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The Problem

Chapter 1

Ontroduction

The term "Hawthorne effect" has been made popular by

researchers in the social and behavioral sciences ever since the

time of the now classic illumination experiments which were

conducted at the Hawthorne plant of the Western Electric

Company in the middle 192005 (66). As generally used, this

concept refers to unanticipated but beneficial effects produced

in experimental situations. Such effects are said to be caused

by the subject in the experiment realizing that he was a

participant in an experiment and thus the object of special

attention, 10ether real or imagined. Such awareness generally

is said to have a positive facilitating effect on the subject's

performance during the duration of the experimental situation.

Despite the rather common use of the Hawthorne effect con-

cept by educational researchers, the phenomenon appears not to

have had any direct systematic investigation and, with a

relatively few exceptions; has not penetrated the literature of

educational research. On view of the continued and increased

interest in and expenditures for educational research, a lack

of knowledge about this concept in educational experimentation

may be causing substantial loss of time, effort, end money

through invalidation of research results on the one hand or

overly elaborate, ineffective, or inefficient control mechanisms

on the other. Thus, the present state of knowledge about the

nature and role of the Hawthorne effect in educational

experimentation does not permit researchers to arrive at

intelligent decisions with regard to its importance and/or

control.

Even if an assumption is made by a researcher on the basis

of the information presently available that the Hawthorne effect

is worth serious consideration in the development of his research

design, the social-psychological components of the effect are

not sufficiently well enough understood to allow for the election

of efficient and effective control mechanisms, lf indirect cues

(e.g., pretesting) produce the-effect, the researcher is in a

far different situation than if direct cues (informing

subjects), increase subject performance.

i+fik,a.to
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The lack of information about the Hawthorne effect places

a large number of educational research studies, particularly

methods studies conducted in classroom settings, into the

following uncomfortable ca-.egories:

1. Significant differences in favor of experimental

groups in situations where the Hawthorne effect

was not controlled may be disregarded or dismissed

on this basis alone.

2. No significant difference studies, where both the

control and experimental groups were cued to the

experimental nature of their situation or provided

with unusual opportunities for obtaining attention,

may be invalidated on the assumption that the

effect of the treatment was obliterated by the

more powerful effect of the experimental setting.

3. Studies that did attempt to control for the reactive

effect may be questioned on the basis that the wrong

component of the effect was controlled or that the

effect is not important enough to justify elaborate

control.

14-.*

The situation into which many educational studies would be

placed because of the reactive effect occurring between

experimental arrangements and the subject's subsequent

participation was stated well by Clark (11) in his discussion

of the costs associated with bringing about qualitative gains

in education.

It is probably fair to state that essentially all

educational experiments of the past seventy years

have not been able to disentangle the effect of

enthusiasm from the effects ofthe experimental

procedure and content. If during the next seventy

years this is accomplished, it may then be possible

,to assess with confidence the factors that will

improve the quality of education. Until such

procedures are adopted, however, it is going to be

extraordinarily difficult to determine the impact

of specific content or method on quality, 1, c 49)4

If the above statement has validity, it would seem imperative

that some systematic study be made regarding the Hawthorne effect

and its role in educational research.

2



The primary goal of project described in this report was to

attempt to build up a body of information about the Hawthorne

effect which could provide a basis for the subsequent

development of a theory adequate to explain the effect. It

was further hoped that the investigations made would provide

information which would allow educational researchers to

arrive at more informed decisions with regard to handling or

controlling the effect in their experimental designs. The

specific objectives and questions to be answered during the

course of the project appear in a subsequent section of this

chapter0

in order to provide a setting for the actual research

activities undertaken during the course of the project, some

attention should be given to the role that the Hawthorne effect

is said to play in educational research, the original

development of the concept, and previous investigations which

were influential in the formulation of the general topic under

investigation as the project moved along.

Relevant Literature

A systematic review of discussions about the Hawthorne

effect is rather difficult to present because the phenomenon

is not consistently referred to in educational and other

literature by its famWar name. A complete review of relevant

available literature at this point is premature because a

substantial portion of the total project time was devoted to

an examination of published research studies including direct

reference to the use of the concept by persons engaged in

research.

The research and other relevant literature on the Hawthorne

effect concept which was examined did tend to fall into several

general categories. Within each of the categories, a large

number of position papers and research reports were found to

exist. A detailed summary of each category would constitute a

substantially large portion of this report. Consequently, an

attempt has been madc only to highlight the areas by referring

to selected publications which give orientation and focus to

the categories. Bibliographies relatir.1 to each of the categories

have been prepared and are included as the Bibliography to this

report. Readers interested in any one or all of the categories

are directed to the Bibliography for further information

regarding the category of concern.
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The remaining part of this section is devoted to a brief

overview of (1) studies relating to the original Hawthorne

research, (2) the social-psychology of experimentation, (3)

awareness by subjects of experimental participation, and (4)

literature in the field of education relating to the topic.

Original Hawthorne Studies, The basic works relating to

the Hawthorne effect and its relationship to experimental

treatments are those of Snow (76) and Roethlisberger and

Dickson (66). Generally, persons interested in the Hawthorne

effect read the latter reference, The article by Snow,

however, describes the original series of illumination

studies of which the Hawthorne studies were a continuation.

Snow's concluding remarks in his paper provided the starting

point for the subsequent Hawthorne plant research.

Any investigation attempting to evaluate definitely

the effect of illumination or some such influence

must take the greatest of pains to control or

eliminate all factors but the one being studied.

Many of them can be controlled or eliminated, but the

one great stumbling block remaining is the problem of

the psychology of the human individual. (76, po 274)0

The Roethlisberger and Dickson report of the research is

probably the best known of the several reports relating directly

to the original experiments conducted at the Hawthorne plant.

The behavior of workers in experimental illumination situations,

that of continued high output under varying lighting conditions,

was not predicted. By means of an intensive personal interview

program, the investigators were able to discover that the

workers considered their situation to be one of special

treatment or attention from management, The investigators

attributed the unexpected production results to the existence

of this latter phenomenon only after carefully examining

possible alternative hypotheses which included wage incentives,

rest pauses, and other factors. Dnterestingly the Hawthorne

personnel engaged ih the project chose to focus further efforts

upon the securing of more information about worker's attitudes

and feelings with regard to their work situation, A subsequent

development was a personal relations program which was the

forerunner of the "human relation" programs now existing in

many industrial and non-industrial situations. The problem of

experimental methodology contamination apparently did not

become a major focus of interest to them.



Numerous reports and interpretations of the Hawthorne
findings have been prepared over the succeeding years. Among
the more outstanding are those by Mayo (51)2 Pennock (59)2

Homans (34)2 Landesberger (42), and Blum (4 )

Social flycholon of Exeerimentation. While the original
Hawthorne researchers focused their attention on the human
relations program, researchers in the social science areas
began to develop interest in the nature of a subject's reaction
to experimental activities and procedures and the relation of
these reaction's to the subsequent behavior or performance in

the experimental situation. It should not be assumed that the
report of the Hawthorne studies prompted this concern directly.

Rather its appearance during the emergence of the areas of
industrial and social psychology no doubt influenced some of
the work on research methodology being developed in these areas.

Numerous examples of this concern over.subject-situation
interaction are evident in many fields. Reports by Crespi (18)

and Star and Hughes (77) in the area of public opinion polling
demonstrate the positive effect pre-interviewing can have upon
follow-up responses. Lana (41) on the other hand, reported
that pretesting for attitudes did not sensitize the individual
with regard to subsequent attitudes. Studies by Hovland and
others (36) revealed that in some situations the subject-
situation interaction may be inhibiting in that the subject
becomes nonresponsive or responds in an unanticipated manner to
the treatment condition. Herzog (32) discussed, in a monograph
on guides for evaluation of research in psychotherapy,
additional instances of treatment contamination due to possible
influence of sensitization on the part of subjects.

Of more relevance than the above research to the general
concern of this project is the research relating directly to

the social psychology of the experimental situation. This

-topfc has-been-deemed of sufficient importance that symposia
have been held on this topic at annual meetings of the American
Psychological Association and the American Educational Research
Association.

The respective works of Rosenthal on experimenter-bias and
Orne in the area of subject's demands to have their needs met
in the experimental situation are worthy of note.

Rosenthai's efforts have concentrated on the influence
that the experimenter's wishes and desires have on the outcome
of the experimental situation. He hasP demonstrated in a variety
of situations that the experimenter can have his hypothesis

5
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validated because of his biases and their interaction with
participating subjects, even with animals. His work included
the finding of similar results when surrogates (e.g., graduate
assistants) were used. A summary of the major findings of
several years of research by Rosenthal appears in The American
Scientist for June 1963 (69).

