaviness® is related tc the alepticn
of inncvations in this tyre of crganizatien. Further, although the measure
hicdes the sreéific structure ~f the admiristrative staff, with the help cf
other varia'les we may !e al:le te interpret the measure more fully an’ argue its
meanins as specializaticn or hierarchizatica in syecific cases.

The cemplete rangce of cur administrative ratir varia*le is rresented in
.Table VI.15.1 As we can see there 2re great . differences !etween the schcols:
some schrols have 2s many ac one administratrr tc every twe teachers whercas
sthers have as few as one administrator tr'every 22 teachers. The overall
mean f-~r this populaticn of schocls is 1:10. (In the analysis telcw we use
the trichstcmous catcgcries nresented in Pert B of Tatle VI.1%.)

The hizher the ratic of administratcrs to tezchers in 2 sch~»1 the higher
the numter ~f innovaticne adopted. "Top-heaviness” is n~t a Jeterrent to innc-
vaticn: the mcre hichly -urcaucratiz:d schocls (nn natter how the staff is

orranized) are nct hampered when it comns to ado- vine inn-vations. Ve hypeth-

lgeveral questions were used tn crecate this variatle: the numher of staff
mew! ers (B-8) and the pumter of administrat~rs as indicatec on the Principal's
questicnnaire (22-26). Ffecaust we could ~nly olttain thc neccssary information
f~r those schonls which participrted in the Principal's Survey, cur analysis
includes ~nly cne-half ~f the t-tal pepulaticn cf schools.

<33
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‘ TALLE VI.19%
2ISTRIZCTION OF SCPROOLS

BY RATIC OF AJUINISTRATORS TO TEACEERS

A+ ENTIRE RANGE OF THE DISTRITUTION

Nunter of Administrators Percent Murit er

to Teachers of Schools of Schools

1:2 to 1:4 5% 17

1:5 to 1l:6 : 14 40

1:7 to 1:8 17 -

1:¢ to 1:10 20 £S

1:11 to 1.12 14 4z

1.13 to 1:14 14 4S

1:15 to 1.22 15 55
1007 (347)

B: TRICHOTOMOUS CATEGORITS

Nuater of Administrators Percent Nurt er
to Teachers of Schoels of Schncls
HICH (1:2 to 1-5) 30% 124
MEDIUM (1:15 to 1:12) 34% 117
Low (1:13 tc 1:22) _3€% _1n€
1307 (347)

234
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esize that the rositive rclation of this variahble to innevation Jerives more
from specializaticn cof the administrative staff than hierarchization, lut that
the fact that the relation is a weak onc is tecause the staff is not so crcan—
ized in all cases. There is a slight positive relation to the quality of inno-
vations adopted. As with differentiation at the structural level, we assume
that the interplay of a2 wide variety of staff members' sugeestions results in

a mere discriminating adoption of innovaticns (Takle V1.29).

A larzer ratic of administrators to teachers ("top-heaviness') neither
inhitits nor aids the acdoption of innovatices which are Adifficult to implement.
This suggests that tha measurc is tso ¢rnss to differentiate among those man-
ncrs of crganizine an administrative staff vhich wculd aid the imrlementation
of complex innovations and these which w~ulé inhi*it such inncvation, tut that
a larre administrative staff in and of itself need not e an imrediment. A
larre staff can te flexible.

Leoking to a numter of variatles ircluded in the previous discussion of
schocl structure, we found that the administrative ratio is unrelated t~ school
size and schcol functien (and¢ maintains its relaticn to innovation within com-
rrehensive schools alone).1 It ig related to prolran complexity althourh the
relaticnship is not 2 stren¢ mned gckor 1s with more hichly complex prosrams
are likely t~ havc hicher administrator-teacher ratics (Talle VI.21). Presum-
atly a larger administrative staff is callet forth to handle thc system proi-
lems asscciated with a more comnlex rre;ranm. (In cxamining the relationships
~f the twe variatles (the administrat r-tcachir ratio and program complexity)
with innovaticn simultaneously, we frund that of the two, horizental differen-

tiation is more strongly related to inncvation (averare difference of 12.3 vs.

lrarics can te found in Appencix I.

<3S
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TARLE VI.2"

IINOVATICN RATES, QUALITY OF INHNOVATIORS ADOPTFD

AND PROPORTIOxN OF LOW ADMIMNISTRATIVE DIFFICULTY

INNOVATIONS ADOFTED LY ADMINISTRATIVE-TEACHER RATIO

Acministrative-
Teacher Ratic

Percent with High

Inncvation Rates (5 or more)

Mean Mumber cf
Innovaticns Acdcnted

HIGH (1:2
to 1°9)

MEDIUM (1:10
t~ 1:12)

Loy (1:13
to 1:22)

53%

17

43%

5.1

4.2

Percent High

Mean Proportion

Adninistrative- Proportion of Quality of Ouality
Teacher Ratic Innovations Adopted Inncvations &dorted )
HIGh (1:2

to 1:5) 357 45.4 (124)
MEDTUM (1:1C

to 1.12) 407 45.7 (117)
Loy (1:13

to 1:22) 39% 43.8 (106)

Percent Hipgh Proportion Hean Proportion
of Hi~h Administrcotive of High Adninistrative

Aclministrative- Difficulty Innovaticns. Difficulty Innovations
Tecacher Ratio Adogted Adopt ed (N)
EIGH (1:2

to 1 2) 48% 30.7 (124)
MEDIUM (1:1C

te 1:12) 517 31.2 (117)
Low (1:13

to 1.22) 547 31.1 (12F)
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€.5) (Ta*1l. VI.22). Tha ratio may roflcct specialization tut it is also diluted
'y somec degree of hicrarchization and thercfore fs not as strongly related to
the adoption of innovation as the vardo'le ~f horizontel differentiation (vhich
is frea from hierarchization). The most hirhly inn;vative schools ar. these
with *oth a high ratio cf administratrrs end high program complexity. Ve
conclude that when a high ratic arises out cf the need for specialists to ad;
minister a variety of programs the administration is an innovative sne and,
murecver, that schools with ccmplex proprams need a rolatively larpe staff if

they are also zcing to e etle te consider inncvaticns at a high rate.

TATLE VIL21

ADMINISTRATIVE RATIO TY PROGRAM COMPLEXITY

Prrerar: Conplexity

Admiristrative- Lo HIGF
Teacher Patic (3 te 9) (10 to 1€ ) )
HIGII (1:2
tc 1:6) 257 297
IHECTUM (1:10
tc 1:12) L0 L3
Low (1°13
tc 1 22) 35 28
17r7 1007
N = (125) as™)
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TALLE V1,22
PEFCENT OF SCLOOLS WIT! ®IGH INNOVATION
RATES (5 02 MO%E) Y ADMUINISTRATIVE

RATIO AND PROGRA'{ COMPLEXITY

Pregram Complexity

Mdrinistrative- Low HIGH
Teacher Ratio 5 to %) ( 10 tc 16)
RIGE (1:2 47% £2%

to 1:9) (32) (53)
MEDIUM (1.19 437 55%

to 1:12) (51) (78)
Low (1:13 457 517

to 1:22) (42) 49)

4is menticned alove, another thing the ratio does not reveal is the internal
workings of the staff (i.e., ‘oth the structure and the dynamics of the admin-
istraticn are hidden in the statistic). In an attermrt tc uncover the dynamic
elements we turned to the cucsticn of how frequently the principal met with
the aéministrative staff. (CZoth the cuestion and the distrihuticn of schools
are presented in Talle VI.23.) A hirh pun'er of mectings mipht mean centraliza-
ticn or attempts te fermzlize procedurcs, 'ut since the meetings may 'e used
as 2 forum for thce exchanre nf icdeas, r~rc¢ frecuent meetinrs nicht reflect
flexi' i1ity. Ue assume that a princiral ccncerncd primarily with directives
wculd issue these on paper and that mcctings are mrre likely to rerresent an

attempt tc discuss policy and reach a c-nsensus.

<38
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‘ TATLE VIL23

LISTRITUTION OF SCFOOLS 7Y

FREQUENCY OF ADMINISTRATIVE STAFF MEETINGS

On the averagc, how
frequently did yocu held
formal meetinos with your

administrative staff during Percent Fuml er
the 19£8-62 school year? of Schcols of Schools
Once a month or less 157 54
Atcut twice a2 wonth 18% £7
Alout three times a month 137 43
Atout fcur times a month 347 118
More than four times a month _20% 12
1~ (354)

We find that the nunter of meetinpgs a nrincipel hclds with his staff
is r.latcd positively to the numter ~f innovations introduced in the schecl:
427 .f tha schools in which the principsl met only infrecucntly with his admin-
istrative staff (twice a menth or lese) had high inncvation rates in contrast
to 52 «f the schocls in which the principal met very frequently with his
staff. Moreover, returning to the issue of structure, we find that o hirher
rotic of adrinistraters to tecachers 2n » ercater frequency of mcetings are
asscciated (Ta*le VI.24). With~ut uwoceting cften we suspect it is difficult
£>r 1 larce staff to rcach a consensus on prlicy rarticularly if this staff
is ~rpanized as a numer of h-rizontal (seri-autsncmrus) units. A rigidly

‘ hierarchical staff c~uld acrminister the scheel thrcuph directives fror the top

2~vn. Vhen we exarine the relaticaship of the ratic and the numter cf meetings

Q 239
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TATLE VI.24

FREQUENCY OF ADMINISTRATIVE STAFF

MEFTINGS Y ADMINISTRATIVE RATIO

Adninistrativc-

Teacher Ratic

Percent of Schyols with

(more than twice & mcnth)

Eigh Frequency of Staff Mectings

HIGY (1:2 73%
to 1:3) (c7)
MEDIUM (1:17 €3X
to 1:12) (143)
LOW (1:13 €47
to 1:22) (17:6)
TATLE VI.25

PERCENT OF SCHOOLS WIT!H HIGH IWNOVATION RATES

(5 OR MORE) "Y FREQUENCY OF ADMINISTRATIVE STAFF

MEi

NGS AND ADMINISTRATIVE RATIO

Frequency cf
Adninistrative
Staff Meetings

Infrequent (twice
a menth or less)

Frcquent (more than
twice a menth)

Adninistrative~Teacher Ratic

Low MEDTUM HIGE
(1:13 to 1:22) (1:1° to 1:12) (1:2 tc 1.9)
41% 47% 372
(39) (53) (27)
447 53% ENT
(€7) 030 (70)
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t. irnvvation simultanccusly we find that the nurer of meetines is related te
irr~vaticn only when thire is a hirh ratic (Ta*le VI.25). A larve adninistra-
tive staff can cnly functi~n as an impetus tc the adopticn of innovations vhen
thcre is a mechenisn for casy communicaticn amone the staff mem!ers themsclves
and “ctween the staff and the principal. Tut this mechanism makes nc Ciffer-

ence if there is not the divisicn ~f la'~r arcng the administrative gteff mem-
‘crs engendering a hirher nunt.cr of innavetive suspestions.

N~t surprisicply, thc relative size of the adninistrative staf{ is an
imprrtant ccnsideraticn enly in thrse schrols which have autanomy vis-a-vis the
central office (Tatle VI.2(). Fiphly ccatralized scheol systems dictate policy
and nc variation in administrative staff structurc has ary independent deter-
@inaticn cn the adopticn cf innovati-ns. Only in decentralizaed schecl sys-
tens does the orrenization (relative sizc) of the administrative staff tecorc

impertant.

TATLE VIL2€
PERCENT GF SCHOOLS WITH KIGH IMNOVATION
KATES (5 OR MORE) 7Y ADMINISTRATIVF RATIO

AND SCHOGL SYSTEH DFCENTRALIZATION

Schrol System Decentralizaticn

Adninistrative~ Low YIGH
Teacher Ratinr (2.8-4.¢) (4.7-7.8)
HIGE (1:2 5% 587

to 1:5) (€9) (%4)
MEDIUM (1 17 41¢ 537

te 1:12) (58) (53)
LOY (1:13 4Ley 38%

to 1.22) (41) (€0) 231




‘ A'ove we ncted that tho great majerity of the varinlcs we exarined in
their relaticn tc inn-vaticn were important only within the n~n-thite scheols
and that the organizational compiexity varia!les were the first tc te significant
in all scheels. With administrative ratin we have the first variahle relevant
only in the Vhite scheols. While there arc o~nly minnr differences “etween the
four tynes of scheels which have 2 high ratir of administrators tv teachers (1.7
cr fewer),l it is only in the Whitc schools that the relative size of the admin-
istrative staff has noticeatle impact on inncvaticn (Tatle VI.27): among Vhite
schcnls as for the population as a whele, the rati. f administratcrs te teach-
ers is positively reclated to irncvaticn. At present we cannct draw any ccnclu-
sicns from this fact. Frwever, as wc will see in Chapter VII, other staff attri-
‘utes are alsc relevant only within White schoals. With this additional evi-
dence w2 will 'e alle te arsue mere. strumely thet innovaticon rates in these
scheols are influenced ty factcrs which are uninportant in the cther three types

of sch.ols.

TALLE VI.27
PEPCENT OF SCFOCLS WITH HIGE INMOVATICY RATES

(5 OR MOFF) 1Y ADMINISTRATIVE RATIO AND RACIAL COMPOSITIOXN

Adnministrative-Teacher Ratic

Racial Low MEDIUM I'LGh
Compositicn (1:13 ¢~ 1:22) (1:17 to 1:12) (1:2 tr 1:9)
WHITE 447 577 £°7.
(re) an (55)
WRITE INTEGPATED 26% 33% 277
(18) 27) (14)
TLACK INTEGRATED * 55% *
{7) (11) (8)
ILACK 45% 545 477
‘ (15) (24) a7
*There are tcc fow cases on whichk t. 'asc a percentzee. 212
o IThe precise firurcs are: White schools -- 287, White Integrated schocls

[ERJ!:‘ -- 23%, ILlack Integrated schocls -- 31%, an: llack scheols -- 3.




CHAPTER VII

TEACHING STAFF

in consideriny innovation in schools and the effects that the teaching
staff may have on the chanpe procesu, the distinctive characteristics of the
teachine occupation become relevant. Teachers are classed as "quasi-" or
'semi-professionals."1 Members of occupations that are commonly regarded as
"professions" are characterized by at least three features: "1) They perform
a personal service that is rerarded as indispensible in modern society;
2) They possess a high degree of technical competence; and 3) They enjoy con-
siderable autonomy in their work."? While we do not challenge the first of
these three components, the degree to which teachers possess the second two
is open to considerable doubt (as we will discuss further nomentarily). More-
over, there are certain attritutes of the teaching force that distinguish the

occupation from most recognized professional groups, e.g., the numerical dom-

inance of women, low prestige, and recruitment from middle and lower-middle

lyhether one uses the term quasi-profession or semi-profession is a mat-
ter of personal choice. In opting for the former term Sieber has argued:

Ve prefer this term to the more comumon usage of "cemi~profession”
because the latter suggests an exact quantitative measurement, when
in fact quasi-professions vary considerably in their approximation
to full-fledged professions. Also, the adjective "quasi" contains
a subjective element, in the sease of "resemblance" to full-fledged
professions, that is wissing in the term "semi.”

Sieber, op. cit., p. 128.

21p1d.
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1
classes.

Teachers, however, do see themselves as professionals. And to the
extent that they adopt the full-fledged professions as their reference group
there may be a gap between occupational reality and the aspirations of teach-
ers. With respect to innovation, in particular, it has been argued that this
self-image as professionals, rather than leadine them to initiate change,
results in resistance to innovations ir situations where the teachers see pos- |
sible infringements on their insecure status. For instance, some teachers
might find in the suggestion of team teaching a threat to their own professional
autonomy. Miles argues this view when summarizing the relevant research of
others:2

Thus it seems likely that local innovative efforts are restricted

by the fact that the teacher's.role is actually that of a functionary
who has little power to initiate system-wide change, but because of
the ideology concerning professionalism . . . -~ tends to resist
innovative demands, like most professionals in bureaucratic organiza-
tions.

We have, thus, a number of interrelated issues. The first of these is
whether or not the teachers actually have autonomy within their ovn schools,
that is, whether the specific context in which they work permits them to
operate as professionals. Most of the discussiorns dealing with this question

point to a negative answer. The argument runs that, although it is possible

for teachers to introduce changes within their own sphere of influence, i.e.,

lsome further discussions of teaching as an occupation can be found in
Dan Lortie, "The Partial Professionalization of Elementary Teaching,” The
Semi-Professions and Their Organization, ed. Amitai Etzioni (New York: The
Free Press, 1969), pp. 103-145; Blanche Geer, "Occupational Commitment and
the Teaching Profession," The Schooi Review, 74 (Spring, 1966), pp. 31-47;
and Ronald G. Corwin, "Militant Professionalism, Initiative and Compliance
in Public Education," Sociology of Education, 38, 4 (Summer, 1965), pp. 310-331.

Zyat thew Miles, "Some Properties of Schools as Social Systems," Change
in School Systems, ed. Goodwin Vatson (Washington: National Training Labora-
tories, llational Education Association, 1967), p. 1lé4.

<14




the classroon, they are ir a weak position vis-a-vis the larger system. This

argurent emphasizes the role of the teacher within the school as that of a
functionary rather than an independent professional, an individual upon whom
the bureaucratic requirements of the school places serious impediments to free
action. For instance, with respect to autonomy, Rrickell has described work-
ing conditions as follows:1
. .« . the teacher is not an independent professional, aot a private
entrepreneur free to alter his working situation when he chooses
- not free to decide what he will teach to whor at what time and
at what price. He 1s instead a member of the staff of a stable insti-
tution.

Our data support this argument. 'le find that it is only rarely (and
usually for insignificant matters) that the authority for decisions in a school
rests with the teachers most decisions must hinve the authorization of the
principal. In the questionnaire distributed to Principals we asked for an
identification of the level at which decisions pertaining to a number of areas
of school policy were made.2 There were twelve items on the list covering
both specific classroom concerns (homework, teaching techniques), and more gen-~
eral school-wide concerns (discipline procedures, dress and hair regulat:lons).3
For each area the principal was giwven the option of indicating that the "deci-
sion [was] made by individual teachers anc department chairmen without the
approval of the principal.” In 31 percent of the schools the principals gave

this response for only one (or no) items; in 42 percent of the cases this was

true for two items;, and in only 29 percent of the cases principals so responded

lbrickell, op. cit., p. 19.

2The questionnaire referred to here is the Principals' Ouestionnaire
reproduced is Appendix B.

3The conplete list of itens can be found in Apperdix B, Question 14 of
Section A.
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for three or more iters. (The highest score received by any school was f:l.ve.)1

Because the mean score was so low (1.9) we conclude, with others, that in most

schools authority rests squarely with the principal and/or the central adminis-
tration and not with the teaching staff. lforeover, since there is so little
variation between schcels in the degree of autonomy granted to the tezchers
(the variable range is from none to five, tut 83 percent of the cases fall
between one and three) we do not feel that we can make cowmparisons of adoption
rates in schools with a greater or lesser degree of autonomy. A rudimentary
analysis of this variable is, however, available in Appendix K.

Knowing that teachers cannot initiate innovation on their own responsi-
bility does not settle the question, since we still cannot predict what type
of a force they will be within a school. Even if they do not have the respon-
sibility for innovations, it seems probable that the teaching staff can influ-
ence the change process, negatively -- by resistance or sabotape -- or positively
~- by the proposal of ideas or enthusiastic support of trial projects.

We do have better data on the second ''professional” characteristic --
degree of technical competence -- and this may have implications for innova-

tion. More highly trained teachers micht be more open to innovation because

they bring into each situation a commitment to keep up with the literature and
to respond appropriately to a perceived need for change. On the other hand, |

the fact that even though they have the requisite training they are not trcated

as professionals by the organization miyht embitter and lead to resistance.
Thus we want to know how variations in degree of training of the teaching staff

affect the innevation rates in schoole.

lrhe entire distribution of schools along this variable can be found in
Appendix K.

<46
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Although with respect to the issue of professionalism per se the derree
of competence attdined through training is most relevant, when considering
teachers and innovation in schools we also have to investigate a nurber of
other issues. The first of these is teaching experience. Variations in the
average number of years the teaching staff has been employed mignt have impor-
tant implications for change. New teachers might be more willing to employ
innovative techniques because they have no stake in established procedures and
can adopt them with less personal loss, whereas more highly exnerienced teach-
ers mipht be resistant to any supgestion that they change their own particular
styles. Thus in adcition to autonomy and degree of professional training we
vant to consider the mean number of years of teaching experience for the staff
and the rate of turnover in the school.

In some research the variables of professional training and experierce
have been examined simultaneously but the results of this research are con-
tradictory. Ine Mort studies found it was schools with older and more experi-
enced teachers fa situation found in the wealthier suburbs) that showed the
hishest adaptability levels.1 On the other hand, Anderson found resistarce to
innovation highest among teachers with the most experience and professional
training.2 Thus, past research leaves unanswered the question of vhat effects
variations In either teacher training or experience have on the adoption of
jnnovations within schools.

Teacher morale (an internal climate variable which at the student level
we found to be important) nicht i¢ relevant as well. 1ill teachers who are

satisfied with the conteat in whick they worl. be more or less resistant to

1Ross, op. cit., p.

2Andetson, op. cit.. p.

P g




innovation than teachers with serious grievances? Following our discussion of
training>and experience we will introduce sowe of the theoretical arguments
surrounding this issue of morale snd investigate the data for the schools in
our sample.

In this chapter, then, we examine several different teachine staff attri-
butes -- training, experience and commitment to the organization -- and relate
each of these to the number and, when appropriate, the quality of innovations
adopted in the schools. We have two additional interests. The first derives
from our concern with the quality of education available to different groups
in this society. One of the rajor ways in vhich there are differences between
schools as defined by the type of students attending them is in the charac-
teristics of the school staff. As we will see below, White schools are far
more likely than any of the other three types of schools to bhave a staff com-
posed of a high proportion of teachers with M.A. degrees as well as more highly
experienced teachers. Such differences are of paramount concern to parents in
ghetto areas who complain that not only do their children attend the most
poorly equipped and overcrouded schools {a claim that was not totally supported
by our data) but that they also face teachers who are badly trained, inexperi-
enced, and anxious tc be transferred to higher status schools. In our analysis
below we will investigate whether these differences have any impact on the
adoption of innovations or explain the variations by racial composition noted
throughout this study.

Second, at the end of Chapter VI we noted that the variable describing
the organization of the staff -- the administrative-teacher ratio -- had a
sligk: relationship to the adoption of innovations, but that this was true

only in the White schools. This led us to hypothesize that the determinants



233

of innovation in these schools stem more from staff than resources or internal
climate factors. Ve will be iInterested in seeing whether, in fact, this
hypothesis holds up as we examine other staff-related variables both in this

chapter and in the next where we discuss the principals.

Teacher Training

In measuring professionalization by virtue of technical competence we
use the proportion of the staff in a school that has acquired an advanced
degree, in this case at least an M.A.l For the schools in our population the
proportion of the staff with at least an M.A. degree ranges from a low of
between zero and ten percent to a high of over 81 percent. The overall mean
is between 39 and 40 percent.2 In the majority of the schools in our sample
less than half of the staff has acquired professional training.

In Table VII.1 we present the relation of this variable to the adoption
of inncvatlon in schools. As we can see, there is a very slight curvilinear
relation between the proportion of the staff with at least an M.A. degree and
the rate at vhich schools adoot innovations. Schools staffed with a "moder-
ately high" proportion of M.A.'s (41% to 50%) innovate at a slightly higher
rate than schools in which either a sraller or larger proportiop of the staff
has achieved that degree. The weak curvilinear relation of this aspect of
professionalization to the rate at which che organization adopts innovations
might be the result of contradictory forces. As ve suggested above, and as

has been argued by others, individuals with professional training are more

1, similar measure of professionalization is used in an analysis of
innovation in settlement houses staffed by social workers. Cf. V. eydebrand
and J. Noell, op. cit., p. 305.

2The entire distribution for this variable is presented in Appendix J.
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TABLE VII.1
INNOVATION RATES AND OUALITY OF INWOVATIONS ADOPTED
BY PERCENT OF TEACKING STAFF WITH AT LFAST AN M.A. DZGREE
Percent with High Mean Number of Percent High ilean Proportion
Percent of Staff Innovation Rates Innovations Proportion of Quality of Quality
witt M.A. Degree (5 or more) Adonted Iinovations Adopted Innovations Adopted (il)
VERY LOW
(under 31%) 427% 4.5 LZ% 44.8 (170)
+JODERATTLY LOW
(31% to 40%) 447 4.5 30% 42.5 (129)
{{ODTRATELY HIGH
(417 to 50%) 497 4.9 36% 46.0 (127)
VERY BIGH
(over 51%) 44.0 (188)
_LJ
&l

Aruitoxt provided by Eic:




lilely to keep up to date in the literature of their ficlds. They are aware

of new techniques and can cormprehend their applicability in any particular
situation. At the same time, it has also been pointed out that teachers often
actively resist the derands of the ad~inistrative staff to change their teach-
ing styles. Such resistance mi-ht well be more extreme in those gsituations
where the teachers have a higher level of professional training and feel more
resentful of infringements on their turf. Thus the curve may be a result of
these competing influences: perhaps the peak of the curve is where professional
“morality" overcomes the reluctance to accede to the administration. When the
teaching staff is more corpletely trained it becomes velded into a resistant
block.

There are no consistent differences in the quality of the innovations
adopted arong schools classified by the proportion of teachers with at least
an M.A. degree: the fact that the administration has to justify its decisions
to more highly qualified judges does not ensure discrimination.

The qualifications of teachers differ by the classifications of students
by racial composition: the ihite schools have the best trained staffs, the
Rlack Intezrated schools have the least well-trained staffs (Table V1I.2).
These differences do not account for the variationms in the rate at which the
schools innovate. In particular, we cannot explain the low innovation rates
among the White Integrated schools by the presence of a less qualified teach-
ing staff: even when we control for the proportion of ¥.A.'s on the staff the

Vhite Integrated schools consistently have the lowest innovation rate (Table

VII.3).



TALLE VII.2

PEPCENT OF TEACKING STAFF

YITE AT LEAST All !".A. DEGRIE

BY RACIAL COMPOSITION OF THF SCHOOL

Percent of Staff

Racial Composition

with M.A. Degree White VWhite Integrated Black Integrated Black
VERY LOU
(under 31%) 22% 347 417 437
VIODERATELY LCY
(31% to 40%) 21 20 25 18
(IODERATELY HIGH
(417 to 5G%) 22 15 18 21
VERY HIGH
(over 517%) 35 31 16 18
1007, 100% 1007 1007
N = (315) 127) 41) (122)

That our underetanding of the relation between professional traininp and
innovation is very incomplete is revealed as we further examine Table VIIL.3.
Tt is only among the White schools that we find the sare curvilinear relatinn
betveen teacher tralning and innovation as we did for the population as a
whole. Perhaps here teacher resistance and the conflicting sense of profes-
sional behavior operate (with espect to innovation) in the manner suggested
above. Among the Black schools, however, the curvilinear relationship is the
reverse of‘that in the White schools: Elack schools are more likely to have

. higher innovation rates if the staff is either very well trained or very poorly

252



237

TASLE VII.3

PERCENT OF SCHOOLS WITH HIGH IMNCVATION

PATES (5 OR MORE) EY PERCENT OF STAFF

WITH M.A. DEGREE AYD RACIAL COMPOSITION

A

Percent of Staff with M.A. Defree

Very Low Moderately Low Moderately High Very liigh
Racial Composgition (under 31%) (31-40%) (41-50%2) (over 517%)
WHITE 477% 497 597 487%
(72) (66) (70) (104)
YHITF INTEGRATED 33% 267 227 297
(42) (23) (18) (38)
BLACK INTEGRATED 507 507 * *
(16) (10) (7) (7)
BLACK 527 39% 427 52%
(50) (23) (26) (23)
v B
Percent of Staff with M.A. Degree
LoW HIGH Percent
Racial Composition (49% or less) (over 49%) Difference
WHITE 477 52% +5
(138) (174)
WHITE INTEGPATED 207 267 -4
(65) (56)
BLACK INTEGRATED 50% 577 +7
(2€) (14)
BLACK 43% 46% +3
(73) (49)

*There are too few cases

on which to base a percentage.
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trained. Clearly, other factors are operating.

