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. The Effectiveness ol Rewards snd Incentives for Teachers
by Reoland B. Kimball¥
Professor of Educalion
University of New lampshire
_
¢ . |
One of the key woirds of the educational world now seems to be

"accountability'". Schnols are expected to take a closc lnok at what they

are attempling to accomplish, and to assess Lhe level of cuccess in achiev-

-~

ing the intended objectives. Related concerns develop @s a result of this.
Ifa program is effective, how can obher teachers be induced to use it? If
a program is not effective, how can teacher behavior be modified to make the

educational activity of the school more effective? These considerations

suggest the need for specific studies of the effects of virious incentives
and revards oﬁ the performance of teachers and adpministrators.

The sbudy reported herc is addressed to thcse considerations. In
particular, the investigators examined Lhe fnllowing questions:

(1) vhat rewards and incentives systems arc now vscd in the schools?

(2) 1Is there a~relationship between the cxisting rewards system and

2 the excellence of the school? ‘
- (3) 1Is the exisﬁing rewerds system rclated to Lhe "seeking behavior,"
. the search [or alternatives, of teachers and administrators?
(ﬁ; Can a rcwards system“for teachers be defined which gives promise
_of elicibing greafer pupil achievement?
b This rescerch study was supporbed in part by a conbract with the
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office of the Sccretarvy, Deparbment of Health, Rducation,and Welfarc.
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~dictated in part by.the need to keep thé study menageable, but also be~ ..
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RELFVAWL RESEARCI, PIEORY, AND PRACTICE

Iducabionel Gaels

Recent expressions of concern for accountability have placed emphasis
on the educetional progress of the learners (Barro, 1970; Lieberman, 1.970).

More tra@i;ional concerns for accountability as a fiscal, legal, or cus-

‘todial obligation remain (CIRCE, 1971), but these arec not central to the

current study.

Even when the question of educatioﬁal effectiveness is restricted
to the matter of sbudent growth, complex issues mﬂst‘be resolved. Student
mastery of lenguage skills and computational skillg is usually accepled. as
ﬁ central responsibility of the school, but there is no agreement that it
is the only responsibility. Many would argue £hat 8 strengthened self- .
concept, improved interpersonal skills, critical thinking, and a cohereatﬁ
value system, are equelly iméorﬁan£ édﬁgéfibgal goals. And if they are,
then rewards for teachers™should be related to schggl effectiveness iﬂ

these areas as well (Robinson, 1970; American Teacher, -1970; Brenton, 1970;

Jaclkson, 1968).

en

Despite the persuasiveness of the contention that educalional. ‘goals -

are diverse, the current study utilized measures of "school effectiveness"

which were based only on standardized test scores in arithmetic, language

- arts, and reading. Il is recognized that these somewhat narrow measures

plice exclusive attention on cognitive development. This approach was

¢
[y

cause the development of a student's competence in these areas is critical

(wildavsky, 1970). Mo matter what else a school does for o child in Lerms

- of human values gained, or attitudes developed, if it does not give that

child the basic language and mathematical skills to continve learning or.
functioning in our type of society, then that school. has nol_accomplished

one of its important purposes, and to that extent the school is not effectives

3
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Mobivatbions and llceds o Teachers

Characteristics of Leachers have been the focal poinl of numerous
studies énd much speculation. For the most part, conclusicns have tended
to confirm common sensec ﬂbservatiohs, but have added little to theﬁ
(Brenfon, 19%05 Ryans, 1300). It seems clear that infelligent, imaginb—
tive ﬁen and women, enthusiastic about their subject and the-teaching of
it, and concerned with the development of young legrners, can become
effective teachers.

But what motivates a teacher? . Most commonly;’thc motivation of teachers
is .discussed in relation to Maslow's concept of a hiefnrchy of neads (Mas-

- low, 1947). The concept suggests that once the basic biological needs are
met, a series of higher order needs motivate bhe individual, culminating

in the need for achicecvement or "self actualization.” It seems, however
3 3

that a paradox presents itself. Both teachers and the public view teach-

L

ing as avprrfession where the more sigﬁificant‘rewards are in the area of

these higher psychological needs. Yet the fullfillment of théée higher

’d#;qrder needs is unlikely unless the more material "basic” needs are meb.
Hence,bmuch of the current.militancy of te&cheps is prompted by.a con-
cern for adequate salaries and other conditions of employment which pef—
tain to more basic needs. Some teachers find it very difficult to recon-
cile a ”professional” approach with a "union" approach simply because the
two often.address different levels in the hierarchy of.needs. And bhose
responsible for designing and enacting rewards s&étems for teachers may
also 'find it difficult to reconcile the differences implicit in this
paradox.

