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A TWO-YEAR COOPERATIVE RESEARCH PROJECT (1965-31967) WAS
CCONDUCTED TO SYNTHESIZE THE BODY OF AVAILABLE EMPIRICAL
~ KNOWLEDGE RELATED TO EDUCATIONAL PRACTICE IN A MANNER TYPICAL
OF SCIENTIFIC THEORY CONSTRUCTION AND TO DEVELOP A DICTIONARY
OF OVER 600 COMMON EDUCATIONAL TERMS OPERATIONALLY DEFINED IN
AN APPENDED GLOSSARY. THE THREE MAIN PHASES OF THE STUDY
INCLUDED~~(1) OBTAINING EMPIRICAL PROPOSITIONS FROM REPORTS
OF OTHER STUDIES IN THE FIELD, (2) INDUCTIVELY GENERALIZING
THEORETICAL PROPOSITIONS FROM THESE EMPIRICAL STATEMENTS, AND
. (3) FORMULATING HYPOTHETICAL PROPOSITIONS TO BE TESTEC IN ONE
'OR MORE ELEMENTARY SCHOOLS. BASIC TO THE STUDY WAS THE AXIOM
. THAT EDUCATIONAL PRACTICE EXISTS PRIMARILY TO ACHIEVE PUPIL
DEHAVIORS IN SIX DEPENDENT VARIABLE CATEGORIES~~KNOWLEDGE »
TO?L-SKILLS: COGNITIVE DEVELOPMENT) SOCIAL-EMOTIONAL GROWTH,
ATTITUDES AND INTERESTS:; AND SELF-DIRECTION. INDEPENDENT
VARIABLES INCLUDED PUPIL VARIABLES: TEACHER VARIABLESy
ADMINISTRATION, SCHOOL ORGANIZATION, SCHOOL PLANT,
INSTRUCTIONAL METHODS; CURRICULUM, CLASSROOM ENVIRONMENT,
3PECIAL SERVICES, AND COMMUNXTY FACTORS. FROM A REVIEW OF
PREVIOUSLY PUBLISHED STUDIES LISTED IN AN APPENDED
BIBLIOGRAPHY OF 1,007 ITEMS, AN EXTENSIVE TAXONOMY OF
FINDINGS WAS SUMMARIZED UNDER FOUR MAIN HEADINGS--(1) TEACHER
CHARACTERISTICS, ROLES, AND BEHAYIORS, (2) CURRICULAR
MATERIALS AND METHODS, (3) SCHOOL ORGANIZATION, AND (4)
ADMINISTRATOR CHARACTERISTICS, ROLES) AND BEHAVIORS. FOR
JESTING AND FURTHER THEORY DEVELOPMENT AN OFERATIONS MODEL
FOR EDUCATIONAL PRACTICE WAS FORMULATED IN FOUR _
DIMENSIONS--OPERATIONS, PERFORMERS OF OPERATIONSs INPUT
VARIABLES, AND PUPIL OUTCOMES. (JK)
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INTRODUCTTION

Purposs,

The major objective of this project was to develop a compro=-
hensive theory of educational practice based on available empirical
evidence, Four outcomes constituted the spscific objeotives of the
projects

le a scientific diotionary of selected operationally-

defined variables which could serve to bring
about greater agreement and standardigation in
thie use of educational terminology

2., & synthesized summary of a large portion of

findings in educationsl practice into a meaning-
ful texonemy which could serve as & guids to
systematic and relevant research in education

3+ a specification of the types of educational

practice that would be optimum for various
desired educational outcomes and which couid
gerve as a rational basis for designing or
selecting educational programs to improve

education
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Lo an exemplary procedure for theory construction
in education which could serve as a model for
other systematic theoretical dévelopmenté in
the disoipline.

Setting and background for the project.

A theory of educational practice, at least in its early
wtages, must be the produot of cooperative effort between the theory=-
oriented academician and the method-orisnted educational practitioner.
Staff from the Norwalk Publio School System and ﬁ'on; New York
University participated in such a sooperative venture for two years,
September, 1965 through Jne, 1%€7, in conducting the current project.

Ar earlier or.operative relationship between the two insti-
tutions. which began in 1963, produced several relevant cutcomes and
provided the background for this project. First, six areas of educa-
tional outoomes, which had been identified in the earlier project as
sosially and educationally desirable, constituted the general frame-
work for specifying depsndent variables in che ocurrent project. The
aix areas, to whioh frequent reference is made throughout this report,
way be gtated as follows in terms of general pupil outcomess:

1, recall, recognition and retention of facts,

theories, vonoepts, , rinciples




2. demonstration of broad tool=gkills such as
reading, writing, oral commmication and com-
puting; demonstration of specific tool-gkills
such as correct use of mioroscope, slide-irule,
protractor, projector, camera, and others

3¢ ubllization of cognitive functions such as in-
duotive reasoning, analysis, synthegis, diver-
gent reasoning, analysis, synthesis, diirergent
production, convergent production, imagination
and novel rruduction, oritical judgment and
evaluation, approximation, classification,
assooiation, transformation, analogy, and com=-
parison in both acquiring ard appl;'ring know=
ledge to nsw situations

Lo demonstration of interest in a variety of toplcs
and areas

5« self-instruction and self-evaluation in accor-
dance with personal objectives and environmental
expectations and cemands

6, demonstration of social effectiveness in inter-
personal relations and emotional stability under
normal and ahnormal conditions of stress.

Second, the Norwalk Public School System felt committed to

the development of methods and practices which would heavily emphasize




the third avea indicated above; that is, the utilization of cogni-
tive functions. Leaders in the system thought it dssirable to es-
tablish a demonstration school with this emphasis, but recognized
the need for a batter theoretical basis on which to develop such

a school.

Third, during the earlier study, the principal investigator of
the ourrent p;'o.jeot assisted the sokool eystem in formulating methods,
in training teachers and administrators to utilize the cognitive
funotions in modifying o;arrj.oula, and in evaluating the project through
field experiment. Thus, firem the beginning, the staff of the ourrent
project shared the objectives of the study and a common scientific
language.

To the extent that the earlier project furnished the general
framewark for this study and involved some of the same leadership and
staff, this study may be construed to be the oontinuation of the pre-

vious cooperative relationship.
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GENERAL TASK FOR THE PROJECT

Educational scene at the time the project was initiatad,

Bdnoation as a discipline has not been regarded as a sclencos
Even though it may have a body of lmowledgo and a technology of its
own witich characterize it as a disoipline, the lack of systematic
oompilation in this body of knowledge has raised a question as to

) whether it may be called a science. Upholding of canons of scienti-
fic verifiability through replication is not widely obasexrvable in
education.

The level of theorizing in educaticm has reflected this lack
of scientific emphasis. Most of the educational theorias have baen
of a philosophical rather than a scientific type. They have been
composed of sets of beliefs and assumptions reflecting the theorist!s
value system and past experience, rather than generalizations induo-
tively abstracted from empirical findings.

Scientific thsaries, as opposed o philogophical ones, cdin-
sist of a dictionary and three types of verbal statement: (1) em~
pirical propositions which are statements or fact, (2) theoreticel
propositions whioh are generalized statements of functional relations
among variables, and (3) hypotheticel propositions which are statements
predicting further observable relstions. Scientific theorizing is
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invariably an attempt to overcome the local limitations of avallable
expirical evidence and to generalize beyond it.

The status of empirical evidenco in education also has re=-
flected the lack of scientific emphesis. Many studics concerning
educaticual practice characteristically have lacked the operational
definition of variables as woll as their systematic control or manip~
ulstion.

When studies dealing with the same variable, such as flexible
grouping, have been conducted by many professionals in different sst-
tings, they have lacked consistency in the use of'terminologys that
is, flexible grouping has meant different things to different inves-
tigators. Yet, researchers and practiticners are no longer satisfied
with clickis or global dasoriptions of eduoational terms such as
nflexible grouping! or "individualized instruction’, Only if the dis-
cipline is equippad with a common working language, defined opera-
tionally, will it move toward becomiug a soience which can offer both

explanations and predictions concerning the couplex process of educatione
Purther, the many studies dealing with the same variables

in different settings have lacked coordination which ocould yield data

complementing one another. For example, factors resulting from flex-

ible grouping in cme aituation may te different from those in another;

and the coordinaticn of the two might yield more information than

the two donducted independently of one another. The synthesis of

infermation which can be pre-planned to yield maximum data with

v I




reliability would help provide education with an integrated body of
knowledge. Ab present, educators who turn to research data find
fow guidelirss. They are faced with a morass of inconsistent re-
gearch findings. They lack a method for organizing data and olassi-
fying relevant factors. At best, stated taxonomies have been devel=-
oped but £ail to generate testable hypotheses. Taxcnomies which are
heuristic must be developed to provide aa integraved body of knew-
ledge in educaticnal practice. This body of lmowledge might serve as
the basis for theorizing and for rational decision-making with regard
t0 educational practice, immovation, research, and development.

Variables have often been studied to determine the effect of
one on the other or the relationship among a very few. Furthermore,
in educational practice, the variables studied are usually tech- ’
niquess Scientific theory directs attention to processes and relation-
ships among vasiables rather than to indivicdual techniques. For
example, it is not sufficient to know that in some cases democratic
method of instruction produced higher pupil achievement. Scientifio
theorizing would require, at least, the specification of the situa-
tional and personal variables which interact with the teaching methed
to produce the effect. This kind of interrelated approach to speoi-
fying independent variables in educational practice which produce the
pupil outcomes does not currently exist.

In suort, even when variables have besn extensively atudied
and some clagsification systems have been develcoped, the lack of




scientific emphasis has produced chaos rather than a systematically
gynthesized body of knowledge to guide further research and teating,
and to make possible explanation and prediction. This project
reprasents a concerted effort to develop at least a limited dioction-
ary of operationally-defined common lenguage, and to synthesize the
body of knowledge related to educational practice in a manner typical
| of soientific theory construotion. It has been en attermpt to:
(1) obtain empirical propositions from data available in the field,
(2) induotively generalize theoretical propositions from these em-
pirical statements, end (3) formulate sme hgpotheﬁioal propositions
in the form of models to be tested out in one or more slementary
gohools,




This approach is fresented in the triengular schema below.

(ABSTRACT THEORETICAL LEVEL)

Theoretical propositions of finctional

Lk/ interrelations among &ll educeticmal <)
AN variables and objectives
N
A~

«
Z
A
ya

(Empirioal Propositions) (Hypothetical Propositiocas)

Statements of relations Predicting optimum conditicns ((\
anong variables that lead to desired outcomes

/
/

Identification of operationally Systematic testing

defined variablies in educational of propositions in
practice ths fleld

(CONCRETE OPERATIONAL LEVEL)
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The task involved several stepa.

Firat, the boundaries for ths type and anount of knowledge
£to be covered in the project had to be determined. This implied the
astablishment of oriteria for the selection of educational projects
+0 be included in the review and summarye.

Secend, operationally-defined variables relevant to aduca~
tional praotice and to the six aveas of pupil oubcomes had to be
identified.

Third, stetements of the relations among ths variables had

to be evaluated and summarized intoc empirical propositicns.

Fourth, a shift had to take place fram tha (Jalilean style of
empirioally-tased theory conatruction to a mathematioal, abstracte
type of deductive approach in the triangle in the schema sbove, This
shift would ccowr in changing from the taxonomy emerging from the ine-
ductive generalization to a taxonomy deemad better suited for deduc~
tive hypothesis formation.

Fifth, procedwres and guidelines had o be specified by which
a school system could test & given hypothatical propositions.

In developing the theory, the project staff accepted cne main
axiom: that educational practice exista primarily to achieve pupil
behaviors in six areas previously listed. All efforts in theory ocon-
struction were directed toward discovering the interrelations among
varisbles constituting sducational prastice and to theorizing sboub
the optimum relations between thaese interrelatad variables on the ons
hand, and the outcome variables on the other.

-10-:




Planning period,

The project was granted funds for a planning period from
Ootober 1965 to February 1966, During this period, staff for the
project were reoruited and some time wag spent orienting the new
staff to ths educaticnal objectives axiematic %o ths project, as
well as to the project objectives. Also, preliminary contacts vere
made with various sources to obtain information about educationsl
projects relevant to the study.

Selection of oriteris for studies to be reviewaed,

M

Initially, three oriteria were established to aelect studies
for inclusicn in the research: (i) the study to be reviewed should
we relatad to educational practice, particularly within a school
sotting; (2) it should be either an on-goiag project or one completed

within approximately the last ten years; and (3) it should ccntain

operationally~defined independent variablse and operationally-defined
objeotives.

In practice, the firet two oriteria were modifisd to extend
the time 1imit and to include some studies not senducted in the school
gettinge This made possible the jnolusion of certain classic studies,
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such a8 Ryans! work on teacher characteristics, which have had oone
siderable influemce in ehaping later projects and to which frequent
reference is made in the literature.

The third oriterion was adhered to rather strictly. The
only deviation was the inclugion of studies which themselves did
not specify operational definitions, but in which the operations were
discernible and able to be speoified by the project staff.

Relations betwaen operationally~defined variables were ab-
stracted without oritical evaluation of their reliability, accuracy,
and plausibility on the part of the project staff. The raviewer
noted only whether a relationship was stated but untested, or whether
1t had been found to exist through research. It was assumed that
all found relations had mst the canons of scientific investigation
and no judgments were made about the veriflability of the findingse.

Sources for determining projects and obtaining information.

Many sources were utilized to identify projects to be re-
viewede Through questionnairss and persongl contacts many indivi-
duals were approached. ILocal administrators and department heads,
university perscnnel, experts in the field of education, and the
Comissioner of Education in evary state, were asked to contribute
the names of studies or persons involved in projectse Questiomaires
of several types were used, both to request names of individuals to

contact and to alicit specific data on projects already identified.
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Sources such as Gage's Handbook of Research on Teac the
Pncyclopedia of Pducational Ressarch, ERIC, Dissertation Abstraots,
the reports of the Architectural Research Iaboratory, and Offics of
Education reports, and other works which review and/or abstract
studies, were consulted.

Major producers of educational meterials were requested to
jdentify the research studies on which their texts and other curri-
cular materials were based. A large collectian of curricular ma=-
terials was gathered and analyzed by the project staffe.

Bducation and/or research organizatione and their publica-
tions were scrutinized. The yearbooks of the National Svciety for
the Study of Education (NSSE) were examinede Confersnces of such
groups ag the American Fducaticnal Research Association (AERA),
Association for Supervision and Curriculum Development {ASCD), and
the Center for the Study of Instruction (CSI) were attended.

Publications which are devoted to reporting res.- 2ch, such

as the Journal of Bducational Research, the Journal of wrimental

Bducabion;and the Journal of Educaticnal Psychology were very fruit-

ful aources of recent research. Within the various disciplines,
gpecific periodioals reporting studies were uwgeful. Included in this

category were such publications as the Journal of Research in Reading,
the Research Quartérly of Physical Bducshion, Arithmetic Teachar, the

Jourpal of Pesearch in Science Teaching, and others.
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The members of the rasearch staff aiso vislted onegoing pro-
Jects such as the Individually Presoribed Imstruction Program in
Pittsburgh,; Suppest computer-assisted project in Califsrnia, the non-
graded Parkway Sohool in New York, Nova Elemantary School in Fort
lauuerdale, and the Zarplus Science Progrsm in Berkeloy.

Individual cansultetionz with lesding educators and two out-
gtanding sohcol architects served to gonfirm ths value of sources
aiready uscd and to point out further areas where investigations
might prove wrthwhile. These recormendations were followed up and
such works as SER Eavironmental Abstracts were reviewed.

Recording and information storage.

As eaoch study was aralyzed, its varilables wers identified
operationally acoording to the terminology used in the study. A vari-
able was defined as any fastcr which could be manipulated, observed
or measured. Variable categories were established. The independent
variable categories were these: (1) pupil variables, (2) teacher
varisbles, (3) administration, (4) school organization, (5) school

plant, facilities snd equipment, (6) method of instruction, (7) our-

ricular materials and sequenca, (8) classroom enviromment and olimate,
(9) speoial services, (10) community varisbles and (11} other. The
dependent variable categories were reprecentsd by the gix areas of
pupil cutoomes (knowledge, tool-skills, coguitive development, social-
emotional growth, atti*udes and interests, and self-direction) plus a




miacellanecus category labeled "not directly related to pupil outoomas’,
After each variable in a project was identified, its relation-
ship te an operationally-defined outcome was determined., The relation
batween the independent variable and the outcome was written on a
oard and filed both under an outcome category and under an independent
variable category, with cross-referencing (see Appendix A for sample
cards). It became appsrent in the course of the review that many
relations reported were of the correlatiomal rather than the cause-
effect type. Henos, in atoring and summarizing the relations,those
differences wers provided for.

On each card, the asource of the relation was indicated and

a designation was made as to whether the relationship had been found
or stateds Relations were defined as follows:

Group At Formally stated relstions. These were stated in '
the reports by authors or investigators but were
never tested or observed to existe

Group B: Found relations. These were not only stated but
found to exist through observation or testing.

The project staff spent the period from February 1966 to

Febraary 1967 collecting the data smd filing the variables and re-

.
]
<

lations into their appropriate caegoviss. Many questions were raised
vy all members of the steaff as +4 whether some definitions were in fact
operational, and many hours were spent in disoussion and search for
objectivity. As the project progressed, each staff member accepted
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one of the following major areas as his area of concernt (1) teacher
behaviors, personal charscteristics, attitudes, and roles; (2) owri-
oculum materials and method of instructio; (3) school crganization;
ard (4) administrator behaviors, personal cheracteristics, attitudes,
and roles. This division of labor evolved partially as a function of
eack member!s past experience and interest, and pariially because of
the categories into which available data sesmed to fall. Even though
members of the staff had designated sreas of responsibility for cole
leot.ing. data, in aotual practice there was a great deal of overlap.

The nextt stage in the procedure involved the syntheais of all
the filed relations into a series of empirical propositions integrated
within an avhitrary taxonomy. This stage was characterized by infors
mation retrieval, summary,and generalizatious, and consisted of acti-
vities which followed several directions simdltansously.

Fivst, the project staif simply counted the frequensy éf a
given type of relation. This was considered to be a rudimentary o<
ganization ~f data which might suggest a category system for the
taxononmy of relavions to be generalized. This preliminary organization
was presented to a number of consuitants speolelizing in the major
areas within which the reviews were conducted (see Appendix A for the
organizational relsticns)s The consultants and project staff (some=
times together and sometimes independently of ons another) attempted
to sumarize the data and further abstrsot some genaralizationa.
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The sumnaries of data which were compiled by the project staff
following cohmxltatiom ave reparted in the ssction on resulis. These
surmaries, however, do not oconstitute the empirical propoeitions which
were to be derived from the data. The empirical propositions, as well
as the theoretical and hypothstical ones, were expacted to be dsveloped
with the group of consultants on the basis of the empirical data. The
development of the ampirical propositions was to constitute the seoond
major step in tha inductive process. A very interesting phenomenon
ocourred in this sscond ,st.ep of working with the consultants, one
which probably should have been anticlpateds Different groups of
individuals began to operate with different objeotives in mind.

The project staff itself seemed to be arbivalent about the feasidbility
of induotive generalization. Some thought that the generalizatione
should be immediately applicable to practice in an actual school to be
designede Others thought thét a higher level .of generalization. was
still required prior to application to practice. Those who held the
former view essentially could not move out of the taxonomic organiza=-
tion suggested by the categories within which the data had baen ocol-
lecteds Those who held the latter view searched for a new taxonomlo
organization which in turn could integrate and interrelate the pre-
linminary categories and provide the theoref,ical basis for deriving
hypothetical propositions. |

The difficulties arising from this difference in approach

did not become olear until the consultants were brought together in




a working-oonference. At this point the individual consultants contrie
buted enormously in two ways: (1) in swmarizing the data within indi-
vidual categories, such as teacher behaviors and their effects on
pupil outcomes, and (2) in bringing about an awareness of both the
problems and feasibilities of testing hypothetical propositions in

the field.

The thearetical and hypothetical devalopment was based not
only ca the data but also on the points and suggestions offered by
consultants during both the individual and grovp sessions. Although
these points were often pulled out of context by the principal inves-
tigator, they have contributed to the formulations presented in the
following discussion of results, as well as the disocussions concerning

theorization and formulation of the hypothetical propositions. In the

course of the project, the step involving the statement of empirical
propositions had to be omitted for reasons explained later in the re-
porte Beyond this omission ne changes were made in the procedures
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RESULTS

In this seotion the outcomes of the study are presented in
relation to the objectives previously listed.

The first anticipadod cuboome was 2 =clentific dictionary of
operationally~defined aducational variables. A selected group of terms
and their definitions are given in Appendix E. Although saveral defi-
nitions wers abstracted from the 1literature for many of these Lorms,
only the definition accepted by the projar - staff es most clear and
ccnsistent is given in the appendix. The terms are listed in alpha-
betical orders The phrasing of the varisble definition is consistent
with its operations reported in a given project which is identified
by the reference to the bibliographye The selected group represents
the terms for which clear, operational definitions would be obtained
from the studies. Those that needed further interpretation and objec-

" tive deliberation are not included in Appendix B. However, the re-
latiens incorporating these variables have besen utilized in the total
body of evidence presented in this reports

The second anticipated outcome was a synthesized summary of
a large portion of findings in educstiunal practics into a meaningful
taxonomys All projects represented meb the predetermined oriteria for
salectione At least an equal number ware examined which did not mest
these criteria and therefore, are not iucluded in th: sumary. The
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Y bibliography presented at the end of the report includes all the
/ studies which were reviewed.

