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ABSTRACT

This study aimed to compare so-called Open Education groups and .
» éb—called Traditional Education groups in respect of student attitudee
to high school, creative thinking of students, collab%rative behavior
among students, and student preferenceekfor intellectualised activities,
activitiés involving change or sameness and activities involving |
autonomy or depehdence. |

" "Open Education was defiﬁed in terms of learning environmentskwhich~
stimulate diversity of activity and problems for students, interactive
work situations, competent decision-making by students, self-reliance
of students in collating andksorting information, and effective
communication skills. |

The research design allowed for data to be obtained’from groups

on two occasions, the differences between these groups being assessed
'by t-tests., Differences over time were assessedvby using an analysis
of covariance technique. Intact groups of first-year.studenta from
20 different high schools in Victoria, Australia were selected for
comparison across three categories; Open and Traditional, metropolitan
and rural location of groups, and large and small size of schools in
which groups occurred. In addition, case studies were carried out in
order to account for possible mediating influences of organisational
type and management practices and of innovétive characteristics of Open
Education upon any outcomes based on statistical comparisons. The time
span of the study was a school year.

Open groups were significantly more positive in attitude to high



. xvii

school towards the end of the school year than were Traditional groups.
Open groups were also significantly more collaborative, a difference
which became évidént early in the school year. While the groups did
not differ significantly in respect of preferred activities, sigﬁif-
icant differences did recur early in the school year in respect of
creative thinking, the Open groups falling well below the performance
1evels of tﬁe Traditional groubs. Because this difference had largely
| d;sappeared‘;owards the end of the year due to the improvement of the |
Open groups, it is suggested that tﬁe students in Open groups suffered ‘
an initial bout of disorientation and disorganisation that could affects
performance in certain school activities, | :
When a comparison of significantly different effects and non-
significantly different effects is made, the prqposition emerges that ;
certain aspects of cognitive structure and collaborative behavior areg
volatile areas in which environmental influences can produce quite raéid
chang;; whereas other aspects of personality structure such as -
preférenca for certain activities are more stable and less volatile. %
Across the other categories, the only sustained significant
différence occurred in respect of prefetéﬁce for change according tog
location of groups, Metropolitan groups displaying greater preferenc%
for change ghan did Rural groups. L
From the case studies it was concluded that relatively minor qﬁifts
in brganisational type and management system had occurred in the Oﬁen
groups, although in some cases these were educationally significant
enough to facilitate substantial changes in educational ‘programs. The

T(fgrceptions and expectations held by teachers and prihcipals abodt




innovation, and to be more successfully implemented when promoted as a

xviii

organisation tended to be limited to the operation of schools and
éducation departments, a factor which, to some extent, hampered the
process of innovation. When considered as an innovétion. Open Education
faced better prospects of continuance wﬁere relative advantages in

favor of it arose from crisis situations in which teachers were forced
to look beyond prévailing roles and expectations. Finally, the tenets

of Opgn Education were found to be complex from théwpoint of view of

‘complete package rather than as separa.c ideas.

«r



CHAPTER 1
INTRODUCTION

1. The Open Education Movement

For more than a decade the movement known broadly as Open Educa-
tion has been gaining impetus in the Uﬁiéed Kingdom, the United
States of America (Silberman, 1970) and, as this thgsis will show, in

~ Australia,

» In principle, Open Education aims to combine teacher-centred
education, child-centred education and materials-centred edhcation éo
the extent that teacher and child can work together in deciding upon
learning goals, activities and résource materials (Plowden, 1967). A
typicgl claim is that Open Education is not so much a theory or system
of education but abset of methods and ideas d¢¥ived from practical
experience (Walberg & Thomas, 1972). That Qﬁen Education lacks philo-
sophical and scientific foundations is arguéble however,-for although
it may have developed in many instances asﬁa reaction to traditional
curricula and methods, this very fact suggests that both philosophy
(Why are we doing what we are doing?) anq)scientific method’(ﬂow shall
we define it and test its effectiveness?s are inherent if not always
pursued rigorously, Some qttention 1§!given to an operational defini-

tion of Open Education in Chapter 4.

2. Open Education as an Innovation

From a research point of view there are special problems assuci-
ated with the study of Open Education apﬁrt from the very basic one
of arriving at an operational definition. The first relates to the

o"~cency of the movement. To the extent that Open Education is an
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innovation, effects on the students must be examined in ‘the light of
how complex it is to introduce, how readily communicated are its
‘major premises, how divisible it is into component parts, how com-
patible are theae premises Qith pre-existing attitudes, and what
relative advantages are perceived by the teachers who introduce it..
The second problem is that Open Education and Traditional Education
are not mutually exclusive categories; the principles and practices
of each may be seen in the othér to a degree., The 1ssues of‘qqmplex-y
ity, compatibility, relative advantage, communicability and divisi-
bility assume great importance when the conversion from one kind of
education to Qnother ié a matter of degree; because a variety of dis-
tortions and interpretations can arise ag innovatory ideas are adopted
by individual teachers and diffused through the social network of the
teaching profession. The third problem is that Open Education is an
innovation of a particular kind; because it is largely a set of ideas
and procedures it is difficult to measure. It has a low hardware com-
ponent and a high attitudinal componént, hence it ié difficult both to
market snd to study as a package. These three problems taken together,
are woven into tpg conceptual framework of the present research.

3. Special Features of Open Education in Victorian High Schools

While Victorian primary schools have developed patterns of Open
Education in much the same way as their Eﬁglish and American counter-
parts, Victorian state high schools appear to have developed Open
Education in a rather unique pattern. This uniqueness can be traced
to four sources of pressure that tend to precipitate crises for which

G“ﬁen Education is a characteristic response.

ERIC

IToxt Provided by ERI



In the first place, a sharp rise in births following the 1939-1945
War and a prolonged immigration program, have resulté& in the number of
high schools increasing from fewer than 50 in 1950 to more than 270 in
1970. As Borrie (1968) has observed, the generation of children born
immediately after g}at War 18 now entering the child-bearing age and,
unless there 1s a reduction in the birth rate accompanied by more
restrictive immigration policies, pressure to build more high schools
will continue. Secondly, economic conditions, combined with changing
social aﬁtitudes concerning the value éf-ﬁiéher level education have
raised retention rates in the upper years of the high school program,
Analysis of trends evident in i966 suggests that nearly 20 per cent
more of the 16 year old éhildren will remain in attendance at secondary
school by 1981,1 Thirdly, the high schools have found their curricula
placed Qnder extreme pressure because of dramatic developments ip the
state of human knowledge. The question has arisen Sut not been resolved
as to whether the amount of attention given to factual learning through
traditional methods sffould be reduced in favor of more attention to the
proBlems of learning how to learn. This problem, when combined with
the preceding analysis, is likely to mean that demands wlll increase
for curricula to have incorporated in them a greager variety than is
presently available, as clients' needs become more varied. Finally, é
somewhat different pressure on the curriculum designers has come from

sources in the community, including some teachers, to use the school

lperived from Borrie (1968) .



much more as a vehicle for changing society and for criticising and
evaluating soclety's aims and practices. These sources of pressure
tend to precipitate a number of crises.
3.1 Alienation
Seeman (1959) refers to five aspects of alienation: powerlessness,
normlessness, meaninglessness, isolation and self-estrangement. An
‘examination of case etudieé filed over ten years by the Psychology and
Gﬁidance Branch of the Viétorian Education Department2 suggests‘the
presence of all of the dimensions proposed by Seeman. The alienated
student is one who may drop out of high school or, worse, may linger
on at school through lackiof job opportunity or through gross parental
pressure (poverlessnese). Whether dropout or malingerer, this studenf
finds the traditional school enviromment too boring, too regimented
and largely irrelevant (meaninglessness). He complains that the
school seems more preoccupied with '3e;ting through a syllabus' than
with making learning an iﬁtgreating and worthwhile experience
(normlessness); These case studies suggest that boys and girls are
about equally affected. Even from case records of students not
particularly at risk as dropouts and school refhsale can be seen a
fair proportion who constantly resent their educational experiences
(1solation), who feel that they are wasting their time while collect-
ing a ticket of work (self-estrangement) and who would prefer to see

the system overthrown.

]

2pased on 120 cases referred to the author for 'gchool refusal' in
the period 1962~1971. :



0f the curriculum of this kind of school Bernstein (1971) writes

thus:

"As the mystery ... (of the subject being studied) ... is
revealed very late in the educational life - and then
only to a select few who have shown signs of successful
socialisation - then only the few experience in their
bones the notion that knowledge is permeable, that its
orderings are provisional, that the dialectic of know-
ledge 1is closure and openness. For the many, socialisa-
tion into knowledge is sgcialisation into order, the
existing order, into the experience that the world's
educational knowledge is impermeable. Do we have here
another version of alienation?" (Bernstein, 1971:196).

The traditional curriculum and the ofganisational climate which surrounds
it may, together, contribute to the social problems observable in the

average high school.

3.2 Bducatioﬁal failure

Until recently, Victorian state high schoolq:had placed heavy
reliance on external annual examinations. An uanblished study by
two Melboﬁrne psychologists,3 J.R. McLeod and C.C.B. Brown, suggests
that the great bulk of educatiénal failure in such a eyétem is viewed
more usefully as a function of that'systeﬁ rather th#n as a problem
teéiding within the individual student. Fixed notions held by teachers
and others about what constitutes 'proper' assessment tend to be tied
to equally fixed notions about the distribution and inflexibility of
intelligence in the school population, about expository teaching,
about class size and about homogeneous ability grouping of students.

McLeod and Brown speculate on the operation'of a homeostatic mechanism

3petails obtained in personal communication, December, 1970.




in the traditional high school whereby the number of academic failures
tends towards a stable 15 per cent of the school population regardless
of educational improvements to eradicate so-called failure. This

figure seems to reflect an organisational mentality about 'proper’

'pass‘rates, or a mentality in which a teacher feels that he 1is

demonstrating professional good sense by maintaining a 'reasonable’
ratio of failures to passes. The residual of this mentality, remain~

ing in the minds of many teachers, students, parents and employers

even though the public examination system is being progressively

attenuated leads to confict. The high schools are now accorded much.
more freedom than before in evaluating their students, and much more
freedom in articulating their owm curricula. A crisis may arise from

the fact that teachers have increasing freedom but not, in most cases,

" the mental set nor the training required to manufacture any great

advantage from that freedom.

3.3 Student action

During the 1960's the mass media r1eported a rather dramatic rise,
in many countries, of student groups assuming a mantle of dissent

against bureaucratic and societal ills. The state high schools in

‘Victoria, while not crippled by student action, have continued to be

affected in certain ways, mainly through 'student revolt' and ‘'under-
ground' activity including strikes and publications directed against
the traditional authority of the school. Quite naturally, matters of
authority, discipline, custodial responsibility and regimentation hﬁve
become ﬁighly visible issues, and some Education Department admini~

strators, in personal communication with the author, have expressed



: increasing concern that any further move away from the traditional

_ organtsation of education may aggravate social disorder and produce |

'undesirable' behavior and attitudes in students.

3.4 Staffing and accommodation in high schools

1
i

Many Victorian state high‘schools still face problems of too few
staff'and too many‘students for too little sﬁace. Instances are
& reportéd'éf students'beiﬁg sént home“during the’normal school day
because of suéh problems, ahd some schools resort to teaching on a
shiftwork basie. Church ha11§ and public buildings may serve as
temporary school buildings for two or three years while the buildingb
program lags behind projected and actual demand. These are the mofe
dramatic aspects of staffing and accommodation problems and, thankiully,
are not universal, But the ratio of staff to students can be a problem
‘1n ways other than those suggested by examination of overall numbers.
During the present research, some principals reported that, when staff
numbers and accommodation are analysed on the basis of subjects offered,
the effective ratios of staff to students and rooms to students?wotsen
considerably. A further problem, closely associated with unsagisfactofy
ratios of staff and accommodation, is that of high turnover of staff,
While it might be acknowledged that some turnover of staff in a school
can be organisationally healthy; turnover in a high proportion of
Victorian high schools has probably exceeded reasonable optima,
 especially in rural areas and in unpopular (i.e., working.class)

suburban areas.




4. The Significance of Alienation, Failure, Student Action and
Staffing/Accommodation Problems for Open Education

eI the previous section, particular issues have been sélected;and“"~“~Wf
| dealt with rather negatively. The purpose of this presentation

relates to tﬁe question of Open Education as an innovation. An

attempt will be made to show that, in Victorlan state ﬁigh schools,
prevaiiing crises can be seen as efercising quite positive influencee»~k
in the iﬁtroduction of Open Education where that .innovation mighf
otherwise have failed to diffuse thréugh the system because of lack

of interest and low relative advantage or perceived pay-off. As it

is, many schools are faced wlth‘seeking out alternatiﬁe organisation
structures and find the premises of Open Education immediately availéble;_
many teachers feel that their traditional folee as teachers are ouf of
concert withythe needs and demands of the student population and find
these crises to be additional motivafions in their search for roles

that might offer greater job satisfaction.

5. The Basic Question

Open Education is perceived by most teachers and administrators
as an innovation. ‘(The relationship of modern Open Education in
Victoria with the so~called Progressive Movement is not at 1ssue
here.) There 18 a reasonably extensive literature although much of
it is impressionistic and lacking in rigor, a state of affairs
probably attributable to relative recency. Many teachers and
principals are working out their own alternatives to Traditional
Education. Those whose efforts are labelled, or approximate what

others feel should be labelled Open Education are asked: What are




you doing differently from Traditional Education? and wﬂat are the
effects of what you are doing?

kThe $a§i¢>questions in this researchyére: What are the effects of
Open Education on student attitudes and performance? Given the
innovative nature éf Open Education in the context of Victorian state
high schools, what modifying influences on those effects are likely
to arise from organisational constraints and problems in innovation?

6. A Time Perspective

This thesis, it is hoped, constitutes the first stage in a longi-
tudinal study of various versions and effects of Open Education.
Students, teachers and the school as an organisation will be studied
over a period of at least six years, the time span encompassing the
secondary school lives of an increasing number of students. A longi-
tudinal study has the advantage of allowing time for the more stable
aspects of behavior, cognition, organisation and the surrounding
environment to change sigﬁificantly if they are, indeed, likely to
change. Yet it is felt that suchﬁinformation as becomes available in
the more immediate future should be presented, with appropriate reserva-
tions, at an early date as an aid to ongoing evaluation. The first
stage of the longitudinal study concentrates on one school year (1971)
and those students who entered Form I (or seventh grade) in that year

for the first time.
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CHAPTER 2
REVIEW OF RESEARCR AND RELATED LITERATURE

Introduction

Two basic kinds of question are posed in this research, one con-
cerning the effeéts of Open Education per se and one concerning the
ways in which those effects might be modified by certain innovative
characteristics and organisational features of Open Education.
Essentially, there are two independent vafiables, Open Education per se
and Open Education qua innovaéion.

The research and related literature referred to in this chapter
are utiliged in outlihing what the term Open Education has come to
mean to various theorists, practitioners and researchers, and in so
doing, to suggest which éffects,'if any, of Open Education are‘worthy
of consideration as dependent vafiablés. Furthgrmore, consideration is
given to those éharacteristics of innovation that might best indicate
how such effects are modified iﬁ‘the case of Open Education,

The notion of 'opennéss' can be conceptualised as pervading five
different lzvels of theory abﬁut human behavior. The first level is
that of the politico-social system about which Popper (1962) has written.
The communify, society or state is treated aé an entity or system capable
of initiating, tolerating or barricading against influences from other
parts or all of the enviromment in which it maintains its entity.
Popper, of course, advocates an open society which has fluid relations
between its own sub-séctions and with the rest of the enviromment,

unlike Plato who advocates more closed relations, boundaries and strata.




democracy and egalitarianism; and each of these ideologies has a

11
For .many individuals interested in political systems, these polarised
views represent different positions in respéct of the ideologies of
firm place in the thinking and planning of many educationists.

The second level is that of the organisation. Katz & Kahn (1966),
Burns & Stalker (1961) and McGregor (1960) have taken the organisation,
its structures, processes or management styies as their foci of
interest. Variations on the notions of ‘openneﬁs' and ‘closedness'
can be seen in each of these works.

The third level is that of %he group, and includes the problems of
admission to membership an& the sanctions and rewards that are applied
to enable and ensure survival of the group qua group rather than as an
unrelated collection of individuals. Ziller (1965) serves as a useful
example of this position.

The fourth level is that of the personaligy, a position typified
by Allport (1960) ahd'dealing with the circumstances in which the
personality of the individual and the social factors that contribute to
the developﬁent and modification of personality come into confrontatidnv
with each other. This level incorporates many works ;gich have utilised
the notions of openness and closedness directly or indirectly through
such concepts as extraversion and introversion, anxiety, neuroticism
and adjustment,

The fifth level is that of the individual's perceptions of the
ﬁorla afouﬁd ﬁim; the S;lief systems within which he pérceiveé, éetér?.’
mines and manifests his own actions and reacts to the actions of others,

This level incorporates the attitude theorists such as Festinger (195?),
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Osgood & Tannenbaum (1955), Newcomb (1959) and Rokeach (1960), working
variously on attitudes, opinions and beliefs.

| ‘ﬁhile each of these levels of 6penneés can be reiated tb obenneééwy
in the curriculum, this bridging analysis is intended primarily as a
reference point against which various research efforts in Open Educa- -
tion can be located, and as a basis for developing a conceptual frame-
work and explaining results of the present study. Hopefully, it will
also serve as a conétant remin@er that the notion of openness as applied
to education currently has betéer gtatus as a conéeptual tool than as a
well integrated set of educational practices.

The mere labelling of'certain processes, practices; attitudes,
methods or whatever as Open Eéucgtion (or even capitalising the words,
as Rathbone (1970) points oué) is to reify those processes, practices,
attitudes and methods and thereby to distort them. To move a step
further by labelling Opeﬁ Education as an 1nnovation may be to add to
the distortion by creating even more of a thing. Yet the researcher
quickly becomes acutely aware that to fail to appl& a certain amount of
labelling is to finish up without conceptual pegs upon which to hang his
explanatory hats. Therefore, the present research utilisesg both labels -
Open Education and innovation - with due apology to those practitioners
who defy lébels and with the constant plea that the reader maintains
only a tenuous grip on both terms.

The remainder of this chapter is developed in three stages. The
Victorian literature on recent curriculum changes in high schools and

the Open Education literature emanating from elsewhere comprise the

first two stages aimed at explicating Open Education per se. In the
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third stage the pathway is laid for Open Education to be considered as
an innovation. When appropriate, the literature and research at each
stagearéreléted back to one or more of the five conceptual levels of
e .

openness,

1. Two Phases in tﬁe Development of Open Education in Victoria

During the decade‘beginning about 1962, two developmental phases
became evident in the movement towards Open Education in Victorian
high schools. The first phase can be traced over a period of six or
seven years of heavy concentration on the fourth and fifth conceptual
levels of openness already referred to; the level of the personality
and the level of attitudes and beliefs. In this phase, curriculum
changes, culminating in General Studies programs and consequent changes
in methods, were achieved mainly by strategic alterations to the syétem
of external (to the school) examinations. Although the term 'open' was
not generally applied by teachers and administrators during this phase,
it seems clear that many such individuals were espbusing the view that
the student should be enabled to enjoy his educational experiences
rather thén to hate them, and that he should be encouraged to develop
his faculties of creativity and critical thinking rather than 93
allowed to develop as an uncritical mirror simply reflecting ::ﬁ? k
gospel according to the fixed lelabus. Influential wqrks by
Neill (1962), Holt (1964), Mayer (1961), Hoffmann (1962) and
Bernstein (1967) were included in the educational armories of many
innovative teﬁéhérskatktﬁe»ti;;.

In this atmosphere, in May, 1966, the Director of Secondary.

Education, R.A. Reed, sent a letter to schools and school organisations
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in which he proposed the establishment of a Curriculum Advisory Board

(C.A.B,) " ... to examine the first four years of secondary education

"and to define the prinéiples on which organisation, curriculum, pro-

cedure and assessment should be based."! FKe also stressed that when
the time came for implementing those principles, individual schools

should be asked to exercise their own choices rather than to follow

an administrative fiat.

Reed's letter, while it did engender a great deal of interest,
was not widely viewed at the time as the first shot in a battle that
would resuit in profound changes in Victoria's state high school system.
Many teachers and administrators were simply unable to envisage the full
range of possible consequences, while others, cynical to the last, saw
Reed's exercise either as a sop to dissatisfied teachers or as just
another vain attempt by an enthusiastic administrator to change an
unchangeable bureaucracy.?

However, Beed had done his homework well and persisted in the know-
ledge that he was supported by‘a sufficient nuﬁber of people to lay in
the foundations for change. The C.A.B. was duly established along‘
representative lines to include the Departmental administration and
specialist branches, independent schools, teacher organisations and
universities, It is noteworthy that, up to this time, the great bulk

of the secondary school curriculum had been articulated by the Victorian

Located in early documents of the Curriculum Advisory Board and cited
in The Secondary Teacher, No. 157, 1970, p. 5.

2This evaluation is based on information obtained by the author, at that
time a member of the Psychology and Guidance Branch of the Victorian
Education Department,



15

Universities and Schools Examinations Board (V.U.S.E.B.). Notwith-
standing this rather powerful organisation, the C.A.B., in 1967, pro-
ceeded to outline and circulate five principles about secondary
education. Furthermote. it caused the establishment of five trial
schools whose aim was to commit thoae principles to action (Hannan,
1970 a). The five principles were presented in somewhat challenging
language thus:

"(1) The first four years of secondary education (possibly
the first five) should be considered years of general non- -
specialist education, open to everyone without discrimina-
tion of sex, background, aptitude or means.

(2) Organization should try to ensure close teacher-student
and student-student contact and be flexible enough to permit
varied grouping and, if necessary, easy abandonment of tra-
ditional subject categories.

(3) The basic curriculum offered, though it may be open to
wide choice within it, should embrace at least the Arts,
Social Sciences, Physical and Biological Sciences, Mathe-
matics and Physical Education. It is not supposed, however,
that all or any of these néed be offered as separate
"disciplines', nor indeed that there must be any fixed
pattern within or between schools. (The Arts are taken to
cover literature, the visudl arts, music, film and drama).

(4) There is no place for competitive assessment in
Secondary School. Whatever assessment is done should be
seen as a function of the essential communication between
school and child and between school and parents.

(5) Methods of teaching should encourage intellectual
independence in students. Leéarning should be thought of
as a co-operative not an authoritarian, situation."

3perived from the Interim Reports, 1967, of the C.A.B., subsequently
distributed to schools in 1969 in the document 'The work of the -
Curriculum Advisory Board', and reprinted in The Secondary Teacher,
No. 157, 1970, p.5.
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It would be naive to imagine that these principles and the trial
schools arose simply from a hlank sheet that had been covered with
educational ideals. In>fact there was considerable diseensioa in ﬁany .

high schools, of the kind adverted to in Chapter 1 above. A general

. review of The Secondary Teacher, the journal of the Victorian Secondary

Teachers Association, for the years 1964-1971 leaves the reader with the
impression that the most important thing ﬁae to find some point of entry
by which the schools could be rendered more humane and more relevant in

helping students to cope with the world of Toffler's Future Shock.

Reed's plan to reform the State's high schools provided that point

of entry. He advocated:

"1, Revision of the external examination system for the
fifth and sixth years.

2. Statement of the purposes of gecondary education and
the principles governing the curriculum organization
procedures and practices of the secondary school.

3. Request to the schools to use these principles, during
1969, as a basis for the preparation of an educational
programme to be put 1nto operation by stages, commenc=-
ing in 1970,

4, Establighment of separate junior and senior high
schools in the metropolitan area.

5. The formation of complexes, either in connexion with
the junior-senior high schools, or by voluntary
association of schools in country districts."

Reed 8 plan could be backed by quite a strong argument. By tradi-

tion, high school education 1n Victoria had been selective and somewhat

“From an address by Reed at the Seminar on the Secondary School
Curriculum, conducted at Burwood Teachers College, Victoria, September
1-6, 1968. The text of Reed's address is reprinted in The Secondary
Teacher, No. 157, 1970, pp. 8-11.

e
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elitist in offering a competitive path towards certification for thoéé“,‘\

students who aspired to university studies, But while aspects of the

tradition remained - set syllabusés, set points‘of‘certification énd

cpmpetition for 1imited room at the top - secondary education in the
o

high schools and technical schools had become universally accepted as

the sine qua non for reasonable occupational opportunity.

In short, virtually everyone wanted secondary education (mostly
in high schools) but not all aspired to university studies. Even for
those who did so aspire, serious questions were being asked as to
wvhether the prevailing system was anywhere near adequate.

Any cynics who doubted Reed's determination to make changes of
real educational consequence must have moved one step towards changing
their minds had they seen or read about the performances of Reed and
others at a Seminar on the Secondary School éurriculum in September,
1968. Reed argued that secondary education must be seen as a phase of
education in its own right and not simply as a preparation for tertiary
education. The final report of the Seminar summarised the step that
had been taken:

"The abolition of the intermediate examination in 1967

intensified the need for a critical appraisal of the
secondary school curriculum in Victoria. The Victorian
Universities and Schools Examinations Board has since
concentrated its attention on the fifth and sixth years
while the Curriculum Advisory Board, established by the
Director-General of Education and working mainly through
its Steering Committee under the chairmanship of ’
Mr. R.A. Reed, Director of Secondary Education, has been
examining the first four years of secondary education,
The seminar held at Burwood Teachers' College from

September 1lst-6th, 1968, was the fourth stage in a plan
to involve all secondary schools and teachers in an
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examination of the curriculum for the first four years
of secondary education. Prior to the Burwood Seminar
discussions had taken place at three levels - school,
area and regional,.. These discussions cdrew upon the
papers on curriculum planning prepared by Mr, Reed and
the interim reports of the Steering Committee of the
Curriculum Advisory Board; visiting consultants were
also involved. At each level, reports were prepared.
The regional reports provided a valuabje briefing for
the seminar participants.

The seminar itself which was attended ty fifty~three
tea._ hers, seven group leaders and a corsiderable number
of visitors and consultants was organized to provide a
group of teacters with an opportunity to prepare a set
of principles or objectives for secondary education
which an individual school could use as a basis for
developing a curriculum suited to its own needs."S
?he essaying of principler and the development of associated
practices in the schools themselves were accompanied by three other
features which were followed subsequently by early research and evalua-
tion. The first of these features was the commissioning of work by the
C.A.B. from its supply of experts. One such work, which proved quite
influential was a review and evaluation of streaming by Dow (1970) .6
The second focused arqund the consulting activities of J.R, MclLeod,
who although his influence was profound, declined (or could not find
time) to pubiish. McLeod, now Principal Psychologist in thewvictofiani.‘
Education Department, acﬁgd in a consultative %apacity as an 'ideas man'
; 0, o hd "

for Reed and other members of the Departﬁént'é}adﬁinistration, as well

as for a large number of the schools engaged in implementing the new

- SFrom the final report of the Seminar on the Secondary School

Curriculum, September, 1968, reprinted in The Secondary Teacher,
No. 157, 1970, p. 6.

6First issued in 1969.
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principles, McLeod's ongoing analyses of the social milieu and

organisational structure of the schools were persistently founded in

kéne‘ﬁheétionz How does the child learn?’ McLeod's unswerving pursuit =~

for answers to this question, along with his‘ability to translate the
works of Piaget, Gagne, Chomsky, &ygotsky and others into pfactical
consequences for the schools, assured his influence.

The third feature was the part played by W. Hannan, at that time,

editor of The Seéonda;y Teacher, and himself an innovator at one of the

trial schools. Driven by a desire to communicate possible alternatives
for Traditional Education amongst teachers and, perhaps equally, by a
due sense of history, Hannan editorialised, composed articles, compiled
the rather disparate writings of his colleagues and generally appeared
to exercise conéidetable influence as a member of the C.A.B.

The relevance of the authors already mentioned, and of personalities
such as Reed, McLeod and Hannan to the subsequent changes from straight-
forward gutficulum revision towards Open Education can be shown by
tracing events in the schools themselves.

The pattern of events that actually emerged around the schools can
be summarised aé a movement from relatively Traditi{onal Education
towards relatively Open Education via the staging post of General
Studies. Breaking down of the competitive external examination sttem
left the way open for subsequent weakening of the boundaries surround-

ing conventional school subjects. In a typical case, one age/grade

7personal communication, December, 1971, with McLeod and former
colleagues of the author in the Psychology and Guidance Branch.
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level in a school would pursue General Studies comprised of English,
Ristory, Geography and, occasionally Mathematics and Science, for the
pioportion of school time that these individual subjects would have
occupied each week.

Hannah (1970 b) described the basic elements common to:most of the
General Studies programs thus: |

"(They) ... will include matters of school organisation,
teaching methods and syllabus content. The main purposes
of General Studies organization can be simply explained.
One is to free blocks of time so that subject matter can
be merged. The second is to concentrate the work of a
few teachers, as a team, on a limited section of the
school. Thus, if a school is divided into sections .
according to age levels, each year group will be given a
group of teachers of varying background. 100 first year
children, for example, would have five General Studies
teachers. The teachers' backgrounds would include,
ideally, the studies that make up General Studies, that ‘
is (in the average case) English, Social Sciences, Science
and Mathematics. If there were enough teachers, Art would
also be included. It is fairly common also not to include
all of the Mathematics.

In large schools, the age level group can be split -in half,
8o that each year level may have two General Studies groups
of about 100 each. The groups, of course, need not be based
on age level, but include a range of ages from first to
third or fourth years. Age level grouping is, however, by
far the most common kind, The group of teachers is then
usually left to arrange the time and activities of General
Studies. The same group also handles a lot of the disci-
plinary and pastoral affairs of the level. 1deally, General
Studies classes will be confined to a single area so that
access to facilities, equipment and books for study can be
constant.'" (Hannan, 1970b:29)

Common to these programs was the integration of subject matter
around themes or topics based on a criterion of relevance to the world

of the student.
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The second phase in the development of Oben Education in Victorién
high schools became evident in the period 1970-1971 and carries through
to the present time., In this phase, although attention is still paid to
the fourth and fifth levels of openness (personality and cognitive devélop;
ment especially), much of the concentrated effort appears to_hgv; shifted
towards those levels concerned with’politico-social and organisational
issues. Published works commonly referred to by teachers and admini-
strators during this phase include James (1968), Kohl (1969), Goodman
(1970 and 1971), Siiberman (1970), Postman & Weingartner (1971) and,
as a special rallying point, Illich (1_971).8

Taken as a group, these authors have helped stimulate the develop-
ment of a more positive and adventurous plateau than previously existed,
on which educational change might be argued for the achievement of
politico-social and organisational advanfages.

0f the concept of openness, Hannan wr&te in 1970 in the following
terms: N

“"First. The attitude taken to the subject matter should be
open. There should be no series of conclusions presented to
be learnt. The aim of the study should be to get children
to ask questions, and to have them discuss the possible
answers., Among the attitudes stressed in the class room,
understanding of the human sources of ideas and tolerance
of unfamiliar points of view should be paramount. Work,
therefore, ought to be cast often in problem form aand
should tackle areas where there are no clear cut answers,
and where prejudice and vested interest play a large role.

81n 1972, Illich also lectured in Victoria as part of a lecture tour -
sponsored by the National Union of Australian University Students.
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Second. The topic should be open to various ways of,
working -~ a variety sufficient to offer something to -
every pupil. Such 'openness" may consist of choices
of areas within the topic or of choices as to the way
work will be done (written, spoken, dramatized,
demonstrated, etec.).

The function of this variety 18 both to cater for differences
of interest or ability and to compel some exercise of =
initiative, It is important that all of the various ways

of working be treated as equally valid. Teachers 8re often
accustomed to regard written responses as more substantial
than others, and reading as a more important source of

ideas than others. For General Studies work, one must

get used to the idea that other activities may rank with
reading and writing.

Consider further that even within written work there may be
various responses, so that an excursion planned with
scientific discoveries in mind may yield more poems than
reports; that what was to be an essay may make a better

play.

.

Plainly, there is nothing here to surprise a mixed group of
subject teachers. Each one, however, will have to make:
some adaptions to his habits. The Science teacher may not
be used to getting poetry in his lab. The English teacher
may be stronger on feelings than facts. Yet, both are
being asked not only to accept various ways of expressing
ideas, but to so structure their work that these ways are
kept open to their students. General Studies makes large
demands on a teachers knowledge and on his capacity to
co-operate with other teachers.' (Hannan, 1970b:31)

However, according to White & Wynn the ‘teacher was being asked
more than this:

"The decision to be made is whether education is to introduce
children to the intellectual culture, or whether it 1is simply
to be a sophisticated training. In fact there is no real
choice; 1if education is to be genuinely intellectual, it
can only be the former. To do otherwise is to assist the
destruction and degeneration of the intellectual culture,
and hence ultimately the skills and knowledge behind the

3The document 'An approach to General Studies' by D.C. White and
Eva Wynn was originally issued by the Curriculum and Research Branch
o of the Victorian Education Department and is reprinted in The Secondary
[:R\!: Teacher, No. 157, 1970, pp. 31-33,

wll Toxt Provided by ERIC
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technology of modern life. If the schools convert them-
selves, in ways appropriate to them, into institutions
concerned with the development of students as members of
the intellectual culture, it does not mean that they will
not also serve a useful function in terms of training in
those skills believed necessary in modern work. In fact,
students who receive this non-functional, intellectual
type of education will be even better equipped to meet the

_.particular demands of a changing society, but.they will

do so from a position of independence." (White & Wynn,
1970:32)

The shift to a politico-gsocial level of openness from the first
to the second of these quotations is obvious enough.

Other writers went on to deal with more specific issues. Hannan,
Hannan & Dow (1970) prodheed a paper for the C.A.B. entitled 'Literature
in the secondary school curriculum’ in which matters of actual implemen~-
tation of the new programs were detailed.!® Freeman (1970) and White
(1970) engaged in similar exercises in the areas of Mathematics and
Science respectively.}!

Furthermore, many of the teachers and principals who had chosen or
been chosen to implement new programs in trial schools atte.. ted to
describe and evaluate their efforis. One notable feature of virtually
all of the published reports was the preparedness of writers to make
forthright comment without harboring any rosy illusions about apparent

successes or failures but, equally, without an&‘apparent diminution in

enthusiasm,

107hig paper was issued by the C.A.B, in 1969 and subsequently reprinted
in The Secondary Teacher, No. 157, 1970, pp. 37-43, and elsewhere.

11goth of these articles appear in The Secondary Teacher, No. 157, 1970.
Preeman's paper was originally presented at a Victorian Secondary
Teachers Association Curriculum Seminar, Monash University, 1969,
White's article was originally prepared for the C.A.B.
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The evaluations themselves were basically descriptive and contained
little or no attempt to assess cognitive gains or losses, or to move
beyond an impressionistic view of behavioral and attitudinal changes .

resulting (presumably) from the innovative programs. However, it would

be uncharitable to criticise such evaluations for this seeming failure,

because so much time had been taken up with developing ideologiles,

: planniné programs and preparing for their implementation that evaluation
in these formative years had remained largely in the rea1m of profession-
al judgment.12 Most of the reports could béhglaésifiéd‘a;-fraps ;nd
hints for new plﬁyers in a new educational game where the role of the
teacher was significantly changed. Timetabling procedures and problems,
strategies for opening out classroom space and incorporating corridors,
techniques for team teaching, and listings of new resource materials,

all received close attention.

Barlow (1970), Golding (1970), Hopkins (1970), Laird (1970),‘
Simpson (1970), Turner, Oglesby & Lindsay (1971), Hill (1972) and
Golding & Poad (1973) can be cited as useful examples of General
Studies approaches that appeared to pave the way for the development
of more radical alternatives to Traditional Education, but with
tmincreasing emphasis at the level of openness in organieafioﬁﬁl terms.
Somevhat more abstract than the evaluations of specific programs,

have emerged a few general evaluation studies also aimed at the

organisational level. This approach is exemplified by

12gee Appendix 1, a paper dealing with problems of evaluation in
alternative programs. During discussion of this paper, several
teachers suggested that evaluation should actually be resisted.
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Whykes (1971)!3 who attempts to draw together some of the literature and
‘practices relevant to flexible organisation, Reus-Smit (1971) who ’
attempts a sociological analysis of the open school, and Dow (1971)!"

who writes of (what she calls) teacher-proof resources. Dow's warning

about resource packages which 'eneb.,l.e,ﬂ the teacher to shift his educa-

tional responsibilities 1s worthy of special note:

"I have seen the most superdb open classrooms, architecturally
speaking, from which all dialogue about the stuff of learn-
ing 18 totally absent. I have seen the most insidious form
of streaming in the most doctrinaire, unstreamed schools and
classes. In the difficult new situation the teacher needs
help in quickly fianding agbropriate resources, and he must
be given it; but, in the process, both he and his pupils
must retain control so that they genuinely interact with
each other and take into account the supreme importance of
allowing for spontaneity at the beginning, the middle and
end of all learning experiences. Packages can, but don't
necessarily, militate against this." (Dow, 1971:16)

An even newer literature base is now emerging in Victoria, tending
to embrace several conceptual levels of openness at once, and clearly
creating pressure to force the General Studies approach delineated
above in the first phase, further along the path to Open Education and
community schooling. Included heré‘are the works of Mahar (1972), White
(1972), Cohen (1973), Freeman (1973) and Tickell (1975). Perhaps it is
not surprising that, having arrived at a practical plateau of‘General

Studies curricula within_a relatively short time, writers in Victoria are

134hykes originally wrote the document 'Flexible Organisations' as a
report to the Churchill Trust in 1970. It was reprinted as an article
in The Secondary Teacher, No. 167, 1971, '

Ynow's article, 'Teacher-proof resources', appeared almost simultaneous-
ly in The Secondary Teacher, No. 170, 1971, and Issues in Technical
Education, Vol. 2, No. 3, 1971.
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now shifting their attention to several levels of openness. Three
reasons can be proposed.
In the first place, many local writers and teachers appear to have

gained confidence following the major initial break with Traditional

Education, The feeling seems to be: We carried our principles this far

into practice; perhaps we can carry them on to the next stage as well.

 Secondly, with a few of the local battles won,!5 more attention 1s being

paid to developments and writings in other countries, Thirdly, academics
and professional researchers (both of ;hich groups could sometimes be
accused of wanting to study Only’proveﬁ, succeésful innovations) have
entered the field and broadened the perspectiveé of the Open Education
movement.

The matter of how successful the pressures towards Open Education
and community schooling will be 1s also considered in this research.

1

2. Research Perspectives on Open Education

2.1 The problem of research boundaries

There appear to be two basic problems awaiting the researcher who
chooses to examine this field., The first is that the boundaries of the
field of Open Education are vague and disputatious; hence the researcher
1s liable to criticism for having started or stopped in the wrong place
because there 18 no consensus as to whether the most relevant research
is that concerned with method, architecture and design, social organisa-

tion or other aspects of human behavior. The second problem involves

15por example, abandonment of formal, public examinations at the end of
fourth year of high school, and introduction of experimental schools
or groups,
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the question of what 1is abceptable as research, 'Is a politico-social
treatise that advocates Open Education from an observational base of
social commentary and‘reform, acceptable as research? 1s the pub-

1lished gescriptive material of a ;eachgr who claims to have innovated
_Open Education vith his Grade 4 students, acceptable ds research? If =~
these answers are affirmative, what status attaches to such material

as reseérch and what credibility as evidence? If the answers are

negative, how muéh valid use can be made of reputable marginal research

in the absence of reputpble focal research? |

Several different approaches are possible each providing a different
set of boundaries within which Open Education might be defined. Five
of the six approaches mentioned below (that is, excluding the first)
appear to define Open Education largely in terms of reaction against
presumably unpopular aspects of Traditional Education. Note that these
approaches are not intended to bear a diréct relationship with the
five levels of openness already outlined above, but are meant to
reflect the clustering that appears to have occurred in reality.

If one adopts a rather historical and philosophicél approach, Open
Education is seen readily as a modern term which img;igp‘certain moral
and philosophical components of the relationship Sﬁtwéeﬁ teachers and
children, jointly engaged from opposite sides ingi;e transmission of
culture from on: generation to another and in the transm%sélon‘of
skills considered relevant to the maintenance,‘grow%hvﬁg c;a;ge of the

prevailing social system (including the economic sub-system). Locke,

Rousseau and Dewey are a few, among many who have dealt with‘these
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relationships over a period of centuries. Within the time perspective
of the 20th century itself, Dewey is frequently considered along with
Montessori and Neill as part of a 'progressive' movement in education

about which the historian Selleck (1972) writes so eloquently, If

__there is a persistent theme throughout the Wtitinge‘of‘these people,

it 18 the essential humanism that should be éncouraged in educational
environments during the érowth of the child,

The difference between this approach and others is that the latter
tend to arise as a reaction against what 1s now accepted as Traditional
Education; that is, mass education in which the numbers are so great
that schools as institutions have tended to regiment students, to con-
centrate on teaching, and to adopt the so-called dehumanising and
alienating aspects of work organisations engaged in economic mass
production.

Take Illich (1971) and the advocates of deschooling as a second
approach. In this case, the basiq concern appears to be that social
institutions have tended to work against the interests and well-being
of individuals; hence some process of institutional inversion is
required to restore the balance. Illich seces a breaking down of the
school as a fundamental strategy in a plan to render all social institu-~
tions more humane. This approach might be termed a social-philosophical
approach, ; |

As a third approach, take the pefspective of proponents of 'open'
relationships between teachers and students, based on mutual trust,
and focusing on teaching styles and methods that are felt to be in

accord with this pedagogical viewpoint. The most fully reported and
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obgerved cases have occurred in British primary schools, including
schemes such as Integrated Day programs and British Infant School
programs (e.g., Plowden, 1967; Moran, 1971; Walberg & Thomas, 1972;
Weber, 1971).

A fourth approach is the perspective of open space school design

and architecture, in which the size of the instructional space can be

.varied widely by the re-location of partition walls, furniture and

technological aids. Authors attracted to this perspecfive demonstrate
a firm reaction against the organising of students into cells in which
they can be gaught ggd in which rows of desks are supposed to aid the
efficiency of teﬁching by providing the basis for an alpost nilitary
style of organisation. Goss (1965), Eberle (1969) and Bumbarger (1972)
associate openness with a generous physical environment. With somewhat
less altruism however, Macbeth (1971) argues simply that the open space
approach derives from the instructional implications of team teaching.
A fifth approach relates to so-called individualised instruction
as conceptualised by Gibbons (1970) and others in terms of educating
with due allowance for individual differences both in capacigy tgilearn
and in prevailing state of knowledge. ‘Such instruction can be seen as
a reaction against massive uniformityiig teaching'practices in use at
the beginning of the present century;;‘é=reaggio% that was largely
responsible for the development of tests for’measuring human abilities
énd intellect (Guilford, 1967). An important element of the movement
towards tests and instruction programs, culminating in the behaviorist

approach to learning (Skinner, 1938) and in the growth of organisations

such as Science Research Associates, 1s that the traditional school, in
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its pursuit of uniformity and stress upon the similarities in people,
engages in a destructive denial of the vast differences in motivation,
skills and intellect evident in the herded masses of students, The
reaction in this approach 1is against stress heing laid on the simi-
laritigs between people and against failure to acknowledge the
differences between people.

A sixth approach can be summarised in the term social organisa-
tion, which, to some extent, incorporates the other perspéc;ives by
allowing reference to a total educational environment ranging from -
basic ideas about the processes of learning, through to the distribution
of decision-making rights and the bases for exercising power. The
present study approximates such an approach.

’w1th regard to the problem of what is acceptable as research,

A Bibliography of Open Education by Barth & Rathbone (1971) serves as

a starting point. These authors classify various books and articles
into a number of sections including descriptions of practice, theory,
history, the physical and affective environmgnts, strategies4for
implementation, and research. There are 221 entries in these sections
of the Bibliography, 21 othefs in a section on films and a further 21
in a section on periodicals, making a total of 265 entries. Only 5
entries in the whole work are classified under Research; namely, Gardner
& Cass (1965), Chitteﬁden (finally published as Bussis & Chittenden,
1970), Gardner (1966), Giacquinta (i968) and Plowden (1967). Pe£ﬁaps
the most surprising feature of this apparent paucity of researcb;is
that Barth & Rathbone use the term Open Education in such a broad sense

that a potentially vast research field is brought within view. They



31

refer to a general approach to teaching and learning, to the child's
right and competence to make important educational decisions, to the
teacher as a facilitator of learning rather than as a transmitter of
knowledge, to vertical or 'family' grouping, and to flexibility of time,
administration and space in an "environment rich in manipulative
materials, abundant alternétives and choice for students" (Barth &
Rathbone, 1971 : Introduction). When the field is so vast and the
research coverage so small, one 18 forced to ask whether the problem 13
really one of an abseﬁce of resgaréh or one in which the proponents and
students of Open Education have simply failed to ndtice the relevance of
research work that has not been written with Open Education specifically
in mind. Whichever is the case, it should be said, in fairness, that
research which isolates Open Education as its focus is approaching the
take-off boint in the early 1970's and that the next few years may see
sufficient consensus growing as to what Open Education involves as to-
enable the 1ncorppratibn of research studies with marginal status
currently. |

These studies might hail from areas euch as classroom interaction,
exemplified in Smith & Geoffrey (1968); the affective environmeht,
exemplified in Stern (1970); small group behavior, in Berne (1963);
group dynamics, in Thelen (1954) and Cartwright & Zander (1953); job
satisfaction, in Coulter (1971); personality, in Maslow (1970);!6
role behavior, in Biddle & Thomas (1966); and the sc;ence.(and other)

curriculum studies, in Wheeler (1967), to name but a few.

16pirst published in 1954,
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This kind of diversification can be expected as more features of
Open Education are identified as potentially valuable independent
variables the study of which may offer clues for forure educational
decision-making. Up to the present, most of.the directly relevant
studies refer either to-aspects of open method, open space or open
climate or to some combination or variation of these aspects. Despite
the ﬁarning by Angus (1973) that many of the current research procedures
involve taking certain practices and clothing them in a dubious theoret-
ical framework, what we are ge ging at the momeng is probably the forma-

P
tion of a new educational snd politico-social ideology.

Before a general analysis of research is introduced, one study is
worthy of mention as a benchmark in its own right. This is the study,

- 2
ﬁ: iy = “he,

Open Education and the Teacher by Rathbond (1970). Rathbone Ronsiders

a number of questions which include the following: What is Open
Education? Jghat are its distinctive practices and organisational
features? and, What are its implicit ideologies and assumptions about
1earniné? knowledge and schooling? Yet, to the researcher in Open
Education, the answers which Rathbone provides to these questions may
notE;e'as important as his coverage of literature and people. No attempt
is made, in the present study, to repeat Rathbone's effort to locate all
of the key people and works in Great Britain and North America; suffice
to say that Rathbone's coverage provides an interesting backdrop, based

on the primary and infant schools, for an Australian study based on

secondary schools operating under different pressures.
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The detailed analysis of research which follows is classified into
studies based on physical environment, organisational climate, teachers
and methods, operational definitions and community schooling. Whichever
category 1is being considered it will be noted that virtually all of the
studies reported have a 'one off' flavor about them because the dependent
or criterion variables are relatively unique and Becauee the research
sites are not replicabie. The criterion variables refer to administra-~
tive strategies, hardware requirements, students' problems, or, perhaps
too infrequently, cognitive performance. ‘

2,2 Open Bducation based on the physical environment

Much of the research into Open Education has been directed towards
space or physical planning. Smith (1971) relates open space design to
adminietrat1§e style and space utilization, concluding that different
groups of teachers will employ different administrative strategies which
may have serious implications for the extent to which instructional
areas are used as planned by the architects. An a880c1ated type of
study is that presented by Burr (1971) who considers the matching of
open ;reae with appropriate furniture to enable and encourage adequate
use of available space., Primary attention will be given in future,
Burr suggests, to designing for the learning process rather than for
discipline or maintenance functions. Acoustical, noise absorbing
furniture, movable library stacks and electric carpets to provide
multiple sources of power supply, will all aid flexibility and mobility.
From the standpoint of long term success potential for open plan

environments, such developments require urgent attention, although it

Q is interesting to note that Kyzar (1971) considers the noise problems
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of open plan rooms to be solved already.

Deibel (1971) endeavS?rato answer the question of how well the
open space schools meet-thﬁwaZEands placed upon them and concludes that
achievement of (what he calls) the central aim of individualised i
instruction is indeed constrained by limited software materials and

insufficient satellite spaces for small groups and individuals, Never-

theless, Deibel places a human factor (limited thinking by school staffs)

at the top of his list of constraints.