Reward Systems in Schools

N

Most firmly estoblished and most widely used, the single salary schedule
\
now is the traditional reward system for teachers. The only recognized
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variables are the educational and experiential bacliground of the teachers,
.the level of responsibility on the hierarchical scale, and the nature of

any additional non-clessroom duties (American Teacher, 1970; Brenfbn, 1970;

Stieber, 1969). Quality of performance rgrely is given tangible recogni-
tion [Jackson, 1968). In some-situations, promotion within ﬁﬁé system
may be a form of reward, imbsdded within the traditional rewards system.
It is‘difficult to find evidencp that promotions are related to effective
teaching, however.

Since the 1950's’ﬁcrit salery syslems have attracted considerable
attention. Seen by school boards and £he'community as an eminéntly rea-
sonable procedure for rewarding effective teaching, such plans have not
gained strong sgpport from professional organizati&ns. Variations of this
general approach. include differentiated staffing and in-house performaﬁce
éontracting, each reé;esenting an effort to identify and reward more ef-

. fective educational leadership by the teacher.

Competition as a device to motivate and reward teaching effectiveness

is used more directly in "pure" performance conbracting and educational

voucher plans (Boyer, 1971; Jung, et al, 1971; Lessenger, 1969; Mecklen-
. \
burger, 1972). Therc is virtually no specific evidence presentlr avail-

able regarding the efficacy of such approaches.

Concern; for Intrinsic Rewards

For years schools were organized to reflect a more or less classical

bureaucratic’pattern. Many still are (Blau and Scott, 1969). This or-
ganizational pattern ubilizes hierarchical arrangement, specialization of

function, formal systems of rules and regulations, and impersonal nrrangcments.

McGregor (1969) suggested that such a pattern is based on a pessimistic view

of the nature of the worker which assumes the need for direction and control

0
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by management and little confidence that workers can be expeclted to exhibit
initiative, responsibility, or competence without these externally imposed

s

controls.

In contrast to ﬁhis view, an emerging theory of organization and manage-
ment is premised ;h much more optimistic aséiﬁptions about the nature of

the worker and his readiness to beva partner in participatbry management
(Argyris, 1964; McGregor, 1969; Likert, 1961, 1969):_ Contemporary or-
ganizational structures proyide for participation in goal-definition;

for shared dccision-mpkihg with respect to procedﬁres, resource allocation,
policy develﬂpment and cvaluation of results. The implications are clear.
Rewards under such an arréngement are intrinsic as well as extrinsic; they

attend to ego-neceds os well as material needs.

Institutional Values and Associated Rewards

The review of the Litérature, summarized briefly in the préceding
paragraphs, led the investigetors to formulate the following summary of
the values and rewards recognized by educational systems. .The instruments
designed for this study were develdped in terms ol this point of view.
Values which conl&fconceivably recelve rewards in school systems -ehpear
\

to fall into two major categories:

(1) Organizational values: These relate to those siluations which moke

the school system easier bo run, more predictable, quieter, neater, more con-
trolled. Certain conventicnal variables which may or may not be related to
effective teaching, such os length of service, number of degrees held, and'
courses taken for credit are given explicit recognition.

(2) <Bducation values: These relate to situations which indicate con-

cern for the learning of students, the seeking and sharing of alternative

teachi methods (including in-service trainir and perceived or measured
b

v

effectiveness in achieving the educational goals of the school.
Lo
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Rewards alco Call into two major cw«begories:
B ., >

(1) Extrinsic rewavrds: These are the rewards which can he bestowed

by otheré} The exbrinsic category of rewards can be further divided into

. sub-categories: (a) ﬁﬁncy in the form ?f base salury, step increasecs, or
bonus amounts; (b} other material rewards, such as edditional resources to
be used in specified or unspecified ways Lo enhance the teaching situation;
(c¢) promotion to higher levels in the hierarchy, or designétion of pro-
motions witﬁin the basic level of clasgsroom teaching (differenbial stalfling);
(a) privilege, such as the assignment or non-assignment of extra duties, the
assignment of aides or essistant§ to relieve the work—loqu or variations
?n the assignment to certein schools, classrooms, ebility groups, or materials

and equipment of a preferred nature; .and (e) psychological rewards, such as

e

praise, support, encouragement, knowledge of results, given by superiors or -
others, und evaluations by superiors, apart from ony relationship to pro-
\
motion, salary, or other reward. Any of thesc can be evidenced in either
a positive or a negntive way.” A teacher can be passed over [or promotion,
a bonus withheld when others receive them; a teacher can receive criticism
and be actively or pessively discouraged in connection with certain sctions

or situations.