Individual relations between variables of educational practice
and educational outcomes were derived irom the sources reviewed. These
relations and their frequency of osourrence are reported in Appendix A.
These oonstituted the preliminary sumuary of the data vollected. Fur- '
ther summarization based on the findinge was conducted in each of four
areass {1) teacher oharacteristics, roles, and behaviors; (2) curri-
cular materials and methods; (3) school organization; and (h) adminis-
trator characteristios, roles and behaviars. Each of these is reporied
in a mseparats seotion. The individual summaries are followed by a
general integration into a taxonomy which emerged from the categories
into whioh the data fell.

School organization.

Traditionally the elementary school classroom in the United

States has consisted of a self-contsined unit in which one profossional
bas been assigned the respensibility for {nstructing a number of pupils
(usually 25 to 35) of a given age for the total school program. During
the past ten years many assaults have been made on this practics;
educetors have raised questions concerning both the efficiency and ef-
foctiveness of such a pattsrnm of organization in an age of great tech-
nologioal growth and development. They state that with ths inoreasing
acoumulation and importance of knowledge, it is no longer possible for
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the traditionally-trained elementary school teacher to be capable of
teaching all subjects to all children with equal skill and effectivo=-
ness.

Proponents of change have advocated modifications from the
one teacher per group for the entire curriculum o a variety in class
size, teacher specialization, teacher and student mobility, eto.
Cooperative teaching, team teaching, the dual progress plan, the non-
graded school, a continucus progress currioculum, the Joplin Plan, and
others, have been proposed as organizatimal structures and have been
implemented in varying degrees, with & variety of results. Paradoxi-
cally, the advancing science of human growth and development indiocates
that in this age of rapid technological progress it may be more impore
tant for a child of elementary school age to have an intimate assoclia-
tion with an individual teacher who will be in a position to underatand
him snd to provide for his individual differences in ability, matura-
tion, and potentiale

A large number of studies of school organization have pro-
posed to assess the relative value of the new programs, in an attempt
to prove thoir greater efficacy in promoting pupil achievement. |

The snalysis conducted in this projeot of the gpeocific fac~
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tors which have been manipulated in each of the new organizationsl
patterns reveals the following major groups of vai._ables:
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I. Grouping practices including number of grops,
size of group, and type of grouping (achieve-

. ment and/or ability groups, multi-age group=
| ing, pupil teams, individuel or indepandent
study)

II, BScheduling procedures such as blook schedu-
/ : 1ling, changing olasses, modular or core

arrangements

111, Persomnel utiiization inccrporating teacher

specialization and assignment, teacher co-
operation in planning and evaluation, the

numbher of teachers, and the employment of

anxiliary personnel (aides, paraprofes-

sionals, lay readers, eto.)

IV, General programs such as team teaching,
dual progress plans, nongraded schools, and
New York City's More Effective Schools Pro-

gram

Geouping practices. The number of groups in which a child
is placed seems to have its greatest effect on gocial-emotional
development and pupil attitudes and interests since pupils come in
contact with more children and adults. At the primary level children
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who were placad in several groups tended 1,0 describe their teachers
as more punitive and less supportive. The slow-learning child made
more affectionate remarks about his home room teacher than did the
average or above average child. (2,3) The self-concept of ﬁrimary
age children appeared to be enhanced by placement in aeverai groups; |
first and second grade youngsters of all ability levels predicted
that they would be successful in schocl the following yearo (2,3)
Social contacts, as measured by the number of peers which six- and
seven-year=-olds were able to name, were aigniﬁoantlyl broader when
children were placed in more than one group. (2,3,188)

Just as the "one teachesr per self-contained olassroom"
concept has been challenged by organizational innovations, so has
the idea of static class size. It is quite possible that the tradi-
tinally accepted norm of 20-30 children in a group may prove some=
what less orfective or desirable than larger or smaller groups.
Apprepriate olass sise may be considered a function of several fao-
tors, inoluding the nature of the activity, the maturity and ability
of those being taught, and the competence of those doing the tesching.
(258,971}

The maximum size recommended for disoussion groups was
usually 12, more optimally 8, A group slue of 5-8 has baen sug-
gosted a;a suitable for maximiging the number of possible interactions,
and creating the opportunity for any given individual to be successful
in relating to &1l others. (969,571)
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Placement in groups of 5 to 12 was found to stimlate oral
partioipation by shy students, yet encouraged talkative students to
listen. Small group diacussign led to oonsensus or change in ocon=
sensus. Instruction in small groups also facilitated lsarning in
tool skills and kmowledge when instruotion was conducted mainly by
the teacher. (2,41,91,116,119,120,128,200,201,2is0,262)

Teachers who worked with swall groups were observed to

change their behavicr in ways which would have positive effects on
pupil outoomes: they changed from the lecture method to discussion,
observed their students at work, made recommendations concerning
apeoial skills, abilities and needs of students. Teachars of small
groups were also found to know more about their atudent.a" personal
Hstory. (91,178,226)

Large groups have been defined as any number from 12 to 400,
Hundreds of students may be grouped together for films, television,
dramatio presentations, and other passive activities. When interaotion
was a goal, groups which were larger than twelve resulted in some
membsz's becoming performers and others speotators. The implication
here wag that a group of 35 might as well be 100 or more since each
youngster could not cope with the tremendous number and range ’of
reactions demanded of him. (969,971)

The major advantages of large group inmstruction have besn
in move effective utilization of teacher time and more effioient use
of space and materials. Teachers have been freed for plamning,
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preparation, or working with individeals or small groups. large group
instruction for lacture or film preseatation has resulted in: . (1)

more efficient soheduling of time and space and fewer duplication
expenditures for materials, (2) a greater production and use of audio~-
visugl materials and, (3) children's planning for themselves and pro-
curing nee.2d materials independentlye (139,183,18L;,185,1686,187,168)

One may conolude from these findings thac large group in-
struction is most effective when supplementary audio-visual techniques
are employed and/or when ohil( ‘an oenduot independent study with or
without presoribed programs.

In an attempt to reduce the amount and range of haterogeneity,
pupils have often been placed in instructional groups based ou achieve-
ment and/or intelligence scores and teacher judgment« Studies of
homogenscus grouping from 1921 to the oresent failed to ghow consds-

tont, statistically or educationally significant differences between
the achievement of pupils so placed and that of students of equal
ability in heterogenswus groups. The rasults of ability grouvping
soemed to depend chiefly on (1) the purposes behind the grovping,

(2) the degree %+ which the grouping was made for the purposes ine-
tended, snd (3) the initial ability of the children. In f£act, only
when gensral ablility grouping was accompanied by efforts to adapt the
means and materials of instruotion to these purposes was there batter
achievement in homogensous classese (961,96k)
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Although early data appeared to supoort segregating chil-
dren of low general ability (I.Q. ecores of 30 or lower ), mora recent
studies have indicated possible negative affascts when homogeneous
ability grouping is used for all subjectse. Slow-learning children
placed cnly in low groups tended to remain in low groupse (1kk)
Average or below average children were deprived of the intellectual
stimidlation of bright youngsters. (961,96L) The achievement of superior
ohildren did not exceed that of comparsble youngsters i heterogeneous
groupse (207) It must be noted, however, that evidenna for these
generalisations 1s éparae.

Superior children in ability groups reported significantly
fewer personal provlems, although such grouping apparantly led to
neithar a greater feeling of belonging nor to better scores on tests |
of anti-socisl tendencies. Both superior and slow pupils demonstrated
more favorable attitudes toward their teachoers, while slow boys showed
significantly more positive feelings toward school. (959)

At all ability levels, randomly groupad pupils had higher
self-ooncepts, while there was no cmsistent relationship between
pergonality (uscendenoy cr inferiority faotors, competent assertive-
ness, or anxiety to achieve) and grouping practices.

Teachers generally .avored homogeneous classes, stating that
a limited range improved the teaching gituation for them, while par-
ents and pupils usually expressed aatiafaction with ability grouping.

(161,961,954 5965)
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The current irend sesms to be toward heterogensous grouping
which is believed to preaent greater cpportunities for social ard ine
tellsctual interaction. In ona atudy, the presence of gifted children
was found to upgrade the contzibutions of othes youngsters. (959)

Also, whon btrdght pupils were included in a group, more emphasis was

given to solence and social studies activitless Vhen gifted children
were not present, teachers concentrated on tool skills. The ability

composition of the class seemed to help detormine the teacher's par-

deption of what might ba emphasized. (959, 96k)

In a highly comprehensive review of the effects of ability
grouping on students of predominantly middle clases schools, Goldberg,
Passow, and Justman concluded that neither negative nor positive effects
can be attributed to such prosedures. Thao practice can be harmful if
it lulls the adults concerned into thinking it slone provides differ-
ential instruction for students of varying needs. It can be used very

effectively when it is flexible and varied, making possible a number
of levels at which children may be instructed. (96L)

Differential regrouping for each wﬁﬁect (rather than one
gencral placement based on I.Qe score or roading gkill) has baen the
practioce in many team teaching and nongraded programs. In these cazes
grouping which has been accompanied by differentiation in content,
method, speed, and/cr teacher technique has facilitated the acquisition
of both tool siilla and knowledige. The majority of studiss of nm-
gvaded programs which featured diffarential regrouping revorted results
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favoring the nongraded groups. (l1,116,120,128,131,146,200,207,223,282)
Two researchers (L3,l4l,176) reported higher tool skill and
knowledge achievement test scores. for students in heterogensous self~
contained classrooms than for comparable pupils in ncngraded programse
However, Carbone (L3,Ll) pointed out that many teachers of clesses
1abeled "self=contained" do in fact regroup differentally for tool
akill instruction on the basls of achievement. This finding con-
firmed the need for flexible regrouping in individual olassroons,
if tho ourrent pupil-teacher ratics are to persist.

Multi-age grouping (5, 6-7, 6=7-8, 8-9-10 year olds, etcs,
in cpo olaes) has been considered a significant factor in achieving
knowledge and tool ekills, and in promoting social-emotional dazvelop-
ment and self-direction. (72,204) Although there have been few sys-
tematio atteipts to evaluatie such practices, it may bs possible that
bringing together youngsters of different chronological sges oan ro=
sult in fairly homogeneous ability groups. In a study of rural elemen-
tary children, no differences in achievement were found between mulii-
age and graded classes. (962)

Administrators have found this practice convenient for keep-
ing olass size equal regardless of the numbers of children at differ-
ent agae levels, and for maintaining a standard pupil-teacher ratio.
Also, given children of differeut ages in one class, it is stated
that teachers must plan for differential instruction. The philoso=-
phy behind this latter statement appears to be diametrically opposi*~
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to that which ia subscribed to by advocates of ability grouping. (72,
20L)

The use of pupil teams (two or three children working to-
gether independent of teacher jnstruction) has been found to inorease
achievement in tool skills, especially epelling and arithmetic, and
has fostered self-direction and self-evaluation. (61,76,77,960)

Pupil team interaction algo facilitated teachers! organization of
time as teachers could provide jindividual attention while teams were
working. (76,77)

Individual or independent study plens are receiving new em-
phasis in the elementary gochool, and show promise of being very use-
ful in achieving the goals of tool sicill and knowledge aoquisition,
and self-divection. (157,249,260) In a study of the effaciency of
pupils working in pairs or alone on a yote learning task,; Travers
found the aelf-instruction mode far mcre efficiamt. The implication |
for teachers was that with proper devices and programmed materials
nany students oould conduct individual self-drilling while the teacher
could work with children who needed her instrustione (970) Much of
the data reported in the section on oursiculum supports the positien
that very young students (grade cne and wp) van profitably work in-
dependently with ccncrete objests, programmed texts, and devices such
as the talking typewriter. Teachers and parents approve of such pro=
grans, partiocularly the independent research and study projects cur~
rently being undertaken by pupils in the upper elementary grades. (161)
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Scheduling practices. The first type ¢f practice reviewed
concerned "block scheduling" which was observed to refer to several
different types of patterns. (See Appendix B) One study reported
such sohaduling to be effective in correcting speech problems. It
was also found to facilitate some supervisory practices, and to pro-
vide cooperative plarning time for teachers. (79,153)

A ssoond type of scheduling reviewed concerned "core sche-
duling" which at the elementary school level usually refers to a
social studies-language arts ourriouium teught by one teacher to
pupils of approximately the same age. There ’has been no research
evidencs oonocerning the effeot of ocore scheduling for pupil oute-
comes, although it has been claimed to lead to greater acquisition
of knowledge and tool skills. (125,223,238,258) It has also been
claimed to facllitate the econumical us. of materials ard increase
teacher speoialization. (223)

Core scheduling was usually accompanied by some degree of
departuentalization and teacher specialisation. Many programs fea-
turing those characteristios have also involvad changing olasses on
the part of the pupils. In some instances teachsrs have done the
moving, in other cases students have proceeded to special rooms,
Occaszionally, both teachers and some of the pupils mey change their
posts., A positive effect on sovial-emotional development has been
reported, including pupils'! inoressed liking for school. {161,215)
| Both teachs:s and stvdents have reported inoreasss in disciplinary




problama. (215)

An alternative to the static fifty-minute, one hour, or
other period length as a method of dividing the day is "modular
scheduling"s Modules of 15, 20, 30, or any number of minutes which
seemad useful, were eutablished to achieve this type of scheduling.
Bagsd on the needs of individual students or teachers, or as special
activities were planned, an appropriate number of these modules
were designatede Modular scheduling is relatively uninown in the
elementary schoole As used in two middle school programs, it oon-

‘ tributed slightly to growth in self-direction and improved pupil
attitudes. (28,273) Utilizing modules facilitated administrative

organization.

Tnstructional personnel and their utilization. Subsgoribing
to the philosophy that it is no longer possible for the traditionally-

trained elementary school teacher to be capable of teaching all sub-
jects with equal skill and effectiveness, many of the newer organi-
[ sational schemes include provisions for teacher spwoialization and
a reduced mumber of subject assignments. Several studies and/or
sohool projects have .eported a direct, positive effect on pupil
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growth in lmowledge, tool skills, and motor gkills. (2,28,126,161,
232) Teacher morals snd professional growth may be inoreased by
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specialization. Teachers have expressed approval of the practice, |

indicating that they wsre encouraged to engage in new practices and J




enroll in additicnal courges in their special areas. (28, 161,166,230,
2l7) Parental support has also been given. (28,161

Tencher cooperation in plamming and evaluation has been an
intrinsic part of most of the organizational patterns which involved
differential regrouping. This practice has teen stated to result in
increased pupil knowledge and improved tool skills. (28,232) Teachers
themselves wera said to benefit in terms of improvement in instruo-
tional techniques, greater objectivity in evaluating pupils, inocreased
familiarity with pupils! abilities and past records, and currioulum
improvemente (161,167,188,230,260)

Iittle has been reported on the effect of the number of
teachers by whom elementary school age childran are taught. When
several tcachers work cooperatively; pupils come in contact with a
larger rumber of adults; this has been stated to be e factor in pro-
moting social-emcticnal development. Primary pupils (grades 1 and 2}
tended to identify teachers by the subjects they taught rather then
bty namas (2, 161,188) The larger the number of teachers in a school,
team, or grade, the greater was lhe opportunity for redeployment and
specialization. (126,187)

A large number of studies of staff utilization have fooused
on means of assisting the classrcom teacher through many devices, cne
of which ia the use of non-professional or ssmi-professional persomnsl.
Aide, sub-professional, paraprofessional, assistant teacher, and othor

terma have been used to desoribe the nonecertified school worker who
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assists in classrooms with children. By simplifying or supplementing
the work of the teacher, the aide has helped return many achool hours
to tagks move directly related to instruction. For example, in
various educational plans, the utilization of aides has released
toachers from menitorial, c¢lerical, and hougekeeping tasks, thus
permitting time for direct instruotion with pupils, planning, and/or

preperation. (143,186,167,188)
Recently "teaching aides" have been specifically trained to

assist with the teaching task per se. They have bean assigned to
perform a limited number of 4eaching tasks with small groups of child-
ren under the supervision of certified teachers. Increased achieve-
ment in Imowledge and tool skills has been directly attributed to

the activities of the additional perscn. (60,243,155)
Tt has been suggested that mothers from the school community

in which the population is ngulturally-different! might serve yet
other roles when placed in classrooms as aldes. First, as members
of tha same sub=-culture as the pupils, they may be ugeful in pro-

viding adult models for gtudent behavicr. They also could contribute

to the toachers! understanding of the sub=-culture, and serve as a

liaison between the school and community. However, no regearch re-

ports were available as yete (26)

General organizational programs and their g;obal offectse

As has been previously reported, in each project or study which has

been examined, an attempt was made £o isolate the factors which have
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been operating to produce certain effects, In general, organizational

patterns may be facilitative, but in and of themselves appear to have
no direct relationship to pupil outcomes. In some instances, the
entire plan was oredited with inoreased achievement by its reporters
but the specific factors were not identifiable.

In the team teaching and cooperative teaching patterns, two
or more teachers cooperatively plan for and ingtruct a group of gtu~
dentse Oreat claims have been made for such staff utilization. How-
ever, most of the published material has been desoriptive in nature,
mach of it drawn from questionnaires. Many so-called prajects have
been demonstrations of preferred school practices without any re-
ssarch evidence. Nevertheless, teachers and students have generally
supported team teaching programs by their entlngisw and interest.
(161,215) Some teachers have reacted negatively to their roles as
team memberse (66) A major problem still exists in defining theee
new roles and in training experienced teachers to fill team positions.
(238)

As with team teaching, some systems have adopted or adapted
other programs including ths dual progress plen or a nongraded gystem.
(Ses Appendix B for definitions) Some of these programs have reported
inoreased achievement in kmowledge or tool skills without indicating
the oritical factors operating. (41,116,120,126,161,200,262)

New York City's More Effective Schoqla Program has specified
a cluster of variables including reduced pupil-teacher ratio, emaller
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class size, inoreased instructional assistance for the teacher (in the
form of an assistant principal for each two grades), expanded social
and health services, and increased amounts of supplies and equipment.
Improvement in pupil achievement in knowledge and tool skills has been
attributed to this cluster, with possible emphasis on reduced class
size and the more Zavorable pupil-teacher ratio. (Lhbk)

Whatever the organizational pattera selected, cortain factors
appear o be significant. Commmity orisntation, approval, and com-
munication are needed prior ts implementation as well as throughout
the sohool year. Teachers nead to understand the purposes of the
program, be prepared for new duties, ané feel competent that they can
work within the new framework. Administrative hindrances must be kept
t0 2 minimum, and flexibility must be carefully nurtured. (11,116,180,
128,200,228)

School administration.

Studies of adninistrative behavior have generaliy focused on
behavioral antscedents, rather than on specific behaviors or outcomes
of behaviors. Throughout the years of research in administratiwe prac-
tice, persomal qualities and traits have repeatedly been subjscted to
sorutiny; however, the amcunt of useful data yielded by such inguiries
has been very small. Mors recently, gituational factors of leadership,
group dimensions, and the general cultural enviromment have been uti-
1iged as a framework ageinst whick problems of educational administra-
tion heve been measured. Social systems theory has been more univer-
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sally appii.d, and a rather distinoct differentiaticn vetween the defi-
nitions of leadership and administration has besn asoepted by the

najority of theorists in the field. (315,3lk)

Few studies ooncerning leadership have revealed findings of the cguse-
offect type of relationship. Most data are correlatiomal, and very
few can be directiy associatsd with the pupil outoomes seb forth in
thie study, It h2s therefore been necessary 4o utilige sources other
than projects within an educatiomal setting in order to gather a oross
section of data.

Two types of studies have been found: those which search for
new dimensions to explain behavior, and thosa in which an attempt has
baen made to identify meaningful varisbles that carrelate highly with
Jeader behavicrs A major difficulty in such rssearch appears to be in
sucuring relisble and meaningful oritericn measures. O0ften the data
are limited to teaoher‘ reaction and judgment.