The work of Orne has dealt largely with the phenomenon of
subject's needs being met in the experimental situation. Orne
presents evidence that subjects tend to demand a purpose or
reason from the experimental situation, even if a situation is
created which has no purpose. Orne indicates that various
kinds of cues exist which direct the subject to operate in a
certain manner in a specific situation. These various cues are
referred to as demand characteristics. Probably the best
account of Orne's work appears in the November 1962 issue of
The American Psychologist (55)0

The combined works of Rosenthal and Orne strongly influenced
the thinking of the project staff during the course of the
project, While each research effort focused on a different
aspect of the experimental situation, the experimenter in one
case and the subject in the other, the findings are highly
relevant to the general problem of studying the roles of the
student and the researcher in a classroom experimental situation.

While not directly involved in actual research, Reicken (63)
has stated very well the need to investigate the subject
experiment interaction problem if research is to be conducted
successfully in the social and behavioral sciences. His
general proposition is that the typical experimental situation
is a somewhat one-sided operation. The experimenter alone
knows what is to be done and what information is to be presented
to the subject at what time. _The subject, on the other hand,
initially possesses none of this information but as he proceeds
through the experimental situation he tries to secure more and
more meaning. As he does so, his cooperation and responses are
modified. Thus, Reicken proposes that a type of .pbject--
experimenter ntgoliation takes place during the course of an
experiment. The subject is also faced with what Reicken refers
to as a deutero-ualbLtm. On the one hand, he is faced with
ascertaining the task to be done and thus meeting the
experimenter's approval yet at the same time possessing certain
personal needs which call for him to do well (e.g., to protect
himself) in the experimental situation.

6



Awareness of Experimental Participation If one is to

accept the general interpretation of the Hawthorne effect that

a subject's performance is favorably influenced by knowledge

of participation in an experimental situation through being the

object of special attention, then it would seem imperative that

research relating to an individual's awareness of things being

done to him should be examined. During the course of the

project, the concept of subject awareness became a predominant

factor in deriving an operational definition of the Hawthorne

effect for use in the project and thus directing much of the

research effort.

Two general areas of research provide evidence regarding

the subject's awareness of experimental situations. One area

is that of learning studies and the other is that of psycho-

therapeutic situations.

Adams ( 1) has reviewed much of the research relating to

learning with awareness and points out that evidence on this

phenomenon is generally inconclusive and unverifiable except in

the case of studies of stimulus discrimination. Krasner (39)

reviewed 31 studies in the area of verbal conditioning from

several points of view, including "awareness" and setting. He

noted that in only about half of the studies were the subjects

able to detect the reinforcing contingency, thus supporting the

findings of Adams. Matarazzo and others (50) attempted to

isolate the awareness effect as a variable and relate it to

performance in verbal conditional experiments in learning. A

highly relevant aspect of Matarazzo's work to the present

investigation was the post-experimental classification of

subjects by levels of awareness as to their knowledge of the

purposes and procedures of the experiment. Awareness as defined

for their research was observed to be positively related to the

subject being favorably conditioned0

ln addition to the works of Krasner and Matarazzo cited

above, the reader is referred particularly to two additional

references in this area. The first is a report of a symposium

relating to the research and interpretation of awareness and

behavior edited by Eriksen (26). The second is a summary of the

research on awareness and its implication for the counseling

situation in education prepared by Adrion (2).

One research study directly related to this project was

undertaken by Lawrence (44). He attempted to develop instrumen-

tation which would provide a quantitative assessment of

awareness of participation in an experimental situation in

7



edlication. Since the study was conducted for only a very short
period of time (two weeks) and as an adjunct to a regular
classroom situation, the findings were not conclusive although
there was some evidence obtained that students could become
aware of their participation in an experimental situation,
albeit working under the handicaps noted.

The general conclusion to be drawn from the above research
done largely with adults in various situations is that in some
cases subjects could indicate their awareness of special
experimental conditions but at the same time there were
difficulties encountered in developing adequate means to assess
this awareness. No evidence was encountered that children of
an elementary school age could ascertain their participation in
an experimental situation. Such evidence would be necessary if
one is going to suggest that many of the studies conducted at
the elementary school level, where many outstanding results are
obtained, could be attributed to the student's awareness of
being the object of special attention.

The Hawthorne effect in Education. Although there is
recognition in the literature of educational research as to the
existence and possible confounding involvement of the Hawthorne
effect in experimental designs, the most frequent reference is
usually in terms of a post-experimental apology relative to the
possible role of the phenomenon in explaining the success of an
experimental group or the appearance of no difference existing
between "methods." This point was well made by Smith (75) in
his review of why many projects were not approved under the
Cooperative Research Program of the U. S. Office of Education.
Further, the employment of the concept does not meet with any
degree of consistency having been variously referred to as the
novelty effect, the halo effect, attention, motivation, and
similar synonyms (15).

The principal investigator of this project summarized the
early work on the origin of the concept and some of its
intervetations plus suggestions for control as they have
appeared in the educational research literature in the December
1962 issue of the Phi Delta Kappan (12)

I Although referred to
in a Phi Delta Kappa symposium on educational research design
(67), the concept was not defined. Campbell and Stanley (10) in

A detailed review of the content pres.nted in this article
has been purposefully omitted in this review since the material
is available in published form.

8



the Handbook of Research on Teaching chose to include the
phenomenon under a more general term of "interaction" when
discussing factors affecting the external validity of
experimental designs. An examination of standard introductory
texts on research methodology for education for direct reference
to the phenomenon, its impact on experimental designs or
suggestions for its control, reveals only occasional reference
to the concept, often without elaboration.

The infrequent reference to the concept in educational
research literature directly does not mean that educators are
not unaware of its existence. Of anything, they perhaps may be
only too well aware of its role in the conduct and results of
research. Some examples of this concern are presented below0

in the excellent study on the relation of cost to quality
of education noted above, Clark (11) refers generally to the
concept in terms of teacher enthusiasm for the new method
resulting in a transference over to the students causing them
to accomplish more than the traditional or control groups.
After summarizing selected research studies in several areas of
education, Clark is prompted to indicate the significance of
this teacher enthusiasm factor.

The wide range of experimental results in the schools
would seem to confirm much the same conclusion.
Experiments that have emphasized phonics have brought
improvements in reading; experiments that have
emphasized the meaning of words but with less emphasis
on phonics have also brought increases in reading
ability. Comparable experiments have been conducted
in all major subject matter fields. Again, the most
reasonable interpretation is that there is strong
experimental interest-enthusiasm factor at work
(ll,p, 48).

A somewhat similar interpretation is given bo, Cronbach (19)

in his discussion of problems encountered in curriculum
evaluation in order to bring about needed course improvements,

In an educational experiment, ft is difficult to keep
pupils unaware they are an experimental group. And

it is quite impossible to neutralize the biases of
the teacher as those of the doctor are neutralized in
the double-blind design. It is thus never certain
whether any observed advantage is attributable to
the educational innovation as such or to the greater

9



energy that teachers and students put forth when a

method is fresh and experimental. (19,, 237),

in his recent book on Innovation in Education (53), Miles
_

refers to the fact that not all educators look negatively upon

the operation of the Hawthorne effect in the educational system.

Miles goes on to suggest that those who favor capitalizing upon

the phenomenon have, in fact, missed the boat.

And, in one educational meeting after another,

deliberate use of the "Hawthorne effect is

advocated--"So Wong as you do somethinq new, the

kids will learn mor&7-in blissful ignorance of the

fact that the work of Roethlisberger and Dickson

showed that sheer "newness" Was not the issue.

Rather alterations in decision-making structure,

the development of groups norms styles of formal

and informal leadership, and the perceived reward

structure were all factors at work in enhancing
(and restrictincg) output at the Hawthorne plant.

(53, P,

in a footnote to the above comment, Miles states a belief

that work being done on the concept by the present project was

not correctly oriented since an emphasis was being given only

to the popular meaning of the Hawthorne effect. Miles goes on

to state that the common definition of the phenomenon completely

disregards the aspects of the social system which were, in fact,

responsible for the changes noted. In a subsequent portion of

his book, Miles returns to the relationship of the Hawthorne

effect and its operation in a Social system0 ln his

interpretation, an educational experiment is a temporary system,

and as such, may have heightened meaning for those involved in

it.