(2) Intrinsic rewards: These are the rewards which the rewarded per-

ceives for himself in a situation. Iixamples of this type of reward might \
be (a) a sense of power or the opportunity to fulfill the need to dominate

others; (b) a sensc of achievement and self-actuelization in having taught

well, or in having opportunities for creative expression; (c) self-confid-
ence in the role of the teacher or in a leadership situation in which the
&

person fee&ﬁ competent; (d) the opportunity to be highly challenged, if this

suits the individual nced pattern, or to avoid chollenge if one has a strong

7
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fear of failure. Intrinsic rewards ma;” also be either positive or negative,
may exisf or nbt exist forha given tecacher in a certain situation.

A search of the literature revealed no instruments specifically de-
signed to examine the operating rewards system, or the preferred rewards .
system within an orgaﬁization setting. Attgﬁtion has been given to means
of identifying organizaticnal structure and climate, but not to the'specific
rewards system that is utilized. Hence, instruments used in this study
were desigﬁed to reflect the precedingnanalysis’and formulation of rewards
systems that school syStems might use to motivate teaching effectiveness.

( DESCRIPIION OF THE REWARDS AND INCENTIVES QUESTIONNAIRE

v ‘This is the major documént for gathering detailed information con-
cernihg the rewards synfem. It consists of four sections. .Pé}£ I requests
the respgndent (téacher or administrator) to identify the actual rewards

: - .
>perceived to be used by the school system in response to specified behaviors
or "school situations"” which might 5ccur1 The designated rewards can sub-
sequently be calegorized as positive or negative, formal rov? informal, ex-
trinsic oy intrinsic. Part'II requests the resp&ggent to ratg the incen-
tive value which va£ious specified rewards hold for‘that respondent. Part
ITT describes the voucher system, a particular type of reward system, and re-
quests opinions on a short check-list of possible opinions. Part IV des-

cribes performance contracting and similarly provides a check-list of

possible opinions. The questionnaire required about one hour to complete.

SELECTION OF SCIIOOLS
Two groups of schools were studied in depth. In 1971-72, twelve

schools in New llompshire, six identified as "high achieving schools' and
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six as "low achieving schools," were included in a Field study carried out
by the research team. In the fall of 1972, one "high echieving school"
and one "low achie?ing chool” in each of four lorge cities‘located in
southern New England or in the mid-west partic&pated in the same type of
fiéld study. A variety of special circumstances made it impossible foﬁ
replicate in exact detail the study in the non-urbun schools and the urban
schools (for exemple, the test data for identifying "high" and "low" schools
in New Hampshire ceme {rom state-wide testing programs where all schools’
used the same instruments, but test'databfrom.thc cities varied aécofﬂing

fo the particular c}ty—wide testing program in usc). ﬁévcrtheless, the

basic design of the study was unchanged and this report is based on a pooling
of the data gathered during the two field‘studics. The detailed research re-
portrincluded separate analyses for the two groups of schools and revealed

nd significant differences in the patterns of responses coﬁcefning revards
and incentives.

| Tdentification of schools as "high achieving" or "low achieving" is

at best a controversiel and debatable process. In the initvial efforts ﬁo

do this, a variety of in-put variables were considéred,‘including mental
ability of theﬁgtudents, cost per_pupil;équalized pax valuation per pupil,
and proportion of student body frpm an economically disadvantaged background.
Multiple regression techniqueé were used to predict achievement scores on
standardized achicvcmént tests, and the predicted. scores werevcompared‘with
actual scores in order to idcntify’high achieving and low achieving ‘schools.
However, the dominanbt veriable th%t influenced the predicted achievement
scorés was the measure of mental apbitude. Adding other inpub variables

had only an insignificant influence on the predic%ed achievement score. Hence,

final identification of the high achieving and low achieving schools was made
\\ M i
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by comparing dctua} achievement onl stondardized tests of school performance
with the achievement scores predicted in the light of the mental ability

scores. School: personnel were not aware of the categorization of their par-

_ticular school when they porticipated in the on-site, in-depth study.

Table I gives a summary of the sample which was investigated during

.-

this study. o

a .