What is considered appropriate professional behavior may be determined

by the context. Innovation rates will vary not only with the degree to which

the teachers have acquired professional training but also with the degree to

i
which the context, as defined by the composition of the student body, provides
support for innovative activity.l In this respect the academic ability of
the students may be more relevant than their race. The differences in staff
training between schools classified by academic quality are less extreme than
the differences between schools classified by race (Table VII.4). However,

the former variable does delineate conditions under which the professionaliza-

tion of the teaching staff is more significantly related to innovation.

TABLE VII.4
PERCENT OF TEACHING STAFF VITH AT LEAST

AN M.A. DEGREE BY ACADFMIC QUALITY OF T3F STUDENTS

Academic Nuality

Percent of Staff
with M.A. Degree Very High Moderately High Moderately Low Very Low

VERY LOW
(under 31%) 217 297 337 36%
MODERATELY LOW
(31% to 40%) 24 18 20 22
MODERATELY HBIGH
(417 to 50%) 21 24 19 20
VERY HIGH
(over 51%) 34 29 28 22
100% 100% 100% 100%
N = (92) (179) (208) (114)

Lother possibilities we explore further below are the number of years of
experience of the teaching staff and its commitment to the organization.

’
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In schools with very low academic quality students, degree of profession-
alization is strongly, positively related to innovation (Table VII.5). In
fact, when such schools are staffed ty highly trained teacherg they no longer
have the lowest innovation rates. Teachers who are well trained and who choose
to teach below average students may be more willing to experiment to achieve
results. The professioral ideclogy here favors innovation, perhaps because of
a strong service orientation. The reference group may be that of an occupa-
tion like social work.l In contrast, there is some indication that schools
serving very high academic quality students are less innovative when the staff
is highly trained. Perhaps in such schools, where more strictly academic
teaching takes place, the ideology concerning professional behavior is differ-
ent. The reference group for these teachers is more likely to be college pro-
fessors. They are less likely to consider innovative techniques appropriate
learning tools since they are teachers of an academic body of material. Thus
the conservatism we have previously noted among the hich academic quality
schools may derive in part from the composition of the teaching staff and the
values they hold. (Among the middle academic quality schools the pattern
between professionalization and innovation is less clear. Since these schools
generally have high innovation rates we assume that the professional resist~
ance is neutralized.)

Ideally we would now reexamine the relationship between the profession-
alization of the staff and innovation rates within schools classified by racial

composition and academic quality. Unfortunately with so few cases such an

1Heydebrand and ltoell found a moderately strong relationship between
degres of professionalization and innovation in organizations staffed by social
workers.



TATLE VIL.S
PERCENT OF SCHOOLS WITH HIGH INNOVATION

RATES (5 OR MORE) BY PERCENT OF STAFF

WITH M.A. DFGREE AND ACADEMIC QUALITY

A

Percent of Staff with M.A. Degree

Very Low Moderately Low  Moderately High Very High

Academic Quality  (under 31%) (31-40%) (41-50%) (over 51%)

Very High 30% 59% 7z 327
(2¢) (22) (19) (31)

Moderately High 58% 47% 51% 487
(52) (32) (43) (52)

Hoderately Low 502 447 59% 477%
(7C) (41) (39) (58)

Very Low 23% 39% 39% 48%
(40) (26) (23) (25)

B

Percent of Staff with M.A. Degree

Low BIGH Percent

Academic Quality (40% or less) (over 40%) Difference

Very High 437 34% -9
(44) (50)

Moderately High 53% 497 -4
(84) (95)

Moderately Low 527% 51% -1
(101) 97)

Very Low 287 437 +15
(66) (48)

236




analysis is ivpossitle. « -~.ore corplete understanding of the relation between

professionalization and inrovation in differeat contexts is left to future

N 1
research.

Teaching bkxperience

Although teacher training alone does not seem to have a significant
impact on the adoption of innovations in schools -- the overall curvilinear
relationship was not very strong and could not be reproduced within certain
sub-groups -~ it is possible that the number of years of teaching experience
is an important factor, either alone or in combination with teacher training.
Among rrincipals, as we will see in the next chapter, innovation rates are
negatively related to the number of years the principal has held his position
and others have found that length of tenure is inversely related to innovative-
ness among administrators (although our findings for superintendents did not
reveal a similar pattern). Among teachers too it secms likely that a lengthy
period of employment would lead to resistance to change, particularly wvhen
change would necessitate abandoning practices perfected through the years.
Teachers who have established themselves through a long period of employment
might begin to conceive of themselves as being rore autonomrous professionals
whether or not they have the training to back their claim. Chanpe initiated
by administrators mipht be considered a threat to such hard-earned self-esteem.
Moreover, after many years in the occupation teachers might develop a cynical
attitude towards innovation. Having been exposed to numerous erciting "new”
ideas many of which were abandoned after a short time, they might respond dis-

passionately to the most recent Crop. In general, then, we anticipate a nega-

lpegree of autonomy would clearly be an important factor here as well. In our

analysis of autonomy (Appendix K) we consider the relationships between the
professionalization of the staff, autonomy and innovation rates.



tive relationship between length of teaching experience and innovation rates

although, without detailed attitudinal data, it will be difficult to determine
precisely which factors are operating.

'e use two separate measures of length of teaching experience. The
first is a mean score for the entire teaching staff, a score based on the num-
ber of years of experience accumulated throughout the teachers' careers {not
just in the school of present employment). The second measure is the rate of
turnover of the teaching staff, a variable which enables us to consider
whether "new blood" or changes in the staff of a school affect the rete at
which innovations are adopted. Although turnover is frequently used as a mea-
sure of staff morale, we do not so define it here because we want to isolate
the impact of change in the teaching staff composition and because ve have a

clearer indicator of staff satisfaction.

Mean Number of Years of Teaching Experience

There are broad differences between the schools in our study in the rean
number of years of experience of the teaching staff. "hile some schools are
staffed by teachers with an average length of experience of only two or three
years, other staffs average as high as fourteen years. The mean number of
years of experience for the staff of all schools is 7.5.1

There is, as was anticipated, a slight nepative relationship between the
mean length of experience of the teachins staff and the adoption of innovations
in the schools (Table VII.6). The discrimination with which schools adopt
innovations has a slight curvilinear relation to average length of staff exper-

ience. Teachers whose training is more recent might be able to discriminate

lrhe entire distribution for this variable is presented in Appendix J.
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arong innovations better than teachers who are farther away fror any kind of
theoretical perspective on education. And teachers with more lengthy experi-
ence also might be highly qualified judges: having been around for a long
time and having seen educational 'fads" come and go, they may be sharp dis-
cerners of true value, although their protective feelings towards their own
influences may create a generalized resictance to ipnovation. The relation-
ship Is not a strong one, but it would be interesting to pursue these hypoth-
eses or an individual teacher attitude (rather than general school) level.

There are significant differenges between the schools identified by
racial composition and this characteristic of the teaching staff. 'hite schools
are far more likely to have highly experienced teachers than are schools with
a sizeable proportion of Black students (Table VII.7). And it is primarily
among the Vhite schools that number of years of teaching experience maintains
its negataive relation to innovation rates (Table VII.8). Forty-four percent
of the White schools with highly experienced staffs have high innovation rates
in contrast to fifty-seven percent of the White schools staffed by less highly
experienced teachers. This finding supports our hypothesis that among the
Vhite schools innovation is more likely to be affected by the composition or
organization of the staff than it is arong the other three types of schools.
So far we have seen that the relationship between the administrator-teacher
ratfo, perhaps training, and now, number of years of experience, observed for
all schools persisted only within the White schools. This strongly indicates
that the staff is more likely to be an important factor in these schools.

In the White schools the teachers may be able to affect innovation rates:
if by dint of their professional training or lengthy experience they are resist-

' ant to inmovation they may be able to slow down or halt the chang~ process.
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TAYLE VILI.7

MEAN LENGTH OF TEACHING EXPERIENCE

BY RACIAL COMPOSITION CF THE SCIOOL

Racial Composition

Mean Mumber of Years

Teaching Experience White VWhite Inteprated Black Inteprated Tlacl,
VERY LOW
(5 years or less) 237 20% 297 36%
MODERATELY LOW
(6 or 7 years) 25 31 32 24
MODERATELY HIGH
(8 or 9 years) 35 35 27 23
VERY HIGH
(10 years or more) 17 14 12 17
100% 1007 1n0% 1002
N = (325) (124) (41) (122)
TABLE VII.S8
PERCENT OF SCHOOLS WITH EIGH INNOVATION RATES
(5 OR MORL) BY MEAN LEMGCTH OF TEACEING
FXPERIENCE AND RACIAL COMPOSITION
Teaching Experience
HIGH LOv Percent
Racial Composition (8 years or more) (7 years or less) Difference
WHITE INYA 577 ~13
(169)
WHITE INTEGRATED 367 337 -1
(¢1) (63)
BLACK INTEGRATED 50% 52% -2
(16) (25)
RLACK 427 467, -4

(49) (73)




In the other three types of schools -- f'hite Integrated, Llack Integrated and
Black -- other factors must motivate the decision to innovate. Of course, it
is possible that lengthy experience in Black or BRlack Integrated schools engen-
ders a desire for or approval of imnovation. For instance, if conditions are
bad enough the teachers may develop a passive "anything goes™ attitude. And
highly experienced teachers who choose to remain in such situations may have

a greater commitment to providing an innovative education. lowever, we feel
that is is more likely that length of experience operates in the same manner
here as in the White schools -- i.e. develops into resistance to change. In
the Integrated and Black schools there are forces which override teacher incli-
nations. If the administration is determined to convince th= public that it

is upgrading its schools, it will do so by adopting high-visibility innova-
tions, and the inertia of the teaching staff cannot stand in its way. TLefore
we argue this more strongly we want to pursue several other issues including
our second teacher experience variable.

The differences among schools staffed by more or less highly experienced
teachers become even clearer when we control for teacher training (vhich had a
separate relation to innovation). Training and experience are themselves
related: schools with a high proportion of M.A.'s on the staff are more likely
to have highly experienced teachers than schools with a low proportion of
M.A.'s (mean lcngth of experience of nine years vs. six years).1 Teachers who
have acquired professional training have rade a greater investment and are more
likely to remain in the occupation.

Schools staffed by highly trained but relatively inexperienced teachers

are the most innovative schools (Table VII.9). And lenpth of experience is

1The complete table can be found in Appendix J.
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TABLE VII.®
PERCENT OF SCHOOLS WITH HIGE INNOVATION RATES
(5 OR MORE) BY PERCENT OF TEACFING STAFF
UITH AT LEAST Al M.A. DEGREE AND

MEAN LENGTH OF TEACHING EXPERIENCE

Teaching Experience

Percent of Staff FIGP Lov
with M.A. Desrree (8 years or more) (7 years or less)
HIGH 427 52%
(over 40%) (173) (132)
LoV 417 467
(40% or less) (131) (184)

more strongly negatively related to innovation among those schools staffed by
a high proportion of M.A.'s than amone those schools staffed by less highly
trained teachers (difference of 10% vs. difference of 57). Over time teachers
grow more rigid, particularly if they have professional training to back their
desire to maintain their own teaching styles. This finding runs counter to
that of Ross, mentioned above, who concluded that it was schools with older
and more experienced teachers that shoued the higphest adaptability levels. It
may be that in the smasller, less highly bureaucratized school systems such as
those studied by Mort et al., less resistance to adninistrative control develops
over time than in systerss where teachers are more often treated as cormon €m-
ployees. In the smaller systems there may be more opportunities for personal

e 3
contact with the administration than in large urban school systers where teach-




ers are shuflled around and considered by the central office primarily in

terms of contracts and pensions.

Teacher Turnover

Average annual turnover rates in urban high schools are frecuently quite
high, ranging fror an annual turnover of betveen zero and five percent of the
staff to over 30 percent, with an overall rean of sliphtly over ten percent.1
There is a roderately strong curvilinear relation between turnover and innova-
tion rates: the highest innovation rates are found in those schools with a
zoderately high proportion of new teachers (Letveen 11 and 157) as shown in
Table VII.1CG. The addition of rew staff rerbers may be an asset vith resnect
to innovation (as is true of newly trained teachers) but when too larpe a pro-
portion of the teachins staff is new the consecuent disruntion ray impede the
adoption of innovations. Innovation is rost likely when there is some chanre
in the staff composition; too much change in this sphere prohibits innovative

changes.

TABLE VII.10

I T'OVATION RATPS BY TEACHER TURNOVER

Percent with lHigh “‘ean ‘umber of
Innovation Pates Innovations
Teacher Turnover ) . (5 or 10re) Adopted

VERY HIGE (16% or more) 447 5.0

MODERATELY HIGh (11-157%) 5.1

MODERATELY LOV (€6-10%) : g 4.5

VERY LCY (0-5%) 4.4

IThe complete distribution of this variable is presented in Appendix J.
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‘ As we would expect there are differences in average turnover rates among
the schools classified by student race. The Black Integrated schools are most
likely to have an annual turnover of more than ten percent of the staff (54%),
next highest are the Vhite Integrated schools (517), somewhat lower are the
Black schools (45%) and considerably lower are the Vhite schools (36%).1 There
are many reasons why teacher turnover is so high in the Inteprated schools.
First, order is most likely to be problem in these schools; teachers probably
prefer a safer environment.2 This may be particularly important to teachers in
the Black Integrated schools, most of who™ are white. (Black schools have a
higher proportion of Black teachers than do Black Integrated schools; in fact,
the Black Integrated schools rarely have Flacl teachers. The staff in these
schools has a totally different racial composition than that of the student
body. This is less often the case in the '"hite, White Integrated and even the
Black schools.)3 As we will see below, teacher rorale is extremely low in
these schools: because of the probler of safety, particularly for white teach-
ers, these schools are hishly unfavored. They are staffed largely hy teachers
waiting for transfers to ‘better” schools. Ir contrast the White schools have
extrerely stable faculties. These are the schools to which most teachers
(especially white teachers) aspire. ['aving achieved this roal they are likely
to stay put unless they move onto an adrinistrative position or leave the occu-

pation completely.4

1The complete table for this analysis is presented in Appendix J.
2cf. our analysis of order and safety in Chapter IV.

3The tables to support this analysis of staff racial composition are
presented in Appendir J.

‘ 4poward Becker has described how the teachers in urban public schools
generally start their career in a slum schools and immediately attempt to move
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Turnover, like mean number of years of teachiner experience, is most
strongly related to innovation in the "hite schools: sixty percent of the
White schools with a hich annual staff turnover have high innovation rates in
contrast to forty-four percent of the schools with low turnover rates (Table
VII.1l). In these schools the absence of a stable, potentially ripid staff is
a necessary precondition of innovation. Without "new blood" these schools
become conservative. Established routines take on a permanent casSt. The
teachers as a body are unlikely to choose change. Among the other three types
of schools if there is innovation it takes place regardless of the potential
resistance of a conservative teaching staff. In fact, when the Black Integrated
schools achieve this stabiléty they become the most innovative schools. Vhereas
high stability results in stagnation in “hite schools, in the Flack Integrated
schools such a state is necessary teforc other types of change can begin to
occur. Obviously, the reasons for varying turnover rates are an important

factor. We turn now to a considerat ion of teacher rorale.

out to a "better" school. Only a small proportion of teachers make an adjust-
ment and choose to stay in the slum schools. Foward S. Becker, "The Coreer

of the Chicago Fublic School Teacher," American Journal of Sociology, Volume
52 (1952), pp. 470-477.
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TADLE VII.11
PERCENT OF SCHOOLS WITH BHIGE INNOVATIOM RATES

(5 OR MORE) BY TEACHER TURMOVER AND RACIAL COMPOSITION

Teacher Tucnover

LoV HIGE Percent
Racial Composition (0-i0%)  (over 10%) Difference
WHITE 447 60% +16%
. (206) (115)
WHITE INTEGRATED 297 30% + 17
(61) (63)
BLACK IWTEGRATED 52% 50% - 2%
(19) (22)
BLACK 437 47% + 47
(66) (53)

Teacher Morale

In their book on organizational change, Hage and Aiken hypothesize that
"the higher the job satisfaction, the rreater the rate of program change."1
Their reasoning is essentially that people vho are satisfied with their jobs
are more committed to the organization in which they work and that a recep-
tivity to new ideas for improvine the products or services of the organization
flows from this commitment. Hence, one finds that cormitted worlers are
likely to both suggest znd accept innovations. Furthermore, they argue that
only an organization with generally hi~h morale can successfully implment new

activities and weather the ensuing organizational stress induced by the

changes. To support their assertions l'ace and Aiken cite several industrial

1Hage and Aiken, op. cit., p. 53.
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studies in which the findings vere, briefly, that workers more readily accepted
and even initiated change when they were satisfied with their jobs.1 Educa-
tional researchers have made similar findings: for instance, Ross reports a
slight negative relation between staff turnover and adaptability in schools.2
From the point of view above, job satisfaction and high morale are pri-

marily viewed as preconditions for organizational change. One could also view

them as resultants, however, if one assumes that an orgarization in which there
had been much innovativeness and ensuing excitement would be one in which
morale would be high, particularly if these innovations resulted in improved
working conditions. Therefore, since we cannot talk definitely about cause
and effect, our discussion will be phrased in more general terms.

In the NASSP survey the principals were asked: ''To what extent is
teacher dissatisfaction or unrest, instead of factors such as farily, health
or further education, reflected in the yearly turnover of teachers?"3 Seventy-
six percent of the principals responded ‘'Little, if at all,” twenty percent
responded "Somewhat, but not major' and a mere four percent responded "A major
factor." 1In the analysis that follows the latter two responses 2re corbined
to indicate low teacher morale. We use this question as our only indicator of
morale although we are aware that because the judgment was made by the prin-
cipal rather than by the teachers therselves, it is open to consideratle bias
and distortion.

In schools in which the principal views teacher dissatisfaction as being

a cause of turnover (i.e., morale is low) innovation rates are somewhat lower

l1bid.
2Ross, op. cit., p. 457.

3ct. Appendix A, p. 8.
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. than schools in which teacher morale is high (337 high innovation rates vs.
47% high innovation rates). Thus we can conclude that in schools, as in other
organizations, job satisfaction is related to the rate at which the organiza-
tion can innovate, although we cannot determine the seguence of events.
Naturally, teacher turnover and mgrale are highly related: those schools
in which dissatisfaction is an important determinant of turnover, in fact, have
the highest turnover rates (Table VII.12). Nevertheless, if we look at innova-
tion rates by turnover and morale simultaneously, we find that each variable
is independently reiated to innovation (Table VII.13A). At equivalent levels
of turnover it is always the "high morale’ schools vhich have the hishest inno-
vation rates. And the curvilinear relationship betsreen turnover and innovation
remains although it is nore marked in the "high merale’ schools. For the '"low
morale"” schools as well, a moderately high level of tyrnover (11-16%) 1is nost

conducive to innovation.

TABLT VII.12

TEACHFR TURNOVER BY MORALF

——ae——
—

Teacher Morale

Teacher Turnover Low HIGH
VERY FIGH (16% or wmore) 447 122
MODERATELY HIGH (11-15%) 27 20
MODERATFELY LOW (6~10%) 21 37
VERY LOV (0-5%) 6 30
100% 100%

b5
[T

(145) (460)
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' TABLE VII.13

PERCINT OF SCHOOLS WITE HIGF INNOVATICN RATES

(5 OR MORE) BY TURMOVER AND MORALE

A
Teacher Morale
Teacher Turnover HIGH Lon
VERY HIGH (167% or more) 39% 51%
(64) (58)
MOD: RATELY HIGH (11-157%) 427, 57%
(40) (91)
MODERATELY LOY (6-10%) 36% 427
(30) (173)
VERY LOV (0-5%) * 437%
92 (138)
P
Teacher Morale
Teacher Turnover VIGH LOW
HIGH (117 or more) 407, 55% w
(104) (149)
LoV’ (1G% or.less) 347 427
(39) (311)

*There are not enough cases on which to base
a percentage.

If we dichotomize turnover and crosstabulate it with teacher morale we
can consider four types of schools individually (Table VII.13B). The schools
which have the highest innovation rates are those in which morale is high and
turnover is high as well. These schools are constantly hiring new teachers

‘ and, presumably because they are popular with the teachers, the principals can
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seiect the best applicants. The reverse is true in the low morale-low turnover
schools. Here where dissatisfaction prevails the teachers are unable to leave
-- either because of a job shortage or because teachers have to '"serve time"

in such schools. These schools are unable to weather the stress of organiza-
tional change and they remain static. The other two types of schools =-- the
low morale-high turnover and high morale~low turnover -- fall somewhere between
the two extremes described above. They are relatively stable and can adopt
innovations: in the latter case although they don't receive the benefits of
staff turnover there is little pressure for teachers to leave whereas in the
former case, low satisfaction is relieved by hiph turnover.

Not surprisingly, teacher morale is highest in the White schools (Table
VII.14). As we mentioned in our discussion of turnover, most teachers in urban
schools are white and almost all teachers attempt to transfer to the high sta-
tus white schools. Vhen they have reached this goal they are more likely to
at least report satisfaction since they are aware that there are few better
opportunities within the school system. The lowest rate of teacher satisfac-
tion is found in the Black Integrated schools (as was anticipated) and the
relation between morale and innovation is strongest here (Table VII.15). We
assume that the high morale-high innovation schools are those in which a con-
certed effort is being made to salvage thz educational process and that the
relationship between innovation rates and morale is cyclical, i.e., an improve-

ment in one affects the other and so on.

150 far as .e can tell with our data, these relationships show up (with
some variations) among each of the four types of schools as classified by race.
In Vhite schools the low turnover-low morale schools do not fare as poorly in
terms of innovation as in the entire population. However, among Black schools
the same type of school has extrerely low innovation rates: these are the
schools where teachers serve out a waiting period before moving on to a better
pos‘tion. No one in such schools has any impulse to improve the lot of the stu-~
dents. (The tables to support this analysis can be found in Appendix J.)
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TABLE VII.14

TEACHER MORALE BY RACIAL COMPOSITION OF THE SCHOOLS

Racial Composition

Teacher !Morale Uhite Uhite Inteprated Black Inteprated Black
HIGH 867% 707, 437 687%
MODERATELY LOW 13 25 46 25
EXTREMELY LOV 1 5 11 1
100% 1027, 1007, 100%
(321) (124) (61) (119)

TABLE VII.15
PERCENT OF SCHOOLS WITH VIGE INNOVATION RATES
(5 OR MORF) RY TZACFER MORALE

AND RACIAL COMPCSITION

Teacher Morale

Percent

Racial Composition HIGH LOW Difference

WHITE 51% 44 + 7%
(278) (43)

WHITE INTEGRATED 31% 27% + 4%
(87) (37)

BLACK INTEGRATED 61% 437 +187%
(18) (23)

BLACK 48% 40% + 8%
(77) (42)

<72




257

The adequacy of the physical resources was found to be an important vari-
able with respect to student morale (and the problem of order) in that it
enabled us to identify conditions of extreme turmoil and low :lnnovation.1
Although the internal climate variables are not strongly related to the pri-
mary physical resource variable, we found that for the entire population of
schools (and most significantly for the Inteprated and Black schools) at least
one positive agset was necessary: schools lacking both adequate facilities and
hearty spirit were unable to innovate.

Highly similar findings emerge from a consideration of the adequacy of
the physical resources and teacher morale. Although there is not a strong
relation between the two variables -- 72% of the schools with inadequate facil-
ities have high teacher morale versus 80% of those with adequate facilities --
the combined effects of low morale and inadequate facilities can be devastat-
ing (Table VII.16). Moreover, although the: physical resources are more sig-
nificantly related to innovation than teacher morale (uieun percentage difference
of 16 for resources vs. seven for morale), it is primarily when the facilities
are inadequate that morale is strongly related to imnovation. Innovation
results in stress. This stress is more readily weathered in schools with ade-
quate resources. Perhaps these schools can defuse the dissatisfaction of
teachers by providing incentives for cooperation or importing auxiliary staff
to handle innovations repugnant to the regular staff. In the schools with
less adequate facilities the cooperation and/or tolerance of the staff becomes

very important; without it innovation 1is rarely possible.

1ce. the analysis above, pp. 152-155.
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TABLE VII.16
PERCENT OF SCHOOLS WITH HIGH INNOVATION RATES

(5 OR MORE) BY TEACFER MORALE AND

ADEQUACY OF PHYSTCAL RESOURCES

Physical Facilities

Teacher Morale Inacequate Adequate

Low 30% 502
(88) (56)

HIGH 41% 53%
(229) (230)

The adequacy of the physical resources was found to be more often an
impediment to innovation in the Integrated and Black schools than in the White
schools and, in combination with student morale, defined conditions of extremely
low innovation rates. The same is true of the rzlations between teacher morale,
physical resources and innovation within schools classified by racial composi-
tion. First, teacher morale is highly related to the adequacy of the physical
facilities in the Black and Black Integrated schools: there are diffurences of
20 percent and 14 percent respectively in the proportion of teachers with high
morale between schools with adequate and schools with inadequate facilities
(Table VII.17). Teacher dissatisfaction in these schools derives from the
basic inadequacies of the environment; in "hite schools it has different roots,
roots not identified in our data. Second, it is predominately wiiuin the
Integrated and Black schools (so far as we can tell with our data) that we
find the relationship between teacher morale, adequacy of the physical facil-

ities and innovation that we found for the population as a whole, i.e., that

g




morale is a significant deterrent to innovation in schools with inadequate
physical facilities (Table VII.18). (Strangely, the reverse is true in the
t"hite schools: here teacher morale is related to innovation only when the

physical resources are adequate.)

TABLE VII.17
PERCENT OF SCHOOLS WIT!: HIGH TEACHER MORALE

BY PHYSICAL FACILITIES AND RACIAL COMPOSITION

Physical Facilities

Percent
Racial Composition Inadequate Adequate Difference

WHITE 72% 792 + 7%
(163) (158) -

WHITE INTEGRATED 69 72 422
(67) (55)

BLACK INTEGRATED 352 55% +202
(21) (20)

BLACK 607, 74% +14%
(€6) (53)

Teacher morale as a variable operates in much the same way as did stu-
dent morale: it is related to innovation as a rule and even more so in those
schools in which there are poor physical resources. Eowever, in contrast to
the student variables of morale and order, its relation to innovation persists
when we control for racial composition. Whereas student morale is unrelated
to innovation in White schools, teacher morale has a slight relation to inno-
vation in these, as well as in the other three types of schools, although the
relationship is not of major significance in any but the Plack Inteprated

schools. Ue have suggested that teacher morale has different sources in the
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. TABLE VII.1¢

PERCENT OF SCHOOLS WITH EIGH INNOVATION RATES
(5 OR MORE) BY TEACHER MORALE, PEYSICAL

FACILITIES AND RACIAL COMPOSITION

Physical Facilities

Inadequate Adequate

Teacher Morale

Racial Composition LO¥  HIGH LO¥  BIGH
WRITE 46% 472 41% 55%
(26) 137) 17) (141)
WHITE INTEGRATED 9% 227 502 44
(21) (46) (16) (39)
BLACK INTEGRATED 28% * * 632
14) @) ¢)] (11)
DLACK 337 41% 507 547
(27) 39) (14) (39)

*There are too few cases on vhich to base a percentage.

different types of schools: in the Vhite schools in contrast to the other
schools it is unrelated to the physical resources. Perhaps here it is more
tied to "professional" concerns -- e.g., autonory, respect from the administra-
tion. Whereas in the Integrated and Black schools low teacher morale may gen-
erally indicate a deteriorating or poor condition, in the White schools it

ray indicate that the teachers are not, in fact, being treated in the manner

in which they wish to be. Thus, its impact, although having the same negative

effect on innovation, may operate through a different set of rechanisms.