Part of the Hawthorne effect seems to consist of this

heightened sense of significance; since the system is

temporary its members regard the situation as special,

as marked off in some way from the ordinary run of

activities in the permanent systems....Heightened

significance may explain the fact that almost any

educational experiment will show increments in

learning over that appearing in associeted control

groups; such gain often recedes as the experiment

becomes less temporary and more durable part of an

on-going permanent system. (53, p 46 -2).
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This emphasis on the role enthusiasm plays is given
additional emphasis by Scriven in a paper dealing with the
methodology of evaluation (72)2 Scriven places the concept
under a more generic concept labeled "disturbance effects"

as may be noted in the following statement:

The enthusiasm difficulty here is simply an example
of what we might call disturbance effects (italics
mine), of which the placebo effect in medicine and
the Hawthorne effect in industrial and social
psychology are well-known instances0 ln each case

we are interested in finding out the effects of a
certain factor, but we cannot introduce the factor
into the experimental situation without producing a
disturbance which itself may be responsible for the
observed changes. ln the drug field the disturbance
consists in the act of giving the patient something
which he considers to be a drug, something which does
not ordinarily happen to him, and consequently may
produce effects of its own, quite apart from the
effects of the drug. On the Hawthorne effect, the
disturbance is the disruption of e.g0 conditions
which may suggest to the worker that he is the
subject of special study and interest, and this may
lead to improved output not the physical changes in
the environment that are the intended parameters
under study, (7T,

The above quotations serve to point up the general
importance of the phenomenon investigated in the present study,

whatever its fundamental nature might be, to both research

methodologists and persons actually conducting research. While

recognized as an important variable in educational research

activities, there appears to have been little direct investigation

of the phenomenon which would be of assistance to persons desiring

to control for the phenomenon in research°

Not all persons sFare the concern of the research

methodologist and the researcher with regard to the contaminating

influence of the Hawthorne effect in research. As noted by

Miles, there are those persons who take the general position

that if the phenomenon does, in fact and irregardless of its

nature, produce better learning or achievement on the part of the

student, then we ought to incorporate the Hawthorne effect into

all educational methods and/or curriculum study in a deliberate

manner. Change, novelty, attentkm) and similar variables would

then be considered to be a part of every modification in



education. In one sense, it would allow educators to take the
position that the current emphasis on educational change is
good if for no other reason than the sake of change. An
educator could find it difficult to argue against such a
position if there is true and valid interest in improving
the educational situation for students to maximize the
learning. In short, the ends justify the means.

The principal investigator of this project has taken the
position that while we want the best education possible for
students, it is equally necessary that we have an understanding
of the means by which we achieve the ends. Since the Hawthorne
effect possibly operates to contaminate both the means and ends,
it is necessary to study the phenomenon to see exactly, or at
least with more precision than now exists, what role the
phenomenon plays in the research and development activities
education undertakes to produce better means designed to
achieve the desired ends.

Ob'ectives of the Study.

The overall objective of the study was an attempt to build
up a body of information and knowledge about the Hawthorne
effect in educational research which, in turn, might provide a
basis for the later development of a theory adequate to explain
the phenomenon. It should be understood that this objective
did not include the development of a theory about the phenomenon
as a direct product of the investigations contained in this
report. This position was taken on the basis of a general
principle derived from the history of science that the first
task in establishing a new area of scientific inquiry is an
organization of what is already known, it was hoped that the
activities of the project might provide further information which
would permit educational researchers to make better decisions with
regard to the handling of the phenomenon in experimental designs.

General Objectives. Within the overall objective stated
above, three general objectives guided the work of the project.

A. To assess the relative influence of the Hawthorne
effect on educational experiments conducted under varying
conditions of control.

B. To identify the major components which comprise the
Hawthorne effect.

C. To suggest effective ,N-ad eWcient methodological
approaches to control or account for any influence which the
Hawthorne effect might have on educationa/ experiments.

12



General Questions. A series of general questions developed

from the above three general objectives guided the work of the

project. Each of these questions is presented below followed

by several specific questions which appeared to be derived from

the more general question.

A. Could the Hawthorne effect be identified as the

variable accounting for all or a major portion of the difference,

or lack of difference, noted between experimental and control

groups in selected educational research studies on educational

methods? Specific questions under this question were as

follows

1. in completed educational research studies of similar

content and approach, were there differences in relative control

and experimental group achievement results and study conclusions

when varying approaches had been used by the investigators to

control for the effect?

2. When taken in combination, were there groups of

completed educational research studies which have produced

similar results for different methodological approaches when

the common element of the studies has been the construction of

the design? For example, do reading methods studies show more

consistency of results on the basis of whether the adaptation

(i.e., phonics vs. word sight) is experimental or control than

on the basis of what the experimental method is employed?

3. Could an experimental situation be developed or

contrived within which the results or findings of the methods

studies varied as a consequence of the way in the Hawthorne

effect was controlled or not controlled in the experiment?

L. Can different results be identified, either through

the analysis of completed studies or the construction of an

experimental situation, on the basis of (a) the duration of the

experiment or (b) the mechanistic nature of the experimental

and control group settings.

Ein Could the component elements of the so-called Hawthorne

effect be identified? Within this general question, the

following more specific questions were developed?

l. Was the subject's awareness of participation in an

experiment sufficient to create differences in achievement

results in control and experimental groups?

13



2. Were the relationships, if any, derived from the

preceding question of the same direction and magnitude where

direct cues are used as contrasted with situations using

indirect cues?

C. From the analysis of information secured to answer

questions from A and B above, could the relative efficiency

and effectiveness of control mechanisms be inferred?

For the above objective, specific questions were developed as

follows

1, If no overt or purposeful cues are provided to the

control group, can the investigator assume the Hawthorne effect

is not operating within the control group?

2. To what extent, if any, are placebo treatments

necessary as control mechanisms?

3. Can extended duration of the experiment be used as a

self-control for the Hawthorne effect?

A Conceptualization of the Hawthorne effect Phenomenon,

The preceding sections of this chapter have outlined the

nature of the problem, reviewed some relevant literature, and

set forth the general objectives and specific questions for the

investigation. It would seem imperative, in view of the

relatively unexplored nature of the phenomenon under study,

that some definition or conceptualization of the phenomenon

under study be presented at this time so the reader can be

properly oriented to the balance of the report. The purpose of

this section is to present a conceptuarlation whh:h guided the

work of the investigation02 Such an approach is somewhat at

variance with the more traditional presentation of definitions

of terms used in a study report since such presentations require

a careful delimitation of concepts, it was deemed unwise to

provide a strong delimiting definition in view of the basic

exploratory nature of the study. While the conceptualization

presented was formed early in the study, it reflects the

incorporation of ideas from the literature review noted above.

Its presentation follows the ideas set forth by Kaplan in the

2The presentation here is a briefer version of a paper

titled "The Hawthorne Effect Fact or Artifact" presented at

The 1966 Annual Meeting of The American Educational Research

Association,,
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Conduct of Inquiry (31) because of the logical manner by which

he suggests one arrives at the meaning of a concept for

scientific inquiry,

As Kaplan has noted, any concept is composed of a group of

conceptions with a conception being essentially the meaning of

the concept in a particular use. The processes of classification

and categorization are employed in order to establish which

particular conception is being talked about. It would be

possible, for example, to discuss the Hawthorne effect in terms

of the particular types of experimental situations within which

the research on instructional methodology takes place. In this

case, one would pay attention to the experimental design being

used and its possible accompanying physical changes. One could

also discuss the Hawthorne effect in terms of the results or

findings of such methodological studies. Here, the concern

would be primarily with the achievement test results. A third

possible conception would focus around an interpretation of any

results as set forth by the original investigator. Such

conceptions of the Hawthorne effect did not seem to be useful

approaches in establishing a working conception of the Hawthorne

effect for research purposes because they do not deal with the

role of the subject in the study but only with its external

features.

The conception which appeared most useful for the study of

Hawthorne effect related to the processes which were introduced

and went on during thst course of the methodological investigation

with the primary concern focusing upon meaning of such processes

(e,g., the experimental situation) for the participating subject.

Such a conception of the Hawthorne effect focusing upon the

effects on subjects of processes of experimentation receives

support from the research relating to the social psychology of

experimentation noted earlier in this chapter. The conception

of the Hawthorne effect in terms of the effects of process

enabled us, as Kaplan has so well stated, to mark out the path

by which we might move most freely in logical space as well as

to mark the category which would tell us more about our subject

matter than any other category or classification, It was

therefore posited that the Hawthorne effect was a substantive

term, not a notational term, whose conception focuses on the

process of investigation as represented by the social psychology

of experimentation.

A scientific term is given meaning by referring to a set of

experiences that lead to the conception, The experiences refer

largely to direct or indirect observations, or observables as

discussed by Kaplan. What are the observables (i.e.,

t1.4
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experiences) that form the basis of the conception of Hawthorne

effect? In one sense, it might be said that the Hawthorne

effect is directly observable in the sense that one could look

at achievement test results. It is probably more appropriate

to think of it in terms of being an indirect observable rather

than a direct observable because we cannot truly see the

Hawthorne effect. As an indirect observable, it enables us

to establish a connection between what has been observed

(i.e., results) and what the term signifies. To some, this

would suggest a hypothetical construct or intervening variable

but the utilization of these terms creates problems in view of

some controversy existing about the use of these terms in the

field of scientific inquiry (49).