SUMMARY AND DISCUSSION OF FINDINGS

«

- Rewards and Incentives Questionnaire

Responses to Part I of Ehe Rewards and Incentives Questionnaire indicate
there is a significant @ifference in the pattern of respcnses from ?ersonnel,
in high aéhieving schools and low achieving schools.- This section of the
questionnaire requested information concerning the rewards which, in tﬁe.
Judgment of the réspondent, were actually used. Table 2 sﬁmmarizes-the total
reéponses for all items in this section of the questionnaire.

Teachers in the high achieving schools reported the use of intrinsic re-
wards more frequently than would be expected. In the low achieving schools
teacﬁers reported the use of fogmal extrinsic re%;rds (job security, salagiﬂ
increases) more frequently‘than yould be expected. Teachers in the low
achievinéaschools also indicate that certain types of teacher behavior are
iénored or considered unimportantw%ore often. This suggests that administra-
tive indifference to teacher performance, manifested by a failure to respond
to this behavior in any recognizabléumanner, characterizes low achieving
schools more than it does high achieving schools.

The responses to Part I of -the Rewards and Incentives Questionnaire were

analyzed in terms of rewards for behavior that supported organizational values

(situations relating to the administration of the school) and educational




Summary of Participents Responding to

In-depth Study

™~
L ] -
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{
High Lchieving Schools Low Achieving Schools TOTAL
Tumcer of Otner Mumber of Other - Number of ther
Schosls Teachers Perscnnel Schools Teachers Perscnnel Schools Teachers Personnel
City Y o7 g i 6L 10 8 131 12
School
Systems
i M
Mon-urbzn
Scnocl
Systerns 5 Lo 3 6 Lo 5 12 90 i2
Q..umw«; N
Hampshir
19 108 15 10 113 16 20 221. 31
b . \UWN
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L/PCRTANT R

R ﬂ\\w.r

WARD IN SPECIFIED SITUATIOIS

, : : POSITIVE ! NEGATIVE
Achievement RO,
Level Formel . Informal Formal & No No
»trinsic Extrinsic Intrinsic Informal Intrinsic Action ! Response
Extrinsic T
3
High Achiev- :
ing (1=2784) 170 1085 L Th2 101 120 195 371
Low Achkiewr-
ing (N=2832) 2h6 1021 633 1ok 11k 250 39h
i:\

Chi-sguare anglysis shows significant

in the pettern of responses (p < .001).

O
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values (situations rclating to concern for instructionsl cffectiveness).
Patterns similar to that ;epresénted in Taﬁie 2 were evident. Thatkis,
teachers in high achicving schools reported greater use’of intrinsic re-
wards; teacheré in low achicving schools reporfed greater use of extrinsic
rewards.

Part II of the Rewards and Incentives Questionnaire asked teachers to
indicate the incentive valuc of various kinds of rewards that might be pro-
vided. Both positive and negative rewards were considered. Table 3 sum-
marizes the rank order ratings indicating the incentive value of the rewards.

The similaiity ol ratings of the incentive volue of rgwa;ds is quite
remarkable. No differences of significance were found between the responses
from teachers in high gohicving and low achicviné schools.

. ; ,

For all teachers,“a sense of personal achicvement and self-confidence
appear to be the best incentives to improve teaching. Because these are
intrinsic roewards, school administrators cannot dispense them diréctly. How-
ever, it may be possible to arrange circumstances which enhance the liklihoed
that teachers will more frequently and more explicitly perceive these intrin-
sic rewards.

Furthermore, it is noteworthy that certain extrinsic rewards are identi-
i

- \
*

fied as highly motivating. These are rewérds which can be controlled more

directly by administrative personnel. Among the more important are basic job

security (in the sense of pyotection against arbitrary dismiséal, put not

neccssarily in the form of tenure which protects ponr teachers), ample support,
. .

assistance, overt cnacouragement, regular salaxry ddjus?ments, and reimbursement

for in-service courses. Dy and large, it appecars that positive rewards are

considerably more influential than negative rcwards.