<76




261

Turning back to the first three variatles included in this chapter --
professionalization, mean number of years of experience, and staff turnover --
we conclude that, given the lack of autonory, the irpact of teachers vis-a-
vis the adoption of innovations is a negative one. When teacher characteristics
are related to the number of innovations adopted in a school, those character-
istics which might be considered assets, from the perspective of education per
se, are related negatively or not at all to the adoption of innovation. Echools
staffed by highly professional teachers (in terms of training) are no more inno-
vative than schools staffed predominately by teachers with little or no more
than a Bachelors degree; schools with more experienced teachers are less inno-
vative than schools in which the teachers are new to the occupation; and schools
with a low rate of staff turnover are less innovative than schools with a mod-
erately high rate. In general, schools need new teachers with new ideas 1if
they are going to implement innovations. Fighly experienced teachers are more
conservative, perhaps because they don't want to change their own techniques,
perhaps because -- particularly when there is low turnover — they develop an
effective lobby against change.

Of course, these generalizations need qualifying. First, none of the
relationships we are discussing 1is overly strong. Second, we do not actually
have attitudinal data from the teachers. Our hypotheses are based on findings
for schools in which the staff as a whole 1s characterized by a single statis-
tic. The precise dvnamics of staff interaction are hidden from view. We can
only assume that the low innovation rates in schools with highly experienced
teachers represent effective teacher resistance, but we cannot differentiate
among the actions of the teachers in such a school or elucidate the actual

processes by which this resistance operstes. Some schools with highly trained

staffs are extremely innovative. We assume that such schools have developed
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conflict-reducing mechanisms that effectively defuse teacher resistance, but
there is no proof for such a hypothesis at present. Our data does not allow
for all the necessary statistical controls. We did explore some additional
factors. For instance, we found that the adequac” >f the physical resources
is unrelated to professionalization, experience and turnover, and that all of
the relatior~ships described above persist when we control for school function
(i.e., are maintained among the comprehensive schools alone). However, not
all possibilities have been considered. 1In particular, we assume that varia-
tions in degree of autonomy and the nature of the relationship of the teaching
staff to both the administrative staff and the principal himself, might be
important variables. We were unable to pursue the analysis of such variables
(both because we had a limited number of cases and becguse we did not find
great variations between schools) but we suspect that a more refined measure
of autonomy would have clarified the findings (cf. discussion in Appendix K).
Finally, the general findings reported above apply only within the thite
schools. While teacher morale is related to fnnovation in all schools, we do
not know whether it 1s cause or effect in any of these schools. With the
other staff-reclated variables — organization of the administrative staff as
well as the three discussed in this chapter —~ there is not the same question.
The evidence supports the conclusion that staff “control" or "obstruction" of
the adoption of innovations is a significant factor only in White schools.
The White schools are stable institutions: the external enviromment 1is suppor-
tive and the internal climate is calm. Although not aii White schools have
fully adequate facilities (as measured by physical or staff resources) such
inadequacies do not deter innovation. Student disorder is relatively infre-

quent and, when it occurs, offers no impedimant to imnnovation. In such organ-
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izations, the staff is an important factor with respect to innovation. Per-
haps because White schools are more likely to have decentralizaed decisi. -
making structures and have been free of public criticism, the central adminis-
tration can leave them to their own devices. Crises are not frequent and
under normal conditions the staff becomes more important.

None of the above holds true for the Integrated and Black schools. These
schools are crises-ridden and although many factors are related to innovation,
the composition and characteristics of the teacher staff are not. These schools
are more frequently housed in centralized school systems. The decision to
innovate is therefore more likely to be made at a higher level. These deci~-
sions are influenced by the general adequacy of the facilities and the morale
poth student and teacher). But how teachers feel is less likely to be a con-
sideration; mollifying the staff is not a major concern when change is taking

place under pressure.
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CHAPTER VIII
TEE PRINCIPALS
ilost of the theory and research relating to the role of teachers in the
innovation process implies that they have their greatest impact as obstructors
rather than as initiators of changr.. The same is not true of the principals
in schools. As with superintendent: r'.cre is the suggestion that they are in
an advantageous position to determine the level of innovation in their own
schools; the arguments about the superintendent's importance deriving from his
position in the administrative hierarchy can be applied to the principal as
well.1 But with the principals these statements cannot be equally definitive:
any individual principal's power may te circumscribed by the central administra-
tion. As we saw in Chapter III, the most innovative school systems are those
in which authority is decentralized, that is, vested in the adwinistrative
staffs of the individual schools. Here we will be able to see the extent to
which variations in degree of autonormy affect the principal's ability to act
in an innovative fashion.

Less research has been done in the past on the association between per- 1
sonal and professional characteristics of principals and innovative behavior
than is the case for superintendents. 'z will bepin our discussion by examin-
ing variables describing the principal’s career and background. After isolat-

|

ing the relevant factors we will introduce controls for decentralization and

the type of school in which the principal is employed. Thus we first identify

‘ 1cf. discussion above, p.
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the personal-professional characteristics which are correlated with inmovative
behavior and then examine this behavior in light of possible limitations on

freedom of action deriving from the context in which the principal operates.

Dependent Variable Measurerent

Throughout the major portion of this study we have used as our dependent
variable the number of innovations in use in a school. Vhen trying to identify
the conditions under vhich a principal acts in an innovative fashicn this vari-
able is less appropriate. Although when ve were discussing superintendents we
related their personal-professional characteristics to the mean number of inno-
vations in the school system, principals differ from superintendents in two
important ways. First, principals have an average length of tenure that 1is
alrost two years shorter than that of the superintendents (five vs. seven
years). Thus, the nurmber of innovations in a single school is wore likely to
represent the work of several principals over the past few years. Second, we
assume that principals are far more circumscribed than superintendents in their
ability to effect rapid changes. The influence of an innovative superintendent
ray be felt very quickly in a scheol system and it seems just to hold ki
“accountable' for its general level of innovativenmess.

Given these arguments we decided to use as our measure of innovativeness
for princinals a variable which describes the rate at which he has introduced
innovations in his schooi. By rate we are referring to the number of innova-
tions which were introduced during the principal's tenure while taking into
account the number of years of tenure.

In our survey each principal was asked to identify which innovations had

been introduced while he was the principal.1 The number of innovations intro-

281

Ict, Appendix B, p. 7.
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‘ TABLE VIII.1

DISTRIBUTION OF PRINCIPALS BY HUMPER OF YEARS
OF TENURE AND NUMBER OF INMOVATIONS FOR

WHICH THE PRINCIPAL IS RESPONSIELE

ettt e —

Jumber of Years as Principal (Tenure)

Number of
Innovations Introduced 1-2 years 3-4 years 5-7 years 8 or more years
None 272 19% 122 8%
1 17 16 11 17
2 13 12 24 10
3 11 19 12 12
4 8 13 13 12
5 12 3 6 12
6 2 6 b 10
7 5 2 6 6
8 2 2 2 6
9 1 1 2 1
10 or more _ 2 2 6 -6
1007 1007, 1007 100%
N = (105) (84) (83) (89)
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duced by a principal during his tenure in a single school ranges from none to
fifteen with an overall mean of slightly over three. To determine a variable
of rate we divided the principals into four (fairly equal) groups based on the
number of years they had been principal in the school: one to two years, three
to four years; five to seven years; and eight years or more. We then cross-
tabulated these four groups by the number of innovat lons introduced as is shown
in Table VIII.1l, and drew linas to delineate first, two groups according to
whether the rate of innovation was "high" or "low,” and second, three groups

of "high," "mediun" and "low" rates. The cutting points are indicated in
Tables VIII.2A and 2B. The resulting distributions of principals by rate are
shown in Tables VIII.2C and 2D. The cutting points for the dichotomous distri-
bution (Table VIII.2A) are drawn so that a "high" rate for each group of prin-
cipals (by number of years as principal) represents at least one innovation

for every two years in office and, for those in office eight or more years, at
least four innovations in all. The cutting points for the trichotomous digtri-
butions are slightly more arbitrary: a "jow" rate represents approximately one
innovation for every three years in office, a "high" rate approximately one
{nnovation for every year in office. Also motivating our decisions was a
desire that the groups of principals (whether into "high" and "low," or "high,”
"redium" and "low") be of relatively equal size.

We also created for the principals a variable similar to that which we
use to represent the proportion of "high quality"” innovations adopted for
schools. The distribution of this variable is presented in Table V11i.3. In
the analysis that follows each principal can be given a score representing the
proportion of innovations introduced during his tenure which are of high

quality.
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TABLE VIII.2

PRINCIPAL'S VARIAELF OF INNOVATION RATE

A: CUTTING POINTS FOR DICEOTQMOUS CLASSIFICATIOM OF RATE

Number of Years as Principal

Number of
Innovations Introduced 1-2 vyears 3-4 years 5-7 years 8 or more years

None Low Low Low Low
1 Low Lov Low Low
2 High Low Low Low
3 liigh Figh Low Eow

4 High High Figh Low

5 or mcre High tieh Figh High

B: CUTTING POINTS FOR TRICFOTOMOUS CLASSIFICATION OF PATE

Mumber of Years as Principal

Mumber of
Innovations Introduced 1-2 years 3-4 years 5-7 years 8 or more vears

tlone Low Low Low Low
1 dedium I Lov Low Low
2 Medium Medium I Low Low

3 High Medium liediunm Low

4 “igh ' YMedium Medium Medium
5 High High l Medium Medium
6 Pigh High High Medium

‘ 7 or more vigh Yigh Pigh High
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C: DISTRIBUTION OF PRINCIPALS D: DISTRIBUTION OF PRINCIPALS
BY RATE (DICHOTOMOUS) _ BY RATE (TRICHOTCMOUS)
Principal's Percent of Principal's Percent of
Rate of Innovation Principals N Rate of Innovation Principals N
LOW 52% 187 Lo'r 38% 138
HIGH 48 174 | MTDIUM 35 126
100% (361) | ¥IGH 27 97
100% (361)
TABLE VIII.3

DISTRIBUTION OF PRINCIPALS BY PROPORTION OF
ALL INNOVATIONS I"TRODUCED

WIIICH ARE OF BIGT QUALITY

Proportion of All

Innovations Adopted Percent of

of High Quality Principzsls _N_

Yone (0%) 32% 119
) 17% to 49% 16 58

50% to 667 24 94

Over 667% 28 106

—




Personal and Professional Characteristics

Number of Years in Office (Tenure)

The first issue we explore is whether the number of years a principal
has held his position -- i.e., length of tenure -- is related to the rate at
which he innovates. Although we did not find this variable to be important
with respect to the superintendents, others have found that administrators
innovate at a faster rate at the start of a new appointi..ent and slow down over
time. Newcomers need to establish authority in the organization: one means by
which they can make an early impact is by '‘shaking up' the system, altering
traditional routines. HKaving so established theuselves, they, like other staff
members, will develop investments in specific patterns and personal relation-
ships. After several years in office the actions of the principals may be
constrained by these investments.

We find this to be the case. Newer principals, i.e., those who had only
held their positions for a short peried of time as of the 1968-69 school year,
have a higher rate of adoption than principals who had held their positions for
a longer period of time, even though the latter were personally responsible for
a greater number of innovations (Table VIII.4). These very new principals, how-
ever, adopt a low proportion of high quality innovations. This suggests that the
early innovation is, in fact, du: to the succession situation. The new princi-
pals may simply be shaking up the system to establish authority, as is described

by Gouldner in Wildcat Strike.l An alternative explanation is that these

principals, particularly if they are just beginning their administrative

careers, have to '"prove themselves" to the central office and perhaps the

lalvin ¥. Gouldner, Wildcat Strike.

<86




271

already existing staff of the school: by introducing changes (even low quality

changes) they are making sure that they are noticed.

TARLE VIII.4

RATE OF ADOPTIOM AMD MFAN PROPORTION

OF \!IGH QUALITY INNOVATIONS ADOPTED

BY NUMBER OF YEARS AS PRINCIPAL

Rate of Innovation Mean Proportion
Number of of High Quality
Years as Principal Low_Medjum High Innovations Adopted )
1-3 years 27% 30 43 (100%) 41.5 (105)
4-6 years 40% 40 20  (100%) 42.4 (128)
7 years or more 46% 34 20 (100%) ' 42.8 (128)

It remains a possibility that the lower rate of innovation of the longer-
tenured principals is a product of the manner in which our variable of rate
was created. First, these principals may have been doing a lot of other Zinno-
vating not represented in our variable, a possibility which applies to the
shorter-teuured principals as well. Second, given a short list of innovations

tine. We can see no way around this protlem. Fowever, we do assume that

since our findings are in line with those of other investigators, cur variabie

is a fairly reliable one.

from which to choose, it is inevitable that there will be some slow-dovu over J
|
|
|
l
|
|
|
1
|




Before trying to account further for chis finding that new principals
are more innovative and distinguishing between the two hypotheses above (which
are not mutually exclusive since both may be occurring), we want to make cer-
tain that it is not spurious by examining other relevant variables which might

be highly related to tenure.

Principal's Age

Yiewer principals, as we can sec in Table VIII.5, are, in general, con-
siderably younger than the principals who have held their positions for a
longer period of .ime (r = .53). At the time of the study the principals
ranged in age from twenty-nine to seventy-one with a mean age of fifty-one.
Age 1s strongly related to innovation rates: young principals (29 to 52) inno-
vate at a much faster rate than older ones (those over 52 years old), perhaps
because tiicy have more recently been in school and therefore have more knowl-
edge of these innovations or perhaps because they are attempting to make a
name for themselves as they start a career (Table VIII.6). There is no rela-
tion between the proportion of high quality innovations adopted and the age
of the principals. Thus we assume that the higher rate of 1nnovaE19n among
the younger principals is not primarily a matter of recent training: or at
least, that the training itself does not result in ¢reater discrimination.

Since age is highly related to tenure we must control for this variable
in order to identify which of the two is determining the rate at which a prin-
ripal innovates. In Table VII1.7 we can see that hoth age and tenure are rele-
vant factors in the determination of the rate at which a principal introduces

innovations in his school. In fact,'young principals who have recently assumed

their present position are the only group that stands out as especially innova-

'
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‘ TAELE VIII.S

NUMBER OF YEARS AS PRINCIPAL BY AGE

————

Principal's Age

Number of
Years as Principal 27-51 2-58 59 or older

—

1-3 years 69% 332 12%
4~ years 17 42 22
7 years or more 14 25 _65
100% 100% 1002
Y= (91) (@112) {125)
TABLE VIII.6

RATE OF ADOPTION AND MEAN PROPORTION OF HIGH OUALITY

INNOVATIONS ADOPTEFD BY AGE

Rate of Imnovation Mean Proportion

of High Quality
Principal's Age Low Medium High Innovations Adopted (N)
29-51 322 29 39  (100%) 42.6 (130)
52-58 41% 37 22 (100%) 42.3 (108)
59 or older 427 39 19 (100%) 42.8 (123)
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TABLE VIII.7

PERCENT OF PRINCIPALS '"ITH HIGH INNNVATION RATES

(5 OR MORE) RY AGE AND NUMBER

OF YEARS AS PRINCIPAL

Principal’s Age

Number of

Years as Principal 29-55 56 or older

1-5 years 657 342
(131) (49)

6 or more years 36% 437
(7%) (123)

tive.
young, they become less innovative.
older principal into an innovator.

engender highly innovative behavior.
school are necessary.

esis.

If they remain in the same position for a long tirme, even if they are

And a short tenure does not transform an
The succession situation alone does not

Both youth and relative newness to the

This strongly suggests the "proving themselves" hypoth-

At the start of an administrative career a principal will want to make

a name for himself, in part, to demonstrate that the faith of the administra-

tion in appointing him at a relatively young age is justified; in part to

ensure future appointments.

Prior Appointments

In 110 Livingston Street Rogers discusses some of the problems created

by promotion procedures within the New York City school system that do not

allow outsiders to enter the system;

lpavid Rogers, op. cit.

1 Schrag covers the same ground for the
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Boston school system.1 Our data demonstrate that these practices are not lim-
ited to New York and Boston. Of the 377 principals who responded to our ques-
tionnaire, oniy 1/ (less than 5%) had come to the position of principal from

entirely outside the school system. The remaining 957 we can identify as com-

plete insiders -- those who have worked orly in their own high schools and

mixed insiders/outsiders. This latter group is further divided irto school .

and system principals -- those who have worled in other schools and held a

previous position in their present school; and system only principals -- those

vho have only worked elsewhere in the system prior to their presemt position
(Table VIII.8). Although the latter group of principals are considered out-
siders with respect to their own schools, it should be borne in mind that they
have established relationships with the central administration efi the school
system and might have been familiar with individuals in the high schools to

which they were appointed.

TABLE VIII.8

DISTRIBUTION OF PRINCIPALS BY PRIOR APPOINTMEITS

Percent of
Prior Appointments Principals ¥
Complete Insiders:
School Only 9% 33
[‘School and System 32 113
Mixed *
'_System Only 54 196
Complete OQutsiders 5 17
1007 (359)

1

Peter Schrag, op. cit.




The question is whether any of these differences in prior appointments
affect the rate at which the principal innovates. And in Table VIII.9 we see

that it is the complete insiders and the complete outsiders who have the low-

est innovation rates. (With the latter group, because there is an extremely

small number of cases, we assume sample bias may account for the actual results.

We exclude this group from the remaining analysis of the variable.) There is

the same relationship to the proportion of high quality innovations adopted:
the complete insiders (and the complete outsiders) are lowest on this variable

as well.

TABLE VIII.9
RATE OF ADOPTION AND MEAN PROPORTION OF EIGF QUALITY

INNOVATIONS ADOPTED BRY PRIOR APPOINTMENTS

Percent of Principals Mean Proportion
with High of High CQuality
Prior Appointments Innovation Pate Innovations Adopted

Complete Insiders:
School Only 3¢7 39.3

- School and System 507 42.7
Mixed

. System Only 52% 43.8

Complete Outsiders 37.9

Before trying to explain this relationrship further we want to consider
whether or not the principal has ever worked in another school system. Whereas
our measure of prior appointments relates to the organizational career of the

principals, appointments outside the system may relate to orientation. This




variable was found to be of some importance with respect to the superintendents
-~ those who came to the system from outside were more innovative than those
who had achieved their position by climbing up through the ranks. We did not
find, however, that this was as relevant a consideration as had been implied

in Carlson's work, primarily because the racial composition of the city system

1
involved constraints on the actions of even the outsiders.

We classify principals as "cosmopolitans" if they have ever werked in
another school system and as "locals” if not. We are aware, of course, that
this definition varies from the more general usage in which cosmopolitanism
measures not only experience but actual orientation as well.2 Ve have no atti-
tude measurements. Further, we cannot consider such factors as to what types
of newspapers and/or magazines a principals subscribes, and whom he takes as
his reference group. While we assume that exposure to a wider variety of exper-
iences (i.e., employrent in more than one city) engenders a more cosmopolitan
outlook and that this outlook will be related to an awareness of the need for
and tolerance of change, there are structural considerations as well. An indi-
vidual who has worked his way up to an administration position and has proved
himself capable outside the syster in which he is currently employed, is not
as dependent on particular individuals within the system, as an individual who

has been employed there throughout his entire career. It 1is less likely in

1cf. discussion above, p. B4ff.

2For a discussion of this concept with respect to influentials, cf.
Robert K. Merton, Social Theory and Social Structure (Glencoe, Illinois: The
Free Press, 1957), p. 387 ff. For an example of the use of a similar typology
to account for patterns of imnovative behavior in medicine, cf. H. Menzel and
E. Katz, "Social Relations and Innovation in the Medical Profession: the
Epidemiology of a liew Drug,” in E.G. Jaco (ed.), Patients, Physicians and Ill-
ness (Glencoe, Illinois: The Free Press, 1958), pp. 517-528; and in education,
cf. Carlson, op. cit.
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the former case that he will have personal obligations to others in the sys-

tem. He 18 in a freer position and can initiate change without stepping on

the toes of those personally involved in his career. Thus, his appointment

is less likely to exist in a web of personal relationships, promises and debts.
In fact, we do find that principals who have ever been employed outside

their own school system have higher rates of innovation than principals who

have remained entirely within a single city. The more cosmopolitan principals

are also more discerning adopters: with a broader range of experiences behind

them, perhaps, they become more aware of educational "fads" and can distinguish

these from innovations which have a significant impact on the educational

process (Table VIII.10).

TABLE VIII.1O
RATE OF ADOPTION ANC MEAN PROPORTIOM OF MIGF QUALITY
INNOVATIONS ADOPTED BY OPIENTATION

(EVER WORKED IN ANOTHE® SCHOOL SYSTEM)

Orientation:

Ever worked in Rate of Innovation Mean Proportion

another school of High Quality

system Low Medium High Innovations Adopted (N)
N0 (Local) 322 34% 347 (100%) 40.0 (176)
YES (Cosmopolitan) 28% 48% 247 (100%) 45.1 (184)

A broader range of experiences is more essential (in terms of engender-
ing innovation) for those piincipals who have previously taught within their

own schools before becoming principals there (Table VIII.1l1l). In fact, the
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' TABLE VIII.11

PERCENT OF PRINCIPALS WITH HIGF INNOVATION RATES

(5 OR MORE) BY PRIOR APPOIMTMENTS AND ORIENTATION

Orientation:
Ever Worked in Another
School System

NO YES
Prior Appointments (Local) (Cosmopolitan)

Complete Insiders: 29% 442

School Only Qa7 (16)
~School and System 417 58%

Mixed - (58) (71)
\ System Only 487 55%

(26) (100)

more local or “homegrown" the principal (in relation to his own school and/or
his own school system) the less likely he is to innovate. The difference in
innovation rates between cosmopolitans and locals for the two groups of prin-

cipals who have previously worked in their own schools -- the complete insiders

and the mixed: school and system principals -- are 15 percent and 17 percent
respectively. For the mixed: system only principals the difference between
the locals and cosmopolitans is only 7 percent. The narrower the range of

experiences behind the principal, whether in relation to his own school or

the school system as a whole, the less innovative he is.
There are two explanations for these fiadings. The first is the struc-
tural one which is based on the idea that the more an individual's career is

the product of a single environment, the more his actions will be constrained

o -

~ <35
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by the debts and obligations he owes to others in the environment. A principal
who has never had an opportunity to work outside a single syster has no inde-
pendent grounds for asserting his leadership. His ability to lead depends on
the support of those with whom his career is Lound. These may limit his ac-
tions, accepting his leadership only if he protects their interests. The indi-
vidual from outside can administer programs without equal constraints since he
has fewer personal obligations. The staff may resist his leadership and sab-
otage his efforts at change but he has fewar obligations to them.

The second explanation is that of attitude. It is reasonable to assume
that broader experience sharpens one's insight. Comparisons between organiza-
tions are possible. Thus the individual may be enabled to make more acute
judgments of what is possible and/or appropriate in any particular siktuation.
Vhile intensive experience in a single orpanization may result in a thorough
understanding of that organization, it may also result in blind spots. Eeing
accustomed to certain procedures, the individual may no longer question their
efficacy or search for change.

Obviously, length of experience becomes relevant here. The constraints
of employment in a single organization -- both attitudinal and structural --
can develop over time even for those who have previously been employed else-
where. And since organizational career and orientation are both related to
number of years as principal -~ lengthy tenure is most frequent among the
complete insiders -- we have to control for this variable.

First, examining the percent of principals with high innovation rates by
tenure and cosmopolitanism, we find that tenure is more strongly related to
innovation than orientation (difference of 16.5 vs. 13.5) (Table VIII.12). In

fact, among those with a short tenure, cosmopolitanism is less crucial to

<36
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engendering high innovation rates than among those with longer tenure. 'ew
principals innovate not only because they have to establish authority but be-
cause they have to prove themselves as well. Past experience is unimportant
here. However, an extremely low rate of innovation is f;ihd among. principals
who have remained in a single position for a long time and have never been

exposed to any other school system. These pPrincipals operate under real struc-

tural constrains as well as self-imposed blinders.1

TAELE VIII.12
PERCENT OF PRINCIPALS WITH HIGE IMNOVATIOM RATES
(5 OR MORE) RY WUMBER OF YEARS AS PRINCIPAL

AND EVER WORKED IN ANOTHFER SCHOOL SYSTFM

ar——

tlumber of Years as Principal

Orientation:

Ever worked in

another school Percent

system 1-5 years 6 or more vears Difference

NO (Local) 38% 507. - 8%
(87) °7)

YES (Cosmopolitan) 547 297 -25%
{101) (75)

Similar relationships emerge from a consideration of the percent of
principals with high innovation rates by tenure and prior appointments (Table
VIII.13). Again, although both prior appointments and tenure are independently

related to innovation, it is tenure which has the more sirnificant effects

lye assume (because there were only three principals under the age of
35) that the principals have all had some prior esverience, i.e., that they
have not just completed their training.

P
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TABLE VIII.13
PERCENT OF PRINCIPALS WITHE HIGH INNOVATION RATES
(5 OR MORE) BY NUMBER OF YEARS AS PRINCIPAL

AND PRIOR APPOINTMENTS

|

Number of Years as Principal

Percent
Prior Appointmentsg 1-5.years 6 or more vears Difference
Complete Insiders: 50% 262 242
School Only (14) (19)
/~ School and System 58% 38% <20%
Mixed -, (63) (50)
:System Only 587 452 132
(%2) 97) '

(mean difference of 19 vs. 13.5). Reading down the table we can see tha: there
1s not much difference in inmovation rates among those with a short tenure --
the range is from 50% high rates to 58% high rates -- as classified by prior
appointments. liew principals innovate regardless of the narrowness of their
prior experience. Among those with a longer period of tenuce, however, prior
appointments are more relevant. Presumably the complete insiders operate
under the constraints discussed above.

There is another consideration which may be relevant here, that is,
future prospects.. For principals who have previously worked in other schools
in the school system the appointment to the position of principal may represent
a horizontal as well as a vertical promotion. The career of urban school
teachers includes a horizontal component as well as a vertical one: there is
the movement from low status slum schools to higher status (probably White)

schools as well as movement from teacher to department chairman to administra-

<98
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tor.l Similarly, for administrators we assume there are promotional transfers
to better schools. Those principals who are employed by a single school
within the system have not been rewarded by such transfers, and if they have
already served as principal for a lonp time (at least six years), they may no
longer be in the competition for better positions (either horizontal or verti-
cal). Without the incentive of better future employment, they adjust to the
situation and manage affairs as easily as possible: such adjustment probably
precludes the adoption of innovations which disrupt the accomTocations of vari-
ous organization members. They no longer have to prove themselves and if they
see themselves as being in a "dead-end" position, they probably want to run

things with as little disruption as possible.

Education and Training

Among the personal-professional variables which might be important in
determining the rate at which a principal innovates (e.g., home community,
parents® SES) the only one which 1s actually related to innovation rates
within our sample is the type of education the principal received as an under-
graduate.2 The principals are almost equally divided among those who received
their training in a teachers' college or teaching unit of a university and
those who had a liberal arts education. The former group have a slightly
higher rate of adoptica than the latter (51% high rates vs. 447 high rates).

There is no difference in the discernment with which innovations are selected

lgecker, op. cit.

2ye did not examine either sex differences or differences in the educa-
tional attainments of the principals because there are: a) only 22 women out
of the entire sample of 377, and b) only 16 principals who did not have at
least an M.A. degree at the time of the study and only 52 who had significantly
more education. (Cf. Discussion of Principals in Appendix F.)

239
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‘ by the two groups (Table VIII.14).

TABLE VIII.1l4
RATE OF ADOPTION AND MEAN PROPORTION OF HIGH QUALITY

INNOVATIONS ADOPTED BY UNDERGRADUATE TRAINING

Rate of Inn vation Mean Proportion
Undergraduate of High Quality
Training Low Medium High Innovations Adopted (N)
Teacher Training 26%  30% 46%  (100%) 42.6 (1763
Liberal Arts 377 32% 31% (100%) 43,2 (181)

The type of training a principal has received is alsc related to his age.
Fifty-seven percent of the younger principals received teacher training versus
forty percent of the older principals, suggesting that schooi systems are more
likely to favor the appointment to administrative positions of teachers' college
graduates now than they were in the past. If we look at the percent of prin-
cipals with high innovation rates by traininp vhile controlling for age (Table
VIII.15), we find that among the younger principals type of training is essen-
tially irrelevant. lowever, among the older principals, a teachers’' college
training seems to have a continuing effect, eneendering a higher acceptance
of, or tolerance for, innovation. This contradicts the liberal arts bias of
most observers of education. Perhaps the early commitment to education as a
career demonstrated by acquiring teacher training rather than a general liberal
arts education has persistent effects. These principals may be more likely to
subscribe to professional journals and retain contacts with other educators.