While it might be debated for some time as to whether or

not the Hawthorne effect is a construct or theoretical term, the

status assigned to a term depends on the function or use being

made of it in a specific context of inquiry. The principal

point to be emphasized is that however a theoretical term is

to be analyzed and brought into connection with an empirical

base, it-is indispensable to the actual pursuit of scientific

inquiry. Regardless of how the term is.described, there is

still need to provide further specific meaning to the conception

presented above.

In developing a meaning for the concept Hawthorne effect,

it should be remembered that a certain openness of meaning will

always exist. It should also be rethembered that a dethand for

premature closure by giving a precise definition might well

interfere with further inquiry into the concept. A failure to

structure ,a situation as well as one would like does not imply

that no inquiry made in that situation is really scientific.

The specification of meaning for a theoretical term can be

achieved by the procedures of description and example. A

description of the Hawthorne effect would focus upon the

unexplained measurable behavior on the part of a subject in an

experiment not accountable to any controlled variable.

In a published paper on the phenomenon, the principal

investigator proposed a definition of the Hawthorne effect as

follows:

The Hawthorne effect is a phenomenon characterized

by a cognitive awareness on the part of the subjects of

special treatment created by artificial experimental

conditions. It becomes confounded with the independent
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variable under study with the subsequent results
of either facilitating or inhibiting the dependent
variables under study and leading to spurious
conclusions, (12, p. 118).

The essential element of this definition, or conceptualization,
of the Hawthorne effect is awareness on the part of the subject.
Since awareness is essentially a noun, there is a need to
provide more precision in this definition by answering the
question Aware of what? To answer this question, it must be
realized that almost all instructional methodology experiments
involve or exhibit certain experimental conditions which are
changes from what has been in existence. To the extent that
these changes are not a part of the natural environment of the
subject, they can be referred to as artificial. It is also
perhaps prudent at this time to point out that no attempt has
been made to indicate which set of artificial experimental
conditions would create more or less awareness than another
set, nor was there any attempt to indicate which element of any
one set would contribute a greater weight than another.

Ot is readily admitted that the conceptualization presented
above is perhaps not precise enough at this stage, nor reliable
enough for many persons. Those persons who feel the need for a
more precise or strict definition is not a precondition of
scientific inquiry but actually its culmination. The investiga-
tion reported herein was conducted using the Hawthorne effect
concept as presented above.

212anization of the Report.

The purpose of this chapter was to outline the background
of the study and present the reasons why it was undertaken. The
degree to which the project staff was successful in accomplishing
the general and specific objectives of the study is contained in
the balance of this report.

Chapter 00 describes the methodological procedures in the
two main phases of project activity--the literature analysis
and the field experimentation. Chapter 000 presents the results
of the data from the field experimentation, while Chapter IV
presents the results of the literature analysis. Chapter V
presents a discussion of the results along with conclusions and
implications from the total effort. Chapter VI presents a
summary of the total report. Appropriate appendices have been
included to supply details which would burden the reader if
incorporated in the text. The reader is referred to such
appendices at appropriate places in the text.
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Chapter 11

Methodology and Procedures

An analysis of the objectives as set forth in Chapter I

indicated that the methodology and procedures employed in the

study would be divided into two different but interrelated sets

of activities. Further, accomplishment of objectives required
that the information obtained from the two major activities be

brought back together at the end of the study. The two primary

procedures involved a field research phase and a library or

literature analysis phasee The purpose of this chapter is to
describe the activities carried out under each of these two

phases. The methodology and procedures for the field research
phase is presented first followed by those for the literature
analysis.

The procedural details for the total project were planned

and controlled on a time schedule by use of the Program

Evaluation and Review Technique, or PERT (14). The
considerations involved in establishing the original network
are described in a report by Coon (16). The use of PERT in
planning and controlling the work flow of the project for a

period of approximately three years was found to be a very
valuable tool for the management of the project by the principal

investigator as well as serving as an excellent communication
tool for the project staff.

1. Field Research Phase

The field research phase was undertaken to secure
information which might be useful in answering the general
objectives of the investigation and most specifically with
regard to Questions 3 and 4 under general question A,
Questions 1 and 2 of general question 6 and Question 3 under
general question C.

The general purpose of the field undertaking was to
determine the extent to which the Hawthorne effect, as defined,

could be generated by introducing selected variables into a
typical classroom instructional situation. The variables
selected for introduction were to be derived after careful

consideration of the Hawthorne effect concept, previous studies

on methods and curriculum research in classroom settings, and
practical considerations of what would be possible in a
cooperating school situation.

"'IgiaL,C-XLV,S,UWgik4;;;.:'_',,,....o,rof....,:.-
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Several considerations were primary to the project staff
during the planning for the field study. One consideration
was the desire not to create a situation which in and of itself
would generate the very effect that was finder study.

The second was that any experimental situation which would
be developed should be as similar as possible in its purpose,
scope, and implementation to extant studies in the field of

education. This consideration was based on reaction to the
common observation that the Hawthorne effect is most often
introduced or posited as a causative variable in explaining
significant results or the lack of them in innovative
curricular and instructional studies. It was desired to
conduct the research in a setting which would be highly
replicative of existing research patterns.

Thirdly, it was felt that the experimental design should
be adaptable to the possible role of indirect and direct cues
as instigators of the Hawthorne effect. Indirect cues can be

defined as experimental activities which inadvertently alert
the subject to experimental participation. An example of such
cueing would be unusual pretesting. Direct cues on the other
hand would be obvious changes or activities which alert the
subject to participation. Special directions or unusual
physical changes are examples of such cues. To examine the
possible influence of cues in creating awareness, a decision

was made to create an experimental design which would
incorporate both types or kinds of cues by introducing variables

which could be considered as representative of each kind. The

sections which follow describe the variables that were selected

for incorporation into the field research design.

The major planning activities for field research are
discussed separately. it should be understood that most of the

procedures were carried out concurrently even though described

separately. Specific sections which follow are (a) experimental

design, (b) selection of experimental sample, (c) orientation of

participating teachers, and (d) instrumentation and data

collection.

gaerimental 2slign

The original experimental design outlined in the project

proposal was modified upon the advice of Dr. Julian Stanley who

served as project consultant on design planning for the field

research phase. Dr. Stanley consulted with the project staff

early in the fall of 1962. This consultation was followed by

a subsequent visit by the project staff to the Laboratory for
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Experimental Design at the University of Wisconsin in January

1963 where the proposed experimental design was further

critiqued. The critique sessions were tape recorded and
recommended changes were reviewed and incorporated as deemed

desirable by the project staff. The final experimental design
resulted from the combined efforts of the project staff and

the consultation activities described above.

Indirect Cues. On its elementary form, the comparative
effectiveness of the investigation in education involves the

presentation of a new and/or different method of instruction

or curriculum (commonly called a treatment) to one group of
subjects or schools and the resultant performance of such a

treatment group is then compared to the performance of a

control group not subjected to the treatment. Based upon the

performance data obtained, an evaluation is made about the

effectiveness of the tI40 methods. A basic assumption is made
that the only difference existing between the two groups during

and at the end of the study is the method of instruction and/or

curriculum introduced. It is at this point that the Hawthorne
effect is often introduced to explain the superiority or lack

of same in the experimental situation.

The development of the basic design gave cognizance to

the traditional pattern of investigation by making an initial

decision to employ as one indirect cue a new method of

instruction and comparing it with a traditional, conventional,

or on-going procedure, After consideration of possible
alternatives, the new method selected was the curriculum

materials developed by the School Mathematics Study Group (SMSG).

It was felt that these materials constituted a sufficient

departure from a traditional or conventional approach to

mathematics instruction that they could be considered as being

representative of new methods of instruction or curriculum.

The SMSG materials were sufficiently developed at the time of

the investigation that few difficulties would be encountered

in providing necessary and appropriate materials for both

students and teachers. In designating treatment combinations,
the SMSG materials are subsequently referred to as the SMSG

mathematics while the on-going, existing arithmetic program' is

referred to as Conventional (Conv) mathematics.

The general hypothesis to be tested was that the introduction

of these new and different curriculum materials in the area of

mathematics might create among the participating students the

The text for this program was Growth in Arithmetic
published by Holt, Rinehart, and Winston in 1959.
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feeling that they were in a special program and hence they
would show greater mathematics achievement on appropriate
instrumentation than students in the conventional program.

in many experiments, it is not unusual to find that the
introduction of a new method or curriculum is characterized by
the creation of an unplanned change in the social relationships
existing between the classroom teacher and participating
students. Such a change could be a possible causative factor
in producing unexpected achievement. An example of such a
change from noraml classroom routine would be the presence of
a different teacher brought in to teach the new method. It

was decided, therefore, to explore this possible condition by
introducing a change in the social structure of the participating
classroom groups to serve as a second indirect cue. The specific
procedure employed was to establish a teacher factor consisting
of Regular and Different teachers for the class period devoted
to mathematics instruction.