McCallum (1971) makes a useful contribution to certain aspects of
educational decision-making in her examination of children's problems
in open space and conventional elementary schools. McCallum sets out
to compare teachers' and children's perceptions of children's problems,
using an analysis of variance technique and taking useful steps to

approximate randomness in her treatﬁent groups. Among the findings two

are of interest here. In the first place, whether a school is an open-

space school using team-teaching or a conventional space schpol appears
to bear no relation to the kinds of problems experienced by children,
nor to the depth or duration of a problgm, nor to the source of help
for a problem, Secondly, there appears to be no rslation between the
type of school in which teachers are working and the kinds of problems
teachers identify in their pupils. Two questions come to mind immed-
iately:

(1) Could these findings apply at high school level where

teacher-student relations change in character somewhat?
(2) To what extent are McCallum's results a function of the

degree of commitment of teachers to the innovation?
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Killough (1971), aiso following an open space approach, examines
the effects of a non-graded elementary program conducted in an open
space school, on cognitive achievement. This study, which combines
open space and open method approaches to some extent, led to useful
findinga, Students in the épen space non-graded program evidenced
higher achievement in most cognitivé areas and at a faster rate than
otﬁer students. Furthermore, these cognitive gains were still evident
two years into the conventional American junior high school program.
The work of Leuders-Salmon (1972) also commands attention. She
attempts a comparative study of the impact of self-contained classrooms
and open space, team teaching schools on classroom activity. Her pre-
diction 1is clear; open space rooms will be more 'active', And her

definition of 'active' incorporates down-tq—earth features; 1in partic-

" ular, the amount of movement not specifically directed by teachers, the

proportion of time children spend waiting, listening or being passive
(a negative feature), the proportion of time children spend in large
groups (also negative), and the ﬁroportion of time spent in educational
games and co-operative work, Among her findings, Leuders—Salmon'iists
several worthy of note here. Opéh space rooms were twice as active;
more active classes occurred with a more informal control orientation;
organisational problems forced lerge teams to break into small teams;
teams of four teachers had more active classes than teams of two; and
structure, as well as ideology, played a major part on the child's
environment in the elementary school,

The study by Townsend (1971) should be viewed as a useful ﬁork not

only because it examines more than one dimension but also because one of
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its findings contrasts with those of related studies. Townsend coﬁpares
open space, departmental and sélf—contained schools with regard to
teacher style, pupil attitude and pupil achievement. He notes that
little evaluation has been forthcoming on the influence of these
structures on the learning environment., Admittedly, the study is
weakened considerably by the sampling procedures (only one school is
taken as representative of each of the three organisational types);
nevertheless the basic approach might be investigated fuvther with

real profit. Townsend concludes that children in self-contained and
departmentalised schools show better achievement growth in more subject
areas‘than do children in open space schools. Of course, such a con-
clusion may be confounded by the greater relevance of the achievement

tests to traditional approaches and by the lack of longitudinal data

that might account for an hypothesis conceining temporary détérioraticn

of achievement during adjustment té open space operations. The present
study‘takes cognisance of these issues.

Characteristic of much of the resezich on open space rooms is its

triviality. From a single 20-item Likert scale checklist sent to teachers

and students, Ledbetter (1969) concludes that open spaces are liked,
that carpet is the best single feature of opén teaching spaces, that the
comfortable atmogphere of the open area 18 pleasing to the participants,
that students enjoy the individual and group work, and that student
storage space 1s something of a problem. Yet the express aims of the
study are to analyse open teaching spaces in ten selected school

facilities, to trace the development of these facilities through the

~ U.S.A., to describe the design and the instructional programs, to
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discover teacher and student reactions to the facilities, and to analyse
the strengths and weaknesses of open plan schools.

Kleparchuk (1969) displays similar triviality. He attempts to
study the supervisory services necessary to improve instruction in open
space schools, Methodologically, the Chi~square design based on means
from a five-point scale of attitudes about supervisory services (those
wmeans being ranked for relative desirability) does not seem particularly
strong. A relatively innocuous question, pursued with a relatively
inadequate technique, adds little more to the state of knowledge than
would mere description. Kleparchuk's findings reflect these weaknesses.
Por example, his research claims to demonstrate that principals should
maintain good staff relations and should create a climate for discussion,
that teachers should help with planning and policy, that teachers need
" "agsistance in experimenting with new materials and approaches, and that
lay participation, help for weaker teachers and. help for teacher teams
to plan lessons are all required urgently, Such research could hardly
be accused of driving the study of Open Education ahead with alacrity,

Brunetti's assertion still reméins to be challenged:

"It is unlikely that the school building itself has any

direct measurable effect on whether children learn to
read better or teachers are more inspiring; rather it
will permit or restrict certain functions that may or
may not be related to the performance measures. If
functions related to performsnce have not changed - if
there 18 no change in staff organization and relations,
no change in program planning and co-ordination, no
change in curriculum, no change in student/teacher
relations, no change in instructional strategies - the

residual effect of space upon student and teacher per-
formance will very likely be small.' . (Brunetti, 1971:8)
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Cleatly, there is a dearth of research that has reached any finality
on the issue of educational space because that factor has not been
isolated in the better studies, while in the weaker studies, poor
designs confound the concluéions. One must then ask whether space,

per_se, is a useful focus of study at present for those interested in

Open Education.

2.3 Open Fducation based on organisational climate

| The work of Halpin & Croft (1963) has served as a base for much of
this research. These writers use a Likert-type scale for measuring
organisational climate in schools, from which two groups of factors
derive. The first group are listed as open, autonomous, controlled,
familiar, paternal and closed; while the second group comprise
Authenticity, satisfaction and leadership initiative.

An investigation by Appleberry & Hoy (1969).centrea on openness of -~
organisational climate in elementary schools and its relation to the
pupil control ideclogy of professional personnel. Appleberry & Hoy
identified 15 schools with relatively open climatee_and 15 achools with
relatively closed climates and conclude that the foL:ét manifest a good
deal more humanism in dealing with students than do the latter. However,
information about openness and about pupil control ideology is derived
entirely fron'principale and teachers. Neitheyr students nor independent
observers are consulted about the veracity of claims made by staff.

Again, the study from this group, most relevant to Open Education,
examines more than just climate. This is the study by Weiss (1971) in

which students' feelings about school and student achievement are

related ¢ openness of classroom climate, openness of teacher person-
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ality and opehness of student personality. While the results obtained
by Weiss are not surprising they are, nevertheless, of value. In the
first place, students low in dogmatism felt wmore positive about school
and attained higher grades than students high in dogmatism, Secondly,
student dogmatism was lower in open classrooms than in closed classrooms.
Thirdly, student dogmatism was lower in classes where the teacher was
high in dogmatism. Fourthly, students achieved higher grades and felt
more positive about school in open than in closed classrooms. Fifthly,
students in a closed classroom felt more positive about low dogmatic
teachers while, in an open class, students felt more positive about
high dogmatic teachers. Finally, student achievement and positive
attitudes were positively coirelated.

To the éractiéioner and the parent, studies of the Weiss type offer

asesmees e g ~gl {mmer -of -hope ; -not- only- about-Open- Education,” but -about’ the worth-of -

research into Open Education. The reason for this is that Weiss is one
of the few who have tackled the problem of cognitive gains. The fact
of apparent contradictions between the findings of Weiss and those of
Townsend are understandable given the state of the art in the ptactice.
of Open Education, but the leads provided for other researchers are
quite important.

2.4 Open Education based on teachers and their methods

Whenever teachers and their methods are discussed in relation to
Open Education, argument is likely to arise around the question of the
extent and quality of decision-making on the part of students.

This alliance is typified in the work of Innes (1971) in which

environmental forces in open and closed settings are studied. The open
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classroom is defined in terms of a period of the classroom day in which
choice about academic work is offered to students. A closed classroom
18 one in which stﬁdénts are required to complete a specific asaignment.
Essentially openness and closednegs are conceptualised 1n‘terms of level
of teacher intervention and its reciprocal, deéision-making power of
students. |

In similar vein, but at an abestract level only, Bugsis & Chittenden
(1970) ¢onceptualise classroom environments along the dimensions of
teacher contribution and child contribution. This scheme allows the.
allocation of a given classroom to one of four quadrants, represented

diagramatically in Figure 2.1,

FIGURE 2.1
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IERJf: Reproduced from Bussis & Chittenden (1970:23).
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Resnick (1972) has moved further than the abstract 1lével in her

attempt to describe systematically the behavior of the teacher in an
_ .
informal or open classroom, Resnick not only establishes categories

for observation of teacher behavior but reports a study baged on those

categories. Two interesting conclusions should give cauéé“for thought
o !

‘ amongst teachers: - T?““
"Since there are no formal medns 6f assut sthat ‘the Bhild
works on t@@&s suited to his c{ryent leverl ot:development

in any particular area, the child's acquisition of basic
skills in an informal environment depends on a combination

of two factors: &
(a) the extent to which the child is able to extract from
a complex and 'distracting' environment those tasks that
optimally 'stretch' his curyent: repertoire of skills and
concepts - i.e. the extent tgswhlch he_can 'programme’
his own learning; and « ﬁ
(b) the extent to which the teacher, or the basis of
informal observation and evaluation and her own knowledge
--.of .the.subject matter, can guide . the child.to appropriate .. .. . .o
tasks.”" (Resnick, 1972:109)

Barth (1970) has also concentrated upon the teachers and particularly
on the assumptions which they hold about learning and knowledge.

Barth's contention is that sirong agreement with his 29 assumptions will
indicate that a teacher is most likely to be an open educator, or is
potentially so.

More than a year after he had assembled these assumptions Barth
(1971:Ftnt 3) claimed that none of the proponents of Open Education,
tested in the interim, disagreed with any of his assumptions. We are
not told whether the results are any different for the proponents of

Traditional Education or of other alterpatives to Traditional Education.
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Perhaps the greatest difficuylty arising from works that have
attempted to conceptualise Open Education in terms of a balanced rela-
tionship between teacher and child relates tu vagueness and even confused
and contradic;ory thinking. Angus (1973) notes three examples, the

first contained in a descriptidn of the laisgez-faire classroom by

Bussis & Chittenden!

" ... the adult plays a very supportive but eﬁtirely non-

directive role, the children having great freedom which
occasionally erupts into chaos., The adult is rated as low
in contribution for several reasons, one being passive
acceptance of the curriculum or some set of "accepted" prac-
tices and procedures, —
... The pre-school teacher here is likely to be a rather
bland individual who does not come through strongly as a
person ...

This quadrant would also contain rooms characterized by
an extreme "hands off" or laissez-faire attitude in which
the adult generally attempts to avoid expressing personal

......preference or.direct suggestion."  (Busgis & Chittenden
{970:22)

The second example can be found in Walberg & Thomas (1972), where
the child 1s described as a " ... significant decision-maker in deter-
mining the direction, scope, means and pace of his education ...", while
at the same time it is asserted that the " ... teacher and child, in
complementary roles, should together fashion the child's school exper-
ience ..." (Walberg & Thomas 1972:198).

The third example appears in Rathbone (1971), where the open
educator is described by his functions:

"His function is not to present answers nor indeed always

to present well articulated questions; his function is
to offer, instead, opportunities within which the child
will generate his own questions and from which he will

derive his own satisfactory answers. The teacher prepares
and presents places where learning is likely to occur;

-
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he himgelf acts as a resource within those many and over-
lapping ledarning environments offered to the child"
(Rathbone, 1971:107).

"When he does decide to make an instructional intervention,
the teacher ..." (Rathbone, 1971:107); and

"The open education teacher must intervene differently each
time; not only must he be able to apply different strategies
to different children performing different tasks during the
same days but indeed, he may be required to be both highly '
directive and thoroughly permissive towards the same child'’
with respect to two quite different areas of learning the
child has entered" (Rathbone, 1971:108).

The flaw common to these three examples is the author's acceptance
or ignorance of a substantial shady area between decision-making by the
zhild and decision-making by the teacher. Presumably, a reader is
supposed to know about and understand the subtleties of this area, but,
from the point of view of the practising teacher who wants to know what
he and the child should do differently from before, it is the shady area

~ that requires the fullest explication. The theorists who stress the '
child-teacher relationship in Open Education but who fail in this
explication are, to some extent, drawing.a shroud of mystique on a
field that needs plenty of light.

The apparent lack of clarity that pervades the teacher/method area,
especially where it deals with decision-making, may be due in part to an
associated lack of clarity as to what pay-off is aimed at when a student
18 accorded decision-making rights about his educational program.
Furthermore, the openness encompassed by these rights has a somewhat
hollow ring about it because the teacher is clearly retaining the right

to abrogate the student's decision-making rights when he feels so inclined.

Among other things, perhaps this suggests lack of understanding of the
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dimensions of freedom and control.

An interesting and productive variation on the teacher/method
studies is that by Gibbons (1970) which concentrates on the extent of
indivtdqalised instruction associated with perticular curriculum
program;} Gibbons classifies programs on three levels; the first
being the level of instruction (whether individualised or by class),
the second being that of the decision-making pattern in the classroom
(divided into active, responsive and permissive), and the third being
that of/ﬁggure of the interaction between student and teacher (either
direct interaction or indirect interaction). Moving from this basic
classification, Gibbons develops profiles of individualisation which,
he suggests, have the advantages of requir}ng the examination of each

.
of 15 elements of a program, of distinguishing the unique features of

(Gibbons, 1970:11). The manner in which Gibtons uses his profiles is
ﬁhite illuminating. Linear programming, the Oakleaf Project, the
Winnetka Plan, the Leicestershire schools and Summerhill are compared
and contrasted by way of practfcal example.

Also of considerable value 1s‘the work of Gardner & Cass (1965).
Along with Plowden (1967) this work stands fairly close to the beginnings
of the modern Open Education movement. Concentrating on the role of the
teacher in British infant and nursery schools, Gardner & Cass offer a
plain, practical analysis of good teaching, an analysis that is warming
not least because it 8o lacks pretension of any kind. They examine
teaching in terms of three major groupings; teacher behavior that shows

concern with providing intellectual stimulus and imparting knowledge,

a prpgram, and of facilitating comparison qf different programs ‘ o
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teacher behavior that ahows concern with fostering and encouraging good
social attitudes (although what is meant by 'good' is taken somewhat
for granted), and teacher behavior that establishes‘an‘envitonment
favorable to education and to the social, emotional and intellectual
welfare of the child. |

 If a researcher was to Qe forced into choosing one work that con-
tained a comprehensive analysis of the teacher/method area, and ﬁany
other areas besides, he.would find difficulty 1n'1gnoring Plowdén (1967).
This study of children and their primary schools stresses five straight~
forward but prdfoundly significant recommendations that appear to have
served as pivotal points in the development of Open Education in the
primary schools in recent years. It recommends in the first place, that
individual learning should be facilitated by mixing individual, group

and class work, Secondly, it suggests that the class should remain the

basic unit for examination, especially for young ch}ldren, but that the
child should have access to more than one teacher. Thirdly, it advocates
that children should be grouped vertically or in 'family' groupings
rather than as age/grade groups. Fourthly, it warns that streaming ‘
should be avoided. And, finally, it calls for ﬁuch greater flexibility
both in the length of the school day and in the spacing of the school
year. All of these points appear to escape major criticism by such
writers as Peters (1969).

Two other kinds of teacher/method studies should be adverted to.
The first is the change agent of helper study such as that by Johnson &
Page (1972) which involved practical considerations of helping tradi-

tional teachers to plan and implement student-centred classrooms, with
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particular reference to management of the transition from Traditional
to Open. By using a variety of workshop techniques significant changes
were manifestcd in the behavior of teachers gnd students, in the direc-

tion of behavior identified as typical of student-centred classrooms.

The second 18 concerned with the teacher's effectiveness in evaluation.

Marram<(l972), for example, has noted an association between teaming of

teachers previodsly isolated from each other in performing traditional
teaching tasks, and the soundness and importance of their evaluations
for the task performer.

In terms of the five levels of openness, most of the teacher/method
studies are difficult to place because the reasons for transferring
decision-making power to students are largely unclear. Within the one

study, these reasons might vary from politico-social considerations of

individual human rights of choice, through organisational considerations

b ok i o e o e e e

regarding a wider scope for the role of the teacher and through con-

siderations about the development of the child's personality, to con-
siderations of cognitive functioning instanced through the exercising
of a student's facility for analysis aﬁd critical thought.

2.5 The search for operational definitions

Several studies focus on detailed descriptions of Open Education
and on identification of the essential (if not sufficient) variables
that, together, amount t6 Open Education,

Of the more general studies, Plowden (1967) and Rathbone (1970)
stand out as major contributions, and their work has already been
referred to earlier in this Chap;er. Of the operationalising studies,:

three good examples can be noted.

b et
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Stewart & Angus (1971) try to characterise classroom Seﬁavior
according to its degree of openness. They use a Classroom Description
Questionnaire comprised of eight dimensions, high scores along which
indicate openness of teaching, The dimensions are teacher flexibility,
classroom 1nforﬁality, studehtlindependence, individualisation of
instruction, materials awareness, text independence, inter-teacher
co-operation and use of resoufces outgide the school. The findings
and implications of the study, summarised by Angus (1973) are worthy
of detailed report:

"Several important findings emerged from the validation of
the scale which bear on the definition of open education.
First, there was an overall correlation between open
classroom practices and open school design. Thus the

_dichotomizing of the independent variable of the study
into "open practices'" and "practices in open space
schools" may be somewhat arbitrary. Secondly, when each
scale was considered separately, on some subscales
traditionally designed schools were more open in approach

~ ‘than open space schools. Thirdly, factor analysis reveal-
ed that the subscales were interdependent. A teacher
activity factor accounted for most variation. Teachers
who loaded high on this factor tended to have freyuent
contact with their coll2asgues and other adults in their
professional capacity and not to be bound to any routine
in the management of their classroom. Informal student/
teacher relations characterized the second factor while
teacher utilization of technology characterized the third.
These three factors accounted for 69 per cent of the total
variation,

The implications from these findings for the development
of scales to measure the openness of education are several
fold: open building and open practices though they may
have sprung from different beginnings are now in varying
degrees related phenomena; scales to measure the concept
of open education will need to be multivariate in nature
if they are to describe differences among schools or
classrooms; and, subscales of instruments which are
devised to measure openness of education are likely to

be statistically dependent though logically the constructs
operationalized in the subscales may appear relatively
independent." (Angus, 1973:12)
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Another attempt to operationalise Open Education is that of
Walberg & Thomas (1972). Followingklargely on the Qork of Bussis &
Chittenden (1970), general areas are identified from which eight themea
emerge, The resulting Observation Rating Scale and parallel Teacher
Questionnaire comprise 50 items, allocated to themes in proportion to
the amount of attention given to those themes by the oriﬁinal writers
and in terms of a " ... c*iterion of possible observability" (Walber§4&
Thomas, 1972:199). The particular themes are provisioning for learning
(25 items), humaneness (4 1tems); diagnosié of learning events (4 items),
instruction, guidance and extension of learning (5 items), evaluation of
diagnostic information (5 items), seeking opportunities for professional
growth (2 1tems), self-perception of teacher (1 item), and assumptions
about children and>the learning process (4 items)., The canonical |
correlation between the queationnaité andiobservation is significant at
e ool 1e§é1; ; e

Traub, Weiss, Fisher & Musella (1972) provide a third example,
similar to Stewart & Angus in that Open Education is described through»

observable characteristics of school programs. Ten 'topics’ are

e

derived; setting instructional objectives, materials and Activitiee,
the physical environment, structure for decision-making, time scheduling,
individualisation of instruction, composition of classes, role of the
teacher, student evaluation, and student control,

Perhaps the basic problem of validity with most of the studies in
this area is that data are obtained exclusively from the teachers who
are reporting thelr oﬁn behavior. Whether or not students and indepen-

dent observers would agree with such teacher-reported behavior remains
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a vexing question,

2.6 Community schools: a logical outcome of developmenta in Open
Education?

Two obvious boundaries have surrounded the discussion so far. The
first is that the vast bulk of literature and research currently
associated with Open Education is oriented towards the infant and
primary schools, The second 18 a logical consequence of‘this fact;
that Opgn Education has been considered largely in terms of the
custodial and socialising aspects of the relations be;ween adults and
children. | |

Once the age barrier and the barrier of custodial responeibility.
(and, iﬁdeed, légal liabilitf) are loweréd, the concepts, practices
and behaviors that comprise Open Education assume new dimensions in
which educational institutions need no longer be seen as physical
en§ironments which end at the school gate. The whole community and its
citizens may become integral parts oé the educational environment.
Furthermore, the logical extension of vertical or 'family' groupings in
educational institutions is to introduce the adult, as participant or
student, who is interested in continuing his own education.

As Bailey (1971) observes, there 1s neéd to employ the best braine‘
in the community to the task of bringing the city to the classroom and
| exploiting the city as a classroom when appropriate. One implication
of this rationale is that teaching can no longer be left entirely to the
professionals. Boulding (1971) and Wood (1971) offer similar suggestions
which, in Melbourne, Australia, Tickell (1973) and Freeman {1973) are
already carrjing into practice. Another implication i1s that the

boundaries of the school as a formal institution may be altered and

«



50

.rendered more flexible; pérmanentlg in some respects and pro tem in
otﬁers.

| More so than has been the case previous}y, the developments in
community schooling suggest that all five levels of openness will be
encompaeeéd in the one strategy. At the pol{tico-social level;kthe
total environment of the child, and not simply the school, becomes a
basis for relatively formal education of the child, At the organisa-
tional level, the conyentional boundaries of thé formal schooi are at
least loosened. At the group level, admission becomes more open and
less formal,‘uith sanctions and rewards generating from within the
educational group rather than being‘inpoaed by the profeqsional .
teachers. At the level of personality development, the learmer is
clearly engaged in an exercise in adjustment between his own perceived
needs and those of his fellows. And at the level of attitudes, beliefs
and_cognition; the individual is endeavouring fo‘maximiee his develop-
ment by constant 1ntefchange with a wide variety of ideas an& attitade(: 

postures,

3. A Review of Research into Innovation as it Relates to Open Education

3.1 Introduction

"An educational innovation has a natural history and, in a
sense, a life cycle. The full account of the 1life cycle
of an innovation is the story of its invention, develop-
ment and promotion, adoption, diffusion, and demise, along
with an account of the problems encountered and solutions
developed in introducing and maintaining the innovation in
specific settings, and the unanticipated consequences
growing out of its use." (Carlson, 1965 at4)

One pfeliqinary note is necessary concerning definitions. Detailed

d Initions of terms will be encountered at various points throughout
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this text but some rough distinctions ought to be made at the outset as
to what is meant by 'change', 'innovation' and ‘'system'. Miles (1964)
suggests that the word 'change' is a rather undefined, primitive term

implying nothing more than'a noticeable alteration in something between

one time and another time, The wofd '{nnovation' however, while it is

a species of the genus 'change', can be thought of as a " ... deliberate,

novel, specificéch;nge, vhich is thoughg;to be more efficacious (than

S

?

what previously%applied) in acgompliahiﬁg the goals of a system"
(Miles, 1964:14). In turn, a 'systexm' can be defined broadly in
Daniel Griffith's terms as a bounded gollection‘of intetdependeﬁt
parts devoted to the accomplishment §f goals and with the parts main-
tained in a steahy state 1n’re1atio§cto each other,

In their own approach to educafional innovation, Miles and his
co-authors think of 'system' in thé sense of social systems (made up
of persons, groups or organisations) derted to the achievement 6f
educational goals, |

Miles (1964:15~18) also clasaifies?educational innovations as
dgaling with one or other aspecl of a sbcial system; boun§ary main-
tenance operations, size and tetritoriaiity, physical facilities;
time scheduling, goals, procédures, rofé definition, normative beliefe
and sentiments, structure, socialisation methods, and linkage with |
other systems. In order to reflect the integrity of Open Education
in Victorian high schools, the present study, at one time or another,
straddles most of Hileg' aspects of the social system.

The e&rlier sections of this chapter were directed to the elabora-

. tion of Open Education per se to assist in answering the question:
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What is meant by Open Education? The present section shifts attention
to Open Education qua innovation as a bﬁsie for showing how intended
outcomes of Open Education, however defined, might be modified or
distérted by the very innovative nature of Open Education. The question
here 18: What aspects of innovation theory and research should be
taken into account when explaining the modifications and distortions
surrounding the implementation of an Open Education program?

The studies considered in this section are used as a range from
which particular concepts might be chosen for the conceptual framework
outlined in Chapter 3.

.2 1Innovation in politico~social terms

Research into educational innovation is pervaded by a bewildering
array of publications, In terms of sheer volume, studies based on
the work of Paul Mort were probably dominant until the mid-1950's,
having commenced in the late-1930's and consolidating soon after with

the publication of American Schools in Transition (Mort & Cornell, 1941).

Mort's basic concern was adaptability, or the " ... capacity of
an institution to respond to its Fole in society and to new insights
concerning its techniques of operation'" (Vincent, 1961). By the time
of Mort's death‘in the early 1960's well over 200 studies hadjempnated
from this tradition. The earlier among these studies suggested that
it would take up to 50 years for an educational innovation to become
widely diffused, while the more recentbstudies suggested that this time
lag between initiation and widespread implementation of an innovation
had reduced considerably by the 1360'8. Some evidence is presented in

later studies (e.g., Marsh & Gorfner, 1963) to support the view that
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the basic factor in the recent acceleration of change rates is the
portion of gross national product devoted to curricular and related
innovations. To the extent that this cause-effect chain 18 realistic
for the United States of America there seems little reason to doubt
that the same arguments could be applfed to other comparable nationai
or economic entities or systems,

Studies by Gittell (1966) and Clark (1965) also provide concepts
that may.be valuable for an understanding of educational innovation at
a national or societal level, each 1nv6k1ng the concept of power elites
in slightly different ways,!® |

Gittell (1966) advocates a shift érom studies that merely identify
power holders towards studies that deséribe the.pattern of power
distribution. She proposes the use of four models. The first model
is that where a single elite dominates undifferentiated masses, con-
centrating péwer in its own hands. In a téchnological society the total
amount of power avaiigble 18 1ikely to increase so much that a single
elite will find 1t difficult to retain absolute control. Because new
elites will arisc a new distribution of power will occur. Gittell
argues that change is unlikely in these conditions; however, it does
seem possible that she has overlooked the likeiihood of a single elite
generating change on its own initiative. The second model involves
challenge to the power of a primary elite by a lesser elite, manifesting
threats to any privileged poéitions. Moderate and gradual change is

likely in this case. The third model views power as diffusing among many

O  18These writers appear to use the word 'change' in the same sense that
IERJ!: Miles uses the word 'innovation'.
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competing but relatively equal elites. Because there is great potential

for shifting in primary power positions from one elite td another, steady

change is likely. The fourth model envisages a vertical elite structure
/ with two or more strata of competing elites. A more general model.»ic

1s likely to encompass the other models. '

Gittell's models can be related to the first section of this
chapter, concerned with dévelopﬁents in Victorian high scﬁools. Prior-
to 1964, conditions approximated the first model, with a aiﬁgle |
(bureéucratic) elite maintaining power and stability by virtue of
regulations and traﬁition. The seéqnd model applifa after 1964, but
with an interesting variation. The’direct challenge’to powerful elites
(such as the Teachers Tribunal which 1arge1§ determined employmentkcoﬁ~'
ditions in the E&uc;tion Department and general étaffing conditions in
achobla) derived from lesser elites such as the Victorian Secondaiy
Teachers Association. Béwever,kto some gxtent, the power bd#ep which
these lesser elites were able to establiéh aé}eared to be ; function of
deliberate construction by individuals (auchfas Reed) who already held
positions of power. The third model appeare,to be relevant from about
1970. - S

' The study by Clark (1965)'1ncorp§r;tea a éenaitive analysis of a
pover elite in the form of the United Sgégga of America's Physical
Sciences Sfudy Committee (P.s.s.c.).y A ayégeﬁ of voluntary relations
among and betﬁeen local, state and national groups was developed to
assist with curriculum revision following fhe success of the Russian
Sputnik program. Clark refers to the need for a tbeory of confederative

organisation or organisational alliance. Such a theory allows for the
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uniting of effort without the usual bureaucratic authority of a formal
hierarchy and its associated grades of employee status. Clark suggests
that in a typical bureaucracy, aﬁthority'and supervision are deleggted
internally or by legal contract; however, within inter-organisation
patferns of the P.S$.S8.C. kind ;here the leverage attaching to position
1s reduced, suthority and supervision arise by specific agreement or by
arrangement with those holding particular responsibilities and com-
petences. Clark traces fouf components of the P.S.S.C. pattern of
influence. A Pederal agency and national private com@ittee had provided
a status and a (potential) financial basis for involving various -
independent groups and orsan}eations*tﬁqg quickly moved towards
alliance. Commercikl organisations manufactured neceesatﬁ‘materials
for sale in the education system preeumabiy with half an eye to profit.
Universities and colleges used the materials in training teachers and,
in turn, local authorities adopted the materials and allowed their
teachers to re-shape courses as required,

As Clark points out, this chain had the prestige of expertise,

while the voluntary nature of organisational involvement led to an

'adéantage of speedy diffusion., Clark does, however, also admit a

dysfunction of inequality in which the rich and progressivé distticts
showed great interest while backward districts moved slowly, a diffi-
culty that might be overcome through the use of incentives.

3.3 Innovation in terms of organisations‘andggroups

A study similar in some ways to that of Gittell is Archer &
Vaughan (1968) which uses the group as a basis for conceptualising

educational innovation in terms of conflict. In their vidyaedncational
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innovation will occur when a particular group‘successfully asserts
itself against the already existing dominant group.

Proceeding from a related perspective, Andrevs & Greenfield
(1966) suggest tﬁat the concept of homeostaaia might be extended
beyond the static, steady state hypothesis to include a situation in
vhich an organisation 1s characterised by a constant rate of chénge
or even an accelerating rate. To incorporate this position, Andrews &
Greenfield suggest that the culture of the otganieation’muat be con-
sidered. To the extent that culture can be viewed as a mode of adaﬁia— ,

tion by the organisation to its environment, this approach seems

'seneible.

Gallaher (1965) takes an anthropological approach to the same
notion of culture as an adaptive mechanism., Here the socio-;ultutal
syétem is seen alternately as tension-producing and tension-reducing,

Bennis (1965) is another writer who seeks to account fof»qnd ;
manage change by using models of organisation beyond the more con-
ventional bureaucratic types. Bennis describes an organic-adaptiﬁe
organisation consisting méinly‘of problem-solving groups of epecialists’
from a wide range of disciplines, who work together for short periods
and whose partnerships dissolve with completion of the taqﬁ or}upon
solving the appointed problem. Such an organisation would allow more
freedom and more opportunities for work to be based on intrinsic motiva-
tion, presumably with positive consequences.

FPoster (1968) offers a similar solution for problems arising in the
change process. He notes the development of two parallel poait10qa:

the systematic, organised change model and the process-involved co@plex.

H



systematic, structural approach, but the process-involved approach,

suggests Foster, is likely to be more applicable and facilitating in
a school system that is open in character. T

From amongst the management theorists.whq%Hde gttacked the same
or similar problems in the more general setting ;f wbrk organisations,
Burns & Stalker and McGregor can be taken as representative of a large
ndmber, including the socio-technical systems theorists such as Emery,
Trist and Murray from Britain's Tavistock Institute of Human Relations.19
While for manf purposes these ?riters gfe classified as human relations i
theorists, they might weli occupf a cleér place in educational innova~ k
tionlresearch. | |

Burna,&‘ﬁgg}yer (1961) refer to mechanistic and organic forms of
management for orghnisations. A mechanistic system, appropriate to
stable conditions is characterised by such matters as task speéialisa-
tion and the abstract nature of tasks; by precisely defined :1ghts,
obligations and methods and the attachment of rights to functional

positions; by hierarchical structuring of control, authoxity and

Vcbﬁmunication; by vertical fnteractions between members; and by

httachmént of greater prestige to local than to cdsmopolitan knowledge;
experience and skill., The organic system, appropriate to changing
circumstances, presumably including those conditions where an innovation
is 1likely to give rise to unanticipated consequences and new problems,

is characterised by special knowledge being contributed to a recognised

!

195 critique of this group of studies is given by Brown (1967).
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common and realistic task; by continual re-definition of individual
tasks; by generalised acceptance of responsibility; by a network
structure of control, authority and communication; by lateral inter~
Ection between members, without reference to seniority; and by
atfachment of greater prentige to a ceemopolitan orientation in respect
of knowledge and expartise,

McGregor (1960) takes as his basic concorn the strategies which
managements in industrial organisations might ehploy to motivate and
harness human resources more effectively. Although he does not write
with {nnovation specifically in mind, the lihk between his work and
that of Burns & Stalker is quiFe evident. McGregor suggests that
traditional management propositions often lead fo depleted preductivity. :
These prOpositions (Theory X) tend to agsume that man is indolent end
will not work unless forced, that he is indifferent to organisational
needs, that he is resistant to ehenge and 18 not very bright. An
alternative set of management propositions (Theory Y) is likely to be
more productive because it does not assume that man is comprised,
inher :ntly, of these negative traits. In Theory Y, man ie»aesumed to
heve the capacity for aseuning responaibility except where organisational
e:pe'lences have tendered him passive or resistant. The taak of manege—
% hen, is to arrange organisational conditions and methods so thatk
peopr  en achieve their own goals while directing their own efforts
towards organieetional goals,

Miles (1965) also refers to innovation in organisaeiona, suggesting
that an organisation with a high probability of eucceas‘in innovating

is likely to have clear, achievable and appropriate goals; it will
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develop distortion-free communication vertically, horizontally and
across its boundaries; and it will seek optimal power equalisation,
encouraging collaboration upwards, downwards and sideways. Unfortunateiy,—'
educational organisations display some specinl properties that may
militate againet such qualities. Ambiguous goals, input variability
and 1nv1;1b111ty of role performance are typicai of the difficulties
that must be overcome for successful innovation to occur,

Although further reference will be made in Chapter 3 to management-

- oriented studies in organiaatipnal innovation it should be noted here

that most pay scant attention to the poasibilif;:of a conventional
bureaucracy acting in a highly innovative way. Indeed, there are
reasonable grounds for suggesting that these studies represent a
reaction to a dysfunctional aspect of many present day bureaucracies;
namely, that in providing stable services such bureaucracies are losing
another very important quality of adaptability,

A remaining factof, especially relevant to the management aspect
of educational innovation, concerns the hiatoriéal pre-conditions
pervading an organisation engeged in innovation. Greiner (1967),
referring to a pfactical exanple, attempts to show that the presence
or absence nf‘certain early‘events and the extent to which they are
allowed {or, may make the difference between a mediocre and a highly
successful innovation effort. |

3.4 Innovation in terms of the individual

Hoét, if not all of the studies which embrace concepts relating
the individual to educational innovation, focus on attitudes in some

vay,
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Insko (1967) has attempted to summarise the contributions of
various theorists to the study of attitudes. The concepts contained
in these theories have not been wideiy applied togeducational innova-
tion but the potential relevance to studies of administrators, teachers,
students and parents is clear. l

Several attitude theories have examined a;titude change as ah
equilibrium phenomenon, Osgood & Tannenbaum (1955) refer to a ptinciple ,
of congruity, which holds that * ... when two;attitude objects of
differing evaluation are linked with an aseetfion there 18 a tendency '
for the qvaluation of each object to shift t;wards a point of )
equilibrium or congruity." (Osgood & Tanne7£aum. 1955:42-55) . Rokeach
(1960) referring to belieilcongruence, Heidfr (1958) and Newcomb (1§59)
to balance theories, Rosenberg & Abelson (2560) to consistency, gnd
Festinger (1957) to cognitive diseonance, 1ave all examined attitudea'
and, in some cases, the changing of behavi?r, in terms of equilibrium, -
Saroff (1962) applies psychoanalytic :heoLy to attitude change,

endeavouring to show a link between motivq% as tension producers, and

[

‘action as a means of tension reduction. ?n its own way, this 1s also

an equilibrium theory. f

 Somewhat different 18 McGuire's (l96§ and 1964) inoculation theory
which tackles the problem of inducing resistance to change by the
presentation of weakened or refuted counter-arguments. Owen (1970)
and Eichholz (1963) also utilige resistance theory; Eichholz in
particular, proposing a theory about the process of teacher rejection
of change through the components of awareness, disinterest, denial,

trial and rejection.
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Finally; there exiats at least one theoretical‘poéitibn thﬁh
“views the individual from both resistance and acceptance perspectives.,
This 18 exemplified in Barbichon (1968) who gtresses the televancekof
eocial images, a term which appears to have a close parallel in the |
notion of stereotypes. Such images of models of change are said to be

dangerous and thwarting of change when adhered to so strictly by;
individuals that the means to change become limited, inflexible and
possibly more important to individuals than are the goals which the
change 1s intended to achieve.

3.5 Tool concepts for the study of innovation

The preceding sections relate innovation to general conceptual '

levels that might be chosen to give a particular focus of analysis..

In addition, there are four aspects of innovation frequently used as
tool concepts in describing and explaining .change processes regardless
of the focus of analysis: adoption, strategies, leadership and change
agency. Indeed, these topl concepts are so much a part of the iapguage
of innovation research that their value and meaning in thg area are
sometimes taken for granted. Close examination hawever,\r§veala that

they should not be taken for granted; therefore brief consideration 1is

given to them to 1ndicate the kinds of limitations that must be keptlin&‘ B

mind whenever they are used.
3.5.1 Adoption

Many of tpe studies referred to in the foregoing discussion, and
others besides, focus on rates and characteristics of adoption. Two
major works, Rogers (1962) and Rogers & Shoemaker (l97i) summarise

much of the recent work in this area, with fairly heavy concentration
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on rural sociology and the analysis of agricultural innovations. In
the earlier of these works, Rogers outlined five attributes of
innovations (as perceived by users) that wefe likely to facilitatexg
QUcceésful adoption: relative advantage, compatibility, complexityfk
divisibility and commumicability.20 In the latter work, the term

'trialability' is substituted for divisibility and the term ‘observ~

ability' is substituted for communicability, but the sense is 1dentica1.i

e

Perhaps the main doubt raised in respect of the concept of adoption o

concerns the use of data based on the reported behavior of adopters

(Fullan, 1972) rather than on actual adoption and on the consequences - _“"f
. » N g

of an innovation.

Studies by Havens (1965), suggesting that the individual's
definition of the adoption situation will affect the nature of his
acceptance, and by Pareek & Chattopadhyay (1966), raferring to multi-
practice adoption behavior, provide additional support for Fullan's
doubts about the value of reported adoption as a variable.

The danger is that despite claims of marked change there is
likely to be found, in fact, a marked lack of change and, indeed,

strong teacher persistence with pre-innovation roles (Fullan, 1972)

~along with lack of difference in the way students perceive'what is

happening (Owen, 1970). Indeed, Fullan suggests that such a finding
should not cause surprise, because in most educational innovations the
person who decides upon adoption is a different person from the one

vho must actually do the adopting and make use of the innovation; in

20 chapter 4, Section 3 below includes definitions of these terms.
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aomé ways a different state of affairs from that uhich applies in other
areas such as agricultdral innovation.

Having takenirullan'a criticism into account along with the quite
proper criticiams;by Gross, Giacquinta & Berﬁstein (1971:20-22), the
present study is lﬁcated more nearly in the mould of those studies that
examine actual use and assessable consequences through observation by ,
people other than the adopters. Such stu&ies include Goodlad, Klein_gs
al (1970), Gross et al (1971), Martin & Harrison (1972), Sarason (17371),
and Smith & Keith (1971).

3.5.2 Strétegies

Two works provide useful contributions to this area.?! Chin &
Benne (1969). classify strategies for implementing change into three
categories; the empirical-rational approach in which it is aésuhed
that logical explanations will suffice to enable effective change; the
power-coercive approach in which individuals with greater power will
direct and influence those with iesa power; and the normative-re~
educative approach in which programs will aim to changé basic values,
attitudes and role relationships. Parallels can be noted between these
categé;i;éméﬁa>ztzion1's (1961) u;;litarian, coercive and normative

compliance wodels.

-+ The second contribution is that of Havelock (1970) who suggests that

innovation can be carried out in six stages: (1) building a relation-
ship, (2) diagnosis, (3) acquiring relevant resources, (4) choosing the

solution, (5) gaining acceptahce, and (6) stabilising the innovation and

21gyba (1967) and Maguire (1970) provide useful susmmaries of the area,

© . and deal with many studies that could not be considered {n the space -
available here. - «
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generating self-renewal. Fullan (1972), however, is critical of the
failure of this strategy to work directly for the improvement of any
generalised problem-solving capacity in the eystem that employs 1it.
3.5.3 Leadership
Studies that direct attention to the place of the school principal

and superintendent in educational innovation are not difficult to find.
Carlson's (1965 a) study attempts to relate the rate of adoption (or
reported adoption, as Fullan reminds us) of aix-educational innova~
tions?2 in the states of Pennsylvania and West Virginia to a number of
characteristics of superintendents. Carlson suggests, rather tentatively,
that non-adopting superintendents differ from their more innovative
counterparts by: |

(1) having less formal education;

(2) receiving fewer friendaﬁip choices;

(3) knowing less well and being known less well by fewer of

their'peers;

(4) participating in fewer professional meetings;

(5) interacting less often with their peers;

(6) being sought lesétoften for advice;

(7) being rated lower. on professionalism;

(8) holding less prestigious huperintendencies§

(9) perceiving less support from their school boards; and

(10) relying more on local sources of information.

22The innovations studied were modern mathematics, programmed instruc-
tion, team teaching, foreign language laboratories, foreign language
Q instruction in elementary schools, and accelerated programs in
\[ERJ!:‘ secondary schools.

y
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Apart from Carlson's work, used here to give a general picture of
the concept of leadership in educational innovation, a review of other
studies, for example, those by Hughes (1968), Holdaway & Seger (1968) and
Fiedler (1967), can lead to a feeling of limited value in this line
of study. Many studies appear to concentrate on principals and super-
intendents because such people are fairly researchab;e. Lesé cynically,
it might be suggestéd that many of the educational innovation/leadersﬁip'
atudies prove to be of limited value because they are not 'coalface'
studigs; that is, they ignore the behavior, skills and attitudes that
nust becomé evident in the teachers who actually implement innovations
and the students whose duty it is to benefit from them,

For these reasons, the present stuhy concentrates mainly on students
and teachers, with the behavior and characteristics of principals and

administrators referred to only in that framework.

3.5.4 Change agents

The notion of change agent is well known in the area of farming
practices; he 1is usually the extension officer or agent who.dcts as a
professionally skilled and innovative outsider made available to the
individual farmer either as a government employee of as a member of a
private research, development and dissemination group.

Carlson (1965 b) notes the absence of a similar role for educa-
tional practices and attributes slowness of change in educati&n
largely to this absence. And althOugh he nominates the school
superintendent to act in this role, Carlson also notes a problem in-~
herent in sgch a choice; namely, that the superintendent, as a

central:part of the unit he is attempting to change {unlike the
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agricultural extension agent) may not prescribe changes in his own
practices,

At least one attempt to introduce a change agent (titled |
Resource Colleague) into schools was severely affected by a related
problem. Hancock (1972) notes the contradiction in educational
change agents being asked to act as peers of teachers for whom they
take responsibility as trainers., The trainer-to~-trainee relationship
is not a peer relationship but a superior-to-inferior relationship.

Geis (1968) advocates the introduction of a special innovative
agent who chn be located, full time, at the site of an innovation;
who can specify and evaluate the effectiveness of instructional
goals, who sees himself as something of a behavioral engineer, and -
who 18 capable of disseminating materials, mechods and research
findings. Such an individual could work in a way similar to a subject
co-ordinator but would not see the traditional classroom as the
limiting factor in his efforts. He would not merely suggest changes,i
but would actually work on and with the innovation, and would plan |
his role delibérately so that his aliegiances would be split between
the ongoing needs of the organisation and the task of implementing
the innovation. -

For Jones (1969) the confusions and failures that abound with
respect to agents 'in planned organisational change derive from in-
sufficient attention being given to the tasks of isolation, identifica-
tion and definition of agents in terms of what such people should
actually do. Jones distinguishes between a change agent (who helps in

achieving improved organisational performance), a change éatalyst
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(who causes or speeds up or slows down change), and a pacemaker (who
provides a source of energy from outside the organisation in order to
carry out some vital function) (Jones, 1969:15-17).

In the present stﬁdy, senior administrators, principals, teachers
and special service personnel may be identified in one or other of
Jones' terms,

4, Summary

Most of the research and other literature, whether concerned with
the developments in Open Education in Victoria or overseas, or with the:
innovative characteristics of Open Education can be related to the
notion of openness at one or more of five conceptuai levels. These
levels are the politico-social, the organisational, the group, the
personality and the attitude and belief levels, together providing
useful reference points for the remainder of the study.

Indeed, fatlure to acknowledge that openness is referred to in
these various ways by different writers and practitioners may engender

unnecesgsary confusion, misunderstanding and apprehension.
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CHAPTER 3

Sy

A CONCEPTUAL FRAMEWORK

1. The Research Strategy

The preceding chapters provide the basis on which‘several important
decisions were taken as to .the terms in which 1nfofmation was to be
collected, analysed and interpreted. This regearch strategy outlines
what was done, the sources from which evidenéeayas obtained, the methods
by which evidence was analysed, and the operhtiqnal unite about which
that analysis focused. ‘ | %

Information that could be used in defining bpen Education was
gathered from departmental consultants, principais and students, and
was subjected to both sfatistical and case etudyianalyais. The basic
unit chosen was an identifiable group or class.

Various measures of student behavior provided the source data in
the area of outcomes, thebunit of study being the group or class and the
analysis depending on statistical treatments. In one sense, these
measures could be said to sample 'true'’ ou;;omée of Open and Traditional
Education as evidenced in student behaviof, by providihg a basis for
inferential statistical comparisons between the two. That 18, certain

hypotheses could be proposed about differences Between, and changes over

time in these groups or classes, differences and changes about which -

quantifiable data would be available.

However, it was expected that differences and changes as measured,

- were likely to reflect and be modified by two main sets of constraints

that might be intrinsic to the particular context in which Open Educa-

tion was being studied. These constraints related to organisational
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factors and innovation characteristica'pfevailing when the study was
carried out, With a few exceptions, 1nfofmation about these con-
straints was ogtained from four sources; principals, teachers, students
and researcher observations, and were analysed by case study methods.
The few exceptions concerned parents and unpaid school officials. The
unit of analysis with respect to organisational factors was the school,
incorporating staff and student peéggﬁhel and where appropriate, parents,
In the case of innovation characteristics, the unit of analysis com-
prised the total schoollat some stages and the identifiable group or
class at others.

This outline is summarised thus:

FIGURE 3.1

RESEARCH PLAN
Research strategy Source . Method Unit
Open Education . Consultants, Case study, Identifiable
defined ;ﬂP;&ncipals, Statistics group or class.,
Students
performance,
related to
Outcomes Student ' Identifiable
' performance Statistics group or class!
modified by
|
(a) Orgéhisational Researcher Case study School
factors = observation, - : : :
Principals,
Teachers,
Students
and
(b) Innovation Researcher . Case study School,
characteristics observation, Identifiable
Principals,’ group or class.
Teachers, :
~Students
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The nature of the relationship between Open Edueati&ﬁ-(however
defined) and the student behavior.outcomes, organisational factors
and innovation characteristics can be elaborated most satisfactorily if
the terms of reference are clear., The remaining three sections of this
chapter provide those terms of reference.

2. The Goal Achievement Petepective

This perspective can be outlined in two basic points. In the
first place, an innovation may be developed, adopted, diffused and
implementee vith anticipated outcomes in mind (although the possibility»
must be ailowed for, that just whaF is in mind may vary between decision-
makers and adopters, and from one édopfer to another), However, actual
outccmes may comprise none, some or all of the anticipated outcomes and/
or a range of unanticipated outcomes. Hence, in terms of goals, the
innovation may lead to no achievement, partial achievement, complete
achievement or, more probably in cases of innovations affecting ;
organisation structure and relationships, goals in some measure plus
extra (but not necessarily extraneous) outcomes. Presumably, identifying
of goal achievementé'(and failures) and other outcomes has value in any
decision-making likely to affect continuance of the innovation.

iéecondly, the goalas of an innovation may not necessarily be
expressed eoiely or even primarily in terms of easily measurable out-
comes. Thaf is, goals may‘be entwined inéxtricably ﬁith proceesés. ?or
example, in Open Education groups, teachers often claim that ongoing
relationships between themselves and students, and between one student
and ahother, are major goals. The process or just the very existence of

the innovation is the goal. However, the purpose in rdising this second
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point is not simply to acknowledge the 1mportan§e, for some adopters,
of 1nnovation for its own sake but to create awareness about the
possibility that goals may be hidden even from the very people who
advocate and adopt an 1nnovation most stronglyi

In essence, there may be instances wherefa process rather than a
particular outcome appears to be the goal, and other instances where
the process appears to be a means leading to a goal, The latter case
allows greater opportunity for analysis by cqnventional methodologies .
and statistical techniques. But in the formqr case a rather philosoph- '
ical enquiry seems to be necessary as a first step. In this study,
reference will be made to goals qua processeé when these can be

identified.