' A more complete sense of themselves as educators engenders a greater commitment

340
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TABLE VIII.15
PERCENT OF PRINCIPALS WITH FIGH INNOVATION RATES

(5 OR MORE) BY UNDERGRADUATE TRAINING AND AGE

Principal's Age

Undergraduate Training 29-55 56 or older

Teacher Training 54% 477
(104) (72)

Liberal Arts 58% 34z
an (104)

to acting in an innovative manner. These hypotheses, interesting as they may
be, cannot allow us to overlook the fact that the strongest relationship in
the table is that of age and innovation, not training and innovation. HNo mat-
ter where they acquired their undergraduate education, the younger principals
are more innovative than the older ones.

Similar findings emerge from our analysis of length of tenure, undergrad-
uate training and innovation (Table VIII.16). Again, the most significant
relationship is that between length of tenure and innovation, a relationship
which remains when we control for type of training. And it is primarily among
the principals with lengthier tenure that type of education has an independent
-~ though minor -- effect on innovation rates. In summarizing, them, we can
conclude that while a teachers' college education may have a slight, positive
effect on a principal's attitude toward the adoption of imnnovatione, this is
« ‘imarily true of the older, more established principals. Moreover, type of
training is a far less important determinant of innovation than are other

career variables.

31
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TABLE VIII.16
PERCENT OF PRINCIPALS WITH _.IGE INNOVATION RATES
(5 OR MORE) BY UNDERGRADUATE TRAINING

AND NUMBER OF YEARS AS PRINCIPAL

Number of Years as Principal

Undergraduate Training 1-5 years 6 or more years
Teacher Training 58% 432

(95) (81)
Liberal Arts 517 37%

(92) (90)

Employment Context

Having identified several background variables which have an effect on
the rate at which the principals of schools innovate, we now want to look
more closely at the context in vhich they work. As we noted in Chapter III,
school systems which are more decentralized are, on the whole, more innovative
than school systems in which most of the decisions are made at the central
administrative level.1 We now want to see what effect this has on the rate
at which the principals within these school systems innovate and whether the
two major relevant variables -- tenure and age -- have an impact vhen we con-

trol for school system structure. Ve will then turn to an examination of the

different types of schools in which the principals are situated ard see whether

there is a tendency for one type of school to select a specific type of prin-
cipal and, if so, whether this fact is more important than his own personal or

, professional inclinations.

lsee discussion above, Chapter III, p. 78 ff.



Type of School System
The degree tc which a schocl system is decentralized is relatcd to the
razte at which the principal innovates: 417 of the principals in centralized
school systems have high innovation rates in contrast to 56% of those in decen~-
tralized school systems. This is not surprising given the fact that, on the
whole, decentralized schocl systems are mcre imncvative. More interesting to
ncte is that when we contrcl for the degrcc to which the scheol systen is
decentralized, both length cf tenure and age remain relevant to a principal’s
action (Table VIII.17A and 17B). Thus, althcugh it is more likely that a prin-
cipal will be able tc inncvete in a decentralized than a highly centralized
school system, it is the young in both tyres cf schcol systems and those with
sherter tenure in both types of school systems who are the most inncvative
principals. The older, mcre experienced principals have had nore of an oppor-
tunity to work with the administrators of the school system than the ycunger
ones. This familiarity does not help ther with respect tc innovation in either
the centralized or the decentralized schcol systems. If the system is highly
centralize¢ less innovaticn occurs and it is not "know-how” with respect to
the central burcaucracy that occasions excegtions but nersonal commitment

and/or ambition.

Type of School (Racial Composition)

If we look at the percent cf principals with high innovaticn rates
within type of schcol by raciel compositicn, we fin#, naturally, that the
distribution looks almcst exactly as it does for the percent cf schools with
high innovation rates within the sane categories. Thus we find that the major
difference is between principals in White Integrated schools and all other

principals: only 33% of the former have high innovation rates versus approx-
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TABLE VIII.17
PERCENT OF PRINCIPALS WITH HIGH INNOVATION RATES
(5 OR MORE) BY DECENMTRALIZ. .ON AND AGE (A)

AND NUMBER CF YEARS AS PRINCIPAL (B)

A: Percent of Principals with High
Innovation Rates (5 or more) by
Decentralization and Age

Decentralization
HIGH Low
Principal's Age (4.7-7.8) (2.8-4.6)
29-55 647 48%
(86) (90)
56 or older 48% 337
(103) (82)

B: Percent of Principals with High
Inncvation Rates (5 or more) by
Decentralization and Number
of Years as Principal

Decentralizaticn
Number cf Years HIGH LOW
ag Principal (4.7-7.8) (2.8-4.6)
1-5 years 63% 45%
(99) an
6 or nore years 497 347
(86) (99)

304




general constraints in a centralized schcel system.

TABLE VIII.18

PERCENT OF EACH TYPE OF SCHOOL (BY PACIAL

imately 50% of those in each of the other three types of schools.

One possible explanation for this finding is that Vhite Integrated

schools are more likely than other schools to be in highly centralized school
systems. However, if we lcok at decentralization by type of school we see

that it is the Black schocls which are least likely to be in decentralized
systems (Table VIII.18), and that even when we control for the degree to which
the school system as a whole is decentralized, principals in White Integrated
schcols are the least likely to have a hifh rate of innovation (Table VIII.19).

The low ratc of innovaticn in these schccls is not sclely the result of the

COMPOSITION) IN HIGH DECENTRALIZATION SCHCOL SYSTEMS

Percent cf Schcols in High
Dccentralization (4.8-7.8)

Racial Composition School Systenms N

WHITE 54% 216
WHITE INTEGRATED 427 65
BLACK INTEGRATED 427 26
BLACK 36% 59

3o
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‘ TABLE VIII.19
PERCENT OF PRINCIPALS YITE HIGH INNOVATICM KATES
(5 OR MORE) BY TYPE OF SCHOOL AND

SCHOOL SYSTEM DECENTWRALIZATION

Decentralization
BIGH LOW
Racial Ccmpesition (4.7-7.8) (2.8-4.6)
UHITE 577 L4z
(94) (115)
WHITE INTEGRATED 443 247
(27) (34)
BLACK INTEGRATED 847 53%
(11) (15)
BLACK 637 437.
(19) (35)

Another possible explanation for the fact that rrincipals arc unlikely
tc be innovative when serving in White Interrated scheols is that these schools
select as principals these with pcrsonal-professional characteristics which
are not associated with innovative behavior. When we look at two significant
characteristics of principals emrlcyed in each of the four types of schools,
however, we find that this is nct the case.1 The White Inteprated schcols
are no more likely tc have servins ian them clder and more experienced princi-
pals than are the White scheols (Table VIII.20). (Presumatbly princicals pre-

fer the White and Whitc Intesrated schccls and those who do not meve into the

lThere is no ¢ifference ameng the four types cf schools as defined by
racial composition of the student Focdy in the extent to which the principels
who work in them are insiders or cutsiders, or have ever worked in another
school system. Therefore wo do not feel that it is important to control for
. these factors in this portion of our analysis.
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central administrative hierarchy are likely to serve out the remainder of

their careers in such schools.)

TABLE VIII.20
AGE OF PRINCIPALS (A) AND NUMBER OF YEARS
AS PRINCIPAL (B) BY TYPE OF

SCHOOL (RACIAL COMPOSITION)

A E
Percent of Principals Percent of Principals
Racial Composition Under 5 Years N Serving 5 Years of Less N
WHITE 50% 216 53% 209
WHITE INTEGRATED 51% 65 467 61
BLACK INTEGRATED €17 26 347 26
BLACK 70% 59 362 86

In any case, when we examine the percentage of principals with high inno-
vation rates while controlling for the age of the principal, we can see that
the impact of age is more important in White and White Integrated schools (dif-
ferences of 20% and 29% respectively) than in the Black Integrated or Black
schools (differences of 6% and 07 respectively) (Table VIII.21l). The conserva-
tism associated with the older principals is evident in the White schools; in
the other two types of schools this is not the case. The pressures to intro-
duce changes in the Black and Black Integrated schools overcame the personal
biases of the principals. This is very similar to our finding that the more

highly experienced teachers were more able to put up resistance to innovation

367
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Ti0LE VIII.21
PERCENT OF PRINCIPALS WITH HIGH IIMOVATION PATES
(5 OR MORE) DY AGE AND TYFE OF

SCHOOL (RACIAL COMPOSITION)

Frinciral's Are

Racial Comrosition 29-55 56 or older

WHITE €17 417
(102) (197)
WHITE INTEGRATED 437 19%
(29) (32)
ZLACK INTEGRATED 567 50%
(16) (10)
1 LACK 507 502
(36) (18)

in the White ancd White Intcprated schocls than in the ~ther two tygnes cf
schools. In the White schcols innovzticn 18 an cutercwth of perscnal incli-
nations and more natural processes; in the Dlack schools it is morc likely
to be irrosed fron abtove.

This argument may bte undercut by the E;nding that when we exémine the
percent of principals with hirh innovation rates 'y tenure within each of the
four tyres of schocls we find that the tenurc cf the nrincipal has indepencent
effects on innovetion in toth the White and the Ilack schools (Tatle VIII.22).
If the personal and professional characteristics of the teaching and adminis-
trative staff are given more rlay in the White schocls, why is tenure so cru<
cial in the Llack schcols? One prssitle explanation is that the lensth of

the appointment of a rrincipal in a sirele school is, unlike his are, subject

to central office determinaticn. 1f there was a rush to introcduce inncvations

348




293

in the Llack and L[lack Integrated scheols the centrezl acdministraticn might
have change? the leadership in thes¢ scherls, creratins on the assumption that
a new principal could carry through such a program with less trout lc than a
mre estatlished cne. /nd in fact, in thosc Tlack schools where the principals

were allowcd to remain, the rate of inncvation is quite low.

TAYLE VIII.22

PERCENT OF PRINCIPALS WITH HIGE INNOVATION RATES

(5 OR MOXE) FY NUMLER OF YEARS AS TRINCIFAL

Nunmter ~f Years as Principal

AND TYPE OF SCHGOL (RACIAL COMPOSITION)

*There are too few cases ¢n which te btese a percentage.

¥

¢

Racial Ccmposition 1-5 years € or more years
WHITE 627 417 1
(99) (110)
WHITE INTEGRATED 36% 29%
(33) (28) |
CLACK INTEGRATED 47% *
a7 (9
LLACK 577 37%
(64) (22)

We draw several conclusions from our findings in this chapter. First,
the personal or professional characteristics of principals can be important
determinants of the rate at which they innovate. Prior appointments, degree
of cosmopolitanism, age and tenure are all related to innovation rates. The

most innovative principals are those who are eager to prove themselves at the

start of their professional career; the least innovative principals are those
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who have remained in a single position for a lcng time and operate under per-
sonal and structural constraints. At the same time, the context of employment
is also inportant. The effects of school system decentralization are as sig-
nificant as the effects of either age or tenure, and if the school system is
highly centralized, young, ambitious principals are more constrained than they
would be in a decentralized school system. Furthermore, the type of school in
which a principal is working (here defined only by racial composition) is also
important. If the central administration of the school system is not interested
in providing the students with new techniques, the school will not be innova-
tive, no matter what type of principal is employed there. The career of the

principal as well ag his particular situation define the rate at which he will

innovate.



CHAPTER IX

CONCLUSION

This final chapter of our report on the adoption of innovation in urban
education is divided into two sections. In the first we review some of the
basic findings of our research and formulate our ideas ahout the determinants
of change in the population and, at the tire, under investigation. In the
second part of the chapter we discuss some of the questions raised by our
research and suggest additional studies to pursue the hypotheses developed

here.

SUMMARY OF MAJOR FIMDINGS

The broadest question underlying this research is what determines change
in educational institutions. Of course, as operationalized, the question 1is
much narrower. We did not investigate all types of change but rather innova-
tion, a species of the genus "change" defined, as suggested by Matthew Miles,
as "a deliberate, novel, specific change which is thought to be more effica~
cious in accomplishing the goals of a system."” Furthermore, we did not con-
sider all possible innovations but limited our analysis to seventeen items
included in a survey of urban schools during the 1968-69 school year.

A further refinement of the aim of the research is that we only examine
one end of the process of selecting and implementing an innovation, that is
how many innovations were currently in use in the schools. Thus we do not

look at innovation as a process; that 1s, we do not consider how many innova-
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. tions were considered but not implemented; who sponsored the innovations; how

conflict pertaining to the adoption of any specific innovation was handled.

There is a historical context which further defines the issues in this
study and gives rise to a major concern. The data on which the research is
based was collected during (and with reference to) the 1968-69 school year, at
the end of a decade during which two important, interrelated developments in
education occurred. First, during this period there was an increasing public
awvareness of the problems of education in urban schools. The 1960's were
times of turmoil -- boycotts, strikes, protests -- and criticism, particularly
from Black communities which were pressing for equal education. Second, there
was during this time, a boost for the development of educational innovations
from the federal government -~ as well as from other sources -- and a conse-
quent rapid growth of research and development centers, information clearing-
houses, regional laboratories and locally and regionally based dissemination
projects, all with the aim of educational self-renewal and progress through
the infusion of new ideas and innovations based on research knowledge. The
combination of the spur to innovation and the intense pressures for change make
it extremely likely that the changes that actually occurred were not well-
thought out, that faddism, or the adoption of widely publicized but low quality
innovations, became a dominant style of change.

We began by looking at the responses obtained from a survey of a national
panel on secondary education which asked the members to rate the innovations
in terms of educational worth, how difficult each would be to implement, and
the probability that the innovations, when implemented, take on a form resem-~
bling the original design. An analysis of these responses offers evidence

‘ that the adoption of innovations in schools often serves a social function, a
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function unrelated to the precise attributes of the innovations themselves.
Although it is true that the most frequently implemented innovations are those
which are of high educational value, this is not uniformly the case. Several
innovations which are implemented in a high proportion of urban schools are of
low educational value and their frequent use cannot be accounted for by the
fact that they are cheap or easy to implement. Innovations which are costly
and widely publicized in the media may be selected for just these reasons --
not because they are thought to have any intrinsic value, but because, in a
time of public criticism and attention, the adoption of such innovations is a
means by which school officials can make visible to the public that they are, in
fact, introducing changes.

Our consideration of the institutions adopting innovations began with an
examination of the school systems as single units. Although there are differ-

ences within the cities in the number of innovations adopted in the schools --

i.e., for instance, not all schools in New York City or Phoenix adopt the same
number of innovations -- there are also differences between the cities in the
average rate of innovation. The range begins with an average of almost nine
innovations in the schools in the most innovative cities ~- Miami and Minne-
apolis -- and drops to a low of approximately two innovations in the schools
in Buffalo and Milwaukee.

A number of variables which one would expect to determine the rate of
innovations in a city school system ultimately prove to be unimportant. The
size of the school system, median family income, percent of the population below
poverty level, percent of the population that has graduated from high school,
per pupil expenditures, teachers' salaries -~ all of these variables are

related to innovation when examined alone. However, when the racial composi-
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tion of the city population is introduced as a control variable, these rela-
tionships are not sustained. Cities with more than a ten percent Black popu-
lation house school systems which are considerably lesz innovative than the
school 3ysiems in cities with very small Black populations. In considering
this finding our first hypothesis was that it was because innovations had beenr
distributed unequally to Black and white students (with the white students
receiving many more) and that this discrimination accounted for the overall
lower rate of innovation in those cities with a sizeable Black population.
This hypothesis is false and, in fact, the answer is more complex. Before
explaining further, we want to discuss two additional conclusions which derive
from the analysis of school systems.

First, decentralization of a city school system -~ when measured as
actual decentralization of authority and not simply an ecological arrangement
of administrative offices -- is positively related to innovation. If the
decision-mzxing pow:r restg in the hands of the individual building principal
rather than at the central office level, more innovation takes place. Further-
more, this is true of all cities, regardless of racial composition. If changes
have to be approved by or authorized from above, the rate at which change
occurs will be slow.

Second, much of the research in the past has focussed on the capacity
of the superintendent to introduce change: he stands at the top of the admin-
istrative hierarchy and can determine the direction of the system. Some
invest igators —— notably Carlson -~ argue that it is only those superintendents
who are imported from outside the school system who can introduce meaningful
change: they operate under fewer constraints, are more cosmopolitan in out-

look, and may, in fact, have a mandate to bring about change. We also find
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this to be the case. Superintendents who are outsiders run more innovative

school systems. However, this is only true when there is a small Black popu-
lation. Simply importing a new superintendent does not ensure innovation in a
racially troubled city.

From this preliminary investigation of the determinants of innovation at
the city level we turned to an intensive analysis of the individual schools,
anticipating that, as a rule, ;he higher the proportion of Black students
enrolled in a school, the fewer innovations there would be. This was not the
case. We classified schools into four groups according to the proportion of
students enrolled who are Black: White schools =~ schools with less than 20%
Black enrollment; White Integrated schools -— between 20 and 507 Black enroll-
ment; Black Integrated schools -- between 50 and 80% Black enrollment; and
Black schools -- over 80% Black. Surprisingly, there is no difference between
these four types of schools in the rate at which they adopt innovations, with
one important exception: the White Integrated schools have considerably lower
innovation rates than the other three types of schools.

This finding does not explain the difference in innovation rates between
cities with smaller and larger Black populations: not all White Integrated
schools are located in the more heavily Black cities and innovation rates for
each type of school -- White schoocls included -- are lower in the more heavily
Black cities than in the predominately white cities. The explanation must be
that in the past -- before the pressures for change and the availability of
money -- innovations were unevenly distributed: White schools received the
necessary funds and implemented the products of educational technology; 1if

there was a sizeable proportion of Black students enrolled less imnovation

took place. The efforts to rectify the more obvicus inequalities and provide
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evidence thereof resulted in a sudden spurt of imnnovation in the predominately
Black schools. The White schools in these cities were surpassed by the White
schools in the less troubled cities. The legacy of negligence ultimately
affected every part of the system. But the White Integrated schools were
ignored: these schools are often located in ethnic neighborhoods, bordering
on ghetto areas. No pressures for change emerged from these neighborhoods, in
part, because the community may have felt that neglect was a small price to
pay for maintaining a white dominance: attention might have brought with it
bussing and integration. Also, parents in these communities — the silent
majority ~- had less access to those in power. While the higher SES white
parents had links with the central administration, and the Black community had
its spokesmen, perhaps no one served in such a capacity in these communities.
This contention that innovation in the White schools represents the
result of many years' increment, whereas innovation in the Black Integrated
and Black schools represents a sudden shift in policy in response to pressures
and new funding, is supported by two additional findings. First, the overall
quality of innovations adopted in the Black schools is very low: the process
of innovation was motivated by the need to provide evidence that change was
taking place: thus costly, high visibility, high publicity innovations were
adopted instead of high quality ones. Second, tﬁe expected relationship
between the socio-economic status of the students and the number of innova-
tions adopted appears only among the White schools: among these schools those
with higher SES students enrolled are more innovative than those with less
wealthy student enrollments. Among the Integrated and Black schools, the‘
reverse is t.ue: there is more innovation in the poorer ghetto schools, the

schools about which there was the most criticism and concern.

316



These findings about the relationship between innovation and the racial

composition of the schools surprised us and necessitated a shift in orientation
and future anaiysis. It was a while before it became clear that if, in fact,
the manner in which and the pace at which innovations were introduced in the

Black Integrated and Black schools was different than the manner and pace at

i
|
which they were implemented in the White schools, different school character- %
istics might be related to innovation among the former group than among the f
latter group of schools. The basic question about the determinants of innova- i
tion had to be subdivided: first, what school characteristics are related to

innovation in all schools; and second, two more questions —- what variables 3
are important in the Integrated and Black schools, and how do these differ

(and for what reasons) from the variables that are important in the White
schools.

The response to the first question is easier and will be reviewed briefly
here. First, the academic quality of the students enrolled in a school is
highly related to the rate at which innovations are adopted. Schools with
average students -- based on the principal's‘estimate -- are more innovative
than schools with below or above average students. This is true in all types
of schools as classified by the racial composition of the student body. The
jntroduction of an innovation always involves some element of risk: the inno-
vation may, in fact, be detrimental to learning. School systems do not take
risks with the above average students whose acceptance in choice colleges is
crucial to the prestige of tge system. The low rate of adoption of innovation
in schools attended by below average students may be because administrators

have written these students oif —- they see little possibility for changing

performance and therefore do not attempt anything novel. This pattern of
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adoption of innovations occurring most frequently among schools with average
student bodies has a corollary in the tendency of the innovation of an academic
subject to be introduced into schools of intermediate prestige, and then to be
adopted by imitators at adjacent prestige levels.

The second organizational characteristic which is related to innovation
in all schools is complexity. Complexity =-- or horizontal differentiation --
entails the employment of a wide range of staff members who can bring a variety
of sources of information to bear; this facilitates the awareness of knowledge
of innovations. At the Same time there is evidence in our data that the highly
complex schools are less likely to adopt those innovations which are difficult
to implement. Complexity e-genders the adoption of innovation, but it makes
careful selection crucial.

Among the White schools alcne, the characteristics of the teaching staff
-- its organization, relationship with the principal, experience and training
-- are additional important determinants of innovation. White schools are
esgentially stable organizations: innovation occurs gradually and through care-
ful planning. It is an integral part of these schools and, we suggest, because
the process is essentially organic, the teaching staff gains a louder voice: a
highly experienced staff averse to the introduction of changes which will
require modification of their teaching techniques can resist them; a well-
trained staff jealous of its professional status will forestall the adoption
of innovations which threaten them. When the staff is unchanging, when there
is a low rate of turnover, there is little innovation. Stability can lead to
conservatism.

The teaching staff has little or no voice in the Integrated and Black

schools. The pressures impinging on the administration of thege schools, the
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rush to provide evidence that change was taking place, precluded the "luxury"
of accommodating, or mollifying the staff. A completely different gset of fac-
tors determine which of the Black and Integrated schools adopt a high number

of innovations: Innovations were introduced not necessarily in thoge schools
which were most in need of change, but in those in which there was first, the
most parent involvement (or pressure for change), and second, in those in
which, presumably, there was the greatest chance for success; that is, among
the Integrated and Black schools it is those with the best physical facilities,
the highest teacher-student ratios, the highest student morale that are the
most innovative.

In general there is evidence that organizations under intense pressure
for change will adopt innovations in a different manner than organizations in
which change is a slower, more organic process. In the former case change is
possible only if there are relatively few obstacles: if the facilities are
adequate and the morale is high. But the changes may not stick. If in fact,
it is motivated by outside pressure rather than an internal realization of the
need for change, then the innovations adopted are likely to be selected to
satisfy public demands rather than the educational needs of the clients. Also,
if the necessary pre-~adoption steps have not been taken -- such as making sure
that various staff members have agreed to participate -- at a later point in
time the effects of the period may dissipate. This might be particularly true
in those schools in which change was imposed on an otherwise inadequate struc-
ture, as for instance, when innovations were introduced in lieu of significant
program changes or improvements in the facilities.

In those schools in which change is a slower, more organic process, the

obstacles mentioned above (facilities, morale) are more easily overcome if the
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incentive to change exists at all. However, the participants become more
important. Teachers, whose voices are not heard in the intense climate of
rapid change, are heard here. A reluctant administration (e.g., one headed

by an elderly, tenured principal) will not move readily. But the changes that
take place may be more likely to stick. Since the lack of pressure seems to
be associated with decentralized administration, more voices may participate
h the decision. The changes are not imposed from the top down and once
approved, they are likely to remain and become part of the normal operating
procedure. At the same time, there is always the possibility of stagnation:

so many people can block change and so much is at stake.

SUGGESTIONS FOR FURTHER RESEARCH

This research, "1 fact, raises almost as many questions as it answers.
First, there is the question about the generalizeability of our conclusions
above. We describe change in schools during a specific period as having
resulted in a different style and pace of adoption in different schools as
measured by the student body and the external pressures to change. The ques-
tion is whether our conclusions would apply to any institution under pressure
to change and/or whether they would apply only (1f at all) to organizations
which are publically controlled and highly visible in and of themselves. City
hospitals, for instance, when under public scrutiny might demonstrate the same
style of adoption of innovations as we discussed for the Black and Integrated
schools. But would prisons or other organizations which are less accessible
to public scrutiny? Clearly, there is room for further analysis along these

lines.
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A second major possibility for future research is a follow-up study.
Since much of our argument is based on the idea that there was, in fact, a
period during which money was available and pressures were present, it would
be worthwhile to examine what happened after either and}or both of these factors
disappeared. Federal money is not as easily obtained now as it was in the past;
the concern in cities is inflation and unemployment -~ not the quality of edu-
cation. What 1s going on in the schools in these large cities now? Have the
innovations remained or have they been phased out? Did any meaningful change
takes place?

Third, there are questions about the ¥White Integrated schiools. These
schools almost uniformly had the lowest rate of innovation, the only exceptions
being when morale or parent pressure was high. The organizational features
which were related to innovation among these schools are not so clearly defined
as for the White, Black Integrated and Black schools. Sometimes they operated
like the Black schools; sometimes like the White. An investigation of the
reasons behind the low rate of change and the forces operating in these schools
would add much to our understanding of institutions serving blue-collar white
communities.

Moving away from the concern with the overall change process and the
schools as classified by racial composition, there are numerous specific
questions to be answered, many of which would require a case study analysis
of process. For instance, there is a relation between teacher morale and
innovation. Why? What happens in schools in which there is high teacher
dissatisfaction that relates to the manner in which change takes place? Sim-
ilarly, there are unanswered questions about how organizational complexity

operates as 8 push to innovation, or how poor physical facilities impede the
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‘ adoption of innovations. This type of question -- many of which are indicated

in the text -- needs further satudy.
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APPENDIX A

NATIONAL ASSOCIATION

OF SECONDARY SCHOOL PRINCIPALS QUESTIONNAIRES
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NASSP LAXRGE CITY SCLOCL ST'DY

Section 4: General Schocl Information

Name of School

Schnnl Address

(Street)

(City) (State) i (zip)

Principal'e Nane

(Dc. not write in spaces 1-12)
School Cnde Number /
1-2 3-4 5-~6 7-8 9-10 11-12

13. Grade levels in schcol program

Three-ycar senior hizh: grades 16-12 _13.1
Four-year high school: prades 9-12 _13.2
Six~year secondary school: gralcs 7-12 _13.3
Two-year high schocl: grades 11-12 __13.4
Other: specify _13.5
14. Average daily attendance as a jercentage of
stated legal deily enrollment is
Less than 507 _14.1
51 - 6C% _14.2
61 - 710% _14.3
71 - 80% 4.4
81 - 90X __14.5
91 - 25% _14.6
%€ - 100% 147
15. Student enrollment is hasec upon
2 definite attendance arcs that is gecgraphically contiguous _15.1
an attendance arca that is NOT gpcographically contigucus __15.2

competitive examination or other measure of achievement/ahility __15.3
an attendance area tut with scme cpen-enroilment opticns from

other areas : __15.4
city-wide cpen-enrcllment solicy _15.5
Other: specify ) __15.¢
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1€. How many different school sessions arc there duriny the schoel
day in terms of the different groups of stulents that enter and
leave the school facilities?
Only one _16.1
2 sessions _ 16.2
3 sessicns __1€.3
4 sessicns __16.4
5 cr more __16.5

17. Hew many different full teaching pericds are there in a school day?
(Exclude shert pericds used fecr administrative purpeses.)

5 or fewer full periods __17.1
€ full perioce _17.2
7 full periods _17.3
§ full periocds _17.4
§ full periods _17.5
10 full periods _17.6
11 full periods _17.7
12 full periods _17.8
13 or more periods __17.9

18. In a27diticn to the “iplema given at graduation, does your schcol
present each student with a duratle record of the program of
studies pursued at your school and the grades/marks cbtained?

Yes __18.1
Ne __18.2



Sectirn ' Gercral Perscnnel Informaticn

8-17., The number of full-tize cortificoted or credentialed®
staff memters on the schocl site is

11. Alsc, please check the appropriate category

representing the above figure. 50 or fewer

51 - 70

71 -390

%1 - 110

111 - 13°

131 - 155

151 - 17¢

171 - 193¢
151 or more

12-16. What percentage of th~ certifizd or credentialed staff, in-
cluding administrators, have the following ccllegiate prep-
aration? Please circle thc proper numeral.