The Regular teacher condition consisted of the students
being instructed by the teacher normally assigned to the
participating ctassrooms used in the study. The Different
teacher condition consisted of arranging for two teachers in
the same building to exchange classrooms each day for the period
of mathematics instruction, Before and after the mathematics
instruction period2 these teachers remained with their regular
classroom. The hypothesis being tested was that exchange of
teachers for mathematics vould introduce a change in the
classroom social relationships thus heightening the student's
possible awareness that something special was going on in his
environment and thus causing greater performance than where such
a change was not made0 it was also hypothesized that awareness
of experimental participation and performance might be stronger
in a classroom situation where both a new method and Different
teacher were employed than in a conventional classroom with the
Regular teacher.

A question might be raised as to whether or not the
introduction of a Different teacher for the period of mathematics
instruction who might possibly even be known to the students
because of the need to carry out such an exchange in a single
building would create a sufficient change in the social
structure to effect the achievement results. If a school system
already had separate instructors for special subjects (art,
music, etc.) who enter a classroom for instruction, the
appearance of a different instructor for arithmetic might not
be a novel condition. On the other hand, students may be
accustomed only to Nfferent teachers for special subjects but
not for a basic subject such as mathematics. To control for

,
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this possible factor, a decision was made that the experimental
groups would have to be dragn from a school system which either
did not have special subject instructors moving into classroom
groups or where there was a history of not using special
teachers.

Direct Cue. It has been noted by some writers on both
educational research methodology and the analysis and
interpretation of instructional and curriculum methodology,
that students in some experiments have been told that they are
in an experimental group and that such knogledge along causes
students to do better than students not so informed. In most
typical classroom experimentation, an attempt is usually made
to avoid this type of a direct cue to students about experimental
participation. Should awareness of experimental participation
develop, an assumption is made that it was triggered by indirect
cues, such as new textbooks, different tests, and similar
materials and activities.

To test this observation and to study the possible role
that such direct cueing might have, a decision was made to
incorporate such a variable into the experimental design. This
variable consisted of providing information to selected subjects
at scheduled periods of time that they were in an experiment
while some subjects were not told that they were in an experiment.
In general, The Told condition consisted of informing students
at the start of the experiment and at periodic intervals
throughout the duration of the experiment that they were
participating in an experiment on new mathematics materials.
They were urged to do their best at all times and to participate
to the best of their ability. Should students ask if they were
in an experiment, the teacher was directed to answer positively.
The Not Told condition consisted of providing no direct
information to students that an experiment was going on. Under
this condition, an attempt was made to consider the introduction
of new mathematics material as a routine curriculum change.
Teachers were warned against making any comments about
experimental conditions. Should students ask if they were part
of an experiment, the teacher was directed to reply negatively.
Illustrative methods and patterns used to inform subjects about
their participation in the experiment are included as Appendix A
to this report.

Design Outline. The final experimental design for the field
research consisted of three treatment factors, each having two
levels. This design permitted a study not only of the main
effects but also the interactions of the various factors. For

purposes of analysis, all factors were considered to be random
factors.
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the final treatment combinations2 is presented

as Figure 1. The several conditions represent a continuum of
combinations such that Different Teacher-SMSG-Told would
represent the maximum combination of indirect and direct cues

introduced into an experimental classroom while treatment
combination of Regular Teacher-Conventional Math-Not Told would

represent a control group situation. Under a general hypothesis

that awareness of experimental participation is created by such

direct and indirect cues, differences in achievement should be

at a maximum between these two treatment combinations if the

factors employed do in fact magnify novelty, enthusiasm,
attention, and similar subject reactions which are thought to

cause awareness and thereby increasing student motivation,
under experimental conditions, to achieve higher levels of

achievement.

Selection of Experimental Sample.

The selection of the sample had to be undertaken within

several constraints imposed by the experimental design. The

decision to use SMSG mathematics materials imposed a constraint

on the sample in terms of the level of the education at which
the research could be conducted since the materials were only
developed sufficiently well enough to be used at the elementary

grades. A further constraint was that the students involved

needed to possess sufficient verbal abilities so as to be able

to respond to written achievement tests and possible oral

interviews, Because some students would be told and others

not, some geographical isolation of students from each other

also would be necessary, Further, it would not be possible to

consider the student as the sampling unit since the introduction

of the new method and different teacher would require that

classroom groups be utilized, Using the latter as a sampling

unit2 at least two classrooms for each treatment combination

would have to be involved since the participating teachers

1.,nder the Different Teacher factor would have to change

classrooms0 it was originally proposed that teachers move

from school to school in order to meet this condition.
Consideration of this idea, however, led to it being considered

as too involved and impractical.

2The several treatment combinations have been abbreviated

as indicated in Figure 1 in order to avoid unnecessary long

descriptions. The reader should become familiar with this

notation since it is used in the summary tables of the analysis

of results.
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Figure 1.--Experimental Design Variables and Treatment Combinations

Indirect Cues Direct Cue Abbreviation

Method 1 Teacher

Regular Teacher---

Not Told C-R-Ni%

Told C-R-T

Conventional--
Mathematics

Not Told C-D-NT

Different Teacher-

11 Told C-D-T

Not Told S-R-NT

Regular Teacher---

{-Told S-R-T

SMSG

Mathematics---

Not Told S-D-NT

Different Teacher--

Told S-D-T
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The decision regarding the final grade level to be used

also considered that the introduction of new materials should

occur at a time in the typical curriculum sequence when natural

transitions are made. One such transition occurs between third

and fourth grade. Consequently, a decision was made to initiate
the experimental design at the fourth grade level. it was felt

that initiating the field research at this level would satisfy

most of the constraints noted above.

Since one objective was to study the effect of the duration

of an experiment as a possible control for the Hawthorne effect,

the use of fourth grade initially would permit the continuation

of the study into a second year without too much difficulty for

teachers, students, and project staff.

Under the experimental design established, the basic

sampling requirements called for sixteen classroom groups in

order that these would be sufficient degrees of freedom for the

statistical analysis. Two classrooms were to be assigned to

each of the eight treatment combinations within one treatment
combination assigned to each school. Thus, each treatment

combination would have an n=20

Superintendents of local school systems which might supply

the needed number of classrooms were contacted for possible

participation in the field research. The general nature of the

project and the specific purpose of the field research were

explained. Information was also provided about the teacher
training program to be installed as part of the project. This

action was considered important to take at this time since

knowledge that a participating teacher had of the new mathematics

subject matter might adversely affect the results of the study.

It was explained that a professional mathematics education

person was to be added to the project staff for the purpose of
conducting the in-service training for both the new method or

SMSG teachers and the conventional or old method teachers. It

was anticipated that the in-service program would provide

reassurance to teachers as they undertook the task of becoming

familiar with the new mathematics.

The Columbus Public School System consented to participate

in the project because responsible persons felt that the project

itself was worthy of support plus the fact that benefits would

be gained in securing additional elementary teachers trained in

the new mathematics under careful supervision. The system

imposed one condition upon their participation which related to

the desire to maintain geographical isolation of treatments.
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The Columbus System retained the right to select the schools
which could be used but with a proviso that the final selection
of schools would be as relatively homogeneous as possible in
terms of socio-economic location within the city, teaching
personnel, and student ability and achievement levels. A
further agreement was reached between the project staff and the
participating system that any schools selected should be ones
where there had been a minimum of prior experimentation plus
assurance that additional experimentation would not go on
during the two year duration of the project. it was further
agreed that the participating classrooms would be withdrawn
from the student teaching pool.

Early in the spring of 1963, the project director met with
a group of elementary principals and teachers from possible
participating schools selected by the system to orient them to
the nature of the project. From this meeting indications of
willingnesf4 to participate were obtained from the principals.
The responsible officials in the Columbus System then selected
the final eight schools for participation within the agreements
noted above.

A second meeting was held with the principals and potential
participating teachers to give them a complete description of
the experimental variables and conditions which would be
randomly assigned to each participating school. At this point
in time no participating teacher or principal was aware which
treatment condition would fall to their school, yet there were
expressions of complete cooperation.

The final selection of teachers to be involved with the
study remained at all times with the principal of each
participating school. Criteria suggested for final teacher
selection included the following: at least three years of
teaching experience, willingness to participate in bi-weekly
meetings, and willingness to teach a new method of mathematics--
new and different from that which they had been teaching.

Orientation of Participating Teachers.

As noted above, a professional mathematics education
person was added to the staff of the prcject in June of 1963.
This Associate in Mathematics, as he was designated, undertook
to prepare necessary materials to be sent to the participating
teachers during the summer and for use in the forthcoming
in-service sessions.
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During the summer of 1963, the treatment conditions were
randomly assigned to the classroom groups selected from the
participating schools. A teacher's edition of the fourth grade
SMSG textbook was sent to each teacher requiring one along with
an information bulletin outlining the treatment condition for

that school. In those schools where the subjects were not to
be told that they were in an experiment, emphasis was given to
this point in the bulletin and clarified in later meetings with
the teachers. The teachers were informed that it would be
necessary for them to deny to the students, and possibly even
to the student's parents and to fellow teachers in the same
building, that they were involved in an experimental situation.