I
|

The msin thrust of the present exsminat#on of goal achievement,
however, will be directed to outcomes that m%ght underline supposed
differences between Open Education.and Tradi%ional Education in terms
of student behavior. Questions of different%al perfotmsnce by students
depending on whether they are placed in Open fr Traditional groups are
of concern not only to teachers but to parentf who ask whether a
particular set of educational experiences siil affect their children in
ways that they, as parents, will approve. K 0

The goal achievement perspective, therefpre, is examined by com~

paring differential performance of students 1n Open and Traditional

groups on selected criteria which may be thought of as important by
, ’k

parents and which might act as reasonable indexes of the goals which

teachers have in mind. K

These criteria may be related, in turn, back to one or more of the

five levels‘sf.openness.
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3. The System/Organisation Perspective

in Chapter 2 above, reference was made to the Burns & Stalker
(1961{ classification of forms of management for organisations into
nechahistic and organic systems, the former system serving well for
most stable conditions and the latter for conditions of change in which .
new and unanticipated problems cannot easily be broken down for diatri—
bution within a hierarchical structure. |

Another way of classifying organisatious is that used by Blau &
Scott (1962); a typology of formal organisations based on the notion
of prime béneficiary. This typology arises from a simple question ;h;t ’
can be asked of any organisation's activitiest Who benefits?

Blau & Scott identify four types of organisations thus:

(1) ‘'wmutual-benefit associations' where the prime beneficiary
is the membership; '

(2) 'business concerns' where the owners are prime beneficiary;

(3) '- ~vice organisations' where the client group is the prime
ificiary; snd

(4) ‘commonweal organisations' where the prime beneficlary is
the public-at-large."” (Blau & Scott, 1962:43)

Bach type of organisation has special problems:

", .. the crucial problem in mutual-benefit associations is that
of maintaining internal democratic processes -~ providing for
participation and control by the membership; the central
problem for business concerns is that of maximising operating
efficiency in a competitive situation;  the problems associ-
ated with the conflict between profegsional service to
clients and administrative procedures are characteristic of
service organisations; and the crucial problem posed by
commonweal organisations is the development of democratic
mechanisms whereby they can be externally controlled by the
public." (Blau & Scott, 1962143)

In essence, Blau & Scott have identified four dimensions of organi-

sations that can be applied to the kind of relationships that may
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prevail between an organisation and its prime beneficiaries. The case
study in Chapter 9 below uges these dimensions as a guide in analysing
the relationships that prevail in schools. Although Blau & Scott |
actually t&ﬁify organisations in terms of these relationships, the
present study assumes that each of the underlying dimensions can be
applied in varyinghdegree to a vast number of organisations, including
schools; that is, the presence of one dimension neither precludes nor
ensures the pre;ence of aﬁother. This is, in essence, the qualifica-
tion understood from the adjective 'prime' fn the criterion of 'prime
beneficiary'.‘.

The following discussion, while referring to 'type of organisation',
does so on the basis that what is being referred to is the particular
dimension of prime beneficiary relationships that predominates in that
organisation. For example, a public hospital 18 predom@nantly a service
organisation even though, in one broad sense, it can be viewed as;a
commonweal organisation because it is8 subject to the distant, external
control exercised by the public-at~Jarge as prime beneficiary. It is
also, notoriously, a business organisation in which profits aré;;éldom
made.

In the present chapfer, the tésk is to relate the four dimensions
of the Blau & Scott typology to the extent to whicﬁ an organisation
will be amenable to innovation. Amenability to innovation refers to
the degree to which an organisatioh 18 responsive to the endeavors of

members or outsiders to introduce an innovation, and the extent to which

an organisation is liable to retain an innovation beyond the trial stage.
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Iziahoufa be recognisea that several dimensions of amenability t!a
innovation are feasible; the particular dimension referred to in the
following discussion concerns amenability to that class of innovations
likely to have profound consequences for thg structure of an organisa-
tion, the role relationships that pervade the structure, and the
relationships between the organisation as an entitf. and 1ts prime
beneficiaries, Hence, introducing a new drﬁs into a group medical
practice to replace a less efficient drug would not involve this dimen-
sion, whereas introducing the highly complex and technologically
advanced learhing domes advocated by Leonard (1968) into a school
certainly would do so.

The present re—ordering,‘therefpte, is clearly not meant to embrace
all innovation ;1tuations; rather it is intended as a productive way of
analysing one class of iﬁnovations, and-is represented in the following
diagram in conjunction with the Burms & sfalker classification of |

management systems.
FIGURE 3.2

CLASSIFICATION OF ORGANISATIONS AND THEIR MANAGEMENT
SYSTEMS FOR INNOVATION

Type of Otganisation (éféervnlau & S#ott)

Mutual- ‘
Service benefit Commonweal Businessgﬁ

.................. ————
Mechanisgtic =
Management {
System l
(after Burns & ! I

Stalker) Organic v v v

-—-—-—-——-bq——-—----.—- ———




75

The arrows in Figure 3.2 indicate the direction of amenability to
innovation. The management system axis does not require detailed

justification here, firstly, because its very raison d'étre is focused

on differences between those organisations confronting change and those
confronting stable conditions; and eecondly; because some elaboration
has alréady been given in Chapter 2 above. With respect to the other
axis, some argument is required because the Blau & Scott framework was
not designed primarily as a device for analysing change.

For the sake of the present study, it is aégéfééd that service
organisations will, in general, prove least amenable to innovations
likely to affect organisational structure and roles. The prime
beneficiaries of service organisations such as hospitals, welfare
agencies and schools are clients with whom members work. In providing
professional services, these organisations are supposed to.govern their
activities by referring always to the welfare of the client. The pur-
suit of self-interest by service organisation ﬁrofeeeionale is treated
as secondary. Furthermore, the professional 1is rgqqired to maintain
independence of judgment to the end of fulfilling what he judges to be
in the client's Seet interests aeﬁdiétinct‘from the élient's wighes
(Blau & Scott, 1962:52), 'That is, clients are aeeumed unqua11f1ed to

judge what 18 in their own best interest. In a very real sense, then,

the service organisation will almost always aim to provide a stable and "~

predictable relationship with clients otherwise they may discourage
those clients from maintaining a continuing, and necessarily a somewhat

subservient response to professional advice and controls.
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In terms of amenability to innovation, the dietinct#on between
mutual-benefit and commonweal organisations does not appear to be
particularly sharp, and certainl& not as sharplas the distinction
between service and business organisations. Indeed, there may be a
strong argument in favor of treating them so far as innovation is con-
cerned as a single class of organiaatioh with two sub-classes,

Mutual-benefit associations such as clubs, unions and political
parties, are likely to be somewhat less constrained than service
organisations in making changes that will affect organisational
structure and roles because the prime beneficiaries (the general
membership) are usually able to vote-in changes which they consider
will further the aims which they had in mind in joining. The greater
power exercisable by prime beneficiaries of mutual-benefitbaseociatione
by comparison with prime beneficiaries of eervice,organieaqione, com-
bined with the fac; that mutual-benefit organisations frequently aim
to pursue some cause or other in which social attitudes and belicfs
are very important, may lead to greater readiness. and capacity to
innovate.

In commonweal organisations, such as taxation and police organisa-
tions control resides, for most practical purposes in the hands of a
few people, either appointed by the public-at-large to governmental
positions or appointed to positione of control by governmentel procesaes;“_
Thus, because they sssume certain rights (and obligations) to control
the behavior of the very public that is supposed, technically, to
control them, a paid eli;e is 1likely to maintain relatively independent

control of the organisation beyond that which can be conveniently and
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realisticallybexercised by the prime beneficiaries. This separation
of internal and external control, it can be asserted, leaves th2 way
open for internal controllers to make decislons about 1nnovations}

based on the criterion of effigiency and without refefence to genuine
democratic control. That is, tlLe few who are in direct control may

tend to make decisions related to structure and roles without reference
to the prime beneficiaries. The essential difference likely to render
the commonweal organisation more amenable to 1nnova£ibﬂ‘£han Ehe service
organisation (which it parallels) 1s the absence of a delicately
balanced, highly personal relationship between those¢ providing and

those receiving the services.

The business concern aims to survive and to maximise gain for
minimum cost. Generally speaking, and especially 1n‘emaller business
organisations, the prime bereficiaries {or owners) are expected by the
community to pursue a line of self-interest within the limits only of
externally imposed controls. Two factors, pursuit after operating
efficiency and existence of a wide spectrum of acceptable behavior,
are likely to render these organisations quite amenable to innovations
that may affect structure and roles,

The Burns & Stalker notion of wmanagement systems and the Blau &
Scott notion of organisational types can now be examined with regard to
amenability of schools to innovations of the kind that affect structure
and roles, For example, the organisation least amenable to innovation
involving profound changes in structure, roles and relationships with

prime beneficiaries, is likely to be a service organisation such as a
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school or a hospital, operating with a highly mechanistic management
system, The organisation most amenable to innovation is likely to be
a buainess organisation such as a privately owned'industrial‘firm aimiﬁs
for high profits, operating with a highly o:ganic management system and
capable of arranging itself into multi-gkilled project teams.

Ftndamentally, the wore traditional scﬁools of recent years appear
to fall into the category oftaetvice organisations with mechanistic
management sydtems. In a service organisation of this kind the
professional practit{oner'é decisions are expected to revolve around
his own judgment of what will best serve the client's interest,
usually without allowing the client's Qishes to affect those decisions
because it is assumed that the professional, and not the client, holds
the relevant expert knowledge. At the same time, the professional
practitioner is expected to avoid the pursuit of self-interest through
activities which may militate against the welfare of his clients.
However, in the traditional school, dysfunctional pursuit of these
activities might often be explained away on purportedly educational
grounds because there is no clear boundary defininé Just what is
really involved in client welfare, a failing due perhaps to a tradi~
tion of counter-argunient or even simple lack of evidence,

Although a little more difficult to relate to the traditional
school because the classroom teacher's professional activities are
largely invisible to his superiors, most of the Burns & Stalker

mechanistib management system characteristics ars also evident at high
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schonl level, Specialised differentiation of tasks océuré“with respéct>”
to subject divisions and even to support responsibilities such as yard
duty. Technical improvement of means rather than the accomplishment of
ends can be seen in the persistent pressures on teachers to develop A

good class_éor:rol before thgy can hope for high status among their
pzers. Precise definitions of rights and oblig&tions, many of them
trivial, are evident both in rules and behavior. Hierarchical struc-
turing of control, authority and communication is succinctly demonstrated
in the educationally disruptive use of the school public address system.
Instructions and decisions laid down by superiors, even when directed
towards the behavior of students, have automatic and binding consequences
for rank and file staff. Demands for loyalty to the school are common=-
place. Finally, importance and prestige Qabear to attach more to
capacity to handle the internal workings of the school than to profound
undéretan&ing of a discipline or subject.

Now, while 1t might be argued ﬁhat invisibility from superiors of
certain aspects of teaéher role performance might lead to role flexi-
bility (thereby countering part of the mechanistic management argument
as applied to the traditional school), the opposite is more likely to
be the case. Somewhat akin to the medical practitioner working alone
with a-patient in surgery, the teacher working alone with a class is
surrounded by a host of expectations, emanating from superiors, parents,

training institutions and from students themselves; expectations that
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deliberately set out to protect the {client) students. Language usage,
forms of address, careful treatment of contrqversial subjects and

general demeanor are among the more visible of these expectations.

So although immediate control of role performance, directly visible

in many work organisations, is largely absent from the traditional school,
this absence is covered by a stringent and highly interualised set of
expectations.

Successful innovations in such an organisation are lil.ely to be
limited to those which do not demand changes in social structures,
social processes, role performance and expectations because the
professional practitioner must remain predictable, trustworthy arnd
slow tc change the patterns of social relationships and client benefits
which his public has learned to understand. From the point of view of
either client or professional, or both, the prospect of many innova-
tions is likely to promote at least mild insecurity and defensive
reaction in one or other quarter of fhe school,

The amenability of the three latter types of organisations
(mutual-benefit, commonweal &nd business) is delineated not merely
fo Eomplete the picture suggested in Figure 3.2 but to allow for .
another range of possibilities for the school, particularly the

secondary school,
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The question to be asked is'this: Is it possible to develop a‘
school that can adapt for innovation not simply by altering the
nmanagement eyetem’to an organic form but by changing the nature of
the prime beneficiary relationships sufficiently for that school to
be classified as one or more of those organisation types with
greater amenability to innowvation? At this stage, the notioh of
.'school' should be broadened to eﬁcompass Open Educstion greoup or
learning environment. Such an environment may occur in an organisa-
tion that could still be called a school, but it may also 6ccur as
part of an organisat{on which most people would not care to think of
as a school in anything like the conventinnal sense.

Alteration to, or tolération of, breaches of legislation governing
brhavior and relationships within schools might well lead tb diminution
in the importance attached to compulsory attendance and to the custodial

responsibilities inherent in the conventional in loco parentis arguments,

Under these circumstances, relationships might well shift in the direc-

tion of the caveat emntor convention, a convention commonly associated

with business concerns. If the student himself 1s deemed to have
legitimate power or relevant expertise to nominate the methods and con-
tent of his experienceé in school, and simultaneously, the role of the
teacher 1s shifted in the direction of consultancy, an overall change
in organisation type towards the mutual-benefit association may occur.
Obviously, these kinds of change in behavior and legitimated relation-
ships could alte; the nature of prime beneficiary in the school, either
towards another organisation type or, even more probably, towards a

Y . multi-faceted hybrid.
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In terme of organisatiou perspective then, the present atudy
analyses prospects of ihnovation continuance through the two dimensiona
of amenability to 1nnovation (management system and prime bercficiary).

Case study methods are utilised fur the analysis.

4. Innovation Characteristice Likely to Modify Student Performance -
If all students and teachers involved in Oﬁen Educétion programs
could be prepared in some ideal way for the implementation of those
programs, the assbciated organisational characteristics, personal
qualities, attitudes and cognitive pre-training could be taken for
granted and any differential outcomes between performance’in Open and
Traditional environments related only to differeinces in the particular
programs. However, we must assume, given circumstances less than the
1deal, that intended outcomes might be modified by lack of preparation
of teachers_and students, and by the lack of certainty about what to
expect; that is, by the innovative nature of Open Education. Further~
more, unanticipated (and perhaps, unwanted} consequences may arise.
The question now becomes: What are the characteristics of an
innovation such as Open Education that are likely:
(a) to mediate between the pursuit of anticipated outcomes
and the actual outcomes achieved; and
(b) to generéte unanticipated outcomes?
Rogers (1962) provides a useful basis for a case study focused on
<his question.

(1) Relative advantage is "... the degr... to which an innova-

tion is auperior to ideas it supersedes." (Rogers, 1962:124), The

nature of the innovation will determine whether relative advantage 1is
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social, eccuumic or political. Relsiive advantage can be assessed in
two main ways; through the perception of individuals and groups, and/or
through measurement of some productivity factor. Furthermore, such
assessment can be used to analyse pay-off at any or all of the five
conceptual levels already applied to the discussion on openness.
Relative advantage might affect both the rate of adoption and the extent
of diffusion of an innovation, and both of these may be influenced, in’
turn, by the degree of crisis involved in the motivations that gave
rise to the innovation in the first place. 1In the context of Open
Education as introduced into Victorian high schools, for exampie, the
crises outlined in Chapter 1 above will require consideration in any
discussion of relative advantage.

(11) Compatibility is "... the degree to which an innovation is

congistent with existing values and past experiences of the adopters."
(ﬁogéré, 1962:126) . If an idea is quite incompatihtle with the prevail-
1ng'norms of a social system, innovation may proceed very slowly or not
at all, being recognised by the members of the social system as foreign
and unwanted. At the other extreme, an idea which 1s so compatible with
the prevail#ng norms of a social system that it cannot be distinguished
from them, 1s unlikely to leadkto 1pnovation at all. Theoretically,
there will be a point of three’sld on the continuum of compatibility

. below which no innovation can %e pezceived and above which a just
noticeable difference existé to allow innovation to be perceived and

acted upon.
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(111) Divisibility! 1s ",,. the degree to which an innovation
may be tried on a limited basis." (Rogers, 1962:131)., Fundamentally,
there are two approaches to divisibility. The first involves the use
of parts of the innovation rather thah all of it. The second involves
limited use in terms of time. As an example of the first, the only
decision-making available to students in certain programs purporting
to be open might relate to choice of assignment topics. With respect
to the second; an dpen Education program that is very extensive in
coverage of methods and conditions might be used for two days per week
with & givea group of students.,

It 18 also conceivable that certain innovations may be threatened
with failure, gither at the trial stage or in the long term, if they are
treated as divisible, while others may be threatened if they are not
treated as divisiﬁle. Hence, part of the snalysis in the present
research must be directed towards consideration of whether Open Educa-
tion as defined in Chapter 4 falls more readily into the first or
second categories, or whether it 1is somewhat more flexible and does
not fall readily into such mutually exclusive categories.

(iv) Communicability is "... the degree to which the results of

an innovation may be diffused to others." (R&gers;‘1962:l32). Among
the components of communicability three afe worthy of special mention.

Visibility 18 an important component in that it may add glamor,

1The term 'trialability' is not preferred here because the notion of
'psychological trial', incorporated by Rogers & Shoemaker (1971:155),
is excluded from the present discussion.
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corroborative support and dramatic effect to extant claims about the
worth of innovation. 1In contrast, lack of visibility may weaken
communicability by leading to doubts and low cresibility. Innovations
which are designed for preventive purposes rather than for curative or
developmental purposes may be particularly susceptible to poor
communicability (e.g. Hruschka & Rhinewald, 1965).

Assoclated with low visibility is lengchy time lag before effect.
Innovations, the effect of which may not be seen for several years, may
tend to assume unreal qualities. They may sound interesting yet not
appear relevant. In recent decades many innovations concerned with
environmental ecélogy have suffered in this Qay. In some cases,
communicability is made all the more difficult because, while the 'good’
effects of the innovation are somewhat removed in time, undesirable
effects may be immediately and readily seen; aAproblem of discounting
the future,

The third component is that of language. If an innovation can be
outlined in words that the potentially adopting public can understand
and the relative advantages are clear, and the inherent ideas are
coméatible, the chances of successful innovation should improve., Where
these latter characteristics are in evidence but the language is
difficult the chances of successful innovation may worsen. However,
there may be some instances where the use of technical language that is
well understood by relatively few individuals, will bz advantageous;
for example, where the few individuals who do understand have high
technical competence along with high status as opinion leaders, and

who will be viewed as entirely trustworthy by their colleagues or
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fellow citizens.

(v) Complexity is "... the degree to which an innovation is
relatively difficult to:undarstand and use," (Rogers, 1962:130).
Presumab1y>innovations low in complexity will diffuée more readily
than those which are both complex in themselves and which are complex
in the sense of requiring a wide range of support activities and

processes.

L
- TE

Three aspect3 of complexity can be considered. In the first place,
tﬁ; 1nnovation may be sufficiently complex to require adoption of new
mental sets by adopters. Where an individual has taken for granted
that a particular aspect of social reality 1is grounded in what he con-
siders are irrefutable laws of behavior, the innovator's problem is
greater than that of establishing compatibility. The innovator may
have to teach a new philosophy, a new doctrine and new 'laws', leading
his public to an understanding of the relativity of such laws as opposed
to any absolute qualities. The matter of teacher control over student
behavior may be instanced in the case of Open Education.

Seéondly, members of the adopting population may require extensive
re-~-training in specific skills pertinent to the innovation, resulting
in hours or even weeks or months away from the job, as well as in
additional costs, staff replacement problems and temporarily reduced
productivity. Even the training programs themselves may encounter
problems of insufficlent staff and resources.

Thirdly, there will be innovations so complex in character as to
require a number of consequential innovations for each of which detailed

planning and implementation are necessary. The problems encountered.by
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If all teachers and students were as well versed_
in alternatives to Traditional Education as they ar; ?n':
Education itself, the researcher could look forward to uncomplicated
evaluation of say, Open Education defined in a certain way, compared
and contrasted with Traditional Education.

While the present study endeavors to make some headway in this
regard, attention is also given to two major complications liiely to
confound any measured effects of the di%iferent educational environments
currently operating in Victorian high schools. The first of these
complications concerns the extent to which the organisational type of
the school and the management system employed in it, constrain or
‘facilitate the innovation of Open Education. The second complication
relates to the very innovative characteristics of Open Education.

The next chapter details the research design necesgsary for

evaluating effects per se and the case study strategies utilised to

provide an understanding of the two areas of complication.
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CHAPTER 4
RESEARCH DESIGN

Introduction

*

In a 'true experiment’ Open Education wculd be defined and
-.individuals assigned randomly to experimental and control groups.
The experimental group would then receive a treatment, Open Education;
while the control group would receive no treatment. In more sophisti-
cated experiments a number of alternative treatment groups might be
inciuded as ﬁell. Such procedures as these are unworkable in the
present case for two very sound reasons.

In the first place, Open Education groups in Victorian high schools
have evolved largely in responsz to circumstances prevailing in given
localities and schools and reflect, in turn, the hhilosdphies and per-
sonalities of the people associated with particular programs. Howevgg_ '
untidy it might seem, Open Education cannot be viewed at present as a ‘
treatment to be switched on and off nor as one to be transferred ffom
location to location or from person to person as a result of an edict
from a researcher., Rather, Open Education groups must be seen in the
context of a growth process, or of phenomena which the researcher and
perhaps the administrator must accept as occurring naturally on the
research stage aad not amenable at present to very much researcher mani-
pulation.

Secondly, the assignment of students to no-treatment or altermative-
treatment groups harbors profound ethical considerations about the
extent to which a researcher, who has no particular legal obligation to

) .
El{l(j child, parent or teacher can interfere with the lives of the children he

IToxt Provided by ERI
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studies.

Attention has already been given to the poiht that Open Education,
at least as 1t 1s undérsfood in Victorian high schools, is properly
viewed as a p;ocesé differing from other approaches more in degrec than
in any absolute sense. Indeed, many of the (uestions askéd about Open
Education afe framed in a context of reactioun dgainst what 1s seen as
Traditional Fducation. Individuals working with Open Education groups

are not acting in isolation from the broad spectrum of relatively formnl

education} hence Traditional Education ought to be seen as an approach

involving the same or similar dimensions to a greater or lesser degree
rather than as a non-application of Open Education. The need for com-
paring and contréeting Open and Traditional Education is virtually‘built
into the innovation of Open Education.

In short, an evaluation of effects of Open Education on students is
not the suitable sublect of a trué experimental design;. therefore, a
&uasi-experimental procedure is used. ‘Because the initial aim was to
investigate without damaging the basic integrity of the Open groups for
the sake_of statistical expediency the character of the present exercise:
1s perhaps best described as a 'natural experiment'.

1. An Approximation of the Non-Equivalent Control Design

The design used for statistical evaluation of student performance
in Open and Traditional groups can be expressed thus:

R(assumed) XOPEN 01 XOPEN 02

R(assumed) - XTRAD 03 XTRAD O

4
As suggested in the Introduction to fhis Chapter, Open Education

and Traditional Education might be viewed as differing in degree more
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than in any absolute sense.

The 'best' examples of Open Education and Traditional Education

as defined belcew in Chapter 5 were sought and observed twice for the

present study (which should be seen as part of a longitudinal study
extending over six years), Rgndom-iliqcation to each group was
approximated by concentrating the s¥udy at the level of first year of
secondary school. Entry to these schools was primarily oﬁ the basis

of zoning and it could reasonably be assumed that across the State as

‘a vhole, pre-entry behavior and educational experience of students was

not related to their placement in an Open or Traditional environment.

Nevertheless, one of the two statistical procedures adopted took
account of possible lack of randomness; namely, analysis of covariance
which was used to compare criterion changes over time by treating results
obtéined in‘observétions 01 gnd 03 as covariates.

Aé McGaw (1973) observéh, the techniques for analysing changelin
group performance are separable either into a category where analysis is
based on total change from initial status to final status (absolute ‘
change) or into a category where analysis is based on only that part of

the final status which cannot be predicted from initial status (unpre-

 dictable change). Gain scores (Lord, 1956 and 1958) constitute examples

of absolute change measures while analysis of covariance (Cronbach &
Furby, 1970) 1is the most usual example of techniques that cope with
unpredictable or residual change. Some controversy has prevailed not
only around the choice of one or other of tQFse techniques but also
about the choice of parametrie or non-parametric statistical techniques;

parametric techniques assuming an underlying interval scale and a
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meaningful frequency distribution, and non-parametric techniques making
no assumptions about the shape of thg distribution 6f scores in a
population or about the equivalsnce of units along the scale (Gardner,
1972).

In respect of the first controversy, the analysis of covariance
technique, despitc the technical problems outlined by McGaw (1973) was
chosen in the present study to measure relative change over time for
reasons outlined in the following sections of this chapter. In respect
of the second controversy, the works of Lord (1953), Kempthorne‘(1955)5
Gaito (1960) and Anderson (1961) lend support to the view expressed by
Glass et al (1973) that the flight to non—paraqetric statistics has been
unnecessary anyway.

The second statistical treatment used in the present study involves
t~-test measures of differentisgl performance between various breakdowns
of groups on each of 01/03 and 0#/04.

In terms of the 16 experimental and quasi-experimental designs out-
lined by Campbell & Stanley (1963), the present design most nearly
approximates Design 10, the Non-Equivalent Control Group design, in
which both experimental and control groups are pre-~tested and post-
tested but in which pre-experimental sampling equivalence 1is substituted
by the use of naturally occurring groups in which allocation can be
assumed as random and under experimenter control. There are two varia-
tions from Campbell & Stanley's Design 10 in the present desién. The
first is that, for technical reasons, it was not possible to carry out
01/03 prior to the onset of the Open and Traditional programs. In fact,

both sets of programs had been in operation for approximately six weeks
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when 01/03 data were collected. Judicious use of the results obtained

. from both t-test and analysis of covariance computations largely over-
cara this problem. The second variation is that a so-called control
group (Campbell & Stanley, 1963:47) is used In the present study not
simply as a control or benchmark but as an active alternative treatment.
This approach appears, on face value, to be more honest and more produc-
tive in its recognition that environments other than Open environme:ts
are best distinguished by what they do achieve rather than what they o
not achieve.

The use of a quasi—experimentél design of the kind described above
1n§olves certain risks. In respect of any alleged differences between
groups (e.g. Open and Traditional) at a given time there arises the
possibility that the criteria chosen by which to explainlsuch differences
might not be considered particdlarly important by the organisérs of one
or both groups., Some attention is paid to this problem below in the
Introduction to Chapter 6.

There were also risks concerning ;nternal and external validity,
That is, there were potential sources of invalidity involving extraneous
variables that might generate plausible hypotheses fo rival the research
hypotheses in explaining 01/03-02/04 differences. Each of these sources
will be considered in turn, because interpretations made from this kind
of research can maintain credibility only if rival hypotheses can be
discounted (Campbell & Stanley, 1963:209).

2. Factors Influencing Internal Validity

2.1 History

Qo | Between the first and second testihg ecssions there could have
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occurred specific events not related to the main variable of Open/
Traditional Education. For example, teacher strikes, had they
occurred, may have ﬁad a more deleterious effect on the performance of
students in Traditional groups because of the presumed greater depend-
ence of students on teachers in those environments by comparison with
Open groups. In fact, there were minor stoppages in zome Victorian
high schools during the research period, but only a very tenuoﬁs rival
hypothesis could be proposed on the basis of these stoppages. Because
the study comprised groups from 20 schools located all over the State,
a plausible rival hypothesis would almost cexrtainly néed to have arisen
from factors affecting the whole State high school system, ‘Factors |
affecting individual environments would not have influenced the study
profoundly because the statistical analysis dealt with combined rather
than individual groups,
2.2 Msturation

In the présent study there were Jeveral potentially important
maturation factors related to the rognitive development of students and
their social interaction skills. These factors were placed under
reasonable control by designing the study to utilise Traditional Educa-
tion groups partly as a control.- Although the ages of students varied
somevhat the vast majority were éither 11 or 1Z years, Differential
maturation rates between age groups were accounted for by using mean
scores for intact groups of students when the criterion variables were
analysed.

2.3 Testing

The major precaution against the first testing influencing the
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responses obtained during second testing was the test lapse interval of
eight to nine months. It was not assumed that pre-test effects were
inoperative, but the 01/03-02/04 time interval was expected to minimiée, K
these effects., |
2.4 Statistical regression

The fart of this research given over to statistical analysis involved
1solat1n§ groups on the basis of extreme mean scores. To a certain '
extent, then, the risk of statistical regression had to be accepted.

The use of analysis of covariance in making judgments about chaﬁges over -
time provided a.conservative approach to this risk, and although there |
could be no guarantee given of homogeneity in regression (a necessary
assumption in this use of an#lysis of covariance) there appeared to be
no good reason to suggest that any regression would be other than homo-
geneous,

The main control for regression came from vetaining in the extreme
groups of Open and Traditional enyironments only those units which fell
within the appropriate quadrants on a two-way median split of two main
variable measures at both testing sessions (see Figures 5.1 and 5.2 in
Section 3 of Chapter 5 below), 1In respect of the criterion variables,
the onlywsafeguard against regression as.an alternative explanation to
the reségrch hypotheges, additional to the use of analysis of covariance,
ﬁaa the adherence to'group means a8 the basis of analysis.

A second assumption about regression in analysis of covariance was
also considered; that residﬁal variances would be "normally and

¢+ 1independently distributed with zero means and the same variance"

(Winer, 1962:586). That is, it had to be assumed that an apptropriate
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regression equation had been fitted; in thié case, a linear equation,
Notwithstanding these risks two comments of encouragement can be
offered about the present design., In the first place, careful inter~
pretation of results is likely to assist greatly in reducing the
potential regression problems. Secondly, as:w1ner suggests, the

",.. F tests in the analysis of covariance are robust with respect to

- .
®

the violatish,pf‘the two assumptions, normallty and homogeneity of the

. Vot
residual variance." (Winer, 1962:586). )

2.5 Selection

Students in the groups included in thé study were selected for
those groups on the basis of administrative decisions within each
school. At no stage was an individual student able fo make choices as
to h;s continued attendance in one or other kind of educational
environment. Likewise, there were no cases reported during the research
of students being included or excluded from the various.groups becauéé
of personal characteristicé other than age/grade level characteristics.
2,6 Attrition

All students included 16 the data analysis were involved in the
relevant education groups for the full period of investigation and had
completed both pre~test and post-test requirements. The only attrition
from intact groups occurred through normal:transfer from one school to
another because of family location, and through absence from one or
other testing session. 1In each case, the numbers were small.

2.7 Selection - maturation interaction

All groups were comprised of students whose pre-eantry behavior in

reépécf”of tﬁe fbﬁéaériié;io; variables could ohly be seén AS covering
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a range similar to the whole age/grade population throughout Victorian

high schools. No selection-maturation interactions were anticipated.

3. Pactors fnfiuencingfzxternal Validity

Campbell & Stanley suggest that the factors most likely to
influence external validity (or representativeness) are the interaction
of selection and treatment, the intéraétiou of selection and testing,
reactivity of testing, and multiple-treateent interference (Campbeilk&

Stanley, 1963:175-176).

In the present study, the potential influence of the first three . =~

of these factors was considered to be quite negligible although éome
problems could be foreseen with the fourth. Having attended primary
schools in the ye&rs immediately prior to entry in the Open and
Traditional high school programs, all of the students in the study had
received 'treatment' of some kind. However, these tréatmentskweref
reasoned to be randomly distributed throughout the various groups when,
in truth, some of the Open and Traditional groups contained a pre-
ponderence of students from the same class at a particular feeder
school. Again, the choice of analysis of covariance as the atatistical
technique by which to measure changes over time was important.

The other main source of multiple-treatment problems was the
tendency for some groups in the study to be part-time Open or Tradi-
tional groups. This occurred particularly vhere a principal or
teachers felt some lack of confidence about becoming too innovative. '
The culling procedure used in defining Open and Traditional groups for
the purposes'of statistical aﬁalysis, however, meant that groups which

appeared likeiy tb ﬁ#ﬁifééfmhﬁitiﬁlekitééihéht‘pfﬁﬁiéﬁéwﬁéféwﬁfii{éed
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only for comparative purposes in the case studies,

4, Case Study Strategies

Organisational fec*ors and innovation characteristics were con-
sidered likely to influence the successful innovation of Open Education
and to modify the effects of Open group membership on students. Because

of the exploratory nature of the present study, case stﬁdy techniques

were thought to be quite appropriate to assist in elaborating these

. factora and characteristics.

The choice of virtually any methodology that is primarily a qﬁa§£~~
tative methodology highlights problems that exist in, but are less then
recognised in, quantitative methodologies; particularly the problems
relating to valid data-and legitimate interpretation of data. Various

writers including Trow, Becker, Deutscher and Mann have detailed these

problems in Filstead (1970), and others such as Smith (1972) hgvgleeen |

rather successful in overcoming these and associated problems in apply-
ing qualitative methodology to educational settings.

In thekpresent study a general interview schedule was used in inter-
views of principals, teachers, students and, occasionally, other
individuals such as parents and volunfary officials. While virtually
any digression from the schedule was allowed according to the whim of
either researcher or interviewee, 5 basic pool of information was
gathered around the frameworks of management system/organisation type
and innovation characteristics, as outlined in Chapter 3 above.

Some of this material was recorded on tape, although not all of it
could be so recorded because of its confidential nature and the need to

preserve anonymity. That which could not be recorded on tape was
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recorded in summary oa cards to which only the individuals who provided
the information and the researcher would have access. Co-operation of
séveral principals and @eachers vas founded on this assufance.

The data aée ugsed in Chapters 9 and 10 primarily in generalised
form but with interspersion of specific comménts and facts to corroborate
or exgmplify an abstracted point when it is #ppropriate to do so aﬁd, in
addition, when anonymity is unlikely to be . taced at risk, The acéept-‘

ability of evidence presented in this way rests in the long term on the

incorporation of the present data iuto the investigation procedures that

will follow the present study, at which times spécific hypotbeggﬁ will

be tested in addition to the collection of case study material by

individuals other than the present researcher.

5. Summary of Discussion on Research Design

The nature of the phenomena to be investigated are 'natﬁral' in
character and not amenable to 'true experimentation'. A quasi-
experimantal method appro;imating Campbell & Stanley's (1963) Design 10,
the Non-Equivaleat Control is used as the basis for testing differences
between, and relatxve changes over time in the groups of students chosen
as the subject of 1nvestigation. Inferential statistical procedures are
applied to test vAr%oua effects among the groups of students, the
differences at eachﬁobservation being examined by t-testing combined
groups of means, and the changes over time being examined by analysis of
covariance. ~

The modifying influences of organisational f tors and innovation

characteristics are 1nvestigated by case study methods involving inter-

views and participant observation.
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CHAPTER 5
IDENTIFYING OPEN AND TRADITIONAL GROUPS

1. The Sample

The sample was selected with reference ;o‘the following rationale.
Ity the first place, the focus of‘the‘study was upon the somewh#t unique
developments occurring in Victoriah high schools from the late 1960's
rather than on devélopments in either the primary or technical echdoié.

Becauee at least one study of substance concerning Open Education in

primary schools has commenced recently in Australia and because it is Y

intended that a longitudinal cohort will be picked up from Victorian
technical schools and pfivate schools when the present investigation
moves to the subsequent stages outlined in Chapterkl above, adequage
coverage of the entire school system can be anticipated in future. '

Segopdlf, in order fo achievg approximate r#ndomnese in respect of
pre-entfy.Behavior of students as a feature of the basic research design,
concentration was placed on students experieﬁcing their first year of
secondary schooling. |

Thirdly, the most useful unit of investigation was reckoned to be
the intact class or group because of the exploratory nature ofvfhe”
study. Data collected for use as group data could then be re-analysed
after the present study if necessary, on the basis of individual or other
chafacterietica.

Fourthly, a decision was taken to investigate only co-educational
groups even though no breakdowns on the basis of sex were anticipated.

Again the data could easily be re-analysed to account for this factor

. subsequently.
ERIC quently
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A fifth aspect of sampling arose out of interviews with principals
and teachers at the time when overall feasibility of the study was being
canvassed in the schools. Frequent reference was made on these oecasioes
to the iikelihood‘that two features of the general environment of a
school might account for many differences between groups apart from the
diffcrences relating to Open or Traditional featurea. These features
were the location of schools in metropolitan or country areae and the

size of schools, Therefore, sampling took account of whether a school

lay within the boundary of the Melbourne and Metropolitan Board of Works - =

area and whether a school was larger than 350 students.

Understandably, sevetal schools classified es’rural were in provin-
cial centres, some in medium sized country towns and a few in small
towns; however, the element common to all was their substantial provi-
sion of services for farming communities. With regsrd to size of school,
the figure of 350 was suggested by principals to be one above which the
scale of operations changed significantly both in terms of administra-
tion and in terms of staff/staff and staff/student relations.

The main advantage in these delimitations was that a number of
sources of variability could be accounted for or eliminated ﬁhich,
although interesting would have made the project unmanageable in size
and complexity. However, it should be noted that the rather vexing
issue of schpol architecture was placed aside firstly because of the

apparent failure of studies already rompleted (see Chapter 2) and second~

,:1y~b2ﬂ§ﬁ§é@tﬁe”m3ké§ﬁiff conditions in which mary groups operated made

it pointless to distinguish features of space that @ould have much

meaning.
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2. Defining and Locating Open and Ttaditional Groups

Lack of consensus among teach ‘%799 to what were the pivotal

characterisgica of Open Education posed a major problem in arriving at
definitions. At the time when a deé{fion was required in this regard
most of the opérationalising studies referred to in Chapter 2,
Section 2.5, had not been forthcoming gnd even if they had, their
direct application to the state of affairs in Victorian high schools
would not have been entirely appropriate (e.g., Bussis & Chittendén.
1970; Stewart & Angus, 1971; Traub et al, 1972; Walﬁerg'& Thomdé;'J“”'*“J“
1972). At - |

Consequently, a five-point defihiticf was constructed from the

ideas expressed in the writing of Hannan and others in The Secondary

Teacher, from the ideas expressed duringvinte:views designed to test the
feasibility of the project, from the researcher's own prior knowledge

of the developments in the high schools, and in particular from |
J.R. McLeod whose contribution to the devtlopment of Open Education in
Victoria has already been acknowledged in Chapter 2, Section 1. Perhaps
the similerities between the definition used in this study and 6ther
definitions, especially that of Walberg & Thomas (1972) should not create
surprise. This current definition is detailed in the section beiw,

The basic strategy for locating Open and Traditional groups was
designed in four stages involving rater assessments and student-based
indexes. The main assumption was that the characteristics of Opennesé
and Traditionalism lay on continua and were not discrete categories;
hence one could speak of relatively Open and relativelv Traditional

groups differing from each other in the ex;ent to which they exhibited
ug ¥ e
| 4 "f:«-;

&

Ny #
-
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these characteristics. Given this assumption the problem largely
became one of isolating the extreme ends of the continua, one end
1nd1¢ating Openness, the-other Traditionalisn,

2.1 Rater asgessuent of Openness and Traditionalism

Two Education Department psychologists and two curriculum specialists
were asked to nominate from Victorian state high schools those which
housed the 'best' examples (at Fofm 1 level) of Open and Traditional |
Education in the sense of providing learning environments that stimul-
ated most and least the following characteristics:

(a) diversity of activity and problems for learners, giving
rise to a wide Qariety of outcomes many of which may not
be predictable; |

(b) dialogue in which exchange and discussion of ideas was
used as the basis for collaborative thinking thgt might
be expected in a community of scientists;

(c¢) growth of ego streagth in individuals such as might be
observéd through the degree of assurance tﬁey display in
decision-making;

(d) self-reliance in collating and sorting information; and

(e) the development of communication skills, especlally those
relating to vocabulary and syntax. |

In addition the raters were asked to take into account the extent
to which these first year groups were committed to a rigid timetable.

The 'best' examples were described to the raters as those that
would be considered 'good' schools by the respective devotee teachers

of Open and Traditional Education.
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The rater judgments are summarised in Table 5.1, the bottom line
of which indicates the number of schools in each category mentioned by
‘at least three of the four raters.

TABLE 5.1

RATER 'JUDGMENTS OF NUMBER OF VICTORIAN HIGH SCHOOLS WITH
OPEN AND TRADITIONAL PROGRAMS AT FIRST YEAR LEVEL IN 1971

; Rater Open Traditional
1 Y ' 24
2 15 20
3 17 , 25
4 15 18
Number commonly rated 15 12
by three or four raters

The higher number 6f Open programs does not represent any ratio of
Open to Traditional programs throughout Victorian high schools, The
true ratio at the time would have fallen“very much in favor of Tradi-
tional programs. However, considerable publicity had been given to the
innovative activities of schools with Opeﬂ groups, hence common rating
vas not surprising. The lower number of commonly rated Traditional
programs was due to the large number of alternatives available from
whicl: the raters could choose.

The 15 schools with groups commonly classified as Open and the
12 schools with groups commonly classified as Traditional were used in

the second stage.
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2.2 School principals' assessments of Openness and Traditionalism

The principals of these schools were then asked to agree or

disagree with the proposition that their schools were operating Open

or Traditional groups at first year level. Principals of three schools
with groups classified by the raters as Open disagreed with the rater
“judgments after examining the defipitiéhal characteristics. In each
case the disagreement centred around the limited application of
'‘general studiea' curricula in which the ccntent of 'mon-cors' subjects
1ike History, Geography and English had been integrated under one head-
ing and timetabled accordingly, but in which little oﬁher change was
either eyidént or intended. The principal of one school which the
raters had classified as Traditional also disagreed, but on the grounds
‘Athat the laté appointment of a teacher well known for his innovative
practices had caused an alteration of plans for Form |

At thie stage 20 schools were chosen for inclusion in the project

on the basis of the breakdown given in Table 5.2. One large rural, and |

three large metropolitan schools were randomly deleted to achieve a
semblance of balance. Unfortunately, it was not possible to ensure

even numbers of Large and Small schools through each other category.
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TABLE 5.2

BREAKDOWN OF CROUPS IN 20 VICTORIAN HIGH SCHOOLS BY
MAIN VARYABLES, BASED ON RATER AND PRINCIPAL JUDGMENTS

School N+ 9L ' yatn Varisble 3 Main Varlsble 2 Main Varisble I

00 (31)
01 (24) Large 7
02 27) '

} Metropolitan )
03 (33)
04 (20) } Small J

r Open
05 (30)
06 (30) Large
07 {27)
Rural ‘s” J

08 (27)
09 (30) )' Small
10 - (38)
11 (30) Large )
12 (26) .

}  Metropolitan 9
13 (32)

r Traditional
15 (31) \
16 (27) Large
17 @n
Rural J

18 (31)
19 (26) } Suall

Q Small = 8 . Rural = 10 T tional = 10

Totals: Large = 12 Metropolitan = 10 Op = 10
ERIC N = 20 (Students n = 577) @
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Groups from these 20 schools were then included in the test pro-
cedureé that comprised the third and fourth stages of identification.

The third stage consisted of an Organisational Stringency Index
administered to students, and designed to plumb relevant aspects of
organisational climate. The fourth stage consisted of The 'Things
Teachers Say' Test in which student perception of the demeanor of
teachers could be examined.

The development and testing of these 1nstryﬁents and their
administration procedures are detalled below in Sections 2.3 and 2.4.

2.3 Organigational Stringency Index

‘brganisational stringency refers to the tendency for an organiea-
tion to be structured and operated in such a way that its members and/
or clients find it "... strict, precise, requiring exact performance,
leaving no loophole or discretion.”"! It is the tendency for an organisa-
tion to be highly enfolding, rigorous, coercive, compelling of assent
and tﬁoroughfgoing to the point of pettiness. Several teachers who
claimed to dperate Open Education groups for their students were said
by McLeod to associate the presence of a high level of these character~
istics with Traditional Education and to associateLa low level with Open
Educatién.

Similar notions have been used elsewhere in sociology and
psychology. Reference has been made already to the Burns & Stalker
(1961) mechanistic and organic forms of management. The idea of oben
and closed climatﬁs in schools has been investigatéd by Etzioni (1961)

and, in somewhat different vein, by Halpin & Croft (1963), among many

Q - v
IERJ!: 1concise Oxford Dictionary definitlon of 'stringent'.

IToxt Provided by ERI
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others. However, studies carried out in this mould have tended to

overlook the point that organisational behavior may be reflected

| priﬁéfily in a specific, identifiable group or cIAss within the school

and only secondarily in the general administrative climate of the
scgéulf? ) a:point is based on the assumption that the teachers who
hayve dhy"&a}' contact with and control over a group of students must
to some extent cushien the general administrative policies of the
school and create a buffer zone between such policies as they are
written and as they are interpreted by particular teuachers.

The Organisational Stringency Index seeks to reflect this observa-
tion by focusing on the way policies and practices operate'by the time

they reach a given 3roup of students.

2.3.1 Construction of the Organisational Stringency Index

Ninety opinion statements were either devised from student and

teacher interviews conducted for the purpose at the time of assessing

feasibility or were adapted from relevant sections of Stern's (1970)
Envitonment Indexes. Face validity of the concept was assumed on the
basis of unanimous agreement by seven judges2 that it was pertinent to
the organ%gat;on of groups within the school. The same judges were
thén asked to select those opinion statements relevant to the concept
of organisational stringency regardless of whether such statements were
positively or negatively oriented. Thirty-nine statements judged
relevant by at least six of the seven judges were included for further

trial by schools.

2Faculty staff and research scholars in the Faculty of Educationm,
Monash University.
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One hundred and sixty~three second year high school students
from four schools were used as subjects for the trial. The procedure
devised by Likert (1%?2) was adopted; subjects were asked to respond
on a five-point scalé‘(Strongly Agree, Agree, Disagree, Strongly
- Disagree, Not Sure) to each statément. For all statements reflecting

a high level of organisational stringency responseé were scored, 1, 2,
4, 5, 3, respectively; for all statements reflecting a low level,
resﬁonses were scored 5, 4, 2, 1, 3, respectively. All responses were
then computer-analysed (Program ATTSCAN-5) to reveal:

(a) total scores obtained by each subject;

(b) the mean, standard deviation and split-halves teliaﬁility

of the scores;

(¢} the frequency distribution of the scores;

(d) the item popularity of each statement;

(e) the Edwards' t-value and its associated probability value

for each statement;> and

(f) frequency bounts of the responses to each statement.
The item popularity of a statement fof which agreement would indicate
a low level of organisational stringency was the percentage of subjects
expressing some form of agreement with the statement; where agreement
would indicate a high level of organisational stringency, it was the
percentage of subjects expressing some form of disagreement. Statements
with very high or very low popularity could not be expected to discrimi-
nate amongst subjects because virtually all subjects would score the

same.
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The Edwards' t-value (Edwards, 1957) provided a measure ~f item
discriminatory power for each statement, being dependent on the
difference in mean scores obtgined on the statement between the 27 pef
cent of subjects receiving the highest scores on the whole index and
the 27 per cent receiving lowest scores. High t-values indicated that
statements were contributing effectively towards measuring the continuum
underlying the whole index, whereas a low t-value meant that the state~-
ment was either méasuring an opinion unrelated to the other statements
or else was ambiguous. A value of t = 1,75 was accepted es the lower
limit for inclusion in the final version of the index; this value
being generally acceptable and ensuring a related probability wvalue of
less than .05,

Eight statements failed to meet the criterion of t < 1.75 and were
deleted. One olher statement scored an item popularity of 96.09 per
cent and was also deleted as non-discriminating. Of tbe 30 items to
be included in the final version, 20 ghowed Edwards' t-values whose
associated probability values were less than .0001 while only one
showed a value greater than .0l. Table 4.3 1ists the items and the
related percentages and probabilities.

2.3.2 Reliability of the Organisational Stringency Index

The split-halves reliability of the 30-item index was 0.82, which

after the Spearman-Brown correctiond was applied, converted to a measure

3The Spearman-Brown Prophecy formula provides a way of estimating the
reliability of a total test from the split-halves reliability co-
efficient when complete alternative forms of the test are not available.
Thus, when R = correlation between two comparabie test forms and
r = correlation between two half tests,
R .2
(estimated) 1l+r
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of reliability for the whole test of 0.90,

2,3.3 Organisational stringency as a valid hypothetical construct
" The fact that so many of the 39 items saiectéa'By‘the seven
Judges from the original 90 items were éo highly discriminating
suggested, firstly, that organisational stringency we&s a valid
hypothetical construct and, secondly, that the final version of the

index was likely to be a valid measure of that construct.

TABLE 5.3

ORGANISATIONAL STRINGENCY INDEX
PERCENTAGES AGREEING WITH OPINION STATEMENTS

Percentages in agrezment
Item : Edwards T P
Schl A+B|Schl X+Y|Overall

2. You need to do a lot 14,06 66.67 39.84 4,30 .0001
of homework 1f you
want to get on here.

3. Once you've made a 12.50 28,57 20,31 2.68 .0100
misteke it's hard to :
‘live it down in this
class,

4. The teachers plan for 68.75 90,48 79.69 4,28 .0001
us to do interesting
things together out-
side of school time.

S. The teachers spend a | 56.25 | 58,73 | 57.81 4,42 |.0001
lot of time just
making us obey rules.

7. The teachers make 90.63 | 90.48 89.84 3.31 .0010
sure we speak
respectfully to them,

9. People around here can| 37.50 77.78 57.03 . 7.79 0001
really say what they ' s :
think, ‘

10. People here do things 50.00 52.38 50.78 1.95 .0500

on the spur of the

[SRJ!:‘ - moment.
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TABLE 5.3 (Continued)

S ‘ Percentages in agreement |
Item Edwards T P
Schl A+B]Schl X+Y|Overall

11, People here have to 73.44 85.71 78.91 2,49 .0100
be careful about the
way they dress,

12, The teachers are 39.06 | 49.21 | 43.75 | ~ 3.24 | .0010
broadminded, =

13, Attendance is checked 56,25 95.24 75.00 3.63 .0010
carefully.