8-1C

11.1
11.2
i1.3
11.4
11.5
11.¢6
11.7
11.8
11.9

!

D-10% 11-207 21-37% 31-407 41-50% 51-40% 61-70% 71-80% 81+

Less than a
Rachelor's 1 2 3 4 5 A 7 8
Degree

Only a Bachelcr's

Deprc 1 2 3 4 5 € 7 8
Master's Degree

or Equivalent 1 2 3 & 5 € 7 8
£)-P~int Degrec,

Diplcma or 1 2 3 4 5 £ 7 8
Equivalent

Dect “rate:

Earned or 1 2 3 4 5 £ 7 8

Hrnorary

*Certified or credentialed personnel includeos tersons with special
training anpropriate to stated expected competencies an¢ does not

12.

W

2 13.
¢ 14.
9 15.

L \pJ

16.

include para-professicnals, teacher aides, clerical assistants, lay

readers or other perscns whe may not Fe under contract, are net
asslgned a specific group cf studcents and are not held directly
accountable by adrministrators for the 2ducatioan of youthn.




17. The rercenta~e of certificatel staff menmbers Lepinnin: their first
year of professional service in this schocl, regar’less of previcus
professicnal service in cther scheocls, is

n -~ 5% 17

6 - 10% _17.2

11 - 157 _17.3

16 - 207 _17.4

21 - 25% _17.5

26 - 30% _17.6

31 - 352 _17.7

36 - 40% _17.8

41% or mecre _17.9

18-24, The percepntage cof certificated staff members, incluling .edministrators,

that is
C-137% 11-20%Z 21-327 31-40% 41-57% 51-6CZ 61-7"%Z 71-80Z% 812+
American Indian 1 2 3 4 5 ¢ 7 8 3
Caucasian - 1 2 3 4 5 6 7 8 9
Nuegro 1 2 3 4 5 6 7 8 9
»
Oriental 1 2 3 4 5 ) 7 8 9
Puerto Rican 1 2 3 4 5 € 7 & 9
Sranish American 1 2 3 4 5 € 7 8 9
Other 1 2 K] 4 5 ¢ 7 & G
Specify

%25, The numter nf fulltime, on site, ccntract and credentialed instructicnal
support perscnnel, such as curriculum coordinators, assistant principals
for curriculum, departmunt chairvan, librarians, and audin-visual
specialists is

* One or two _25.1
Three cr four _25.2
Five or six __25.3
Seven ~r eight _25.4
Ninc or ten _25.5
Eleven or twelve _25.¢€
Thirtcen or fourteen __25.7
Fifteen to twenty __25.8
Twenty~one <r more __25.9

*Special «ff-site support rersonnel who work from the central
system offices will be included in cther aspects of the study.
Include cnly cn-gitc perscanel in items 25 =n” 26.

18.

19.

26.__

21.

22.

a——

23.

——

24,

———




A-5

%27, The nunter of pert-time, on site, contract and credentiale’ ingtruc—
tional support personnel, assigned to assist teachers, such as help-

ing teachers, part-time cepartment heads, is

One or two __26.1
Three or four __2€.2
Five or six __2€.3
Seven or eight __26.4
Nine or ten __26.5
Eleven or twelve __2€.€
Thirteen or fourteen __26.7
Fifteen to twenty __26.8
Twenty-one or more _2€.9

27-32. What percentage of certificated stzff members with a speciel
socondary credential, such as designated services credential, pupil
rersonnel guidance, administrative, are in the fecllowine categeries
representing professional services in this scheool regardless of
previous ex;eriencc in cther schonls?

1-10% 11-20% 21-30% 31-402% 41-51% 51-€6)% 51-70% 71-8C% 31Z+

First Ycar 1 2 3 4 5 € 7 8 9 27.__
Sceend Year 1 2 3 4 5 € 7 8 9 28.__
Third Yecar 1 2 3 & 5 € 7 8 g 29.__
Fourth or

Fifth Year 1 2 3 4 5 2 7 8 S 30.__
Sixth te

Tenth Year 1 2 3 4 5 € 7 8 9 31.__
Eleventh Year

cr More 1 2 3 4 5 6 7 8 9 32,

33. Tc what extent is the present staff, including teachers and all other
certificated perscnnel, sufficient in numter te provide the current
stulent body educational experiences apprcpriate to the implementaticn
of the school curriculum?

Present numter is greatly adecquate _33.
Preseut numter is inacequate _33.2
Present number is adequaie _33.3

Present numher is more than adequate __33.4

*Special cff-site suppert perscanel whe work from the central
system offices will te included in sther aspects cf the study.
‘ Include only on-site personnel in items 25 and 26.
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34. 1If the present certificated staff is insufficient in nunber to
implement the schrcl curriculum appropriate to the current
student body, what percentage increase 2c you think would te
reascnable and appropriate?

£ 52 34.1
¢ - 102 " 34.2
11 - 15% "~ 34.3
16 - 207 34,4
21 - 257 " 34.5
26 - 30 T 34.6

312 or mcre  __34.7

35. dow nmany different adult paraprof:zssionals (aides, clerical,
readers, liaiscn, etc.) are employed tec work directly with
ycur school?

¢ -1 __35.1
11 - 2° __35.2
21 - 3¢ __35.3
31 ~ 4C __35.4
41 - 5C _35.5
51 - &n __35.¢€
€ -7" _35.7
71 or mere _ 35.8

3¢. Assuming a 47 hour work week, how many full-time equivalent
rositicns are representel in the heurs allocated te para-

professicnals?
n- 5 _36.1
£ - 17 __36.2
11 - 15 __36.3
15 - 22 __36.4
21 - 25 __36.5
25 - 30 __36.¢
31 or mere 36.7
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Seeticn C: Teachins Perscnnel

37. The ratio of classroom teachers to students is

1 teacher t- 2" studcnts ~r fewer _37.1
1:21 - 1:25 T 37.2
1:26 - 1:30 ~37.3
1:31 - 1:35 _37.4
1:3% - 1:40 375
1:41 or morc students __37.6

33-43. The percentage of all teachers with a standard or regular credential
cr certificate whc are

0-10% 11-20% 21-30% 31-40% 41-5C% 51-607 61-777 71-87% £1Z+

First year teachers 1 2 3 4 3 € 7 3 S 38._
Second year teachers 1 2 3 4 5 8 7 8 9 36._
Third year teachers 1 2 3 4 5 6 7 8 9 4n._
Fcurth or fifth year 1 2 3 4 5 € 7 8 9 41._
Sixth to teath year 1 2 3 4 5 £ 7 8 9 42._
Eleventh year or more 1 2 3 4 5 & 7 8 9 43._

44-49. The percentage of all teachers with a previsicnal or emergency
credential or certificate whe are

0-10% 11-20% 21-3C% 31-47Z 41-577 51-C1Z 61-707 71-8C% E1Z+

First year teachers 1 2 3 4 5 é 7 3 5 44,
Seccnd year teachers 1 2 3 4 5 ¢ 7 8 9 45,
Third year teachers 1 2 3 4 5 6 7 8 9 46._
Fourth or fifth year 1 2 3 4 5 £ 7 ] 9 47._
Sixth tc tenth year 1 2 2 4 5 6 7 o 9 43._
Eleventh year cr more 1 2 3 4 5 é 7 ! 9 49._

5C-55. The percentage of all teachers with the f-llowing teaching experience,
including the current year and 211 experience in cother schools and
systems 1is

0-127% 11-207 21-307% 31-477 41-57% 51-60% 61-707 71-3C7% 81Z+

First year teachers 1 Y3 3 4 5 6 7 o S 50._
Second year teachers 1 2 3 4 5 5 7 3 9 51._
Third year teachers 1 2 3 4 5 6 7 8 9 52._
Fcurth or fifth year 1 p3 3 4 5 6 7 iy 9 53.
Sixth tc tenth yezr 1 2 3 4 5 6 7 o g 54._
Eleventh year or mere 1 2 2 4 5 6 7 ¢ 9 55.
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The percentage of all tweachers assismed to teach outside their major

or minor field is

0 - 5%
€ - 10%
11 - 15%
16 - 277
21 - 25%
26 - 30Z

31% or more

The average yearly teacher turnover 1is

¢ - 5%
£ ~-1°%
11 - 157
16 - 207
21 - 25%
26 - 377

31% or more

To what extent is teacher “issatisfaction or unrest, instead of
factors such as facily, health ~r further education, reflected
in the yearly turncver of teachers?
Little, if at all
Somewhst, tut not major
A major factor

The percentage of all t..achers whe have less than a full schedulc

of classes in orier to fevate pzrt-time to student affairs, such
as guidance functicns, contrcl, attenlance, etc., is

6 - 5%
€ - 107
11 - 15%
16 - 207
21 - 25%
26 - 307

317 or nore

The percentage of 21l tcacners who have a full schedule of classes,

but receive extra-zompensation for devoting extra time to studen

af fairs, such as zuidance functions, ccntrol, attencance, etc.,
N - 5%
£ - 107
11 - 15%
16 - 2C7
21 ~ 257
26 ~ 30%

317 or mcre

t
is

_56.1
~56.2
~56.3
T 5A.4
56.5
56.6
56.7

57.1
57.2
57.3
57.4
57.5
57.6
57.7

l

l

_5¢.1
58,2
~58.3

_59.1
—59.2
~.59.3

59.4

—

~59.5

~59.6
T 59.7

_60.1
60,2
~60.3
604
~60.5
~€0.6
_60.7
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£2-4F,

Section D: Administraticon-Supervision

How would you characterize your school cn the basis of the
sociceconemic conditicns of the studeats enrclled?

An upper-riddle class schecl _fl.1
A "commen man® or lower-middle and upper-working class scheol _ €1.2
A manual working class school 1.3
A cross-secticnal school, representative of your whele city
pcpulaticn _61.4

Which cne or more of the fcllowing descriptions are applicable
to the situation in your school?

Maintaining order and safety is a major protlem

and requires a large investment of staff time _€2.1
We have nc more thin the average protlem in

maintaining order and safety _63.1
We have no prctlem maintaining order and safety

and we do nct devote much staff time to it __64.1
We neel and use special assistance (police, plain

clothesten, etc.) tc maintain order and safety __€5.1
We have requested but have not received additicnal

assistance for maintaining order and safety _66.1

. Has the practice of gr-uping 'y atility and/cr achievement tended

to increase cr decreasc in your schcel during the past five years?
What do you expect in the next five years?

During the past five years, atility/achievement grcuping has

increased _Fk7.1
decreased __67.2
remained atout the same €7.3
not been practiced 67.4
During the next five years, ability/achievement grouping
pretatly will
increase __63.1
Jecrease __66.2
remain atout the same _6C.3
will not be practiced £8.4
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71-7¢.

Vhat is the role of the principal and his adwinistrative staff
in the preparation of the budpet as it relates tc this scheol?

Nothing to do with it; prepared by the central office

Make reccmmendations; tudect is prepared by central cffice

Plan, reccmmend anc¢ cdefend specific requests hefore final
decisions are made

What is the role of the principal and his administrative staff
in the selecticn of certified personnel?

Nothing tc say; assignments are made ty central office

Request staff allocation and accept-reject among the
candidates recommended ty central cffice

Request staff allocation, review personnel records,
interview applicants and recommenéd for assignment
the aprlicants ccnsicdered qualified

Employ certified personnel without the direct
assistance of the central office

With respect to the curriculum of your own school, what is
your opinion concerning students' atility to select programs
and courses? Please use the following code for responses.

1 = Strongly agree
2 = Agree
3 = Neither agree nor <isagree
4 = Disagree
5 = Disagree strongly
+ +
+ + -
We should have fewer programs of study with their
related and/or required sequence of ccurses 1 2 3
We shculd develop more programs of study to provide
differentiated curriculums for students 1 2 3
Students shoulé have a greater range of courses
in the area of constants (required sutjects) 1 2 3
Students should have fewer constants and more
free electives 1 2 3

The number of different prcgrams and the ccmbina-

tion of ccnstants and free electives within them

is about what it ought te bc 1 2 3
The programs cf study with their constants and

electives does not need medification, but op-

tions for inderendent or directed study should

e mcre readily available fcr stulents 1 2 3

__69.3

7.1

70.2

7.3

70.4

71.
72,
73.

74,

75,

76,
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Section E:  Stucent Personnel Scrvices

8-9. The nurter of full~time ccunscleors cn the steff is 2/9
17~11. The number of differeat part-tin: counselors is 10/11
12-13. The full-time equivalency of all part-time counselnrs is 12/13

14-15. The number of full-time counscinrs with proper crecentials is 14/15

1%4. The ratio of ccunsclcrs to students is

One counsclor per 155 or fewer students _ 1€.1
1:200 - 299 _1e.2

1:327 - 399 __16.3

1:477 = 459 _1€.4

1:500 - 599 __16.5

l 1:600 - 665 16,6

1:707 or more students 16.7

17-25. What practices c¢o you think would rcst improve the effectiveness
of the counseling pregram in your schcel?

Please use the following code for ycur responses.

1 = Very significant positive effect
2 = Significant positive effect
3 = Neither a pusitive ncr a negative effect
4 = Sienificant nepative effect
5 = Very significant negative effect
+ -
. + + - - -
To decrease the number of students per counseler 1 2 3 4 5 17.__
To provide acdditional clerical help 1 2 3 4 5 18.__
To have OMNLY full-time counselers 1 2 3 4 5 19.__
Tc adjust salaries commensurate with vork
assigmments 1 2 3 4 5 20,
Te assign counselors to families rather than
toe students 1 2 3 4 5 21.__
Tc assizn morc parapreofessionals for informal
work with students 1 2 3 4 5 22.__
To incorpcratc personnel frem cther agencies in
school pregrar for cn~site assistance 1 2 3 4 5 23.__
To allocate increascd staff time to evening hours
for closer homc-schocl relaticns 1 2 3 4 5 24.__
1 2 3 4 5 25.__

I Other
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2¢. Does your schocl enplny a full-timc ncn-teaching nurse?
: Yes _ 2€.
No _2 €.

[\S 2 o

27. The average daily case load per perscn rn the schocl nursing staff is

20 - 40 _27.1
41 - &0 27.2
6l - G __27.3
81 - 100 _27.4
171 or more __27.5

220-32. Specialists available tec students as part of the
student personn.l program is

Full-time Part-time On call or

on site on site by referral None
Psychelrgist 1 2 3 4 26.___
Speech therapist 1 2 3 4 29.
Aucdiometrist 1 2 3 4 30.
Hcme counselcr or .
social weorker 1 2 3 4 31.
Psychiatrist 1 2 3 4 32

33-35. What percentage of the pareats/cuardians of students are
directly involved in at least one formal conference with
a counselcr scmetime during the school year?

0-17%Z 11-20% 21-3C% 31-40% 41-50% 51-60Z 61-77% 71-80Z 81%+

Students

Grade 13U 1 2 3 4 5 £ 7 % 9 33.__
Grace 11 1 2 3 4 5 £ 7 3 9  3b4.__
Grade 12 1 2 3 4 5 € 7 £ 9 35.__

36-35. Wh-t -erccntzge ~f counselins time is dev:-te’ te the follewing activitiag?

2-17% 11-207 21-30% 31-40% 41-50Z 51%

Discipline 1 2 3 4 5 3 36,
Educaticnal guidance 1 2 3 4 5 6 37.__
Vocational guicdance 1 2 3 4 5 6 38.__
Guidance-related clerical tasks 1 2 3 4 5 € 39.
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4"-44, Pow many non-school eriloyees representing other agencies meet with
students in sessions arrang:>i ty the school tco Jdiscuss career devel-
opment, such as employment, continuing education, military service,

€

etc.?

1-5 6-1C 11-15 16-2C 21-25 26 or more
4-year colleges 1 2 3 4 5
2-year colleges 1 2 3 4 5
military service 1 2 3 4 5
special training 1 2 3 4 5
btugsiness/industry 1 2 3 4 5

45. A graduate frllew-up survey is conducted by your school

Not at all

First year after graduaticn only for all classes
First year after graduaticn cnly cn a pericdic basis
For more than cone year fcr all classes

For mcre than one year for some classes

Yes, but some other pattern followed

4f-52. 1s the follwing infcrmation include! in the follow-up
survey of students?

YES
Number enrolled in 4-year colleges __4s.
Number enrclled in 2-year cnlleges _47.
Number enrolled in special training __4c
Number in military service __49.
Number in non-milit. - employment 5",
Numter married __51.

Numter not continuing cducation nor employed __52.

NN

S N

45.

.|
(¥, ]

45.
45.
45.
45.

R
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8

w

[
e o o o o o o
NN NN NN

R
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41.
42.
43.
44,
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Sectinn F: Student Enrollsment, Attendance and fecords

‘=14, The percentage of student pzpulation enrolled as of October 1, 1GEC was

S-1% 11-207 21-37% 31-477 41-5C7 51-€77 61-7T% 71-80% 817+

Anerican Indian 1 2 3 4 5 6 7 8 S 3e__
Caucasian 1 2 3 4 5 6 7 a S Se__
Negre 1 2 3 4 5 € 7 a S 1n.__
Oricntal 1 2 3 4 5 € 7 2 9 11.__
Pucrto dican 1 2 3 4 5 6 7 8 9 12.__
Spanish American 1 2 3 4 5 € 7 8 9 13.._
Other 1 2 3 4 5 6 7 8 c  l4.__
Specify

15-21. The perccntage »f the student copulaticn enrolled in the 1960-61 f
school year was

T-11% 11-27% 21-3 ‘% 31-4"% 41-50% 51-6°% 61-70% 71-R0% 81%+

American Indian 1 2 3 4 5 6 7 2 S 15.__
Crucasian 1 2 3 4 5 6 7 3 g 16.__
Negro 1 2 3 4 5 e 7 3 9 17.__
Oriental 1 2 3 4 5 € 7 8 S 18.__
Puerto Rican 1 2 3 4 5 A 7 8 S 19.__
Spanish American 1 2 3 4 5 € 7 o S 20.__
Other 1 2 3 4 5 6 7 ¢ c 2l.__
Specify

22. The rercentage of stucdents in the class of 19¢8 that entered the first year
cf your scheel's program (grade 9 or 17) hut transforred to another school is

f - 5% 22,1
6 -°10% 22,2
11 - 15% _22.3
16 - 207 _22.4
21 - 257 __22.5
26 - 37 __22.¢
31% or more __22.7

23. The rercentage c¢f students who enrnlled at some time in the clasy of
15¢L whom you later classified as 4dropouts is

0 - 5% 231 |
6 - 10% 23.2 |
11 - 15% T23.3
16 - 20% _23.4
21 - 25% —23.5
26 - 30% _23.6
31%7 or more __ 23.7
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‘ 24. The p

percuntace of seniors in the 1207 aracduatine clasc that complcted
cne year cr less of the sccindary schocl rrocram it your school is

‘- 52 241
€ - 107 _24.2
11 - 157 __24.3
1¢ - 20% __24.4
21 - 257 __24.5
26 - 30% __24.€
317 or mere 24.7

25. The percentage of an average entering class (erade 9 or 1°) cnrolled
in courses assumed to te expected ty 4-year cnlleges of students
aprlying for freshman adrmissicns is

N - 1nz __25.1
11 - 2 % —25.2
21 - 3°F 25,

31 - 472 T 25.4
41 - 572 ~25.5
51 - &07 T 25.6
€1 - 702 25.7

|

71Z or rore 25.8

l

26. The average absenteceisn cn 2 day preceding an extenled vacaticn or
holiday is

0 - 1% __26.1
11 - 157 —26.2
16 - 272 T 26.3
21 - 252 26.4

2€Z or wore 2G6.5

27. The percentage of the student population properly described as
teing educationally pifted is

0 - 52 _21.1
€ - 107 __27.2
11 - 157 T21.3
1€ - 207 274
21 - 257 _21.5
2€ - 307 27.6

31% or more 27.7

~

L4

The rercentzge of the student pcpulation ccertified or
progerly descrited as elducalble wentally retarded is

n - 5% _2a
€ - 107 2.2
11 - 157 —20.3
16 ~ 2n% LR
21 - 25% _2n.5
‘ 26 - 307 _2.c
317 cr more __20.7




23. The percentars cof the student prrulaticn that sreaks
English »8 2 second lon~ucrc is

" =177 0.1
11 - 207 _2C.2
21 - 3°% _2¢.3
31 - 407 _25.4
651 - 577 __26.5
517 or more  __ 2C.€

37,  The percentaze of the schocl perulaticn having nhysical Cisatilities
recuiring special mecical an?/cr educztiown atteation is

~ - 5% _3ra
£ = 1rZ _3n.2
11 - 15% _3r.3
1r - 27% 3.4
21 - 25% 3.5
2¢% or nere __37.€
31. The percentare of the entering class (crade 9 cr 17) that would
e consideres sericusly “icadvantaged sociceccnczically, using
$200" te $3 .0 ennuzl ircecwe or cenparable criteris, is
N=-17Z _J1a
11 - 27°% 3.2
21 - 3°% _31.3
31 - 477 _31.4
41 - 5°7 _31.5
51 - £°Z _31.¢6
€1 - 7177 .7
712 or orre  __31.7
32. The pcrcentege of the enterine clase (grade S cr 17)
that is 2 years cr ncre retarded in rcacdinge is
- 107 _32.1
11 - 27% _32.2
21 - 3% _32.3
31 - 47F _32.4
41 - 572 _32.5
51 - 6nZ _32.C
1 - 7% __32.7
71% ~r more  __32.7
33. “hc schocl's student population is
Fewer than 1775 _ 33.1
1770 - 1492 33.2
157" -~ 18929 33.3
2707 - 2490 33.4
e 2507 -~ 2693 33.5
3770~ 349¢ 33.¢6

|

357" - 3825 33.7
4770« 4450 33.¢
4577, or mere 33.6

©
|
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-11.

12.

13.

Secticn G. Instructicnal Ircsrem

Lase upon the upper four years cf sccondary scho~ling, regardless
of the pradc crranizatine of your scheel, arc the f~llowing stated
as minimumn rcquirenents for greduation?

YES ¥0
Four yeers of Enslish or itec ecuivalent 8.1 __ 3.2
Three years of sccial-ichavicral sciences
(history and/cr socizl stulies) 9.1 __%.2
Onc year of nathecetics 171 _17.2
Onc yecar cf scicrce 111 11.2

o

Included in your school’s -~racduation rcruircrents !oased vpen ¢ four year
prograr, arc there at least SEVED ontione fer free clectives or profram
varial.lcs for each student, excluling rhysical cducatiecn?

Yes __12.1
o __12.2
Is the curriculum sc organized that studente can —ove fror onc progeran
of studics tc another withcut tajsr difficulty, c.p., ccrmerical studics
to total acadenic?
Yes __13.1
o __13.2

14-19. Listed ltelow are facturs that might 'e taken intc considcration in

20,

the prouping of students fcor instructirnal purposes. In th: spPces
t. the lower risht, pleasc indicatc the threce factors that are n~st
frequently used ir your schoni.

1. Chrcnelosicel are cf student

2. Judcment ~f previrus teachers

3. ¥Merks in rrevirus preocran =f studics

4. Parentel rreferonccs

5. Success or failurz ir specific previcus courses
€. Scrres cn achieveiient test

7. Scores on verhrl ¢ ility or reading tests

2. Sociel maturity ~f student

2. Yecaticnal wijective cf student
12. Cther factor: pleesc specify

Entcer rve. frem

Most frequent 14-15.__
Seccnd "16-17.___

arove 1list Thir? 18-1¢.

Renecial lenpuere arts skills treinin~ is ~ffered for tenth aracders?




z2l. If remedisl lencuece orts skills tr-inin-~ is ~fferc? fer tenth
cralers, what ypercenteoe - £ the tanth erade is enr-1let?

K-t : fforec a2t any cradc level
Cffcred, Yut v t at cradc ten

n <17
11 - 277
21 - 377
31 - &6°%
41 - 577

517 -r mrre

16

~racc ten
rrade ten
~ralec ten
rrade ten
orade ten
rrade ten

2.1

_21.2
enralle” __21.3
enrc1led _ 21.4
enreclle”  _ 21.5
enrclle _ 21.F
enr~1led 21.7
enrclle? _ 21.°7

22. 1Is "advanccl" or hencrs' Fnolish ~ffered at your scheel? Is it cffered
frr tenth jralers? If s~, what 1crcentarc of the tenth prale is enrclled?

*~t ~ffere’ a2t any pra‘e level
Cffered, Yut nct

n - 177
11 - 207
21 - 3
31 - 477
41 - 50X

517 .r ocre ¢rade ten

23-35. Which «f the £~1lcwine ferceisrr lancunres are offered

3. Hrwnany Jiffcrent fcreien languarces are cffered at the first

year ~r 'erinning level?

_22.1

et rradc ten  __22.2

rradc tcn enrnlled _ 22.3

~rac‘c ten enrnlled  _ 22.4

~rece ten cnr~llcd  _ 22.5

cradc ten cnrnlled _ 22.°7

~radc ten enrnlled  _ 22.7

cnr~lled  _ 22.7

in your schnel?
YES N0

Chinese __23.1 _ 23.2

French 24,1 24,2

German __25.1 _ 25.2

lictrew 2.1 20,2

Italian __27.1 __ 27.2

Latin 21 25,2

Pelish _2%.1  __29.2

Russian __37.1 _ 3..2

Sranish __ 31.1 __31.2

Swahili _ 32.1 _ 32.2
Other:

Specify 331

34.1

35.1

Nnne 3.1

One 3.2

Tvan _3~.3

Three _30.4

Four __3f.5

Five cr ncre 3. €

i
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37. E~w many Jiffcrent € reisn Joncvapes ar. cffcred at the fourth year
of hirh crov etency lavel?

I'»ne .1
One _37.2
PATY _37.3
Threc 7.4
Four _37.5
Five ~r pore 37.7

\

37. Vhat rercentagre ~€ stulents in an avirage praJuatin~ class successfully
corplete the feurth year or hich c~mpctency level of a fereier lancuare?

’ 57% 30.1

£ -1 3.2
11 - 2°% _ 38.3
21 - 377 __3tL.4
31 - 4% __38.5
41 - 577 __39.F
51% ~r wrre _33.7
32, 1Ie -hysical ccucaticn for the rhysically disa’ led offercd at y~ur
sch~.1? If sc, what ~crccntaje of the student *o~dy ‘s enrolled?
I't ~ffcred at this schenl _3¢.1
r - 5% ~f students cnrcllied __ 32.2
€ - 177 +f stulents enrclled __ 37.3
11 - 157 of students enrclle? __ 30.4
17 - 27 cf stu’ents enrclle’  _ 39.5
217 ~r m~re students errrlled 3¢.¢

4~. 1Is instructi-n in Cariish as a szecnd lanpua~2 ~ffzret at yrur scheel?
15 it ~ffér«C f~r tenth pradcrs? If sc. what rercentaec cf tenth
craders is enrelled?

ilrt cffered at any rrade level __40.1
Offcred, tut not at srade ten  __40.2
c « 37 erade ten enrclled  _ 49.3
£ - 177 ¢rade tep enrclled __47.4
11 - 2% erade ten enrolled __ﬁ“ 5
21 - 377 ~radc ten enrnrlled _ 47.C
31 - %477 ~rade ten enrolled __ﬁ“.7
41 - 5°% ~ra‘e ten cnrnlled __4°.F
81 -r mcre ~ra’e ten enrclled  _ 47.0
41. 1Is an acceleratien ~ro~rar in cecperaticn with lecal celleses and
uriversities cffered in y-ur sch~zl -- mot advanced placerent
crurses? If s~, what rercentage of students in an averare arad-
uatiny class rcceive colle e credit while still in hirh school?
‘ w t ~ffered at this schecl _ 41.1
- 57 __4l1.2
r-177 __41.3
11 - 157 __41.4
10 - 277 41.5
o 21 - 25 410 312
[ERJ!: 2°7% or vore  __41.7
o




ERIC

Aruitoxt provided by Eic:

42,

43.