Data gathered from all sources were analyzed, and the foillow=
ing oategories and subcategories wers identifieds

I, Traits and personal characteristice euch as

age, sex, marital status, cognitive abilities,
personality traits, interests and attitudes,
needs struoture

1I. Cultural and backeround knowledge, and expe=~
rience such as academic backgound, training
and experience in teaching and administration,
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aowledge of teaching and administrative prac-
tices, ratings bty teachers and superiors, cOR-
mnity, and othor factors influencing admini-
gtrators

III, Administrative styles such as demccratio,

authoritarisn, paternal, laiaéez-fa:lre; super-
visory and cooperative administrative arrange-
mentis; managerial functions

IV, Organigzational climate such as open, auteno=~

mous, contrclled, familiar, paternal, closed

Traits «nl peraonal charactearishkiose Two major factors emer-
ged from the coprehensive simulated school study conducted by Hemphill,
Oriffiths, and Fradericksen. Those principals whose overall effec~
tivensss was rated high by teschers, superiors, and judges within the
study were found to rank high on both the factor of preparation for
decision making and the volume of werk produced. Of the many persocnel
qualities compared, howsver, only cognitive abilities, general know-
ledge, and some interests and attitudes of ths elementary principals
stuiied were significantly related to these basic fastors. (332)

Eight administrative styles were also jidentified by Hemphill
through an analysis o’ the principals'performances on in-baskat ltems
and other situations. These were variously related to the variables
mentioned above; and occasionally were gignificantly correlated with
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age and/or sex. (333) Principals with high cognitive abilitles also
received high ratings in sxecutive professional leadership from their
teachers. (319,320)

Demographic characteristios (age, sex, marital status, reli-
gion, etc.) appear to be unrelated to either the organizational climate
of a principalts schuol (305) or to the drgree of executive professional
leadership ascribed by teachers to a principal. (319,320)

Noed structure. Based on an analyeis of the “need structure"

of those currently employed, Kemp (979) found that the responsibilities
of principal, counselor, and teacher should be considered discrete and
not overlapping. The principal should not assume couns~ling respon-
sibilities, the giidance counselor should not be agked to function in
en administrative capacity, and no ons individual gshould be employed
half-time as a teacher and half-time as a counselor. Placing an indi-
vi.dual with one of these disorete sets of needs in an inappropriate
position might result in a change in the purpose, functioning, and out-
somes of that position as the individual seeks to fuifill his neads.
Findings upon which the above statement rests were: (1)
principals have significantly higher need for achievenent, deference,

order, and endurance than teachers or counselors, (2) teachera have a

signiticantly higher need for succarance and nuturance than either
principals or counselors, and (3) counselors differ gignificantly from
the other two groups in their needs for exhibition, affection, and

sntraception.




Two implications appeaved to follow: (1) the nseds structure
of a student applying for graduate study in any of these fields should
be congidered, and (2) persons who are trained in cne field should

examine their needs structures before considering a change to another.

(979)

Gulwural and background knowledge. A principal's background

knowledge of general culiure, science, and mathematics was geo norally
eignificantly related to his administrative style (333) and ratings
of exeoutive professional leadership (319,320), but unrelated to the
organizational climate of his gchoole (308) There wee a trend toward
a negative relationship between training in education and the amount
of loadership asoribed to a principal by his teachers. (519,320) -
Several researchers questioned either the quality or the con-
tent of the advanced academic program in administration since princi-
pals appear to have had insufficient preparation and experience in
areas such as knowledge of human behavior and dovelopment, understand-
ing of leadership and the soqial process, knowladge of the structure
and controls of society (580), or knowledge of the specialized learn-

E ings re curriculum and instruction, gtudent persomel, staff personnel,
@%tCe (3193 3203 97!3: 979, 981)

Experience in education. Experience in teaching and adminis-
tration were not found to be significautly related to the major factors

of preparation for decision or volume of wark (332), to professional
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leadership (320), or to organizational climate. (332) Only extreme
inexperience as an administrator (under five years), or extreme expe~
rience as a teacher before entering administration (fifteen or more
years) were significantly related to four of the eight administrative

styles. (333)
In the selection of princirals in Ohio, Gordon found that age

and gex were not important. If all the cther qualifications wers

equal, the age bracket between 31 and 4O years was preferrede Can=
didates who had teaching experience of 5 to 10 years or administrative

experience of L to 6 years were more usually gelacted. (313)

Ratings of principals. Ratings of principals by teachers
and administrators generally revealed strong correlations between
administrative styles and high or low evaluations of performance.
Usually there was agreement between the ratings wiven by teachers and
guperiors, with superlors gtressing task accomplishment styles while

teachers strssged consideration and social needs gatigfaction styles.

(333)

Geographical conditions. Noither the regional location., the
gize of the city in which a gchool was situated, nor the salary of the
principal were related %o the degree of executive professional leader-
ship ascribed %o a principal by his teachers; however, the larger the
school population, the lower the rating of EPL. (319,320)




Other factors influencing administrators. As principals

received social and professional eupport from their superiors, they
in turn gave it to their subordinates, and also were rated high :m
executive professional leadership. (319,320)

Tnagk found that 75% of the principals she studied believad
their superintendents thought principals ghould spend 60% of their
4¢ime supervising ingtruction in gensral, when actually they spent
moat of their supervisory vime with begimnerse (982)

Salary or upward motivations for becoming a principal were
aob correlated with ratings of Jeadarship; however, service motive was
gignificantly related to high ratings. (319,320)

As a general yuie, administrators appointed from within a

system tend . to stress tochnical and managerial rules and inter-

personal relations with other staff members, while appointment from
the outgide has resulted in development of rules at the institutional
1evel and impersonal attitudese (229)

The gocio-oconomic level of the community influenses the
attitude of the principal toward parent participation in school
affairs. (298)

Administrative styles. ‘Administrative styles of principals

have been measured by severa. researchers in terms of what principals
expect from teachers and how teachers perceive these expectatinse
However, these styles have not been related to variables other than
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administrative variables. Teachers' self-ratings of effectiveness,
confidance in the principal's leadership, and pai'eonal satisfaotion
were related to their perceptions of the principal as either taske
oriented, personal-needs-fulfiliment-oriented, or balanced between

the two, (318) Initiating structure and consideration have been hypo-
thesized as necessary, but not always compatible, aspects of leader-
ships (32)

Campbell atated‘that the pris.oipalts ohief reference group
was his staff, the teachers. In this context, also, the emerging dimen-
gions were similar to those of other resesrchers. The role of the
principal was to mediate between the dimensions of achievoment of task
and maintenance (fulfillment) of the individual's persconal needs.

The principal’s perception of himszelf was related to teachers!
gelf-ratings of effectivensss, sonfidence in principal's leadership,
or satisfaction, Teachers rated higher those principals who expressed
concern with professicnal duties then thoss who stressed managerial
funotions. (319,320)

A newer approach to alementary sohoal administration is the
concept of oooperative administratien in the form of an administrative
or supervisory team. From ocoperative fesching have o..3 soms lemsons
which have been applied to administration ¢m a very small scalss Two
or more principals and the staff assignad to them have been glven the
recponsidblity for working together with the seme group of iteachers fer
all or a significant portion of the time, This approach questions the




concept of the self-contained school in o mammer which is analagous
to the questioning of the selt-containad classrooms Teachers might
be pooled and talents shared between or among btuildings. Such col-
1aborative activities might better serve the cbjectives of aducations
(977)

Cooperative teamwork among principals or eupeﬁisors has been
introdnced in several communities. (281;,312,977,961) The results may
be surmarized as generally positive. The couperation seems to lead
tos (1) inoreased personal motivation on the part of the principals,
(2) an opportunity for peer<level feedback, (3) opportunities for high-
quality assistance in curriculum, and (%) the possibility of more
objective evaluations of the teachers.

Ths style which the leader uses seems to be a funetion of
the leader's own personality, the type and maturity of the grouwp with
whom he works, and the expectations of his superiors. (291) The
principal’s personal pattern of behavier in accepting and carrying
cut his responsibilities was related o the type of behavior that

teachers exhibited. (325,370)

The democratic-autocratic dimensicn has been a popular means
of desoribing educational lsadsrship for at least the past ten ysars.
Along the continuum intermediate points might indicate the paternal
and the laissez-faira modes. Shared leadership, grovp decision-
making, and minimizing digtinctions of formal sta‘i;us have been stated

or found to promote staff morale, group discipiine, leadership ,




| ccoperaticn and responsibvility. Thess behaviors have also been effec~
; f tive in improving teacher performance, implementing new school programs
g ard achieving curriculum change. (302,30L,325,342,36l,370) Principals
whose mods was democratic were rated high in professional leadsrship
" by their teachers. (319,320)
The paternal leadership style appears to produce submisssive,
dependent groups which do not accept responsibility, have low morals,

e and acoymplish 1ittle. The lack of leadership which is usually labaled
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nlaissez-faire" was reported to engendera group which was indifferent
and disinterested, which lacked purpsses and goals, and failed to
achieve task accomplishment or job satisfacticms. (325,370)

The seed bed for organizational change is ihs informal orga~
nization of the school. Teo close adherence to formal line-gnd-gstaff
structure may in fact regult inc poarer quality of decision making and
a statioc orgaxﬂzatién. Authoritarian leadership was stated to result in
an antagonistic, uﬂcooperative staff, characterized by low job gatig=
faction and little task accomplishment. (325,370)

| As the achool manager of administrative affairs, the prir-

“ *:’ cipal who providad social, personal, and profeseional support for his

. otaf? received high rating on his ieadsrship. (319,320) Through schs-

| duiing varisble period lsngth, zotation of clesses, class size, group-

ing, time allotments, staifing, peeting patierps, pupil load,and number
of required subjecta ths principal has been stated to be able to faci~
144ste individualizing instruction. (34T

oLl




When the principal made changes based on evaluation, promoted
job satisfactions for kis staff, used cbjective oriteria for evaluating
teacher performance, and encowriged self-svaluation by staff members,
teachers exhibited high morale, increased the effectiveness of their
teaching, and fostered_self-evaluation in their pupilse (370,97L,961)

Organizational climate and its relationship with administra-

tor and teacher. Six profiles of organizational climate wrrs identi-

fied by Halpin and Croft through the use of theOrganizational Climate
Description Questionnaire, These climates ranged from open through
autonomoug, controlled, familiar, paternal and cloged, Three addi-
tional paraméters, authenticity (openness of behavior), satisfaction
(goals and social needs accomplishment), and leadership initiation

(the 1.citude within which leadercnip acts may be initiated by status

leadsrs and group members), #ere also identified. The prototypes
set up for each climate included desoriptions of teacher and prin-
cipal behaviors, relating the characteristics of the group (disengago=

ment, hindrance, esprit, intimacy) to the beharior of the leader
(alsofness, production emphasis, thrust, congideration). This :are=-
fully documented research siudy has provided a modsl for educational
researchers, since every step of the study was carefully reporteds
Although Halpin himself found no consistent relationship between
organizational climace and teacher effectivensss, more data are reaed-

ad o provide a basis for further pradictive studies. (326)
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Physical plant and facilities.
A large number of stated relations have been both claimed and

found to exist betwesn physical envirnnmental varisbles and their
® psychological effscts on human beings. Few research studies seen to
exist, however, relating physical plant variables to pupll outcomes
in the school. Architects have been able to manipulate and control
such variables as temperature and humidity control, and have reduced
distances and congestion by designing schools with centrally located
facilities.
Evaluative studies of the effect of these variables on pupil
_ bshavior, however, do not appear to be available. One may assums that
research showing the effects of environmental variables (such as
1ight, colar, form) on the psychology of humans (such as mood, fatigue,
informality) may be generalized to children. Some formal and informal
observations indicate that instruction may be faciiitated by control-
ling the environment, éimulation of nature in a c¢ity school, for
example, could expose urban childrer 10 experiences they could not
have otherwise. Carpeting on the floors seems to reduce the noise
o level, and, to some degree, the disoipline problems in the clagsroome.
‘ Soft, warm colars in the library seem to produce relaxed peacefulness,
shereas bright colors in the gym may stimulate high activity levelss
With the development of technology, the teacheris rcle may
be modifiede She may obtain instant films, usic, programmed materials,
» by operating a control panel o by contacting a central control teche

niciane
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Given the above possibilities, it becomes clear that the
physical plant wariables need to be integrated into the general syme-
thesis of all available data, and should cccupy an imgortant place in
the final theorization.

Teacher characterigtica, role fumotions, and olassroom behavicrs.

—w

Within the past twenty-five years, the concept of the role
of the teacher and the research related to teachership has undergone
considereble change. There has been a deoided shift in the litera-
ture from the description of the teacher as a transmitter of knowledge
to the image of the teacher as & diagnostician, guide, and an interac-
tive participantt in the educative processe As the objectives of edu-
cation have been expandsd to encompass not only the pupil's academic
achievement but cognitive growth, social-effactiveness, self-direction
and attitudinal ohanges, the rols of the teacher hae taken on new
dimensionse

The majority of the studies analyzed in this project provided
us with cause and effoct relations: The others were essentially cor-
relational studies rendering group results not necessarily generaliz-
able to a particular teacher in a partioular situation. Although cur
primary concern was 4o gather data directly related to the six pupil
outcomes, a comprhensive program yielding extensive correlational data
such a8 Ryans® study Teacher Characteristics (involving more than
6,000 teachers; 1,700 schools and appraximately 450 school systems)
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merited carefil consideraticn.
Therefore, at the close of one year, provided with tho raw
data gathered Iyom numercus studies and with the aix pupil outcomes,
the data related to the teacher system wereorganized into the follow-
ing categories of variables:

I. Tea her demographic characteristics such as
i age, sax. and marital status

II, Teacher training, kncwladge, gidlls, snd ex-
perience such as pre-service training, recency

of college training, type of college attended,
inservica training, professional knowledge
and skills, interast in subject matter, num-
ber of years of teaching axperlence, grade
level, and subject specialisation

II. Tegoher personality traits digplayed in tha

classroom, and attitudes which insluded warm,

businessiike, stimulating, turbulent, fearful,
and oritical behaviors; and attitudes toward
pupils, teachers, administraiora &nd educa-
tional viewpoints

IV. Teacher role functions and clagsroom behaviceg

guch as the tescher's pattern of influence or
mode of presentation, the specific teaching
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methods, the teacher's seleotion, specifica~
tion, and evaluation of goals set for pupil's
and the teacher's disciplinary actions

Utilizing the attainment of the gix pupil outcomes as the

»

criterion, the categories of variables were ordered in terms of the
signifiocant direct impact they had upon these outcomes. Variable
category IV, Teacher role functions and olassroom behaviors, was
clearly the most signdificant, followed by varisble category I11,
Teacher personality traits displayed in the claseroom and attitudes,
then by variable category II, Teacher itraining, knowledge, skills

and experience, and finally by variablecategory I, Wsacher dsmographic
characteristics. It should be re-emphasizad that the order was a

~ function of the direoct impact on the pupil outcomes.

Modes of Eresentation. The numerous studies on teaching
modes, approaches, influence, and style fell into two rajor sub-
vategories, directive modes and nondirective modes.

the directive modes encompassed aubcoratio, highly con-
trolling, direct, dominative, teacher~centered, directive, &nd lec-
turing approaches. The nondirective modes included demooratio,

loogely-controlling, indirect, integrative, learner-centered, respon«

give, discursive, and laigsez-faire approachea-
Earlier research revolved around the merit of two contras-

ting modes, a partdoular mode and its antithetical mode, and contributed

9~




significant data which was utilized; however, the more recent studies

provide a more realistic view of teaching style. This research viewed
the teacher not as congistently operating at the extremes such as auto-
cratic versus democratic, but along a continuum. For example, observ-
ing teacher behavior in terms of the rosponéive-directiv e scale or the
indirect-direct ratio, (I/D ratio), was far more in keeping with actual
behavior. The data clearly indicated that a nondirective mode such
as the Flander's indirect mods or Miller's respongive mode wuuld best
promote the six pupil outcomes. When pupils were iustructed by a
teacher who had a high I/D ratio (indirect-direct), utilizing indirect
influence a greater percentage of the time, the pupils demonstrated
increased achievement in knowledge, tool skills, and cognitive growth;
increased self-direction; greater social-emotional adjustment; and
positive attitudinal sets toward schoolinge

The combined data related to the direct modes showed generally
negative results. (373,37h,375,393,L03,40k,405,406,L07,408,409,L10,L11,
112,424,428, 429, 1142, 450, L51, k97, i58)  However, certain types of child-
ren need, desire, and profit from directive instruction. The majority
of st 1dies reviewed dealt with "average" children. What may have ap-
peared initially to be an unimportant finding proved to be of value
here, for the data indicated that with dependent-prone children the
direct appruach increased dependence, and with apathetic children more
apathy was generated. (442) What was most significant was that the
teacher with the high I/D ratio met the needs of all types of children.
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Classroom opsarvations reinforced the finding that the high I/D teachmr
was flexible and modifiable. Although she was indirect a large percen-
tage of the time, she was able to bacome direct as needed. The low I/
teacher, who was direct most of the time, was unable to become indirect.
It appears that the more indirec. mode meets the needs of all types of
children and best promotes the attainments of our objectives. (Lo2,
405,406,409, 111,412)

Additional data indicated that the high I/D teacher engaged
in a greater degree of teacher-pupil planning, obtained more informa=-
tion about her pupils, acquired increased kmowledge of subject matter,
and spent far less time disciplining her class. (405 ,406)

Data relative to another group of modes were equaliy signi-
ficant. For purposes of convenience these modes were labeled cognitive
modes. They are characterized by teacher behavior gtructured to pro-
mote pupils? use of cognitive functions resulting in cognitive growth,
increaéed self~concept, and more positive attitudes towards education.
(L57,476,477)

It was interesting to note that the cognitive structures
woro essential componeniz of many of the indirect modes reviewed, and
that the climate proviced by indigect instruction fostersd cognitive
growth of the pupils as well as the teachers. (462) Faced with these
data, one questions at this point if the intelligence of the teacher
would prove to be a significant factor in fostering & specific mods of

presentation, Contrary to what might be assumed, the data indicate
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that the I.Q. of the teacher had only a slight effect on her mode of
presentations (42k,471) However, when a comparison was made between.
high school and elementary teachers, the I.Qe of the teacher proved to
be more significant at the secondary level. (471)

Not related specifically to any one mode of presentation, but
meriting consideration, was the finding that generally when the same
teacher taught homogeneous classes oi pupils, one class of "low" ability
and one of "average', or ¢ne of "high" and one of "average!, the
teachers's pattern of classrcom verbal behavior was the same. (L6L)
This finding is significant not only in that it points up the need to
create an awarenegs for differential instruction to accompany ability-
grouping, but also that the teachert!s mode of presentation, whether
dirsctive, nondirective, or cognitive, should provide for differential
ingtruction.

In sumarizing the data relative to mode of presentation, it
gppears that both the indirect and cognitive modes best promote tae six
pupil outcomes, “hat the I.Qe of the teacher has a slight effect upon
the teaching mode utilized, and that differential instructionis an

egsential component of any moede.

Teaching methods. At this point data related to teacher
methods nierits our attention. Teaching methods are the specific
approaches utilized by a teacher for the purpose of instruction.
They are differentiated from mode of presentation, the teacher's
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pattern of influence in that the mode of presentation designates the

votal pattern of teacher behaviors rather than specific instructional

acts. Therefore, under the classification of teaching methods, we have
included the lecture, the discussion, the project method, the recita-
tion method, the method of teaching critical thinking, the demonstra-
tion method, the self-discovery method, the self-gelection method,

and the multi-method approach. The results oi the research in this

area have failed to favor any particular method.

Evaluation of the lecture method has consisted almost entirely
of a comparison with the discussion methode. Findings sbetracted from
gixt .n ressarch studies indicated that, with respsct to the pupil's

‘ immediate mastery of factual information, there were no significant

* differences between the lecture method and discussion methods (413)

' The question of pupil retention of the material was seldom investigated.
Two studies which dealt with this question found retentlion of material
to be superior in groups taught by the discussion method (983,994)
while one study found no difference. (966)

Proponents of discussion methods have claimed advantages in
problem solving and application of knowledgs. Thaere was 1ittle evidenos
to substantiate these claims (413); however, there was some evidenoce
that pupils in discussion groups did take on greater respongibility for
learning. (993)

Evaluation of the project method (pupils accepted an assign=
ment and were free to fulfill the requirements independently, with
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help from the teachsr when needed) yielded no aignificant results in
terms of mastery of facts (413), although one study did report the
pupils demonstrating superior skills in solving directly-related prob-
lemse (985)

When the recitation method (characterized by assignment,
study, and report) was compared with othor mevhods, there was little
evidence to support this method or any of the cthers as a general
teaching method. (L13)

An examination of methods to teach oritical thinki yielded
positive results, in that pupils who had been taught ths principlss
ot logic and experimentation and their use showed greater gali in
measures of oritical thinking than the control group, with no impair=-
ment in mastery of courase content. (988) In this case what merits
further study is whether these pupils will transfer these skills
bayond the paper and pencil test situation.

Research concerning the demonstration method yielded little.
General statements were made to the effect that pupils learn by imita-
tion and are capable of learning by observing dsmonstrations. (413)
There was no research evidence that intellsctual skills have been
learned by this process.

Data in regard to the self-discovery method disolosed that
students who received "no help" from the teacher developed the graatest
winterest in the problems; however, those students who received teacher

assistance upom request were superior in applying the discovered rules
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t0 new problemse. (989)
An analysis of tha reswlts of research relating to the "self-

selection" method, although limited to but one study, merits attention.