15. They prefer you to 59.38 80.95 70.31 4.96 0001

dress for comfort not
just appearance.

16. The teachers allow 79.69 92,06 85.16 4,64 ,0001
discussion about sex. . »
17. There is a strong 42.19 63,49 53.13 5.09 .0001

school spirit in
this class.

18. We 1ike talking about 48.44 52.38 50.00 1.97% | ,0500
the problems in a
subject just for the
fun of 1u,

20.- Students like to get 40.63 | 63.49 52,34 5.50 ,0001
criticism and advice :
from teachers,

22, New ideas are always 10.94 53.97 32,03 8.03 ,0001
being tried out here.
23, They spend more time 53.13 47.62 50,00 2.39 .0100

planning and
organising than
actually getting
things done,

24, People here speak 31.25 73.02 51,56 6.74 .0001
openly and freely.
25, Teachers get annoyed 43,75 66.67 55.47 6.29 .0001

when students dis-
agree with them in
class.

29, If you are i1i théy 59,38 87.30 73.44 6.72 .0001
expect you to for-
Q get work and take it

JERJ(j easy.
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TABLE 5.3 (Continued)

Percentages in agreement

Item Bdwards T| P
Schl A4B|Schl X+Y|Overall |
30. Henbften do things in 18.75 52.38 35.16 7.63 .0001
a new way.

31. Everyone is expected
to look and act
'right'.

32, People here are 48,44 68.25 57.81 6.57 +0001
reasonable about
school rules; they
take it easy.

33. Rules are very 67.19 80.95 73.44 4,74 .0001
important around )
here,

34, Most of our teachers 51,56 66.67 59,38 4.89 | .,0001
are strict. _

35. They try to make sure | 70,31 | 76.19 | 72.66 4.73 | .0001

you don't get away
with anything around

here,

36. There is8 a lot of 42,19 | 79.37 60.94 7.72 .0001
'red tape' in this .
place.

37. while you're here 48,44 84,13 66.41 7.03 .0001

they try to keep
you under close

control.

38. No one takes work 56.25 | 57.14 | 56.25 3.26% |.0010
too seg%@@ély here. _

39. There i8'a lot of 28.13 | 77.78 | 52.34 13.34 |.0001

freedom to do things
in your own way.

The two items asterisked in Table 5.3 were deleted from the
scale after the present study had been cornleted. In a validation
study based on a sample of more than 500 students, Item 38 failed to -

register a significant probability value and Item 14, while it maintained
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‘a probability value of .05 in the same study, has proved to be non-

discriminating in two subsequent studies."

2.4 The 'Things Tiachers Say' Test

Luosely structured int.rviews were conducted with ten.teachers
working in Open groups at other than first year level. These teachers
wer; selected from the schools nominatgd by raters (see Table 5.1),
The purpose of these interviews was to provide a framework of 'teaching
consequences' of Open Education. Analysis of the transcripts from the

- interviews revealed four areas of importance:
“(a) Curriculum design in an Open Education environment should
allow for -
(1) more freedom of choice for students about work tasks
than would occur in Traditional Education;
(11) more’freedom for students to work at individually
N Lo preferred rates;
e AL (111) ﬁ;ore individual attention from teachers;
(iv) 1less evaluation of student progress by way of
identical examinations for ;11 children; and
(v) fewer occasions when Q\Qhole group would étudy
the same material at the same time.
(b) Decision-making about school rules should be arranged in
collaboration with students. In particular, students should
act more autonomously than would be the case in Traditiona;

groups and significantly less stress should be given to

YThe first of these studies was conducted by the author and the other
two studies by graduate students in collaboration with the author,
23 ‘
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authority-induced behavior.,

(c) Verbal exchanges between learners should increase in number
and content as the frequency of situations demanding
pedagogical isolation 1is reduced.

(d) Students should co-operate with each other in day to day
educ&tional tasks.,

The first effort to design a test around these areas resulted in an
instrument comprising three sections to probe student observations about
actual teacher behavior, teachefs' intentions concerning evaluation of
student performance, and rater judgments about teacher behavior.
However, the administration of such an instrument required more time
than either the schools or the raters could reasonably allow. A second
effort resulted in the abandonment of the teacher' intentions and rater’
judgments sections. The line of reasoning applied was that observations
about teachere, deriving from 30 or more students would provide a fairly
reliable pool of data. Furthermore, as Keddie (1971) also points out,
1+ was felt that teachers are sometimes incongruent in what they say
they do and the way they actually behave; so on this ground as well

the students' observations seemed preferable.

2.4,1 Construction of The 'Things Teachers Say' Test

B LG

Interview transcripts were used as a basis for devising 40 state-

ments. These statements were intended as indexes of the structures,

f#

roles, philosophies énd sanctions referred to above, and were meant to

be fairly typical of the kinds of things teachers might say to students., - -

The transcripts were given to four judges5 who were asked to assimilate

SResearch scholars in the Paculty of Education, Monash University.
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as many as possible of the expressed .-d implicit attitudes of the

o, rank the 40 statements,

teachers concerned. Judges were tgen'a@t
regardless of whether positive or negative;:in;terms of how well those
attitudes were reflected. Kendall's cbefficlent‘of concordance was
calculated (W = 0,52) in order tg,provide a neasure of the relation
between judges' rankings.® HoweVer, five f*theﬁgudges ranked four
particular statements amongst their fi%%ggeigbtrchoices and the other
two judges ranked the same four statements amongst their first eleven
choices. Furthermore, there was unanimity as to the positive or

negative scoring for each of the four, In view of the high level of

agreement on ranking and direction of scoring, and the expediency of

.
TRCE

administering a few items in a short space of time, it ﬁas decided to
base The 'Things Teachers Say' Test on the four most strategic statements.

2.4,2 Administration of The 'Things Teachers Say' Test

Students were asked to list on the test forms (Appendix 3) the

names of the four teachers considered tc be most important for the

#*:

relevant groups or classes, and the subjects or areas of responéibiéi}jgi
under the charge of those teachers. Taking each teacher in turn,‘?‘§£}$%ﬁ9
\ i‘,{f‘x o] .“2;

students indicated their level of agreement or disagreement "‘th‘ifﬁfﬁé-?
4

proposition that the teacher in question would be )iggiy to say the§'

& f
kinds of things expressed in each statement. Student opinions were 12;5
recorded on a five point Likert-type scale (Strongly Agree, Agree, - -
. ) ﬁs’»ie s
Disagree, Strongly Disagree, Not Sure) for eadh etatement. . n?r’*%

6Kendall's coefficient of concordance (W) is an expression of the 3
average of Spearman rank correlation coefficients that would be :
obtained from calculating rg for all possible pairs of rankings. Seée

[:R\!: Kendall (1948) for a full statement of rationale or Siegel (i956) for~
e a useful, brief explanation,
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2.4,3 Scoring The 'Things Teachers Say' Test

Por statements reflecting behavior that was considered by the

""Judges to be Open responses were scored 1, 2, 4, 5, 3, respectively;  ~ T

(Statements B and C) while for Statements considered to represent
‘Traditional praciices, responses were scored 5, 4, 2, 1, 3, respective1§
(Statements A and D). _

Two points about rationale should be raised here. In the first
place, it was assumed that the statements scored as directional
opposites from each other represented different positions on some
dimension underlying the test as a whole; specifically, that this
dimension was Open and Traditional behavior of teachers as indexed
by statements made to students., Secondly, it was assumed that after
" repeating the same four statements across different teachers, a total
scale score could be established by adding together four aéﬁarate
scale scores. As there were four different teachers about whom the
statements could be applied there ie one sgense in which the test can be
thought of as comprising 16 items. An alternative argument is that a
student's responses concerning four different teachers amount to four
discrete tests which ought not to be adde”. The decision to work within
an additive model eventually rested on the argument that the organisa-
tion and behavior of total groups was the main concern of the study and
that although differences could be expected between any four teachers
in charge of a group, it was their similarities that ought to be tapped

for the purpose of classifying groups as Open or Traditional.
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2.4.4 Reliability of The 'Things Teachers Say' Test

One hundred and seVenFy f;ve students in pecond year at four high
schools completed the 16 item test. Table .4 indicates percentages
agreeing with opinion statements, Edwards t--scores and probabilities.
Becauge the same items are repeated for foup different teachers it is
not darprtsing that a pattern e?erges in which Statements A and D have
similar percentages to each other and Statements B and C have similar
percentages to each other. Agreement witﬁ Statements A and D indicated
somewhat Traditional behavior while agreement with Statements B and C
indicated more Open behavior on the part of teachers. Regardless of
level of importance of teachers, as ascribed by students, the four
statements were highly discriminating.

Split-halves reliability of the 16 item test was 0.58. However,
this result, while it was of gatisfactory magnitude ﬁas open to criticism
because it was based on only one randomly generated split. The nature of
the test, involving as it did four administrations of each item, could
well have influenced the reliasbility coefficient: that is, there was
some risk that the particular coefficient obtained could have been arti-
ficially high or low. Therefore, a second measure of reliability was taken.

Cronbach's alpha was calculated for this purpose because it compris-
es not one, but an average of all possible randomly generated split-halves

‘reliability measures, A result of a, = 0.53 was obtained, confirming

that the original split-halves reliability had been a reasonable result.’

71t should be noted that there are conflicting schools of thought as to

the most appropriate use of Cronbach's alpha. While some researchers

use it as a reasonable alternative to assessing reliability through

equivalent forms, others claim it is best used as a measure of internal
Q validity,
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TABLE 5.4

* THE 'THINGS TEACHERS SAY' TEST
PERCENTAGES AGREEING WITH OPINION STATEMENTS

Per cent Edwards

Item popularity t-acore Probability

Pirst ranked teachers

Statement A 68.87 10.09 .0001

Statement B 34.78 8.19 .0001

Statement C 45.57 9.70 ,0001

Statement D 71.65 11.28 .0001
Second ranked teachers

Statement A 77,91 7.02 ,0001

Statement B 47.30 6.31 .0001

Statement C 53.39 7.85 0001

Statement D 74,26 10.07 0001
Third ranked teachers

Statement A 76.35 7.15 .0001

Statement B 43.30 7.16 .0001

Statement C 46,78 5.96 ,0001

Statement D 76.87 9.92 .0001
Fourth ranked teachers

Statement A 77.04 7.30 .0001

Statement B " 44,70 6.78 .0001

Statement C 48,35 8.29 ’ .0001

Statement D 71.65 7.94 .0001

Statement At You will never learn anything if you do not sit
quietly and listen to me.

Statement B: I am more interested in you taking a while to
understand your work than I am in making you hand
it in on time.

Statement C:  You can ask me to work with you on this topic or
you can even work out the answers with other
children in the class.

Statement D: If you do not pay attention you cannot expect to
pass the examinations.
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2,5 Validity of the Organisational Stringency Index and The 'Things
Teachers Say' Test

Product moment correlation of the results obtained on these tests
provided a useful indication of how valid each was as a measure of a
dimension of Openness/Traditionalism. Using group means a result
rxy = 0,85 was obtained.

3. Analysis of Data Relating to Identification of Open and Traditional
Groups

In order that performances on the various criterion tests could be

~ compared between groups in such a way that prevailing differences would

become evident, the best or most genuine Open and Traditionai examples

were required. Therefore, it was necessary to move beyond mere claims

" of Openness and Traditionalism by raters and school principals.

The Organisational Stringency Index and The 'Things Teachers Say'
Test, as indexes of the educationsl practices and social structure of
the groups, provided additional dimensions in defining groups as Open
and Traditional. Groups were defined as Open for the purposes of this
gsection of the study only 1if they were unanimously classified as such
by raters, principals and by the results from these two indexes. The
same procedure was used for groups claimed as Traditional.

Using group means, the results obtained on the Organisationel
Stringency Index and The 'Things Teachers Say' Test were split at the
respective medians, Table 5.5 shows the allocation of groups to each
category at first testing and Table 5.6 shows the allocation of groups
eight months later at second testing. A visual display gf tﬁese results
can be seen in Figures 5.1 and 5.2. 1In the Organisation;i Stringency

Index, higher mean scores indicated Openness and lower mean scores
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In The 'Things Teachers Say' Test, lower mean scores

indicated Openness and higher mean scores Traditionalism.

TABLE 5.5

ALLOCATION OF GROUPS TO OPEN AND TRADITIONAL CATEGORIES ON THE
BASIS OF CLAIMS, ORGANISATIONAL STRINGENCY INDEX AND THE
'THINGS TEACHERS SAY' TEST AT FIRST TESTING

row | Glatns | ipiisesionel [ The 'hinge teachers

00 Open Open (92.00) % Open (51,58)*%
01 Open Open ‘ (90.38) Open (44.63) -
02 Open Open (77.93) Trad. (56.07)
03 Open Open (100.52) Open (44.39)
04 Open Open (95.05) Open’ (45.30)
05 Open Open (74.97) Open (52.73)
06 Open Trad. (72.33) Trad. (55.10)
07 Open Trad. (73.74) Open (53.56)
08 Open Trad. (69.00) Trad. (54.78)
09 Open Open (77.90) Open (50.20)
10 Trad. Trad. (63.97) Trad. (57.92)
1 Trad. Trad. (70.97) Open (52.33)
12 Trad. Trad. (68.12) Trad. (58.92)
13 Trad. | Open (86.97) Open (53.59)
14 Trad. Open (78.11) Trad. (54.82)
15 Trad. Trad. (64.39) Trad. (56.77)
16 Trad. Trad. (70.26) Trad. (54.85)
17 Trad. Trad. (67.15) Trad. (57.11)
18 Trad. Trad. (74.00) Trad. (54.35)
19 Trad. Open (82.54) Open (52.62)

*Group means for this test.
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ALLOCATION OF GROUPS TO OPEN AND TRADITIONAL CATEGORIES ON THE
BASIS OF CLAIMS, ORGANISATIONAL STRINGENCY INDEX AND THE
'"THINGS TEACHERS SAY' TEST AT SECOND TESTING

orowp | Clste | Srgmiootiowel | e 'Things Teachers
00 Open Open (104,39)* Open (50.23)*
01 Open Open - (85.67) Open (44.54)
02: Open Open (77.63) Open (54.52)
03 Open Open (106.24) Open (39.48)
04 Open Open (105.15) Open (44.45)
05 Open Trad. (69.20) Irad, - (57.67)
06 Open Trad. (67.43) Trad. (58.93)
07 Open Open (73.22) Trad. (58.15)
08 Open Trad. (72.00) Open (51.52)
09 Open Open - (75.37) Open (50.57)
10 Trad, | Trad. (60.89) Trad. (56.97)
11 Trad. Trad. (59.83) Open (50.10)
12 Trad. Trad. (67.50) Trad. (57.54)
13 Trad. Open (77.81) Trad. (57.78)
14 Trad, Trad. (68.07) Trad. (56.61)
15 Trad. Trad. (65.65) Trad. (55.23)
16 Trad. Trad. (68.11) Trad. (54.81)
17 Trad. Trad. (68.52) Trad. (56.11)
18 Trad. Open (74.94) Open (53.16)
19 Trad. Open (81.85) Open (51.19)

*Group means for this test.
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FIGURE 5.1

DISTRIBUTION OF GROUPS ON THE ORGANISATIONAL STRINGENCY INDEX AND
THE 'THINGS TEACHERS SAY' TEST AT FIRST TESTING
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FIGURE 5.2

DISTRIBUTION OF GROUPS ON THE ORGANISATIONAL STRINGENCY INDEX AND
THE 'THINGS TEACHERS SAY' TEST AT SECOND TESTING
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Open groups were defined as those,féxging_in the lower right quadrants
of Figures 5.1 and 5.2 on both testings. Traditional groupsbwere defined
as those falling in the upper left quadrants of Figures 5.1 and 5.2 on

both testings. Table 5.7 lists the groups so defined.

TABLE 5.7
GROUPS DEFINED AS OPEN AND tRADITIONAL
Groups defined as Groups defined as
Open Traditional
00 } 10
01 12
03 15
04 16
09 17

4. Summary

Four procedures were followed in order to identify Open and
Traditional groups. Raters were asked to nominate 'best' examples of
Open and Traditional groups at Form ! level in Victorian high schools
according to a five-poini definition., Principals of the schools in
which these groups occurred were asked to indicate their agreement or
otherwise with the rater assessments. Students from the groups in which
rafers and principals reached agreement were then asked to complete two
instruments, the Organisafional Stringency Index and The 'Things Teachers
Say' Test, both of which had already been assessed for reliability and
validity. Subject to certain sampling conatraipts, groups were chosen
for inclusion in the study on the basis of location in the appropriate
Open and Traditional quadrants on both testing occasions in which results

obtained from students were split at their respective medians.
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-+ CHAPTER 6

THE CRITERION MEASURES OF STUDENT ATTITUDES AND BEHAVIOR

Introduction

Two major problems were encountered in the selection of criterion
measures. The first related to the disparate and somewhat yaggglywiu
stated aims of educational programs in both Open and Traditional groups,
Criterion tests that attempted to measure the achievement of poorly
formulated aims and about which there was not universal agreement anyQay
would obviously introduce unwanted sources of error. It became equally
obvious however, that such err§r could not be entirely eliminated; on
the one hand, it was necessary to use criterion tests that provided
reasonable indexes of outcomes which the teachers thought desirable,
while on the other hand tidy, but slightly invalid statisti§é were
likely to result from criterion tests that probed highly specific skills
and knowledge.

The second problem related to the possibility of very real
differences existing between Open and Traditional teachers in terms of
the educational outcomes each group felt were important. Unquestioning
and uncritical obedience of students to teachers has often been highly
valued in Traditional environments; in the Open environments it was not
highly valued for most circumstances, and in several instances would
have represented a failure by teachers to help their students to develop
critical faculties and independence of thought. Certain kiéds of social
interaction seen as disruptive in Traditional groups were prized in
Open groups suggesting that different assumptions were held in each case

)
E[{I(j about learning processes.

IToxt Provided by ERI
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This second problem can be re-phrased. To the extent that an
innovation attempts to achieve different aims and/or processes from
whatever it replaces, the researcher must either ignore those differ-
ences and compare and contrast the commonalities or, if he wants to
measure characteristics valued differently b§ each of the two, he must
favor one at the expeﬁse of doing some injustice to the oeher.‘ |

Four tests yﬁ?e used in order to probe curriculum outcomes; these
concerned studéé}rgzeitudes to school, creative thinking, collaboratiée
behavior of‘eteeente and student preference for activities involving
change or sameness, autonomy or dependence, and for intellectualised
activities. The only special significance about the tests 1s that they
were selected on the basis of outcomes commonly considered important by
principals and teachers from a variety of schools visited when the
feaeibility of the present study was being assessed.

Provided the two main problems above are at least recognised there
is no good reason why tests of other outcomes could not be used in sub-
sequent studies in these schools.

1. Scale of Student Attitudes to High School

Two basic assumptions underpin the construction of this scale,
The first is that attitudes can be important indicators of behavior.
The second is that particular student attitudes to high school, if held
in a positive direction, are in line with and supportive of the aims of
the school and if held in a negative direction are inimical to those
aims.

In respect of the first assumption, theorists have presented a

variety of approaches. For example, Rosenberg (1956:367) defines
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attitude as a 'relatively stable affective response to an object';
Allport (1935:810) defines it as "a mental apd neural state of readi-
ness, organised through experience, exerting a directive or dynamic

influ2nce upon the individual's responses to all objecte and situations

with which 1t is related“. Katz & Stotland (1959 428) refer to "a

s or A,

v o S o s e

tendency or disposition to evaleate an object 1n a certain way" o
However, as Insko (1967:2) points out, the fact that recent definitions
stress an evaluative dimension should not be taken to mean that "overt
behavior i1s not a function of attitudes, however complex and devious

the function may be".

In the present case, readiness to behave overtly on the basis of
attitudes, and the tendency to do so are assumed -~ even aemitting the
poseibility that for many attitudes, the route from attitude to overt
behavior may be difficult to trace. Nevertheless, studies such as that
by Musgrave & Reid (1971) 1in which values among students are inferred
fro; several avenues of reported behevior, while approaching the problem
the other way around, suggast that this is a reasonable assumption.

The second assumption rests on clinical information gained by the
author in dealing with problem behavior in schools and from corroborative
statements by teachers., It should be noted, ﬁowever, that no attempt
at value judgment is made here. That is, neither the aims of the schools
nor the positive and negative attitudes of the students are treated as
gga;terably legitimate or illegitimate.

R A third, less critical assumption should also be mentioped; that
attitudes to school are generated largely from the experiences which .

the student confronts in the identifiable sub-groups in which he is a
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participant within the school. MuJ%Eék & Phelp (1972) for example,

stress the need for much greater emphasis to be placed on the differen-
tial effects on children of a variety of youth cultures, Conversely,

it can be assumed that the attitudes which the student holds towards

_8chool in toto are ;hgmgroper concern of the staff members with whoﬁ

e i e s g i e St 8. st A o o S8 e et S e g ¢

he comes into contact in his sub-groups.

In the present study, 'attitude to schovl' 1is used as a generic‘
term covering a number of propositions about teachers, studying,
courses and the worth of education. The tendency for many teachers
espousing Traditional Education to claim that positive student
attitudes derived from 'tight' organisation, and for teachers in Open
environments to claim that positive attitudes derived from less
restrictive organisation in which the student could develop greater
independence of thought and action, suggested that attitude to school
constituted a valid area for consideration as a criterion measure.
Evidence gathered in respect of this ussue becopes‘of special interest
when account is taken of the Himmelweit & Swift (1969) argument that the
definiteness of aim in a school can influence the extent of the social-
ising effects on students.

1.1 Construction of the scale of student attitudes to high schooll

It was assumed that reactions of students to propositions about -

. courses, studying, teachers and the worth of education would be con~

tinuously, but not necessary normally, distributed. At the positive

IThis scale was constructed and validated in collaboration with
P.L. Gardner, Faculty of Education, Monash University, in 1970-71
in order to compare attitudes of students with academic performance.
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extreme, one might expect consistent agreement with certain favorable
propositions about the school and consistent rejection of certain

unfavorable propositions. At the negative extreme, consistent rejec-
tiqn of favorable propositions and agreement'with unfavorable proposi~

tions would be expected. The range between the extremes was termed the

attitude continuum and it was asserted that individual student

attitudes would fall somewhere oﬁ‘ this continuum,

A large number of opinion statements vere writtensor obtained 1,
occasional modification from existing scales (Miller, 195@@(;1“9;?.
1945; Weaver, 1959). These statements reflected positive and negative
reactions to various aspects of school life and from the complete,; ‘
34 were selected for trial. One hundred and{8eventy seven studeﬁfs A

third year level in two high schools were used as™8ubjects, ﬁs w}th

the Organisational Stringency Index, the procedure devised b?ﬁ;qutj‘

(1932).was adopted. Subjects responded on a five—ppint scale for eﬁ:

statement (Strongly Agree, Agree, Disagree, Strongly Disagree, Not Sure). ‘3

5
Where a statement reflected a positive attitude to -gchool the respons:@L

Lo ,
was scored 5, 4, 2, 1, 3, for the respectﬁre five points; a state‘meﬁ't k

that reflected a negative attitude to school was ' scored 1, 2, 4, 5, _3.= b

Sy

items were computer-analysed (Program A'I"i‘SCAN-—S) to provide:
(a) total scores for each subject;
(b) the mean, standard deviation and split-halves reliability
-of the scores;

(¢) the frequency distributisn of scores;
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(d) the item popularity of each statement;

(e) Edwards' t-values and their associated probability
values for each statement; -and

(f) the fréquency counts of the various responses to eacﬁ

statement.2

s g e o 5 L S e St e g

Of the 26 statements used in the trial, three failed to reach the
lowest acceptﬁble t-value of 1.75 and were dnletéd. Of these three,
one also had an item popularity of 90 per cent and was deleted as non-
discriminating. A fourth statement’with a relatively iow Edvwards'
t-value of 2,80 was also deleted. The remaining 22 items were highly
discriminating, all with t-values exceeding 3.50 and with probability
values of less than .001.

1.2 Relaibility of the scale of student attitudes to high school

The split-halves reliability of the scale of 22 items was 0.88.
Applying the Spearman-Brown correction, the reliability of the total
scale was 0,94,

1.3 Student attitudes to high school as a valid hypothetical construct

It seems reasonablé‘to assert that a common factor underpinned the
responses becaﬁée so many of the statements were highly discriminating.
Further support for this assertion was gained by re-scoring the trial
data using only the 22 items included in the final version. Differences
between the trial schools had been noted before testiné. One school
wag oréaﬁised around an architecturally ianovative design, used no

ability-based or vocational groupings for instruction, encouraged

2petails of rationale are given in Chapter 5, Section 2.3.1 above.
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continuous assessment prochures and involved students {n school
government. The other.school was architecturally undistinguished, used
vocational groupingp, a fixed timetable and formal assesement, and did
not consult students in matters of school government.

Table 6.1 analyses the scores for the two different schools and
for the two different vocational tracks (professional and commefcial)
of one of the trial schools.

For present purposes the difference between the schools is the main
point of interest; and the siguificant difference (t = 7.25; 175 df;
p < .001) certainly helps to validate the scale. Of course, it would be
improper to suggest what the most pertinent points of difference were
on the basis of a validation trial. Physical facilities, grouping pro-

cedures or less obvious factors such as a Hawthorne effect (Roethlisberger

andiDickeon, 1939) 1in School X could have been important.
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TABLE 6.1

FREQUENCY DISTRIBUTIONS OF TOTAL SCORES ON
THE SCALE OF STUDENT ATTITUDES TO HIGH SCHOOL

Frequencies
Verbal High School High School Y
Scores label
X Y Professional Commercial
Track Track
101-110 ) highly 3 - - -
91-100 ) positive 18 - - -
81-90 ) 29 15 9 6
71-80 ) positive 26 21 13 8
»61—70 medial 12 18 6 12
51-60 ) 4 18 6 12
41-80 ) negative 1 8 2 6
3i;4.0 ) highly ol “3' o B
21-30 ) negative - 1 - 1
|
n 93 84 37 47
X 81.1 66.6 71,2 63.0
o 12,1 14.3

2. Creative Thinking - The Consequences Task

During interviews to ascertain feasibility of the present study,
teachers from a wide range of schools and across a spectrum of opinion
referred to the fostering of creative thinking in students as a worth-
while educational goal. To what extent this expression was backed by

conscious arrangement of curriculum content and method, it was not

[ERJf:‘ possible to judge.
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Interestingly, the development of creative skills was one of the
very few educational outcomes that some entrenched conservative teachers
conceded might be achieved better in an Open group than in a Traditional
group. Not surprisingly, teachers who claimed to work in Open groups or
to support them in principle, also fult that the great 'freedom' of Open
groups would foster creativity.

The note of agreement could not, however, be carried to the obvlous
next step: What 18 creativity? Teachers of various or even similar
philosophical persuasions seemed unable to define what they meant by
éreativity. Terms such as 'shows originality',v'writes interesting
essays', 'writes poetry', 'paints abstracts' and 'models fantastic
things out of clay' were typical in teachers' comments. Perhaps many
of these teachers still thought of creativity in terms of a few vague
stereotypes because much of their own educational experience h#d
focused on learning routines that constr;inéd sucﬁ A;;1§ities. Wﬁéfevef‘
the reason, most teachers felt more confident of recognising creative
behavior when they saw it than of conceptualising it. |

In fairness, 1t should be said that psychologists and others who
have made some attempts to specialise in the study of creative behavior
have, more often than not, been cursed by similar difficulties. As
Gilghrist (1972) has observed, "... Educational objectives such as
tostering creative talentor developing the wholeness of the creative
personality have frequently been advocated with more zeal than
precision."

Until as recently as the 1950's, the major workers in the field of

creativity (Francis Galton, J. McK. Cattell, Binet and Terman) emphasised
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genius, special abilities and superior intelligence. From about 1950,
Guilford managed to change this emphasis when he proposed that creativity
was distributed variously throughout the population, at the same time
questioning the presumed relationship between creativity and high 1.Q.
(Guilford, 1950), His treatment of creativity as enc&mpassiﬁg
sensitivity to problems, fluency of ideas, f;exibility of thinking in
problem-solving, production of novel 1deas‘and the analysis and syn-
thesis of ideas (Gilchrist, 1972:3) has found direct and continued
appeal amongst educationists.

Taft (1971) comes close to articulating what most of the teachers

had tried to express; he locates two creative styles "

@
problem-solving approach, and the other, an emotional, and comparatively

+++ One a measured,

uncontrolled, free expression." However, Taft’treats these two styles
as representing two linear dinensions which may overlap,’ whereas... - ...
’éilchrist (1972:83) treats them as extremes on a single continuum,

A most lmportant corollafy of the recent shift in theoretical
perspectives on creativity is that of operationalising the concept for
evaluation., In the earlier works where creativity was seen primarily
as a function of superior intelligence (viz.: Catteil, Binet and Terman),
testing procedures were centred on cognitive closure or convergence.

The work of Guilford (1959), 1. constructing more open-ended criterion
tests of creativity paved the way for the tapping of cognitive divergence

and consequent synthesising activity.

3personal communication, March, 1973.
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These tests, like those that followed from Getzels & Jackson
(1962), Yamamoto (1964) and Torrance et al (1960) have encountered many
difficulties when placed under the microscope of statistical valida-

tion procedures.

2.1 Validity of creativity testing

In any pure sense of the term, the validity of creativity tests
must ultimately be judged on the power of those tests to predict
creative talent or achievement assessed independently of test performance
(Gilchrist, 1972). Yet they have proven relatively‘unconvincing under
reasonable scrutiny; Jones (1964), Barron (1963) and MacKinnon (1961)
report low to middle-range correlations.

In the present study, a choice had to‘be made, either to open up
the very complex issues of validity and reliability and to deal with
them fully{ or to attenuate countgrjarguments to their use by dealing
with them in g simpler framwork,

In choosing the latter course of action, emphasis was shifted to a
congideration-of one test of divergent thinking in order to probe one
educational goal acknowledged as worthwhile by Traditional-oriented
teachers and actively pursued by Open-oriented teachers, that one goal

being diversity in thinking about problems,

2.2 Rationale of the Consequences Task

An individual is confronted with an improbable gituation and asked M
to predict outcomes from a variable previously unknown to him., If he
is to make a productive response, he must 'play with' the possibility
and imagine the things that might happen in consequence. As Torrance

(1966): points out, this kind of thinking appears to be important in
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creative behavior; yet many individuals find great difficulty even in
entertaining the possibilities and consider the tasks to be intolerable,
A variation on the basic rationale was Introduced into the present
‘study. Instead of using different Forms of the task for each of the two
testing programs, it was decided to retain the items listed below, for
both. The principal reason was that direct comparison could be made from
one testing program to another about response patterns concerning a
particular improbability. The risk that pre~test effects might bias the
results obtained at second testing was accepted for two reasons;
firstly, the time lapse of eight months between testing programs appeared
sufficient to reduce pre-test effects, thereby making the risk minimal,
and secondly, the advantages accruing from being able to compa}e Open
group and Traditlional group performance on specific items seemed to
_outweigh the low risk of bias. |
The Consequences Task should be seen as a verbal task based on

verbal stimuli. Originally, it was chosen by Guilford et al (1952) to
yleld measures of Ideational Fluency and Penetration. In modifying the
Consequences Task, Torrance chose three improbable situations for each
of two Forms A and B from an earlier established list of impossibilities.,
The three items of Form A of the Consequences Task were used in the
present study, the items being:

1. What would happen 1f man could become invisible at will?

2. What would hsppen 1f a hole could be bored through the earth?

3. What would happen if the language of birds and animals could‘

be understood by man?
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Form A was also chosen in preference to Form B because it?had
already been in wide use with children whereas Form B had beenéused

mainly with adults.

2.3 Administration of the Consequences Task

The Consequences Task was administered as a paper and penéil group

test. As suggested by Torrance, a five minute time limit was allowed
for responding to the three items. }
2.4 Scoring of the Consequences Task |

The basic design is meant to reveal an individual's ability to
formulate hypotheses concerning cause and effect (Torrance, 19§6). The
number of relevant responses produced by an individual yields bne
measure of ideational fluency. The number of shifts in thinkihg or

number of different categories of consequence gives a measure’of

_flexibility. The extent to whiuh a response represents a mental leap

S |~,~. PRI

or departure from the obvious or commonplace gives a measure of origi-
nality, The amount of detail and specificity in a response pﬁovides a
measure of elaboration. |

2.5 Reliability of the Consequences Task

Two aspects of reliability were considered. The first concerned
the general reliability that could be assumed for a jiven scofe.
Because a scorer was required to make a professional (almost ¢linical)
judgment as to whether a set of responses demonstrated Ideational
Fluency, Penetration, Flexibility and Originelity. it was poseible that
variations between scorers could arise in the translation of responses

into concepts. Fifty sample responses were scored by two judges,“ and

Ypgychologists with the Victorian Education Department.
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a product - moment correlation coefficient calculated. As Tyy ™ .90

it was assumed that only a very low error factor would be introduced
into the results because of the almost clinical nature of the test.

The second aspect of reliability was concerned with the ability

of the test to produce a stable result from a respondent, given no
change 1h that respondent's creative prowess. To some extent, the . .
works of Torrance & Dauw (1965) and Runner & Runner (1965), drawn
together by Torrance (1966) imply predictive religbility for the
Torrance Tests of Creative Thinking as a whole. However, such studies
could hardly be claimed as convincing evidence of stability of one part
of the Verbal section of the Torrance tests. For present purposes

Forms A and B were administered a week apart to a small group of
students.> Total scores for each student on Form A were correlated with
.those on Forn B, giving I, = .78, This coefficlent was probably
lowered artificially because the 'unknown' concepts could not be equated

exactly.

2.6 Validity of the Consequences Task

In the discussion above on the validity of creativity tests, doubts
were expressed ahout the extent to which such tests served as pre~
dictors of subsequent creative activicy. In the present context no more

was claimed for the Consequences Task than that it should provide a

SPorm B asks: _
1. What would happen if our days were twice as long as they are?
2. What would happen 1f a man could live forever on the earth?
3. What would happen if men could fly without mechanical aids?
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measure of divetgent thinking which, 1t could be assumed, would be
related in some way to creativity. The major issue of the validity of
creativity tests having been sidestepped, one other possible source of
error in obtaining validity remained; namely, the fact that the
Consequences Task was, used as a paper and pencil test. It could be
argued that the test's failure to use other than a verbally based,
written mode of expression condensed into a five minute time limit, was
a limitation, especially in a field such as divergent thinking.

In view of the relatively short time available for data collection
in each testing program there was little that could be done about these
unwanted sources of error other than to acknowledge their existence and
moderate any subsequent findings éccordingly.

3. The Collaborative Behavior Profile VA

. The criticism is often made about Traditional Education that one _
mode of transmitting knowledge and experience, the chalk-and-talk
lession, is relied upon so mﬁch and so inﬁppropriately that the learning
processes of students may be seriously impaired. Many critics of
Traditional Education claim that Open Education involves far less
teiiance on one mode of transmission and more reliance on a variety of
lectures, small group tutorials, privately conducted research and
experimentation, individual instruction and standard lessons, as
appropriate. The tempting question of appropriateness cannot be argued
here, however. The main issue is that a fundamental assumption about.
learning is at stake. In its more extreme forms, Traditional Education
emphasises leamming through teaching; by pre-digesting a body of know-

ledge into a syllabus and regurgitating a logical, integrated set of

e
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steps for consumption by students. In this model, the essence of school
organisation 18 to treat students as pedagogically isolated units, a
strategy made necessary because expediencies of teaching tend to out~
weigh fundamental principles of learning. Consequently, so the argument
goes, learning is impaired unless silence is maintained and collabora-~
tion between students and school sessions is strictly governed. Less
extreme forms of Traditional Education appear to follow the same basic
pattern, but less obviously so.

Proponents of Open Education claim to operate with students’ learn-
ing and experience uppermost in mind. The assumption here seems to be
that learning i1s most likely to occur when motivation is at a high
level; and motivation, in its turn, is likely to improve when learners
collaborate often in the task of drawing together information from a
variety of sources and integrating that information .themselves,  To .. __._ ...
outside observers these programs may seem disorganised at first view,
only marginally relevant to formal learning and rather devoid of
conventional syllabus logic.

In essence, then, Traditional Education assumes that learning occurs
when the teacher teaches and when a rule system is invoked that estab-
lishes silence, attention and control. On the other hand, while not
denying the need for these strategies on certain occasions, most forms
of Open Education assume that interaction between students is motivating,
c¢; be highly productive, and is a worthwhile socialising experience.

One further introduétory point relates to the tendency for those
involved in Traditional Education to draw fairly clear distinctions

between work-based interactions and irrelevant interactions; dirrelevant,
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that is, to the legitimated task ofitﬁ: moment., In Open Education

o groups most, if not all interactions are deemed relevant even when they
are not work-based to any great extent, primarily because processes
therein are treated as valid educational aims in their own right,
However, these processes are also seen to have educational significance
in the sense that the potential output of learners working in collabora-
tion 18 assumed to be greater‘than‘the potential output of one learner
working in isolation. Re-phrased, thigﬂmeane that a given learner may

use other learners as additional, if not centrally important learning

resources. < .

3

3.1 Construction of the Collaborative Behavior Profile

The Collaborative Behavior Profilnggg developed as a variation of
the semantic differential scales common?? us;éuin attitude measurement i

-*“w*~"“~~~(Osgbod*&‘Tannenbaum;wl955)."wIdeaa~expressedgby;Eeachersyduringwinter;~§:-

views in the feasibility stage of the present study were compressed 1nto{
8ix categories. For each category, two sentences were chosen to 1nd1éa£e
boundaries of the domain of discourse within which raters were to
respond, the first sentence in each case representing an intended out-~
come of Open Education (although the second sentences should not be
assumed as intended outcomes of Traditional Education). All six
categories were associated with the underlying assertion that collabor-
ative behavior, a concept to which these categories contributed, was an
intended ouctcome of Open Education.

Nine-point scales were placed between each pair of the following

sentences:
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(1) The sfudents very much enjoyed that session of school:
The students very much disliked that session of school,

(2) The students were very much involved in the legitimate
activities of the session: The students were not invol.ved
with the legitimate activities of the session.

(3) Teacher(s) approved of communication that operated without
immediate teacher control: Communication between students
was'disapproved or rigorously controlled.

(4) Communication between students was 'work-positive':
Communication between students was 'work-negative'.

(5) Students used the teacher(s) as a resource (active student
takes issues to passive but available teachef): Students
did not use the teacher(s) as a resource (active teacher
dominates student access to issues). e e e e e s

(6) Students were encouraged to research and discover for
themselves (particular informafion was secondary to
research activity): Students were not encouraged to
research and discover (sheer transmission of particular
information was of primary importance).

The parenthefical rections in items (5) and (6) were included as
cues to direct the attention of raters to particular and importsnt

examples of these general categories of behavior.

3.2 Scoring the Collaborative Behavior Profile

The Collaborative Behavior Profile was scored in two stages. In
the first stage, judges assessed behavior with reference to each of

o  the six dimensions and rated the observed behavior from 0 points through
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8 points for the negati§e and positive extremes respectively. In the
second stage, each profile was reduced to a single number for statis-

tical analysis by adding together the six'separate scores., *

3.3 Validity of the Collaborative Behavior Profile id§

‘“7%&
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sessions in which they had just participated. After those loosely

structured interviews two new observers were asked to rate the four
ﬁ;‘;g -
group sessions on the Profile, using the student interview tapes as '?f H
G

their reference. The associated correlation coefficient was 0.72, wuif
suggesting that the students' perceptions of events were fairly much B

in agreement with the original observers when allowance was made for the _.
n $

_ fact that the second group of observers was twice removed from the events

being studied.

The Profile appeared to reveal valid information about collaborative )
' FERR
behavior which the groups themselves considered important.

3.4 Reliability of the Collaborative Behavior Profile and inter-rater
reliability

Inter-rater reliability for the. Profile as used in Section 3.3 G&».:

gt

)
above was 0.70, However, one problem that must be acknowledged in %¥
establishing reliability in the Profile concerns the selection of é
school secssions for sampling purposes. If a group of students and a
associated teachers are constantly engaged in one kind of interactioﬁ, gf%
one kind of teaching style and one set of assumptions about”learning,igg 5
there is no particular problem., But if several kinds of inteﬁactions,ﬁ?; ig

e

the sampling

s -
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procedure should be cohplicated accordingly.

Because of considerations of time, sampling of the compléte range
of school sessions could not be undertaken and reliance was placed on
a request to schools to nominate the sessiones that were felt to be most
typical for the groups concerned. While the greatest possible care was
taken to ensure that the profile was applied fairly, questions can be
asked legitimately as to whether the coverage in the present study was
extensive enough. Case study data tended to support the view that
coverage was reasonably adequate.

4, The Preferred Activities Index

The personal interests, preferred activities and attitudes to certain

2
™

lifestyles expféssed by individuals may be related, in varying degrees,

to the organisations in which they gpend their time and energies. Some

- organisations deliberately foster the development of particular atti- .. .. .

tudes, interests and activities as a desired outcome of organisational
functioning, Althbugh its goals and objectives are very often difficult
to grasp and may be shrouded in trite or vague language, the school 1is
just such an organisation. The school may induce in its students a wide
range of affective responses extending from highly generalised political
and social attitudes to quite specific ideas about the most logical and
best way to tackle a problem.

At the time of the feasibility discussions teachers in Open and
Traditional groups differed from each other in the extent to which they’
valued the development of certain affective responses in their students.
In particular, teachers in Open groups frequently referred to the neeQ

to prepare students for a world in which rapid technologi§al and social
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changes would be permanent features. Positive student attitudes towards
change, towards autonomous or independent thought and action, and
towards intellectual activity were considered important to this end,

The {dea beﬁind the Preferred Activities Index can be expressed in
similar terms to those used by Murray (1938) and Stern (1970). Both of
these writers have viewed human behavior as being generated by needs '
emanating from within the individual and by environmental presses
eménating_from sources external to thé individual. Actual behavior,
presumably. 18 the result of compromises between needs and presses.

A further assumption can be suggested, that needs are constantly
adjﬁsted by deliberate or unwitting intervention from such sources of
environmental press as other people. That ié, while it may be adéepted
that needs are characterised by a certain degreekof stability or con~ |
stancy, they are constantly changed in marginal ways and occﬁsionally
chahged in substantial ways. | -

Iﬁ the present stqdy. it was important to know whether experiences
gained by students in Open groups were assoclated withAparticqlar
attitudes any more than was the case with experiences gaine& by students
in Traditional groups.

Incidentaliy,‘it should be noted that there was no real contradic~
tion involved in the attempts of Open Education teachers to develop in
their students positive attitudes towards autonomy and their attempts
to develop a collaBorative, interactive environment. In fact, 1t was
generally believed that student contributions to an interactive work

environment would be enhanced if individual students could think and act

"independently and create whaf is sometimes referred to as genuine dialogue.
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4.1 \Conscruction of the Praferred Activities Index

Constructing an instrument that could be used to assess relevant
needs involved decisions at two levels. In the first place, an
aconomical and effective technique for probing needs was required; the
possibilities include rater observation, autobiographical data, pro-
jective tests and interviews. Secondly, it was necessary to decide
whether a respondent should be enabled to choose needs which he con-
sidered important or whether he should be constrained in some way. The
consequence of a respondent defining and discussing self-selected needs
would be to create complications of comparisonnbetween respondents as
well as to create problems of directional intensity of responses.

Because teachers in Open groups placed high value on particular
dispositions, and for reasons of economy as well, it was decided that
the needs to be 1nveetigated should be pre- leturmined by the researcher
8o that a respondent had only to choose the directlon and intensity of
his preference. Furthermore, it appeared that a preference inventory
would prove both a simple and an efficient probing tecﬁnique in which
respondents could agree or dieagree'in varying degrees to opinion
statements based on particular needs. -

The Stern (1970) Activities Indéx providedfa useful base from which 2
to work, three of the 30 scales built into that Index closely approxi-
mating the suggestions of teachers. The three scales were the Change~
Sameness scale, the Supplication-Autonomy scal. .:d the Understanding
scale. The main problem in applying the Stur.. scales directly was that
many items were written for comprehension and language levels of seniogﬂ

high school students or of college students, whereas the present study
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concerned first year high school students. Many of the Stern 1teﬁs were
re-worded or replaced by parallel items that retai&ed the original sense
and substance. As in the Stern Activities Index, each scule comprlsed
ten items and, essentially, the validity of cach scale was retained:

the Change-Sameness scale dealt with preference for "... variable or
flexible behavior versus repetition and routine"; the Autonomy-
Dependence scale, as it is re-named in the present study, dealt with

preferences for ".,. dependence on others for love, assistance and pro=-

tection versus detachment, independence and’self-teliange"i qu the

Understagﬁing scale (ré-named Intellectualised) dealt with ﬁrefgrence

for ",.1 detached intellectualization,'pfoblem—solving analysis,

theorising, or abstraction as ends in themselves" (Stern, 1970:315-317),
In the actual test form, the 30 items of the Index were listed

randomly, each item being expressed as an "I 1ike ..." statement.

4,2 Scoring of the Preferred Activities Index

Again thu procedure devised by Likert (1932) was adopted. Subjects
responded to each statement by indicating their level of agreement or
disagreement with 1it, Resﬁonsee were recorded on a five-point scale

'(Strongly Agree, Agree, Disagree, Strongly Disagree, Not Sﬁre) and were -
écored 1, 2, 3, 4 and 5 respectively for items lying positiVe to scale
(i.e., reflecting preference for Chance, Aufénomy, Understanding) and
5, 4, 3, 2 and'1 for items lying negative to scale (1.e.,‘fef1ecting
preference for Sameness and Dépendence, and non-preference for Under-
standing) .

Responses from individuals were computer-aﬁalysed (Program ATTSCAN-5)

o in relation to each of the three scales to provide:
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(a) total scores obtained by each subject}

(b) the mean, standard deviation and split-half reli-
ability of the scores} i

(¢) the frequency gistribution of scores;

(d) the item popularity of each statement; -

(e) the Edwards' t-value and associated probabilit} level

‘ ' for each statement} x'd

(f) frequency counts of the responses to each statement.

Apart from differences due to item reconstruction the Preferred
Activities Index differs from Stern's Activities Index in actual method
of scoring, the latter allowing only two possible responses - True/?alde,
Accept/Reject, or fike/Dislike, whichever 1s appropriate. As early as
1953, the Undecided response alternative was omitted from the Stern
Activities Index on the claim that a simple two-ehoicé format yielded
essentially similar results with marked savings in processing tige
(Stern, 1970:13). During the non-statistical part of the evaluation:
procedures arranged in respect of the Preferred Activities Index to be
used in the present study, however, a considerable degree of antipathy
was expressid by respondénts towards a two~choice format. While it is
not*suggeﬁted that such feelings ﬁould necessarily lead td distdrtéd B
response patterns, the mere fact that the Index could be compiéted
vithout undue irritation seemed & worthwhile gain in itself. Further-
moie, the fact that testing sessions were to be separated by only

- eight or nine months suggested that a change in activity preferences
(l1ikely to be a reasonably stable féature of personality organisation)

might occur in a respondent, without that respondent altering the>
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direction of his preference. That 18, a respondent may have wished to
alter‘the intensity of his preference without altering its directisn
from, say, the Agree categories to the Disagiee categories; and thise
variation in intensity may have been psychologically aignifitant.

4.3 Validity of the Pveferred Activities Index

Stern (1970) has oistinguished between validation by eguivalence
(1.e., where one appraisal is in agreement with other appraisals) and
validation by congsequence (i.e., where consequent behavior predicted

by thq appraiser actually occurs). In the case of equivalent validity,

Stern offers mixed evidence for his Activities Index as o whole (30

scaiea x 10 items each) although, on balance, that evidence is
supportive. Both Scanlon (1958) and Stern, Ross end Braen® provide‘
direct support, the former through a technique of compering Activities
Index profiles with claasmates.ratings of personality characteristics,
and the latter through a double—biind analyaio involving parents and
the psychiatrist of six children under therapy. . On the other hand,
Mueller (1962 a) produced equivocal results in a design similar to -
Scanlon's desigﬁ and subsequently suggested that successful validation
by judges was dﬁpendent upon how insightful were both judges and
respondents (Mueller, 1962 b).

In the case of consequent validity Stern has reported a varie}y of
evidence ranging from studies done with teachers (Masling & Stern,&1966;
Myers, 1962, 1963 a, 1963 b; Wassertheil, 1955; Mueller, 1966) to a

case study of a college student (Stern, 1970) the general tenor of which

is suoportive.