The textbook for the SMSG mathematics was completely
different from the conventional arithmetic textbooks being used
in that it was yellow in color and paperback. Before being
issued to the classrooms, the books were stamped with Columbus
Public School identification and then delivered to participating
schools in as normal a manner as possible.

Two meetings for all teachers were held before school
began in the fall of 1963. The SMSG and Conventional teacher
groups met separately. Each group of teachers was re-oriented
to the treatment combination which had been randomly assigned
to their school during the early part of the summer. Although
the SMSG teachers had been provided a Teacher's Edition of the
SMSG textbook, these meetings served to acquaint each teacher
further about the overall program and particularly with the
material and concepts to be taught during the first few weeks
of school. At these pre-school meetings, a schedule was
worked out which enabled the Associate in Mathematics to
observe in the classrooms and to conduct an in-service program
in the same school on that day. The visitations were made to
each school on a pre-planned day once each two weeks during the
entire two years of the study. The scheduled in-service and
observation periods permitted the Associate in Mathematics to
make sure that the conditions of the treatment in that school
were being observed. The observation scheduled also permitted
an attempt to equate for all groups the attention or novelty

that the presence of such a visitor might cause.

The decision to run two concurrent in-service programs for
the teachers was based on research done by Rudell and Nn (70)

and Houston and DeVault (35) which implied that conducting an
in-service program for one group of teachers without a comparable
program for the other group of teachers contaminated inherent
differences between the methods themselves.
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At each participating school, an in-service program was

prepared which kept pace with the concepts and progress of both

classes. Adjustments from school to school allowed each program

to be tailored to individual needs and achievement leve/s.

During the arithmetic period, the Associate would visit in only

one classroom alternating his visits between the two classes at

each school. Teaching techniques, content presentation, and

the manner in which the subjects received instruction were

observed. The observations made at this visitation served as

a core part of the in-service conferences normally held after

regular school hours.

INperimental Laa. The Associate in Kathematics maintained

an experimental log of his daily visits for the two-year period

of the study. This log was developed to enable the Associate

to record in a systematic and regular manner any conversations

or incidents which could lead either a teacher, principal, or
the Associate to believe that a subject was expressing an

increasing or undue awareness of his experimental environment.

For example, the Associate entered a room in the Reguliar-

Conventional-Not Told school after hours for the conduct of an

in-service meeting during the second year of the study. He was

greeted by a fifth grade subject with the remark, "Oh!, you're

the man who came last year and taught our teachers arithmetic."

An observation entry recorded involved a fourth grade subject

who suddenly stood up in class and said, "Mrs. 1 is

this experiment we're in a success yet?". Another entry related

to concept formation and involved a fourth grade male who had

finally learned not to rewrite a peculiar problem. The subject,

when called on to read the answer to a problem replied, "Four

minus seven has no answer, but if it did it would be minus

three!" In retrospect, the maintenance of the experimental log

should have been expanded more formally to include each teacher

as will be indicated in the section of the report dealing with

the post-treatment interview of the teachers.

Teacher-Student Continuity. A major question with which

the project staff had to deal toward the end of the first year

of the study was whether or not the participating classrooms

should be set up so that both teachers and students in the

several treatment conditions remained together for the second

year of the study. Employment of a principle of continuity
would require that fourth grade teachers be asked to move with

their students up to the fifth grade. As for the students,

the maintenance of intact classroom groups from the fourth to

the fifth grade level, with the same teachers, would be a

departure from normal school routine. Assistance on this
41111101fts6,_
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decision was secured from the Elementary Supervisor for the
Columbus Public School System toward the end of the first year.

Teacher personnel turnover data were examined to see what
information might be provided from this source. It was noted
that in five of the eight schools, one teacher had left the
school. In another school, two of the teachers were departing.
Three of the teachers had departed temporarily for family
reasons. Two teachers were leaving the system and two others
were being shifted to supervisory or counseling positions. If
the decision was made to continue during the second year of
the study with the first-year teachers, the turnover rate would
have been about 35 P ercent. Discussions with the teachers and
the elementary supervisor highlighted the fact that the teachers
did not want to move up a grade because this would require them
to become oriented to and develop new materials for all fields
and not just mathematics. For these reasons, a decision was
made to continue the pattern that the students would normally
follow with regard to teachers in moving from fourth to fifth
grade. Thus each student would be in a self-contained classroom
for the second year of the study with a new teacher for the
fifth grade.

A similar decision was made with regard to the students as
they moved from the fourth grade to the fifth grade. In those
schools where there were more than two classrooms, a decision
had to be made whether or not to intermix only the two
experimental classrooms or all classrooms in the building. The
latter procedure would have had the effect of reducing the total
number of subjects since placement in a non-participating room
would eliminate some subjects from the study. After consultation
with the principals involved, it was decided that any shifting
of students between classrooms would be done within the normal
procedure of the school. An agreement was reached, however,
that any intermixing of students from classroom to classroom
would be done within the two experimental rooms in so far as
possible so as to maintain the class size and not contaminate
the experimental classroom with new students unless they
transferred into the school. Any such transfer students would
be accepted into the classrooms as would any new student in a
school where there were only two classrooms.

Instrumentation and Data Collection.

The section on the experimental design for the field
research phase pointed out that the primary function of this
activity was to set up a situation comparable to many typical
methods experiments with the addition of selected factors or
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variables which were thought might produce differential student
achievement levels among the various factorial combinations. It

was hypothesized that students who received the different
factorial combinations would vary also in the degree of their
awareness of participation in an experiment. This hypothesis
was established to test the commonly held assumption that
students aware of experimental arrangements/ particularly ne4
or novel ones, generate a feeling of special attention. If

this assumption is true, one might be lead to expect that the
more aware students would have greater achievement than less
aware students.

Recognition is given to the fact that there would be some
difficulty in partialing out that portion of total achievement
due to instructional and content processes and that due to
awareness so that it could be stated empirically how much of
the total achievement was due to feelings of awareness and
their subsequent motivational effects upon students. To test
the hypothesis, the approach used in this study was to secure
some measure of both achievement and awareness. The purpose
of this section is to describe the instruments used and/or
developed to secure quantitative measures of these two
variables.

Arithmetic Achievement. The basic approach to the
measurement of mathematics achievement was that of securing
gains in achievement over a two year span of time. The general
procedure was that of traditional pretest and posttest
differences. Consideration was given to the problems of
measuring gains in view of recent discussions of this problem in
educational research (30). On the basis of these discussions,
a decision was made to use the "true" gain procedures as
outlined by Lord (471 48).

Because of the unique nature of the SMSG mathematics, any
instrumentation utilized to secure such gains would have to be
a type that could not penalize either group. After careful
consideration of possible alternatives plus securing recommenda-
tions from other persons who had conducted studies in arithmetic
achievement that the completely verbal presentation of problems
not normally found on most standardized arithmetic achievement
tests had been shown not to favor a particular teaching method (561
a decision was made to use the kapential Tests of Educational
Progress: Mathematics, Level 4-(Grades 4; 5, and 6 . This
test had equivalent forms available which facilitated repeated
measurements over the duration of the project. Since the
validity and reliability of this test are reported in the
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Technical Manual for the STEP tests, such information is not
repeated here (73).

The STEP test was first administered in the fall of the
fourth grade and again in the spring with a similar pattern
being followed for the fifth grade. Since this test was not
part of the regular Columbus School System testing program,
its introduction might have had some impact on students but
no evidence was gathered on this particular point.

Awareness Measurement. The problem of measuring awareness
of experimental participation was complicated by two major
considerations. First, the lack of any prior or existing
instrumentation and second, the relatively large number of
students involved in the study. Because of the somewhat unique
nature of this assessment, the development of the awareness
instrument is described in detail in Appendix B. Consideration
was given to using an oral interview technique but abandoned in
favor of a paper-pencil inventory which would produce a
quantifiable measure of awareness. The final instrument was a
Likert-type scale which could be administered by the teachers in
the normal classroom situation.

The awareness instrument was administered at the several
participating schools within a one week period after the
completion of the final administration of the STEP Mathematics
test at the end of the fifth grade.

Supplementary Measures. The arrangements made to conduct
the study within one administrative system made it possible to
collect additional data from the classrooms participating in
the study as a natural and routine part of the regular Columbus
Public Schools testing program. In addition to the achievement
and awareness measures described above, data from the instruments
described below administered by the participating system were
obtained and made part of the individual student record.