L4,

Jc capalle students rerferr in an creanizecd tutcrial nroeram in sore
rele sirilar tc that of a teacher aide either in indivilual cr small
#rour situaticns? If so, what rercentacc cf the stucdent tody paorti-

cipatc 2s tutors fcr students - your schocl? N
Yot rrovided ia this scheel _ 02.1
T Y . N
4 - 7 __42.3
7 - 1272 __42.4
117 ~r rcre __42.5
are students in yeur scheel enrnlled in an Urward Tound [rorram?
If sc, what [ercentirc of the stufent 'y is enrclled?
¥o such ~rcrram exists _ 43.1
r - 37 __43.2
4 - €% &3.3
7-107 _ 43.4
117 ~r mcre  _ 43.5
To what cxtent <-es the instructicnal proeram include materials
(text’ ocks, films, etc.) that reflcct the cultural *ackgrounds
ané the envirecnmental centext of vari~us athnic and cultural
croups that clearly exist in the American scciety?
Little, if any _ &4.1
It a few specisl courses _ 44.2
In mony Ziffercnt courses _ 44.3
Snpewhat in mrst courses _ 44%.4
In practically all crurses _ &4.5
45-4¢ . Generally speaking, the curriculum is orpanized fia one of two ways:
(1) 'y separatc su'jects, or (2} 'y ‘road ficlds which incluie
several sutjects, .., scparate csurses in history and oceo~rarhy
vs. social stucdies classes cor! ininp history and reosraphy; separate

classes in art, rusic andé litcrature vs. humanities classes.

What is the trond of practice in your schocl? Check ONE reply fer
B/ CH five year reriod.

Durine past Espected Auring
five years next five years

a. Chanpes chiefly in the directizrn

of sinplinc~ cut distinct sul jects

from troad fields __45.1 __4el
. Chan;es chicfly in the lircction

of com! inin: separate su*jccts

into *road fields 45.2 46,2

c. Ne marked chances in either
directicen _45.3 4.3




47-47. In classrcom imstruction the tueacher may crovide dircct exncricnces or
relatc to stucdents' exrcoricnces and ther meve towards al stract ¢saperali-
zations (inductive) or Y may *:2-in with the 2'stract statements of the
su’ ject mattoer and atter~t te reolat: the content to the daily lives of
the stulents.

hat is the tren” ip instructicrr) stratecies in your schrel? Give
M reply for EACH five ycar —coriod.

Durine past Fx-ecte’ durinc
five years next five years

a. Chanres chiefly in the Jircctien
of stertine with Fdaily lifce ox-
reriences or irect exneriences
creanizes 'y the scheel 47.1 _trll

. Chanses chiefly in th: “irectior

of startinc with alstract state-

ments that arc rclate! te - .rsenal

ex~eri-nces cf stucdents __47.2 __4n.2
c. *'» marked chances in either

directicon L7. 3 4%,

4%. Repardless nf the stratervy or the nrtion with which rhe teecter tecins
instruction, to what extent dc teachiirs effectively relate abstract
stato~ments of su’ ject metter te the perscnal exreriences cof students?

Most toachers effectively relate sul fect

ratter and rerscrnal exvorienccs ¢f students _ 40.1
The majority of teachers ¢n so effectively __46.2
only somc teachers de sn offoctively __42.3
Most teachers do nct ¢o sn effcctively 4%,

5°. Are coorerative work exreriznce rroerars, jnintly sronscred Ty the school
and local “usincsses, cfferad at your schenl? If so, what Dercentape cf
the cleventh and twelfth crade students —ortici~atc?

Troorar rot nffered __ 57.1
n- 57 _57.2
£=- 177 5M.3

11 - 15% 5.4
17 - 277 .5
21 - 257 5M.F

. 20Y ar mere "7
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51-5¢

arcas offered at yeur school?

Acricultur~/horticulturen
rusiness/conmerical
njctritutive occupatinns
Incustrial occupraticns
Fealth

Pome Yconomics

Is occupaticnel clucatinn for jo' entrv skills in the followins

MO

_53.2
T52.2
~53.2
5.2
T 55.2
5.2

57. The rercentzre of students in prades clcven and twelve particiratine

in the occunationz] education proeram is

~

11
21
31
41
51
F1
71

177
2r7
3y
17304
57
£
777
oy

017 A~r meore

_57.1
T 57.2
57.3
T 57.4
~57.5
~57.4
~57.7
" 57.¢
T57.°
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.€7. Given the specific current stulent ropul-tion of your schoel, what
srierity de the follewin~ sroals have with resrect tr the alleca-
tion of time, rhysical and human resources? Pleasc usc the fol-
lowine cede for responscs.

1 = Zeceives nrimary attenticrn in this scheol
2 = Deceives wore than nveraeoe attention
3 = Rceeives averape attentien
4 = Teceives lces than averzare attention
5 = Peccives alrost no attentien
+ + -
+ 4+ - - -
AZartatility to a changing world 1 2 3 45 58.
Develerrent of cultural appreciations,

e.r., nature, music, drame, ~rchitecturec 1 2 3 4 5 5C.
Develarment of sound roral an’ sriritual values J 2 3 4 5 RN,
Develeopment of positive self-concert and a

facility fer rood huran rclaticns 1 2 3 4 5 1.
Acouisition of tasic skills, c.c., readinp,

writine, corputing 12 3 45 2.
Understending the velues inhercnt in the

American way of life 1 2 3 45 3.
Physical fitness 1 2 3 45 4,
fcauisitinn of Fnrsic kncwled-c 1 2 3 4 5 “5.
Develorment ~f the skills and rractice of

critical intellectual inauiry 1 2 3 4 5 6.
Trainin;s in the technical skills te run the

country and/or develenrcnt of arpropriste

talents, e.r., cnsineering; scientific,

industrial 1 2 3 4 5 Y

To what extent has the set of rrioritins for your scheol chaneced

within the -~ast five yecars?
To a very rreat extent _ 6P
To a ere.c extent 2
To sore extent FL.3
Very little or not much L4
Almnet not at all _£%.5



Section F- Student Activity Proaram

2. 1Is a democratic student rovermrent croarizetion orerational at your school?
If so, vhat is the asis uron which cruncil-assembly memt ershir is cdecided?

Student covernrent not cperational at this school _ta
Council composed of cfficials of other student
orpanizations T2

Council menmters elected *v homerooms or similor
orranizotional units

Council merters elected at-larpe *y total scheel

Council mer*ters elected ty crale levels

Cruncil mer*ers sprninted by sclectien comrittee

Council memters ncither ~lectad ncor apprinted

Other. rleasc specify

8-12. To what extent are the follewinr tynes of activities offerad and to what
extent are they under the lircctien of students? Tlease use the follow-
inp co”e for resnonses.

Not _»rovided in stucent activity rrogram
Provided in program hut nct under student Jdirection
Extensive procram under student direction
= Moderat:: rrorram under student directicn

Linited preogr~m under stuient directicn

(W, LR LN
i W W n

3

tion~interscholastic sports, intramurals
Forums, symposia, delates

Social c¢vents

Awards, conpetitions

Assently rroerams

Clut activities, interest srours
Service trnjects *enefitting studoints
Szrvice preojcets tenefittine cernunity
Putlicatirns

Selective, honnr organizaticns
Grade-level calinets/cruncils

[T
D

11.

[
N

RERRREERRE

13.

15,
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2". Vhat percentape of the tcotal student »ody narticinates in at least
one astect of the student activity rrc~ram?
S=1n7 e 2001
11 - 377 27,2
31 -5 20
50 - 777 __20.4
717 »r rore 20

2]. Particination in stu’ent octivitics - stulents whr arc econemically dis-
‘ advantaged ($27°7-$3°"" annual farily inceme or correratle criteria) is

Greater than that 'y stulcrnts with hipher family incerme _ 21.1
Atout the samec _21.2
Less than that by students with higher farily income __21.3
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3740,

2231, Durinp the mast tue scho~l ye~re. has there 'eor a cnonflict rituaticn

involvine two or more srours (stulents-schocl nfficials) with orresing

ncints of viewr that reauired rosclutien?

If "yes' which of the followine factnrs were involved?

Yes
Mo

If "ne" which of the follcwine facters de you anticirate

as rrokto*lc if such 2 situatinsn should Jevelon?

Physical confrontation amone students in the schonl

Thysical cenfrontatinn *»ctwecer studcnts and some
memter of the schocl staff

Moderatc Jamare te Thysicel facilitics of the schoel

Disruption of the schnel's instruction prorrarm for
h~1lf a school day or more

Student strike ~r other feorr cf refusal to enter
classrrens for instruction

Picketin~ ~r protest marches urine the scheol day

Surnert ~f stuents 'y more then ~rc mem'er of the
schnol staff ia 2 role other than crnciliatery

Particirati~n/invrlverent by m-ro than one-half of
the student 'cy

Support ~f students "y adults ~thcr than narents

2
2

2.1
2.2

if student activism has lecn evident, what wer~ the cencerus nr issues
cxpressed hy stulents in the crnflict situation? If conflict bas nnt
een evitent, what de yeu anticipatc 2s nrotatle crrcerns or issues.
Please use the frllowines code for resronses.
1 = Not a student exnresscd concern/issue cr not anticirated
2 = A prirary cencern/issue expressed ty students or anticipat=d
3 = A secondary concern/issuc expressed ‘y students or anticinated
Mational social pelicy: Viectnam war. reoverty, unep—leyment 1 2 3
Srecial nrn-acaderic rrevisions for cthnic/mincrity erouns:
soul fnod, Tlack loungpes, *Malcolr Y mermeriel 1 2 3
Dress-arrearancc codes: heir lenpgth, African, mini-skirts i 2 3
Spzech and nress: unfersround nu-lications, arm tands,
tuttens; censorship 1 2 3
Teaching and learning rrocess: racist teachers, tracking,
clagsrocm formalities 1 2 3
Curriculum ccntent: sex educzticn; “wahili, Tlack studies 1 2 3
Student perscnnel services: Aetenticn halls, puidance
services, rerulaticns for tar”’incss 1 2 3
Student relaticnshirs: white checrlenters, segrerated
social events 1 2 3
Ideologpy: Tlaock is “emautiful, /~aricr is militaristic,
white racism 1 2 3

32.

33.
36,

35.

36,
37.

38.
3D.

40,
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A°26
41-55. 1If student unrest/activisd.has lcen evident, what vere ths resconses
in the situaticn and what was the realized cffect of each?
If student unrest has not ‘een evidont, vhat responses do you anti-~
cirate as teing aprrorriste and whot effact «ic you "2lieve such actinns
will have in contritutine teo the rosolution of conflict? Tlease usz
the fcllowing code for yeur resnonses.
1 = Not involved in our situation or not anticirated
2 = Significent pesitive effect ir resolviny counflict realized
or anticinated
3 = Neutrel effect in resolving conflict realized eor anticipated
4 = sipnificant negative cffect in resolving conflict reslized or
snticipated
+
N p - -
Snccirl rolice assistance fer schools greunds/
facilitics requested an'/or 2ssiencd 1 2 3°4
Larre crour ~ssem! ly of studerts initiated ty
’ schocl ~fficials 1 2 3 ¢4
Forral reetines tetween student rc-resnntatives an?
~rinic~»1 or his delegated rcrrescntatives 1 2 3 4
Formal reetines hetween student rervosentatives and
superintendent or delegated central office nrersonnel 1 2 3 4
Mutually accerta*le signed staterent/apreerent Fotween
students and school officirls 1 2 2 4
Suspension of nne ~r mnre invrlved students 12 3 4
Forral civil charpes filed acrinst rcne or mrre students 1 2 3 4
Creation of new channel of cerrmunicrtion invelving
students and school staff 1 2 3 4
fesignation and/or reassigenrint of ~ne or nere merters
of local school staff 1 2 3 &
Reassirnment of students te ~ther ~rrarams and/or
nther schools 1 2 3 4
Small erous student--faculty discussions 1 2 3 4
Court suit filed against schnerl cfficials 1 2 3 4
New schocl reculations ani/nr student nersennel
procedures 1] 2 3 4
New coursc offering(s) an?/cr significant curriculum
modificaticen/revisions 1 2 3 ¢
Increased direct discussinps 'etwoon community a2dults
and schocl cfficials 1 2 3 4
56¢. To vhat cxtent do student corranizaticns 2id in meintainine crfer
an?! discirline in school and at school-sronsored activities?
ftudent crganizaticns a sreest heln 5.1
Provide avoerage assdstance ond meet
‘ with moderate success __5€.2
Attemrt to helm, tut rclatively ineffective _ 56.3
Offer little cr nr helrp 5.4
O
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Section I: Schenl-Corpunity Nelations

8-14, To what extent are lay necrlc from the cormunity involved in activities
conducted ty the school? Tlease usc the folleowing coce.

1 = Very frequently or frecuently
2 = Sometimes
3 = MNever or almost ncver

Over-all educational plannire for this schocl
Advisers for special instructional proprams
{(cocperative work cxperience, vocational)
Plannine and/or supervising surplementary
educaticnal experiences for students
Over-all evaluation of this schnol's prorram
Planning and/or supervisiny 2srects of this
school's student activity procram
Occuraticnal informatien/plannine conferences
Career development progrars invelvine teaching
assistance with increasine resnonsitilities

Civic and cormunity organizations utilize the school as a meeting
nlace for entertainment, rzacreation, srecial reetings

Mot at all

Several times a year
Atout once a month
Several times a month
At least once a week

1. The attendance at rarent-teacher functions concerned with the program of
this school ty parents of students with telow-average school records is

Less than that of prrents ~f students with

average or atove-averase records _1le.1
Atout the samc as that of parents of students

with average or alcve-average records 1.2
lore than thot of rarents of students with

average or 2%ove-~verare vecords 16.3

17. The attendance at narent-teacher functions of parents who are serirusly
cconormically disadvantaped ($20""-$3""" annual income or comraral.le
criteria) is

Less thon that ~f porents with additional income _17.1
Alout the same as that of ~arents with additional

incore _17.2
More than that of narents with additinnal income _17.3

350
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1°. Pow many lncal staff wem ors ~r- cesifnated €~ a school-community liaison
rcle? (Consider only ccor-ernsated time in terms cof full-time eruivalents.)

“one 1%
Mne _1n.2
Tun __18.5
Three _13.¢4
Four 18,5
Five or mor.  __18.°

17 32. Various means may 'c used for cormunicatiors *etwcen schocls and their
ccnmunities. "™hat meens ar~ aveilatle to vour school? Vhich orcs are
usc. and what is the effectiviness of their use? TDlease use the follor-
inr code for your restonses.

1 = Unavaila*le or not existine
2 = Availst*lec, ™ut pnt currently usad
3 = Uscd with siprificant rositive effect
4 = Yscé vith rederate ar cusstienatle nesitive effect
5 = Used with ~rota~le -r dofinite necetive effect
Local radic 1 2 3 &5 1.
Local television 1 2 3 4 5 27,
Local and/or ~oneral newspasrxe 1 2 3 &5 21,
Moterinsls »reprared and rut lished 'y ’

schcol rcreonnel 1 2 3 4 5 22,
Person~l cortacts cn schenl =it

initirt~d 'v schenl rercorn.l 2 3 & 5 22,
Fersonel ccatacts off schrnl site 1 2 3 & 3 24,
Perscnal contacts ~ff schonl site

ty students 1 2 3 4 5 25.
Putlicatirns ty students 1 2 3 &4 5 20,
Communitv laymcn at feculty “4scussiens 12 3 4 5 27.
Vncaticnally crientcd studw tri-a iete

the corrunity 12 2 4 5 2%,
Cultur-~lly criente? stuly trirs inte

the corounity 1 2 3 4 5 - 29,
Larec rraun assertlies inv-lvir~

rerresentatives of community 1 2 3 & 5 3.
Crmmunity resource mersens invitoed

into classrooms 1 2 3 & 5 )
Nther rlecase specify 1 2 3 &4 5 32.

33. Th- nercentage of thc school staff "weldin~ active meplershir in at least
rne community creanization with sorc interest in the scherl or the
cormunity’s activities fer youth educaticn, other than the TTA ~r Home-
€chool Asscciztinn, is

-~ 57 __33.1

(-1 33.2

o 11 - 157 33.3
17 . 2°% 334

217 or morc 33.5
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Scticn J+ Cultuva) nrichrent

2-7. Duripg the 1777-7% schonl year, the marcentare of stulents perticinating in

A-177 11- 277 21=377 31407 41-577 517+

Vaceticnally oriented study trins 1 2 3 4 5 ‘ o,
fulturally ~riented study trins 1 2 3 4 5 .
1"-11. The percentapc of all these studchts cemine fror scriously acrnnmically

disadvantaccd hores ($277°7°-83%7" apnual income nr corpraral le criteria)
teking the

-

2-177 13207 21-377 33-477 41~577 517+
Vrcaticnally oricnteld study trins 1 2 3 4 5 “ 1",

Culturally crientor” study trips 1 2 3 L 5 IS 11.

12-14. During the 1577-fZ scherol year, the nurter of

¥one 7-5 £-17 11-15 1£-2" 21+

Interschorl student ~rosrarms hold 1 2 3 4 5 £ 12.

Culturally oriented assertlics Reld i 2 3 4 5 4 13.

Crmrunity resource reczle contrilutine
tr student preerars 2 3 4 5



Sectier K Schrel Thysgical Facilities

R, The rhysical facilitics (Cuil“ ines snd erounds) in tcrms of the district's
financial a'ility are :

"c¢lrw the digtrict's ressonatle oxnectatinn .1
Ccmmensurate with district's rceason=tle expectation 7.2
Atcve the district's rersennhle exnectaticn *.3

. Mssunine reascnatle efficient use, existing nhvsical facilities in terms of
educatincnal activitics frr students »n? the l~rcal cormunity arc

Sovercly inn‘equate for an ar~prepriate rrocram _ T.1
Inadcnuate for ap 2anrropriate rregrar Y
Adzervate for an ar-repriate vrorram _2.3
Mere than scenuate for an anrrerriate nropram _".h

17, Te what extcnt has your schrnel 'cen ernstrained durin~ the nast five years
in de¢siegnine innovative educatirm-l rrerrams due to the inflexil flity and/
or inzcdeaquacy ~f physical facilitics?

Constrainad te a eroat nr very ereat deproe _1ma
Constrained semewhat Fut not to 2 grcat doerce 172
Constraired little, i€ at 211 _1r.3

11. Uhat rercentrre of the current studert body con te seated in the
l-rpest aucitorium aren?
.27 111
21 - 407 11.2
t1 - 77 11.3
71 -3 11.4
A1 =107 T 11.5

12-23. T~ what extcnt arc snecializz! instructicnal facilities acdeorate to
nrovide needcd program for interested students? Please use the
frlleuingy crde for your rasrrnses.

1 = Scverely inedcouate for an ~roronriatc proerer
2 = Inadecuate frr an artrepriztce profsrar
3 = Mecquate
4 = More than adccuatc o - +
- -~ + +
‘fanual and/or inlustrial arts 1 2 3 4 12,
Voacatinnal/nccuntionzl propramns 1 2 3 4 3.
Science 1 2 3 4 14.
Uerc econrrics/family living 1 2 3 4 5.
‘lusic 1 2 3 & 17.
Art 1 2?2 3 4 17.___
‘ Cormuniceticn ~rts and skills 1 2 3 ¢4 1%,
Matheratics 1 2 3 4 e
Frreirn Iapcunoce 1 2 2 4 20,
Srcial an” ':havicrel sciences T2 3 4 21.
Q Nther: 1 2 3 ¢ 22,
E MC Nther: 1 2 3 ¢ 21353
oo i o
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24. Vendalisrm te the schnrl nlant “v stulints an? ‘v cther rerscrs is

Tasignificant 2
Cne of several important nro’lems

relatin~ te rhysical fecilities 2.2
A mrjor rrotler 26,3

25. Generzl maintenence of the schrrl Ruillding and rfrounds is

Inadecuate 25.1

Adecuate _25.2

Cormendahle _ 25.3

2. Vhat is the relaticn *ctwveen stated student canacity of rhysical
facilities for a sinple school sa2ssicn and the current enrnllirent?

Frrollment is less than strted carecity 26
Fnrcllment exceeds capacity 'y fcwer than 170 students 2.2
Enrollment excéade canmacity 'w 101 to 50T students .3
Lnrellrent exceccs carzcitv 'y 571 te 1777 stucents 2.4
Fnrnllment exceeds caracity “y 1971 te 1570 students 2’3
Enrcllrment exceeds carocity ‘y morc than 1501 students 20,6

27. 1In terms of the numter € students an” institations invelwed, tec what
oxtent are s-ecialize? facilitios (rhysicel and human) of othor local
instituticns (~rivate and governrental) made availa*le ond use? fer the
innlementatisn of the schecl's cducetirnal nroeram?

NMenc at all _27.1
Yerv little use _27.2
Some use _27.3
Crnsidera*le use __27.4
Very grecat usc _27.5

-

J
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Instructicaal and “rganizaticnal Prectices

JNDLR STULY -

3

using tnc altcrnative responses -efined below.

iiany urtan secondary schouls are davelepine new prectices in an attemrt
to irprove the effectivencss of the schools.
those practices.

reres L3 to I-4,

Listed bclow are sorz cf

\ trief cdefiniti-n of each practice is provided on
For each practice, pleasc
the practice hms bteen eiven sorce attention within your own schocl, ty

indicate the extent te vhich

fully implemented as a regular fceture cf the pro-rar cor
currently %“einc used con a trial or nilot tesis

Cefinite nlans ave teen made for imrlenentation, includ:
ing ellccaticn cf raterials and/or rersonnel

current’y or rccently considcred in terms of feasitility

ty an officially Zesignated grour withir the schocel

the cractice has :cen nade

practice discentinu-d after
0T COMFSIZIRED ~ rroctice is unknown or vas naver considered

stzriously

Teaching teens
Humenitics course
Television instructicn
Prograrmed instructicn
T« 2ching machines
Lan~uage laboratcry
Tlelephone amplification
Cimulaticn or raninz
Neon--raded prosrars
£ilinsual cducaticon
Continuocue pre~rcss
Directed stuly
Independent study
Tlcxitle schedul lng
.ack-to-bacl schcdulir

Instructicnzal r-aterizls ceatcer

Rescurce center

onor study hal:
School-within~school
Npticnal attendance

Adult literacy crurses
Heternity progrer
Coimunity cultural certey
Fxpanded surmer schocl
Pre-service proeram
In-scrvice pro~rom
Expanded guidance scrvices
.r-akfast prosr-r
Sckocl-cormunity li-~isen
Parent handtock

?arent counselirn;
Tutorins crozrar

REJECTT., - study Las teen completed and a Zecisior not to implement

trial or pilot trojcct

[

.o

S
1N,
1.
12.
13.

14,
c
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17.
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21,
22.
23.

8N
P

NERRRRRR RN RRRE R

25.

ARV, RV RV R RV RV, RV RV, R, RV RV, RV R RV, RV, RV, RV, IV,
N
o™
.

27.

a

29.
32,
31.
32.
32,
34,
35.
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424>, Of the practices listed n tic rroceding pane, vhict do you ‘clieve to
te of fost uigprificance ir termis of their roteatial for the effective
cducation of students in veur school? Please s—ecifyv ‘y ~ivire the
identificeticn nurber to the right cf the item.

o Greatcest notential R0
fecond mest pronisiac __42-43.
Third most pronisirg __bb&-t5,

Zewer educaticnal practices ars desigred as solutions

to protlems in srecific situaticns. VGhile some of these
22y rain a certain awmoun; of visibility and currency,
they may rot h¢ a-grorriate to 2 larpe number of schools
that exist in <ifferent contexts.

If you and your staff have developed promisinc new approaches
which the atove terzs fail to descriltec adequately, would you
triefly descrilc the rature end purpose of thosc yractices sc
that tkey may ¢ included in this study cf urran high scheole.
Any rractice listed will not te identified with your schocl
urless srecific -errissicn is rcquasted in writine.
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Teachir~ tearms coursc under the <ircction of tvo or more teachors, all of whor
particinate in plizaaint and meetine the class sessicns

Yurarities course: recuired or clectiv-, course ~iver for at lzast a seroster’s
credit iavelving sore ceombiratior of art, rusic, leterature, ~hiloscrhy,
history

T-lcvisicn instructicn. stulents view open cr clored circuit TV reeularly as hasic
instructicnal precess for completin~ 2 ccersc for credit

Procracmed instructicn. stulents, indercndéently or as arourps, used rroorammes texts

witaout niachines for corrletins course for crzdit

Tzachine machires: a mechaniczl :=v1cc invelving pronrammed material arrangel
sinute steps with irmecdiste feed® 2c: as to correctness of response

riaruar . latoratory ary dovice =s<l to presant recereel voices 2s rart 2f the

eudio-lincuel zppreeach to loernin~ languarpc

Telorhone arplification  Ziscussicns hel!l Ty stuéints with perscons away fror
schcol via telcpno e vith eurplementary sr-lificatien

cirulaticn or zarine any Jdevice usel to croote o proilematical situition, whether
rezlistic or lerical, involwins studeonts in stratecy and decirion-naxine

Mon-c~raded proarams series of courscs oren te all students with interest and
sotential for success without reszr? te sradz level of student and/or
sequence cf courses

Tilingual cducation sc—-< courses other thkan a lapruace courss in which instruc-
tior is offered in Ersrlish and/or ancther lanpuare

Ccntinuous orocress: students within course wor: at own pacce with lon~ fterr
cnoozletisr drte throuch pra-desisvcl units of study including varicus
raterisls. (sursz may or tay not aave prescrilec fimzl completi~n date

Dir.cted stuly students corplcte rort fer crodit indenendent of rroup task but
uncer supervisien of 2 specific teachzr with whon student mects at least
once a weck

Ir..cpendent study. studcat initiates work an a topic of interest an?! uses availzhle
resourcss, *ut consults with tczchere only when needed

Flexitle schecduline: schedulel ccurses mcet for varicus nerinds of tine during Qif-
ferent scoments of the day ené -rith student ~rrurs of significontly diffcerent

n

. rocl-to-tack schicduling. students in tvo Jiffurent subjects scheduled in sequeontial
cericds to fester cosperative teachinr amnns teachers of different subjects

Instructional raterizls center. cotensive litrery collcction corplerented by a wide

variety of audio-visual meterials for direct student usc, 1ot linited tc omne
E [(j or a few sulstantive areas
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esource centecrs specializel center vith learning ~aterials specifically sclected
in ternms of relevence to cne or scveral sulstantive areas, usually with
adult staff vwho provide assistance

ve

cnor study halls: study halls witheut adult supervision, tut nay involve student
monitors

Scheol-within-schocl for administrative, cuidance, and/er irstructicral purposcs,
students and faculty erc orrar.ize’ into smaller than total schoel units

Orticnal attendance. selected students are permitted to decide if they will attend

a riven session of a particular scheduled class

Adult literacy coursc. spicial courscs offcrad in the scheol for parents to learn
the use of the Tnrlish lanzuape

siaternity programs. students whc arc czpectant mothers are ziven instruction in the
carce of infants and the maintenance of scif

fenmerity cultural center. school preovidies aspinistrative end orcanizaticnal lead-
ership in the <ecvelepment of 2 gr~7r-~ of -~cneral interest to corrunity citizen

Expancdeé sumner school: cprertunities ar: providecd for enmrichrent as well as
renedial work cduring the summcr menths

Fro-service prograrm  school providecs spccial pre-service orientatinn for teachers
new to the schocl to fermiliarize thzm with the environzental cont-xt

In-service prograr.: local school rrovides workshers an: confcrences focussing on
specific concerns of the school and its cemmunity

Expanded cuidance serviczs: supplementc? cuidance staff te prnvide cecunscliag,
vecation fuidance, jct placement, and coordinates rcferral system

ircekfast prorrsm: early cernine feod availaile te students a2t miniral or no ccst

¢chool-corrunity liaisen: resicent(s) cf th. coomunity is eapleyed in a nen-
credentialszC nositicn te facilitate cormunication hetween parents and the
school

o -
-

Parent handboo¥- school provides for parints = booklet thet descrites and interrrets
the activities, proyrams, anc procedures specifically in terms af whot 1is
wpected of parents

Parcnt counsclirs. specially trained ccunscler responsitle for initiatir~ contacts
vith percats and for rrovidin: spgecial ueetines ccsisned to increase parents'
understandin: an? cencern for the child’s success

Tutoring proerar.: special acacemic assistancc provided within thc scteool Ly peers,
near peers «r adults cother than th: credentialed tecachers
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Columbia University in the City of New York | New York, N.Y. 10025

BUREAU OF ARPLIED SOCIAL RESEARCH 605 West 115th Street

The encloscd questisnnaire is pert of a larger study of
educetional inncvaticns. The nurpcse of the study is tc identify
thc keoy factors that facilitate cr hinder the adeotion of innova~
tions in urtan hish scheols. This reeearch is heing corried cut
ty 2 team of scciclecgists 2t Cclurtiz University with the surncrt

1f the Office nf Zducation.