EKC SReported in Stern (1970: 185).
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In the present study, only three of the Sfern scales were required,
with suitable alterations in phrasing., A double-blind analysis was used |
as a supplementary validation procedure, involving a school psichologiec
and four children receiving attention as school refusal cases. While
this validation procedure resulted in uniformly successful 1dentification,ﬁ
as occurred with Stern, Ross and Braen (Stern, 1970), some reservations
vere felt to the effect that success was likely to depend 1arge1y_upon
the existence of clear cut differences between the selected.cases. Theg

more extreme the personalities involved, the easier the analysis,



TABLE 6.2

PREFERRED ACTIVITIES INDEX (CHANGE/SAMENESS)
PERCENTAGES AGRERING WITH OPINION STATEMENT:
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Item

Percentage in Agreement

Schl X|Sch1 Y ngrall

Edwards T

2,

3.

60‘

10.

14,

17.

23,

24,

26.

29,

I like changing my
interests,

I like working out
ney ways to answer
questions in tests of
schoolwork.

I like doing things
at regular times,

I like to make sure
I don't change too
much as a person.

I like doing things
a different way every
time, '

I like staying in the

same circle of friends

all of the time.

I like being the same
as I am,

I 1ike the idea of mov-

ing to new places to
live.

I like changing my
opinions.

I like eating the same
kinds of foods

because I know what

to expect.

56.25 | 50.79 | 53.54

48.44 1 55.56

17.19 | 26.98 | 22.05

39.06 | 41.27 | 40.16

70.31 | 42.86 | 56.69

23,44 | 42.86 | 33.07

7.811 34,92 | 21.26

18,75 { 36.51 | 27.56

45,31 | 41.27 | 43.31

43.75 | 61,90 | 52.76

51.97

3.25

5.01
1.81
3.31
4.98
4,21

5.01

4,47

p.86

6.21

,0010

,0001

.0500

.0010

0001

«0001

.0001

.0001

0001

0001
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6.3

PREFERRED ACTIVITIES INDEX (AUTONOMY/DEPENDENCE)
PERCENTAGES AGREEING WITH OPINYON STATEMENTS
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Item

Percentage in Agreement

Schl X

Schl Y

Overall

Edwards T

4,

3,

8.

9.

11,

18.

19.

21.

I like being an
independent person.

I like teachers who
tell me how to do
things.

I like talking about
my problems with the
family.

I like to be looked
after.

I 1ike listening to
other people before 1
make a decision,

I like being told what
to do.

I like being left
alone to work out my
personal problems.

I like having some-
one around who can

- help vwhen I'm in

22.

30.

trouble.

I 1like keeping my
worries to myself.

I like having other
people decide
whether I should do
something.

67.10

42.19
39.06

42.19

15.63

73.44

70.38

15.63

56.25

76.56

76,19

39.68
53.97

65.08

25,40

90.48

57.14

23.81

39.68

85.71

71.65

40,94

53.54

20.47

81,89

63.78

19.69

48.03

81.10

6.93

6.34

5.17

6.56

2,67

6.72

5.05

3.38

.0010

.0001
0001

0001

,0001"

.0001

0100

.0001

0001

.0010
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TABLE 6.4

PREFERRED ACTIVITIES INDEX (INTELLECTUALISED)
PERCENTAGES AGRZEING WITH OPINION STATEMENTS

L

Percentage in Agreement
Iten : Edwards T P
[ Schl X | Schl Y | Overall '

1. I 1like iistening to 67.19 | 58,73 | 62.99 4,45 0001
an exp.«t explain his
ideas.

7. T like thinking about 54,69 { 49.21| 51.97 10,93 ,0001
difficule problems. ' :

12, I 1like working out an 54.69 | 46,03 50,39 7.08 .0001
answer even though I . -
don't know how to

.

apply 1it. | :
13. I like solving 82.81 | 74.60| 78.74 4,79 0001
' puzzles. : a
15. I 1like working out 71.88 | 53.97 | 62.99 9,67 |.0001
why everything happens, ~
16. 1 like talking about 28,13 36.51 | 32.28 3.26 .0010

things without having
to think too hard.

20. I like just sitting 56.25 | 53.97 | 55.12 4.19 .0001
and thinking. . B
25, I like being a real 62.50 | 52,38 | 57.48 6.62 . |.0001
~thinker, ’ , : ‘
27. I like asking a lot 60.94 | 61.90 | 61.42 3.73 .0001
of questions. ‘ o} e
28. I like working on & | 56,25 | 46,03 | 51.18 | ~ 8.63 .0001

problem at school
even though I know
the teacher won't
put a question about
"1t on the exam,
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4,4 Reliability of the Preferred Activities Index

Stern (1970) offers quite adequate test-retest reliability data
both for the Activities Index as a whole and fbr each of the 30 scales
separately. By means of gamna (a meaéure of association based on
cfoss—classificatioh) the average per cent ajreement in response
patterns was obtained for the items of each scale. For each scale’

the gamma value was significantly greater thhn zero (p < .01) in all

re-tests taken from one week to eight week iutervals.

In the case of the Preferred Activities Index a test-retest
réliability measure also using gamma (Goodman & Kruskal, 1954) was
calculated. A coefficient of 0.70 (N = 30; p < .01) was obtained,
being slightly lower than Stern's finding for the same re-test periocd
(gamma = 0,73 after two weeks interval). Slight differences could be
expected in reliability coefficients anyway, because the Sterp
Activities Index had used a response format allowing one of two choices,
while the Preferred Activities Index allowed a choice froﬁ five responses

:Iﬁéluding a Not Sure category.

Although no measure of response distortion was taken in the présent

study, Stern ﬂas reported that the Activities Index 1s not particularly

susceptible to distortions through social desirability, faking or
projection (Stern 1970:28-31),

However, two further considerations lend specific support to the
reliability of the Preferred Activities Index. The first is that con-
éistently significant probabilities were associated with the ﬁdwards'

" t~values obtained in Tables 6.2, 6.3 and 6.4 above, suggesting high

scale reliability and the presence of some underlying process in each
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scale, The second is that Stern has reported Kuder~Richardson
reliability coefficients for the three Activities Index scales on which
the greferred Activitiés Index is based, ranging from 0.57 to 0,67 for
the Chdngengmeness scale, 0,56 to 0.68 for the Supplication/Autonomy
scale and 0,70 to 0.75 for the Understanding scale (Stern, 1970:24).
5. Summary

Four criterion measures were g#gher chogen or devised by whicﬁ
relevant aspects of student attitudes and behavior could be assessed.
These measures comprised the Scale of Studen; Aftitudes_to Higﬁ School,
the Consequences Task (one of the Torrance tests of creative thinkihg),
?he Collaborative Behavior Profile, and the Préferred Activities In&éx
(based on the Stern sub-scales of Change/Sameness, Autonomy/Supﬁlication
and Understanding). In each case, satisfactory information was obtaingd

about validity and reliability.

The particular measures were chosen In preference to other measures, -

firstly because they represented contentious areas of possible
difference in studeat outcomes between Open and Traditional groups, and
secondly because they were considered to give r%aeonable coverage with~

out favbring heavily either Open or Traditional groups.
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CHAPTER 7
RESEARCH HYPOTHESES

Introduction

The hypotheses in this chapter fall into two categories. The
first éa;egory relates to the 1likelihood (or>1ack Qf‘it) that
differenées will ekist, on a8 number of criteyion mgasures; between
the extreme groups of threa dichotomised variablesﬁ The criterion
measures concerned atg}tudes'to high school, creaéive thinking,
collaborative behavior and three aspects of ptefeéred activities.

The dichotomised varisbles are the Openness or Traditionalism of
educational environments, the Metropolitan or RurQl location of the
schools, and the Large and Small size of the schobls in which thé
educational environmeﬁts are located, Because tw6 separate testing
séssions were conducted, it was possible to inves£igate the likelihood
of differences on these variables’apfroximately six weeks into the
school year and again after ten months of the school year had elapsed.

The second category of hypotheses is based on an assumption that
students were distributed randomly in terms of the criterion measures,
through each of the main variables in the study at the commencement of
the school year. That is, thé actual placement of students in one or

other educational environment was coincidental with factors other than

performance on the criterion measures. Expressed another way, we might

say that, although there was no researcher control over the random

allocation of students to the various educational environments, the
actual allocation of students was as though random. The aim in this

second category of hypotheses is to investigate the likelihood of
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differential changes in performance on the criterion measures having

occurred between the ex:treme groups on each main variable,

1. A Note on Null and Directional Hypotheses
Flanagan (1958) has distinguished between the formulation of

hypotheses on the basis of decision theory on the one hand and conclu-
sion theory on the other hand, . McCulloch (1967) develops this Position

thus:

"Decision procedures distinguish between the effect of

two hypotheses gso that the risks may be minimized, in

taking action, it being known all along that action

will be taken; while conclusion procedures are con=-

cerned with evaluating the adequacy of evidence on ‘

the basis of which some conclusion may be reached or, .
1f the evidence is deemed inadequate, deferred." ‘

(McCulloch, 1967:112) .

g
g

L SOEER

™

This issue finally devolves around the relative degree of iiak entailes:*

by the researcher in judging the consequences of rejecting or acceggﬂgi

hypotheses or in locating tational alternative hypotheses. It:1s thie _

kind of relative risk which determines whether a researcher will coh— :

centrate on fixing an alpha or a beta level in his hypothesis testing

(see Chapter 8, Section 1, below).

Following this point, it can be suggested that the convention of

uncritically formulating all hypotheses in null form'incbrporatee con-

siderable potential danger because it conceals the hunches which moti-
vated the researcher t? gather the evidence in question in the way that
he did and, furthermore, distorts reality by a spurious claim to
objectivity in deciéion-making. Savage (1954), Edwards (1956) and

McCulloch (1967) all attend to one aspect or other of this problem.

o
oty

e
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The crux of the foregoing discussion ié to 1ndic3te that the
setting of null hypotheses (at the theoretical level as distinct from
their use in the calculations for a particular statistical feat) should
derive from as logiéally defehsible an argument as should the setting
of directional hypotheses, In the preqent‘study, all hypotheses are
‘null‘hypothesee becduae of the aialecfic emanating from protagoniéts
and antagonists about each position. In the case of Open,aﬁd Ttaditionalu
groups, the 'opposing' sides bffered contentions of three kinds each of |
which the researcher had no reason to believe could be denied. The f

three contentions were:

o

o

. , w?
- (a) that Open Education-enwifonments. will make a difference

i
s

(for the better) in;the way a student ;E?fﬁ%%% on the
criterion measures;

(b) that Open Education environments are, in effect, no
different from any other kind of educational environment;
and

(c) that Open Education environments will actively harm and
retard student performance.

With rggard‘tq thg othe: variables of‘Hbtro?ol;tgn or augai }qc§~q»ﬁ f;
tion and Large and Small size of school, nulljhypotheses were also
formulated. Features of size and location were claimed by many

- teachers to be possible alternative explanations to the Openness/

S

Traditionalism explanation; however, because these variables were
included for exploratory purposeﬁ and because the researcher could not

find sufficient worthwhile evidence to hypothesize that Metropolitan

students should perform better or differently from rural students, and
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o
so on, null hypotheses were appropriate,

The formulation of null hypotheses throughout this chapter will
not, however, be taken to imply that one or more alternative
hypotheses must be accepted should the former be rejected, The posi-
tion maintained in this study, because of tha obvious multivariate
nature of the work and its exploratory character, is that put forward
by Wald (1950), Savage (1954), Schlaifer (1959) and McCulloch (1967)
wherein the decision problem is seen in the final analysis as a
trichotomy rather than a dicho~omy. That is, the decision can be that
the statistical hypothesis 1is accepted or rejected or that sampling
must be continued: ‘

"1f a dichofomy'in decision making is insisted upon, the

situation could well give rise to what Levy (1966) calls
'the error of obtaining exact answers to stupid questions'.
On the other hand, if a trichotomous decision is accepted
the possibility arises of getting very loose and experi-
mentally inconclusive answers to questions whose gerious-
ness 18 not in doubt.” (McCulloch, 1967:116)

The procedure is that hypotheses will be reported as having been
accepted or rejected in the summary of resulis while the third decision

will be reserved for the detailed diecuasiqn of results.,

2, Hypotheses Relating to the First Testing Program

Hypothesis 1.1 There is no significant difference after six weeks,
between Open and Traditional Education groups with
‘respect to Attitudes to High School.
Hypothesis 1.2 There is no significant difference after six weeks,
| between Open and Traditional Education groups with ‘

respect to Creative Thinking.



Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

1.3

1.4

1.5

1.6

2,1

2.2

2.3

2.4
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There is no significant difference after six weeks;
between Open and Traditional Education groups with

regpect to Collaborative Behavior,

There is no significant difference after gix weeks, <~

between Open and Traditional Education groups with
respect to Preferred Activities that involve Change
or Sameness.

There is no significant difference after six weeks,
between Open and Traditional Education groups with
respect to Preferred Activities that involve Autonomy
or Dependence.

There 18 no significant difference after six Qeeks,
between Open and Traditional Education grouﬁs with
respect to Preferred Activities that involve
Intellectual output.

There 1is ﬂo significant d;ﬁference after sig weeks,
between groups of etudénte from Metropolitan and
Rural schools with respect to Attitudes to High School.
There 18 no significant difference after six weeks,
between groups of students from Metropolitan and
Rural schools with resbect to Creative Thinking,
Thére 1s~no significané diffefénce’aftet Qix weeks,
between groups of studénts from Metropolitan and
Rural schools with reapect to Collaborative Behavior.
There 18 no significant difference after six weeks,

between groups of students from Metropolitan and



161

Rural schools with respect to‘Preferred Activities
that involve Change or Sameness.

Hypothesis 2.5 There is no significant difference after six weeks,

T between groups of students from Metropolitan and
Rural schools with respec’. to Preferred Activities
that involve Autonomy or De?endence.

Hypothesis 2.6 There is no significant difference after six weeks,
between groups of students from Metropolitan and
Rural schools with respect to Preferred Activities
tﬁét>1nvolve Intellectual output.

Hypothesis 3.1 There 18 no significant difference after six weeks;
between groups of students from Large and Small
schools with respect to Attitudes to High School.

Hypothesis 3.2 There 18 no significant difference after six weeks,
between groupe of students from Large and Small
schools with respect to Creative Thinking.

Hypothesis 3.3 There is no significant difference after six weeks,
between groups of students from Large and Small
schools with respect to Collaborative Behavior.

Hypothesis 3.4 There i8 no significant difference after six weeks,
between groups of sctudents from Large and Small
schools with respect to Preferred Activities that
in-olve Change or Sameness.

Hypothesis 3.5 There is no significant difference after six weeks,
between groups of students from Large and Small

schools with respect to Preferred Activities that

-

involve Autonomy or Dependence.



Hypothesis

3.6
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»

There 18 no significant difference after six weeks,
between groups of students from Large and Small
schools with réspect to Preferred Activities that

involve Intellectual output.

3. Hypotheses Relating to the Second Testing Program

Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

Hypothesis

4.1

4.2

4.3

4.4

4.5

4.6

There is no significant difference after ten months,
between Open and Traditional Education groups with
respect to Attitudes tb High School.

There 1s no significant difference aféer ten months,
between Open and Traditional Education groups with
respect to Creative Thinking.

There is no significant difference after ten months,
between Open and Traditional Education groups with
respect to Collaborative Behavior.,

There is no significant difference after ten months,
between Open and Traditional Education groups with
respect to Preferred Activities that involve Change
or Sameness.,

There 18 no significant difference after ten monfha,
between Open and Traditional Education groups with {

1
respect to Preferred Activities that involve Autonomy

or Dependence.

There 18 no significant difference after tern months,
between Open and Traditional Education groups with
respect to Preferred Activities that involve

Intellectual output.
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Hypothesis 5.1 There 18 no significant difference after ten months,
J betweeﬁ groups of students from Metropolitan and
: Rural schools with respect to Attitudes to High School,

Hypothesis 5.2 There is no significant difference after ten months,
between groups of students from Metropolitan and
Rural schools with respect to Creative Thinking,

Hypothesis 5.3 There 1s no significant difference after ten months,
between groups of stuhents from Metropolitan and f.
Rural schools with respect to Collaborative BehaQior.

Hypothesis 5.4 There is no significant difference aftgp,ten'ﬁggéﬂ;,
beéween groups of students from Metropolitan and
Rural schools with respect to Preferred Activities
that involve Change or Sameness.

Hypothesis 5.5 There 1is no significant difference after ten months,
between groups of students from Metropolitan and
Rural schools with respect to Prefer;ed Activities
that involve Autonomy or Dependence.-

Hypothesis 5.6 There is no significant difference after ten months,
between group§ of students from Metropolitan and
Rural schools with respect to Preferred Activities
that involve ‘Intellectual output.

H;éothesis é.l There 15 no significant difference after ten months,k
between groups of students from Large and Small

. 8schools with respect to Attitudes to High School.




Hypothesis 6.2

Hypothesis 6.3

Hypothesis 6.4

Hypothesis 6.5

Hypothesis 6.6

164

There 1s no significant difference after ten months,
between gioupe of students ffom Large and Small high
schools with respect to Creative Thinking.

There 18 no significant difference after tea months,
between groups of students from Large and Small schools
with respect to Collaborative Behavior.

There 18 no significgnt difference after ten months,
between groups of students from Large and Small schools
with respect to Preferred Activities that involve
Change or Sameness.

There 18 no significant difference after ten months,
between groups of students fxrom Large and Small schools
with respect to Preferred Activities that involve
Autonomy or Dependence.

There is no significant difference after ten months,

betwéen groups of students from Large and Small

» schools with respect to Preferred Activities that

" involve Intellectual output.

4. Hypotheses Relating to Changes Between Six Weeks and Ten Months

Hypothesis 7.1

Hypothesis 7.2

There 18 no significant change from six weeks to

ten months between Open and Traditional Education

groups with respect to Attitudes to High School.

There 18 no significant change from six weeks to
ten months between Open and Traditional Education

groups with respect to Creative Thinking.



Hypothesis

Hypothesis

Hypothesis

Bypothesis

Hypothesis

‘Hypothesis

Hypothesis

7.3

1.4

1.5

7.6

8.1

8.2

8.3
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There 18 no siguificant changq from six weeks to
ten months between Open and Tradition§1 Education
groups with respect to Collaborative Beﬁavior.
There 18 no significant chansewfrom 8ix weeks to
ten months between Openlehd Traditional Education
groups with respect to Preferr@d Activities that
involve Change or Sameness. |

There 16 no signifiéant change from six weeks to
ten ﬁonths»between Opgn and Traditional Education
groups with reabect to Prgferred Activities that
involve Autonom& or Dependence. | |
There is no significant chanée from six weeks to
ten months between Open agd Tr&éitional Education
groups with respect to Pééferred Activities that

involve Intellectualioutput.

There 18 no significant change from six weeks to

ten months between groups of students in Metropolitan
and Rural schools‘wifh respe;tvto Attitudes to High
School. |

There 18 no significant change from six weeks to

ten months between groups of students in Metropolitan
and Ruréi‘échodls‘ﬁith respect to Creativé Thinking.
There is no significant change from six weeks to ten
months between groups of students in hMotrupolitan and

Rural schools with respect to Collaborative Behavior,
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Hypothesis 8.4

Hypothesis 8.5

Hypothesis 8,6

Hypothesis 9.1

Rypothesis 9.2

Hypothesis 9.3

" Hypothesis 9.4

166

There is no significent change from six weeks to ten
months between groups of students in Hetropolitaniand
Rural schools with respect to Preferred Activities
that involve Change or Sameness. |
There is no 3ignificaﬁt change from six weeks to ten
months b;tween groups of students in Metropolitan and
Rural schools with respect to Preferred Activities

that involve Autonomy or Dependence.

There 1s no significant change from six weeks to ten

months between groups of students in Metropolitan and
Rural schools with respect to Preferred Activities
that involve Intellectual output.

There 18 no significant change from six weeks to-ten
wonths between groups of students in Large and Small
schools with respect to Attitudes t&hﬂigh School.
There is no significant change from six weeks to ten
months between groups of students in Large and Small
schools with respect to Creative Thinking.

There is no significant change from six weeks to ten
months between groups of students in Large and Small

schools with respect to Collaborative Behavior,

There is no éighifiéaht,chéhée‘from‘sixnweékéufd téﬁwbm—\w

months between groups of students in Large and Small
schools with respect to Preferred Activities that

involve Change or Sameness.



Hypothesis 9.5

Hypothesis 9.6
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There 18 no significant change from six weeks to ten
months between groups of students i;%?éfge and Small
schools with respect to Preferred Acﬁivitiea that
involve Aufonomy or Dependence,

There 1s no significant change from six weeks to ten

months between groups of students in Large and Small

schools with respect to freferred Activities that

involve Intellectual output,
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CHAPTER 8
STATISTICAL SUMMARY

Introduction

This chapéer has two purposes. The firat is to tabulate the data
obtained on the four criterion measures of Student Attitudes to High
échool, Creative Thinking, Collaborative Behavior and Preferred
ActiQities (three sections) . These results are summarised across each
of the main sets of variables, Open and Trad;tiohal Education Environ-
ment groups, Metropolitan and Rural location of groups and Large and
Small size of schools in which groups occurred. Tables 8.1 to 8.12
inclusive show the means, standard deviations and standard errors for
the groups combined into‘the above sets of variables. Tables 8.13 gg,~
8.30 inclusive show the relevant correlations, unadjusted and adjusged‘
criterion means and F-values for the analyéis of covariance calcula-
tions (ANCOVA F-values). |

Th; second purpose is to test the ﬁypothesee detailéd in the previous
chapter so that differencé?gbetweeﬁ, and changes over time in the various

| groups cgs be 1dent1f1ed.gyFigures 8.1 to 8.18 inclusive summarise the
results of the hypothesis-testing procedure. Each figure is comprised
of a graphical portrayal of the results, the t-value gnd decision relat-
1ing to the comparison after six vecks, the t-value and decteion relating
to the comparison after ten months, and the ANdOVA F-value and decision
concerning the relative changes occurring between six weeks and ten
months elapsed time.
The main problem arising from the graphical pbrtrayal of results is

El{i(j that the scaling strategy determines whether points and_gradients

: f,ffu
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plotted actually lafk significently different from other points and
gradients. This problem has been largely overcome by the use of
standard error bars around each plotted point; hence, points can be
plotted to make maximum use of the area of the graph but significant
difference or otherwise should be judged visﬁally by the extent to
which standard error bars overlap. Straight lines have been drawn
between points for the reasons:
(a) that the analyses of covariance assumed a linear regression
equation; and
(b) that statistical convention forbids other than a linear
relationship when only two points heve been plotted.
Extrapolations of the kind that might suggest other than linear functions
are reserved for the diecuseion‘eectione that follow each figure, |

1, The Problem of Alpha vs. Beta

Ld

The selection of appropfiate alpha and baeta levels depends upon the

relative risks involved in committing Type I and Type II errors., Or,
as Winer expresses the problem, the "..., decision rules depend in part
upon what the (researcher) considers critiéal bounds on arriving at the
wrong decision" (Winer, 1962:9). }In the present stdey a Type 1 error
amounts to rejecting a null hypothesis when that null hypothesis is in
fact true (i.e.. there was really no significant difference or change).
On thie basie a Type Iire;ror would be committed when a null hypotheeie
is not rejected but is in fact false. As Winer (1962:10) observes, the
magnitude of a Type 1I error is partly dependent upon the level of
significance and partly upon the tfuth of possible alternative hypo-

theses.
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It has become conventional in most 'true experiments' for concen-
tration to be given to setting glgﬁg levels because a Type I error has
been considered to harbor greater risks than a Type II error = not the
least reason being that such experimeats are, relatively spaaking,
easily replicable. In 'man on the hoof' or 'natural' research of an
exploratory kind however, the researcher may be prepared to accept a
slightly higher risk of erroneously declariné differences and changes on
the grounds that part of the initial researcp rationale was to create |
pathways for more specific studies 1nto probable areas of difference and
change. This preparedness to concentrate in the present study as much
on the setting of beta levels as on alpha levels can be warranted fur-
ther by the context in which the research was done. Given the current

state of development in Victoria of alternative environments to the

w?

Traditional school, the aims of generating further research'and elabor-
ating new and different perceptions on an educational problem appear to

be at least as serious as the aim of declaring differénces or changes

3

with very low risk of error (see Appehdix 1). As Winer points outt

"The frequent use of the .05 and .0l levels of significance
is a matter of convention having little scientific or
logical basis. When the power of tests is likely to be
low under these levels of significance and when type 1 and
type 2 errors are of approximately equal importance, the
+30 and .20 levels of significance may be more appropriate
than the .05 and .0l }evels." (Winer, 1962:13)
’2
The foregoing discussion has focused on alpha and beta levels 1n

terms of relative risk, There 1is a second consideration hoqever that
should also be taken into account. This concerns the adequacy of the

measuring instruments on which the statistical tests are founded, While

- it 1is believed that all reasonable care has been taken in the develop-
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ment and use of the instruments 2ud while, overall, these instruments
may contribute to a reasonably accurate picture their precision as
individual indexes of the concepts they purport to measure shoulq not
be over-rated. That is, the position should be avoided in‘which :;e
Type I error of the statistical test is less than the error inherent
in the measuring procedures, a position that would create a false N

impression of accuracy and precision. ;

On both grounds, relative risks of Type I and Type II errors aﬁ&
instrument limitations, the .10 level of significance is used in the
decision rules in the present study. It should be rememberedgthafi&ach
t-test 1is two-tailed test, so the percentile point in either direction

1s .05, T

A

Bhe,

Loy
—
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TABLE 8.1

: i
OPEN GROUPS (INCLUDED)
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
~ ON CRITERION MEASURES AT PIRST TESTING (N = S)

Criterion Mean s.D. S.B.
Student Attitudes 52,14 5.02 2.24
Creative Thinking 3.73 0.63 0.28
Collaborative Behavior 5.33 0.83 0.37
Preferred Activities

A. Change-Sameness 127.60 2,31 1.03

B. Autonomy-Dependence 31.30 0.90 0.40

C, Intellectualised 29.16 1,31 0.59
TABLE 8.2

OPEN GROUPS (INCLUDED)
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING {N = 5)

Criterion Mean |  8.D, S.E.
Student Attitudes 53.01 5.9 2.66
Creative Thinking 4,05 1.14 0.51
Collaborative Behavior 6,15 0.80 . | 0.36 :
Preferred Activities
A. Change-Sameness 28.52 1.95 0.87
B. Autonomy-Dependence 31.84 1.39 .0,62
C. Intellectualised 28,62 1.59 0.71
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TABLE 8.3

TRADITIONAL GROUPS (INCLUDED)
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT FIRST TESTING (N = 5)

Criterion Meun S.D. S.E.
Student Attitudes 57.09 3.84 1.72
Creative Thinking 4,71 - 0.20 0.09
Collaborative Behavior - 3.75 0.70 0.31
Preferred Activities

A. Change-Sameness 28.56 0.93 0.42

B. Autonomy-Dependence| 31.89 1,72 0.77

C. Intellectualised 28.56 1.07 0.48
TABLE 8.4

TRADITIONAL GROUPS (INCLUDED)
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING (N = 5)

Criterion Mean S.D. " S.E.
Student Attitudes 60.41 1,98 0.89
Creative Thinking 4,53 0.33 0.15
Collaborative Behavior 4,00 | 0.88 0.39
Preferred Activities

A. Change-Sameness 29.72 1.46 0.66
B. Autonomy-Dependence 31.73 1.51 0.68
C. Intellectualised 28.28 1.08 0.48
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TABLE 8.§

Y

METROPOLITAN GROUPS
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT FIRST .ZSTING (N = 10)

I
I

Criterion Mean\ S.D. ‘ S.E.
Student Attitudes 51.43 4,32 1.37
_ Creative Thinking 4,06 0.67 0.21
Collaborative Behavior 4,63 1.20 0.38
Preferred Activities
A. Change-Sameness 27.52 1.70 0.54
B. Autonomy-Dependence 31.62 1.27 0.40
C. Intellectualised 28.94 1.49 0.47
TABLE 8.6

METROPOLITAN GROUPS
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING (N = 10)

Criterion Mean S.D, S.E.
Student Attitudes 51.22 6.22 1.97
Creative Thinking 4,12 0.91 0.29
Collaborative Behavior 5.00 1.48 0.47
Preferred Activities

A. Change-Sameness 28.26 2.10 0.66
B. Autonomy-Dependence 31.76 1.32 0.42
C. Intellectualised 28.50 1.17 0.37




TABLE 8.7
RURAL GROUPS

MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT FIRST TESTING (N = 10)
*

Criterion - Mean S.D. S.E.
Student Attitudes 58.77 3.05 0.96
Creative Thinking 4.50 0.73 0.23
Collaborativé Behavior 4.32 0.73 0.23
Preferred Activities

A. Change-Sameness 29.05 0.86 0.27
B. Autonomy-Dependence 31.94% 1.52 0.48
C. Intellectualised 28.95 1.53 0,48
TABLE 8.8
RURAL GROUPS

MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING (N = 10)

Criterion Mean S.D, S.E.
‘ StudeptwA;;;tudes 54.73 2.80 0.91
Creative Thinking | ~ 4.30 | 0.53 | 0,17
Collaborative Behavior 4,78 0.83 0.26
Preferred Activities |
A. Change-Sameness 29.85 1.14 0,36
8. Autonomy-Dependence 31.83 1.25 0.40
C. Intellectualised 27.84 0.95 0.30
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TABLE 8.9

LARGE-SCHOOL GROUPS
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT FIRST TESTING (N = 12)

Criterion Mean §.D. . S.E.
Student Attitudes 56,32 4,60 1.33
Creative Thinking 4,09 0.66 0.19
‘Collaborative Behavior 4.23 0.99 0.29
Preferred Activities B

A. Change-Sameness 27.83 1.62 0.47

B. Autonomy-Dependence -31.36 1.31 0.38

C. Intellectualised 28.77 1.58 0.46
TABLE 8.10

LARGE~SCHOOL GROUPS
- MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING (N = 12)

Criterion | Mean S.D. S.E.
" Student Attitudes 57.81 5.02 1.45
Creative Thinking 4,06 0.69 0.20
. Collaborative Behavior 4,67 1.27 | 0.37 o
" Preferred Activities
A. Change~Sameness 29.22 1.99 0.57
B. Autonomy-Dependence 31.55 1.42 0.41
C. Intellcctustised 28.13 0.96 0.28
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TABLE 8,11

SMALL-SCHOOL CROUPS
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT FIRST TESTING (N = 8)

Criter;on Mean . 8,D. S.E.
Student Attitudes ‘ 53.27 5.59 1.98
Creative Thinking 4,57 0.75 0.27
Collaborative Behavior 4,84 0.92 - 0.32
Preferred Activitieg

A. Change-Sameness 28.97 1.14 0.40

B. Autonomy-Dependence| 32,01 1,52 - 0.54

C. Intellectualised 29.21 1.36 0.48
TABLE 8,12

SMALL-SCHOOL GROUPS
MEANS, STANDARD DEVIATIONS AND STANDARD ERRORS
ON CRITERION MEASURES AT SECOND TESTING (N = 8)

Criterion Mean S.D. S.E.
Student Attitudes 55.89 5.86 2.07
Creative Thinking 4.44 0.79 0.28
Collaborative Behavior 5.23 1.01 0.36
Preferred Activities |

A. Change-Sameness 28.82 1.64 0.58
B. Autonomy-Dependence 32,16 0.95 0.34
C. Intellectualised . 28,22 1.32 0.47
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TABLE 8.13

ANALYSIS OF COVARIANCE
FOR OPEN AND TRADITIONAL GRGUPS MEASURED ON
" ATTI{UDES T0 HIGH SCHOOL

Correlation (Total) 0.83
Unadjusted Y Means 53.01(0) 60.41(T)
Adjusted Y Means 54.91(0) 58.52(T)
df for Adjusted Means 1 and 7
F-value 2,21

TABLE 8.14

ANALYSIS OF COVARIANCE
FOR OPEN AND TRADITIONAL GROUPS MEASURED ON
CREATIVE THINKING

Correlation (Total) 0.80
Unadjusted Y Means 4,05(0) 4,53(T)
Adjusted Y Means 4.85(0) 3.73(T)
df for Adjusted Means 1 and 7

F-value

8.26
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TABLE 8.15

, ANALYS1S OF COVARIANCE
FOR OPEN AND TRADITIONAL GROUPS MEASURED ON
COLLABORATIVE BEHAVIOR

Correlation (Totﬁl) 0.97

Unadjusted Y Means 6.15(0) 4.00(T)
Adjusted Y Means 5.32(0) 4.83(T)
df for Adjusted Means 1 and 7
F-value 1.89

TABLE 8.16

ANALYSIS OF COVARIANCE
FOR OPEN AND TRADITIONAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (CHANGE~SAMENESS)

Correlation (Total) 0.75
Unadjusted Y Means 28.52(0) 29.72(T)
Adjusted Y Means 28.87(0) 29 .38(T)
df for Adjusted Means 1 and 7

F-value | 0.31




TABLE 8.17

ANALYSIS OF COVARIANCE
FOR OPEN AND TRADITIONAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (AUTONOMY-DEPENDENCE)

Correlation (Total)
Unadjusted Y Means
Adjusted Y Means

df for Adjuated Means

P-value

0.88
31.84(0) 31, 73(T)
32.13(0) 31.45(T)
1 and 7
2.06

TARLE 8,18

ANALYSIS OF COVARIANCE
FOR OPEN AND TKADITIONAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (INTELLECTUALISED)

Correlation (Total)
Unadjusted Y Means
Adjusted Y Means

df for Adjusted Meamns

F-velue

0.28
28.62(0) 28.28(T)
28.53(0) 28.37(T)
1 and 7
0.03
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TABLE 8.19

ANALYSIS OF COVARIANCE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
ATTITUDES TO HIGH SCHOOL

Correlation (Total) U 0.84
Unadjusted Y Means 53,20(M) 60.88(R)
Adjusted Y Means 55.84(M) 58.25(R)
df for Adjusted Means 1 and'l7
F-value 1.60

TABLE 8,20

ANALYSIS OF COVARTANCE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
CREATIVE THINKING

—— —————

Correlation (Total)
Unadjusted Y Means
Adjusted Y Means

df for Adjusted Means
F-value ‘

0.65

4.12(M) 4,30(R)

4.27() 4. 15(R)
1 and 17

0.16
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TABLE 8.21

ANALYS'S OF COVARIANCE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
COLLABORATIVE BEHAVIOR

Correlation (Total) 0.96
Unadjusted Y Means 5.00(M) 4.79(R)
Adjusted Y Means 4.82(M) 4,79(R)
df for Adjusted Means 1 and 17
FP-value 0.45

TABLE 8,22

ANALYSIS OF COVARIANCRE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (CHANGE-SAMENESS)

Correlation (Total) "059 : ‘
Unadjusted Y Means 28.26(M) 29,85(R)
Adjusted Y Means 28.72(M) 29,39 (R)%
df for Adjusted Means 1 and 17

F-value

0.67
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 TABLE 8.23

ANALYSIS OF COVARIANCE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (AUTONOMY-DEPENDENCE)

Correlation (Total) 0.83
Unadjusted Y Means 31,7600 31.83(R)
Adjusted Y Means 31.89 (M) 31.70(R)
df for Adjusted Means 1 and 17
F-value 0.28

TABLE 8.24

ANALYSIS QOF COVARIANCE
FOR METROPOLITAN AND RURAL GROUPS MEASURED ON
PREFERRED ACTIVITIES (INTELLECTUALISED)

Correlation (Total) 0.83
Unadjusted Y Means 28.50(M) 27.84(R)
Adjusted Y Means 31.89(M) 27.84(R)
df for Adjusted Means 1 and 17

F-value

1.71




TABLE 8.25

ANALYSIS OF COVARIANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
ATTITUDES TO HIGH SCHOOL

Correlation (Total)
Unadjusted Y Means
Adjusted Y Means

df for Adjusted Means
F-value

0.84

© 57.81(L) 55.89(S)
1 56,57(L) 57.74(8)

1 and 17
0.31

TABLE 8.26

ANALYSIS OF COVARIANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
CREATIVE THINKING

Correlation (Total)
Unadjusted Y Means
Adjusted Y Means

df for Adjusted Means

F-value

0.65
4.06(L) 4.44(8S)
4.13(L) 4.32(8)
1 and 17
0.06
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TABLE 8,27

ANALYSIS OF COVARTANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
as ~ COLLABORATIVE BEHAVIOR

Correlation (Total) 0.18
Unadjusted Y Means 4.67(L) 5.23(S)
Adjusted Y Means _ 4.68(L)  5.22(s)
df for Adjusted Means 1 and 17

F-value 0.67

TABLE 8.28

ANALYSIS OF COVARIANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
PREFERRED ACTIVITIES (CHANGE-SAMENESS)

Correlation (Total) 0.58
Unadjusted Y Means 29,22(L) 28.82(s)
Adjusted ¥ Means 29.68(L) 28.13(S)
df for Adjusted Means 1 and 17

F-value

3.59




186

TABLE 8.29

ANALYSIS OF COVARIANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
PREFERRED ACTIVITIES (AUTONOMY-DEPENDENCE)

Correlation (Total) 0.83
Unadjusted Y Means 31.55(L) 32,16(S)
Adjusted Y Means 31.62(L)  32.06(S)
df for Adjusted Means 1 and 17
F-value

0.91

TABLE 8.30

ANALYSIS OF COVARIANCE
FOR LARGE AND SMALL SCHOOL GROUPS MEASURED ON
PREFERRED ACTIVITIES (INTELLECTUALISED)

Correlation (Total) 0.13
Unadjusted Y Means 28.13(L) 28.22(S)
Adjusted Y Means 28.17(L) 28.17(8)
df for Adjusted Means 1 and 17

F-value

0.01
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fIGURE 8.1

SUMMARY OF RESULTS FOR OPEN AND TRADITIONAL GROUPS
ON CRITERION MEASURE: ATTITUDES TO HIGH SCHOOL

65
60
MEAN
SCORES
T
s5)
6
0
50 A )
) .5 10
0 1 MONTHS
Comparison after six weeks
Decision: Accept null hypothesis
Difference after six weeks 1s not significant
Comparison after ten months
t-value = 2.64; P < ,10; df = 8
Decision: Reject null hypothesis
Difference after ten months is significant
Change from six weeks to ten months
ANCOVA F - value = 2,21; P > ,10; df = 1 and 7
Decision: Accept null hypothesis

Relative change is not significant
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2. Discussion of Hypotheses 1.1, 4.1 and 7.1

Figure 8.1 summarises the results obtained from testing

- Hypotheses 1.1, 4.1 and 7.1, concerning the differences between, and

relative changes over time in Open and Traditional groups measured on
attitudes to high school,

It will be remembered that in the test, Student Attitudes to Hiéh

School, lower scores represent more positive attitudes and higher scores

represent more negative attitudes. When the actual mean scores (from

Tables 8.1, 8.2, 8.3 and 8.4) of the Open and Traditional groups are "~ =~ =

ingpected the Open groups‘(already more positive than the Traditionét
3r6ups) are seen to have moved slightly in the negative direction
between the first and second testings. The Traditional groups had
become increasingly negative by tbé time of second testiﬁg.

When compared six weeks after commencement of the school year the‘
groups were not significantly different from each other althdugh. 4
comparatively, studénts from the Open groups tended to hold somewhat
more positive attitudes. Of course, this interpretation can oﬂly be
based on extrapolation to the longer tgrm picture because, technically,
thé literal interpretation of the relevant t-value is not a tendency
but rather a chance difference.

After ten months the difference was significant, students from the
Open groups being less negative in attitude than their Traditional
counterparts. However, when the change from six weeks to ten months
is analysed it is found not to have been a significant change relative
to the state of affairs that already existed when the first testing

program took place.
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. While not conclusive, this result suggests that relative differences

in attitude to school between the Open and Traditional groups had develop- "

ed steadily from the commencement of the school year at which tine, 1t 1is
assumed, their attitudes to school were roughly the same, kny différenceé
then being due to chance factors. Hence the non-significant t-value can
be placed in the context of the non-significant ANCOVA F-value, suggest-
ing that the rate of deterioration in attitude among the Traditional
groups, while not significant in itself eventually led to a difference |
from Open groups that was significant.’ |
In short, the attitudes to high school of studéﬁts in Open groups
remain relatively stable during first year ﬁhile the attitudes of
students in Traditional groups deteriorate to the point of being

significantly different, but at a rate vhich 1s not significant.



190

FIGURE 8.2

SUMMARY OF RESULTS FOR OPEN AND TRADITIONAL GROUPS
ON CRITERION MEASURE: CREATIVE THINKING

5
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SCORES I ;——_—;__—__—_‘____—________————-""f"’
0
3 1 » —
0 1.5 MONTHS 10
Comparison after six weeks
t-value = 3,34; P < ,10; df = 8
Decision: Reject nuil hypothesis
: Difference after six weeks 1s significant
Comparison after ten months
t-value = 0,90; P > .10; df = 8
Decision: Acééﬁt nuli hypothesis
Difference after ten months is not significant
Change from six weeks to ten months
ANCOVA F - value = 8,25; P < ,10; df = 1 and 7
Decision: Reject null hypothesis

Relative change is significant




e, 191

3. Discussion of Bygptheaes 1.2, 4.2 and 7.2

Figure 8.2 summarises the results obtained from testing
Hypotheseégﬁ.Z, 4.2 and 7.2, concerning the differences between, and
relative changes over time in Open and Traditional groups measured on
creative thinking.

Higher scoresAOn the creativity measure 1nd1¥ate what supporters of -
Open Education would consider to be better performance; hence, 1nspeé~

tion of tﬁe respective mean gcores (from Tables 8.1, 8.2, 8.3 and 8.4)

obtained by Open and Traditional groups indicates that the Traditional ~ -

groups performed better in both testing sessions. On the surface, this
finding'might appeéf to settle a dispute between teachers in Open and
Tfaditional environments, although in a direction that might even
surprisé many t;achers who support Traditional Education -~ the former
group of teacher} asserting that Open Education environments were Qore
conducive of student creativity, the latter doubting that any differ-
ence should be anticipated.

An examination of Figure 8.2 however, suggests the operation of a
somewhat more complex process than is apparent at the outset, Six
weeks after the commencement of the school year there was already a
significant difference in level of creativity between the Open and
Traditional groups, a difference residing in favour of the fraditional
groups. After ten months tﬁe difference is only a chance difference,
the Open groups having improved somewhat and the Traditional groups
having §eteriorated slightly, When the ANCOVA F-value was accounted
for, the relative change between Open and Traditional groups vas.

significant; but this change was in the direction of less rather than
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3reater.difference.

Agssuming again that ﬁhe only differences which might have existed
at the start of the school year were attributable to chance, the Open
groups underwent rapid deterioration in their performénée 6f a creativity
task such that by the time six weeks had elapaea they were aignificantiy
worge than their Traditional counterparts.

Yet, by the time ten months had elapsed they had undergone a
significant rate of improvement relative to the Traditional groups,
"sufficient to reduce any difference‘betweén the groups EO‘a chance
diffegénce.

Now, altﬁough the analysis of covariance strategy used in tpe
present study was based on a linear regression equation, and any con-
clusive interpretation should be restricted £y an assunption of lihearity’i‘
of regression between X(first testing) and Y(second testing), it is
tempting to postulate a curvilinear arrangément. The basis of a curvi-
linear arrangement becomes clearer when the case gtudy data in
Chapters 9 and 10 are taken into account, suggestive of the following:

In the process of learning about, adjusting to and performing in Open
Education environments, many students experience considerable social

and psychological disorggnisation or disorientation which may require as
much as a year or more t§ overcome. Thié diﬁorganisation occurs regard-
less of school location and regardless of the fact that those same
students may display significantly more positive attitudes to school than
students in Traditional groups (see Discussion of Hypotheses 1.1, 4.1 and
7.1). The resulting 'performance path' appears to trace a U-shaped

curve. This matter is considered further in Chapter 11.
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FIGURE 8.3

SUMMARY OF RESULTS FOR OPEN AND TRADITIONAL GROUPS
ON CRITERION MEASURE: COLLABORATIVE BEHAVIOR
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Comparison after six weeks
h t-value = 4,63; P < ,10; -df = 8
Decision: Reject null hypothesis
Difference after six weeks is significant
' Comparison after ten months
t-value = 5,70; P < ,10; df = 8
Decision: Reject null hypothesis
Difference after ten months is significant
Change from six weeks to ten months
ANCOVA F - value = 1.89; P > .10; df = 1 and 7
Decision: Accept null hypothesis

Relative change is not significant
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4, Discussion of Hypotheses 1,3, 4.3 and 7.3

Figdre 8.3 summarises the resulté obtained from testing
Hypotheses 1.3, 4.3 and 7.3, concerning the differences between, and
relative changes in Open and Tréditional groups measured on collabora~-
tive behavior.

Higher scores on the collgborative behavior meaéure indicate a

greater frequency, variety and quaiity of interactions relevant to

work-associated tasks. Inspection of the mean scores (from Tables 8.1,

8.2, 8.3 and 8.4) obtained by Open and Traditional groups féVeélé‘thét,'f‘ﬁ'p

the Open groups utilised greater frequency, variety and quality of
collaborative ﬁehavior on both occasionsiwhen tested. As the differ-
ences in favor of Open groups were sfgnificant each time, it appears
that the organisers of these groués had been relatively succéssful'in
developing work environments in which collaboration between students was
a reality. By 1mp11§ation, less actual classroom teaching of an
expoéitory kind must have occurred, although precise findings on this
matter were not sought. |

Of course, the methodology used in the present study does not lend
itself to any separate analysis of the relationship between high and low
levels of collaboration and high and low levels of intellectual output
or quantity of work, For, while this issue is clearly worthy of further
research, the bresent study has simply tried to establish the veracity
or otherwige of Opeﬁ educators' claims that collaborative work environ-

ments had been created.! Subsequent research might well be addressed to

IThat such environments were a 'good' thing was assumed a priori by
these individuals.,
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the problem of utilising level of social interaction as an independent
variable in a regression analysis of an;icipated consequences,

With regard to relative change over time no significant change
between six weeks and ten months arose, suggesting that the essential
features of collaborative work environments had been established in fhe
first six weeks of opetatisn. In view of the previous comment, this
agsertion must no; be interpreted to mean that any optimal level of
educational advantage was also reached within those six weeks; indeed
it may be that the anticipated consequences yould develop gradually 6;éf‘
a long perfod even though the basic environment had been established
‘quite readily.

Of incidental note is that when the means obtained by Open and
Traditional groups are adjusted for the results of the first testing
program, the Traditional groups are seen to have gained>re1at1ve1y more
than the Open groups with regard to level of collaborative behavior

(see Table 8.15),
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FIGURE 8.4

SUMMARY OF RESULTS FOR OPEN AND TRADITIONAL GROUPS
ON CRITERION MEASURE: PREFERRED ACTIVITIES (CHANGE - SAMENESS)
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t-value = 0,8; P> .,10; df = 8
Decision: . Accept null hypothesis
Difference after six weeks is not significant
Comparison after ten months
t-value = 1,10; P > ,10; df = 8
Decision: Accept null hypothesis
' Difference after ten months is not significant
Change from six weeks to ten months
ANCOVA F - value = 0.31; P > ,10; df = 1 and 7
Decision: Accept null hypothesis

Relative change 18 not significant
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5. Diséussion of Hypo;heses 1.4, 4.4 and 7.4 !

Figure 8.4 squarises the results obtained from testing
Hypdtheses 1.4, 4.4 and 7.4 concerning the differences between, and
relative changes over time in Open and Traditional groups measured on
preferred activities involving change or sameness.

Lower scores on this measure indicate greater preference for
activities involving change. From the results preséhted in Tables 8.1,
8.2, 8.3 and 8.4 it 18 evident that only superficial differences existed
bétween Open and Traditional groups, the former showing a slightly greater
preference for activities involving cﬁange. When compared after six
weeks of operation no significant difference existed between the two
groups. Similarly, after ten months the only differences that could be
observed were attributable to chance (Figure 8.4).

When the change from six weeks to ten months is examined the
relative change is not significant at all. Comparison of the unadjusted
means at second testing and those same means édjusted for the results ofk
the first testing indicates slightly greater movement towards preference
for change on the part of the Open groups (Table 8.16). The_ANCOVA
F-value (Figure 8.4), however, 18 also not significent, any relative
change being attributable only to chance.

In short, if there 1s any likelihood of difference between the Open
and Traditional groups at a particular time, or any relatively different
rate of change over time it 18 clearly a much longer~term phenomencn

than can be observed in the first year of secondary schooling,
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FIGURE 8.5

SUMMARY OF RESULTS FOR OPEN AND TRADITIONAL GROUPS
ON CRITERION MPASURE: PREFERRED ACTIVITIES (AUTONOMY - DEPENDENCE)
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Decision: Accept null hypothesis
, ' Difference after ten months is not significant
Change from six weeks to ten months
ANCOVA F -~ value = 2,06; P > ,10; df = 1 and 7
Decision: Accept null hypothesis

Relative change 18 not significant
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. 6. Diacussion of Hypotheses 1,5, 4.5 and 7.5

Figure 8.5 summarises the results obtained from testing

relative changes over time in Open and Traditional groups measured on
preferréd activities involving change or sameness.