1. Columbus Arithmetic Test. This test is rewritten each
year by the supervisory staff of the Columbus System
and consists of non-verbal problems selected on an
equal proportion basis from the third and fourth grade
conventional arithmetic texts. The test is normally
administered as a diagnostic test in the fourth grade.

2. Metropolitan Achievement Test, Elementary Reading,
Grades 3 and E.--771777;'st is administered early in
the fall to fourth grade pupils. A Word Knowledge
and Comprehension scores are obtained for each student.
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In this study, the test was administered before any

treatment conditions were introduced to the participating

schools.

3. Kuhlman-Anderson Intelligence Tests. This test was

administered to each student during the second grade.

Scores for students participating in the present study

were secured from student records. Due to the turnover

of pupils in some of the participating schools, it was

not possible to secure complete data fro all students.

4. California Test of Mental Maturity, Short arm,
Elementary Grades 4 thru 8, Form S. This test had

been regularly administered during the spring of the

fifth grade but was shifted system-wide during the

project to the first week of testing in the fall of

the fifth grade. In addition to total scores, subtest

scores were recorded for each student in the project.

5. Stanford Achievement Test, Arithmetic and Reading.

This test was new to the system during the course of

the project. The Reading test provides scores on

Word Meaning and Paragraph Meaning. The Arithmetic

Test includes sections on Arithmetic Computation,

Concepts, and Applications.

Administrative Arrangements for Testing. The testing

schedule for the several tests noted above appears as Table 1.

Recognizing that the administration of the STEP tests to only

selected classes in tf participating school might create some

unusual attention in and of itself, a decision was made to test

all students at the grade level in which the study was being

conducted. In some schools, only the two classrooms involved

in the project were tested. In those schools containing more

than two classrooms, all other classroom groups were tested

at the same time. Under this procedure, the data collected

from non-participating classroom groups could be used to

provide for an external control group, or what some

methodologists refer to as a control-control group.

The data on each student from the several test

administrations along with other data thought to be relevant

was recorded on forms which served as input documents for

latter data processing.

After the administration of the STEP test in the fall of

1963, a technical problem was encountered with regard to the

scores that should be used for the subsequent data analysis.
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Table 1.--Instrumentation and Data Collection Schedule3

Date*
Week

March 15, 1961 (Grade 2)

September 10, 1963

September 17, 1963

October 15, 1963

May 26, 1964

September 8, 1964

September 15, 1964

March 9, 1965

March 16, 1965

May 17, 1965

May 25, 1965

June 1, 1965

Instrument Administered

Kuhlman Anderson Intelligence Test

*STEP Mathematics (I)

Columbus Arithmetic Survey

Metropolitan Reading Test

*STEP Mathematics (II)

*STEP Mathematics (III)

California Test of Mental Maturity

Stanford Achievement - Reading

Stanford Achievement - Arithmetic

*STEP Mathematics (IV)

*Awareness Scale

*Teacher Interviews

Notes: 1. Individual schools varied with regard to specific

testing dates so only week of testing has been

indicated.

2. Tests marked with asterisk were introduced for

purpose of the study.

3The STEP Mathematics test was administered four times during

the two years of the project. It was administered as a pretest in

September 1963, again in the spring of 1964, the fall of 1964 and

in the spring of 1965. The purpose of conducting four administra-

tions, with a possible cueing factor due to repeated tests, wds

to permit an analysis of data at the end of one year and two

years period in an attempt to secure information about the short

versus long range duration of studies and the diminution of the

Hawthorne effect. For purpose of convenience, these administra-

tions are identified by Roman numerals. Thus, the test in fall

1963 is STEP I and the administration in spring 1965 is STEP IV.
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The general nature of this problem was that raw scores of 13 and
below on the test are assigned the same standardized scale
score. For some of the classes, there were many scores below
13. Hence, if standardized converted scores were used, they
would have the effect of reducing the range of scores since any
raw score below 13 received the same scaled score.

Since the pretest means for 5 of the 16 classrooms were
at 13 or less, or at the lowest converted score level, a
decision had to be made as to whether or not the raw scores or
converted scores should be used in the analysis since the
results might be effected by the particular data used. A
decision was made to conduct statistical analyses of both
converted and raw score data but only the raw score data is
presented in this report since comparison of results from the
two analyses were quite similar.

One of the principal hypotheses of the study dealt with a
concern over the gain in mathematics achievement and its
possible relation to awareness at the end of the two year
period. The analysis of data only from the two year period,
however, would not permit an exploration of the hypothesis
relating to duration of the study and possible achievement
gains. To test this hypothesis, a decision was made to conduct
separate analyses at the end of the first year, again at the
end of the second, plus the full two years. It was hoped that
by conducting analyses at the end of these points in time, the
effects of the indirect and direct cues could be studied to
determine their influence during the first year and second
years respectively as well as examining their influence over
the full two year period. Ideally, it might have been desirable
to include measures of awareness at the end of the first year
but a decision was made not to include any such measure since
it was felt that its administration might provide a cue to the
students thus effecting the results at the end of the full two
years.

Analyses at the end of each year period had to consider
the problem of subject attrition. Many students were lost from
the experimental groups over the two year period for a variety
of reasons, including failure to complete all relevant measures.
Consequently, the analyses were made at each time period using
those students who had the necessary data at the end of each of
the several time periods.

Teacher Interviews. In many experimental education
situations, the classroom teacher becomes an experimenter
surrogate as described by Rosenthal (68) or may even at times
assume the role of a subject. in most educational studies, the
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teacher serves as an intervening variable between the experimenter

and his subjects--the classroom students. The inclusion of the

classroom teacher as an active participant makes her an unpaid

member of the project staff which can have an unknown influence

on her activities. Further, her participation may be affected

if she is made to feel like an observed subject. On the other

hand, the teacher can serve as a valuable source of data with

regard to the impact of the treatment conditions on student

learning and reactions. Accordingly, arrangements were made to

interview the participating teachers at the end of the study.

The principal function of the interviews was to discover

some of the unexposed ideas or incidents concerning the

Hawthorne effect as it was defined for purposes of this study.

A set of questions was developed to serve as a basis for a

structured interview situation. The interviews were to be

conducted after the collection of all student data and before

the termination of the second year of the study. The outline

of the structured interview is presented as Table 2.

Table 2.--Teacher Interview Questions

A. Questions Centering on Teacher Observation in School

Situations and Atmosphere.

1. What appeared to be the general school atmosphere

regarding participation in the experiment?

2. Was therc any general positive or negative attitude

expressed regarding the experimental conditions

assigned to the school?

3. Does your school have any special class conditions

(homogeneous group) which might have effected the

results?

4. What parental reactions, if any, developed regarding

the experimental conditions?

B. Questions Centering on Teacher Observation of Student

Reactions and Attitudes.

1. Do you think students were generally aware of their

participation in an experiment?
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Table 2.--Teacher Interview Questions (Continued)

2. if students seemed to sense that they were in an
experiment what possible direct or indirect cues do
you think were picked up which would give them this

information? (Follow up with prompt about independent
variables).

3. Do you feel the students were better motivated due to
their special treatment than would be the case for the
normal or more typical classes you had experienced?

4. Do you think students were negatively or positively
motivated by participation in the experiment?

C. Questions Centering on Teacher Reactions.

1. What previous experience have you had with regard to
participating in educational experiments?

2. How did you accept the fact that you were participating
in an experiment? Was your motivation different than
if you had not participated?

3. Did complying with the experimental conditions for your
school impose any hardships? If yes, how did it affect
your participation in the experiment?

4. Have you at any time discussed the experimental
conditions and measures with other colleagues?

5. Do you feel you worked harder knowing that the
results of the experiment would be reported to the
Superintendent of Schools as well as on a national
basis?

The interviews were conducted by the principal investigator
and the Associate in Mathematics at each individual school with
all available participating teachers from the fourth and fifth

grade present. in most cases, this interview situation was the
first time that many teachers had seen or had the opportunity
to talk with the principal investigator since the initial
orientation periods. This action on the part of the principal
investigator was deliberate and taken on the desire to reduce
as much as possible the influence of external persons to the

experimental situation. 8t was felt that the continuous or
frequent presence of such a person in the participating schools
would have a negative influence on the experiment by perhaps
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highlighting the situation. The question of how much and in
what manner the presence or absence of the principal investigator
in an experimental situation such as the one conducted in this
project might well be the subject of further study. In the

present study, perhaps he should have appeared more often in
selected classrooms in order to heighten the desired effect.

As noted, the interviews were held directly in the schools
and tape recorded except for one participating school. The

teachers at this school took the position that they did not
want their remarks recorded nor did they particularly want
individual type interviews. Consequently, the principal
investigator and Associate in Mathematics invited these teachers
to a luncheon at which time an informal conversation was held

but directed using the structured interview questions as a
guide to the conversation. Of the thirty-two teachers who had
worked with the participating classrooms, only twenty-four or
75 percent were available for the interviews.