As ycu nay recall, durine the 1.FL-FS school year as rrin-
cipal of 1:izh Cchoecl ycu comnleted » cuesticn-
naire sent t- y-u ty Dr. Betert J. Feviphurst of thc Paticnel
associatisn of Cecondary Schenl Trincipals. T make optirur use
of the data ccollectz? in that stu?y we are askinge yru t~ comrlete
this urplenentel quasticrnaire.

Every iten in thc ~uestionnaire rcfcrs te the 1240-(2 scherl
year. Althcuzh we realize that scme of the inf~rratirn recuested
may te hard tr rccall, we trust that ycu will re ahkle tc corplete
mcst of the questicnnaire. If fcr any rcascn ycu cannot cormplete
vsarticular iten, -lease jot a note in the parrin zl-neside it.

ke havc zade the cucsti~unaire as short as nessitle Facause

we do not want tc add unduly ts y -ur already tusy schedule. e
hope thet we cen count on your taking nart in this study.

Sincercly,

Margaret ¥. Melson
Pr~ject Direct~r

€y -~
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1. &11 inforrati-n is confiderntia)., The results vill *o putlished -aly ir
statisticel £-ro.

<. dost muasticns can ‘e snswere” Ty £ chech-rark or numtor.  If vou wish ot
cxrlain your res~nses, j°t y-ur c-orerte in the mexsin.

[P

"hen © rpleted, pleasc return the questicnneire in the erclese” ~nveleyc.
SECTION A

1. On the averarc, h-w pany cfficiel mectinns (recuring the rttencance cf
-rincipals) dic¢ the centr-l edministraticrn of yrur schecl systen call per
a-nth duriey the 1%97-76 schrrl year?

12/1 {f 1 less than cne

[ 11

r 12

. 13

[ ] 4

}an

IR C IR S S VRE )

r—

rc than 4

2. Cn the avera~z, hpw frecuently #ic¢-you brld frrpal rceetines vith yrur
teacrine faculty Gurins thc 137-%% schesl yzar?

13/1 { ] znce every twc ronths nr less
2 [ 1 abcut cvery six weets
3 [ 1 e*out crce 2 p nth
4 [ ] =2tout twice 2 rcnth
3 [ ] ztout thrze tires e nonth
< o) 2 out £.ur tir<s » nenth
7 f ] nere than f-ur times 2 month

3. Frcr the follrwiny list, plessz indicate the threc torics most freguently
discussed in thesc peetings. (Write in the ar»re-riate letters in the
sraces Lol w,)

RY

tudent discirlinc
teachcrs' instructicnal pr-+lens
curriculu: revisicns
new teaching tcchrniques
2istritution of surrlies

scho~1l mzintenzncc

¢rug atuse ar-n~ stu’oots
tcachers' schedules

student pretest ar- coronstratiins
¢ ther (i:leasc s ccify)

| 12/ 1
|

@ 1 —
| 3

-

(¢]

~
Na

LJ.H.:':*) ml'

1./
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On the avorare, h-w franucatly *id vou hold forral peetines vith your
adninistrative staff Aurin: the 17277-¢ gcherl yeer?

27 /1 [ ) rnce ~ r_uth rr lcss
2 [ ] alcut twice a2 month .
3 [ ] atout threec tines a nenth
4 [ ] 2*rut four tires a nenth
5 [ ] ncre then frur times a o nth

Plesse indicate teliw hew many (if any) individuals filled each ~f the
frllowins administrative prsiticns in your school during the 1740-73
school year.

¥Yumter o~f Irdividuals

Assistant Trinciral - Aéministrative services 21/
Assistant Irinciral - Educaticnal services 22/
Lcan 23/
Guicere Crunselcr 24/
Curriculur Crordinator 25/
Deportment Chairren 2¢/

Othzr (Pleasn srecify)

27/

29/
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Frincirals of schocls often -erforn & varicty f vnles. From the frlloving
list, please check the six activities to vhich ycu devoted the most tinc
durins the 15(C-€2 schrol year.

In the sccond celumn, plers2 indicate the six activitics vhich you most
cnjeyed and to which you would have liked to have deveted merc tise.

Deveted Would like t~
mest tie devote more time
1) (2)
Dcaling with the instructicnzl prellems
of teachcrs [ ] [ ] 3%/
Evaluating teachers L] [ ] 31/
Communicating with the central
a’ministraticn [] [] 32/
Putlic relativns for the schoel (] [] 33/
Supervisine schrcl maintenance (] [} 34/
Inventory centrel {1 {1 35/
Selectin~ schocl staff (] (] 3¢/
Student disciplinc (] (1] 37/
Infcrral contact with students [] (] 3/
Advising students cn course programs [] (1] 3¢/
Testing and examination program {] (] 47/
Ccunselin2 students (1] [} 41/
Scheduling (] (] 42/
Attendance recnras (]

Lens-range planning for the instructi~nal

rrezrac [ ]
Conferrine with parents (]
In-service pregrars for teachers (]
Student activities [ ]
tudgcet ccntrcel [ ]
Teachinc [ ]
Collective barezainine with Teachers' Unicn []
Handling student protest []
Eandling teacher protest [ ]

Other {1




1~5

7. ourine the 1977-F2 schenl vaar, to vhet extent were you froe te allocate
rmoney tudrcted for vour schonl?

54/1 [ ] 1 haé ne free’om; all money was carrarked for specific
rurposes ty the central administration.
2 [ 1 I had¢ very littlec €freedem; mnst money ues earmarked for
srecific rurpeses .y the central adrinistration.
3 [ 1 I had a roderate “erree of freedom; some money was left
unspecified to te spent as I saw fit.
4 [ 1 I had almost comrlete freedom: the allccaticn of the

btuéget was left to the prinicpal‘'s discretionm.

1. In ceneral, hew would you characterize the amount of fraedon you had in
determinin: the major educatijonal ~rlicies for your schnel durine the
1543-79 school year?

57/1 [ 11 t~d very little freedom; tae central adrinistration
rade all majer cdccisicns.
2 [ ]I vzs free to rresent ideas tut final decision reste’
with the central adriristration.
3 [ ] I made rnst impertant policy decisions without the

assistance of the cartrel adriristraticn.

~. which of the follcwinr statements mcst closely characerizes the situaticn
repardin~ cotmunication with the central adninistration of ysur school
district during the 12(2-£9 school year?

56/1 [ ] Easy and satisfactory
2 [ ] Cccasionally difficult
3 [ ] Frequently difficult
4 [ ] Always difficult

1¢. ‘Vas it your impression that the central acdmiristration of your school Zistrict

was aware of the specific prorlems and concerns of your school?

53/1 [ ] Yes, in somwe detail
2 [ ] Yes, but not in detail
3 [ ] Ulot senerally
4 [ 1 Mot at all

[lemse try to answer the next three questions as you would have durin~ the
167.-GS schocl year.

11. Surpnse your schonl ‘udpet had teen increased ty $57," "7 Aurins the 1065-€S
school year. !ow would you have most liked to have seen this money spent?

rf
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Suprose the nentral administrotion of ycur scherol district suprested that

you make the final cecision wlether or not to adopt an irnovation which

seened relevant tn the needs ~f ycur schoo, tut which rast research had

shown tc e ntout 5% effective and atecut which there had teen much community
Cebate. What would be your respense tc the situation? (Check as many ac arrly.)

Postpone decisicn until more research had Leen completed
Introduce the inncvation on a trial hasis

Postrone action until the ccmmunity climate improved
Seek the advice of other staff members

Eold a community meeting to discuss the inncvation
Attempt to find cut mere about the program from others
Other (Tlease snecify)

13. A tetter thepr averare teacher cores to you and reruests rermission to intro-
duce a curriculum which would markedly change the course he/she has “een
teachinc. How would you handle the recuest? (Check as many as 2prly.)

€5/ Select a cormmittee to look into the rroposed chanpe
Present the request to a faculty meeting for discussion
Discuss the change with the teacher and make your owm decision
Allow the teacher to institute any change on a trial *asis
Try to dissaude the tezcher

] Refer the issue to the central acdministration for anproval

] Refer the issue to the appropriate department chairman

] Other (Please specify)

1
2
3
4
5
£
7
8

/e would like to know sowething about the decision-makins process in the
schocl of which you were principal durins the 1S7C-£5 school year. Please
indicate, using the code telow, how decisions releting to the following
areas of school pclicy were mace. (Vrite in the aprropriate number. )

Decision made at the central adminstration level without the
principzl®s involvement; i.e., policy handed down.

Decision made at the contral administraticn level with principals
called in for consultation and surgestions.

Decision made by principals hut with the approval of the central
administration, or under central s ministretion fuidelincs.

Decisicn made ty principals without the approval of the central
administration.

Decisicn made by indivicuzl teachers and department chairmen without
the approval of the principal.

Selection and hirin; of teachinp staff

Student discipline prccedures

Decisioas regerding the content of specific courses
Purchase of new equipment

Total school tu-lget

Decision to introduce a major new teaching technicue
Student dress ancd hair regulations

Yiploma requirements

Decision to introduce a new course

Decision to take students nn a field trin
Classroon teaching techninues

Necision to assign homework regfularly

i
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Lelow you will find a list of educational inncvations which were in effect
in your school (or for which dcfinite plans had heen made for imnlementa-
tion) as of the 12€¢-£9 school year. Tleasec indicate those innovaticns
introduced (or planned) durinc your term as principal nf the school.

Introduced
while Introduced Don't
Principal Cefore Remember
(1) (2) (3)




SECTION L

We would like to know somethins aterut ynur career in the field of education.

For how many years had you keen principal of the hirh school mentioned
on the cover as of (and including) the 12€S-%3 school year?

42/ (Please write in actual numher of years.)

Tefore the 13¢3-22 school year, 4id you ever hnld any other position in
that high school?

43/1 [ ] Yes
2 [ ] ¥

IF YES, rlease write in the title of any other nosition(s) yru held and
the numter of years you were sc errlcy:d.

Positicn Number of years

44/ 4¢/

Before the 13/C-€9 school year, did ycu cver hcold any position in a

different schocl in the same school district as the high schecel
rentioned on the cover?

49/1 [ ] Yes
2 [ 17Vo

IF YES, please write in the title of any cther position(s) you helZd and
the nunter of years you were so emrloyed.

Position Numter of years

S/ 52/

Rcfore the 1948-72 schu.i year were you ever employed in any capacity
in eny other school systen?

55/1 [ ] Yes
2 [ ] ik

IF YES, p'’2ase write in the title of any pesitien(s) you held and
the nuumter of years you were s~ emplcyed.

FPosition Numter of years
5¢/ 5¢/
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. 5. Ecw zre you presently employed? (Check one.)
«2/1 [ ] Principal of the same school as in 1570-6¢
2 [ ] Principal of another schocl in that school édistrict
3 [ ] Principal of a different school
4 [ ] Other pcsition in the field of education

(Vhat?)
5 [ ] Other occupation (VLat?)

SECTION C

Flease cozplete the following section.
1. Current age: years 8/
2. Sex: 1 [ ] Male 2 [ ] Female 11/

What was your father's occupation while you were growing up?

(93]
.

teacher or other educator

professional. seci-prcfessional

proprietor, manazer, executive

clerical, sales .
skilled

semi-sgkilled

laborer

farmer or farm ranager

unemployed

12/1

oS~ wWwN

WO~

4. Ecw zuch formal education did your rarents have?

Father Mother
14/ 15/

none
sone elementary school
finished elementary school
sone high s hocol

finished hizh schcool

scne cnlleze

sraduated froo collere

VY ™M S AW
PN N PN PN P PN -
PN PN PN P PN P PN e e—y
L s L S SSRGS I W Sy )

received 2 doctoral depree

5. In vhat type of e comrwnity did ycu spend the major part of your youth?

17/1 [ ] fam
‘ 2 [ ] snall towm
3 [ ] small city
4 [ ] larre city
5 [ ] cther (srecify) 368
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What typc of institution did you attend for most of your uncergraduate

educaticn?
17/1 ] Twp-year junior collere

] two or three-year ncrmal school

] Fcur-year teachers ccllege

] Racher preparation unit of a university

] Other unit of a university

] Literal arts collere (not rart of a university)

] Other (Flcase specify)

N UL W N
e p— P g P P

Did you have any craduate trainin? “cfore 15087

16/1 [ ] Yes
2 [ 1Yo

IF YES, did you receive most of your graduate training in a scheonl or
department of education or in sore nther division of the university?

19/1 { ] School or departnent of education
2 [ ] Other éivision (which?) _—
What was your major field of concentration? 27/1
21/1

What ceorees d¢id you hold in 19€E?

Since the 15(2-¢3 school year, have you had any additional formal education?
23/1 [ ] Yes
2 [ 1 No

IF YES, what type of education have you had?

24/1 [ 1 I have taken courses, tut not towards a specific degree
2 { ] I have worked tcwards a Master Degfree
3 [ ] 1 have completed work for a Masters Defree
4 [ ] 1 have worked towards a Doctorate
5 [ ] I have completed work for 2 Doctorate

THANK YOU VEPY UCL FOR YOUR COOPERATIOGN
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Columbia University in the City of New York | New York, N.Y. 10025

. BUREAU OF APPLIED SOCIAL RESEARCH 605 West 115th Street

Some time af0 we mailed you a auestionnaire and asked that
ycu fill it out and return it tc us. Many cf your colleagues
have already compled with thi, reouest, tut accerdins tc cur
records, we have as yet received no reply frop ycu.

First, let us frecly admit this seemine imposition on your
tire and good nature. Dlut, in the sawe spirit, let us assurc
you that the cause is not trivial. Tho views of every merter
of our sample are required to ¢ive rerresentativeness tc this
study of educational inncvations. Its rcsults will tc used to
identify the key factors that facilitate or hinder the 2doption
of innovations in urban hish schools, and will tc made available
to educators throuzhout the country %y the U.S. Office of Fducation.

In case you mislaid your carlier questionnaire, a durlicate
is enclosed. Vc would like to remind you that cvery item in
the questionnaire refers to the 19¢¢-75 schcel year and the
high schocl of which you were princiral at that timc,

If you have already returned cur cuestionnairce, pleasc dis-
regard this letter and accept our thanks for your cooperaticn.

Sincerely,

Margaret K. Melson
Project Pirector

370
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Columbia University in the City of NewYork | New York, N.Y. 10025

BURFAU OF APPLIED SOC!aAL RESEARCH 605 West 115th Street
Dear
Some time ago we sent ycu a Questicnnaire atout the 19€8-7C schnol year
in High School. Sincc wz have not received ycur ques-

tionnaire, we would appreciate your answerins the nuestions telow so that

we can determine the representativeness of those who did return cuestionnaires.
A self-addressed, stamned envelope is enclcsed for ynur convenience. Thark
ynu very ruch..

1. Fecr hew many years had you been principal of the Hick School men-
tioned aove as of (and including) the 19£7-F2 schorl year?

2. Age: 3. Sex:

4. Vhat degrees 4i¢ you hold in 15782

5. Eow are you presently employed? (Check one)

[ ] Principal cf the sare schocl as in 19€8-€%
[ ] Principal of another schocl in that school system
[ ] Principel in another school syster
[ ] other positicn in the field of education

(What?)
[ ] Other occupation (What?)
[ ] Retired

£. Would you please tell us why you were unabhle to corplete the
quest ionnaire?

Didan’t have time to answer the questionnaire

Cculdla't ottain and/or rememter the necessary information
Disapprrove cf questionnaires

Other (What?)

—— ey e
[P W iy S

THANK YCU FOR YOUR COOTERATION
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Columbia University in the City of New York | New York, N.Y. 10025

BUREAU OF APPLIED SOCiaL RESEARCH 605 West 115th Street

During the 19C€-£S school year your school system rarticipated in a study
of urtan high schools conducted ty the Naticnal Assocaition of Secondary
School Principals under the direction of Rotert J. Havighurst. The data col-
lected at that time, drawn from forty-four urban school systems, is presently
teing anelyzed by a tean of sociolorists at Columibia University with support
frow the Office of Education. The purrose of the study is to identify the key
factors that facilitate or hinder the adortion of educational innovations.

To make optimum use of the HASSP data we are asking you to help us cttain some
additicnal information.

There are twe trief auestionnaires enclosed. One of ther is to te filled
cut by the indiviiuzl who was superinzencent of the School
System during. the 1558-£C school year. If this inaividual is not longer work-
ing for the school syster, we would acrreciate having it forwarded to his
creseni address. The second cuestionnaire (which reauests factual informa-
tion about the 15£8-FS school year) may be comnleted ty anyone presently em-—
rleyed in the Central Office of the school systemn.

’e understand that questionnaires are an inconvenience and have there-
fore made toth as short as possikle. We hope that we can count on your taking
part in this study and we will be ¢lad to send you a copy of our final report.
If there are any orotlems or guestions, please do nct hesitate to write or
call us.

Sincerely,

Margaret K. Nelson
Project Director
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all information is conficdential. The results will te putlished only in
statistical form.

Most cuestions can be answered bty a check-nark or numter. If you wish tc
explair your responses, jot your corments in the marcin.

then cormpleted, please return the cuestionnaire in the enclosed envelope.

SECTICN A

We would first like to know scmething atout your career in the field of
education.

For how nany years had you heen superintendent of the schocl system
mentioned on the cover as of (and including) the 19¢%-(S school year?

13/ (rleaee write in actual nurter of ycars)

Zefore the 15€C-“5 school year, did you ever hold any cther pesition in
that school system?

1€/1 [ ] Yes
2 {1 M

IF YES, pleasc write 1a the title cf any other position(s) vou held and
the number of years you were so erployed.

Position Pumter of Years

17/ 19/

Lefore the 1%€8-fS schecol year were you ever employel in any caracity in
another school system?

22/1 [ ] Yes
2 [ ] Mo

IF YES, please write in the title of any position(s) you held and the
nunter of years you were so enployed.

Posit ion YNumter of Years

23/ 25/ 374
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4. Low are you presently employed? (Check one)

2871 [ ] Superintendent of the same school system as in 10£8-¢%.
3 [ ] Superintendent of a different school System.
3 [ ] Other position in the field of education.
(What?)
4 [ 1 Gther occupation {"hat?)

SCCTIOM B
Flease complete the following section.
1. Current are ____ Yyears

2. Sex 1 [ } Male 2 [ ] Ferale

3. What was your father's occupation while you were growins up?

(W)
w
~
=

teacher or other educator
professicnal; semi-professional
proprietor, marager, executive
clerical, sales

skilled

seni-skilled

laborer

farmer or farm canager
unemployed

VIO NN ESWN
ey (e (e gy gy p— p—
[P W S Y Py Sy Sy W

4. %ow much formal education did your parents have?

Father Mother
35/ 3¢/

none

some elementary school
finished elementary schocl
some high school

finished high school

some college

sraduated from college
sone post-graduate work
(M.A., etc.)

received a doctoral degrec

NN W

(&

5. In what type of 2 comnunity 2did you spend the major part of your youth?

37/1 (] farm
2 [ ] small town
. 3 [ ] small city
4 [ ] large city
5 [ 1 other (specify)
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‘hat tyne of irstituticn éid ycu atten’ for most of your undercraduate
y
education? (Check only one.)

38/1 Two-year junior colleve
Tvo or three=yzar rormal school
Four-year teachers college
Teacher preparation unit of a university
Other unit of a university
Liberal arts collere (not part of a university)
Gther (Please specify)

Jid you have any praduate trainine before 377

3c/1 [ ] Yes
2 [ 1Y

IF YES, did you receive most of your graduate traininc in a school or
department of education or in sore other division of the university?

33/1 { ] School or demartront of education
2 [ ] Other divisior (vhich?)

¥hat was your mzjor field cf concentraticn?

that degrees 4id you hecld in 12€E€7

Since the 17£3-FS school year have yo had any additional formal
education?

43/1 [ 1 Yes
2 [1 e

IF YES, what type of educatior have you had?

44/1 I have taken course, hut not towards a specific derree
2 I have worked towards a ilasters Degree
3 I have completeé work for a Masters Derree
4 I haeve worked towards a Joctorate
5 I have completed vork for a Doctorate

TAMK YOU VERY MUCP” IR YOUR COCPFRATIC!
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CENTRAL OFTICE SURVEY: QUESTIONNAIRF




If any of the information requestecd cn the following pares is availatle in

putlished form, we will te plad to purchaee the necessary publications. Please
send bills to

Margaret K lelson

Projecct Zirector

fureau of Applied Social Research
€05 YWest 115th Street

New York, Wew York 10925

Vere the teachers in the school system reprasented by a teachers' unicn
durine the 12f8-72 schonl year?

YES

NO

Were any high echools in the school system desegrepated throush 2 ruline
from the Central Office or by Court Crilar prior to or during the 10€8-69
school year?

YES
1'0

IF YES, rleasc list their names:

vas the Centrel Cffice of the schocl system divided into a number of smaller
district offices (i.e., decentralizaed) prior to or during the 19€€-69 school

year?

YES

VO

IF YES, pleasc usc the space below tc state the number of District Offices
and the range of respcnsibllities acccrded them. .
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4. a) "hat was the total iigh Schcol hudeet during the 19€8-F2 school year?

$

L) Flease explain on what basis the tctal tudzet was distributed among the
various high schools in the school systen.

c) Pleasc attach any availatle additioral informatior about the 19¢€8-€9
budgets for the lLich schools. e would especially appreciate information
about grants (Government or Privete) for the purpose of introcucing new
educational programs.

5. In the space below, please list the titles of the adrinistrative pnsitions
in the Central Office or attach 2 shcet with an crcanizatioral chart.

'ame of person
completing oucsticnnaira:

(Title)

THAFE YOU FOR YOUR COOPERATION 379
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SURVEY OF JUDGES:

COVEPR. LETTER aAND RATING FORM




Columbia University in the City of New York I New York, N.Y. 10025

. BUREAU OF APPULIED SOC'AL RESEARCH 605 West 115th Streot

April 26, 1973

The enclosed rating forms, forwarded to you by Dr. John Henry Martin,
are part of a study being conducted at Columbia University with support from
the Cffice of Education. The purpose of the study is to identify the key
factors that facilitate or hinder the adoption of innovations in urban high
scnools. The major part of the data on which this study is based was col-
lected during the 1968-69 school year by the National Association of Secondary
School Principals under the direction of Dr. Robert J. Havighurst. Ques-
tionnaires were maziled to 700 high schcol principals in forty four major
cities, The questionnaires included brief definitions of thirty-two innova-
tions and inquired whether they had been adopted in the school or whether
they were under consideration. The defiritions of the innovatiomns, as they
were preseated to the principals, are reproduced with the rating forms.

Trhe principals' questionnaires provide us with much information about
+t= high schoc's which will enable us to explore the relationships between
tke rate at wizach a8 school adopts different types of irnovations and such
variables as organizational complexity, racial makeup of the student body and
style of staff leadership.

Of course, not all icnovations are of equal value, and the fact that
certain innovetions are widely adopted does not mean that they are worthwhile
or suitable for the schools adoptircgz them, We are concerned, therefore, about
measuring the value of these thirty-two innovatioos as judged by experts, and
then determining the extent to which a school adopt. innovations which are
cppropriate i1n terms of its own organizational needs and the needs of its
students. We are asking you as a member of the National Parel on High Schools
ard Adolescent Education to complete the enclosed rating she2ts which are de-
signed to give us your expert Jjudgment on five criteria for each inncvation.

If you have any questions about the rating forms or any other aspect
of this study, please do not hesitate to write or call us (212-250-2895).
Trank you in advance for your cooperation.

Sincerely,

Margaret K. Nelson
Project Mirector




2)

3)

k)

5)

QUESTIONNAIRE FOR JUDGES OF INNOVATIONS

udge each innovation listed on the attached forms according to the fol-
our criteria:

e

Educational worth or value when properly installed: indicate what you
?elieve to be the educationel worth of each innovation from (1) 1ow to
5) high.

Administrative or organizational effects: indicate whether you believe
the innovation to entail: (1) Ifajor administrative difficulties; (2)
Minor difficulty; (3) A positive contribution to adminis.ration.

Type of student: indicate the type of student for which you feel the
innovation is best suited: (1) Below average academically; (2) Average
acaderically; (3) Above average academically.

Type of school: indicate the type of school for wkhich You feel the inno-
vation would te best suited using as a basis for determining “complexity"
the variety of different courses, programs and specialists already being
offered: (1) Low complexity; (2) Medium complexity; (3) High complexity.

Extent to which the innovation would be preserved: indicate your estimate
of the chances that the innovation would be preserved as designed when
implemented in a school: (1) Low chance for preservation, i.e., innova- °*
tion likely to be "watered down® when implemented; (2) Medium chance for
preservation; (3) High chance for preservation as designed.

Brief definitions of each innovation may be found on the pages following the
rziinz forms.

Co
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APPENDIX F
COMPARISON OF RESPONDENTS AND NON-RESPONDENTS:

PRINCIPAL'S QUESTIONNAIRE
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COMPARISON OF RESPOMDFNTS AND NOMN-RESPOMNDENTS:

PRINCIPAL'S QUESTIONNAIPE

As we mention in Chapter I, the information about the Principals comes
from a survey which wes conducted during the 1972-73 school year, four years
after the original deta was collected. A questionnaire was mailed to each
individual who had bcen a principal in a high school that participated in thc
original NASSP study. As was anticipeted, many of the p;incipals were no
longer associated with the same school as fcur years before, many of them had |
retired and quite a few were unavailablc -~ cither because the school had no
forwarding address or because they wcre dcceased. Three hundred and seventy-
seven principals did return full questionneires (56% cf the total pcpulation).
An additional 101 principals responded to an ebbreviated form of the question- 3
naire which enabled us to do a rough analysis of respendents vs. non-responcents.
Obvicusly, however, we have no wey of knowing in what ways the 189 principals |
who did not respond at all differ from those who responded to either the long
or the short questionnaire. Thus our comparison cf the respondents and non-
respondents does not fully solve the problem cf potential bias in cur analysis
in Chapter VIII.

In Table F.1 we compare the resprndents and non-respendents along 2 num-
ber of different dimensions: number of years as principal, age, sex, educe- |
tion and pesition as of 1972-73. It is in the first and last of these that
we find the major differences between the twc groups. Those principals who

d4d nct respond tc our initizl survey had, es of the timec of the NASSP survey

F-1 |

Q- 386




F-2

‘ (1968-69), already served in the schocl for almnst sever years anc were less
likely tc still be there as of 1572-73. Many cf them had woved on tc cther
schools or other cccupations and cver ~ quarter of ther had retired. The sare
differences wiuld probably emerge -- even rmcre clearly -- among those princi-
rals who respended tc neither the long ncr the shert questionnaire. Many of
ther were retired and could nct be located. Thus we assume that our sarcle
is biased towards the younger principals and/or those who remainec in the

school system for a consicerable period of time rather than leaving fer other

occuratioans.
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' TABLE F.1

COMPARISON OF RESPONDENTS AND NON-RESPOMDENTS

RESPONDENTS HON-RESFONDENTS
(Long Questionnaire) (Follow-up Ouestionnaire)
Mean Number of
Years as Principal
(as of 1968-69) 5.4 6.9
Mean Age
(as cf 1968-69) 51 52
Sex
Male 947 937
Fenmale 6 1
100% 100Z
Education Level
Less than an M.A. 5% 2%
M.A. Degree 81 83
More than an M.A. 14 15
1090% 109%
Position in 1972-73
Principal of same
school as in 1968-69 4772 27%
Principal of different
school 16 21
Other Occupaticn 21 26
Retired A5 26
100% 100Z
N = (377) (101)

388
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SULVEY OF EXPERTS

In the Spring of 1573 2 rating f-rm vas mailed to 13 judges, rereters cf
a naticnal panel cn secrndary s:xhcrl education, throuch the office cf the yanel
choirman. [y the fall ~f that ycer, seven cucstiornaires had teen roturned. A
f~117w-u letter *rought in twe rore questicnnaires, ‘Frincing the total to nine,
or approxinately 727 »f the rancl. Threc of the reuaining four ranel nexers
cxplainzd their men-resp-nsc: cnc panel rirter responded that he never partic-
iratcé in such surveys, ancther felt that he wes nct qualified to judec the
innovaticns, and the third was trc ill Auripp that rericd tn devete careful
c-nsideraticn te the nuisticnmairc.