& ' Tbwer séores on this measure 1nd1cate.greater preference for
activities;igyolving autonomy. The results presented in Tables 8.1,
8.2, 8.3 and 8.4 reveal only marginal differences between the Open and
Traditional groups in preference for activities involving change. No
gignificant diffgrence existed between the groups either six weeks or
ten months after commencement of the school year (Figure 8.5).

Similarly, the relative change over time between six weeks and

ten months is not significant, the very slight change being attributable -

only to chance. Again, if there is any likelihood of differenées
between groups or differential rates of development in preference for

activities involving auq?nomy or dependence, it does not become evident
P .

within the first year oE;secondary schooling.

.:v;

Hypotheses 1.5, 4.5 and 7.5 concerning the differences between, and
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FIGURE 8.6

SUMMARY OF RESULTS OF OPEN AND TRADITIONAL GROUPS

ON CRITERION MEASURE: PREFERRED ACTIVITIES (INTELLECTUALIS?D){HVVWM
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Change from six weeks to ten mohths
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Relative change 18 not significant
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7. Discussion of Hypotheses 1.6, 4.6 and 7.6

The results obtained from testing Hypotheses 1.6, 4.6 and 7.6 con-

‘cerning the differences between, and relative changes over time in -

Open and Traditional groups measured on preference for intellectualised
activities, are summarised in Figure 8.6. | |
Lower scores on this measure indicate greater nreference for

intellectualised activities. As with preferred activities involving
change or sameness and autonomy or dependence, only the most superficiali
differences existed between Open and Traditional groups with respect to
preference for intellectualised activities. No significant difference
between the groups was evident after six weeks of operétibn nor after
ten months had elapsed.

The low ANCOVA P-value (Table 8.18) indicates that the relative
change batween six weeks and ten months was also not significant, Com-
parison of the means at segond'testing, when adjusted for the results of
the first testing, shows that virtually no difference between Open and

Traditional groups can be discerned.
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FIGURE 8,7

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
ON CRITERION MEASURE: - ATTITUDES TO HIGH SCHOOL
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Comparieoh after ;?n months |
t-value = 1,62; P ><.10; df = 18
Decision: Accept null hypothesis
Difference after ten months is not significant
Change from six weeks to ten months
ANCOVA F ~ value = 1,60; P > ,10; df = 1 and 17
Decision: - Accept null hypothesis

Relative change 1s not significant
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8. Discussion of Hypotheses 2.1, 5.1 and 8.1

Figure 8.7 summarises the -results obtained from testing

“Hypothesges 2.1, 5.1 and 8.1 concerning the differences between, and

relative changes over time in Metropolitan and Rural groups measuréd
on attitudes to high schools.

Six weeks after commencement of the school year a significant
difference was observed between the attitudes of the Metropolitan and
Rural groups, the former displaying more positive attitudes (see
Tables 8.5, 8.6, 8.7 an& 8.8). When the actpal means obtained after
ten months are inspected the Metropolitan groups are still seen to
display more positive attitudes although as Figure 8.7 shows, the differ-
ence at that stage was not significant and must be attributedAto chance
in the final analysis.

‘The relative change over time between six weeks and ten months was
not significant even though an inspection of the actual means suggests ‘
that while the attitu&es of Metropolitan groups remained stable, those
of the Rural groups improved somewhat.

Hence, although the significant difference between the groups had
disappeared by second testing, the relative change over time which
resulted in that disappearance was not significant. When these two
elements are placed together, a cautious extrapolation can be made;
namely, that some groups of students in country areas at the start of
their secondary schooling, manifest somevhat negative attitudes in
students, that are overcome as the‘firat year of secondary schqoling
progresses, Although the present study does not incorporate any

detailed information, such factors as separation from a small, local
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primary school environment in order to travel (in some cases) quite

long distances to a large secondary school environment may worry many
students. A second matter referred to during the study, by one group
of students related to a desire to "work on the farm' in preference to

"being cooped up in a school",
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FIGURE 8.8

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
ON CRITERION MEASURE: CREATIVE THINKING
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Change from six weeks to ten months
ANCOVA P - value = 0.16; P > ,10; df = 1 and 7
Decision: 'Accept null hypothesis

Relative change is not significant -
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9. Discussion of Hypotheses 2.2, 5.2 and 8.2

The results obtained from testing Hypotheses 2.2, 5.2 and 8.2

" concerning the differences between, and relative changes over time in
Metropolitan and Rural groups measured on creative thinking are
summariseﬁ in Figure 5.8.

Although the actual means (Tables 8.5, 8.6, 8.7 and 8.8) show the
Rural groups to have scored slightly higher than Metropolitan groups
8ix weeks after commencement of the school year and again after ten
ménfhs. both t-values in Figure 8.8 indicate that the differences were
not significant on either occasion and could be attributed only to
chance.

The relative change over time between six:weeks and ten months was,
as the ANCOVA F-value shows, also'non-significané; Again, the marginal
differences revealed by inspection of the means obtained at second
testing, when adjusted for the results of the first testing (Tabie 8.20)

were quite incidental.
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FIGURE 8.9.

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
- ON CRITERION MEASURE: COLLABORATIVE BEHAVIOR
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Change from 8ix weeks to ten months
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Relative change 1is not significant
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10. Discussion of Hypotheses 2.3, 5.3 and 8.3

Figure 8.9 summarises the results obtained from testing
“Hypotheses 2.3, 5.3 and 8.3, concerning the differences between, and
relative changes over time in Metropolitan and Rural groups measured

on collaborative behavfdt. - o
, ) o

Inspection of the actual means‘ébtained indicates that only marginal
différences existed between the Metropolitan and Rural groups on both
testing occasions. As shown in Figure 8.9 these diffeiences were not
significant on either occasion. 1It is not sufprising, therefore, to
find that the relative change over time between the groups is also non-
significant,

Frequency, variety and quality of social interaction did not vary
according to the Metropolitan or Rural locations of the achaols in which

the various groups occurred.
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FIGURE 8.10

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
_ ON CRITERION MEASURE: PREFERRED ACTIVITIES (CHANGE - SAMENESS)
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11. Discussion of Hypotheses 2.4, 5.4 and 8.4

Hypotheses 2.4, 5.4 and 8.4 were concernéd with the differences

bef@eén,’éﬁd rélatibé éhanges ovéf time ih Hefropolitan éhd Ruraiygréﬁpé'hWJ

measured on preferred activities involving change or sameness.
Figure 8.10 summarises the Tesults from testing these hypotheses.

Six weeks after the commencement of the school year the respective
groups were significantly different from each other in preference for
activities involving change or sameness (Figure 8.10), and as indicated
by inspection of the actual means in Tables 8.5 and 8.7, the greater
preference for activities involving cﬁgﬁge occurred in the Metropolitan
grgups.‘

| At the time of second testing, ten months after the school year
commenced, a significant difference aléo existed, still in the same
direction as before (Tables 8.6 and 8.8). However, the relative change
over time between the groups was not significant from six weeks to ten
months, the ANCOVA F-value indicating that such change as did occur was
attributable to chance (Figure 8.10). |

The relatively stable nature of the difference between the groups
may be worthy of further investigation. No explanation can be attempted
in the present context, but it should be noted that similar, although
more significant trends emerged with regafd to Metropolitan and Rural
groups measured on attitudes to high school. Thus an association might
be postulated between more positive attitudes to school and preference

for activities involving change.



211
. FIGURE 8.11

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
ON CRITERION MEASURE: PREFERRED ACTIVITIES (AUTONOMY ~ DEPENDENCE)
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Relative change is not significant
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12, Discussion of Hypotheses 2.5, 5.5 and 8.5

The results obtained from testing Hypotheses 2.5, 5.5 and 8.5 are
summarised in figute B.Iigy‘fhése‘hypotheses concern thetdifferéncés
between, and relative changes over time in Metropolitan and Rural
groups measured on preferred activities that involve autonomy or
dependence.

From an inspection of the actual means (Tables 8.5, 8.6, 8.7 and
8.8) and from the respecti§e t-values in Figure 8.11 it 18 clear that,
effectively, there were no differences between Metropolitan and Rural
groups either six weeks or ten months after the commencement of the
school year. | |

In terms of relative change over time between six weeks and ten
months no significant change occurred. Both the low ANCOVA P-value gnd
the almost identical means at second testing, adjusted for the results
of the first testing,(lead to the conclusion that preference for
activities involving autonomy or dependence did not vary according to

the Metropolitan or Rural location of groups.
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FIGURE 8.12

SUMMARY OF RESULTS FOR METROPOLITAN AND RURAL GROUPS
ON CRITERION MEASURE: PREFERRED ACTIVITIES (INTELLECTUALISED)
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13. Discussion ofhhypotheses 2.6, 5.6 and 8.6

Figure 8,12 summarises the results obtained from testing
Hypothéses 2.6, 5.6 and 8.6 concerning the differences between, and
relative changes over time in Metropolitan and Rural groups measured
én preference for intellectualised activity.

On both testing occasions, six weeks and ten months after cdmmenceQ
ment of thq;sqhool year, the Metropolitan and Rural groups were found to
be not significanély difféfeht from each other. Nor were the relative
ch;nges over time between six weeks and ten mbnths found‘toQbéMsigﬁificant§?
As with preference for activities involving personal autohomy or depend- -
ence, the fact of Metropolitan or Rural location of the various groupe
was of no consequence, at leaét during the first year of secondary

. schooling, in determining preference for intellectualised activities,




215

FIGURE 8.13 ®

SUMMARY OF RESULTS FOR LARGE AND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: ATTITUDES TO HIGH SCHOOL
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Relative change is not significant
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14, Discussion of Hypotheses 3.1, 6,1 and 9.1

Hypotheses 3.1, 6.1 and 9.1 were concernéd with the differences
between, and relatiée changes over time in Large-school and Small-school
groups measured in attitudes to high school. Figure 8.13 summarises the
results from testing these hypotheses. |

Six weeks from commencement of the school year the difference
between the attitudes held by students from Large~school groups and
those heldASy students from Small-school groups was not significént
(Figure 8.13). The difference that did exist, while it must be

~attributed to chance, rested in favor of the students from Small-school

groups manifesting the more positive attitudes (Tahles 8.9 and 8.11).

By the time ten months had elapsed even less difference between -
the groups was observed. As could be expected on th; basis of these
results, the relative change over time from six weeks to ten months was

also not significant.
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- FIGURE 8.14

SUMMARY OF RESULTS FOR LARGE kND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: CREATIVE THINKING
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'15.,,Diqcussion of Hypotheses 3.2, 6.2 and 9.2

Figure 8;14‘éﬁﬁmarises'the,rggults obtainéd by testing
Hypotheses 3.2, 6.2 and 9.2 concerniné’fhé‘differences‘between, and
relative changes ovef time in Large-schooi and Small-school groups
measured on creative thinking.

After six weeks of operation the Small-school groups were marginaily
but not significantly more successful on the creativity task (Tables 8.9
and 8.11)., After ten months the same tendency was repeated but again
the difference betwe;n the groups was not significant (Tables 8.10 and
8.12). Despite the lack of significant difference on either occasion
however (resulting, technically, in acceptance of the null hypotheses),
the quite negligible ANCOVA F-value which arose from testing the
significance of relative change over time between the two groups, when
taken into account as well, might suggest that a slight but stable
difference really did exist in respect of creative thinking.

On these grounds, therefore, the null hypotheses expressing no
difference between, and no relétive change over time in the groups,
while accepted statistically appear worthy of deferment for further
investigation. However, it does not seem.possible, on the data obtained
in the present study, to elaborate alterﬁative hypotheses as to the
reasons for any slight, stable difference that such further investiga-~

tion might locate,
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FIGURE 8.15

SUMMARY OF RESULTS FOR LARGE AND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: COLLABORATIVE BEHAVIOR
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16. Discussion of Hypotheses 3.3, 6.3 and 9.3

Figure 8.15 summarises the resuits from testing Hypotheses 3.3,
6.3 and 9.3 concerning differences between, and relative changes over
time in Large~school and Small-school groupé ﬁea;ured on collaborative
behavior.

‘When assessed éix weeks after commencement of the school year the
groups were not significantly different from each other (Figure 8.15),
such difference as did exist suggesting a marg}nally higher levei of
social interaction in respect of work tasks among the groups housed in
Large schools (Tables 8.9 and 8.11), However, as was the case at the
time of second testing, ten months into the school year, the marginal
difference would seem to justify acceptance of the null hypothesis
that no difference existed other than by chance.

When the relative change over time between six weeks and ten
months was examined by correcting for the results of the first testing

program it also was found to be not significant.
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FIGURE 8.16

SUMMARY OF RESULTS FOR LARGE AND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: PREFERRED ACTIVITIES (CHANGE - SAMENESS)
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17. Discussion of Hypotheses 3.4, 6.4 and 9.4

The differences between, and rclative changes over time in Large-
school and Small-school groups measured on preferred activities
involving cﬁange or sameness were examined through testing Hypotheses
3.4, 6.4 and 9.4, - Pigure 8;16 summarises these results.

Six weeks after commencement of the school year no significant
difference between the Large-school and Smail-échool groups was
observed. However, it should be noted that this decision to accept'the
null hypothesis for technical statistical reasons is extremely marginal,

~a

the observed t-value being 1.72 and the t-value asgociated with a
probability level of .10 with 18 degrees of fré;dom being 1.73,

For two reasons the final decision in this case will be a
deferred decision. The first reason is that considerable emphasis has
already been placed in this study on the setting of beta levels such
that Type II errors could be avoided at least as effectively as could
Type i errors. 'To declare a non-significant result on the basis of
reference to the second decimal point of a t-value when the measuring
instrument from which it derived was not so finely honed as to justify
this level of discrimination seems a little foolish. The second reason
relates to the other two analysec nresented in Figure 8.16. For, while
the difference between the two groups after ten months was signiffcant, -
the relative change over time between six weeks and ten months was

significant when the results of the second testing were adjusted for the

results of the first testing (see Table 8.28).
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From the actual means (Tables 8.9, 8.10, 8.11 and 8.12) and the
adjusted means (Table 8.28) the picture that emerges is very difficult
to interpret. Relatively speaking, if the linear model is assumed, the
groups from Large schools appear to have moved in the direction of
greater preference for activities involving change up to the time of B
the first testing‘program while the groups from Small‘sghools appeaf
to hav; moved in the direction of greater preference for activities
involving sameness. Subsequently, the groups from Large schools have 8
moved in the direction of greater preference.for ectivities involving
sameness while the groups from Small schools have remained fairly
stable, shifting slightly in the direction of preference for activities
involving change. Furthermore, their paths intersect, indicating that
they have inverted or swapped positions relative to each other. Research

subsequent to the present study is required to clarify these issues.

Indeed, an ex post facto analysis of this data and a follow-up study

might show relationships between such breakdowns as location and size

of school,
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FIGURE 8.17

‘ SUMMARY OF RESULTS FOR LARGE AND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: PREFERRED ACTIVITIES (AUTONOMY - DEPENDENCE)
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18, Discussion of Hypotheses 3.5, 6.5 and 9.5

Hypotheses 3.5, 6.5 and 9.5 were concerned with the differences
between, and relative changes over time in Large-school and Small-school
groups measured on preference for activities involving autonomy or |
dependence, Figure 8.17 summarises the relevant results,

Neither at the testihg affer 8ix weeks of operation'nor at the
testing after ten months of operation was a pignificant difference
observed between the preferences for autonomous‘activities of groups
from Large and Small schools., In each case the null hypothesis was
accepted, the differences between the groups being quite marginal,

With regard to relative changes between the groups from six weeks

to ten months the ANCOVA F-value again revealed no significance.
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FIGURE 8.18

| SUMMARY OF RESULTS FOR, LARGE AND SMALL SCHOOL GROUPS
ON CRITERION MEASURE: PREE?RRED ACTIVITIES (INTELLECTUALISED)
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19, Discussion of Hypotheses 3.6, 6.6 and 9.6

Figure 8.18 summarises the results obtgined from testing
Hypotheses 3.6, 6.6 and 9.6 concerning the differences between, and
relative“ghanges over time in Large-~school and Small-school groups

mea%ureq‘on preference fot" 1ﬂt911ectualised activities.

L

*

Comparison of the groups si??weeks after commencement of the school
year 1nd1cated no significant?difference. Compared ten months 1nto the
schooltyear there :;s still no z;gnificant difference.

o Inxtérms of felativg change over time between six weeks and ten
months, no szgnificant change occurred. Both the low ANCOVA F-value

and the identical means at second testing (when adjusted for the results '
of tﬁe first testing) lead to the conclusion: ‘that preference for
intellectualised activities did not vary according to the Large or

Small schools in which the groups occurred.

20.  Precis of Results

20.1 Open and-Jraditional groups
, O

Open grours weve significantly more positive in their attitudes
to high school ten months after the commencement of the school year
than were Traditional groups. However, this significant difference
which had developed steadily from earlier in the year was due not 86 much
to the Open groups becoming more positive as it was to the Traditional

groups becoming progressively more negative while the Open groups

‘remained stabie.

i

Open groups were also significaﬁtly more interactive and collabor-

T
o BTN
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while the relative change over time between1ghe testing sessions was
not significant it can be postulated that thé endeavors of teachers in
Open groups to create environments in which students would become more
reliant on each other and less dependent upon teachers, wvere effective
quite early in the year,

The Open groups were also significantly different from the
Traditional groups after six weeks with respect to‘performance on a
creative task. This difference however, unlike the previous instances,
was not in the direction generally predicted by advocates of Open
Education, the Open groups performing significantly worse at the task
than the Traditional groups. By the time of the second testing session
the difference between the groups was no longer significant, fhe
Traditional groups having deteriorated very slightly while the Opén
groups improved at a relatively significant rate:

The Open and Traditional groups were not gignificantly different
from each other at either testing session, nor did they change over
time in respect of preference for activities involving change or
sameness, autonomy or dependence or for intellectualised activities.

20,2 Metropolitan-based and Rural-based groups

Classified according to metropolitan and rural location, the
Metropolitan groups were significantly more positive than Rural groups
in their attitudes to high school six weeks after the commencement of
the school year. Although they did not improve at a relatively
significant rate up to the second testing program, the Rural groups
had become sufficiently more positive in their attitudes for there to

be no longer any significant difference between Metropolitan and Rural
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groups.

With regard to collaborative behavior and performance on the
creativity tasks there were no significant differences or changes
observed. However, persistent significant difference appeated to
exist between the groups in respect of preference for activities
involving change or sameness, the Metropolitan groups displaying
significantly greater preference for activities‘involQing change. At
the ;amé‘tiﬁe there were no significgnt differences between the groups
in terms of preference for intellectualised activities and activities
involving autonomy or dependence.

20.3 Large-school and Small-school groups

In general, groups could not be differentiated according to whether

they were housed in Large schools or Small schools. The one exception

relative to each other, the groups from Large schools underwent signifi-
cant change between six weeks and ten months in the direction of greater

preference for activities involving sameness,

- occurred in respecét of aétivities involving change or sameness whére, = 7
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CHAPTER 9

A CASE STUDY OF ORGANISATIONAL FACTORS
MODIFYING THE EFFECTS OF OPEN GROUPS

Introduction

In the previous chépter, statistical methods were used to assess
certain aapects of student performance in Open and Traditional‘groups.
The unit of analysis was the identifiable class or group. The present
chapter, by use of case study methods, considers the organisational
factors that might act as modifying influences in the achievement of
desired effects in Open Education programs. The school 18 taken as the
unit of analysis because the administrative strgtegies and organisational
structures employed throughout a school as a whole create a work environ-
ment from which the Open Education groups should not‘be dissociatgd.

- For the most part;  the discussion-deals-with -the-schools in gro§p8*~4“*%
of five under the following labels:

(a) 1Included Open group schools; that is, those schoéls_that
claimed to have Open groups and which appeared in the upper
left quadrants in Figures 5.1 and 5.2, end which were used
in the preceding statistical analysis,

(b) Excluded Open group schools; that is, those schools that
claimed to have Open groups but which did not appear 1n3the
upper left quadrants in Figures 5.1 and 5.2, and which wéré'
not used in the preceding statistical analysis.

(c) Included Traditional group schools; that is, those schools
that claimed to have Traditional groups and which appeared

in the lower right quadrants in Figures 5.1 and 5.2, and |
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which appeared in the preceding statistical analysis; and

(d) excluded Traditional group schools; that is, those schools
that claimed to have Traditional groups but which di& not
appear in the lower right quadrants of Figures 5.1 and95.2,
and which were not used in the preceding statistical
analysis,

Figure-3.2 in Chapter 3 above serves as the main reference point
for the concepts used in this case study.

The main task is to examine the extent to which the schools housing
Open groups became more amenable to innovation (if at all) than other
schools. Earlier it was suggested that the organisation least amenable
to innovations such as Open Education was likely to be a service
organisation (in terms of Blau & Scott). The organisation most amenable
to innovation was likely to be a business organisation operating with a
highly organic management system and capable of developing a multi-~
skilled team approach in achieving its aims. In the present analysis,
coﬁparisohs will be drawn btheen fhe included Open group schools and
other schools when necessary.

In all, 20 principals, 80 teachers, 80 students, one advisory council
chairman and approximately 20 parents were 1nte;v1ewed individually or
in small groups for the main parts of the case studies. However, two
principals and four students from schools not included among the
20 main schools were interviewed for information contaiiied in Section 3.3
of Chapter 10,

Some of the information obtained from parents was gathered at public

meetings which the author attended. The advisory council chairman simply
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asked to be interviewed.

1. Mandgement Systems

From a management poinf of view, one 1mportant.characteristic
shared by the five included Opeh group schools Qas that each involved
its entire student and staff populations or the vast majority thereof
in the innovative programs. In the excluded Open group schools it was
usual to find Open and Traditional environments operating side by side,
with the majority of students and staff engaged in the Traditional
programs. Hence, the tendency was for the first group of schools to be
managed on a system consistent with the aims of the innovation while
the schools in the second group persistently encountered conflicts of
management style between the requirements of the‘Open programs on the
one hand and the Traditional programs on the other. These management

~ conflicts weré manifest between staff generally and, as well, were
conducive of intra-personal stress in principals. Four of these five
principals expressed the view that they were unwilling mediators of
staff factionalism. As one reported, '... being boss of this place is
1ike nursing a keg of dynamite in a bushfire!"

Because the excluded Open group schools implemented Open programs
on a relatively small scale they were vieﬁed by principals, staff,
students and parents as primarily Traditional schools that were endeavor-
ing to innovate cautiously and, they felt, responsibly on a small scale
before committing their schools in toto to a set of ideals, procedures
and presumed educational effects that were largely unpredictable. This
issue is elaborated further in Chapter 10 under the heading of

o  Divisibiliey.
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" The includéd Open group schools, taken together, displayed a variety
of behavior indicating a shift away from mechanistic‘management systems,
in the directions represented by the arrows in Figuré 3.2,

Management of these five schools had become, at all levels, more
organic in structure. For example, principais had delegated authority
and responsibility to more junior members of staff and, furthermore, had
demanded the right to shed and share much of the day-to-day m#nagement
activity necessary to keep the schools operating. In terms of ﬁakihé#
decisions and implementing them, individual members of staff were
accorded direct responsibility for‘their own actions and, in consequence,
found it necessary to become answerable to meetings of their peers
(usually including the principal) in which they took part both as the
critics and then as the criticised. Three instances were noted where
the principals themselves assumed teaching responsibilities in collabora- -
tion with fellow staff members, but in each case these teaching respons-
ibilities were founded on ability to provide parficular expertigse, In
this sense they differed from many of their Traditional colleagues
vhose adventures back to teaching duties were often basedeon covering up
a shortage of teachers or on the more.dubious ground of simply wanting
to "... keep a finger on the pulse of all the underc&rrents that a
principallmight otherwise miss out on knowing about.'!

In some respects, however, the principals in both sets of schools

where Open groups were claimed to exist, were uniformly unsuccessful in

1Prom an interview with the principal of one of the included Traditional
group schools.
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the business of shedding and sharing responsibility in management. This
was evident in two main areas. In the first place, legal requirements
of the relevant Education Act and Education Department Regulations’

demanded that certain actions were required to be performed by principals

and in fact, despite the widespread acknowledgment throughout Victoria's

high school network that special conditions prevailed in these schools,

the Education Départment continued to conduct its relationships with tﬁe
schools through the appointed principal who was still seen as the basic

decision~maker,

These external relationships meant that much of tﬁe attempt to shed
and share responsibility was unreal. While relationships with the
Education Department and other outside bodies flowed smoothly, éuthority
and responsibility could be shared around the school., But in terms of
the great majority of legislative requirements in Victoria which
remained -unchanged, such innovative administration tactics could be
dvgfunctional. In times of trouble (for example, when ; atudent was
caught shoplifting at a time which the self-service store manager con-
sidered should be treated as school time) the principal wbuld simply be
forced into assuming the position, role and status which outsiders tradi-
tionally expected of him,

The second area in which principals were rather unsuccessful in
their attempts to share responsibilities concerned the Education Depart-
ment practice of appointing teachers on grounds of seniority rather than
suitability. Teachers who applied for schools simply in order to obtain
promotion could eas%ly find their work lives dominated by Open groups

in which they had little or no interest. Eight of these principals
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claimed a total of 23 such teachers between them. Typically, the
principals would be forced into action either to help integrate these
teachers or at least to prevent them from working actively against’tﬁe
innovation. Even when such teachers entered the innovative programs with
great willingness they tended, more than other teachers, to suffer from
témporary disillusionment and from feelings that the program was demon-
strably a failure. Again the principals would find leadership roles
demanded of thém in the process of rebuilding morale.

Apart from the requirements of law and the problems of morale of
teachers, principals 19 all ten of the innovating schools were faced
with occasional demands from fhree other groups. First, .there were the
students themselves who, in comparing their school lives witﬁ thoé;’of
their neighborhood friends, reported suffering from wide flugtuations
in their beliefs about the value of the educational experiences in which
they were involved. Secondly, there‘were parents groups and advisory
councils who continued to see the principal as the virtual sole arbiter
of what was to be done in the school; hence, whatever was seen to be
wrong could only be corrected by "a show of strength by the principal.’?
Thirdly, there were ‘outsiders', members of an amorphous general public
who wrote to newspapers, to directors of education, to local members of
parliament and to principals, complaining that the schools were no
longer providing traditional‘authority and discipline, a lack often said

to he the inevitable consequence of loose and weak managemenr'.3

2Prom an interview with the Chairman of the Advisory Council in one of
the excluded Open group schools,

3For example, see articles by Frank Just in the Melbourne Herald
22nd May, 1972 and 30th May, 1972,
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In each of these cases, principals would find themselves forced int9
a position of defending and protecting the innovations and, in at least\
two'of the five included Open group schools, into a position embracing
contradictory roles. Within the school, a principal might be quite open,
sharing, democratic and reliant upon his more junior colleagues. At the
same time he might act in a highly authoritarian manner towards those who
seemed likely to threaten the continuance of the innovation. One
princiﬁal, for example, controlled entry of visitors by laying down
quite strict conditions about ninimum duration of visits and about
acceptable modes of behavior of visitors.

The extent to which organic management systems were implemented can 4
now be examined in detail, keeping in mind that, whatever relatively
organic management systems had been implemented (by comparison with the

 other sets of schools), the included Open group §¢h66I§“ﬁé?€‘§fili'éhb¥m“”“”“
ject to the kinds of pressures outlined above.

In each of the five included Open group schoolsvconsiderable change
was afoot, not simply of the once-and-for-always revolutionary type, but
of the constant, ongoing evolutionary type. Conditions arose persistently
in which unanticipated consequences and new problems had to be confronted
and even deliberately sought out. In the remaining 15 schools predict-
able stability appeared to be the aim; even when an innovation was
introduced the hope was often expressed that "..., things (might) settle

down quickly so that we can get on with the job.""

“From an interview with the principal of an included Traditional group

school. ‘
-
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Secondly, in the former gfoup of schools, the manner in which
teachers (including the principal) worked together was‘largely deter-
mined on the basis of the special knowledge and skills which each member
of the teaching team was able to contribute. Particular tasks, or even
a different approach to a whole set of tasks could be arranged in a
meeting of the relevant staff members, and tasks assigned by the group
on a basis of potential contribution. In one school, for example, a
science/matheﬁ#tics teacher was selected for (and agreed to perform)
consulting duties, mainly with other teachers, so that scientific
aspects codld be introduced into whatever projects or investigations
were generated by other teachers.

In all cases there was evidence of generalised acceptance of
responsibility, particularly with respect to the direct handling of
students' problems. Instead of problems being referred-to higher ----
authority, their handling was usually attempted on the basis of an

attitude expressed by one teacher as '"... the buck stops when it

reaches me."

Where possible, this attitude also permeated relations
between teachers and parents because, for most practical pﬁrposes,
parents were able to visit the schools at any time without ref.rence to
thé principal and deal directly with any teacher in discussion of a
child's problems and development, |

Not surprisingly, this generalised assumption of responsibility
led to quite complex networks of control, authority and communication,

involving not only responsibilities to be undertaken by individual

members of staff but by individual students as well. Indeed, in all

five schools self control, self-discipline and preparedness to communicate-
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one's problems wherever one thoughf appropriate, was placed squareiy

in the hands of the students. For the most part, these networks led to
effective day-tﬁ-day operations but'achieVed only mixed success when
behavior broblems and personality clashes occurred. From teachers'
statements and researcher observation, it appeared that such issues

faced better prospects of resolution through an open management structure
only when sufficient time was given over to the task by all concerned.

In fact, time was often a major problem.

In the Traditional groups with mechanistic structures of control,
authority and communication, unilateral decisions could be made in the
handl;ng of problem behavior and personality clashes; that 1s, control,
authority and communication could be exercised with great speed when
necessary. The more open, organic structures, however, often involved
‘fﬁé;éiﬁéhdifure of a great deal of time by members of staff, somé of
whom found themselves in a seemingly endless round of human relations
exercises at the expense of the educational programs. Of course, there
were those teachers and students who considered such human relations
activities to be an integral, if not the most important part of the
growing child's educational or 'life' experiences. For other teachers
in Open groups, however, the inefficiency of the open management networks
in producing fast solutions® to behavior problems and personality
clashes proved frustrating and, in some cases resulted in lowering of
teacher morale and in disillusionment of students who came to question

the extent of teachers' rights and obligations to intervene in such

S1501utions' should be taken here to include repression as well as

Q
IERJf: resolution.

IToxt Provided by ERI
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matters,

Hence, these open management systems could be characterised by
lateral interactions between all parFicipants; usually without reference
to levels of authority, provided thagrsuch interactions were relatively
free of crises. When crises did occur, the teachers and students from
the included Open group schools, having undergone more extensive prepata;
tion, said that they preferred to cope within the framework of open
management structures while those from the exclu&ed Open group schools
more often said they preferred to increase controls in order to cope.

Furthermore, it was particularly evident in the included Open group
schools that higher prestige was attached to expertise, knowledge, a

worldly orientation and good human relations skills than to position in

the narrower Education Department hierarchies. Therefore some teachers

"who were seen to be worldly and competent in human relations were

actively sought out by students and other teachers.

The included Traditional group schools presented many classical
signs of mechanistic management. In all five cases, the principals
retained positions that can be described in two ways. Firstly, they
were pivotal positions in so far as information both from sources
internal and external to the schools was directed through the offices
of the principals. Secondly, from the point of view of decision-making
they were the top positions in bﬁreaucratic pyramids. In each school,
control, authority and communication were functionally related‘to a
hierarchy which ranged between the most junior students and the principal.
Hence, positiops and status in a hierarchy were major determinants of

the occurrence and quality of interperscnal interactions. For example,
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s

principals were referred to by titles and surnames By all members of
staff and, as though to emphasise separation of statuses below the level
of principal, the most senior members of staff might be invited to
b;each this genéral rule outside of school. The same kind of hierarchical
arrangements operated at the level of student interactions where the
prefect system was ueedAas a point of referral before certain matters
would even be attended to by a member of staff ; much less a senior
member of staff or the principal. In one such school, an instance of
problem behavior in the school grounds would be referred to the prefects
and, if necessary, upwards to two other positions before referral on to |
the principal.

A high degree of task speclalisation in these schools was evident

acéording to position in the status hierarchy not only in profeesional
}

- matters (an area from which it Was sometimes curlously abseit) but ip

organisational support tasks such as the placing of one teacher in charge
of 'yard duty', one female teacher in charge of 'girls' discipline', one
male teacher in charge of 'boys' discipline' and in one case, even a
teacher in charge of announcements to be made over the public addreés
system.®

Some evidence was also ayailable in these schools to suggest that
greater prestige attached to local, intra-school knowledge and experi-
ence than to cosmopolitan knowledge and experience. This evidence took

the form of direct statements made by staff and students expressing

doubts and suspicion about teachers seen as different - teachers who had

6A teacher whose fury knew no bounds when the principal himself
frequently breached the arrangement.
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come from other countries or teachers who had, at some recent time, left

-

.

travel of to work in another job environment. Hence, the tendency was
for prestige to attach to those who had remained in the system and had

directed their energles towards day-to-day administrative. and organising

" duties or to prestigious extra-curricular activities. Teachers from

this latter group also saw themselves to be working harder and more
seriously than their more cosmopolitan colleagues who were described by

one stalwart as "... professional drifters".

-

., In the case of the excluded Open group schools there appeared to
i4 &,

ébe more management problems than were evident in either the included

xir

Tipen or included Traditional groups. _In part, this may be attributed

dto a lack of understanding of the need to support the innovation of Open
Education Srograms through the establishment of open,vorganic management
systems. In three“instances the management systems remained unchanged
from the days preéed;ng innovation., During interviews, princibals and
teachers were 1nclinéd to express surprise that the system of management
could have any material bearing on the success or otherwise of Open
Educationvprog:qgs. Thg pr1n¢1pa1 of one school receivgd’a nod of
approbation frqglhis deputy principal when he said "... You hear people
talk-aboﬁt rumnthg'schools more democratically but in fact it doesn't

m

work and we are not about to waste time ttying

In essence, one major difference between the intended management

7Based on dbaérvations o tHe reséarcher and on comparisons of state-
13 ‘made'by teachers a8 to the manner in which administrative
pro lems should be overcome in high schools,

&

% v 7 1]
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systems of the included and excluded Open group schools was that in the~
case of the former, deliberate até;mpts were made to co-ordinate the
management system with the innovation (albeit with_mixedwsuccess)'while
in the case of the latter, virtually_all school managemént activities
were allowed to proéeed quite independently ¢f the innovation..

In these same terms the most noticeabie difference (to the present
author) between the included and excluded Traditional group schools was
the way in which the management system was used. On paper, there might
be little to choosé between the two groups. In practice, however, the
former tended to make the system work relatively 1mper§onaily and
functionally iﬁ terms of the general ofganisagion of the’school,’while,

the latter used the management system &xsfungtionally or even ignored

it whenever personal relationships appeéred likely to providé a more

adequate vehicle for getting things done. That is, the excluded
Traditional group schools showed many‘of the characteristics of the
included Open group schools and were 1in many ways more open in their

approach to managgﬁént than the excluded Open group schools.

2. Type of Organisation ‘ N
In Chapte: 3 the question was raised as to whether it mighf be‘
possible to develop a school that could adapt for innovation by changing
the nature of its prime benefiéiary relationships so significantly that
it would cease to be classifiable only as a service organisation (in

terms of the Blau & Scott typology).
In this section the main task is to examine the extent to which
prime beneficlary relationships in the Open group schools changed

significantly, if at all, in the direction (indicated in Figure 3.2)
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necessary to increase amenability to innovation and, hence, greater
likelihood of intended effect.

In a typical service organisation the main feature is the provision
of professional services about which the professional retains consider-
able responsibility to decide what is best for the client (Blau & Scott,
. 1962:51). A major difference between the beqefits obtained by the‘
clients of a service organisation such as a séhool and those obtained
by the clients of other b;éanisations therefore is that the former are
judged to be unqualified to determine what i in their own best interests
while the latter have a say in the fact of-and‘nature of the benefits
they derive (Blau & Scott, 1962:52). But even among service‘brganisa—
tions many schools hold a special place in that compﬁlsory{aftendaﬁée
laws are applied up to some statutory leaving age,8 hence the student/ v
client may not even have the right to withdraw from the pfofeséion#l
services from which he is supposed to benefit, even if he wgnts.to do
so0.?

The five included Open group schbols could be distinguished in
greater or lesser degree frdm the remaining 15 schools in that they>‘
evidenced éome mp;ement in the direction of the mutual benefit type of
org;nisation. Consideration must be given as to whether these shifts

were likely to be:

-

8In’ the State of Victoria compulsory attendance is applied until a
student reaches 15 years of age.

30f course, it might be argued that the student is not really the client
anyway. Perhaps the parents/guardians or the public-at-large are
really the clients. In one of the included Traditional group schools,
a senior teacher suggested that, in terms of professional services, the
student's relationship to the school is somewhat akin to that of a pet

.dog to its veterinary surgeon.
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(a) educationally or socially significant; and/or
(b) permanent.

The potential areas of increased power for students in their
relationships with teachers appeared to be two in numbe:;' the deter-~
mination and management of the general aims of the school, and the
détermination of methods and‘cohtent to be adopted in the educationai‘
programs. With réspect to the first of thesé, students appeared to .
increase their general control poﬁers to ﬁo greater an extent than would
be expected ofwbatients in a hospital or prisoners in a gaol_yho might
be delegated the Occupationaliy therapeutic task of arrahging their ownj

social activities., Where students were 1nvolved in aﬂy attempt by

principale and staffs to implement democratic control they were, withouc‘}fki
exception, able to articulate the boundaries within which t:h}ei.ry:!.nfuluenéé'}”:;t"ﬁf

would apply and the circumstances undet_which the teachers could breach =

the agreement at will, with the connivance of the students. For

~ example, one student 9bserved that "... teachers gef pald to argue with -

the Education Department; we don't!" His rather more articulate 31r1;
friend, with all the maturity that she could muster on her 12th birthday |
was more pointed: "The teachers always come up with better;tules than‘
the kids ever do. We are too strict. Then nobody follows the rules.
Some of my friends call the Students' Representative Council 'The
Warders'."

Comments by teachers simply confirmed tﬁis view. For qgample,
";.. we let the students make rules but we fesetve the right to veto

them", and "... I guess we run a guided democracy here. The hardest job

is to convince students that unwritten, agreed codes of behavior will

L s -
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elwaya be more effective in the long run than pages of written aims and .
rules." Hence, in the Blau & Scott terminology, the clients were allowed
to participate in the professional tasks associated with school policy
and manaéement provided the professionals were likely to have made the
same decisiens anyhow. |

By comparison, the cotnterparts of these students in the.inclgged
Traditional group schools certainly exercised fewer and less 1mportent
detetminations over school policy and management. Generally speaking,
in these schog}? profeeeional decision-making about the best interests
of the clients refie;ted somewhat the view that the child was not the
sole client of the school because considetably more overt attention was'.
paid to custodial behavior by teachers and to teachers' obligations to ‘
make direct interventions in the socialising of a child towards 'good
citizenship'. In the Open groupg there was much heavier emphasis
'(stated and observed) on schooling for intrinsic benefits which the
child might derive. - Presumably, one benefit would be practice in making
btgenisational decisions, even 1if such decisions were virtually confined
to the level of simulation exercises.

With respect to the second potentiel area of 1ncreaéed‘§0wer for
students - that of determination about the methods and content 1in
educational programs - the included Open group schools were cohsiderably

more successful in 1nvolving their clients in substantial decisions. To

some extent unfettered by conventional syllabuses,10 teachers expressed

10gee Chapter 10, Section 2.3.
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greater willingness to act as consultants for students who had already

taken decisions to pursue particular lines of“enquiry. Indeed, one of

these schools had, without recourse to the fsychological o; sociological
literature or terminology, attempted to define its educational programs
in terms of mutual benefit for both students and teachers; that 18, to
have the teachers derive educational and socialising experiehcee in thelr
own right, as well as deriving the more usually lauded téacher benefité'
of salaries, job security, high morale and job satisfaction. Iﬂ this
school it was common for teachers to partiéiﬁate along with students in_. f
lectures of seminars organiséd by teaching colleagues or by groups of
students who had acquiréd specialised knowledge in gdme area (e.g.
botany). | . \ ‘

In terms of mutual benefit, this arrangement prbvided a useful fbtﬁm '?f
for active minorities who were willing and able to contribute to a
program or, perhaps, to design a program. |

Client involvement in the curriculum was much less noticeable in
all of the included Traditional group schools.» Pre~determined syliabuses
were common and whatever flexibility was built into'thoseﬂqyliabusés to‘.
allow phoice on the part of students tended to be restricted to the |
detailed strategies of proje;t and assignment preparation. The rationalék”
for such restriction was suitably summarised by one teacher: "of
course I feel obliged to determine the syllabus; Form 1 children don't
even know how much they don't know. I don't believe they would know
ﬁﬁéfelfo start.'

Up to this point possible changes in the nature of prime beneficiary

relationships in the included Open group schools have been considered in
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terms of a shift towards the next most amenable organisation type, the

nutual-benefit association. The question still remains as to whether

| changeg\occurred even further, towards the prime beneficiary character-

istics of commonweal and business organisations.

The commonweal organisation is distinguished from other types in

g that its prime beneficiary is the public-at-iarge and in thatgit is con~"

trolled externally by democratic means while at the same time being con-
trolled internally by bureaucratic means.,
None of the excluded Open, included Traditional >r excluded

Traditional group schoolp displayed any organisational characteristics

T ——
s

'

Open group schools. The remaining two schools had attempted to'gain
1den;1f1cation in the community as community schools that were open to
public in§610ément, public scrutiny and,tp'pﬁblic meetings at which |
even particular aims and methods could be tecoﬁn@hdédvtbvthe staff for
attention and action. |

In one of these schools, for examplé} recommendations about

inclusion of sessions on drug dependency in the curriculum, were a

" direct result of a vote taken at such a meeting. However, in the sense - -

that the school staff were not technically or legally obliged to act on
such a vote, this exercise in democratic control should probably be
labelled as quasi~commonweal. |

In the other school, a quaéi-commonweal feature could be seen in the
extent to which bureaucratic internal control was subsumedvunder a kind
of external democratic control. In this case, thé brincipal disengaged

himgelf from most of the administrative control tasks in the school,
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passing these matters over to a senior clerical person (a bursar), and
leaving himself and his staff "... to get on with the real stuff of
education". Although some teachers bravely usggrted>that this system
worked efficiently for the most part, no reaily adequate demonstration
of this efficigncy was observed during the study.

Thus, with these rare, and somewhat dubious exceptions in mind it
seems fair tb suggest that amenability of the 20 schools to innovation -
was not particularly enhanced by any adoption of commonweal organisation
characteristics., —y ‘ | . i

With regard to the business orga&isation, Blau & Scot; (1962:49-51)
observe that the ciients (1.e., the pe;sons who buy goods 6r services)ivj; o
are subject to the vagaries of self-interest shown by the ownérs 6f the
organisation.

To the extent that three of the five included Open group schools

had attempted to move away from custodial, in loco pérentis relationsbips:‘”

between teachers and students by encouraging children to make their own

£

educational decisions and self-disciplined decisions about behavior,

some semblance of the business principle of caveat emptor might have

arisen. »That 18,-8 shift towards emphasis on freedom of decision‘and
action and away froméconstriction, probably meant that studentg faced
the prospect of entering programs that they would quickly dislike or
which they felt to have little educational §a1ue.

One étydent who seemed happy with this business-like freedom
reported thus: "I went along to Group A's presentation on 'Sound in

Our World' but all they talked about was their favorite pop. records.

My group did some beaut. things with amplifying gear and it was a lot
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better." Another student, less enamored of the freedoms available in
the same school, recofded her displeasure with the comment, ".., we
really would waste a lot less time if the teachers just told us what
to do and we went off and did it."

In terms of amenability to‘innovation, considerable variety was
obtained in-the three schools, but for short terms only, It would not
be too crude an explanation to suggest that this spasmodic effect arose -
because the 'buyers' quickly became disillusioned by the general poverty

of the educational market. Sessions were often poorly attended, ignored

or strongly criticised because of this disillusionment., In short, a

strategy fhat mighi have been expected to be conducive to innqﬁatioﬁ
proved dysfunctional because it was poorly executed.

3. Interpreting Results in Terms of the Model of Amenabilitv to
Innovation

Teachers, ptincipele and educational researchers may know and
experience a great deal about the school as an orgaﬁisation, developing
a high degree of sensitivity to different teaching methods, subject
matter and control strategies. However, the1t~pefeeptions and per-
spectives on organisations tend to be limited to schools and education
departments to the exclusion of other organisations. Systems of
management in schools are often thought of as bearing>no particular
relation to the systems of management employed in organisations other
than the school.‘

This observation may not be quite so contentious as it first appeare.
Generally speaking, comparative studies 1nvolv1ng schools, and training

courses or conferences of teachers.tend to seek out differences between
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some aspect or other of schools, and in the process ignore the
similarities between schools. A poséible aavantage of combining the
Burns & Stalker and Blau & Scott models into a bridging model of
amenability to innovation is that thg school may be placed in a little
broader perspéctiVe among the entire spectrum of organisations, their
types, structures, processes and management.

Seén throqgh this broader perapec;ive, it would be difficult to
sustain an arg&ﬁent that other than quite limited movement had occurred

among schools in the present study, along the prime beneficiary or

management dimensions. As described, the management systems in the

included Open group schools became more organic, and yet many of the
mechanistic management characteristics evident in the included
Traditional group schools remained or were quickly resgmed under
pressure of such conditions as céktrary parental expectations and the -
unchanged State legislation and Education Department regﬁlations. The
changeé both in management systems and prime beneficiary relationships
in the two sets of Open group schools appeared to be liﬁited even

further by the perceptions of teachers, parents and students. No

- Judgment is offered here-as to whether this is a good thing or a Bad B

thing.

A further reason that might be proposed to explain the limited
shifts along either dimension was the continued inability of most of
the Open environment schools to formulate and evaluate the achievement
of educational goals. As long as this problem existed it was difficult
for anyone to judge the success or otherwise of particular programs and

consequently whether there was any real point in making more extreme
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changes in the structure and management of the ofganisation.

In making judgments about the extent 6f movement along either of ]
"the dimensions, a basic problem is raised regarding the nature of
evidence. What is accepted as reasonable evidence and what is accepted
as reasonable interpretation depends largely on the orientation of the
observer.4 Similarli; interpretation must depend upon acceptance or |
fejection of particular statements and expressed attitudes of the
participants in a study as indicators of the concepts which the
observer considers central to the phenomenon under investigation.

A second issue concerns the notion of significance. Does an
observed difference or claimed difference represent a:significant

diffefence in the sense of real educational and organisational

2

difference or does it merely indicate a good feeling among participants “
and observers that suéh differences as they perceive have impdrtant
educational consequences? It is conceivable that participants and
observers might feel and assert very strongly that major changes are
afoot. Whether or not it is possible to support such feelihgs and
assertions with descriptive and inferential statistical evidence these
feelings may be important in their own right while overall arkspecific
educational differeﬁces (say, in terms of student behavior) may.be
negligible. | —

An alternative question is: Does thg absence of a significant
difference (in terms of whatever perspective is chosen) also mean that
any just noticeable difference is unimportant?

Although the present case study cannot be used to offer conclusive

answers to these questions, certain tentative comments may provide a
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few insights into the modifying effects of organisational type and
management system on observed student effects and on possible direc~
tions of futther research.

The schools in the included Traditional group category were not
even engaged in any pretence of operating other than professional—
dominated organisations backed by mechanistic management systems. Yet
many of the educational consequences of their programs did not appear
in one year to differ greatly from the consequences of programs purport-
ing to be more open in orientation.

If the four sets of schools are compared on the basis of the5

expectations which they held for their programs, the matter of sﬁccess

korientation becomes important. Three groups, the included Open, the

excluded Traditional and the included Traditional appeared to be similar»;
in this respect. The first group expressed coneiderable eatiefaétion in ;"
having moved away from (and survived) conventieual organisational |
characteristics and management procedures. fhe second group conside:ed
themselves highly successful in that, still usiag fundamentally
mechanistic management systems and traditional professional/client
relations, they had been able to introduce friendly, humane environments“‘ -
that created high levels of work satisfaction for both staff and students.
The success orientation of the third group can be summed up in one
principal's naval idiom: '"Whatever else people say about my school, they
all agree that we run a good, tight ship here."

The remaining set, the excluded Open group sciiools more frequently
found themselves unsuccessful and fruattated in attempting to alter

relationships among students and staff and more prone, when even mild
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digruptions occurred, to display concern about the future of the new
structures énd methods.

) | Expressing this comparison a different way, it can be suggested
th;t the 1nc;uded Traditional group schools sere not trying to be differ-
ent, the excluded Traditfonal group schools were not particularly expect-
ing;to achieve anything different but were often pleased to see their
besé expectations more than met, and the included Open group schools
freéuently expreassed feelings that they Qere achieving signiffziﬁfly
diféerent outcomes with their students and greater job satisfaction and
moralé than could be achieve. elsewhere. (0Of course, the question of
uhetﬁer actual differences -atched the feelings of difference is not af
issue here.)