In this method the teacher was to "guarantee that every classroom sit-

vation or its immediate surroundings would have tasks which were in-

teresting in terms of intrinsic content and which would cover a range

of difficulty as great as the variability" of the pupils. The data

indicated {* vteon the whole, the children were sound in their judg-

ments of their own sbilities. Academic gains were alsc somewhab

bebter than under the procedure maintained in previous years. (991)

Research reported in relation to the multi-method approach,

in which the teacher utilized many methods and instructional media in

one instructional period, disclosed that pupile demonstrated growth in

reading skills, cogniticn and motor skills. (62L,625,630,6L3,657,69N,

696’90‘ 5)
On the whole, the over-all data cn teaching methods appears

to indicate that to date no one teaching method may be designated as

markedly superior to any other. (L13)

Teacher's selaction, g_geoii‘ication, and evaluation of pupil

goals. By and large, educators stated that when teachers select goals

that are congruent with the needs of their pupils, specify these goals

with clarity in terms of the pupils'! terminal behaviors, and utilize

these goals to construct their evalustive ingtruments, a climate




conducive to learning is developed. {(373,L0L,L05,406)

Goal selection, In the process of goal selection; research
pointed out that when a teacher was provided with knowledge of the
1.Qe range of the class she demonstrated a differentiation of opera-
tional cognitive goals for the pupilse The "low" pupils were assignsd
goals limited to knowledge, comprehension, and applioation; while the
ngverage™ or "high" pupils were assigned additional cognitive goals
such as analysis; synthesis, and evaluatiome (46L) There was no
significant evidence to support this type of goyl allocation based
upon the I.Q. range of a class. No one to date has demonstiated that
children who obtain low soores on intelligence tests are incapable of
analysis, synthesis, and evaluation and should be restricted to recall
of knowledge, comprehension, and application.

Goal specifioation. It appears twuau the specification of
gouls with clarity assists in many endeavors. Therefore, it was not
surprising to find that when teachers provided pupils with clear goals
the pupils demonstrated increased academic achievement, work involve-
ment, interest, and self-direction. (373,404,405, 406)

When attention was focused upon ths combination of the in-
diract mode with goal clarification, the ragearch indicated a further
inorease in pupil knowledge, tool skills, and self-direction. When
the direct mode was substituted, pupil dependence increaseds (405,406)

The factor of pupil valence toward the goals established by
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the teacher was found %o be significant. Pupils with positive goal
valances dsmonstrated increased achievaments (L405,406) a8 would be
expacted, pupils with a negative goal valence, whether goal gtatements
were clear or unclear, demonstratied negative result: in terms of
achievement, social-emotional adjustmentss and attitudes toward
schoole (LO5,406) Within the scope of the studies reviewed, no data

were available concerning how to alter pupil valence.

Evaluation of pupil goals. In %erms of evaluation, teachsers
generally stated one pattern of cognitive goals for their pupils and
tosted for another pattern of cognitive goals. (L6L) It wasn't clear
whether the cause of the inconsistency was in the invaligity of the

tosts uged or in the teachers! own incongistency.

Teacher!s disciplinary actions. The data gathered in this

araa were extremely limites. Two gtudies found increased self-direc-
tion on the part of the pupils when the teacher's disciplinary actions
were characterized by clarity and firmness. (421.,440)

Teacher personality traits displayed in the classroom. Re=-

searchers were in agreement that since the teachinge-learning process
takes place in a social setting, the teacher's personality traits had
2 notable effect upon pupil outcomes. (2L} The data in this area
confirmed their statement that the personality charaoteristics of

teachers have measurable effects on the intellectual, social, and
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emotional growth of the pupils. (L2L)

Within the scope of the data gathered, when one reviewed the
various oharact.eristi.os explored by the numercus researchers, teacher
traits were classified into the following groups:

Warm behaviors such as friendly, understanding,

encouraging, and supportive

° Buginesgslike beliaviors such as responsible, sys-

tematic, orderly, well-planned,
and work-oriented

Stimulating behaviors such as imaginative, vig-

orous, dynamic, and enthusiastic
Turbulent behaviors such as impulsive and highly
variable
Fearful tehaviors such as nervous, hesitant,
and inconsigtent
Critical behaviors such as disappointing and

punitive

Those studies which focused upon warm teacker behaviors
clearly indicated that  upils taught by warm personlities demonstrated
increased achisvement in such tool skills as vocabulary and arithmetio
(58L), work invoilvement and interests, increased creativity, greater
self~-directions more positive social-emotional adjustment, and greater

group ochesivanesse. (L11) Pupils taught by teschers who engaged in
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critical, disapproving, and punitive acts tended to perform only

the required tasks, produced products displaying 1little oreativity,
demonstrated great dspendence upon the teacher, displayed negative
gocial-smotional adjustment, and had little group cohesivenssse These
pupils were critical, aggressive, and punitive in their actions toward
each other. (37k;375,L39)

Tt was interesting to note that encouraging teacher behavior
(teachers wrote commentsbelieved by them to be ngncouraging® on pupils!
papers) promoted greater pupil effort and improvement in learning.
(L60,169,992)

One study reported nonsgignificant differences in reading
growth and problem-golving skills for pupils studisd in relation to
teacher warmth-friendliness, teacher verbal emphasis, and teacher
accepbance of pupil automomy. However, when a comparison was made to
d. .ermine the degree of association cbteined .between teacher verbal
emphasis and pupil-teacher rapport, it was found to be small and the
significance of the relationship between pupil-teacher rapport and
teacher warmth-friendliness was defined more clearly. (Ll7,451)

Studies dealing with businesslike teacher behaviors discloged
that those traits promoted greater achlevement, greater dependence,
more positive social-emotional adjustment, and more positive attitudes
toward, schooling on the part of the pupilse (L2h) On the other hand,
pupils taught by turbulent teachors whose behavior was characterized
by impulsiveness and high variability demonstrated gains in achievement
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and greater self-directive behaviorses (L2L) One study based on eight
years of research was unique in that the researchers viewed the per=
gonalities of the pupils, as well as the personalities of the teachers,
A type of teacher-pupil grouping which might be clasgified as pupile
teacher personality grouping emerged. This seems to offer aignificént
possibilities in pre=-service training. Determining the personality
traits of pupils and teachers, and placing gpecific personality types
of pupils with specific typec of teachers produced inorements in aca<
demio achievement, as well as increased social-effectiveness, gelf=
direction, and more positive attitudss towards scheoling. (L2h)

As an example, when homogensous groups of striving pupils
end conforming pupils were taught by the golf-contclling teacher
(orderly, well-plammed, wark=-oriented), the pupils demenstrated the
greatest total achievement. However, this was accompanied by little
salf-direction and great dependence on the taachers When the same
groups were taught by the turbulent teacher (impulsive, high varis-
ability), ell childran demonsﬁrated increased achisvement and in-
creased self-direction. With the fearful teacher {z.ervous, hesitant,
inconsistent), the pupils demonstrated low achievemeat, iess positive
gocial-gmotional adjustment, and negativa attitudes toward and inter=-
* est in school. (L2h)

When the researchers placed homogenecus personality types
of pupils with & combination of two teachers of different perscnal-
ities, turbulent and self-controlling, all pupils demonstrated increased




aciievement in knowledge and tool skillse (L2h)

Nobeworthy ab thas point is the effect of teacher-pupil
personality grouping upon teachers. When teachers were placed with
ochildren whose personality type differed graatly form their ouwn, they
tended to change their classroom behaviors to conform to the pupils!
personalities. The excebtion was the fearful teacher who did not react
to the children's persorality traits at alls (h2k)

One significant finding proved to gain added significance
when it was viewed in relation to data obtained from a correlational
study. Tt was found that the teacher's emotional adjustment and
gtability affected his rapport with pupils: the greater his emo=
tional stability, the greater was his social=effectivaness with
pupilse (Lh7,L71) The correlational evidence stated that teachers
.who displayed warm behaviors and/or stimilating behaviors exhibited
guperior emoticnal adjustment and stability, while those who were
businesslike scored low on emotional adjustment and stabllitye In
addition it was found that teachers who participate in leisure
time activities are likely to establish superior rapport with their
pupilse

Additional data correlated with the facter of emotional
stability merit consideration. The teacher's creative ability was
related o his emotional stability in the classroome Teachers who
goored high in creative ability tended to demonstrate a greater dis-
play of positive and negative emotions related to their pupils in
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the olassroom. (391)

Teachers! high ratings of their own performahce were corre-
lated with personality traits such as warm, responsible, ghimulating
clagsroom behaviors, permissive child-centered educational viewpoints,
and positive attitudes toward the entire school staff. On the other
kand, supervisors! high ratings of teachers were positively corre=-
lated with the teachers! traditional, academic-centered viewpoints,
and positive attitudes toward the school staff. (L71)

Furthermore, the teachers! out-of=-sckool activities and
childhood and adolescent experiences were correlated with their
classroom behaviorse (471) For example, teachers whose childhood
and adolescent experience included playing school and taking care of
young children socored high in terms of warm and stimulating clags=
room behaviors; teachers who participated in religious activities
such as teaching Sunday school or working with the church in gome
capacity demonatrated a high degiee of warm, friendly, understanding
classroom behaviors. (471)

Teacher attitudes. Variable category III, In addition to
teacher persm;a]ity traits displayed in the classroom, also includ=-
ed teacher attitudes. It was assumed that the attitudes a teacher
held toward pupils, teachers, administrators, and education would
influence his clasaroom behaviors.

The data indicated that teacher attitudes had a direct

effeot upon pupil outcomes. It was found that pupils whose teachers
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held positive attitudes toward the studont body, the teachers, the
administrators, and classroom practices,in general, demonstrated

greater acadsmic achievement, positive gocial-emotional adjustment
and pogitive sttitudes toward and interest in schocling. (02, L0k)

Numeirous studies disclosed that teacher attitudes toward
pupils, colleagues, administrators, and classroom practices were
correlated with demographic traits such as age, 86X, marital status,
childhood and adolescent experiences, out=0f~school activities and
interests, college training, teaching experience, and ratings by
gelf and supervisorse (L71) For example, teachers under 30 held
permissive, child-sentered educational viewpoints, while older
teachers were found to be traditional and acadomic-centered. Male
teachers, in general, held more positive attitudes toward pupilse
Married teachers held more permissive, child=centered viewpoints
and were pupil-or:l.ented. Teachers whose childhood and adolescent
experiences involved superviging younger children were positive in
their attitudes toward pupilse (L71)

Teacher training within the past four years was correlated
with positive attitudes toward pupils and the entire gtaff, as well
as permissive, child=gentered educational viewpointse. Attendance
at a large university was correlated with permissive, child-centered
viewpoints. (471)

In regard to teaching experience, the lower the grade level
the more traditional and academic -centered were the teacher's viewpoints,
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The teachers high self-ratings were positively correlated with
their positive attitudes toward the entire staff and their permis-
give, chilg-centered viewpoints, while their supervisors! high
ratings were currelated not only with positive attitudes towards
» pupils and staff,but with traditional, academic-centered educational
viewpointse (471,472)

In summary one might conclude that the data verify the
common assumption that the tsacher!s attitudes have direct impact
upon pupil outcomes, and that they are correlated with numerous
other factorse What is lacking aredata which would specify how atti-
tudinal change may be promoted.

Teacher training, knowledge, skills and experiences.

Contrary to what would be anticipated, variable category II, teacher
training, lknowledge, skilis and experience had few direct effects
upon the six pupil objectives. Tha cnly two factors within this
category which directly affected pupil outcomes were the teachert's

.".;’
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ingervice training and the teacher!s interest in subject matter.
The teacher!s training, kmowledge, and skills obtained in insgervice
courses led to increased growth in terms of all of the six pupil
outcomes (462); while the teacher's interest in subject matter
positively affected the pupills academic achievement in knowledge
and tool skills. (42k)

Pre-gervice training. Tescher training and knowledge
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acquired during the preparatory years in college, whether in the

general field of education and in gpecific content areas, had no
significant effect upon the pupils! academic achievement. (k2

L471) The nuiber of years spent in teacher training in college had

no effect upon teachers' personality traits digplayed in the class-
roome (L2L,471) The recency of collsge training did affect the
teacher's personality traits: for example, teachers who had taken
college courses within the past four years demonstrated warm, respon-
givlo, buginepslike behaviorse (471,472) In addition, recency of
training was correlatsd with positive attitudes toward pupils,
teachers, administrators, and child~-centered educfational viewpointse
(471,472) Another factor influencing teacher attitudes and éerson-
ality traits was the type of college the teacher attended. Attend-
ance abt a large university rather than a gmall college was correlated

with permissive, child-centered educational viewpoints and stimu-

lating classroom behaviore (L71,472)

In~-gervice training. In addition to promoting growth in
tormg of the six pupil outcomes, inservice training had a profound
effact upon the teacher. It was found that when teachers received
inservice training which emphasized a learner=-centered climate or
indirect influence, there was an inecreased use of cognitive pro-
cesses, increased knowledge of subject matter, more positive

attitudes toward pupils, and greater receptivity to curriculum
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innovations on the part of the teachers. (L62)

EKnowledge and skills. With regard to the teacher's pro=-
fegsional knowledge, mea:_sured in one cage by the National Teacher
Examination and in another by the Teacher Education Examination,
the evidonce found is subject to question. One researcher found
that the teacher's professionral knowledge had only a slight effect
upon his classroom behavior, defined as his ability to solve teach-
ing problems. (401,402) Another group of researchers found no
significant velation between the teacher's scores on the Teacher
Biucation Examination and any kind of growth on the part of the

pupilse (42h) IMowsver; this group claimed that had they included
I a sizeable' nunber of teachers who had no professicnal training.

The Teacher Education Examination might have shown a difference be-
tween the progress of pupils of such. teachers and the progress of
pupils taught by trained teachers. They stated "Our experiment did
ghow that whatever effects the teacher!s knowledge might have had
were ocompletely masked by the effscts of the teacher's perscnality."
(h2k)

Concerning teacheris skills the data were extremely limited.
It was found that the teacher!'s high ideational fluenoy, as measured

by a score on a test of divergsnt thinking, was positively corre-
lated with the supervisor's ratings of the teacher. (437)

Experience, grade level and subject specializaticn. Although




the number of years of teaching experience had no direct effect
upon pupil outcomes, it wag correlated with the teacher's emotional
adjustment and stability, his educational viewpointe and his person-
ality traitse The data indicated that teachers with less than five
years! experience were emotionally stable and permissive. Those
who had more than five years! experience demonstrated warm, respone
sible, stimulating behavior, while those with ten years' experience
demonstrated traditional, academic-centered educational viewpoints,
rather than permissive, child-centered viewpoints. (471)

In regard to grade level,it was interesting to nots when
comparing elementary teachers and secondary teachers that elementary
teachers demonstrated permissive, child-centered viewpoints while
secondary teachers are traditional and academic-centered. Elementary
teachers also demonstrated greater emotional adjustment and stability
and participated in more leisure time and professional activities.
(k1)

Concerning subject specialization the data gathered did
not indicate whether subject spescialization on the part of the
teacher at the slementary level did or did not promote pupils!
academic achievement. The evidence correlated subject specializa-
tion with the teacher's mode of presentation, his perscnality
traits, and his educational viewpointse For example, science and
math teachers used moye direct modes, were more traditional in their

educational viewpoints, and were more nervous and critical; while
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teachers of the humanities uaed indirect modes, held child-centered
viewpoints, and were warm and relaxed. (L71,479,480) At this point,
provided with correlations, one can anly spsoculate whether iadividuals
with speoific attitudes and personality traits tend to select a spe-
cific area of specialisation, or whethor the act of specialising in

a particular content area prometes ar enbances certain attitudes and
personality tralte.

Teacher dsmographic characteristics. Variable category I,
teacher demographic characteristics such as age, sex snd marital

status, proved to be least significant in that these traits had no
demonstrated effect on the pupil objectivese The data consisted

entirely of correlates derived from five studies, with the bulk from
one study. The extent to which these group results may be applied to
teachers in general or to any partioular group of teachers, is a
funotion of the similarity between the teachers vtudied and the group
in question at any partiocular time.

In terms of the teacher's age, the data indicated that
teachers under thirty demonstrated low verbal skills and permissive,
child-centered educational viewpoints, while those between thirty and
thirty-nine were warm, responsible and businesslike in the classroom.
Teachers between forty and fifty manifestad high stimulating behavior,
but poor emotional adjustment. At fifty-fiv , teachers scored low in
terms of warm, stimulating olassroom behavior, and their emotional
stability declined. (L71,472)
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Male teachers at both elementary and secondary lavels were
superior to female teachers in terms of emotional adjustment and ]
stability, and held move positive attitudes toward pupils, but were | i

less responsible than their female oounterparts. Female teachers

demongtrated greater verbal gkills and participated in many more

leiswre time activities. (471,L72) |
It appeared tha® married teachers were superior in that they |

displayed greater emotional adjustment and stability, were mora

positive in thelr attitudes toward pupils, held more permissive and

ohild-centered viewpoints, were involved in more leisure time
activities and interests, and demonstrated high degrees of warm,
responsible and stimulating classroom behaviorse (L71,472)

Curriculum.
The data summarised herein represents tha result of a oross-

sactional analysis of the literature and materials of elementary
gchool curriculum. Requiring clearly defined statements of opera-
tions and objectives has had the effoct of reducing this phase of
the research to a more feasible endeavors

This parameter has taken its greatest toll on the analysis

of textbookss In many cases, the investigators were unable to

jdentify operaticnal definitions of the independent variables
posited by the authors of the materials, Hence, the abstracted
relations reflect the bases underlying the ourrioular materials,
the sequential arrangements, and the exsoutor of instruction.
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Even though in the summary these are dealt with as mutually exclusive
categories, in any given get of materials they often played a part
without being separately specified.

Theoretical underpimnings of curriculum content and
structure. Although regearchers have paid conaiderable tribute to ths

need for projects and studies based on a theoreticel framework of
learning, the concern has not yst manifested an equivalent output.
An inspection of many current textbook materials revealed that the
method of presenting the information to the student rarely reflacts
the philosophical or psychclogical basis it is purported to uphold.
There are howsver, several notable current trends which stand as

exceptionse.

Cognitive Theory. The most significant set of data in the

area of thecries of learning comcerned the classroom use of cognitive
structures. The findings indicated that a wide spread of pupil out-
comes may be achieved by structuring cmntent for analysis, agsocia~
tion, classification, and other singular as well as combination
processes. The teacher!s structuring and pupil's usa of cognitive
functions has proved particularly effective as a means for acquir-
ing and retaining factual knowledge, improving attitudes, broaden=-
ing interests, and developing self-direction, as well as inoreasing
cognitive functioning. The largest number of relations indicated
this technique to be useful in acquiring tool skills. (521,5.31,5!;8,
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576,601,602,603,60h,608,621,622,623,626,632,‘636,61;1;,61;5,650,653,
651;,657,672,67h,677,688,695,696,702,712,717,720,725,726,732,755:
757,758,760,776,792,825,8h5,8h6,851,853,856,860,862,868,888,889,
917 ,92h,928,937,939) .

The recent influx of jnformation concerning children's
styles and levels of cognitive functioning has provided curriculum
gpeclalists with a fruitful source for developing their programs.
Although names, shapes, and colors changed, a large portion of the
mathematics materials produced for classrocm use and linked with cog-
nition were based on the cuisenaire principle. Simiiarly in science,
considerable emphasis séemed to be placed on the childrents use of
manipulative materials and the processing of information received from
this involvement. uScience-A-Process Approach" from the American
Agsociation for the advancement of Sclence (756) , units £rom the
Flementary Science Study (764-768) and the Science Curviculum
Improvement Study (771-77h) , are examples of this stance.

The works of Covington, Crutchfield, and Davies in the
wproductive Thinking Program" (860), Cunningham and Torrance in
"Imagi/craftt (861), Myers and Torrance in the Ginn Series on
Creativity (863-865), and Gordon's "Synectics® are examples of
materials designed to develop children's cognitive ability through
increased emphasis on jdeational fluency and the use of metaphors.

As significant as these materials may be, the research

clearly points to the teacher's open structure as a co-requisite




%o the use of all of these metierials, and the fact that the materials
in and of themselves only facilitate the pupills cognitive
functioning, The teacherts role in using these materials is dis-
cussed more fully in the summary of teacher classroom behaviors.

Operant_conditionings Curricula which utilized the princle
ples of operant conditioning suggested some significant conclusions.

n an exhaustive survey of the research dealing with the
modes and rates of information input, Travers (952) cited these
generalizationss

1. Tha efficiency of learning dsoruases as

the amount of relevant information input
increasesy that is, those inputs which are
pertinent to the central topic to be learned
tend to overload the memory and thereby
interfere with the rate of lesrning.

2, Relevant information input requiring the
simltaneous use of morse than ons sensory
modality interferes with learning.

3, As the amount of inputs not pertinent
%0 the topic to be learned increases, the
rate and extent of learning decrease,

Althongh cragiderable and rigorous research has been &p~-
plied to studying the effects of giving the learner knowledge of
results, general disegreement as to the specific nature of this
fesdback still exists, This problem appears to stem from the ovsr-

generaligats .n of results made from laboratory studies
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involving subjects with demographic characteristics not indigenous
to the group to which the material is subsequently spplied. Data
collected from adult learners or sub-human gubjects, for exaple,
could not necessarily be generalized to young children. (876)
The specific characteristics of feedback central to this

controvergy were:

1. Delay in supplying infermation concerning the
correctness of response. The trend seems to
accept that the greater the delay, the slower
the learning; converseiy, the more immediate
the kmowledge of results, the faster the learn-
ing. The latter statement is one based princi-
pally on laboratory studies.