The cucstinnnairz (a copy »f uvhich £-1lcws this discussirn) listed the
ina~vaticns and aske? the juipes t- ratc then aleng five criteria —- the three
?iscussad in Cahpter II (Quality, Admiristrative Difficuley, an” Dura*ility)
an? tw~ acditicnal cnes vhich are cx-laincd in m~re fetail teiow (Type cf Stu-
Aent and Type of Sch~cl for which the imnciv-ticon is mrst suited).

Frr the first thrce items op the cucsticnnaires the responses of the
juipes were such 2s t~ 2115w us to tatulate the informatien and employ it in
~ur analysis. Iy and larpc, as noted in Tharter II, therc was a hich feerree
of c~nsensus for ecach cf the inncvati-ns cn 2ach ~f the three criteria of oual-
ity, acuinistrative difficulty ani Jur<’ flicy. The £inal twe items gave us
lass clear snswers. Ir '~th cases, an “v.rrhelming response was a fourth op-

‘ ti-n ~f ‘all"” which ¢i? n-t ciffercntiate antng the types of schecls or stu-

dents “ut incicated that the innivaticn was caually eppropriate for ell of

Q G-1 390
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ther.  This mcens that a'rinistrators when trying te select cducaticral innnve-
tirns which will suit their sch ~1ls oot very littl: clear guilance from experts
as t- vhether the inn.vatirns arc, ir f2ct, appropriate. This may e Tccause,
in fact, the imncvaticns are "universzl” in aprlicerility. It may aler indi-
cate that nc enturh rescarch is dene stccifyine the types of students whe re-
czive. the grcatest tencfit fror a spccific inncvati-n ~r specifying the type
~f sche-l which cen test handle the chancc.  The problem may alsc have ‘een in
thc ;hrasine -f the nuestirn — 2t least frr the item askine for distincticns
lctween the types of schonls. Severnl ju?ros rostended thet they 217 not uncer-
stznd the question and left this chlurr *lark. The cthers may well have checkecd
the colun All as 2 way of handlir-~ thoir loct of certainty as t- the meaning
~f the questicon.

Nur reasen for asking thcse tw- cucetirns ves s that we could make judo-
Cents a¥3ut whether schrcls selccte? inn-voticns ~n ar informed hases. The
lack ~f any clear indicaticn fren the jud-cs rake it ioressitle frr us to leter-
riine the apprarriatencss ~f ~~st ~f the inncvaticns for the specific schecls in
vhich they are usceé. Ilowever, therc ~ro s =c intcresting rattcrns in the re-
sprnse ~f the judees an’ these are liscussce” “ricfly belew. .

L~ king ever the jud~as' resperscs t~ the oucstien ~f what tyre ~f stu-
Zent the inncvaticn wruld *c nmest uuite” f~r (T2l le G.1) we can sece that in
all ‘ut twe -f the cascs at least half ~f the judges checked the cateprry all”
vhich ray indicate that we arc nct di-lir~ vith a prcup ¢f inncvatiens with
~nly 2 narrcw rante - £ aprropriate usz. Thore 2rc alse srme irteresting nat-
terns in the resp-onses f the juires. Inncvati ns which visht rensrally he
classed uncer tae headin~ ~f ‘teachine ~ifs ~r “mechenical eids” werc nrre

likely t- *c checke? as “ein- appropriete for ‘average' ~r ‘hclow averare stu-
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‘ TALE G.1 |

' DISTRIZJIIOS OF RESPCSES TC NURSTIGY

O APFROFRIATENESS OF IIJIVTATIONS T'CR TYPES OF STUDENTS

Tyre ~f Student
fer Uhich Innevation
is Mr.st Suitable

Telru Ateve
Inncvatizns Av.ra~c  Averare Average  All iT*
Teachin: Teaus 1 3 S
Televisicn Instructi-n 1 2 5 <
Zrrgramcd Instructirn 3 1 5 5
Tecaching .fachines 1 3 4 r
Language La‘r-ratcry 2 3 5 17
Telephene Anplificaticn 1 2 € 2
Sirulaticn and Caming 1 1 7 S
Nrn-praded Iragranm 2 1 7 "
Centinunus Freoress 2 a
Directed Stuly 1 1 4 4 1¢
Independent Study 7 2 ¢ 3
Flexitle Scheduling 1 a ¢ |
Teck-to-Tack Schedulins 1 7 9 i
|
Instructicnal iaterial Center G 9 |
kescurce Center ¢ 9 |
|
Schecl~within-Schecl ¢ z |
1
Ontisnal Attendance 7 1 & }
N |
. AFinal cclunn representc? the total ru~ter ~f rosponses. Fumbers vary |
tecause judses werce zllowed tr rabe pore than cne chrice snd tecause |
net 211 judges made o judpment - ocach inn-vatien. }
|
) 1
ERIC 9=



‘ Jents  teachiny wmachines, ;rograrmcd instructicn and langaagc lat-retory. 4=
rarently the judges folt thet such instructicnzl technicucs woul? Yo of nore

usc here than frr the o% ve average studonts. These innevatirns vhich were

|
i
|
|
|
|
} ~rst frequently jucred as cing of ercatcr velue fer the “atove averame stu-
sents were innovatiens which require 2 cormitnment on the part cf the student
an" -rorf that they can he trusted: ‘ircctc’ study, in'epentent stuly and or-
ti~nal attcencdancc. It scems t~ us that herc the judges were resnending nore
tc an inmage cf vhet an  atcve averagce’ sFu”ent is 1ike (an?d assuming that
they are less likcly t- 2*use the rrivilcscs inherent in thesc inncvaticns),
than vhethcr they wruld actually *¢ ~f ercatcr cluceticnal valuc to them,
|
\
|

As was true with the judgces' ratings on the tyre of student for whick

the innocvatizns werc rest suited, when the judges crnsicored the inncvaticns

h

in terns of ty.e of schnols, ricre ~ften thar not, a fair preporticn of the
julges selectcd the cateocry “all  (Takle G.2). However, a fair number of the
judpcs als: selected the category «f  hisk cepplexity -- indicating thet in
ttcir opini~n sch~cls vhich 2lrcady rin 2 reletively c~mplex progran can rere
successfully and nrcre atvantagenusly intr~cuce new proerars. (A3 ve have seen
in Chapter VI it is truc that the more ccmrlex scherls d- inncvate at n higher
ratc than thcse vhich rffer 2 snall ransc ~f courses.) In any case, it is
interesting to o te that it is srimarily th-se innovaticns which weuld reauire
a‘ninistrative flexi*ility with resard t~ *cth teachers anc students -~ ¢.o.,

teaching teems, independent stucy, flexitlc schaduling, sche~l-vithin-scherl -~

that the judpes fclt were mcst likely t- “c successful in mere corglex schorle.
14 Y 4
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‘ T47LF 6.2

pISTLII UTION AT 7ETars<e T¢ QULeTIoN

Ol APPR0PLIATENESS CF LINIOVATICNS FOL. TYPFS OF SCHQOLS

Type of Schocl
for Which Inncvaticn
is Mcst Saited in Terms
of School Complexity

Inncvations Lew  Tieddus Hi-h Al "
Teaching Tecanms 1 A 2 7
Televisirr. Instructicn 1 2 4 7
rrogromoe” Inmstructicn 2 3 2 7
ieaching i‘achines 2 3 2 7
Language Le“~rat-ry 1 3 3 7
Telephrre iSmrlificaticen 2 5 7
Simulatirn an< Ganinc 3 4 7
iIrn~grades. v rar 1 2 2 2 7
C.ntinurus Trosress 1 1 1 3 4
Directed Stuly 1 3 3 7
Inlerendent Stucy 1 4 2 7
Flexi*le fcheduling 1 4 2 7
Tack-tr-Tack Scheduling 1 2 4 7
Instructicrn ‘faterial Center ? S 7
Lesrurce Center ‘ 1 2 & 7
Sch~z1l-within-Sch~~1 1 1 4 1 7
Crtirnel itteninnce 2 3 2 7
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TALE B.1
PEECENT OF SCHOOLS WITF AT LEAST 17" STUDENTS

IN EXCESS OF CAZ/CITY IY I/CIAL COPOSITION

S — —— e g

——

Percent of Schocls with Major Overcrowdins

Racial Compesitiop (over 1"° students in excess of capacity)
WBITE 547

(320)
WBITF INTEGFATED 51%

(122)
LLACK INTEGRATED 47

(41)
ZLACK 417

(117)

TATLE 1.2

PERCENT OF SCFOOLS WITH HIGH INMOVATIOMN FATFS

(5 OR MOLE) .Y OVERCROVDING A'™D FACIAL COMPOSITION

Qvercrcwdine
MINTHY 4AJOR - .
(1°" students (uver 17 students Fereent
Racial Ccwrositicn or less) in excess) Difference
WEITE 512 457 - 2%
(147) (173)
WHITE INTEGFATED 32% 287 - 47
(59) (£3)
TLACX INTEGRATED 5% 427 -17%
(22) (1%)
LLACK 377 547 +177
(¢3) (42




TABLE H.3
PERCENT OF SCHOOLS WITH HIGH INNOVATION

RATES (5 OR MORE) BY NUMBER OF SCHOOL SESSIONS

Number of Percent of Schools with High

School Sessions Innovation Rates (5 or more) N
Single Session 452 409
Double Session 447 181
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TARLFE 1.1

FEKCENT OF SCHOCLS (ACADENMIC, VOCATIONAL

AND CO¥PPEREISIVE) IM WFICi. EACE

OF THE INVOVATIONS IS IN USE

Innovations

Teachins Teams*
Television Instruction
Prosrammed Instruction
Teaching Machines
Lanruare Laboratory
Telephone Amplification
Simulation or Gamin:
tlon-graded Pro;rams¥
Continuous Prosress*
Directed Study**
Independent Study***
Flexitle Scheduling
Back--to-Rack Scheduling
Instructional Materials Ccantor*
2csource Center®
School-within~School

Optional Attcndanc.*

Acaderic Vocational Comprehensive
392 9% 447
16% 227 38%

87 177 227
257 10% 17%
587 137% 72%

Y 07 87
197 20% 267
197 177 267

47 247 207

o7 27% 30%

ez 16z 327

8z 177 17%
1% 177 327
357 50% 487
237 38% 417
15% 207 117

v 37 27
(24) (3¢) (514)

*High Quality Innovations

hY

**Innovations most appropriztc with above averzre studcnts (cf. Appendix G).

***Hirh Quality and appropriatc for above averare students.
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. TLELE 1.2

SCFOOL SIZE EY SCHOOL FUtCTION

€chool Function

School Size Academic Vocational Comorehensive
SMALL 197 €67, 307
MEDTU:1 44 25 41
LARGE 31 _9 29
1007 1097 1007
¥ = (26) (34) (514)
TABLE 1.3

PERCEI'T OF COMPREHENSIVE SCHCOLS VIITYH
FIGH IUINOVATIOH FATES (5 OR MCEE}

£Y SCHOOL SIZE

Percent of Schools with

€chool Size kEich Innovation Pates
SMALL 407
(164)
MEPIUM 517
(227)
LALGE 457
(157)

100
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Tr8LE T.¢

DESCE'T OF SCFOOLS VITh [RECUATE

-

PHYSICAL FACILITIES 2V SCEOOL FUI'CTION

Pcrecent of Schools with

School Function adequate Facilities
academic 33%

(26)
Yocational 447

(34)
Coxprehensive 487,

(514)

TLELE 1.5

PEPCEL'T OF SCHOOLS WITH HIGE IFNOVATICH
RATES (5 O MO"Z) EY ADEQUACY OF

PEYSICAL FACILITIES A'D SCIOOL FUNCTION

Adcquacy of Fhysical Facilitics

€cho~l Functicn Inadccouate  Adequate
Acedenmic 227 387
(18) (8)
Voc~tional 137 177
(1€) (12)
Comp rehensive £37 557
(224) (26¢£)
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TABLE I.€

NUMBEL OF GRADES BY SCHOOL SIZE

NMumter of Grades

School Size -Twe or Three Four Five or Six
SMALL 30% 25% 38%
MEDIUM 42 39 47
LARGF 18 3% 15
100% 1007 1007
I (262) (27¢) (67)
TABLE 1.7

PUICTHT OF SCIOOLS WITH HIGH

I:TNOVATION LATES (5 CR MOIF) BY

SCHOOL SIZE AMD MNUMETT. OF GEADES

Mumber ~f Grades

Schocl Size Two or Threc Four Five or Six
SMALL 417 37% 447
an (€7) (25)
MEDIUM 547 417 597
(110) (100) (32)
LALGE 507 397 557
" (69) (93) (9
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ITEMS USEL T0 CREATE Prog

TABLE I.:

I-5

LM COMPLEXITY INDEX

ITEMS

G-21. 1s remgdial lanfuaie areg skills
trainie~ offered for tenth gradcrs.

G-22. 1s "advanced™ ¢ “honors" English
offerar; ip your gcheol. . .

G-36. How nZny differgme foreirn lan~uases
are affercd atr ghe first year or
berinninp lcvely

ncne

cne .

two. .

three

four . .« e e

five or more .
G-40.

G-41,

G-50,

G-51~
56,

Ig instructiﬁn

lenfuare cffepcd in your g

Is an accelepgetio
vith local cnlle
cffered in your schoel.,

hrc CCogeratiive
Jcintly spamscre
businesses. offe

Is occupagicnal

skills ip the fo

at your gchool:

in Enrlish a8 a sceond

chcol .

~¢s and universiticsg

red at your school,

llcwine arens cffered

arriculture/hﬁrticulture.

business/commercial .

health. .
hene econcnmics.

n procrap in conperation

verk exrerionce Pregcrams,
d by the schocl and 1ocal

ecucation fcr job entry

distributive occupatirns, .
industrial occupations.

Percent of Schools Including
the Item in the Proeram

e+ . . 897

Y 74

- . €%

I 4
- 17%

. . 267

e . .. 267
... 167

voe e .. 297

. 88%

s e+ . . . 13%

e . . 367
<. . 707

. . 667

. 28672

. 33%
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‘I’ TARLE I.9

PTOGriM COMPLEXITY BY

ADEQUACY OF PFYSICAL FACILITILS

~ Adequacy of Physical Facilities

Progran Conplexity Inacdequate Adequate
Low (0 to J) 367 36%
MEDIUM (3 or 10) 29 35
RIGE (11 or rore) 33 229
100% 1007
= (347) (313)
TABLT I.10

PERCENT OF SCHOOLS WITH EIGP
ADVMINISTRATOR~TEACPER RATIO

(1:10 OR LESS) EY SIZL

Percent of Schools with Hirh
School Size Alministrator-Teacher Ratic

SMALL 417
(16%)

MEDIUM 50%
(23%)

LARGE 49%
(162)
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TARLE I.11

ADMINISTRPATOF-TEACEER U\TIO EY SCHOCL FUNCTION

Schcol Function

Adninistrator-
Teacher Ratio Academic Vocational  Conprehensive
HIGH 327 33% 287
MEDIUM 31 17 42
Lov 37 _50 30
1007% 1007 1007
M= (16) 12) (305)
TABLE I.12

PERCENT OF COMPREHENSIVE SCROOLS

WITP HIGE INNOVATION ZATES (5 OR MORE)

BY ADMINISTRATOL~TEACVER RATIO

Administrator- Percent cf Schocls with

Tcacher Ratic Viph Innovaticn Lotes
HIGHE 57%
(¢5)
MEDIUM 53%
129)
Lou 477
(1)
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APPENDIX J
SUPPLEMENTARY TABLES
FOR CHAPTER VII

(Excluding Autonomy Analysis)
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TABLF J.1
DISTRIEUTION OF SCIO0LS
BY PERCENT OF TEACEING STAFF

WITR AT LEAST AN M.A. DEGREE

Percent of Staff

with at Least Percent Number
an M.A. Degree of Schools of Schools
0 - 20% 9% 58

21 - 30% 21 130

31 - 402 20 127

41 - 50% 21 129

51 - €07 1€ 101

617 or more 13 15

———aen




TABLF J.2

DISTRIBUTION OF SCiCOLS

BY MEAN LENGTH OF TE/CFING EXPERIENCE

Mean tumber of Years Percent 'umber
of Teaching Experience of Schools of Schools

4 or less 117 74
5 10 60
6 14 89
14 88
8 19 122
9 14 91
10 6 47
11 4 24
12 or more - 36
1002 (639)




“I' TARLE J.3

MEAN LENGTH OF TEACHING EXPERIENCE BY PERCENT OF

TEACHIWG STAFF WITE AT LEAST AN M.A. DEGREE

Percent of Staff with
at Least an M.A. Degree

Mean Length of LOW BIGhH
Teaching Experience (0-40%) (412 or more)
LOY (0-7 years) 602 432
HIG: (8 years or more) 40 57
1007 1002
N = (310) (300)
TABLE J.4

DISTRIBUTION OF SCHOOLS BY TEACHER TURNOVER

Average Yearly Percent Number
Teacher Turmover of Schools of Schools
0- 52 25% 164
€ - 102 3 223
11 - 15% 22 143
15 - 202 11 75
21 - 25% 5 36
26 - 30% 2 11
317 or more 1 _ 8
1007 (660)
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‘ TABLE J.5

TEACLER TURNOVER zY RACIAL CCHPOSITION

Pcrcent of Schools with High
Racial Composition Teacher Turnover (11% or more)

WHITE 367
(321)

VHITE INTEGRATED 51%
(124)

BLACK INTEGRATED 54%
(41)

BLACK 45%
(119)

TABLE J.5

PERCENT OF SCEOOLS WITH HIGH INMNOVATION RATES
(5 OR MOTE) BY TEACHEP TURNOVER,

TEACEED MOFALE AND RACIAL COMPOSITION

TUPNOVER
Low High
Morale
Racial Composition Lov BIGH Low HIGH
WHITE 43% 457 447 €47
(16) (190) 27) (88)
WHITE INTEGRATED * 28% 24% 35%
(@) (53) (29) (34)
BLACK INTEGRATED * 612 47% *
(6) (13) (17) (5)
BLACK 187 457 4e% 452
a11) (55) (31) (22)

sThere are too few cases on which to base a percentage.
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TABLE J.7
RACIAL COMPOSITION OF SCHOCL STAFF

BY RACIAL COMPOSITION OF STUDENT BODY

Student Racial Composition

Staff Racial

Composition* WEITE WEITE INTEGRATED PLACK INTEGRATED  BLACK
WIITE 99% 93% 652 8%
WHITE INTEGRATED 1 7 30 3%
BLACK INTEGRATED  —- -- 5 20
BLACK il = - 38
100% 160 1007 100%
N= (304) (125) (40) (128)

*Staff racial composition is defined in the same manner as student racial

composition: White: under 207 Black staff; Vhite Integrated: 20-25%

Black staff; Black Integrated: 50-807 Black staff; Black: over 80% Black

staff.




APPENDIX K

TEACHING STAFF AUTONOMY: ANALYSIS
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TEACHING STAFF AUTONOMY: ANALYSIS

In Chapter VII we discuss the problems surrounding our measure of the
autonomy of the teaching staff and our preliminary conclusion that, in fact,
there is relatively little autonomy granted to the teachers in urban school
systems. Here we would like to pursue the findings that emerged from our
rudimentary analysis of autonomy and its relation to innovation as well as to
several other teaching staff characteristics.

In Table K.1 we present the entire distribution of schools along the
variable as defined in Chapter VII. As wec can see, there is very little varia-
tion among the schools in our population. In Table K.2 we show the relation
of autonomy to the number and quality of innovations adopted in schools. This
data indicates that the degree to which tecachers are granted autonomy within
a school is related in a curvilinear manner tc the adoption of innovations.
Although the differences are not large, the data suggest that some interme-
diate level of autonomy engenders the most innovative climate. Perhaps where
the teachers have very littlec autonomy they offer little in terms of sugges-
tions for innovation and, perhaps, when they have a grcat deal of autonomy,
they resist any demands frcm the administrative staff that they change their
teaching techniques. ‘

Degree of autonony of the teaching staff is more clearly, positively,
related to the properticn cf innovations of high quality which are adcpted in
a school. Presumably the staff can act as a good filter if they are given a

chance. Teachers mey have more reliable instincts about which innovations

K-1 413



K=-2

TAELE K.1

DISTRIBUTION OF SCHOOLS BY TEACHER AUTONOMY

Teacher Autonomy:
Number of Decision

Areas for Which Percent Mumber

Teachers have Responsibility of Schools of Schools

None 9% 23

1 22 59

2 42 113

3 20 53

4 6 15

5 _3 1
100% (270)

TABLE K.2

INNOVATIOM RATE AND PROPORTION OF FIGH

QUALITY INNOVATIONS ADOPTED BY TEACFER AUTOMNOMY

Teacher Autonomy:
Number of Decision

Mean Prcportion

Areas for Which Percent with Mean Number of of Quality
Teachers have High Inncvation Inncvations Innovations
Responsibility Rates (5 or more) Adopted Adopted (N)
Low (0-1) 49% 4.4 39.7 (82)
MEDIUM (2) 53% 4.9 46.9 (113)
EIGH (3-5) 44% 4.8 47.7 (75)
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k-3

‘ will work well than acministrators who heve nct recently -- or never -- worked
with students directly in a classrocm scttinec.

The frequency with whick the principal met with his z2¢éministrativc stoff
was a variable which helped us uncerstand the distribution of pover and author-
ity within & schocl. Thercefcre we turn ncw to the same variablc for the teach-
ing staff, anticipatinz that it will be peositively related to innovation as it
indicates = greater willingncss to explore and discuss ileas. In fact, this
is the case although the relaticnship is quite a weak cne. Mectings between
teachers an? principals are prctatly less often a forum for the exchange of \
new ideas than reetings betvecn the administrative staff end. the principal

(Table K.3).

TABLE K.3
INNOVATION RATES AND PROPORTION OF
HIGE QUALITY INNOVATIONS ADOPTED BY

FPEQUENCY OF TEACKING STAFF MrETINGS

Meen Proportion
Fercent with *fcan Nunter of | of Quality

Frequency High Inncvation Inncvations Innovntions
of Mcetinzs Rates (5 or rore) Adroted Acopted 1)
INFREQUENT

(1 or less a month) 45% 4.3 41.5 (60)

MODERATELY FREQUENT
(2 a centh) 487 4.7 46.0 (186)

VERY FREQUENT
(3 or more a rrnth) 53% 5.0 45.5 (113)
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As we would excect, when the principzls grart the teachers mecre autonony

they erec also likcly to moct with them more froaucntly: ncetings are nocessary
to discuss policy when the distributicn of authority ie less highly central-
ized (Teble ©..4). Exarining the effects of the two variables (autoncmy and
frequency of neetings) sinultarzously on innovation discloses en interesting
finding (Table ¥.5). Peading verticelly we note that although mectings may

be more necessary when there is a relatively high degree cf autonony, the fre-
quency with vhich the principal meets witk: his teeching st2ff hes a pcsitive
relaticn tc inncvation cnly under conditicns of low cr nmoderate autonony.

This suggests th2t when the teccaers have nnt been granted autcnomy the rect~-
ings arc necessary tc cnsure that the staff has input inte the innovation pro-
cess. Mcrccver, in these instances where the teachers have low eutcnomy but

the opportunity tc interact with thc principal ard discuss their ideas, the

wost inncovaticn takes place.

TABRLE ¥.4

FREQUENICY OF MEETINGS BY TEACKER AUTONONMY

Frequency
of tlectings

INFREQUENT
(1 or less a wmenth)

MODERATELY FREQUENT
(2 a wonth)

VERY FREQUENT
(3 or more e centh)

2

Teacher Autcncny

LoW HEDIUM YIGH
(c-1) (2) (3-5)
23% 137 16%

b6 55 58
31 32 26
1002 1007 1002
(82) 13  (75)
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TABLE X.5

PERCENT OF SCi'COLS WITH RIGF IiNOVATIONW
RATES (5 OR i107Z) 23Y FRIQUIHNCY OF MEETINGS

AND TEACFER AUTCNOMY

Teacher Autonomy

Frcquency Low MEDIUM HIGH
of Mectings (0-1) (2) (3-5)
INFREQURNT 40% 39% 42%
(1 or less a menth) (13) (13) (12)
MODERATELY FREQUENT 477% 512 447
(2 2 1vnth) (38) (63) (43)
VERY FREQUEHY s7% €27 45%
(3 cr rore a month) (26) (37) (25)

There is very little difference in the degrec of autencry franted to
tcachers in schools by the degrce to which the teachers ere professicnal in
terms of training cr experience. [ well-trained or highly experiencec staff
can n¢ more clair, autcnomy than e staff lacking these qualificatirns. Powever,
if we cxasine the cffects cf expericnce an? autonouy sizultanccusly cn the
inncvation ratcs in the schozl an intcresting findins crierges (Tatle ¥.€).
Althcugh there arc very few cases, the dats suggest that it is schools with
new teachers anéd low teacher autcnony which are the ricst inncvative: the new
teachers are open to surgesticn and because they de net have a major impact on
administrative decisicns, they offer littlec resistance. Cenversely, it is
schools with highly expericmced teackers and a high degree of autonomy that
are the least inncvative: these teachere cffcctively rcsist administrative

control cver their actioms ard blcck chenge.
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TALELE K. €
PERCLNT OF SCHOOLS WITH HIGE INNOVATION
RATES (5 CR MOTI) BY TEACKRING STAFF HUIISLR

OF YEARS EXPERIEMCE AND AUTONOMY

Mean Number of
Years Experience

Teacher Autonory:
llumber of Decisicn
Areas for Which

Teachers have Low 4EDIUM HIGB
Respoqg;bili;y (1-5) (6~8) (9 or more)
Low (C-1) 617 59% 547

(31) (27) (24)
HMIDIUM (2) 50% 57% 53%

(44) (37) (32)
HIGE (3-5) 507 s07 267

(30) (24) (21)

Degrce of autoncmy gradted towteachers differs by the racial compesiticn

ot
~ Pae

of the schonl (Table g;zz.?ﬁthé“i%ternal decision-mekings structurc of the
Yhite schcols is most highly decontralized just as the schocl systems in which
they ere located arc likely to bz decentrelized. The ccnverse is true of the
Black schools: a high Cciree of centralization at the school system level 1is
mirrored in the interrel decision-czkir; structure. Unfrrtunately there are
too few cases for us tc fully pursue the rclationships between autoncwy and
inncvaticr withic cach of the four types of schocls (Table X.8). In the

White schools the seme curvilincer relationship tetween inncvaticn en? auton-
ory 48 found as in the entire populetion. In the Vhite Intepratec scheols
there is ¢ sirilar relationship although there it is the schools with high
tcacher autonomy thet have cons ‘derably lowzr imncvaticn retes. At present

we cannot draw any ccnclusicns from these findings.
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TABLE K.7

TEACHER AUTONOMY BY RACIAL COMPOSITION

Teacher Autonomy

LOW MEDIUM EIGH
Kacial Cempesiticn (0-1) (2) (3-5)

WHITE 30% 38 32 190% (148)

WHITE INTEGRATED 227 46 32 100%  (48)

BLACK INTEGRATED 297 68 3 1002 (23)

BLACK 307 51 19 1007 (41)
TABLE K.8

PERCENT OF SCHOOLS WITH HIGH INNOVATION
RATES (5 OR MORE) BY TEACHER AUTONOMY

AND RACIAL COMPOSITION

Teacher Autonory

Low MEDIUM HIGH
Racial Ccmposition (0-1) (2) (3-5)

WHITE 487 57% 497
(48) (49)  (51)
WHITE INTEGRATED 367 417 137
1) (22)  (15)
BLACK INTEGRATED * 572 *
@) (16)  (0)
BLACK 54% 52% *

13) (21) @

*There arc too few cases on which to base a
percentage.
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