Yet in the excluded Open group schools there was a greater tendency
to expect difference, and hence to experience greater disillusionment
at the failure of the so-called experimente.

Nevertheless, if it was true in a broader organisational‘perqpective, :
that the educational differences arising from changes in professioﬁallr
client relationships and in management systems were not particularly
" important, two questions still require further examination. In the
first place, it 1s possible that the effects of Open groups require a
longer period than ten months to become evident. This view has a certain
logical appeal about it, because although it is possible to re-write the.
professional/client relationship and the management structure of a school
from one day to the next, the actual behavior of the people involved may

not change greatly in a short time.,  Indeed, expectations of people might
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change while the actual behavior of those same people remains funda-
mentally unchanged.ll

Secondly, it is possible that the supposed changes in management
sysfem and professional/client relationships cgqld be counted success-
ful simply because they led to teachers feeling good; as though
teachers were acfively chanéing an education system whiéh, until
recédtly, had seemed unchangeable. Perhaps the first stage in the game

of producing real change in organisations such as schools is for the

players to learn about and experience the art of the possible.

2

ll1pyrther consideration 1s given to this point in Chapter 10.
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CHAPTER 10

A CASE STUDY OF THE MODIFYING INFLUENCES OF
INNOVATION CHARACTERISTICS ON OPEN GROUPS

(’Ihtrodﬁction

IQ Chapter 3 it was atggested that the innovative nature of bpen
Education ‘would be 11kély:
(a)%;to ﬂegiate between the pursuit of anticipated outcomes and
] fctual outcomes; and
5‘ (b; to generate qnanticipated o;tcomes.
The charaé%eristics of telative advantage, compatibility, divisibility,

cdmnunicability and complexity were proposed as a suitable theoretical

. base for consideration of these issues.

As in the previous chapter, case study methods are used to examine
the influence of these innovative characteristics, taking either the

school or an identifiable group or class as the unit of analysis,

“ehichever 1s apptgbflatEF

1. Relative Advantage

Relative advantage is ",.. the degree to which an innovation is
superior to the ideas it supersedes" (Rogers, 1962:124), As was

suggested in Chapter 3 the nature of the innovation will determine

whether relative advantages are social, eeonqmic or‘go}itical..“Eher_u“qwﬂm;

interests of the innovators themselves should determine, in part,
whether the assessment of relative advantage should focus on product-
ivity factors and/or on individual perceptions,

Ay

There is a point, however, which does not emerge in Rogers' sdme-

what aseptic definition of relative advantage. The background outlined
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in the early pages of this study describes a crisis situation in which
failure, alienation and student action created pressures on both
teachers and administrators. In this state of readiness or predisposi-
tion to change prevailing roles, curriculum content and methods, these
teachers and adminisfrators, along with various consultants, were
triggered into action b§ a seriﬁs of staffing and accommodation érises
which,.in some cases, were of sufficient magnitude to ensure that
particular schools would no longer be able to carry out ‘a wide range
of traditional edﬁcational practices.

Nor 18 it surprising that crisié should lie behind an educational
innovaticn in the way that is suggested here. Sﬁtherlgnd (1959) and
Mulford (1959) 1n‘econom1ca, Wilkening (1953) 1in rural sociology and
Adlgr (1955) in education all found relationships between some crigis
oerther and the rate of adoption or an innovation. If one takes ﬁhis
point to the next obvious stage it is clear that Rogers' definitioﬁ is
aseptic in the sense that‘he discusses relative advantage in terms of
an entirely positive connotation, whereas arising as it does in con-
sequence of the vagaries of human behavior and perception, relative
advantage can be characterised by quite negative connotations.

In several of the schools in the present study, the question wés
not so ﬁuch one of positive relative gain but rather one of the relative
~ disadvantage in not acting. In the following discussion relative |

advantage is divided into three sections; firstly, éeneral relative
advantage, secondly, specific relative advantage arising from low or
moderate crises and, thirdly, specific relative advantages rationalised

as a result of quite severe crises.
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1.1 General relative advantages

The first general relative advantage identified b; both the
included Open group schools and the excluded Open group schools concerned
control of the curriculum. From the time of the establishment of the
Curriculum Advisory Board in 1966 and, morexbatticularly, from the time
of ﬁhé Burwood Seminar in 1968, pfincipals and teachers from these
schools were actively encouraged by the Director of Secondary Education
to acquife local control over curricula and to exercise their own
profegsionalrjudgments in deciding what should be offered to students
rather than to depend on curricula imposed from sources outside the
school. This encouragement was backed by the abandonment of certain
external public examinations, the key one being the Intermediate
Certificate examina;ions administered at the end of the fourth year of
high school education. These examinations had tended to articulate
curriculum content and method, and both the Curriculum Advisory Board
and the Burwood Seminar had stressed that their abandonment was essential
to gaining at least four years of general education without the dis-
advantages of a highly competitive academic environment. Teachers were
assured thét future examination procedures should be based on diagnosing
areas of weakness and on femediation of those weakness;s rather than on

The second general relative advantage involved association with |
high status individuals. The movément towards more open curricula and
organisation structures, sponsored as they were by high status individuals
such as the Director of Secondary Education, at least gave the appearance

of offering improved status to those teachers and principals who
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innovatdd and experimented. Indeed, bo leas a person than the ﬁ;rector
of Secondaty'Education created a minor furore by delivering a #érning
about the dangers inherent in 'feckless 1nﬁovation'; a ﬁarning inter~
prefed by some to mean that statements of aims and eQidence of solid
preparation were ébsentgfrom many of the néw programs, and by others‘to
mean that the top brass wanted schools to know that they knew the high
status bandwaggon of 'experimenting' was superseding éenuine need for
educational change,!
These two general relative advantages could be observed in both

sets of Open group schools in varying degree. However, they appeared
to the reéeafcheé to be more overtly important in the excluded Open
group schools where somewhat léss efforf was applied to working through
the problems of the innovation and making it functional, where the
proépects for continuance appeared to be lower and where the students

! had felt that the organisation of the school and the behavior of the

teachers were not dramatically défferent from the conditions they had

experienced in their earlier schooling.

1.2 Specific relative advantages arising from low crisis stimuli
The first of these advantages, also more common in the excluded
Open group schools than the included Open group schools, centred around

. the practice of innovating in order to counter the claims of a competitor.

1Teachers in the included and excluded Open group schools were asked what

effect the attitudes of senior departmental officers would have on their

own willingness to continue their innovations in the following year.

Comments ranged from "... I will go on in spite of them", through "...

no effect at all", to "... Reed's attitude is very encouraging'.

Eleven of the 20 teachers who commented made reference to Reed's remark

in one or other of the terms indicated. In a personal communication, Reed

Q recollected that this remark had been made at a conference of high school

ERIC  principals in the context ",.. conservatism 1s preferable to feckless
— innovation". \
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Competition could arise from newer schools which provided alter-
native programs for the same pool of students. One excluded Open group
echool; housed largely in buildings that had been installed on a temporary
basis 20 years earlier, and boasting a high proportion of teaching staff
who were entrenched loculs, adopted Open Education programs following a
staff meeting called to discuss public statements made by the principal
of a new and very much aliye technical school in the samé catchment area
of students. The waywarq statements implied that the high school was a
comfortable educationél backwater which fewer of the brighter students
coming through the primary schools would now choose because of the
exciting 6ffer1ngs at the téchnical school. The Open Education programs
at the high school were justified on three specific grounds yy the
deputy principal during a staff meeting. Ié the firsf él#geéithe
introduction of more flexibility into curriculum contégg wo;i& substan-
tiate the high school's own claims to relevance in the local‘(farming)
community. Secondly, greater flexibility in class organisatién would
give an impression of modernity, enthusiasm and action in an environment
otherwise cﬁaracterised by old and dreary buildings. Thirdly, it would
be educationally undesirable, in the community as a whole, for the
technical school to maintain sole claim to novelty and initiative.

The second specific relative advantage arising from low crisis--
stimuli can be summarised as innovating to satisfy preésure groups.

This practice occurred in those schools where enthusiasm for new
educational ideas appeared to be greater among parent and community
groups than it wés among the staff of the school. Although the initiative

O  for action by pfessure groups uéually»lay outside of the teaching staff,
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there were two instances in which teachers, finding that they could
gain no effective voice within the school acted as the main spurs to
action for the relevant éomhunity‘sérvice groués,2 membership of which
they enjoyed as private>c1tizens. As before, this relative advantage
appeared to be more prevalent in the excluded Open group schools.

The third specific relafive advantage, which is more difficult»to
relate to a particular set of schools, concerned the innovating of Open
Education programs for the purpose of generating change in the host
community; Typically,léhere would be little opportunity of local
employment for schoul leavers. Furthermcre, the social activities of
the adult community ﬁould focus more around an active community nearby
than around the immediate vicinity. In the school in which plans had been

best articulated, if not fully implemented, the principal and teachers

]‘recognised that one way to establish an active local community under
these circumstances wouLd be to have the high school operate as a
community centre. The easiest way to achieve this would be to open the
doors of the school for both children and adults, day and evening. The
limited programs offered to adults during the present investigation
éreated considerable local interest, and the more informal organisation
necessary to make the school attractive to adults was being 1ncorpdrated

into the regular curriculum.

2The pathway of influence in each case was found, on closer investiga-
tion, to be quite subtle. For example, both service organisations
made reasonably regular donations of equipment which the schools could
not otherwise afford. Furthermore, the chairmen were also members of
the advisory councils of the schools concerned.
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The one included Open group rural school acted on this king o;
relative advantage. The township in which it operated was smaller and
more stable than a nearby provincial town. There was no particular
problem of close, local competition although several staff members
lived nearer one of the active high schools in the provincial town than

to the high school in which they taught. Both the principal and his

deputy felt stronglf'that the township lacked initiative in many spheres.

Anything of interest appeared to be happehing 30 or 40 miles away, and

local people travelled to be spectators and visitors much more frequently
than they hosted their own activities.

Furthermore, this‘was a typical case of a district being unable to
support most of the school leavers in local employment. The consequent

movement of young people to the big cities produced an unfortunate after-

" math which motivated the district to close ranks even further. Because

it was a relatively closed community, feedback and gossip networks trans-
mitted stories of former students of the high school who had moved out,
failed elsevhere and then returned to thsir families as unpaid help or

as layabouts. Conscious of this problem, the principal and a few

interested teachers gave as much of their time as possible in aiding

the social adjustment of students to the wider community, hoping that

exit students would be able to cope more effectively in the world of
work. 3
Even the iocal taxi operator, in the course of transporting the

small research team between the school and the hotel, offered his free

3These activities were carried out in collaboration with Education
Department psychologists.
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opinion in support of the Open Education programs on the gfounds that
the district was backward, in need of a new image and in need of "...
a good push into the second half of the 20th century".

; ' The fourth specific relative advantage arising from low crisis
stimulus related to principals and teachers perceiving too comfortable
an environment within their own school. Indeed, thé-§iéﬁ‘§as expressed
by several teachers that innovating Open Education programs\siﬁply for
the sake of innovating was a good and sufficient reason. One principal,
concerned over his appointment to a school that was free of serious
operational problems, but which he considered parochial and slow-
moving, introduced Open Education programs simply because they Qéuld
be an 1nnovat;on and might help to overcome prevailing boredom aﬁd ‘
lethargy. In this case, the fact of Open Education programs was second-
ary to the fact of innovativeness; because Open Eduéation resulted in

' an injection of enthusiasm, its introduction was self-justifying
regardless of whether any particular educational consequences resulted
in terms of student éerformance.

7

1.3 Specific relative advantages arising from high-crisis stimuld

The first relative advantage arising from high-crisis stimulus
concerned breakdown in organisatiohal structure. In such cases; the
relative advantage could be described in terms of an attempt to counter -
a breakdown in organisational structure and role performence. Tw6
kinds of breakdown were apparent, the first resulting from initial
crisis, .This.initial_gyisis occurred in one of the 1nc1u4ed Open group
schools that could not function normally because of lack of accommodation

O  and a shortage of teachers. Open Education could be manufactured from
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the 'grass roots' in order to allow sufficiently flexible grouping of
students and staff so that the school could function where it might
otherwise have been forced to close.

In this school, the absence of classrooms of normal size and the
fact that only one teacher was qualified in mathematics and science
was countered by abandonment of formal classes and adoption of 'topic
studies' 1in which scarce teaching resources could be used on a con-

sulting basis, with teachers moving from group to group or from child

to child as the need arose: Becausé the main building in which the

school was housed comprised one large open area, any attempt to con-
duct traditional classes would have been likely to generate serious
teaching and behavior problems, not to speak of the difficulties which
individual teachers might experience in hﬁving to maintain relative |
silenc; and control. In this school, said the principal, collabor;tion
between students was not only allowable, it was essential.

The second kind of breakdown arose from crises of degeneration.
Four schools so affected (two included and tﬁo excluded Open group
schools) had suffered severe morale problems among staff and students.
Buildingai#e?e 1ﬁ di;repair and the staffs had been deeply divided into
factions; resignations had been freqﬁént and had occurred in batches;
student vandalism, general diééént among large groups of students and = -
prem#tute withdrawal from school had been common. Although faction
fighting appeared to bear some relation to long-standing defensive .
manduvreé ﬁy an old guard against any potentially powerful alternative

group, the two most obvious cases observed in this study (the included

Open group schools) arose from disagreement about the remedial measures
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considered necesasary tb‘stem the deterioration in the school, In each
case, qértain teachers had engaged in a self-defeating tactic of
implementing ever more stringent rules while others had abandoned rules
in an attempt to ’reéch' their students.” A third group had tended to
vary behavior according to mood."

Of the two most obvious instances which typified breakdown by
crisis of degeneration, one had established Open groups because of a
show of strength on the part of . new principal, while in the other
case, a grdup of young and recently appointed teachers staged something
of a coup. This latter instance was interesting in that the success of
the strategy involved turning to advantage a state of affairs which the
‘old guard!saw as a disadvantage for the.younger and newer teachers. Ih
this school it was usual for the more senior and establish;d teacﬁers to
associate their own status with heavy ;eachipg loads amongst the senior
studentswof the échoolvand to associate low status gith the teaching of
junior classes, ;Not surprisingly, such a state of ;}Egirs ﬁlayed
directly into the hands of younger teachers whose referehée point for
status acquisition appeared to residelin innovative behavior that could
not have been mounted in the senior part of the school because of the
risks involved for students preparing for external, competi;ive examina~
tions. In fact the younger teachers showed guarded enthusiasm wheﬁ they ...

were continually 'beaten' into accepting heavy work loads amongst :junior

“Both schools had been visited regularly by the author on behalf of the
Psychology and Guidance Branch of the Education Department for some
years prior to the commencement of the present study. The factions were
observed over that period.

4
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students. With the old guard of the school primarily occupied in the
task of ploughing through externally articulated syllabuses of Higher
Certificate subjects the younger teachers had cordoned off a section
of the school, with the connivance of the principal, in ordér to
conduct their expériment.

A former principal of this school, commenting on the success.of
the coup, could only complain that nothing of this order had occurred
during his term of office, and confessed that, prior to his new appoint-
ment, he had " considered asking the Education Department for an enquiry
to be conducted into the:staffing of the school. |

Thé second relative advantage arising from high crisis stimulus
related to a migrant problem. In two areas where there were substantial
migrant populations the schools found that both language and cultural
barriers rendered traditional methods of teaching and modes of control
largely gnworkable. In particular the need to educate ncn-Bnglish 4
speaking migrants loomed as a relative advantage in implementing Open
Education programs in schoqls,where there was a shortage of teachers
qualified to cope with the task of teaching English as a second languége.
In one such school, classified in the present study a; an included Open
group school, the task was made more difficult by the fact that many of
--the non-English gpeaking students weré illiterate in the;r first
language anyway. Open Education programs were adopted as a way of
traversing language and cultural barriers because of the emphasis that
could be placed on social interaction, group projects and the 1nvolve-u

ment of multi-lingual teachers.
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The third relative advantage arising from high-crisis stimulus
concerned the need for the school to cope with economic poverty and its
consequences, Although not widely emphasised, this factor was mentioned
as an advantége in two of the ten schools claiming to have Open groups,
one falling in the included category And the other in the excluded
category. In these schools, students who were often absent through
illness, the need to earn an income or the need to care for younger
siblings while parents were at work, were able to attend school at
irregular hours, perhaps accompanied by a younger brother or sister,
without causing inconvenience to the school or embarrassment to them—l
selves. Provided thé schools operated as open communitieéAintegrated
ﬁith, rather than separated from the community at large, students could -
be incorporated realistically into the organisation on terms which took
account of their general life styles., Official recrimination for
breaches against the compulsory attendance laws was replaced by staff
encouragement to attend when possible. |

A number of 1ssues emerge from the analysis thus far. In the
first place, the dimension of crisis can play an important, part in the
relative advantages that motivate the adoption and diffusion of an
innovation. Schools can be distinguished in terms of the motivations
wvhich underpin their adoption of an innovation such as Open Education
and, consequently, they might be distinguisha?le in terms of the
effectiveness with which they manage new idea;, new structures and new
procedureé. The relationship between crisis and r;te of>adoption has
already been mentidned. However, a point of special interest in the

present study is that crisis emerges as a factor in continuance of the

A
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innovation as well as in its initial implementation, in the sense that
the groups emanating from more severe crisis appeared to be more intent
on continuinp. A third point is that the included Open group schools
appeared to be characterised by one or more urisis advantages instead of
non-crisis advantages such as 'jumping_on the bsndwaggon' or 'keeping
up with the Jones'', which one principal considered at least three of
the five excluded Open group schools to be engaged in,

The logic in these points may reside in the notion of expectations.
The teachers in the excluded Open group schogls clearly wanted the
innovstion to Hork but perhaps unconsciously or unwittingly endeavored
to make it do so without any proposed parallel changes in the:basic
structure of thefr roles and their social relationships with the students.
In the three schools accused of 'bandwaggoning' there was a defensive
reaccion from teachers who felt insecure about the chﬁnges and the
congequences which a major innovation might have on their positions
in the school. Whether the reactions were unconscious or unwitting
is difficult to say, but the effect was one of protecting;existing
roles and structures at the experise of the innovation which, 1if

necessary, would be distorted or scrapped. In the case of the included

( Open group schoéls taken together, there could be seen more severe

crigses. If a principalnor teacher was faced with the prospect»off
arriving at school to take classes whicn could not meet because there
were insufficient normal facilities in which they could meet, 1f the
children could not understand him because of a langusge barrier, or if
the children were simply not present at school, he uould find that his

normal expectations about teaching were untenable and would tend to alter
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his perspectives accordingly. Once used to the idea of innovating,
tackling educational problems in a way that he may not have thought of
before; altering relationships among colleagues and students, this
individual was apt to give close attention to reading about, discussing-
and planning new roles.’

As witness to this difference between the included Open group .
schools and other schools, the use of professional librarieq within
schools can pe‘cited. The principal of one of the included Open group
_schools, haviﬁg‘spent a considerable sum of money on professional books,
found that th; pressure of borrowing was sufficient for him to make an
arrangement with‘a local public library to have municipal library funds
cﬁannelled into assisting with the demand for books and journals which
the school could not afford. In addition, teachers in this school kept
private professional libraries and organised a private loan system.

In one of the excludéd Open group schools (and it should be
remembered that these schools were claiming to be interested in new and
different ideas) the difference was obvious, The principal of this
school spent several hundred dollars in establishing a professional
library from which one book was borrowed in the first four weeks of

operation; and even then the problem of lack of use was only overcome

because of the considerable soul-searching that resulted from a staff - - ..

conference conducted by the staff education committee. Notwithstanding

the soul-searching, the principal of that school, after ten months of

STeachers in the crisis-bound schools showed evidence of reading more
professional books, and of meeting more regularly in formal and
informal meetings with staff colleagues than did teachera in
relatively crisis-free schools.
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the school year had elapsed, could have returned much of his prized
professional library unmarked to the bookseller.

In summary of this point, it can be suggested that prospects
for continuance of an innovation such as Open Education may be
related to crisis to the extent that crisis forces bettér planning
and motivates the abandonment of roles and organisation structures that
are inappropriate or even damaging to the 1nnovation..

Y

2. Compatibility

Compatibility is "... the degree to which an fannovation is consistent
with existing values and past experiences of the adopters" (Roéere,
1962:126). Generally speaking, an innovation that is compatible should
evoke fewer feelings of insecurity in potential adopters and will
therefore be adopted more rapidly. O0f course, insecurity is not eaaen;.
tial to the notion of compatibility; many obvious instances can be
imagined where the potential adopter simply does not care about the
innovation or eise agssociates it with a group to which he does not see
himself as belonging.

The following analysie'detaile three areas in which compatibility
can be examined; teacher attitudes, student attitudes, and structural
factors. v

2.1 Teacher attitudes and experiences

The attitudes expressed by teachers in the present study fall into
three categories. One group of teachers felt that the premises ;f Open
Education as described ir Chapter 5 above had been incorporated into
their existing values quite readily. A second group expressed basically

O negative attitudes to Open Education. This group comprised many vho

g
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had tried and failed, sometimes without any penetrating understanding
of why they or the innovative programs had failed. A third group com-
prised teachers whose knowledge and experience with recent Open
Education programs were limited to hearsay. Individuals in this group
defined and discussed 6pen Bducation in terms of their own ‘current
feelinnggqu;sii;usionment, satisfaction or diseatisfactién. Those
teachers who were satisfied with their jobs tended to distort the
practices of which they had heard to fit in with their negative views
aboht any apparent need to change the system. Teachers who were more
disillusioned than satisfied te;&e& to glamorise the major tenets of
Open Educetion and to hold expectations for the success of such
environments beyond the realism expressed by those already workinglin
them.
The attitudes of teachers who felt that Open Education could be
incorporated into their existing values can be summarised thus:
(a) Open Education represents a humane approach to students.
("On rational grounds you gggg that you are doing the
right thing for them as human beings ...").
(b) Open Education engenders warm and friendly relationships
rather than constrained relationships. ("... there is
wuch more room for the teacher to make use of his own
personality characterietice; you can just be yourself ...").
(c) Co-operation between staff and students 18 far more
productive than force. ("... you work with them instead

of always fighting agairst them to get something done.")
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(d) Open Education makes it possible to obtain a realistic
diasgnosis of a student's problems and needs. (''You learn
a lot more about students than whethey or not they can sit
quietly in class. And if you know the 'whole' person you -
can diagnose his problems more easily, I always felt
that children became ashamed 1f you tried to find out
what they didn't know; now I feel as though they welcome
mywinttusion.")

Foremost among the attitudes of teachers who saw Open Education as
incompatible with their values and experience were:

{a) Open Education promotes insecurity. (""You never know where
you stand. Everything lacks regularity so you begin‘:o
doubt yourself ... you find the uncertainty a real?s%;ain:“)

(b) Open Education is a disguise for permissiveness. {("...

" Critical colleagues ... think.yod:are.hhefet—minding the
permissive soclety. They treat you as though you are
causing a decline in public morality.") |

(c) Open Education is a haven for weak teachers. ("... they
accuse you of having nolconttol or discipline. Some of
the teachers not involved in open classes think we are
weak teachers because the students move about and generate
a certain amount of high-spirited noise.")

(d) Open Education leads to a loss of protective social distance.
("Frankly, I pulled out of the scheme because the students
get too close. They simply lose their respect for you if

you don't keep a reasonable distance from them.")
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2.2 Student attitudes and experiences

The Qénufactured product of an industrial organisaffon cannot com-
plain and holds no attitudes. The school student, to the extent that
he is the product of his school, is a very different propositionl
Individually, he can destroy an innovation by not learning any better
thah he did before. Collectively, he can destroy it even more effec-
tively by holding negative attitudes to it and by behaving in such a
way that it cannot be utilisgd without undue difficulty. In respect of
Open Education it seems that the compatibility of a student's attitudes
depends on how much training and preparation is provided for him before-
hand. (This vied 1s consistent with the findings in Chapter 8.)

An important point, often overlooked by educationists, 1is that a
student has perceptions of his role as a student no less than managing
directors and politicians have perceptions of their roles. Although
students were found to be resiiient and quite flexible about their role
expectations as studgnts if trained for a change, they were no less
rigid than many of tﬁgir uninvolved, conservative mentors if not trained.
The attitudes held about collaborating with fellow students on matters
of school work, voluntary restraint on noise in excess of that required
for small group communication, and preparedness to organise and take
responsibility for much of their own programs all seemed to depend on
how well informed they were about what the school was trying to achieve
for them. With exceptions, the most general attitude amongst students
who had been deliberately prepared can be summarised in the statement of

. one student whose express aim in life was to become a teacher: "All the

" *3good feelings of the staff run off onto the students. Sometimes it
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mightn't look like it but we know what we are doing." Where preparation
of students was ignored, the negative attitudes of students were summed
up in the comments of three dissatisfied students: "... we just muck
around ...", "... nobody knows what they're supposed to be doing so the
teacher just yells at us ...", and ".,. I just pretend to be busy."
Parents of this latter group, anxious after gleaning such responses from
their children whenever they sought information about progress at school,
reflected these negative attitudés:

"They do no work at all."

"They just talk and fool around."

"There should be more authority ... my boy does as

he pleases."

"What can you expect from the children when the

teachers don't know what's going on?"
Students who still carried traditional roles and expectations in their
minds, tended to see Open Education as a ‘bad' or ;weak' version of
Traditional Educatiqni
Again a distinction could be drawn between the expectations held by

students from the included Qpen groups and those from at least three of
the excluded Open groups. While this distinction was not always sharp,
the tendency was for teachers in the included Open groups, having been

through the somewhat tortured processes of role revision themselves at

-a personal level and in concert with their teaching colleagues, to

comprehend that the students and parents needed also to pass through a
similar 1f not quite so profound a'process} Two principals articulated

this view in almost identical terms.
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From this analysis it becomes clear that questions of compatibility
ought not to be answered from a static state model in which incongruencies
between the values or past experiences of adopters and the values and
béﬁavior demanded by the innovation are assessed, but rather, should be
answered from a dynamic model which considers how much incongruencies
are maximised or minimised through re-training programs,

2.3 Structural factors

At the organisational level, two aspects of compatibility arose:

(a) Successful innovation may be contingent on the degree of change
required in curriculum content and method. For example, difficulties
occurred in six of the schools claiming to have Open programs because of
the inability of some teachers to overcome the 'one right textbook'
approach to both content and method. In the first place, the wide variety
of resource material required for Open Education could not be acquired as
quickly as other organisational ghanges could be implemented. A data
gap was created. Secondly, many teachers who had previously derived
structure and content from an approved syllabus now turned, in the
absence of that crutch, to textbooks that would simply replace the old
syllabus. In this sense, incompatibility led to a dysfunctional con-~
sequence in the innovation; a few teachers who were freed from the
old syllabuses so that they could tailor-make developmental programs,
simply found an alternative externmally structur ‘4ram that removed
the need of and the problems in developing programs based on their own
professional expertise.

Two kinds of groups manifested this problem, the first being the

excluded Open groups generally, and the second being those innovative
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envirénmente into which a second generation of teachers had arrived
(i.e., non-initiators who opted to join an innovative program after it
had been established by somebody e18e). l

However, to the extent that such.incompatibility can be related to
role insecurity and lack of new role pteﬁaration, there was a more
subtle organisational factor operating as well, In Victorian secondary
schools there has existed a long tradition of school/teacher inspection
by Boards of Inspectors. These inspections served threémmgin purposes!
assesgsment of schools for the purpose of determining which among tﬁem
should be approved to conduct their own internal examinations in lieu
of presenting their students for certain public‘examinations; assess~
ment of teachers for promotion purposes (and hence, for salary and
status); and.transmission of new and/or good ideas from school to
school or.from teacher to teacher. Clearly, if the inspectors retained
either or both of the first and second purposes, incompatibility of the
organisation with Open Education was guaranteed. After 1968 the power
base of the inspection system in high schools underwent several changes
which ought to have assisted in overcoming this area of incompatibility,
Even so, one teacher who was supposedly co-ordinating the activities of
an Open Education group, when told by his principal that a traditional
syllabus would défeat the purpose of the exercise, produced one anyway.
("It's all very well for you, but the inspectors might ask for one.
Where would I be then?")

(b) Successful innovation of Open groups must depend to some extent
on willipgness and capacity of teachers to change the systems of rules,

rewards and punishments, and the habits which develop around those
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systems. Presumably, 1f logic were to prevail, a rule system and the
kind of authority used to police it would be closely dependent upon the
form and style of organjsation,

Nifh the exception of the included Open group schools, several
indications were given that the traditional systems of rules and
authority tended to function more as ends in themsélves than as means
to ends. While conflicts over this probiem were relatively few in
either set of Traditional group schools they occurred with some
regularity in the excluded Open group schools. In the former two, the
traditional rule; were being used in a system in which they had developed
anyway; the fact that rules were used often as ends rather than as
means appeared to have little dysfunctional effect on the schools'
operations.® In the latter, there was general acknowledgment and aware-
ness that traditional rules which had derived from a more traditional
organisation of education might be inappropriate and even counter-
productive in Open groups. These schools however, as already suggested,
tended to be those whose entry into innovation had been prefaced by
.relatively little in-service training, relatively little pre-entry
training for students and relatively little attention to the demands of

parents as to what was happening to the school and why.

6Examples of rules being used as ends rather than as means to ends
were remarked upon by the researcher to two principals, the first of
whom indicated some interest with the observation that he had not
thought of it that way.before, and the second of whom observed, with
a wry chuckle, that most people gain enjoyment from making and break-
rules,
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Hence, the conflict could be recognised in these schools, but the
fact that fundamental attitudinal changes had not taken place among
staff, students or parents, meant that too little_willingness, knowledge
and experience was applied to handling that conflict. Several teachers
who went so far as to state that they were able to conceptualise and
comprehend the need for an alternative rule systeﬁ to match an alternative
educational structure, still found themselves reverting to traditional
rules almost reflexively. Others expressed the view that old rules should
be preserved just because they were 'good' rules. In short, it appeared
insufficient to formulate new rules without the concomitant training
experiences necessary to balance out old values and to provide a basis
for compatibility with the innovation. One teacher observed: "I have
said to myself many times that these children will not get me 'rattled'.
On logic and sheer willpower I maintain a 'front' for a time but 1f.I
sense that they are being provocative I slip back into old habits. An
hour later I could kick myself'!"

3. Divisibility

Divisibility 1s "... the degree to which an innovation may be tried
on a limited basis" (Rogers, 1962:131). Divisibility is preferred here
to the term later used by Rogers & Shoemaker (1971:1553 'trialability’,
primarily because actual attempts at innovation ars being studied and
not merely the trialling of innovation as a psychological exercise.

Three aspects of divisibility were noteworthy in respect of Open

Education:



278

3.1 The extent to which particular ideas in the 1nnovatibn could be
uged separately from the whole cluster of ideas

For many Victorian high schools, the movement towards Open Education
programs was achieved through the staging posts of genefal studies
programs, integrated courses, topic studies and twork modules. While
some of these 8chools had no immediate intention of adopting more
extreme positions educationally thﬁn c;LId be incorporated into such
limited aﬁplicationa,kall of the schools claiming to be Open, that were
eventually included in the study, had already moved into more extreme
positions. In general, the schemes which appeared more likeli‘io |
continue (accdfding to staff opinion) and to provide participant satis-
faction tended to be those that were more all-embracing schemes. Con-
versely, the schemes that were less successful tended to_be those which
attempted to innovate by a 'tacking on' procedure.

Taking general studies by way of example it was found that teacbers
tended to see themselves as having to sacrifice a single-discipline |
approach in favor of an integrated approach in which no formal subject
boundaries were recognised. However, most of those teachers either
etill maintained duties as traditional teachers or had retainéd other
elements of their former traditional roles (e.g., mediating between the
student and his learning experiences, working in professional isolation
from other teachers, and working within a conventional timetable). To
the extent that a shift in role had occurred it was a shift from subjegt
expert to master of none. Students in two schools reported dissatisfac-

tion with general studies teachers because those teachers pretended

knowledge in areas where they clearly had very little expertise at all.
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As one student observed! "Everything we do is so shallow. Every so
often I would like to learn something really deep, something really
worth knowing."

In the schools where there was exteneivg involvement in Open
Education, the fact that teachers collaborated with each other both
in and out of periods of student contact meant that the strengths of a
given teacher were more likely to be éxploited than were the weakneeseq
because, as one teacher noted, "... you can cover for your colleagues'
weak spots and they can cover for yours".

Amongst the innovators of single ideas there was also confusion
about p;ior;ties, both academically and in terms of general behavior
of students. This lack of understanding also pervaded higher echelons
of the stsff, especially timetable planners. One session was observed
in which the general studies teacher had three exchanges in one hour
with her students over matters directly related to learning. In the
same period, she had 18 exchanges with individuals and groups of students
whom she ha& instructed to work together but whom she had also instructed
to work without noise. The contradictory instructions revolved around
the location of her class in a room full of old-fashioned desks,
situated immediately opposite a senior physics class from which a com-
plaining teagher eenf'frequent messages of concern:about the most
trivial noise.

3.2 The extent to which the innovation could be utilised by particular
gsections of the organisation

The typical Victorian high school can be readily classified on a
sectional basis according to age/grade groupings (e.g., Forms I to VI)

)
E[{I(j and departmental structure (e.g., Humanities department, Science/

IToxt Provided by ERI
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ﬁathematics department and Manual Arts department). If an innovation
is introduced into this typical high school on some kind of sectional
basis it is most 11ke1§ that Forms or &epartmenéh will be used as the
basis of the arrangement,

If the interviews with principals and teachers in the present study
can be taken as indicators, the Open groups that appeared most likely
to succeed and to continue in existence were those that occurred in
schools where Open Education programs encompassed all staff and
students. Four of the five included Open groups qualified in this
respect, the exception being the one located in a country area. None
of the excluded Open group schools incorporated the whole school in
Open programs,

Characteristic of the four schools mentioned was the fact that the
entire managemght”éffbfé and professional expertise of the staff could
be directed to;ards developing a successful innovation, the:main
difficulties arising from those teachers who felt dubioua or recalcitrant.
Rules, regulations, teaching practices and timetable organisation could
all be focused in the direction of common ends. From this latter point
of view, similarities could be noted between these schools and the
included Traditional group schools which, in such matters as syllabus
organigation, classroom organisation and control strategies, lay at tﬁéﬁ
other end of the educational spectrum.

The same set of interviews indicated that the Open groups less
likely to succeed and continue were those which operated side by side
with Traditional groups,‘especially when the latter were in the majority.

The one included Open group school located in the country, along with



Pl
el g’:ﬁzal
‘( ﬁ}

endie
two of the excluded Open group schools, claimed that the existence of

Open and Traditionsl groups in the one institution was a direct result
of pressure from senior staff, senior students and parents to allow
thqse students to complete their secondary schooling»within the expecta-
~tions and ffamework of the external examinations system. That 13{_the\ :
part of these schools that was reserved for Ttaditional groups aéh E
classes wgé the senior part whose reference point was an externally
designated syllabus.and én external exémination system. Hence, the
7;Ihdlviadéié'Qifh“highedt status in these schools tended not to be
“associated with Open groups. |

A second reaéon for both Opeﬁ and Traditional groups existing side 3
by side was given by tﬁé principals of the remaining three exclu&edk |
Open group schools; namely, that the innovation was something of an '
experiment, the results of which would be watched carefhlly before any
extended use was introduced.

The two Open group schools where least Success was claimed by
either staff or students, were those in which just a small group'of
junior students had begn involved in Open programs. 'In both cases,
apparently sincere efforts were made by the principalé and staffs to
operate the Open group;’wifh a substantial degree of independence from
the major part of the school. However, the rules, codes of behavior
and teaching practices of the Traditional groups remained dominant, and
as a teacher in oné of these Open groups observed, "... whenever there
is a compromise necegsary it is (the Open groups) that are forced to

give ground".
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Another area of conflict, more prevalent in the two least success-
ful groups, concerned student attitudes towards Open Education, Small
groups of studeﬁts interviewed in the two schools, regardless of the
section of the achool in which they were housed, saw Open groups as
"a soft cop", "a bludge" and "a waste of time'", mainly because their
orientations still centred around the values enshrined in Traditional
Education. These student attitudes were particularly prevalent where

the sectional basis on which the alternative program had developed was
departmental., A status hierarchy of departments existed in which the
Mathematics/Science departments would be accorded highest status in the
eyes of both teachers and students. Yet, such departments tended to be
least involved with the Open groups; and students often associated thiq
lack of 1nvolvement;with the innovation having low status. This status
hierarchy slso appeared to affect or be affected by the different
assessment procedures adopted. In Science and Mathematics, for
instance, assessments have commonly been used in determining which
students would be able to pursue senior school courses that would leave
the way opef for entry into high status university courses such as
medicine and dentistry. On the other hand, assessments injArt subjects
have tended to have little status for any kind of selection purpose,
whether for entry into tertiary courses or into artistic occupations,
employers in the latter group tendihg to base their selection groceduree
on practical examples of skilled work and on probationary jobs.

3.3 The amount of time devoted to the imnovation

The problem mentioned in the previous section appeared to be
aggravated in two schools not included in tﬁe main part of the present

study, but visited during validation of the test instruments. Here,
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divisibility was not only a matter of sectional 1nVo1vem§nt but of
limited time allocation as well, The problems of timetabling were
viewed as a major barrier to change of any kind. "A proportion of the = "
school would bg involved in Open Education for part of the school day N
on two or three days of the week. Almost without exception Shese
schools experienced behavioral problems while sessions were 1in prqgr?ss

S and, in each case, abandonment of the scheme was at hand.( There was
little doubt that, in the regular changeover from Open to Traditional
orgéniéatibh; ;tudeﬁts and staff alike worked on the expectatioh Ehét
Traditional organisation should prevail whenever the business of
education was to be taken seriously. As the Form Captain in one of
these groups noted, 'Those sessions are good fun but they're not 'fair
dinkun'", : A

i3

Again, sectional representation on a departmental basis produced
the greatest difficulties, In}a typical instance, the Mathematic and
Science éubjects were deliberately withheld from the new program
because "... Maths and Science are jhst too important to be mucked

about ...", as one deputy principal explained. Presumably subjeélsvsuc

o
A

as English, History, Geography and Social Studies could be 'mucked
about' without any serious disruption to a child's education. This
separation could be supported by the rational(ised) argument that
Science subjects required laboratory facilities while English, Histor&,
Geography and Social Studies, or whatever integrated studies could be
derived from them, required only general purpose areas. When questioned
about the use of the timetable»as a weapon in restricting Open groups to

o particular times of day and particular combinations of sﬁbjects, one
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timetable planner summed up the limited perceptions of many of his
fellows in other schoolsi

“"Anyone who thinks that a school can be run without periods
being put aside for Mathematics and Science subjects is

either a fool or has never had to spend half of his

vacation and half of the first term slaving over & time-

tabie." ' i

L
In Chapter 3, reference was made to the possibility that certain
s
innovations may fail to diffuse, either in the trial stage or in the

long term, if they are treated as divisible, while other innovatjions mayf'

be threatened if they are not treated as divisible. On‘balance; it can

be suggested that Open Education (in its various forms and degrees), if
it 18 to survive beyond a trial stage of four or five years, should be
treated as indivisible rafher tﬁan divisible. When Open groups are
housed in the same organisational and management structures as are
Traditional groups, participants are likely to revert to the rules,
procedures and practices of the latter. |

The possibility of one important confounding variable should also
be raised in respect of this issue. This is the possibility of a
changing.environment vhich might render an innovation more or less
divisible than it would be otherwise; in particular an environmental
cﬂange based on a 'black paper' backlash in which disillusionment or
. reactionary ground-swell concerning new ideologies forces reversion to
old rules, procedures and practices,

4, Communicability

Communicability is "... the degree to which an innovation may be
diffused to others" (Rogers 1962:132). Three components of communic-

ability were mentioned in Chapter 3 above; visibility, time lag before
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effect and language.
4.1 Visibility

In the present study the matter of visibility has proved somewhat
vexing. On one hand, Open Education was mado highly visible firstly by
the kinds of activities which led to the estublishment of the C.A.B.
and to the occurence of the Burwood Seminar. JSecoﬁdly; Several schools
(among them, all five of the included Open group schools) devised

statements of what they were trying to achieve and the educational ~

‘phiioéobhiés that 1ay‘behind their endeavofs. Furfhetmore, by 1971

these same schools had accepted the responsibility of providing for
whatever number of observers (includingkteachers, principals, inspectors
and parents) showed sufficient keenneés to find out what was happening.
On the other hand, high visibility appeared to be restricted to
one level of organisational functioning; namely, that concerned with
behaQior control, Teachers in Open groups treported that vigiting
teachers from Traditional schools, having spent.only a few hours or a
day observing an Open group, were able to grasp little of the impoftant
educational processes that were taking placef Indeed, one of the .
included Open group schools considered setting a minimum time of one Wegiz?éif
for oﬁservation visits. Teachers who claimed that many important
aspects of their Open Education programs were very difficult to render
visible stressed firstly, that the personal relationships dquloped with
and between students were subtly but significantly different from the A | “
relationships that pervaded Traditional schools, and séééﬁdiy:‘th;;‘;:;q‘q

observed short term behavior could be sensibly judged only if seen

in the context of a developmentdl process.
i

z
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On the second of these points, particular reference was made to
self-Conttol and self-diecipline in students. Whereas an observer on
a one day visit might be struck by an apparent lack of ‘control and
discipline on the part of students, involved teachers.could point out
that, three weeks previously, circumstances had been far more difficult
than at present, and that three weeks hence, matters would be vastly |

altered again 1f the present rate of improvement continued. An analogy

was sometimes drawn between this situation and that of an individual who

sees a snapshot of an event the nature of which could only be properly
understood with the help of movie film.

In short, the communicability of Open Education as an innovation is
confounded to the extent that, while certain aspects are highly visible
certain others are claimed to be far more subtle and less visible. A
small sample of teacheré from the Traditional schools, having observed
Open groups at least once in the preceding 12 months were almost
unanimous in stating that teachers in Open groups, while undoubtedly
sincere in what they were attempting, were simply not generating ﬁany
of the processes as claimed. Perhaps it was not surprising that these
traditional teachers classified the more visible aspects, such as freedom
of movement for students and lack of conventional timetabling arrange-
wents, as disrupture elements because, as their Open Education counter-
parts claimed, they had not accounted for the less visible processes.

These problems of communicability were said (by the teachers them~
selves) not to arise between teachers in the included Open group schools

who visited each other. No cases were found, during the present study,

~of teachers from the excluded Open group schools visiting other Open
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group schools.,

4.2 Time lag before effect

The results presented in Chapter 8 provide support for the view
that Open groups are unlikely to produce many of their most cherished
effects in a short time span; that is, Open Education may generate
certain 'sleeper' effects. For example, while student attitudes
towardg schools might alter noticeably in conjuhction with changes in
the nature of the organisation, improved academic performance and
varied personalit& strﬁcture nay no£ dokso. Indeed,‘if 15 ﬁossible
that these latter effects may not be achieved to any significant degree
until quite late in the student's secondary school 1ife. Certain
acadenic skills; tbought patterns and pers;nality structures that have

- been builf ﬁplthrough a virtually infinite range of experiences spread
over a 12-year period prior to antry into the Open group at secondary
school level apparently do not change radically in the space of ten
months, Yet it was not uncommon during the pres?nt study, for teachers
from either Open or Traditional groups to expre;s doubts when rapid
changes did not occur.

Open Education appears to be a classic case in which many of the
'good' effects are somewhat removed in time, while undesirable and
peripheral effects may be visible almost immediately. (See Chapter 8)
4.3 Language

Comnunicability may be affected by the extent to which the innova-
tion, its purposes and results can be couched in layman;s language. Ih
this sense, a U-shaped curve of communicability could be expected. If

@  the innovation requires just a few concepts and words that are in everyday
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use to describe it, communicability should be high, Similarly, 1if a few
new concepts and words have to be generated, communicability should be
high because potential adopters must deliberately learn meanings for the
new jargon. Errors in meaning and translation seem more likely to occur
when the innovation and its results are described in words that have both
technical and lay meanings and which tend to be fairly abstract. .Anybody
can claim to understand the innovation because he can understand the
wotds; however, a common understanding may not be achieved because each
'expert' imputes his own meanings.

Open Education appears to fall into this third category; each
peréon knows what‘a school is8; each has his own idea on how it should
be organised; each knows that his own attitudes about what’ the school
should do for students are the right attitudes. Traditional teachers,
after listening to teachers from Open groups, would offen claim that
they had been doing for 15 years the things that had jusf been described
to them, with'the possible exception of a few seemingly trivial details
such as getting rid of the conventional syllabuses, timetables and
examinations.

These migconceptions could not be easily corrected. Four teachers
from Traditional groups complained that teachers in Open groups were
vague 1n explaining what was being achieved, and that little quantifiable
data were available to back up claims such as: "The students seem

"... they read more books'". and "... the students are more

happier",
worldly". As one of the Open group teachers noted, the main problem
for outsiders may be that of knowing what to look for. When innovators

failed to provide criteria, perhaps outsiders could not be blamed for
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taking recourse to their own, often insppropriate criteria.’

5. Complexity
Complexity is

"..s the degree to which an innovation is relatively

difficult to understand and use" (Rogeré, 1962:130) .

Three aspects of complexity were raised in Chapter 3, Section 4
above; the requirement for adopters to develop mnew pental éets, the
requirement for extensive re~training in specific skills pertinent to
the 1nnqvation and the requirement for a numbqr‘of goneequential s
innovations. The first two.of these aspects have already been con-
sidered in some detail (see Chapter 9). Attention in this section is
focused on the third aspect.

An innovator about to embark on a program, especially a program thaté',
involves & low hardware component, 1s likely to experience difficulty in
estahlishing the boundaries that distinguish between what is part of his
innovation (and therefore to be w?rked upon) and what is external (and
therefore irrelevant or outside of his conﬁrol). Throughout both the
included and excluded Open groups in the present etudy this aspect of
complexity genefated difficulties. Witness theée comments from
teachers:

"This is not simply an exercise in educational innovation like

S.R.A. It's a different kind of preparation for life."

"I must say that since I have been working in the Open Educa-

tion program I've become conscious that the whole community

should be involved, It isn't just a question of new

o 7See Appendix 1 for discussion of the problems of evaluation and
IERJf: selection of criteria.
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techniques or teaching methods; rather a question of
héving the school telaée to the family, the business
world and recreation groups."

"The timetable always served as a boundary. When we
dispensed with conventional timetables we became 1life
teachers, not just schdol teachers. I can't gee any end
to it."

In short, the lack of boundary definition was characteristic of
the innovation itself. A few examples of consequential innovations that
were considered neceasary adjuncts to Open Education programs can be
cited. In the four examples gfven below, two general types of con-
sequential innovation are represented. In the first place, there are
adjunctive innovations that concerr. the legal framework within which the
system of public education 18 conducted; secondly, there are those con-
sequential innovations concerned with staff personnel skills, sometimes
falling within the ambit of re-training programs for present staff, but
occasionally requiring the employment of new and different kinds of
personnel within the school environment.

The first example concerned an attempt to render the employment
contract more flexible so that Open Education teachers would be able to
work away from the physical boundaries of the school and outside of the
usual times during which a Traditional school is usually open. One
teacher in an Open group found it essential to approach both the
Victorian Education Deparpggpt by which he was employed and a city
council to arrange his joint appointment as a teacher and recreation

officer so that he might have access to conventional school facilities
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and general community facilities at virtually any hour of the day. This
kind of requirement would entail (apart from any other consideration) a
change in the nature of the employment contract and, possibly, a change
in the legal definition of 'teacher'.

The second example concerned the establishment of a position,
within a school, that might be termed 'liaisonﬁofficer' or 'activities
organiser'; a person who need not be a teacher (perhaps ought not to
be a teacher) and whose time and skills would be spent in the vast
amount of day-b&—day organisation of activities in and out of the school.
This position, it was suggested, would become necessary because of the |
constant;pressures on timetabling procedures that result from abandon-
ment‘of the conventional timetable operating in schqols vhere demands
for time and space are known, fixed and repetitive. The main problems
that could be foreseen in this example in Victoria would concern the
teacher registration procedures (supported by the Victorian Secondary
Teachers Association) and the preparedness and legﬁl capacity of the
Teachers Tribunal (an 'independent' statutory body) to employ school
staff not specifically qualified as teachers.

The third example concerned the introduction of a technological
aids support system comprising, especially, components that would prove
useful in individual programs and computer-assisted instruction.

The fourth example was a fund-raising program necessary for a school
to finance its system of excursions on which much of the Open Education
program would be based. Funds would be raised through dances and other
promotional activities and be disbursed.op such items as a school bus and

on portable accommodation that could be set up at short notice in
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locations where conventional accommodation was either unavailable or

inappropriate.
6. Summary

As an innovation in Victorian high schonls, Open Education appeared
more likely to develop and continue in those schools where relative
adv#ntages were generated from reasonably serious crisis situations that
forced individuals (esgecially teachers) to look beyond prevailing roles
and expectations. Such individuals and others (students and teachgrs)
who had undergone some preliminary tréining procedures also tended to
view the tenets of Open Education as compatible with their own value
systems more than did other individuals, Perhaps because a quite radical
break with Traditional Education is required of those who enter Open
groups, Open Education appears more likely to maintain a foothold on
the present educational scene if it is promoted as a complete pqckage,
not readily divisible into a host of separate ideas. Hence, communica~
tion of the wain ideas and practices inherent in Open Education is likely
to be improved if potential adopters spend days or even weeks trying to
internaglise a complete packaéé, rather than assuming that, as experts
on schools, they need only listen to cursory explanations.