Amount of information concerning the correctness
of respense., Data here shows favor for supplyw
ing as much information as possible while pay-
ing heed to the da’2 concerning relevant inform-
ational input .

Frequency of feedback. Admitting to the exist-
ence of same unknown optimal frequency and tim-
ing, it is generally felt that the more fre-
quent the feedback, the more efficient the
learning.

Time and practice variables in curriculum mlementation.
Giving children additional time and repetition with subject-re-

1ated activities has resulted in the anticipated increases in

knowledge and tool skills. The circular relationship that bmc-

ticing with processes will lead to increased ability with pro-
cesses has been cited in several sources, particularly in science
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curriculum projects. (521,545,585,61h,615,629,642,645,678,
726,795,8lk,850,652,856,857,875,903,942)

The data quite specifically indicated that, regardless
of the kinds of materials or methods used, increasing the time
gpent on a task yields more learning. No data relating time and
plateaus of learning was uncovered.

Curricular sequence. The presentation of subject matter

which has been arranged in a specified sequence, such as simple
to complex or concrete to abstract, was reported to produce an
jncrease in factual kmowledge, too skills, and self-direction
on the part of the pupils. (591,595,60L,605,625,632,676,682,
683,701,726,731,757)

Statements identifying the specific stages of a logical
or psychological sequence were rare and were often noted as areas
whicli need more extensive research. Fuxrthermore, when the se-
quential implications were discussed, they did not represent
systematic vesearch on the part of the curriculum developers.

Princinla sources of instruction. Studies and projects

which have utilized programmed instruction with machines, texts,
camputer~based instructicn, £ilms, T.V., tapes, and other such
materials, pointed to a general increase in mastery of knowledge,
tool skills, and cognition. (516,5L0,542,545,572,579,590,591,
598,601,602,60L,608,615,628,6L0,617,660,66L,665,670,688,691,

<7h-




696,702,708,716,726,759,772,82ls,8ll,845,856,859,871,873,875;
876,882,887,888,895,903) However, in most of these cages one
could not determine vhether the increase in pupil outcomes was,

in fact, due exclusively to the utilization of these materials
and equipment.

The use of programmed instructional materials has pro-
vided a base upon which many of the principles of operant condi-
tioning and reinforcement have been confirmed. The practice of
breaking down information into small bite and presenting them to
students alang with knowledge of results has received widespread
acceptance in the schools, as well as serving as a focus for much
research., Of chief importance to the structure of programmed
materials was the size of step. It seemed that the amaller the
bits into which the information is broken, the more efficient was
the learning. The trend toward the use of machines over prograrmed
texts may be due to their increased production, avallability, and
novelty rather than tkeir efficiency. (850,864,868,889)

The advent of the computer as an ingtructional device
has provided the educational community with still another source
of information on the principles of reinforcement and operant
conditiming. In its relatively short lifetime, computer-assisted
instruction (CAI) has become an effective mode of instruction.
(580,581,582)

To date, CAI has undergone limited research. The extent
to which this study has uncovered data, the following appeared to
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be significant:

1. Used for drill and practice, CAI can provide
repetition at a difficulty level cormensurate
with the competance of the individual student.
Furthermore, CAI can respond, by contingent
programing, at a more efficient rate that can
other modes of operaticns. (873,87L,876,878,880)

o, As a tutorial mode, CAI produces comparable achieve-
ment with higher efficiency, with regard to the
saving of instructional times, than other instruc-
tional procedures. (872,942)

3, As a testing device, it has been stated that
CAT can provide an optimun level of difficulty
and coverage of test items. (No research has
been found to support this.) (9L2,9L5)

In general, the use of audio-visual materials such as
£ilms, filmstrips, T.V. tapes, and records have proven to be an
effective supplement to other modes of instruction o in combina-
tims. There appeared to be no definitive research which upheld
the efficacy of ane mode over amnother.

Tt would seem that utilizing combinations of materials
and methods would have the effect of a multi-method approach, in
which the presentation of information would have a higher proba-
bility of coinciding with the learner's modal preference. Also,
through the multi-method approach the time gpent by individual
children in direct exposure to the information might increase.
(875,860,881,893,897,898) Research in the context of educational
television (E.T.V.) suggested that more leariing can occur when

cambinations of classroom and home activities such as programmed
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instruction and tapes are used in cenjunction with the television
presehtatim. (Hayman ‘and Johnsen, 1963) (90L)
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A SYNTHESIZED) SUMMARY OF ALL FINDINGS

Rather detailed swmaries of £indings were reported in the
ipmediately preceding section. The next task for the project. staff
was to synthesize these findings into an integrated theoreticsl
‘aysten comprised of a series of empirically-derived propositions.

Table 1 represents an attempt to bring together all the
data, The variables listed along the top are the "independent” var-
iables, and those listed along the side are the "dependent" variables.
Ineachcenthemmberandtypeofrelationsbementhemvar-
igbles are reported. It will be noted that a very large portion of
these were correlations rather than cause-and-effect relations,

While the content of these relations cannot be specified
in Table 1, this type of swmary serves two main purpoaas.l First,
it reveals o the eye where research evidence has been concentrated
and where it has been sparse or seeningly non-existent. Second, it
leads to the next step which is the jnterrelation of broad categories
rather than single variables, (See Tsble 1 on the following page.)

Tt may be noted in Table 1 that teacher variables bave been

F ralated less frequently to pupil cutccmes then o other teacher var-
isbles. Similarly no administrator variable is directly related to
pupil outcomes. Instead, research seems to be concentrated in re-

lFor the specifics concerning the content of the relations,
thereaderiareferredtotheaumariesintheprecedingaect'mnand
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lating administrator variables to other administrator varisbles.

Another general finding is the amount of empty space which
represents no ressarch studies in some areas., For example, except
for one correlation found between the intellectual functioning of
children and the teacher's evaluative practives, the effect of pupll
varisbles on educational practice sppears not to have been studied to
any significant degree. Adnittedly, the current project and Table 1
represent a limited review of research raslated to school practice.
One might safely posit, however, that if a wide sampling of studies
yielded no data concerning such an effect, one of the most important
variables, namely the effe;t of pupils on educational practice, may
have baen largely neglected,

Similarly, no studies were found concerning the effect of
curricula on teachers, administrators, and school organisation.

Could this mean that curricular programs have little or no effect on
the way schools are constructed and administered and how instruction
is conducted?

Tt would seem that the two main factors, namely, what pupils
bring with them and ths naturs of the curriculs, shonld partially de-
termine school organisation, the means and methods of instruction,
and should effect some changes in teacher and administrator variables.
Yet these do not appear to have received mich consideration in educ-
ational research and practice,

One of the consultants to the project res-emphasized Coleman's

o




report that the pupil variables which initially existed when the
pupils came to school accounted for 85 per cent of the variance in
pupil outcomes after attending school. Only 15 per cent of the total
variance could be accounted for by what took place in the school.

In view of the gaps observable in Table 1, such a finding does not
seem surprising.

A further attempt to abstract general statements of re-
lations from the data is refiected in Diagram 2, the Taxcnomic Model
of Educational Practices Based on Bmpirical Evidence, This diagram
specifies the broad categories which have emerged from the study
and shows their relationship to the pupil outcomes. See page 80a.

It mist be emphasized that this organization is purely a
representation of the empirical evidence, It is quite incomplete
and inadequate both for the purpose of inductive theory construction
and for satisfying the philosophical and social values regarding
education. The lack of interplsy among the educational varisbles
which affect pupil outcomes is very clear in Disgram 2, Each broad
category, with the exception of administrator and commnity, affects
pupil outcomes. However, no evidence is apparent concerning the
combined effect of two or more categories when they act on the pupil,

Empirical evidence obtained in this project has been ine |
sufficient to warrent valid theory construction. In order for the
theory to be developed to be as comprehensive as was intended in the

r Ject, the evidence should meet several criteria. First, it should
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cover the domain, These findings, diffuse though they may be,
represent t0o many gaps to meet this criterion. Second, it should
be heuristic, Yet, the relations among the broad categories pre-
sented in Diagram 2 are quite sterile. Third, it should be re-
pro” wible with consistency. Even though no formal evaluxtions
were mads of the verifiability of results obtained in any study;
it should be pointed out that in an uncomfortably large munber of
cases contradictory relations have been reported. Furthermore, many
of the relations utilized were stated or claimed rather than found
to exist,

Clearly, the evidence collected in the project does not
meet any of the criteria to emable the inductive construction of a
theory from it. Therefore, no empirical propositions could be
drawn from the data, especially none that would interrelate the var-
jsbles of school practice and consider their combined interactive

effect on pupll outcomes.
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SHIFT FROM THE INDUCTIVE TO THE DEDUCTIVE AFPROACH
In a senss, the project could have ended when it was
conciuded that the empirical inductive approach to developing a

network of relations was impossible. It seemed to the project gtaff,

however, that despite its limitations, the amount of data collected
mist have some thooretical implications. Although the evidence

a8 summarized in the Taxonomic Model (Diagram 2) was sterile and
nopheuristic, it was felt that a shift from the inductive to the
deductive approach in theory building might produce a taxonomy,

or taxonomins, which could still serve the theoretical cbjectives
of the project. This shift meant that empirical propositio 3

could not be stated inductively, but that soms basis could be for-
milated which would iead to the statement of hypothetical prope-
sitlions,

Tn this shift to the deductive approach to theorization,
two alternative taxonomies were developed. The first was an
expansion of the category system emerging from the data as re-
ported in the Matrix (Table 1), and was called the Traditional
Model of Educational Prectice., This expansion involved nothing
zore than interrelating some of the empirically-obtained categories
and sub-categories upon which a systems model was superimposed.

The systems model helped bring in the pupil input variables as
an additional category. (The traditional model is presented in

Disgram 3 on the following page.)
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A second model was also built following the systems model,
but went beyond the category gysten suggested by the empirical
evidence., Diagram lj presenic what was eventually called the
operations Model for Educational Practice. (See the following
page for Disgram L.) Even though the operations model is presented
as a cube, it is not mesut to imply that meaningful reiationships
exist for every cell in the cube. Tt is only meant to point oud
the theoretical possibilities which might lead to their logical,
and eventually empirical, determination, In a sense, it may be

construed as a hypothetical periodic table, understanding that not
every cell will yield meaningful relationships.

The project staff thought the operations model was prefer-
able to the traditional model for the following reasons. First,
shifting the category system from neducators" (teachers and ad~
ministrators) to Moperations" opened the door to considering &
varisty of factors as jnstructional sources. For exémple, Colte
puters, curricular materials, peers, & variety of professionals or

para-professionals, environmental stimuli, or *he pupil himself could

conceivably perform some part of the instructional function. The
operations model concentrated not only on who or what vould perform
the instruction, but also on what operations might affect pupil

outcones.
Second, the model seemed to point up the need for deter~

nining whether or not the operations 1isted were in fact being
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revaslsd that in practics adsquate diagnosis as an operation seemed
to be largely lacking., This second point is elaborated later in
the report since it was discussed at great length at the work-

conference.
Third, even if primitive, the operations model seemed

better organized than the treditional model. It pointed out more
effectively the interrelation of input variables, operations, amd
the bases for determining which operations should be performed with
which inputs in order to lead to the outcomes.

Pourth, the specifiocation. of the basss for matching
operations with inputs clearly brought out that propositions need
nat be based on empirical evidence alone. Other sources of know-
ledge, such as existing theories in other disciplines, and intui-
tion, could provide scme bases in the formulation of hypothetical
propositions,

Despite che admitted preference of the project staff for
the operations model, both models were brought to the large group
of consultants for review and consideration.

Tt wns at this stage of development that the consultants
to the project were called together to a work-conference. The
oconference task was described as (a) developing an alternative model
or expanding on either of the two presented, (b) interrelating the
varisbles of educational practice, and (c) formulating hypothetical

~8lj=
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propositions about the optimum school variables which will lead to
the desired outoomes in specific terms,

The consultants in general agreed with the project staff
that the operations model was preferable to the traditional model.

However, several shortcomings of the model emerged in the ensuing
discussion, First, and interestingly, the consultants did not drop
the category system of the traditional model completely. Much of

ths discussion centered around the teacher and her role as execu-
tor of the operations, The group manifested a general apprehensicn

and unstated reluctance to divorce the operations from the teacher
as their perfor-er,

It 1s possible that a different group of theorizers might
net have had this predisposition, and that the particular group
involved represented a frame of reference where the teacher played
a focal parte It is also possible, however, that a theoretical
formulation must have room to consider the performers of the operations,

The latter possibility would imply a need to expand ths
proposeéd operations model to include a specification of who and/or
vhat would bo best suited to perform the operations, Hints at this
need may he foumd in the dissussions that tock placss at the worlk
conference, There wes considerable dsliberation about the use of
computers as instruction2l and diagnostic aids, Also, manipulation
of envirommsntal variables was named as & means to expose children
to varying instructional stimuli which might bring about self-




direction. Self-direction further imolied that pupils could instruct
themselves or each other. In actuality_, the model was expanded later
to include a fourth dimension, the performers of operations.

While some of the deliberations at the conference seemed to
constitute attempts to circumvent the shortcomings of the model,
others involved major points derived directly from the model.

Since these points later contributed to the development of the hy-
pothetical propositions, they are 1listed here in some detail.

1, Pupils come to school with initial differences in
potential ability and in past experience. The accurate and precise
dqtermination of the type and amount of ability and experience unique
to each individual is an essential operation to be performed by
the school.

2, From an operational viswpoint, achieving pupil out~-
comes may bast be defined as producing increments in pupil behaviors
starting with their initial baseline and moving toward the desired

outcomes, The size and direction of these increments must be deter-

mined for each individual idiographically rather than nomothetically
at regnlar intervals. This assessment of the process of education
is an important function of the school.

3, 1In order to produce the desired increments, a number
of operations need to be performed with both pupil inputs ard other
inputs presented in the operations model. The effectiveness of the
operations in producing the increments mst be determined empirically
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by the schools.
L, If there are critical developmental periods after which

pupil inputs can, at bes, be altered by the expenditure of a dis~
proportionately large amount of time and effort, the school may need
to concentrate on producing prerequisite beheviors before the cri-
tical period is ended, Hence, the critical periods suggested in the
psychological literature need to be tested in the schools,

5. The interaction of pupil input variables with one
another and with other variables, such as curricular methods and
materials, may produce differential increments for different indi-
vicduals, For instance, the nature of the interaction between the
affective and cognitive domains needs full epecification, Not only
should schools be involved in such a specification; but they should
conduct contimuing evaluation of changes in these interactions.
When a school is not equipped to perform this function, it should
receive assistance from outside agencies and other professions.

6. The school needs to structure and control the environ-
ment and then permit the pupil to make his own selections from al-
ternatives presentsd to him. This was ssen as having some desireble
consequences, First, it might help attain self-direction as a pupil
outcome, Second, where the bases are unavailable for matching pupil
inputs with other inputs childrents behavior might provide empiri-
cal cues which can then be systematically tested., Third, the come
bination of axternal structuring of the environment and the childt!s
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“internal structwring which leads him to make his selections was seen
vating factor in learming. Several types of rein-
forcement seemed to be operating in this combination. These in-
cluded external reinforcement typical of operant conditioning,
social reinforcement related to the achievement of socially ex-
pected behaviors, and internal reinforcement which results from
ability to manipulate the environment and from gaining the knowledge
sought,

7. Hierarchies may exist in (a) the desirability of out-
comes, (b) the relative importance of the imput variables, and (c)
the relative importance of the operations. Hierarchies that can be
posited only hypothstically now, must be tested empirically through
research,

The last point given above seemed to be relevant to deriving
ths optimm varisbles which might lead to the desired pupil ovtcomes,
Howsver, when the question of optirmmms was raised, the lack of em-
pirical bases for the determination of these optimums weighted rather
heavily. Obviously, a theory cannot be any more clear, specific,
and precise than the statements supplied by the empirical evidence
on which the theory is based, The inadequacy of the empirical evi-
dence obtained in this study has already been discussed. Conse-
quently, it became clear that the probabilities to be attached %o
the educational variables specifying their likelihood to produce
desired outcomes could not be determined from empirical date.
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The question of logical probability versus empirical pro-
bability merits some consideration here. The prediction, "the pro-
babili.ty of rain tomorrow is ,30," cannot be empirically verified,
but is based on logical probability. For, it will either rain to-
morrow, or it will not. Hence , the empirical probability of rain to-
morrow is either one or zero. Yet the prediction of 30 per cent pro-
bability of rain is based on the relative frequency with which some
factors observed in the past have been associated with the occurence
of rain, Before meteorology was so well developsd &s it is currently,
(and there is still room for improvement as any unfortunate believer
in the weatherman knows) the predictions were doubtless based on
broad correlative associations rather than precise evidence of cause-
and-effect, Consequently, they lacked accuracy in spproximating the
necessary logical probabilities,

The analogy between meteorological and educational forecast
is clear. At this stage of theoretical development the predictions
made by the hypothetical propositions to be stated will necessarily
reflect logical probabilities. These in turn will be based on crude

evidence, theories in other disciplines, personal experiences of the
participants in theorizing, and the intuition of forward-looking
educators.
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THE FINAL THEORY AND TWO HYPOTHETICAL PROPOSITIONS
l DERIVED FROM IT

After the general conference ended, the task was to resyn-
thesize all the pc¢nts suggested at the conference. The final theory
and the propositions derived from it are described below. Effort is
made in the subsequent narrative to give due credit to individuals
of groups contributing to specific formulations. However, the prin-
cipal investigator must assume responsibility for interpreting these
contributions.

Asasumptions underlying the final theory.

Seven assumptions underlie all of the following
theoretical and hypothetical formulai'.iona:'

1. The propositions derived from tue theofy
must not cont.radic'b available data even though

these were found to be inadsequate.

behavior, and need not be limited to school
alone.

3, Behavior can be modified in the schools.
L. Aspects of behavior to be modified by

schools are included in the six categories




U ———

of pupil outcomes that were employed in this
projeact.

5, Individual differences exist among child-
ren both with respect to the status at which
they initially come to school, and with re=-
gpect to the rate and style with which their
behaviors can be modified in the school.

6. Any system which is to modify bahavior
mst, itself, be continually modifiable.

7. Learning can take place only aftor there

ig exposure to what is to be learned.

Descripticn of the final theory.

The final theory resembled largely the operations model
presented earlier. This early three-dimensional formuilation was
modified to inclnde a fourth ons, with the performers of the opera-
tions constituting the fourth dimension. Diagram 5 represents the
final four~dimensional theory. Since a four-dimensional figure
canmot be drawn on paper, one dimension is placed outgide of the
cube, but should be construed to be related with each of the cther
three dimensions. (See the following page for the Modified Opera-
tions Model for Edacational Practice, Diagram 5.)

According to ths theory, changes which are produced in
pupils' initial behaviors and wh.ch correspond to the desired
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outcanag, become input variables for the next educational operation,
thus oreating a feed-back loop.

Theoretically, each cell of the oube presented in Diagram 5
represents four coordinates: (a) an input varisble with which (b) an
operation is performed by (c) a performer (d) on the basis of a theory,
empirical evidence, logic, or intuition. The following functional
relation is theorized between the total cube and the dasired pupil
outoomes: as the number of cells involved increases, the probe-
gbility of achieving the desired outcomes also increases. In other
words, the pupil outcomes are a direct function of the extent to
which variables in educational practice are integrated.

fhe theory serves several purposese It helps identify
variables whose educational effects can be gystematically tested
in the fielde To the extent it systematically desoribed educational
practice and its functional relation to educational outoomes, it
explains the causative factors in cducational ~chievement. The
functional relaticn bstween educational practice and outcomes also
gerves a predictive function ingofar as hypothetical propositions
: are derived from it giving specific predications. It is both a com-
prehensive theory and a heuristic one. It deesls with a large number
of educational variables rather parsimoniously and generates many
testable hypotheges. Since it is also accqmpanied by a glossary 1
with operational definitions, it seems to meet most of the oriteria

for a ugeful theory. There is nothing final about this theory,




howevere In fact, a great deal of reformulation may be anticipated
resulting from its empirical test.

Two somewhat overlapping but comprehensive propositions
emanated from the theory. These comprise several more specific propo-
sitions which are discussed later in the report. The two propositions
overlap in the specification of the optimum means of achieving aduca~
tional objectives. The difference betwsen them lies in their pro-
posed hierarchies of outcomes.

A recomnended hierarchy in the outcome category reflects
a value system, .social or educational , which does not depend on
scientific evidence, and which is not testable. However, the hier-
archy in the educaticnal prastice variables must first be deter-
mined on the basis of the theory; next it must be tested empirically.
A tentative position is supported, for purposes of this projsct, that
both hierarchies of outcome categories which were proposed in the wark-
conference may be served equally effectively by the same general fac-
tors in educational practice. Hence, the subsequent presentation
describes first the two proposed hierarchies and next the specific
get of hypothstical propositions posited to best lead to either of
the two hierarchies.