\ A : . TABL" 3

RATINGS OF TIIR IWCENTIVE VALUE OF REWARDS FOR TBACIERS -

TOTAL SAMPLE :
Key: -5 = Strong Incentive to Dnprove or Continue to Improve
4 = Somevhot ~C «n Tacenbive to Improve or Conlinue Lo Inprove
3 = Neabral, fleither an Incentive nor -a Disincentive to Improvement
2 = Would Cause ¢ llegative Reaction, Would Nol ILead to Improvement
1 = Strong Disinrentive - Would Cause the Tescher o Wanl to Leave
the School System if it oceurred regularly or continually. ™
Mean Rating by Mean Rating by
) teachers in iligh teachers in
. Reward Achicving Rank | 1.4, Achieving Rank
3chools Scnools
Job Security h.4336 3 . 4.3965 3
Selory Increrse (standard) 11.3693 5% h.2072 5
Extra Increose I 1727 7 4. 330k 8
Promotion 3.5538 20 3.7105 118
Personal DBamng 3.9272 15 3.9824 1h
Bonus for Schonl Use ''.000D 11 W.0265 11
Reimburscrient for Credit .

© Unurses Taken h.0355 8- .1932 7
Authority over Ieors 3.0720 21 3.236 ‘ 21 .
"Good" Bvoluabinn L3243 6 “.3?91 ) 5)
Class Assistence (Adde) 3.9639 13 h.1491 9
Perticipetinn in Decision ,

making , 3.9019 12 lh.oh2o 10
Adult Conbact, school hours] 3.5030 19 “3.7719 17
Release Time 3.9303 1Y 1.0000 13
Public Recognitbion or Praigde 3.0181 18 3.5652 R0
Privilege 3.5972 16 3.8080 15
bore Aubonomy 3.5513 17 3.5578 19
Feedbock h.0275 9 3.9323 15
Praize- in privethe 1}.0183 10 4.0173 12
Support, Assistence

£ Enéour:gemenb ’ 4.3853 !y 4.23826 U
Sense of Achievement . 7889 L 7371 1
Less Responsibility 3.0l50 22 3.0649 22
Self-Confidence W95 2 L..hooo 2
Loss of Expccted Raise 2.5000 25 2.5130 25
Passed Over [or Promotion 2.3240 27 2. 1369 26
Demotion 1.9900 34 2.1052 33
Suggestod Resignoation - or - '
' Herrassment to En- .

' courcge Resignation 32,0000 3 206, 34
"Ponr" Evoludtion 2.277( n! 2.8260 " 23
Public Censure 2.2590 30 2.1826 30
Private Censure 2,813 23 2.0318 2h
Loss of Privilege 5008 2l 2.11000 27
Lack of Support 2.3323 26 2.1217 32
Powerlessness, Frustration 2.2500 3] -2.1896 29
Insecurity 2.2710 29 2.3043 28
Sense of Failure 2.0841 32 2.1652 31

Qo ’
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Parts ITI and IV of the Questionnaire dealtl with attitudes and judg-
ments regarding the educ¢tional vouchers und performance contrdcting. These :

responses are not central to this report, but it is worth noting that neither

\--

the teachers in high echieving schools or low achieving schools were convinced

that these are viable mecans for improving schools. =

SUMMARY
This study suggests thot teachers in both high ochiev?ng and low achicving,‘
schools would be most highly motivated by a rewards systgm_which‘encourages .
the conscionus application of a variety of intrinsic @ewurds. Situetions which
lfoster & sense of achicvement, and which leéduﬁo incfeésed self-confidence

are especially useful.. However, the need is for a set of circumstances which

lead each individual tesacher personally to perceive and internalize these o .
T- Yy 1O / ;

\

states, thus making them sclf-assigned, not externally assigned. School admin-

istrators gén help teachers Lo analyze their beaching elfectiveness as a means
of generating these intrinsic rewards, using the techniques of clinical super-
vision. ‘ -
The study indicates bhal cerbaig extrinsic rewards are also very important.
Some of theéev£ake the form of job security and monctary arrangements, others
relate to various feadback srrangements which provide the teacher with norma-
tive and neutral data describing the administrator's perceptions of his/her
teacning effectiveness,
Negative rewards siow little promise. of serving as useful incentives to
change bLeacher béhavior.
Tt should be recognized that the foregoing paragrophs summarize an "ideal =" -
rewards system bascd mn responses made by teachers participating in this study.

AN

N
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.
A related aspect of the study was an examipatioﬁ of rcwards systems in actual
use in HKigh achieving s#nd low achieving schools.
This portion of the study suggests that the "ideal” rewards system
will in fact yield a more effective educational program. Whether attention
is focused on organizational values or educational vaiues, teachers in high
. achieving schools report more frequent use of intrinsic»rewafds. Téachers

reporting more frequent use of formal extrinsic rewards tend to be teaching

in the low achicving schools. FEqually important, the absence of any recognized
\ ’ . V
reward, an indication of administrative insensitivity to teacher motivation

and incentives, is associcted more frequently with the low achieving schools.

16
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