Finally, Open Education appears to be quite a complex innovation,
especially in the sense that its boundaries are difficult to define.
Thus, a series of consequential innovations is 1likely to be required to

support the main issue of changing the educational process.
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CHAPTER 11
SUMMARY AND IMPLICATIONS

1. Defining and Identifying Open Education

In recent years a number of changes have occurred in Victorian
high schools; changes which have frequently been labelled with the
term Open Education. Practiti;nera and reSearéhers in several
countries have used this label to refer variocusly to progressive
educational phiiosophy,'to teaching methods, to open space architecture,
to curricula not articulated by forces external to the school, and to
friendly or humane organisational climates. In thekpresent study Opgn
Education was def;ned in terms of leaining environments which stimuiate
diversity of activity and problems for sfudents. collaborative work
situations, competent decision-making by students about educational and
other maﬁte;s. self-reliance in collating and sorting information, and
effective communication skills,

Measures of organisational climate and teacher behavior were used
to sharpen this definition for the purpose of selecting Open and
Traditional groups to compare and contrast. These definitional
characteristics and measures were assumed to occur on continua, hence
Open and Traditional groups were identified in terms of polarity around
opposite ends of continua, the differences between groups being assumed
ag differences of degree.

The main disadvantage in using the term Open Education was that
various ideas and practices had one label forced upon them when, in the
view of many of their practitioners-there was no single, identifiable

phenomenon. One major advantage, however, was that the notion of
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opehneés could be e*plored at five different conceptual levels, an
understanding of which may lead to increased clarity and reduced con-
fusion abéut moderh developments in education in a broad context.

| The five conceptual levels at which Open Education could be

developed were identified as the socio-political level, the level

of the'organisation, the level of the group, the personality level

and, finally, the level of individual beliefs and attitudes in cognitive
structure.

On this basis Open Education in Victoria was considered as a two-
phase phenomenon, the first phase comprising the development of general
studies programs and involving heavy concentration on the dgvelopment
of open personality and open individual cognitive structures. The
second phase, while continuing to involve those same levels of openness
also saw attention shifting to Open Education as a phenomenon of

politico-social systems,‘of organisations and of groups.

2. Some Effects of Open Groups on Student Behavior and Attitudes

. With these levels of openness in mind, the present étudy éon-
centrated on establishing whether Open and Traditional groups differed
from each other in a given school year with respect to student attitudes
to high school, creative thinking, collaborative behavior and preference
for certain activities related to general personality structure. It was
also rec;gnised however, that the differential effects anticipated for
Open groups by comparison with Trdditional groups might be influenced,
distorted or mediated by the types of organisation and management eystems
in which they occurred, and by the very innovative characteristics of

Open groups as an alternative to Traditional Education.
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Open and Traditional groups were found to differ from each other

in certain respects related to attitudes to high school, creative

* thinkifig and collaborative behavior patterns, but not to differ with

respoct to preferred activities involving change or sameness, autonomy

-or dependence or intellectualised activities,

Open groups were eignificantly more positive in their attitudes

to'hish school towards the end of the school year than were Traditional

;groups. a difference explained not so much by the Open groups becoming

more positive but by the Traditional groups becoming progressively nore

negative.k~0pen gtoupa were also eignificantly morevinteractive and

5 'c011aborative'1n their work than were Traditional groups, a difference

~climate wae first established.

testing sessions. Apparently, one unanticipated effect of entry into "éﬁfﬂ@

~ thatfatoee early in the year, suggesting that collaborative behavior

could be ehgendered quite readily if an appropriate organisational

Open groups were also significantly different from fraditional
groups aftet’sii weeks'with respect to performance on a creative

thinking task, This difference, in which the Open groups were

2y ﬁg

significantly worse than their Traditional counterparts had largely g AIEY

disappeared towards the end of the year. The tentative expleanion

'was that while neither Traditional nor Open groups moved significantly

LTt A
beyond the level presumed to exist at the beginning of the year the Opeg

groups experienced considerable improvement between the first and second

e ]

Open groups was that students suffered from an initial bout.of disorien-- =<

E=

tation and disorganisation that was largely overcome towards the end of .

e

the year. Whether the Open groups could be expected to continue theiréQ‘
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rapid rate of tecovery.on creative thinking to the point where they
would outstrip Traditional groups remains an 1nteresting question to
| be followed up in a longitudinal study.

The Open and Traditional groups were not significantly different from
each other, nor did they change over time w;th regspect to preference for
activities-involving change‘or sameness and autonomy or dependence, nor
for intellectualised activities. .

When a comparison of significantly and non-significantly different
effects ie made, the proposition emerges that certaio aspects of cog-
nitive structure and colloborative behavior are relatively volatile
areas in which environmental influences can produce quite rapid changej
whereas preference for certain activities, being related more to
personality structure develop to a stable level over a long period of
time and are oot so volatile or readily changeable. This proposition
receives some support when the breakdowns of groups into Metropolitan/
Rural and Large sohOOI/Small school variables are taken into account,

The only sustained signiffcant difference on either of these
vafiablea concerned preference for acti&ities involving change or
samenessj the Metropolitan groups disploying greater preference for
activities involving change at both observation sessions. If it is
assumed that the majority of students had spent the greater part of
their lives in one or other environment, and it is accepted that pre-
ference for part;culaf kinds of activities is related to stable aspects
of personality structure, these differences'aeem to warrant subsequent

investigation. All of the above effects are detailed in’Chapter 8.
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3. Mediating Influences of Organisation Type and Management System

The mediating influences of organisational type and management
system are elaborated in Chapter 9. One limiting factor on the develop-

ment of Open groups was a tendency for principals and teachers to sustain
limited perceptions about the school as an organisation and, hence, to
see limited scope about the extent to which ita‘organisational
characteristics might be chanéed in order to produce amenability to

an innovation such as Open Education. The similarities in the schools

in which Open and Traditional groups were housed appeared to be more
numerous and significant than were the differences.

With soﬁe notable exceptions (e.g., a tendency for student freedom
in certain areas of decision-mak;ng traditionally held by teachers as
part of their custodial reepoﬁsibilities), the schools in which Open
groups were housed, were forced by internal or external pressures to
maintain‘with students those relationships typical of service ofganisa-
giona.

While some adventurous developments towards orgénic management

- systems occurred in the Open group schools, legislative or regulative

pressures and the limited perceptions of principals, teachers, students

and parents continued to maintain forms of school administration quite

aF

similar to those of Traditional group schools. The shifts‘tqwardst,ﬁ$ o
organigsation types and ﬁanagement systems recognised as more amenaﬁl%i%fi 
to the 1nnovagion of Open EBducation, &éré more visible and longeg sus;
tained amoné the included dpen group schools than among the e*cluded e

Open group schools. A major difference between these two sets of

schools that may account for this result was that staff and s;ugents'v

PR

.
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in the former had undergone more intensive training and development
procedures and had more effectively changed their expectations about
schooling. |

- In short, some productive alterations in organisational type and
management system weréjsustained in Open group schools until times of
crisis when either internal or external pressures forced reversion to
traditionally accepted roles,

4, Mediating Influences of Innovative Characteristics of Open

2. Rducation

The generally intended effects of Open Education groups were further
modified by a number of innovation charactefistice. The more successful
grodps tended to be those which had rationalised relative advantages
from a basis of reasonably sevére crisis; crisie apparently being a
useful catalyst in teachers' endeavors to alter their own roles and, by
meetings, seminars and discussions, the expectations which others hold
about those roles.

Many teachers and students in Open groups (particularly those from
the excluded Open group schools) found some of the tenets of Open
Education incompatible with their existing values. These points of
incompatibility usually centred around control, discipline and
authority. From the teaching angle, it was found that many teacheré
could not dissociate 'good teaching' from ability‘and preparedness of
a teacher to sﬁpérimpose modes of behévior after the fashion typically
1den;1fied with Traditional Education. From the student angle, teachers
from excluded Open groups, in particular, those where the time allocafion
and extent of Open Education programs had been quite limited, were seen

as weak teachers. Fucthermore, the fact that many teachers were unable
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to develop their own syllabuses or to change the systems of rules,
revards and punishments coﬁtributed to a state ofﬂiﬁcémpatibility
between the previously learned‘values attachéd to TraditionalyEduéa-
tion and those apparently required for the successful innovation and
continuance of Open Education programs.

The whole question of the divisibility of Open Education for use
as a number of separable ideas, or for use ir only one section of a
school, or on a restricted time allocation led to the conclusion that
Open Education is a relatively indivisible innovation. The more Ehe
Open programs were fragmented, the fewer were their prospects’ for,, iflﬁgfiif
continuance and the greater were their prospects for envelopment (;nd
eventual abandonment) within that part of the school devoted to the real
and serious {(i.e., Traditional) business of education. When a confliét
arose between the requirements of Open groups and Traditional grbups
operating side by side, the general expectation was that solutions
would, and should favor the demands of the Traditional groups.

In terms of communicability, Open groups suffered somewhat from
a tendency for outsiders to assume, erroneousiy in most cases, a T
sufficient level of expertise to make judgments about the success of=’?‘j‘ )
Open Education programs, Although there were many advantages to be
géined from Open groﬁps being highly visible and from their purposes
being expressed in relatively sfraightforward language, some dis-
a&vantages in the area of communication accrued (a) from thé fact that most
outsiders (and, perhaps, maﬁy peqple quite closely involved in Open
groups) did not undersfahd that certain important effects were subject

*

to considerable time lag, (b) from the fact that some effects could only be

ED
?
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understood if outsiders were prepared to spend time looking at
processes rather than at single events, and (¢) from a tendency for
teachers in Open groups to be vague in expressing some of their most
cherished aims,

A final innovation characteristic that nediated the effects of Open
groups was the complexity of Open Education as an innovation. In the
first place, successful innovation of Open Eduéation was closely
associated with an understanding on the part of teachers that they were
engaged in preparing students to cope with‘adolescent and adult 1ife in
a very extensive way. Secondly, successful innovation was found to be
closely related to understanding of the need for, and preparedness to
introduce, a series of consequential innovations without which the
Open groups were likely to become rather toothless tigers.

5. Introspections About the Conceptual Framework of the Study

This study has attempted to draw together in one basic framework,
Open Education, a large number of changes evident in Victorian high
schools since the mid-1960's.

The central question in the minds of the public-at-large concerned
the likely effects on student behavior of these changes by comparison
with the effects of the Traditional Education whose substantial rejec-
tion was implied in the new movement. Therefore, attention was given
to certain differential effects on behavior, gf Open and Traditional
groups.

At the same time, it was considered unrealistic to evaluate those
‘;.r§$ effects without tskinglaééount of two mediating influences thought by

Q

the researcher to be of crucial importance. The first of these
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. influences was the combined effect of the organisational type and

; managéﬁent system around which Open groups were to be introduced, 1In

this regard, it was considered that certain types of organisation (in
Blau & Scott (1962) terms) and management system (in Burns & Stalker‘
(1961) terms) would be more amenable to successful innovation of Open
Education than would others. The second influence concerned the fact
that Open Education was seen in Victorian high schools as én 1nnovat16n;

the constraining and facilitating effects of the characteristics of

innovation outlined by Rogers (1962) were therefore taken into account,

While the approach taken might have minor disadvantages (e.g.,
mixing statistical and case study methodologies may be frowned upon in
certain quarters), the advantages overall to the researcher were tﬁat‘
the recent changes in Victorian high school education could be viewed
in several different perspectives, and that a ssgq¥ which miéht otherwise
have-portrayed those changes as a static phenomenon was able to look
much more closely at the dynamic, ongoing processes of Open Education.
In one sense, this conceptual framework can be viewed as a custoum-
built tool for the problem on which the present study is focused. In
another sense, however, it might be worth investigating as a more
generalised tool for similar studies in the social sciences. Indeed,
there may be value in combining methodologies and concepts in this way
for other than exploratory studies. The immediate future of :he social
sciences (especially that which is addressed to educational problems) is
likely to remain bedevilled by a multivariate world that is not easily
reduced to a few simple cause-effect chains. This real world might be

better understood if researchers avoid committing themselves, at whatever
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intellectual cost, to one methodological camp to the exclusion of others.
Statistical inference apd qualitative methodologies appear to make better

bedfellows than enemies for each other,




APPENDIX 1

A "SOURCES OF ERROR" APPROACH TO EVALUATION
IN ALTERNATIVE SCHOOLING PROGRAMS

A paper presented to the Conference on Alternative
Forms of Schooling, Monash University, May, 1973.
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I want to take a rather unusual line on alternative forms of
schooling. The first question I ask myself is: Alternative to what?
What is the presumed base, the already legitimated education to which
the adjective "alternative' applies. Clearly, it has to do with what
we usually refer to as the traditional schocl. But are the various
alternatives currently under development, such as open schools,
community schools, integrated day-brograms, interactive classes and
informal programs, singular in the manner in which they are alternative?i
It seems to me that.they are singular in so far as they constitute a
reaction against both extreme regimentation of students and a view of
the learniag process that places the teacher constantly in a central,
mediating position between the learner and his learning experiences and
knowledge. I seriously doubt whether the singularity moves far beyond
those (admittedly important) general points.

I am not suggesting for a moment that highly divergent,K alternatives
are a bad thing; on the contrary, the divergence strikes me as being
. very healthy; would that there were more of it! However, there is a
price to be paid for diversity., If attempts at alternagive schooiing
were to move inexorably along the oné track, problems of evaluatioﬂ
would be greétly simplified. A group of competent researchers might
be asked to design and validate tests that could be used widely in
altetn;tive schooling prbgrams. The fact that many tracks are being
pursued simultaneously with varying aims in mind means that no one get‘
of eQaluating instruments will meet’ the circumstances in the way that

one set of matriculation tests presumes to meet traditional circumstances.
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Therefore, evaluation must necessarily be localised to a great
extent. The teachers actually involved must accept much of the
responsibility for evaluatihg alternative programs. A few teachers
have tried to evaluate for feedback or promotional purposes, a few more
have largely ignored the problem, and many have resorted to traditional
evaluation procedures that seem to be a denial of what the alternative
prbgrams are all about., Both my own observations in the schools and the
comments made by teachers involved during univefeity programs, lead me
to ask whether some teachers may simply be 1ll-equipped to ask good
questions, to formulate reasonable hypotheses, to design reasonable
{instruments and to manipulate quantitative data.

I would not pretend to be able to produce all of the answers, At
the same time, my own reading and research lead me to believe that one
of the greatest threats to an innovation such as an alternative schooling
program, especially in the formative stages, is the inability of users.
to evaluate it either in 1ts own terms or by comparison with predecessors
or substitutes. Because it seems likely that teachers will need to
participate in and even organise research and evaluation into alternative
schooling I would like to offer a few ideas, expressed simply, that
might provide a working’b;ee.

Let us call the approﬁch a 'Sources of Error' approach. Any research
and evaluation program can be seen as cor~rising three main stages; the
first involves framing the problem or question, the second involves
making observations relevant to the question, and the third involves

A
interpreting those observations in an endeavor to answer the question.

Y
The best research and evaluation is presumably that which involves the
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least amount of error throughout each of the three main stages. People
not trained in research techniques or who are more frightened than
enlightened by quantified data will have taken the first-étep towards
understanding research and evaluation when they can see that the name

of the game is one of minimising errors between formulating a question
and prodﬁcing an answer, It should be noted that minimising error is

not simply the reciprocal of maximising precision; for one can be
extremely precise about éomething that is marginal to, or is an inadequate
index of the question.

The sources of error approach can be elaborated by examining the
polar extremes where maximum error is induced on the one hand and
minimum error is induced on the other hand.

Maximum error is likely to result when non-gpecific or 111-
formﬁlated questions are followed by casual observations or feelings
(used as a kind of observation) f;om which conclusions are drawn and
decisions taken. For example, we sometimes hear asked of an alternative
education program: Are the children in the alternative ﬁrogr&m any
better than they would have been in a traditional school? Then follows
the answer: Yes, they are better; they seem happier and they are more
creative. While evaluation at this level might be a useful and even
necessary step towards formulating other questions it does not appéar to
be of immense value for anyone who wants to make educational decisions.
'Better’' in which ways? What is meaht by ‘happier' and ‘creative'? Are
happiness and creativity valid and explicit aims of the program? How
do we measure happiness and creatlvity? To what extent does any observed

improvement in happiness and creativity relate directly to the program,
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or to chance, or to factors unaccounted for? How much improvement has
to occur before a significant difference can be said to exist? How is
the alternative program defined.
*;t this level, eValuation can be hazardous and quite misleading 1if
it 1s used for purposes other than hypothesis-building and hunching.
Hinimum'erréf is more likely where questions of the kind listed sbove
are accounted for in a systematic way. A systematic approach also allows
the possibility that sources of error and even the magnitude of errors
can be located and. taken into account when they cannot be eliminated.
Although 1t would be possible to discuss the elements of a éystematic
approach to research into and evaluation of alternative schooling in

great detail, the following elements may be treated as something of a

smorgasboard. The more of these elements that can be included in an

evaluation scheme tiia fewer sources of error there will be to distort

findings. One cautionary note 1s important, however. Tbgn-;.a3é§%9;

b £
analogy, one does not gain much by hiring a mechanical PrEBR\to k4£1

- ‘5""‘*;
mosquito when a fly swat would do the job as effectively.%é%gﬁ:cvé%y
5y

real sense, the nature of the problem should determine thé complexity
~ ; Q

of the research and evaluation techniques that are to be employed.

Research 'overkill' is not only time-wasting; it can, itself, con-

stitute a source of error.

1. Casual observation

Casual observation, in the form of visiting, participation, relevant
reading or all of these three can provide a 'feel' for an area as a
whole. The main aims are to develop perspectives of one's own and to

understand the perspectives of others working in the area. In alter-



308

native education, one of the very important perspectives is the process -
the train of events and developments 3n thinking - that led to a
particular program being established. For example, casual observation
followed by more structured case study techniques can reveal important
differences between programs with regard to their evolution from crisis
or non-crisis origing; in turn, this information may be useful both in
¢stablishing hunches and in explaining differential rates of adoption and
diffusion, | |

Perhaps the main advantage for the teacher/evaluator of casual
observation is that he may find himself better able to clarify his own
aims by watching what others do, how they develop their ideas and how
they justify their alternatives to traditional programs. Consequently,
he may be better able to estaﬁlish a 1list of priorities, a general list
that suggests characteristics of the program that are really worthy of
close evaluation as distinct from characteristics for which somewhat
crude evaluation will suffice. In terms of a sources of error approach,
the teacher/evaluator is working out which characteristics he can afford
to evaluate with a moderate risk of being wrong in his evaluation, and
which characteristics must be evaluated with a very low rigk of error.,
For‘instance, it may be of little consequence to know whether standards
of dress are changing as a result of the alternative program but very
important to know whether levels of comprehension of mathematiéal
concepts are changing. o

2. Franing a question

The data collected in an evaluation project are usually only as

good as the question which led to them. The old adage, "Ask a stupid
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question and you get a stupid answer" applies very‘well to research and
évaluation. Frawming a good‘question is really the art of pin-pointing
the main variables and depends on tracing one's casual observations
back through channels of possible causal relations. It seeﬁa to involve
a certain amount of 'mental rehearsal'. For exauplé, the casual
observation that an alternative education environment ie so nois§ that
students are unable to work effectively either individually or in
groups even when they want to, may lead to a number of mental rehearsals
as to just which characterietics»are associated with which others, 18-
the noise assoclated with bad discipline? If so, should more stringent
rules bo invoked? 1Is the noise associated with poor acoustics? Are
there too many groups attempting to work in too confined a space? is‘
the. noise associated with the failure of teachers to arrange preparatory
sessions in which students actually learned about the difference between
small group conversation and other conversation patterns?

The last of the questions in this list is probably a good question
in that, when viewed amongst the others, it is an efficient and a
productive question. For a given amount of research and evaluation
effort a result may be achieved in which a permanent increase in man-
power requirements, or rules or bullding costs is avoided. If the
whole of that mental rehearsal proves unproductive in the sense of not o
achieving a desirable result, it is still productive to the extent td%t

it is important for teachers to know which kinds of educational ?,;

experiences do not lead to very much learning.

0f course, it should also be said that the selection of one good <§%ﬁg
question does not pre-empt simultaneous or subsequent pursuit of other '":}
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good duestions. An area like alternative education involves problems
for the teacher/evaluator that are clearly multivariate. Effectively,
this means fhat certain questions mﬁet be directed towards the ultimate |
'taking of dgciéions that reflect a desired balance between character-

istics.,

3. Choosing a conceptuaL_f;amework

4 MA‘soﬁnd argument exis;s £$£ asking questions or framing problems‘
in a context that suggests the terms in which subsequent results will
‘appear. Take the question, "Are the attitudes to school of students
in an alternative program more positive than the attitudes to school
of students in traditional programs?” If the atmosphere in which the
question i1s asked is one where serious doubts have been raised as to
whether teachers in the alternative program are capable of maintaining
discipline and controlling student behavior, a conceptual framework
1nvolv1hg considerations of power could be utilised. If the atmosphere
{8 one where the cognitive development of students is being questioned,
a conceptual framework involving motivation may be more appropriate.

In a sources of error approach, there appear to be two main
advantages in couching questions and problems in a conceptual framework.
In the first place, the teacher/evaluator can be led éo the work of
others who have been interested in similar questions and who may have
al:eady located a variety of interesting answers or_follow-uﬁ ideas.
Secondly, a conceptual framework gives a clear lead as to the type of
evaluation that should be used, the nature of thg data that should be
collected, and the kinds of decisions that could be taken on the strength

of the evaluation. In addition to these main advantages, a conceptual
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framework can also act as a vehicle for achieving a higher level of
objeétivity in evaluation, where objectivity is seen as desirable.

4. Choosing a methodology

p

In any evaluation procedure can be found either an explicit or
1mp11c1t methoéology. Error will almost certainly be reduced where
methodology is explicit. This rea11§i30§§ﬁpte that the eyeiyator
should delineate the kinds of observations that he will accept as
evidence.. A case study approach in which loosely structured interviews
of students are used for data gathering will produce a diffetenﬁ kind
of evidence than will be gained from paper and pencil tests that aim to
quantify variables,

Another d;mension to the methodology issue is the extent to whichg
evidence should be collected through experiment, ;hrough quasi-experimént.
or through simple feedback loops byilt into specific educational tasks.
While not exhaustive these three techniques can add enormo;siy to the
teacher/evaluator's repertoire of evidence. The Campbell & Stanley
(1963) division of research designs into pre~experimental, true
experimental, quasi-experimental, correlational and ex post facto
designs deserves understanding, if not use, by teachers in alternative -
schooling environments,

5. Writing specific hypgthgsea

Whether or not specific hypotheses are likely to be useful and
necessary depends upon the evaluation problem to be tackled. The more

directly evaluation is related to specific educational tasks for

£

~ individual students, the less likely it is that specific hypothases need

be formulated on every occasion. Where no specific hypothesis is for-
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mulated, a general hypothesis of the following kind is almost always
implied but not stated: That student performance on a given task will
improve in association with educational experience in a given environ-
ment.

The more usual hypothesis-based evaluation tends to beviesa
directly related to built-in feedback loops and regular performance
tests, and more towards behavior or performance in relation to concepts
and abstractions from social reality. For example, the teacher/
evaluator may want to test the hypothesis that girls in a particular
‘alternative education environment exhibit greater social maturity than
boys in that environment. 1In all probability, little if any time in the
program will have been given over directly to the development of some-
thing called social maturity; the term is a bridging concépt that may
reflect such aspects of behavior as frequency and quality of decision-~
making, self-control, self-discipline and verbal facility when in the
company of other individuals. In these circumstances, specific hypo-
theses play a valuable part in forcing the evaluator to operationalise
the concepts he uses and to gain an understanding of the separate
pleces of behavior which, taken together, cogpriée a concept. High
probability of error is virtually assured when concepts of this order
remain couched in such vague language that hypotheses, explicit or
implicit, cannot be tested. Even where a historical or anthropological
methodology 1s employed the probability of error may be reduced by

operationalising concepts through specific hypotheses.
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6. Defining main variables : o ‘§£4§“

In an experimental evaluation we would use the term independent |
variable.

Technically, the term should neither be used in quaai-experimental
evaluation nor in what might be célled a natural experiment. A program
of evaluation in alternative schooling might include a main variable
such as 'degree of openness and traditionalism' or 'degree of dpennesé
and closure'. In the simplest possible model, the evaluation question
mighf be expressed thus: How does A affect B? The main variable is- v«~g»i§
'A'; 1t 1s the treatment, the event, the thing that makes a difference
to something else. 'A' might be the degree of openness and iradition—
alism in schools generally; 'B' might be the level of verbal facility
displayed by the students of an alternative school. ¥

In most social science research, and we can safely include the
evaluation of alternative schooling in this category, defining a main
variable with accuracy will improve the vélue of the wlole project.
More than this, it will require the researcher to become aware of the
multivariate character of the world he is trying to evaluate and to
control for factors in which he is not primarily interested bﬁt which
might be contributing to a given result at least as much as the main
variable under examination. For exam i\?le, a high level of openness in
an alternative educaticn program may not, in truth, be as important as
size qf school in influencing social interaction skills of students,
Even in those instances where a potential main variable cannot be con-
trolled £6;, mere knowledge of the existence of a substantial reservoir

of error can lead the evaluator to temper the conclusions he might
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otherwise draw about what things cause what other things and to what
extent.

7. Defining criterion variables

In the true experiment we would uee the term dependent variables =
the behaviors, states or factors that are influenced by the main or
independent variable. One of the major problems that has arisen in the
evaluation of alternative eddcation is the apparent inappropriateness of
many traditional criteria. For example, tests of arithmetical processes
which havebeen validated and normed in lockstep educational environments
where one kind of curriculum theory and organisation is used, may be of
little worth in evaluating the kind of‘progrees that an alternative
school expects of its students. Of course, such tests are quite useful
for showing how students in alternative schools deviate from the similar
' age/grade groups in traditional schools; although, even then, greaf
care must be taken in interpreting and explaining those deviations.
Value judgments in which lower scores on such tests ;:e said to be a
bad thing may simply mean that the person making the judgment treats
those tests as universally legitimate even when the alternative school
personnel assert that such tests are not legitimate because they are
only marginally related to the educational aims of the school,

Error in evaluation of alternative programs is reduced when
criterion variables are defined; the very process of defining involves
recognifion of aims and anticipated outcomes that might otherwise be

taken for granted or even overlooked.
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8. Instrumenting variables

Part of the process of observing is to make judgments - of how
much, how liftle. how intense, how frequently and so on, Ih.the
introductory section above, the word 'overkill' was used to describe
‘a situation in which complex evaluation procedures are used to aid in
a judgment that could have been made just as effectivel& by inspection.
Just how much the teacher/evaluator ought to engage in instrument-
assigted judgments and how much in judgment by inspection depends on:

(a) the nature of the problem; and ‘

(b) the risks involved in making wrong judgments.
In an alternative school, a question about the degree of courtesy shown
to teachers by students could probably»be answered by inspection;
firstly because the question does not, prima facie, seem worthy of com-
plex investigation and secondly, because an‘incorrect judgment may not
be viewed as harboring any great educational consequence.

When a decision is taken to obtain an instrument-assisted judgment,
the possibility of that judgment being erroneous can be reduced by making
the test instrument valid and reliable. There are several kinds of
validity and reliability, but only the central ideas are raised here.
Validity is the extent to which a test measures what it is supposed to
be measuring., A test of arithmetic processes may not necessarily be a
valid measure of mathematical concepts, although it may be a very valid
measure of how well the mechanics of arithmetical manipulation have been
learned. Amongét the many factors that can contribute to invalidity in
the social sciences an iﬁportant one for teachers to be aware of 1is tho

o practice of using a test which has been developed for a particular pur-
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pose in order to mske judgments about matters which that test was not
fully or even partly designed to tap.

Reliability is the extent to which a test will measure the same
thing again and again and produce a consistent result. A test that is
repeated can be expected to produce differences in results because of
errors of chance. However, a test that is unreliable is apt to produce
different results at repeated testings because it can be measuring
something different each time.

9. Collecting data

Data collection can be hazardous in any research and evaluation
program, and the potential sources of error can be numerous. In
evaluating behavior/performance in alternative schooling environments
the main potential source of error concerns the conditions pertaining
prior to and at the time of'evaluation. For example, the collection
of data on social interaction at a time when individual work has been
organised for students would render any observations generally invalid
unless that individual work occurred so frequently as to be the most
usual form of work organisation, If a variety of work organisation
techniques is employed, data collection ought perhaps to be based on
sampling across the range of techniques.

For the teacher/evaluator an additional source of error may arise
from evaluator bias. Participant-researchers face the temptation,
probably more than other researchers, of collesting data in the manner
most likely to produce a desired result. This kind of data collection
problém has wide-ranging implications. It can bring avoidable error

into otherwise valid and reliable instruments; ‘it'can"lead to the
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covert testing of hypotheses other than those specified; and it can
produce severe replication problems. In genéral, this kind of data
collection error involves the teacher/evaluator concealing (even from
himself) the fact that he wanté to use ths results of his evaluation
for polemical rather than diagnostic purposes.

Data collection errors afe, of course, at least as likely to occur
with qualitative data as they are with quantified data.

10. Classifying data

Hypothesis-based evaluation usually requires that data be classified

into categories of some description. Relatively little of the evaluation
done by teacher§ in respect of alternative schooling will generate errors
in classification, but a brief statement may be worthwhile. A sensible
research rule to follow is this: However much data are manipulated they
should be allowed to retain integrity. Putting the point subjectively,
ve might say that data should be categorised where eminent good sense
would suggest they be categorised unless one is 'playing' inventively
with categories. Error in the form of distortion is 1ndﬁced when, for
example, data which have a clearly Bi—modal distribution are forced into
three or four categories.

Other sources of error arise from rounding and from conversion.
Rounding usually involves re-stating real numbers as integers, a practice
vhich is particulary dubious where there is a high proportion of marginal
decimals in the data. For example, 5.49 18 rounded to S.OO, but 5.50 is
rounded to 6.00, Conversion is the practice of changing a raw score
into a different form. For example, raw scores may be ranked in order

of decreasing or increasing magnitude. While this procedure may be
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useful as an evaluation strategy, some loss of integrity in the data is
inevitable if ranks are used rather than faw scores.,

11, Statistical inference

The observations that the teacher/evaluator wishes to use in making
decisiona can be seen as samples taken from a univérse of possible
observations, These sample observations, that comprise the real stuff
of evaluation, are an estimate of the ‘true' state of affairs that
exfats in a population of poassible observations, But the fact that
they make up only one possible sample means that a somewhat erroneous -
picture of the 'truth' may be given.

In order to maintain reasonable knowledge of, and control over
this kind of error, the researcher has a Qariety of statistics at his
disposal from which he may infer the 'truth' on the basis of his sample
data. Teachers engaged in evaluating alternative schooling programs are
probably well advised to consult one or more texts on elementary
statistical methods; a detailed discussion of inferential statiaticé
1s beyond the scope of this paper. However, as teacheré may find 1t
necessary to express the results that emanate from evaluation in terms
of the probability that such results are 'true' results, two major |
sources of statistical error should be mentioned here. Tﬁese are known
as Type I and Type Il errors,

A Type I error is committed where we test an hypothesis and reject
it as false, when it is, in fact, true. A Type II error is committed
where we test an hypothesis and accept 1§ (or do not reject it) when

it 1s, in fact, false.
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12, 1Interpreting results and making decisions

Given the results of an evaluation program, we are faced with the
problems of interpreting them in terms of the question which we ’
originally set for ourselves. whethef the evaluation was carried out
for diagnostic or selection purposes or for plain curiosity a rather
frightening range of potential error sources confronts tﬁe researcher.
Presumably, the worst single error to make in the‘evaluation of educa-
tional programs, is to interpret wrongly and then make a‘wrong decision
on the strength of that interpretation. It has been suggested already
that this is most likely to occur when a poor quality question was asked
in the first place.

Now we must ask ourselves about the extent to which developments in
alternative schooling_are‘being threatened in their infancy by poor
quality decisions based on error-prone evaluation techniques. My own

feeling is that the time has arrived for us to take alternative educa-

tion out of the hands of Lady Luck.
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A posat script

Having listened to the discussions of papers delivered at this
Confarence, I would like ib reiterate one aspect of my own paper. I
have tried to argue a case in favot of teachers generally upgrading
their research and evaluation skills but particularly so 1if they are

to become engaged in innovative programs. Furthermore, I have'ﬁried

- to outline a framework within which such a case can be made sensible.

The whole poinﬁméf this exercise is to say that alternatives to
traditional programs are more likely to be left withopt undue external
interfereﬁce, in the hands of their developers if those developers are
capable of showing what is being achieved. Incorporated in this po}nt
is the view that the developeré are less iikely to undertake or abandon
programs on the basis of what a marginally relevant research and-
evaluation report says, if they are capable of reading, evaluating and
even producing research in their own right.

At the moment, there appears to be prevalent an almost irrational
fear, in the minds of some teachers engaged in innovativq”p:ograms, of
any kind of evaluation and research, Are teachers, therefore, to be
left accountable only to their own 'gut feelings'? Or are they account-
able to the students and parents who want to know what educational and
sécial value lies inherent in an innovative program? If teachers
engaged in alternative programs remain accountable only to their own
'gut feelings', are they not placing themselves in as ethically
indefensible a position as the teacher in a traditional program who
judges his success as an educator by the number of students who exceed

49% per cent on an examination paper.
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It ie precisely for the protection of divergent thinking and
divergent programs, and not for their containment or constraint, that
we as teachers need to be competent at saying what we want to do, why

we want to do it, and how well our aims are succeeding.
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APPENDIX 2

ORGANISATIONAL STRINGENCY INDEX




The purpose of the statements on the other sheets is to find your &
opinion about the way this group operates. :

You should give answers to chese statements as quickly and as e
accurately as you can.

There are no 'right' or 'wrong' answers. This is not a test or exam, - 5;
We simply want your opinion. The teachers will not see your answers.” .

b7

Directions

1. PFill in the Details section of the Answer Sheet.

2. Now answer the statements by drawing a circle around the
correct symbol.

Draw a circle around
SA 1f you STRONGLY AGREE
A if kyou AGREE
D 1if you DISAGREE
§D 1f you STRONGLY DISAGREE

N 4if you cannot give an answer.

Practice Statement

0. This class is like a prison. SA A D SD N

PLEASE BE SURE TO GIVE AN ANSWER TO EVERY STATEMENT.
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Details
Name:! sosecosnrossonarenncsnnns Boy or GIrl: ..ieevevecessnens

SCh°°1= LI I S B B R B B B B B R B B B BN K BN BN BN N Fom: 8t A DRI RERIAROEELRNODN

1. You need to do a8 lot of homework if youwant SA A D 8D N
to get on here.

2. Once you've made a mistake it's hard to live SA A D SD N
it down in this class.

3. The teachers plan for us to do interesting SA A D SO N

things together outside of school time.

4. .The teachers spend a lot of time just SA A D SD N

making us obey rules.

5. The teachers make sure we speak respect- SA A D SD N

fully to them.

6. People around here can really say what SA A b SD N

they think.

7;"féopiéhheievdo things on the spur of the _ SA A D SD‘~ﬁ~ R

moment, 4

6. People here have to be careful about the SA A D SD N

way they dress,

9. The teachers are broad-minded. SA A D SD N
10. Attendance 18 checked carefully. SA A D SD N
11. They prefer you to dress for comfort and SA A D SD N

not just appearance.

12, The teachers allow discussion about sex. SA A D SD N
13. There 1ig a strong school spirit in this SA A D SD N

class.

14, We like talking about the problems in a SA A D SD N

subject just for the fun of 1it,

15, Students like to get criticism and advice SA A D SD N
from teachers.




16.
17.

18.

19.

20,

21,
22,

23,

24,
235,

26,

27.

28.

29,

New ideas are alvways being tried out hers.
They spend moxe time planning and
organising than actually getting things
done.

People here speak openly and freely.

Teachers get annoyed when students
disagree with them in class.

If you are 111 thay expect you to forget
work and take it aasy.

We often do things in a new way.

Everyone is expected to look and act
'riﬂ\t'o . b

People here are reascnable about school
rules; they take it easy.

Rules are very important around here.

Most of our teachers are strict.

They try to make sure you don't get avay

with anything around here.

There is a lot of 'red tape' in this
place.

While you're here they try to keep you
under close control.

No-one takes work too seriously here.

There is a lot of freedom to do things
in your own way.

8A
SA

SA
SA
8A

SA
SA

8A

SA
SA

8A

SA

SA
SA

SD
8D

8D
sD

8D

8D

8D

SD

8D.

8D
8D

8h

§D

8D

SD
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APPENDIX 3

THE 'THINGS TEACHERS SAY' TEST
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Who are the four teachers who are most important for your class?

Write down their names and the subjects or areas for which they take you:

S SubJects " siieervieretiiiianteniens
7 N Subjects  tiiseesercarsericrierenens
K T SubJects  tiiiereenriessterrirraseae
S Subjects  tiiiieerscensirarisronseas

Now look at the page called 'Things Teachers Say'. Statements A, B, C
and D were made by teachers.

We want to know whether you agree or disagree that the teachers whom you
named would say those sorts of things.

The teachers will not see your answers,
Directions
1, Fill in the Details section of the Answer Sheet.

2, Fill in the names of your four teachers in the spaces on the
Answer Sheet.

3. Look at Statement A and work out whether you agree that it
sounds like the first teacher on the Answer Sheet.
4. Draw a circle around
SA 1f you STRONGLY AGREE that it sounds like that teacher
A 1if you AGREE that it sounds like that teacher
D if you DISAGREE that it sounds 1like that teacher
SD 1f you STRONGLY DISAGREE that it sounds like that teacher
N if you cannot say‘at all. |

i

5. Now work out the best answers for the other three statements and
circle them.

6. Then fill in the best answers about the other teachers.,
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T s et g .

Practice Stdtement )
Teacher 1; .Mr; Listen-Quietly

Statement A SA A D SD N

If you strongly agree that Statement A sounds like Mr, Listen-
Quietly you would circle SA on the Answer Sheet.

PLEASE BE SURE TO GIVE AN ANSWER FOR EACH ITEM.

Statement A

You will never learn anything if you do not sit quietly and listen
to me.

Statement B

I am more interested 1h you taking a while to understand your work
than I am in making you hand it in on time,

Statement C

You can ask me to work with you on this topic or you can even work
out the answers with other children in the class.

Statement D

If you do not pay attention you cannot expect to pass the examinations.
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Details

ism: l‘l“‘.l“‘.ll“l...."‘ Boy or Girlg 00 0000 NV RYBOEOIEIYDVDS

SChool: sisesesesesnsvoensnnee FOMMI Luvrvtnnsencressscansoas
Teacher 1! .eeevevoniasvnnsssons
Statement A SA A D SD N
Statement B SA A D SD N
Statement C SA A D SD N
Statement D SA A D SD N
Teacher 2! +.vieveviersensnssnanes
Statement A SA A D SD N
"Statement B SA A D SD N
Statement C SA A.D SD N |
Statement D SA A D SD N
Teacher 3: iuicvsevvecsaressarnss
Statement A SA A SD N
Statement B SA A D SD N
Statement C SA A D 8D N
Statement D SA A D SD N
Teacher 4: ..cvvevvvessasnsonsnss
Statement A SA A D SD N |
Statement B SA\ A D SD N
Statement C ’SA A D SD N
Statement D SA A D SO N
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The purpose of the statements on the other sheet is to find out your
opinion on certain matters.

You should give answers to these statements as quickly and as
accurately as you can,

There are no 'right' or 'wrong' answers. This is not a test or exam.
We simply want your opinion. The teachers will not see your answers.

Directions

1, Pil1l in the Details section of the Answer Sheet.

2, Now answer the statements by drawing a circle around the
correct symbol.

Draw a circle around
SA 1f you STRONGLY AGREE
A 1f you AGREE
D 1f you DISAGREE
SD 1if you STRONGLY DISAGREE

N 1f you cannot give an answer.

Practice Statement

0. The students could run this school SA A D SD N
1f they were allowed.

PLEASE BE SURE TO GIVE AN ANSWER TO EVERY STATEMENT.
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Details
N‘me: [ 3 B B I R B BN R BN RN BN BN NN RN BN RN RE NN B BN RN NN AN ] Boy Or Girl: 20 80 0SB O P OEIED S DPOD

SChOOI: S4B 00O SN BSOLRLOLOERINEOEINTEEETS Fom: LU BN B B I O B IR B R BN BN N BN BN B BN AN N

1. I go to school only because I have to. SA A D SO N
2. Classrooms are dull places. SA A D SD N
3., I generally like my schoolwork, SA A D SO N
4. T 1like most school subjects. S\ A D SD N
5. I think time spent studying is wasted. SA A D SD N
6. I enjoy going to school. SA A D SD N
7. Students should‘etudy only those subjects SA A D SD N
which they like. ‘
8. I want to leave school as soon as possible. SA A D SD N
9., I think there are better things than- SA A D §D N
going to school.
10, There isn't any fun in studying. S\ A D SD N
11. I think my education will be of use to SA A D SD N
we after 1 leave school.
12, Studying interferes with some of my other SA A D SD N
plans and activities.
13. Teachers expect too much of the students} SA A D SD N
14, I am bored most of the time in school., SA A D SD N
15. Students should study only subjects that SA A D SD N
they feel they will need after leaving
school.
16, I would not do much work if I did not SA A D SD N
have to pass exams,
17. Subjects like art and music are a waste SA A D SD N

of time.




18.
19.

20.

21,

22.

1 find school interesting and challenging.

It is enough that we should be taught
to read, write and do sums.

Teachers spend most of their time
helping brainy students,

I want to get as much additional education
as possible.

The most enjoyable part of my life is the
time I spend in school.

SA
SA

SA

- SA

SA

SD

SO

SD

SD
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1. F1il1l in the Details section. b

Details

“ame: 0 60 600000 200000 Boy Or Girl: .;.“C‘C‘.O!..‘l.‘.‘

SChoo1= 6406080080t ?om: LI B I BE B I B B B S B DN BN RN R B R BN BN RN SN BN BN )

2. Below are three questions. Question 1 is on this side and
». Questions 2 and 3 are on the back.

3. Think of as many different answers as you can for each question.
4, Write your answers in the spaces under the questions.
5. You have five minutes to complete all answers,

Questions

1. th; would happen 1if man could become invisible whenever he wanted to?
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S e T . A T G I S T e G P T e G S - - e s G e B S S v -
- — - G - S g W S TR G S S A S Gu s YO G O S A S e . e -oe e - S T —— e - . e
- - - e e . TS e - e - - - anem
————————— - wm - -—— - -
---------- - - e e - . G S P I S S S G P S SR iy G e S0 G S G Y G S - - -
o gt s T T G D T S P S G G R G G P D G G O Gt I e R A R S G O P T G - - - - e - - . .
- e - - ou -—as un = G - Y O G A S A G I S R . G S D G S - . - - - -
- s e - e - - e - - .- -—— - e T S S Sn G e S SR - - S G et e A G e .
—————————————————————————————————— - - - s - - - - - -
A - ——— — - P . . - - S S S D S A G S e S P S S D G S D R 4T S G S G D G G G ey S S S N S G g S D G G G i A el G e o
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2. What would happen if a hole could be bored through the earth?

O 00 D - N B o O O B o - 2 @D w e @ Oe @ o o e s (O o 5 e W L Y T Yeray D e = ve v -
- - - ‘—-haqn- - o L 2] L LT
qﬁ?—---o X 1 ‘ T A A o G G T A S e - -y S G S W
- a8 = G G G5 S S G S e T LS W e & W “oan oo o - o e - -t on -
- e - N DA S D A e i S D O - e
D G Gy S G G S G G L S YT G G G D D W e A G- 1 O S S G By O O s e S L1 - -
------------------ - Lo 1 2 L T 1 3 - - -
- - b G OF G D = N WE O B0 W U - e L L L1 L - e e - -

- - > - - e - - wsws an - o~ men

e 0 - 50 e G = S B GBS B D S U G A S e S T G =t S N G - —— -

- — 0 G - S - G A e e S U S - G . S G S e G G e S o -—— e s o

3. What would happen if the language of birds and animals could be
. Understood by man?

T T T . . - . . e e s

D Sy WP e ey S T e e G A D G W W e B

- - -~ - -

-------- - - - o e e man

- L] - - o e - - e -uce
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- - G W = o S8 e S e - -—— -

———— o et AP T e g S G P A WD G G W - - - - -

- oo wame e - — S0 Sty S A - S —
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APPENDIX 6

COLLABORATIVE BEHAVIOR PROFILE
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The dimensions below are conastrued as nine-point scales.

Pleage rate the class in question based on the small-group discussion.,

Circle the best scale point.

1.

3.

s,

The studenta very much
disliked that session
of school,

The students were not
involved with the
legitimate activities
of the session.

Communication between
students was disapproved

or rigorously controlled.

Communication between
students was 'work~
negative',

Students did not use
the teacher(s) as a
resource (active
teacher dominates stud-
ent access to issues).

Students were not
encouraged to research
and discover (sheer
transmission of
particular information
was of primary import-
ance) . ‘

School:
plass:

012345678

012345678

012345678

012345678

012345678

012345678

[ BC TN DU BN BN BN RN BE BN BN BN AN O B BN I )

LU R NN S BN B B R N N B BN B BN I A N ]

The students very much
enjoyed that session
of school,

The students were very
much involved in the
legitimate activities
of the session.

Teacher(s) approved of
communication that
operated without
immediate teacher
control,

Comrunication between
students was ‘'worke
positive',

Students used the

teacher(s) as a resource -

(active student takes

- 1ssued to passive but

available teacher),

Students were encouraged

" to research and discover

for themselves (parti-
cular information was
secondary to research
activity).



339

APPENDIX 7

PREFERRED ACTIVITIES INDEX
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The purpose of the statements on the other sheet is to find out your
opinion on certain matters.

You should give answers to these statements as quickly and as
accurately as you can.

There are no 'right' or ‘'wrong' answers. This is not a test or exam,
We simply want your opinion. The teachers will not see your answers.

Directions

1. Fill in the Details section of the Aéswef Sheet.

2. Now answer the statements by drawing a circle around the
correct symbol,

- Draw a circle around
SA {f you STRONGLY AGREE
A 1f you AGREE
D if you DISAGREE

SD 1if you STRONGLY DISAGREE

N 1if you cannot give an answer. ?
§
Practice Statement
0. I like League football, o SA A D SD N

/
PLEASE BE SURE TO GIVE AN ANSWER TO EVERY STATEMENT.
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Details
Name! P st a0 se PR E eI EIERNSS Boy or Girl: tsers et en N

School! suiirvensntssnsnsarsses FOXME Lovvnvin Agel R

1. I like listening to an expert explain SA A D 8O N
his ideas. ‘

2, I like changing my interests. SA A D S N

3. I like working out new ways to answer ~8A A D SD N

questions in tests of schoolwork.

4., I like being aniihdependent person., SA A D SD N

5. I like teachers who tell me how to do SA A D S N
things. ( e

6. I like doing things at regular times. SA A D SD N

7. 1 like thinking about difficult problems. SA A D SD N

8. I like talking about my problems with the SA A D SD N
family. '

9.1 ke to be looked after. S\ A D SO N

10, I 1like to make sure I don't change: too SA A D SD N
much as a person.

11. T like listening to other people before SA A D SD N
I make a decision. ’ ‘

12, I 1like working ‘out an answer even though 'SA‘ AD SD N
I don't know how to apply it,

13. 1 like gsolving puzzles, ‘ SA A D SD N

14, 1T like doing things a different way every . S8A A D SD N
time.

15, I like working out why everything happens. SA A D SD N

16. I like talking about things without having SA A D SD N
to think too hard.
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17, I like staying in the same circle of friends SA A D SD N
all of the time.

18. I like being told what to do. SA A D SD N

19. I like being left alone to work out my SA A D 8§D N
personal problems. .

20, T 1like just sitting and thinking. SA A D SD N

21, 1 like having someone around who cuan help S\ A D 8D N
when I'm in trouble.

22, 1 like keeping my worries to my self. SA A D SD N

23, I like being the same as I am, SA A D SD N

24, 1 like the 1dea of moviné to new places §A A D S N
to live,.

25, I like being a real thinker. | SA A D 8D N

26, I like changing my opiniona. | SA A D. SD N

27. I like asking a lot of qugstions. SA A D SD N

28, I like working on a problem at school even SA A D SD N

though I know the teacher won't put a
question about it on the exam.

29, I like eating the same kinds of foods SA A D SD N
because 1 know what to expect., '

30, I like having other people decide SA A D S N
whether I should do something.
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