Firast suggested hierarchy of outcomes.
Thi.s hierarchy of outcomes was proposed mainly by Dr. Ne

Fattu as part of the position paper he presented at the work-confer-
ence. The hierarchical scheme is given in Dicram 6, (See the




following page for Diagram 6, A Hierarchy of Outcomes Suggested by
Ne Fatiu.)

Self-direction and self-evaluation were presented as the
ultimate goal: of education, Immediately under this category three
categories of pupil outcomes were proposed: cognitive, affective,

and physical, The relationship between the three domains, however,

and the ultimate objective of self-direction were not gpecified.
Initially, three dimensions corresponcing to Bloom's

taxonomy were distinguished for the cognitive domain: knowlsdge,

comprehension, and application. It was noted that this meaning of

ncognitive" differed somewhat from the meaning assigned to it through-

out this project. This difference seemed to emanate from the contrast

between cognitive domain and cognitive functioning. Cognitive func-

tioning in this project was defined by a number of mental processes
manifest in the pupil's behavior. These processes which could in-
clude recall, recognition, and retention, had nc; referents in know-
ledge contents The elments of the cognitive domain (knowledge, com-
prehension, and application) seem to include both some mental processes
and their Imowledge content referentse This dichotomy was repregented
then by breaking the cognitive domain into two categories: that of
knowledge including processes of recall, recognition, and retention
which need to be contentebound; and that of mental processes which
need not be content- and knowledge bound.

The third level in Dr. Fattu's hierarchy was labeled
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prerequisites to knowledge. This comprised tool-skills, perception,
and learning how to learn. All of these were stated to lead to

the cognitive domain, 'Learning how to learn" also seemed to be

a prerequisite to self-direction and self-evaluation.

No prerequisites to the affective and physical dcmains were
specified. From one point of view, the affective and physical
domains could be, and have been, considered prerequisites to
learning. On the other hand, that learning: takes place in these
domains is also well-established. Many studies have reported
changes in attitudes and interests as a result of exposure and
learning. Certainly the learning of self-concepts, of socially
and emotionally adjustive mechanisms, of deriving satisfaction
from a miltitude of events, has not been studied adequately,
at least not in the schools. In the physical demain, the
current research activity to determine the possible dietary causes
of cognitive functioning has not yet produced evidence that can
be utilized in the schools. These limitations in empirical
evidence are relevant not only to Dr. Fattul!s formulation but to
the affective and physical outcome categories in general.

Second suggested hierarchy of outcomes.

Two groups,independently of each other, suggested placing
primary emphasis on cognitive outcomes. Two members of thz project
staff, Mrs. M. Gerhard and Mrs. A. Stasiewski composed the first

group. Some of the participants who were charged with form:iating
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a proposition composed the second group. They were Dr. M. Hughes,
Miss M. Martus, M. W. McCoy, Dr. R. Travers, and Dr. N. Wallen.
Since the second group's formulation was hypothetdcally limi’oed to a
population of average four-year-olds with mixed backgrounds in a
reading program, some of the specifications were unique to this
situation. However, a sufficient number seemed generally applicable.
For example, some cognitivs pupil behaviors listed were
discriminating objects and situations, labeling, recalling,
narrating, and presenting an organizational schema. The latter,
concepts of time, relations, cause-and-effect, relating, glving
analogies, naming similarities and differences, asking questions,
grouping and classifying, inferring, and decentering. The cognitive
behaviors referred to by the members of the project staff were

the same ones as those described earlier in the report. These
included such processes as analysis, synthesis, divergent pro-
duction, induction, deduction, and others.

Neither group specified clearly the relation of the
cognitive category to the other categories. However, the
hierarchical r~lation among them is derived here by extension
of what was formulated by both groups. It seems that cognitive
functions may be learned; that is, behaviors representing the
processes mosy be changed, o new ones may be produced as & result
of educational practices. They may, however, also facilitate
learning in all other areas. For example, a child who utilizes
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analysis in approaching problems of social adjustment, may be more
1ikely to learn the adaptive behaviors than one who 1s not equipped
with the same cognitive tnol. Brmphasis given to the cognitive area
may imply almost equal emphasis being given to all other categoriese
Conversely, to the extent that the other categories contribute to
better cognitive functioning in children, they may become the prereq-
uisites for the cognitive category. This type of feedback also cor-

responds to that specified earlier in the £inal thaory.

Predicted optimum educational gractica.

The nuocleus of the proposed optimum means of achieving the
desired outcomes for all individuals may be described by one words
varietye The general prediction is that the optimum in sducational

practice is approached more closely as:

1. The variety of imput varisbles utilized is increassd.

2. The operations performed are varied.

3. An inoreased variety of performers are available and
utilized for different aspects of the operation.

Lo Alternative bages for operations are considered in

combinationse.

The proposed design, which follows, revolves around the
elaboration of the points above, and their integrated functional




relationship with the pupil outcomes.

Increasing the variety of input variables to be utilized. Several

categories of input variables were named in the theoretical presentation.
One of thesa, the pupil imputs, consists of the experiences,
personality, characteristics, attitudes, abilities, and information
which tho child brings with him when he comes to school. Increasing

the variety of input variables utilized means that any given

operation should be performed with as many input variables as

posaible.

For example, pupil‘’s personality characteristics, attitudes,
amd interests, as well as their cognitive abilities and styles,
should be considered when pupils are matched with the performers of
jnstruction and with cultural and environmental inputs. If the
child is usually hyper-active and interested in everything,
cognitive activities should be structured for him which can be
facilitated rather than hindered by these physicsl and affective
characteristics. He is not likely to learn as much by sitting
with a computer for long periods of time as from exposure to
" physical and envircnmental stimuli which have been carefully
structured to perform instruction. He may need short but frequent
periods of rest in an environment controlled in color, iighting,
temperature, and furnighings. '

Another child, who, in contrast to the first, is slow in

his movements, concentrating in his efforts, and wbo has




well-defined areas of interest, may benefit from ingtruction
provided by a machine, or a teacher, and/or by materials
concerning his area of interest. He may function best in an
environment which has activity-producing bright colors. He may
not need long periods of rest. With him, rest may be achieved
by a short period of high level physical activity.

Individual differences in cognitive style deserve
similar consideration. For example, pupils who are character-
igtically analytic in their approach to problem solving would
need materials to produce and strengthen other approaches.

The above examples point out how all variables need
to be interrelated and varied in order to match with each other.
Variation in the environment is as important as increasing the

number of pupil inputs treated.

Variations in operations to be performed. Although the '"oper-

ations" dimension of ths theory is far from being exhaustive,
its composition would probably be congided quite novel by nany
schools. It deviates from the traditional concept that in-
structing the pupils and running the school smoothly are the
major functions of a school. Although some progressive schools
have undertaken curriculum modification and development, and
others have administered organizational changes, various opera-

tions performed in the schools have generally not been subjected

to scrutiny.




The possible existence of a hierarchy among the opera-
tions to bs performed was discussed earlier. During the course
of the work-conference, it was unanimously agreed that diagno-
gis is used broadly to include the assessment of pupils in the
traditional sense and the assessment of other input varisbles
such as curricula, environmental stimuli, time, and money, as
well as the effects they produce in combinations.

Without adequate diagnosis, there seems to be no way
to determine what operations need to be performed with what in-
put variables. Without adequate diagnosis, most attempts to
build new curricula or rearrange old ones must end in futility,
since no systematic evidence can be discovered either about
their appropriateness to any individual or group or about their
affecting any change in thepupil's initial behaviors.

Types of diagnosis needed include the assessment
ofs

1. each pupil's initial level of cognitive, affective,

and physical develophent

2. increments produced in the pupil's input behaviors

which correspond to the desired outcomes

3. the other input variables (content to be learned

and time available) and their suitability to pro-

duce the desirsd increments

b, the role of the performers in producing the incre-
ments of behavioral, change

<100~
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5. the necessity for performing different operations in

achieving the desired increments

6. the logical relevance of the bases utilized in edu-

cational practice to the outcomes desired.
All of the preceding must be continually assessed with the reii-
bility and validity to allow necessary changes and modifications
needed in the total system. Since the current diagnostic prac-
tices in education have little, if any,resemblance to what is
described above, no polemic is needed concerning the changes in the
ouwrrent system. It should suffice to point out that any school
or agency which undertakes to develop and reconstruct this
operation to include points (1) through (6) would be -omitting
itself to a very demanding but absolutely essemtial task.

Assuming diagnosis may be developed in a manner corgruent
with the above designation, predictions concerning other operations
and their effects may be derdived from the theory. Ome can predict
generally that for educational practice to have maximum effect on
outcomes, as many operations as can be identified must be per-
formed similtaneously in the schools. Organizing variables
structurally to provide pupils with models of behavior, natching
input variables with one another (such as amount of available time
..th type of knowledge to be presented), exposing pupils to a
variety of input variables and performers, guiding them to be

responsible for their own selections and decisions, sequencing

-101-
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experiences for pupils, obtaining or producing new input variables
are some of the many operations which a sohool must perform. To
the extent that these operations may all be associated with
"ingtruction,® the achievement of the outcomes will increase as
the nunber of operations being simultaneously performed increases.
A third level of operations includes management; pro-
tection and maintenance; information storage, retrieval, and dis-
ssmination; which are facilitators of the other two levels. As
thege operations are rendered more eflicient by applying modern
technological developments, the operations in the other twu levels
may be performed more effectively. For example, diagnosis and
matching of input variables may gain efficacy by the use of cecm-
puters in storing and retrieving the relevant information needed.

Different performers for different aspects of the operation. A

number of performers were listed in the final theory (See Diagram
5 on page 9la)e This list differs from the traditional iist of
admini-trators, teachers, and professionals who perform "spacial
gervicess" It includes pupils, content specialists from the come
munity, parents, para-professionals, computers and other equip-
-sat, materials, and stimuli in the piwsical environment, all all
as performers of operationse The thecry helps predict that the
oricomes will be achieved best if a variety of performers agsume
respongibility for different aspects of a given operation. Using
matching of input variables may help elucidate this prediction.

-302-




Insofar as the teacher determines which pupils will work with which
curricular materials, the teacher performs the matching of the two.
It is also possible for the pupil to perform this matching by
selecting the material he thinks he needs from among & ».ructured
set of materials. In this instance, the teacher wiil have
performed one aspect of the operation, the pupil another; the
teacher will have matched the pupil(s) with a set of alternatives,
and the pypil will have matched his specific needs of that moment
with the material that will satisfy them.

Many such examples can be sketched. The possible use-
fulness of content specialists in the commmity sharing the
operation of exposing pupils to available information, the
para-professional!s tutorial assistance in clarifying some points
to pupils, the parents' role in diagnosing and exposing the child
to instructional environments, are all instances of utilizing
as many performers as possible in conducting an operation.

In all examples, the important thing to recognize is
that each performer of these funciions can only execute a part of
the total operation needed. Hence, the prediction is based on the
logical extension that their aggregate has the highest probability
of performing the opervation in its entirety. This, in turmn, is

predicted to achieve the greatest wumber of desired changes in
behaviors.
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Alternative bases as determinants of the operations. Four bases

for the operations with the inputs were listed in Diagram 4: (1)
empirical evidence, (2) existing theories in other diseciplines,
(3) the internal logic of the discipline, end (k) intuition.
Although any one of the four cculd provide a justifiable basis for
an educational operaticn, the strongest basis is empirical evidence,
the weakest is intuition. In all instances, combinatlions of iwo
or more nf these four bases are likely to be much sounder than
any one alone because the combinaticn implies greater conaistencye
Henos, it is predicted that if combinations of bases for educa~
tional practice are utilized, the provability of the practice
being the optimum one will bo inorsased. This, in turn, will
increase the probability of achieving the desired outcomss.




COESPECTUS AND JMPLICATICNS FOR SOHOOLS

Early in the project, concerted effort was made to in=
ductively develop & comprehensive theory of educational practice
based on empirical data. The data wers found to be inadesquate
for such induciive develepment, hence the method of approach was
shifted from inductive to deductive. The deductive method, con-
sistent with the empirical findings though not based on them,
resulted in a general vheory of educational practice,

The theory serves to explain the functional relation-
ship between interrelated dimensions of sducational practices,
on the one hand, and desired pupil behaviors as aducational
cutcomes, on the other, It is accompanied by a glossary of

operationally defined terms (Appendix B) and the set of assump-

tions listed earlier.

The theory also serves a predictive function. Hypotheti-
cal propositions derived from it are attempts tc predict the
optimum practices which have a high probability of producing
the desired outcomes. These are stated as hypotheses that can be
tested empirically in the field.

Specification of ways to set up & school was not a pur-
pose of t} 1 project; however, the theorized interrelations among
the variables of educational practice and the hypothetical propo-
sitions can certainly furnish schools with useful guidelines.

Tn describing the predictions concerning what kinds of practices




may best achisve the desired outcomes, effort was mads to give
examples which are feasible to implement in a school; however,
this is a theoretical (and, perhaps, ideal) formulation which
was not meant for any given school. It includes major deviations
from the ways schools are currently comstructed, organized and
administered. Only a vary progressive school system, ready to
start an elementary school without any preconceived educational
traditicns, would be capabls of testing a major portion of the
theory at once. It is more likely that schools generally will
adapt some aspects of this theorized practice, but will have to
postpone others due to local limitations.

Implementation of the proposed practices would differ
fram school to school since each school would have a different
sab of initial substrate circumstances. The process of speci-
fying the application of the theory in any given school may involve
several oteps. The sbatus of ths schodl mst firat be asras-

ged in relaticn to the practices to bo applied, Second, & plan-

nﬂngperiodandatoolﬂng»inpexiodwwidbe required during
wvhich time the school would prepare for implenentation Sams

schools do not have behaviorally-ctatad sducationgl objectives.
These schools wovld need ime 0 incorparats the cbjectives glven
jn this etudy into their system. A school may need to establish
cooperative relations with cutside sgencios that can aselst in
performing some of tns requived operatioms, such as diagnosis.




A newr school may need to bs bullt designed to fit the desired
program. Retraining of soame yersomnel and the recruitment of cthars

may be needed in arder to perforn the designated operaticns in
the prescribecd manner.

Third, the school must develop a mechanism through which
its practics can be continually evaluated and modifified. This
necessity is derived directly from the sixth assumption under-
lying the theory which is that any system which is 7.0 modify
behavior must, itself, be continmually modifiable.

It is certainly hoped that these thsoretical formulavions
will e tested empirdically, for only upen such testing can the
true scientific value of the theory be determined. The systeama-
tic approach reflected in this theory comstruction is only a
step in the direction of transforming education into a scienti-

fle endeavor. Its valldity must be checked empirlcally in order
to achieve this purpose in actuality. On the basls of the test,
it must be modified and, perhaps, reformulated.

It is also hoped that by its comprehensive and heuristic
nature this formulation will stimulate much systematic research.
It may serve as the foundation for producing an integrated body
of systematically-obtained knowledge. The evidence for the over-
whelming need for such knowledge is found in the results of the ,
reviews conducted in this project.

Finally, the study suggests that in ilts next phase ~
educational research might exchange its dissscted and discomnected :
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search irnvolving unstated, unpredicted, and norrational relations
for an integrated and systematic gearch of theory-bassd, opera-

tionally-stated relations,

e
-
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Sample Variable Card

Indirect Teacher

The indirect teacher demonstrates the following behaviors:
1. Accepts, clarifies and supports pupils' feelings
2. Praises and encourages
3. Accepts, clarifies and uses pupils' ideas
L. Asks questions to stimulate pupils' participation in
decision-making
» Asks questions to orient pupils to school work
. Spends a greater percentage of class time listening
to pupils rather than speaking.

V (Variable)
Source: BE. Amidon and N. Flanders
The Role of the Teacher in

The Classroom, Amn Arbor,
Michigan: School of Education,
University of Michigan, 1963 (Mimeo).

Sample Relation Card

Indirect Teacher Behavior Achievement in Mathematics
_and Social Studies

Students of more indirect teachers (the teacher accepts, clarifies
and supports pupils' ideas and feelings; praises and encourages;

asks questions to stimulate pupils' participation in decision-
making; asks questions to orient pupils to school work; spends a
greater percentage of class time listening to pupils rather than
speaking) scored higher on standard achievement tests ir mathe-
matics and social studies than did students of more direct teachers
(the teacher lectures, gives directions, criticizes, and/or justilies
authority).

F (Found)

K (Enowledge)
Source: BE. Awidon and N. Flanders 7s (Tool Skills)
' The Role of the T.acher in R (Relation)

The Classroom, ana Arbor,
Michigan: Scnool of Education,
University of Michigan, 1963 (Mimeo).




SUMMARY OF RESEARCH FINDINGS: SCHOOL ORGANIZATION

The following categories and subcateguries have emerged from an
aralysis of data on eschool organ:}zation:

A. Grouping Practices

1.0 Number of Groups

2.0 Size of Qroups
2.1 Small Group
2.2 Large Group

3.0 Type of Group
3.1 Achievement or Ability
3.2 Multi-age Groups
3¢3 Pupil Teams
3.0y Individual or Indspendent Study

Bs Scheduling Practices

1.0 Block Scheduling
2.0 Changing Classes
3,0 Core Scheduling
L Modular Scheduling

C. Instructional Personnel

1.0 Teacher Utilization and Assignment

2,0 Teacher Cooperation in Planning and -Evaluation

3.0 Number of Teachers

I4s0 Auxiliary Personnel

D. General Programs (Fntire program has baen credited for an chsexved

effect, rather than attributing tt to one specific
variable)

1.0 Dusl Progress Plan

2,0 New York City's More Effective Schools Prcyram

2o




3.0 Nongraded Programs
4.0 Team Teaching

I. Grouping Practices
1.0 Number of Groups

Directly Related o Pupil Cutcomes

The number of groups ia which a ckild
ig placed has its greatest effect on
gocial-emotional development, and
pupil attitudes and interestse

. Young children (grades 1 and 2)
described their teachers as mare
punitive, less supportive when
they met several teachers LXp 2,3

o Slow learning child makes more

affectionate remarks about home

room teacher than does average

or abova average child X, 2
] -
. Average and above average children

predicted that they would be

successful in school the following

year hXF 2

« Pupils could name many moré peers 2XF 2,3

Not Directly Related

» Teachers knew more names of pupils 1y 2

. Pupils come in contact with greater
number of adults IXg 186

2.0 Size of Group

2.1 Small Group

Directly Related to Pupil Cutcomes

e Small group instructor was
related to social-emotional
dsvelopment. Placement in

groups of 5 0 12 in number
encourages oral participation s 2,951,119

-3
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2,1 continued N

SOURCE

Small groups were found to facilitate
learning in:

o« [Knowledge : 6Xp

o« Tool Skills 16XS

. Cognition X

Small groups are usually utilized
for tool skills (arithmetic,reading)
at the primary level, so size of
group is possibly also a factor in
the high number of items recorded
under Achievement-Ability group:
Tool Skills

Not Directly Related

Teachers working with amall groups:

o Changed from lecture to disoussion 2Xg

+ [Knew more about students' personal
higtory Lp

« Observed their students at work 1XF

o Made recommendations re special
gkills, abilities, needs of students lXp

Largs Group

Direotly Related to Pupil Outcomes

o Large group instruction has been
gtated to have both positive and
negative effects on social=-
emotional development 3Xg

¢ Some self-directive liehavior has
also baeen attributed to thic
variable g

o Large group ingtruction with TV
hag been gtated to increase teol
gkills 8X

A :

91

11,116,120
128,200,201

240,262

178
226

226

183,184,185

235
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2.2 continued

3.0

Not Directly Related

Targe group ingtruction has had its
greatest effect en the teacher, and
the use of time, space and materieals,
It has

e Ied to more efficient use of
time and space

o led to more efficient purchase
of materials

o Freed some teachers for planning
and nreparation

» led to greater production and use
of audio=visual materials

o Teachers do not get to know students!

needs in large groups

Type of Group

3.1 Achievement or Ability (Including
data from non-graded programs using
differential ability grouping)

Directly Related to Pupil Cutcomes

Achievement or ability groups(students
are placed in homogeneous groups on ths
basis of scores on achievement and
intelligence teste) appsars to have a
significant impact on the development
of knowledge and tool skills for average
and above average children.

« Knowledge

N SOURCE
3y 139,187,188
3Xp 187
3§§ 186,187
3XF 183,164,185
1% 9
6X 200
18§F 207,262
X 143,ll,176

%ﬁegative)




3.1 continued N SOURCE

o Tocol Skille IBXS 41,116,120
: 11Xp 128,131,146
200,207,223
282
Wy 191
8% 13,4l,176
(negative)
o Social=emotional development BXS 2
TXr 2,11,128,240
3Xygr 191,282

Two negative effects have been attributed
to ability grouping:

o The slow learning child placed in
low ability gronp tends to remain in

low groups 2Xg 1hh
2Xp 14k
o Superior children (IQ 2 or 3SD
gbove the mean) do not make the
achievement expected for their
ability I 207
Not Directly Related
« Mot with pupil approval Xp 161
o Mot with community approval Lp 161
342 Multi-age Grouping
Directly Related to Pupil Outcomes
Multi-age grouping (5-6-7, 6-7-8,8-9~10
year olds, etc., in one class)
» Contributes to acquisition of Inow-
ledge 2Xg 75,219
. 2Xp
o Facilitates learning of tool skills 6Xp 75,219
o Affects sccial emotional development LXg 75,219
2%p




3.2 continued

SOURCE

« Incourages self-direction g

« Improves pupil attitudes toward
school - 2y

Not Directly Related
Milti-age grouping
o Allowed admini: trators to keep
class size equal regardless of

different numbers of children :
at different age levels ZXF

o Kept teacher-pupil ratio equal
for all classes 2Zp

o Facilitates individualizing
ingtruction ZXS

363 Pupll Teams

Directly Related to Pupil Outcomes

Pupil teams (2 or 3 children working
together without direct teacher instruction)

. Had a strong effect on tool skills,
especially spelling and arithmetic ﬁ%z
« Ied %o self-direction(self-
evaluation) 2Xp

Not_Directly Related

o Pupil teams for skill subjects
facilitated teachert's organization
of time 2Xp

219

75

75521
219

219

61,76
[

61,77

76,77
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N SOURCE

3.4 Individual or Independon®
Study

Directly Related to Pupil Outcomes

Tndividual or independent study

o Affocts pupils acquisition of
knowlaedge

» Imprcves tool skills

o Leads to further self-direction

Not Directly Related

Individual or independent study
+ Received community suppord

o Received teacher support

Scheduling Practices

1.0 Block Scheduling

Directly Related to Pupil Outcomes

» DBlock scheduling facilitated
correction of spesech problems

o Block scheduling provides for

teacher planning time during
school day

2.0 Changing Classes

Directly Related to Pupil Qutcomes

Changing classes appears to have
positive effects on

« Sociale=emotional growth
=

3Xg 157
6Xp 2h9,260
SXp 157

, 8%p _ 219,260
1Xg 157
b 219,260
1Xp 161
1%p 161
X, 79
1Xp 153
b 161




2.0 continued N SOURCE

o Pupils attitudes and interests

in school Ep 161,215
o Improved adjustment to Junior

High School program e 161
o Increased disciplinery problems 2ip 161

Not Directly Related

o Changing classes met with commun-
approval X 161

3.0 Core Scheduling

Directly Related to Pupil Outcomes

Core scheduling was stated to affect

pupils!
o Knowledge ZXS 223
o Tool skills 2Xg 223

Not Directly Related

Core scheduling facilitated organization 1%, 223
o Provided for more efficient and
gconomical use of materisls g 223
o Teachers approved of core
scheduling '.LXF 223

o Facilituted in-depth preparatiocn
by teachers lXS 223

{ Most data reported from core programs
such as the Dual Progress Plian was
specifically attributed to the
achievement-ability differential
subgrouping and is reported in that
sectiox




N SQURCE

%.0 Modular Scheduling:

Direc;ly Related to Pupil Oubcomes

Modular scheduling is relatively
wnknown in the elementary school.
As used in two middle school
programs it contributed slightly
10

« Growth in self-direction 2Xp 28,273
« Improved pupil attitudes 2Xp 28,273
Not Directly Related

Modular scheduling facilitated organization 2Xp 28,273

III. Instructional Personnel

1.0 Teacher Utilization and
Assignment

Directly Related to Pupil Outcomes

Teacher utilization and assignment
(including teacher specialization)
was stated and found to contribute
$o0 pupil growth in knowledge, tool
gkills, and motor skills as followss:

« Knowledge , 5Xg 2,268,126
o Tool Skills g 2,28,126

liXp 161,232
o Mator Skills | g 161

161




1.0 continued

Not Directly Related

Teacher utilization and assignment
(including teacher specialization)
has positive effects on:

« Teacher morale

o Professional growth

« Mot with community approval

2.0 Teacher Cooperation in Planning and
Evaluation

Directly Related tc Pupil Outcomes

Teacher cooperation in planning and
evaluation was r-qted to contribute to:

+ Increased pupil knowledge
o Improvement in tool skills
Not Directly Related

Teacher cooperation in planning and
evaluation resulis in professional
growth such as:

« Improvement in instructional
techniques

o Curriculum improvement

« Greater objectivity in evaluating
pupils

o Increased teacher familiarity with
pupils abilities and past records

SOURCE
2XS 28,161
2Xp 186,230
2Xg 2h7
Xn 27
2XF 28,161
2XS 217,276
3Xg 217,276
6XS 187,230,260
2XS 187,260
2XS 161,187




N SOURCE

3.0 Number of Teachers

Directly Related to Pupil OQutcomes

The nunber of teachers appears to havs
1ittle effect on pc 3" . with the pogsible
exception of social emotional development — 2Xg 2,161

2Xp 187

Not Directly Related
The uumber of teachers affectas

o School organization 2Xg 126,187
« Teacher utilization Xp 126,187

[1s0 Auxiliary Personnel

Directly Related to Pupil Outcomes

The uge of auxiliary personnel (aides,
paraprofessionals, sub-professionals,
at0.) has begun to show some effect on
pupil growth in:

o Knowledge 2Xp 60,143
o Tool Skills 3%g 145
g

It is anticipated to affects

+ Social-emotional development® 2Xg 26

o Attitudes 2Xg 26

Not Directly Related

The use of auxiliary persormel:

o Frees teachers from many
clerical, monitorial and
housekeeping duties LXg 143,186

WX 187,188

«l2.




4.0 continusd

L N ___ SOURCE
o Permits time for planning and
preparation - g 143,186
h 187,168
o Provides more teacher time for
direct instruction IXg 143,186
hXF 187,168

» Jew program¢ anticipate better
home-scicol relationships
partioculariy when aides represent
. the miuority group and can serve
T ' as cultural liaison between school
i and neighborhood 2Xg 26

IV. General Progamsgb:geoiﬁc Varigbles Not
Indicated

1.0 Dual Progress Plan(Variables are core
and differential ability/achievement
grouping, teacher gpecialization, and
changing classes, each of which has been
itemized, )

/ z
S a0 m e A AT

Directly Related to Pupil Outcomes

Grewth attributed simply to the Plan
(without specifying which variable)

includes
o Knowledge 3Xp 161
1 o Tool Skills HKp 161
% 126
o Social-emotional growth Xp 326
» Pupil attitudes and interests Ap 126

wl3.




1.0 contimed N SOURCE

Not Directly Related

The Dual Progress Plan received
o Community support 2Xp 161
» Teacher support 2Xp 161

2.0 New York City's Mcre Effective
Schools Program

Directly Related to Pupil Outcomes

Specific variables are reduced pupil-
teacher ratio, reduced class size,
increased ingtructional assistance

(in the form of an assistant prinvipal
for each two grades), increased social
and health sevvices, increased supplies
and equipment.

Increaged pupil achievement has been
attributed to the entire program:

. Knowledge 5%p bk
« Tool Skills SXF lw.t

3.0 Nongraded Programs

Directly Related to Pupil Outcomes

Most of the effects can be attributed
to specific variables listed in previous
categories. The majority of studies of
continuous progress plans reported
significantly higher achievement ins

+ Tool Skills 36Xp ) 41,116
« Knowledge T0Xp 120,128
. Increased socisl and emotional >

growth X, 200,282
. Pogitive effects on pupil attitudes

toward school )47 y

1)~




3.0 continued

N SOURCE

niee

Not Directly Related

» Nongraded programs received
community and teacher support
where .careful orientation was
carried on prior to implemen= \
tation 2Xp

Nongraded programs which have been
dropped haves

« ILacked community support hXF 11,116

o Iacked teacher support E) ¢ } 120,128

Were found to be more difficult
to adminigter

Had had insufficient parent
orientation

Had had insufficient teacher
preparation

D. Team Teaching

Directly Relatied to Pupil Outcomes

In the many varieties of the form of
organizational pattern known as team
teaching, some common variables are
differential grouping (ability and
achievement), variations in group

size, teacher specialization and
utilization, cooperative plarming and
evaluation. Most data from team %Leaching
reports have been filed under such

variasblese In a few instances, increases
in:

o Knowledge
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" 3,0 ocontinued — —
N SOURCE
o Tool Skills g 215
o Social emotional development  Lip 215

have beexn attributed simply to team
teaching. These are reported in this
gectione.

Not Directly Related

o Team teaching received
teacher support 2Xp 215

16~
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SUMMARY OF RESEARCH FINDINGS: SCHOOL ADMINISTRATION

In roviewing the raw data pertaining to the administrator and his
functions, the following major categories and sub-categories have emergeds

A. Grouwp I Traits and Personal Characteristics of Administrators

1. Age
2. Sex

kvl e e dava gl e e o o e .

3. Marital Status

L. Intelligence and Cognitive Abilities
5. Personality Traits

6. Interests and Attitudes

B. Group I7 Cultural and Background Knowledges Training, Skills,
Experience and Ratings of Administrators

1, Cultural and Background Knowledge

2. Training in Education ‘ i
3. Knowledge of Educational Practices - Teaching
k. Knowledge of Educational Practices - Administration ,
5. Experience in Education - Teaching ‘
6. Experience in Education - Administration
To Ratings of Administrators - By Teachers

Ratings of Administrators - By Superiors

~ P - - hem Ammar = s e e - s e o e e amr e e e Wy
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Group IIT Attitudes Toward and Relationships of Administrators

with Pupils, Teachers, Other Administrators, Superiors
Education, Community

Attitudes and Relationships - Pupils

Attitudes and Relationships - Teachers

Attitudes and Relationships « Other Administrators
Attitudes and Relationships - Superiors

Attitudes and Relationships - Education

Attitudes and Relationships - Comunity

D. Group IV Role Functions and School Behaviors of Administrators

Leadership Role of Principal - Democratic
Icadership Role of Principal - Authoritarian
Leadership Role of Principal - Paternal
leadership Role of Principal - Iaissez-Faire

Supervisory Role of Administrator
Administrative Role of Principal

School Behaviors of Administrator

BE. Group V Organizational Climate of the School

1.

©

ERIC

Aruitoxt provided by Eic:

Open Climate
Autonomous Climate
Controlled Climate
Familiar Climate
Paternal Climate
Closed Climate
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Group I = Traits and Perscnal Characteristics of Administrators

N ' SOURCE

Directly Related to Pupil Outcomes

Traits and personal characteristics
of administrators (age, sex, marital
status, intelligence and cognitive

abilities, personality factors, and
interests) appear to have no direct
offect on the six pupil objectives:

o Knowledge
« Tool Skills

o Social-emotional

o Self-direction
., Cognitive Development

. Attitudes and Interests Toward
School

Not Directly Related or Correlates

1.0 Age of Administrator

1.1 The younger the principal at the
time of his appointment, the
higher his current scores of

executive professional leader=-

1.2 The older the principal, the
lower his scores of executive pro-

fessional leadershipe 1X . 319,320

1.3 There was no gignificant re-
lationship found between the

age of the principal and
administrative style re:

« Preparation for decision
(the principal investigates
fully before making

decisions) LXNEF 333

| o
o




SOURCE

1.3 continued

Lokt

. Amount (volume) of work
produced in completing
tagks.

. High organization style
(schedules, specifies times
and tasks)

. The organizational climate
of his school

Principals over 50 years of age:

. Had a high degree of response
to outsiders(parents, commun-
ity members)

. Stressed directing the work
of others

2,0 Sex of Administrator

241

2.2

There wag no significant relation-
ship found between the sex of the
principal and his administrative
style re:

. Preparation for decision (in-
vestigates fully before making
decisions)

« Amount (volume) of work pro=-
duced in completing tasks

Stress on organizing work

o The organizational climate
of hiz school

There was no statist! ally signi-
ficant relationship tound between
the sex of a principal and his
gcors of executive profcseiomal
leadershipe.

«20=
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N SCURCE___

2.0 continued
2.3 Male Principals

« Compiled with suggest-

jons of others 332

5

. Stressed analyzing a

situation 332

o+

2.y Female Principals

« Stressed exchanging in-

formation 332

&

. Stressed maintaining organi-

zational relationships 332

&

. Had a high degree of
. response to outsiders Xy 332

P

3,0 Marital Status of Administrator

There was no significant relation~-
ship found between the marital
status of the principal and

, . The organizaticnal climate
- of his scheol 1XNE, 308

. His scores of executive

professional leadership 219,320

o
.qtzj

4.0 Inbelligence and Cognitive
Abilities of Administrator

k.1 Principals of high
intelligence:

. Did not respond to the

pressures and demands of :
outsiders IXF 332

«21=
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L) continued

N SOURCE

o Did not stress directing X 332
others

o Had a high degree of 1X., 319,320
professional leadership

4.2 There was no significant
relationship found between
verbal fluency and:

« Degree of discussion 1XNEp 332
before acting

o Stress on organizing JXNEp 332
work

o3 Principals with high
verbal fluenoy:

o Stressed preparation for KXy 333
decision

« Produced a large volume of Wy 333
work while completing
tasks

o Stressed exchanging B 332
informatiocn

heli FPrincipals who scored high
in tests of reasoning and
assoclation:

« Stressed preparation for 1Xp 333
decision

« Complied with suggestions 1Xp 332
of others

« Stressed analyzing L 332
situations '




1.0 conbinued

4.5 Principals whe learned new
material quickly:

o Stressed preparation for
decigion

o Produced a large volume
of work when completing
tasgks

he6 Principals who were unable to
learn new material quickly
stressed giving directions to
others

he7 Principals who scored low in
tests of seeing relationships
stressed maintaining crgani-
zational relationships

5.0 Personality Traits of Administrators

5.1 There was no significant
relationship found between
pnersonality traits (stable=
unstable; secure-ingesure;
dominant~-submissive; mzture-
naive; confident-ghy; soclable=-
sober ; practical-impractical))
of administrators and
administrative style re:

o Preparation for dscision
o Volume of work prcduced

5.2 Principals who were mature,
confident, sociable, stressed:

. Exchanginé information

o Discussing rather than taking
action

23

N SOURCE
X, 333
1% 333
g 332
1%p 332
1XNE; 333
1XNE 333
1% 332
X, 332




5.0 continusd

N SOURCE
5«3 Principals who were
‘ unstable and insecures
‘ « Complied with suggestions
of others Wp 332
o Stresged maintaining
organizational relationships  1X; 332
o Stressed orgenizing work Xy 332

5.4 Principals who were dominant
and practical stressed
analyzing situations Xp 332

5«5 Principals who were naive,
submissive, and shy
responded strongly to
pressure from outsiders IXF 332

5.6 Principals who were sober
and stable gtresssd
directing the work of others lXF 332

6,0 Interests and Attitudes of
Adminigtrators

6.1 There was no significant
relationship found between
the interests and attitudes
of principals and the volume
of work produced in completing

tasks IXNEF 333

6.2 Principals who had interests
like school. superintendents
stressed:

o Exchanging information X 332

! o Maintaining organizational
S relationships lXF 332
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6.0 continued

6.3 Principals who had interests
unlike school superintendents:

« Complied with suggestions of
others

o Stressed organizing work

. Stressed directing the work
of others

6.4 Principals who had interests
like public administrators
gtressed:

o Discussing with others

o Analyzing situations

6.5 Principals who had interests
unlike public administra-
torss

o Stressed urganizing work

. Responded to the pressures of
outgiders

6.6 Principals who had interests
1like lawyers stressed:

« Preparation for decision
o Exchanging information

o Maintaining organizational
relationships

6.7 Principals who had interests
unlike lawyers:

« Responded to the precsures of
outgiders

. Stressed directing the work of
others

«25=

N SOURCE
1%, 332
Wp 332
1%p 332
g 332
1%, 332
1Xp 332
1Xp 332
X 333
lXF 332
1% 332
1K, 332
1%y 332




600 continued

6.8 Principals who had interests
"like policemen:

o Stressed discussing rather than

aoting IXF 332
o Complied with suggestions of

othery A Ly 332
o Stressed analyzing situations X, 332

89 Principals who had interests
unlike policemen stressed
axchanging information e 332

6,10 Principals who had interests
like psychologlsts stresseds

« Preparation for decision Ly 333
o Exchanging information IXp 332
611 Principals who had interests

unlike psychologists stresged
organizing work X, 333

Group TI. Cuitural and Background Knowledge; Training, Skills, Experience
and_Ratings of Administrators _

Directly Related to Pupil Outcomes

The cultural and background knowledge; training, skills,
experience and ratings of administrators appear to have
no direct effect upon the aix pupil objectives:

o Knowledge

o Tool Skills

o Social-emotional Development

o Self=direotion

o Cognitive Development

o Attitudes and Interests Toward School
' «26=




Not Directly Related or Correlates

1.0 Cultural and Background Knowledga

l.l There was no significant
relationship found between
the number of years of formal
education of an adminisgtrator
and the organizational climate
of his school

1.2 There was no gignificant
relationship found between
the adminigtrator!s knowledge
of general culture and his
administrative style re:

o ©Stress on discussion rather than
action

o Strese on organizing work

1.3 Principals who achieved high
gscores on tests of general
culture:

o Stressed preparation for decision

o Produced a large volume of work
in completing tasks

o Stressed exchanging information

o Complied with suggestions of
others

o OStressed analyzing situations

o Did not respond to the pressures
of outgiders

o Did not stress directing others

N SOURCE
1XNE, 308
1XNEy 332
1XNBp 332
1Xg 333
1%p 333
1%, 332
1Xp 332
X, 332
1% 332
1% 332




1.0 continued

N SOQURCE

1.y There was no significant
relationship found between
gcores achieved by a
principal on tests of
nmathematics and science and
his administrative style re:

« Stress on disoussion \ LXNE,, 332
o Stress on organizing work 1XNEp 332

1,5 Principals who achieved
high scores on tests of
science and/or mathematicss

o Complied with suggestions of
others 332
o Stregsed preparation for

decision(science high) 333

1t
1ty
o Produced a large volume of
work in completing tasks
(science high) 1Eq 333

¢ Stressed analyzing situations 332

o Did not stress maintaining

organizational relationships 332

¢ Did not respond to the pressures
of outsiders 1%p 332

o Received high ratings of executive
profesgional leadership Wp 319,320

2.0 Training in Education

2.1 There is a trend toward a
negative relationship between
the number of undergraduate
semester hours training in
education and the professional
leadership of principals Xp 319,320

«28w
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2.0 continued

3.0

SOURCE

2,2 There is a trend toward a
negative relationship between
the number of semester hours of
training in education and the
professional leadership of
principals

2.3 The greater the number of
semester hours preparation
in administravion, the lower
the principals! scores on
professional leadership

2.4 The quality of the under-
graduate and the graduate
courses in education needs
attention

Knowledge of Educational Practices=-
Teaching

3.1 There was no significant
relationship found between
principals?! knowledge of
educational practices and
administrative style re:

o Stress on discussing before
acting

o Stress on organizing work

3¢2 Principals who achieved high
gscores on tests of educational
practicest

o Stressed preparation for decision

o Produced a large volume of work
in completing tasks

o Stressed exchanging information

«20a

L

319,320

319,320

319,320

333
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333
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L0 Knowledge of Educational Practicas~

5.0

Administration

4.1 There was no significant
relationship found between
principals! knowledge of
adminigtrative practices
and administrative style

rei

o Stress on discussing before

aocting

o Stress on sdrganizing work

442 Principals who achieved high
gcores nn tests of accepted
administrative practices:

o Stressed preparation for decision

« Produced a large volume of work

in completing tasks

o Stressed exchanging information

o Did not respond to pressures

from outsiders

Exnerience in Education - Teaching

5.1 There was no significant
relationghip found betwsen

principal's number of yeArs
experience in teaching and

his:

~30-
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5.1 continued

N SOURCE

« Stress on preparation for
decision 1NEp 333

o Volume of work produced IXNEp 333
o Stress on organizing work XNER 332

o The organizational climate of
the school 1XNEg 308

. Scores of executive professional
leadership SXNEp 319,320,330

5.2 Principals who had had
15-19 years of experience
in teaching responded to -
pressures from outslders g 332,333

5.3 Principals who had had 20
or more years teaching
experience stressed direcving
thg work of others Xp 332,333

6.0 Experience in Fducation~-Administration

6.1 There was no gignificant
difference found between the
principalts number of years
experience in administration
and?

« His scores of executive
professional leadership 2XNEp 319,320,330

« Stress on preparation for decision 1XNEp 333
« Volume of work produced 1XNEp - 333

«31=
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6.1 continued

7.0

o The organizational climate of
the school

6.2

643

6ol

Principals with fewer than
five years! experience in
administration complied with
the suggestions of others

Principals with between 6
and 15 years! experience
stressed analyzing situations

The number of years oi
educational experience of a
prinoipal in his present school
has a significantly greater
influence on the organizational
olimate of a small school than
of a medium or large sized school

Ratings of Administrators

by Teachers

Tel

There was no gignificant
relationship found between
ratings given to administra-
tors by teachers on thelr
staffs ands

o Stress on preparation for
decision

o Volume of work produced

o Degree of responge to pressure
from outsidars

7.2

High ratings by teachers were
given to administrators who
stressed:

.32 -

SOURCE

332,333

332,333

308

333
333
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7.2 continued

N SOURCE
« Exchanging information KX 332
o Organizing work Wp 332

. Maintaining organizational
relationships (very high

razing) 1 332

7.3 Low ratings by teachers were
given to administrators whos

. Stressed discussing before acting ]IF 332
. Complied with suggestions of

others Xp 332
o Stressed analyzing situations e 332

. Stressed directing the work of
others p 332

8.0 Ratings of Administrators by
Superiors

8.1 There was no significant
relationship found between
ratings given to prinocipals
by their superiors and the
principals! stregs on:

« Maintai.ing arganizational
relationships 1XNEg 332

. Direoting the work of others 1XNEp 332

« Volume of work (negative to
glightly positive) 1XNEp 333

8.2 High ratings by superiors

were given to principals
who stressed:

33
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8.2 continued
N SOURCE
o Preparation far decision Uy 333
» Exchanging information (very
high) g 332
8.3 Low ratings by superiors were
given to prinoipals whos
« Responded tc outsiders (slightly
negativae) X, 332
e Stressed disocussing before
aoting g 333
o Stressed analysing situations X, 332
¢ Stressed organizing work p 332
o Complied with suggestions of
others (very low IXp 332
9«0 Region of Work

9.1 There was no statistically
gignificant relationship
found between ths regional
looation of the principalls
school and his score of
exeoutive professional
leadership 1XNEw 319,320

9.2 There was no statistically
significant relationship
found between the sige of
the ocity in which the
prinoipal's school was
located and his score of
axeout “re professicnal
leadership 1XNEp 319, 320

3=




9.0 continued

_ SCOURCE _

9.3 The larger the student

body of the school, the

lower the principaltls

asoribed professional

leadsership l‘XF

10.0 Salary of Principal

10,1 There was no statisticelly

significant relationship
found betwean the amount cf
noney received as salary by
the prinoipal and hig score
of executive professional

leadership INEp

319,320

319,320

Growp TIT Attitudes Toward snd Relationships of Admimistratorg wvith %ﬂg,
Teachers, Other Adrinistratcrs, Superiors, tducation, Gommunity

Iirectly Related to Pupil Outcomes

The attitudes and relaticnships of adminlstrators

toward pupils, teacheras, other administrators,
guperiors, education and community in general
appear to have ne direct relationship on the
gix pupil objectivess

Knowledge

Tool Skiils

Social Emotional Development
Self-Direction

Cognitive Development

Attitudes Toward and Interests in School




N

Not Directly Related or Correlatss

1.0 Attitudes and Relationships of
Adminigtrators-Pupils

1.1 Principals who valued the
aeducational needs of children
also stressed preparation for.

decision : IXNEF

1.2 There was no signifiocant
relationship found between
the level of empathy of a
principal and the
organizational climate of

his school ]XNEF

1.3 There was no significant
relationghip found between
the principalt!s acceptance
of himsgelf and others and
the organizational climate
of the school 1XNEF

2.0 Attitudes and Relationship of
Administrators =Teachers

2.1 Teachers who perceive their
principals as personal-needs
fulfillment-oriented leads to
an inc¢rease in self-rating of
teacher effectiveness ].XF

2.2 Teachers who perceive their
principals as task-oriented
leads to a reduction in

‘teacher'ts:
o Self~rating of effectiveness X

o Confidence in principal's
leadership 1&5,

o IExpressed personal satisfaction
in schocl 1XF

-36-




2.0 continued

2.3 Teachers who perceive their
principals as balanced between
goal~oriented and personal-
needs fulfillment oriented
exhibit s

« Confidenne in principal's leader~
ship

. Satisfaction with school

o High gelf-ratings in teaching
effectiveness

2.y There was no significant
relationship found betwesn
the level of empathy of a
principal and the
organizational climate of
his schonl

2.5 There wus nc significant
relationship found between .
a principalts acoeptance
o himself and others and
the organizational climate
of his school

2.6 Only a slight positive
correlarion was found
between the way leaders
believe they should
behave, and the way group
members described them as
behaving (Halpin)

2.7 leaders believe they show
more consideration and
initiating structure than
group members percaive them

doing

~37=
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N SOURCE
X 318
Xy 318
1% 318
1XNE 308
1INEg 308
1XNEg 308
1%p 326




3.0 Attitudes and Relationships of
Adminigtrators-Toward Self and
Qther Administrators

3.1 The principal who rates
himself high on his
menagerial skills is
rated low by his teachers
in professional
leadership 1}{F 319,320

32 The principal who rates
himself high on his ability
to provide professional
leadership is also rated
high by his teachers in
professional leadership

319,320

+

3.3 The principal's own
perception of his own

| '
| leadership style hag no

| effect on:

|

[ . Teacher effectiveness (self=-

F rated) 318
| o Teacher confidence in leader=-

| ship of principal 318
« Teacher's expresses

g satisfaction in teacling Wy 318
| 3.4 Principal Teams (5

‘~ principals working in

o

close interaction
jointly administer 5
schools) led to:

]

| o Motivation of individual

% principals to move into new

F projects 1Z 28l
E

|

|

o Motivation of individual
principals to self-improvement:
take professional training,
increase knowledge, through
reading, attend conferences, etc. 1Xp 28l

~38-




3.4 continued

o Increased willingness of
principals to risk failure:
become involved in major
organizational changes,
tackle controverslal issues 1K, 28l

| o DPeer level feedback on
quality professional work W 8L

o Mutual respect based on
E demonstrated competencies .
and human qualities Uy 28L

3.5 Democratic participation in
decision-making is positively
correlated with "most
successful" ratings received
by superintendents Xp 316

3.6 There was no statistically
significant relationghip
found between the number
(0,1,0r more) of
adminisgtrative assistants
to an elementary principal
and his scora of executive
professional leadership 1XNEp 319,320

| 4.0 Attitudes and Relationsghips of
| Administratorg~Superiors

i k.1 Principals whose administrative

guperiors endorse their efforts

to improve teaching methods

| demonstrate effective professional

| leadership (ascribed to them by

teachers) Xp 298

| 4e2 Principals whose administrative

| guperiors give them social

support (principal can talk

frankly about problems, etce)

demonstrate higher degree of

professional leadership

(ascribed to them by teachers) X, 319,320

‘ izr
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L0 continued

Lo3 Principals whose administrative
superiors allowed them to
participate in seleotion of
teackers are rated high in
profegsional leadership by
teachers Xp 319,320

Loy The greater the degree of
professional leadership
asoribed to superiors by
principals, the greater the
degree of professional
leadership ascribed to

principals by teachers 1%, 319,320

L5 The second in cormand conforms
to the judgment of othera more
than the first or the last Up 330

5.0 Attitudes of Administrators-BEducation

5.1 Principal's motivation in
becoming a principals

ae Inocreased service motive
was significantly related
to high ratings of principals
in professional leadership 1Xp 319,320

be Upward mobility motivation
not related to ratings of
professional leadership ].XF 319,320

ce Increased salary motivation
not related to ratings of
professicnal leadership Xp 319,320

5.2 Principals who attach either a
great deal or very little
importance to managerial duties
are reted low in professional
leadership by their teachers IXF 319,320

| «}j0=




5.0 continued

N . -SOURCE

5.3 'The principal who internalizes
the professional definition of
his role (currioculum
improvement, counseling students,
introduoing new teaching ideas,
etc.) receives high ratings on
professional leadership J.lF 319,320

5.4 Principals who devote much offe-

f duty time to the Job receive

E high ratings on professional

leadership from teachers Xp 319,320

5.5 Active participation in
professional organizations is
significantly related to
effective secondary
administrative leadership ILXF . 330

5.6 Principals who kept them-
solves informed through
reading, study, and
participation in in=gervice
programs for administrators
also had good staff relavions
with their facuitles ].XF 330

5.7 Educators, including
administrators, assign a higher
priority of importance to
intellectual tasks for schools
thznn do non-educators g 330

6.0 Attitudes and Relavionships of
Admini strators-Community

6.1 As an aspect of the school
environment changes, the
attitude of the prineipal
changes:

« When the socioe-sconomic stutus

of pupils is primarily lower

gocial olass, principals

encourage parent participa*:ion

in school affaira 1%g 298

L1




6.1 continued

N _ SOURCE

o When the environment includes
mostly upper-middle class
children principals attempt
%o suppress parent participation 1Xg 298

6.2 The public school as a
domesticated organization is
slow to adapt its practices
and innovate change Uy 299

643 Active participation in
civic and fraternal
organizations is
significantly related to
effective secondary
administrative leadership p 330

6.4 Administrators: Inslders or
Outelders

a. -Administrators appointed
from within the system:

o Stress technical and
managerial rules IXF 299

« Stress interpersonal
relations with other
gtaff members I&F 299

be Administrators appointed
from outside the systems

I « Receive higher salaries lXp 299

o Receive more support from
superiors Vip 299

o Develop _.re rules at
the institutional level
(whioch stress changes in
character of organiza-
tion) X, 299

o Are impersonal in
relationships with other
staff members 1Xp 299

© et e A A an 5 oA hama



Group IV Role Functions and School Behaviors of Adminigtrators

Directly Related to Pupil Outcomes

No data has been uncovered which directly related
principals! role functions and school behaviors with
the gix pupll objectives:

o Knowlsdpge

o Tool Skills

o Social Bmo*ional Development

o Self-Diresction

« Cognitive Development

f o Attitudee Toward and interest in School

N Source

Not Direotly Related cr Correlates

1.0 Leadership Role of Principal-
Democratic

1.1 As the principal shares
his leadership with his
staff(members of the group
define common goals, develop
group feelings, plan work
10 be done and how it will
be accomplished, etce)s

« Teachers assume a greater
degree of responsibility 1Xg 370

o The group develops self-
disoipline Xg 370

o The leadsrship ability of
the group inoresses 1Xq 370

o sre iz a balance between
initiation by principal and
by staff 1Xg 325

o Will more easily persuade

othepg to accept and try
hig ideas us th

~}i3=




E

Rric

! JAruitoxt provided

1.0 con%inued

SOURCE

1.2 As tha principsl shares with
his staff the responsibility
for selecting new staff members
the quality of the staff is
imprcved lxs

1.3 The administrator who shares
decision-making with the
group will:

o Effect desired changes in
curyioulum 1Xp

« Have a staff which expresses
gatisfaction with the school hxs

o Effect improvement in teacher
performance IIS,].XF

« Receives high ratings from his
teachers on his professional
leadership 2I.F

1.l The principal who minimizes
distinctions of formal statuss

. Demonstrates a high degree of
exeocutive professional leader-
ship(ascribed to him by his

staff) 1%,

. Achieves staff cooperation in
improving school programs HS,ZXF

ERIC.

U

370

EYA

302,30L,36,370

304,370

319,320

320

320,370,371




o Will encourage his staff
| members to bring him complete
and accurate information
prior to decision-making

o Will encourage feedback on a

deoision which has been put
into practice

2.0 Ieadership Role of Principal-
Authoritarian

2.1 A hargh, dominating official
leader results in:

« An antagonistic, uncooperative
staft

o ILittle task accomplishment

o low job satisfaction for teachers
o Much bugywork

o Minimum group achievement

e Few friendly relations among
gtaff

2.2 A harsh, dominating official
leaders

o Hmphasizes production
e Sets arbitrary rules
» Does not set a work example

for his teachers by his own
actions

©

ERIC

A ruiToxt provided by ER

N SOURCE
1% 312
1xg 312
1%p 370
1X S 326
1XS 326
1% 326
1XS 326
le 326
1Xg 326
1Xg 326
1xs 326




Aruitoxt provided by Eic:

Ric

3.0

4.0

SQURCE

leadership Role of Principal-
Paternal

3.1 A principal who makes all the
decisions for his staff members,
delegates few responsibilities,
checks details of the work of
others results ins

o A submissive, dependent group which
does not acocept regponsibility X5, Ll

o Teachers splitting into facticns Xg
o ILittle job satisfaction for teachers 1XS

leadership Role of Principal - Laissez-~
Faire

el A group with a leader who does not
tell teachers vaat he thinks; does
not restrict teachers! actlvities
cr impose patterns; listens to all,
but avoids giving answers results
in a group which is:
o Indifferent g
+ Disinterested lXF
» lacks purposes or goals 1Xq, 1Xp
o Falils to produce X 1Xp

« High in personal and social=-nesds
satisfaction g

o low in job satisfactions 1Xg

Supervisory Role of Administrator

Sel A supervisor who makes changes
based on evaluation will cause
increased staff acceptance of
change 1X

6=

326,370
326
326

370
326

326,370
326,370

326
326

370




5.0 continued

5e2

53

Sely

55

SOURCE

A supervisor who puts his
gtaff at ease will be
accepted as a leader

A supervigor who promotes

Jjob satisfactions of teachers
promotes high morale of his
gtaff

A supervisor who encourages
self-evaluation by teachers
Posters teachers who encourage
gelf-evaluation in thelr pupils

The usge of a cheoklist system
for evaluating teachers results
in less effective teaching

Use of curriculum consultants
(master teachers with aocademic
preparation in subjects and
demonstrated leadership) to
replace department heads
(secondary school) results in:

« FHroadened scope of teaching(teachers
work together to combinse disoiplines
and strengths)

1Xg

o Inoreased seeking of help by teachems1Xg

« Inoreased communication and
interpretation of school program

o Development of a currioculum
center

o Development of curriculum guides
by teachers

« Teachers increased use of
curricuium guides

Li7-

~Xg

370

370

370

370

331
33

331

331

331

331
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N SOURCE

6.0 Administrative Role of Principal

e e T Y -
»

6s1 As the principal segregates
gtudents who do not cmform to
r gcademic or behavior
expectations of the school in
a special program (vocatiomal,
general, etc.) for the remainder
of their school years, goal
displacement results (teachers
have conferenses with parents about
¥ pupil disecipiine more frequently
than they do about ths school work
of the child) le 298
6.2 A principal who provides
mahagerial support for his staff
receives a high rating from
teachers on his professional
leaderehip IXF 319’320

6.3 Principals who support teachers
| in cases of confliot betwsen
teacher and pupil receive high
ratings on executive professzional
deadership Xp 319,320

6.4 Principale who provide social
support, for teachers (teachers
can disouss problems frankly)
raeceive high ratings on
professional leadership lXF 319,320

05> The principal faciiitates
individualizing instruction
for pupils through soheduling

variable:
| o Period length g 347
« Rotation of classes 1Xg 347
o Class size X 3k7
3 - « Orouping of students 1Xg 347
. Tne ellotments 1Xg 37

=}8=-




6.5 continuad

10

e AL 0f i e Spad ¢ AR ST T

SOURCE

\

o Staffing 1xs
o Mseting patterns s

« Number of subjects studied by a
student st

o Required subjects 1X

School Behaviors of Administrators

7.1 Having a principal who sets the
pattern of work for his staff by
his own actions (comes to work
early; stays late; meets deadlines
promptly; fulfills obligations,
etCe)?

« Results in staff accepting same
responsibility Xg

7.2 An administrator who makes
provisions for resolving
grievances increases the
morale of his staff X

7«3 Principals who must deal with
behavior of non-compliant teachers
reach farther and farther toward
the source of legal power
(superintendent, school board,
court) for more power to insure
compliance 12g

Tols An administrator who takes
precautions to ersure that
people in his organizatio~
perform in ways to achieve
gtated goals will:

o Use more general and impersonal
rules 1XS

o Which will ¢ use a lowering of
visibility of power relations
between administrator and
organization members 49 Xg

347
37

37
3h7

326,370

357,370

339

317

317




7.0 continued

SOURCE

75 ae A principal who is aware
that a teacher or teachers
with whom he interacts
represent {s) a primary
group or linked primary

groupss

o Will reexamine his use of legal
power to force compliance Xg

« Will reexamine policies,
regulations, or traditions in
terms of current usefulness 1Xg

« Will change policies,
regulations, or traditional
modes of behavior which the
group designates as unfair
and obJects to or refuses to
comply with 1Xg

be As a principal works with
a group of teachers who
congoiously seek to
gtrengthen thelr social powers.
his decision-making will be
increasingly influenced by
their demands ZLXS

7.6 The grester the interpersonal
gkills of the principal (resolves
discipline problems, handles
parental complaints, obtains

. parent cooperatlon, etc.) the
greater the degrse of
profeseional leadership s

o Asoribed to him by his teachers 'LXF
o JAscribed to him by his superiors Xp

339

339

339

339

319,320
319,320




7.0 continued

=

SOURCE

7.7 Leaders who rate high in
both initiating structure
(getting the job done) and
congideration (concern for
social needs of workers)
offect favorabla:

o Changes in attitudes of group
members toward each other 1Xp 326

o Changes in grovp characteristios
toward harmony, intimacy,
procedural clarit] g 326

7.8 Leadership behavior is
significantly related to
gituational factors such as:

ae In a large group, a
. leader:

o Becomes more impersonal 1 326

o Inforces rules and
regulations firmly and
impartially 1x.F 326

be In small groups, a leader:

o Treats individuals
personally Ug 326

« Makes exceptions to

rules lXF 326

Group Ve The Organizational Climate of the
School

Directly Related to Pupil Qutcomes

No data have been uncovered which directly relates the organizati mal
olimate of the school with the six pupil objectivess

o Knowledge
o Tool skills




£ ROV AT I D R

SOURCE

N
o Social Emotional Development
o Self-Direction
o Cognitive Development
o Attitudes Toward and Interest
in School
Not Directly Related or Correlates
i.O Open Climate
1.1 Teachers:
o Have high morale lXS
o Maintain friendly relationships
among staff members 1xS
o Work as a group to accomplisgh
goals Xg
« Have high production 1Xs
1.2 Principal:
o Sets example for his teachers by his
oun work patterns 2xs
. Assists teachers with problems 2Xs
o Shaves leadership with teachers 1Xs
o Uses indirect method of control 1Xg
2.0 Autonomous Climate
2,1 Teachers:
» Choose oun goals, achieve them
quickly lxs
o Work as a group to accomplish
goals 1Xg

~52=-

326
326

326
326

326,370
326,370
326
326

326

326
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2.1 continued

0

Express gatisfaction in their
work

2,2 Principals

Sots an example for his teachers
by his work patterns

Jges many facilitating procedures
for routine matters

Runs organization as a businecs
Doss not check up on teachers

3,0 Familiar Climate

3.1 Teacherss

Achieve little task aocoﬁplishment

Express high parsonal-needs
satisfaction

Have many olose friends among
staff

Try to tell each other what to 40

3.2 Prinoipals

Gives little or no directicn by
word or example

Does not oriticize teachers

Uses many facilitating progedures

_ for routine mattere

4.0 Paternal Climate

hol Teachérss

Split into factions; do not work
together

Express little satisfaction (task
accomplishment or social nesds)

53

N SOURCE B

1Xg 306

1%g 326

1%3 326

1Xs 326

1Xg 306

g 326

ué 326

1% 3%

1% 326

1%, 326

1%g 326
o, 326

1XS 126

b5 326,370




10 continued

N___ SOURCE

ko2 Principals
o Does not provide an example for

his teachers | 1Xg 326
« Constantly checks, monitors, tells

teachers what to do 1Xg 326
+ Dowa all scheduling, oclass Y

ohanging, etc., personally Xg 326
o Docss most routine reports, etc.,

himself 1Xg 326

5.0 Controlled Climate

5.1 Teachers:
« Work hard, get tasks done 1X, 326
« Express satisfaction with achool

re task accomplishment 1xs 326
o Have few friendly relationships

among staff X5 326
« Have excessive amounts of paper

work and routine reports 1Xg 326
5+2 Principal:
o Is dominating and directive Xg 326
o Communiicates through directives

rather than personal confrontations lig 326
« DBmphasizes work production Xg ' 326
o Delegates few responsibilities;

does not share leadership us 326
« Deemphasizes social-needs

satisfactions g 326




N SOURCE

6,0 (losed Climate

6.1 Teachers:
. State no satisfactions (task or
social-needs) &g 326,370
. Do not work well together 1Xg 326
« Do nut feel sense of purpose g 326
« Have many routine reports, etc. 1XS 326
F . Have above average turnover 1Xg 326
6.2 Principal:
o Does not set an example by working
hard himgelf 1Xg 326
« IBmphasizes production, task
accomplishment 1Xg 326
o Uses inflexible rules and
regulaticns 1Xg 326
o Gives no decision-making power
to teachers g 326
' 7.0 No statistically significant relation-
ghip has been found between the type of
| arganizaticnal climate of a school and
| the principalts:
¢ 96X leNE 308
o Marital Status Xeng 308
o Number of years of formal education 1Xpyp 308
o Number of years of administrative .
experience IXFNE 308
o level of empathy LEpNE 308
55~
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Over S0
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"Principal Team"

"Leadership®

Perception of own Leadership

Style

High self-rating ag'™Manager"

High self-rating in

Valued Educational Needs of

Level of Empathy

Acceptance of others
T sees P "Nesds-oriented"

T sees P "Task-oriented!
T gees P Balanced in

Orientaticn
3.0 Self and Other Administrators

Ievel of Emathy
Stated Consideration For

Acceptance of Others

Second in Command
Number of Assistants

TOWARD AND RELATIONSHIPS

WITH OTHERS

4
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3
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1.0 Pupils

2.0 Teachers
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