II - Literature Analysis Methodology

The basic purpose of the literature analysis phase of the
total project effort was to determine if useful information
regarding the possible nature and role of the Hawthorne effect
in educational research could be obtained by conducting a
systematic examination of completed research studies comparing
experimental to conventional methods as reported in educational

literature. As such, it was a separate and distinct activity
from the field research phase.

Specifically, the literature anaiysis phase was directed
to questions 1, 2 and 4 of general question A. It was also
anticipated that useful information might be obtained which
would help to answer the questions under general questions
B and C provided that sufficient detail could be secured from

the published report.

The purpose of this section is to describe the procedures
employed in this phase of the total project. For purposes of
presentation, the section has been subdivided into parts
dealing with (a) Research Areas Investigated, and (b)

Abstracting Procedures.

Research Areas InvestiAnta

The selection and definition of the specific areas of
completed research on comparative experiments to be examined
was initiated by using the 1960 edition of the Encyclopedia of
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Educational Research (29) as a primary reference and guide.

Nearly all of the titles of the major areas finally selected,

the definitions of these major areas, the subgroups identified

within these areas, and the levels of education at which

research was done in these areas were directly derived from

this source.

Some additions and changes to the original list of research

areas derived from the above source were made by the project

staff in order to better meet the specific demands of the

projected analyses. The final major areas and subgroups for use

in the literature analysis phase were chosen on the basis of

what seemed logically relevant and then subsequently modified

by observation of the kinds of studies abstracted in the early

stages of the analysis,

Twenty-six major areas of completed research were finally

selected. These areas were then combined into three primary

categories for the purpose of clarifying the different types

of studies that seemed most valuable to examine. The major

categories were established on the basis of the similarities

among the experimental variables manipulated in the studies

- found in the major areas of each specific category. Thus,

the criterion for the classification of a major area to one of

the four categories was the general type of the experimental

variable manipulated in the studies within that major area.

The extensive use of the experimental variable as the fundamental

criterion for the classification of studies was based upon the

observation that the description of the experimental variable

in the research report served best to define the nature and

focus of interest for the experiment in question. It was felt

that on the basis of the experimental variable alone, a

sufficiently accurate classification of studies could be made

which would facilitate the final analysis stage of the

literature phase. A fourth category was established which

included televant materials but which could not be classified

as research studies, The four principal categories along with

a short description of each in terms of the types of

experimental variables that were commonly manipulated in the

studies found in each category are presented below.

Sub°ect Matter Areas. Oncluded in this category were

those studies employing specific teaching methods as

experimental variables which were particularly applicable

to individual subject matter areas. For example, in the major

area of Social Sciences and subgroup of American History, the

experimental variable (new terxhing method) that might be used

was the Hdiscussion" method. The new teaching method used as
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an experimental variable was usually dependent upon the content

of the specific subject matter; the specific new teaching

methods were often peculiar to one major area only.

Facilitative Devices or Procedures for Improving Teaching.

Included in this group were those types of studies which

employed special classroom devices or types of school

organization, (e.g. teaching machines, homogeneous grouping,

etc.) as experimental variables (new teaching method). Usually

a subject matter was involved in these studies, but only to

provide a vehicle or context in which the experimental variable

was manipulated. Consequently, the same new teaching method

may be used in experiments in different subject matter.

General Teaching and Learni,hg Methods. This category was

somewhat of a catch-all for those major areas which had little

in common with the major areas in the other categories. However,

the major areas here did have in common the fact that they all

employed experimental variables not directly related to subject

matter areas ar se or to special devices or procedures for

improving teaching.

Hawthorne effect Special Interest Areas. This category was

the only exception to the rule of using the experimental variable

as a classification criterion. The major concern of interest

here was those studies, articles, or reports that directly or

indirectly dealt with discussions relevant to or about the

Hawthorne effect, its further definition, and the conditions

necessary for the production and/or control of the effect.

The four principal categories along with the twenty-six

major areas of research and the subgroups related to each major

area are presented as Part I of Appendix C. Following the

title of each major area are the levels of education at which

the research studies within a major area have usually been

conducted using a special notation for each educational level

as given at the end of the complete list of major areas. The

use made of the major areas, subgroups, and educational

levels in abstracting, filing, and final analysis is outlined

below.

Abstracti ng Procedure .

When examining a research report to determine its potential

contribution to the literature analysis, two primary criteria

were used to determine the relevancy of a study. These

criteria were that the study must have an experimental design

comparing new versus on-going teaching methods, techniques, or
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procedures, and employ an experimental design in which an
experimental group received a new method and a comparison or
control group received an on-going method.

With regard to the first criterion, a new method was
defined as a method which is perceived by the experimenter as
a novel, different, or unique method of instruction, classroom
or school organization, and so on. This definition assumed
that the population involved had not been exposed to any such
method previously. An on-going method was defined as a
condition which was perceived by the experimenter as one with
which subjects had previous experience, either directly having
been taught by the method or indirectly having knowledge that
such a method was used to teach other students in situations
similar to the present one. Because the nepi and on-going
methods are defined in terms of the particular experimental
situation of each study, new and on-going are seen as relative,
not absolute, terms. Thus, what may be a new method in one
study may be an on-going method in another study. The two
terms, new and on-going, were used by the project staff to
describe the use made of particular methods in experimental
teaching methods studies. They are not referred to as such
by investigators in their reports of research. Consequently,
the abstractor identified the new and on-going methods by
inference from the description of the teaching methods used
in the study. This process was usually less difficult than
it may seem because of the conditions set by the second
criterion.

With regard to the second criterion, an experimental group
was defined as one receiving the new method. This new method
was usually referred to as the experimental variable by the
investigator. A comparison group was defined as one which
received an on-going method. Individual investigators may
often call a group which receives an on-going method "control"
group. In accepted research terminology, this usage of the
term control with the on-going method is incorrect. A true
control group receives no treatment conditions. Other
investigators may term as an experimental group, one which
receives (in the project's definition) an on-going method. In

this project's terminology, and for its purposes, this
experimental group is actually a comparison group and was
treated as such by the abstractor.

If a study examined for possible use failed to meet either
or both of the two primary criteria described above, it was not
subsequently abstracted. It was recorded, however, as having
been examined.
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Two different types of abstract procedures were employed.
The first and most commonly used form involved the abstracting
of the essential details of experimental teaching methods
studies for the ultimate purpose of comparison of such studies
in the final stage of the literature analysis phase. The other
abstract form involved references giving direct mention of the
Hawthorne effect and those experimental design references which
had implications for analysis because of their relation to the
creation or control of the Hawthorne effect. Because of the
proposed comparison of experimental teaching methods studies
in the final stage of the literature analysis, it was necessary
that a standard abstracting format be used to facilitate
effective comparisons. Likewise, the language used in
abstracting research studies was standardized as much as
possible so that there would be minimum confusion over meanings
and implications.

The standard abstracting format for the experimental
teaching methods studies is presented as Part 2 of Appendix C.
This format should convey the types of information collected
for the comparison and final analysis of studies. In order
that the process of abstracting be more explicitly known,
since it was a data collection procedure, the specific
procedural steps followed are presented as Part 3 of Appendix C.

The principal sources for the selection of research studies
to be included were generally recognized professional
periodicals in the field of education. An examination of all
the possible periodicals and journals which have published
research studies relevant to the purposes of the study would
have been an almost impossible undertaking. The set of
periodicals and journals finally chosen to be reviewed on a
systematic basis were determined after an examination of
possible periodicals which regularly reported the results of
experimental methods studies. Further, it was decided to
limit the examination of the final set of journals to the
general time period from the years 1953 to 1963. The time
period cited was chosen primarily on the idea that if
researchers were concerned about the Hawthorne effect in
their projects; efforts to control for it would more likely
appear during this period of time than might be the case in

4
It should be noted that considerable latitude was

exercised in varying from these time limits because of leads
given in one study to a research activity carried out at
another time period.
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studies conducted much earlier when the phenomenon was not so
widely publicized, The time limits also served to make the
review process more manageable in terms of the work load
involved,

In addition to selected peiiodicals in education, efforts
were made to secure research studies from other sources such
as final reports of projects funded by the U. S. Office of
Education, private foundations, instructional research conducted
by the military and similar agencies, dissertation abstracts,
colleges and universities. In addition to the above sources,
arrangements were made to secure reports of available abstracted
research from such operations from the Center for Documentation
at Western Reserve University, Science Information Exchange,
Defense Documentation Center, and individuals who were known to
have made collections of research studies for other purposes.

From the above sources, approximately 350 abstracts of
research studies were secured which were considered to be
useful to the investigation within the general time period
noted and the time available to do abstracting. This set of
abstracts served as the basic data for the subsequent analyses
conducted during this phase of the project. Recognition is
given here to the limitations of the above procedure in terms
of the final sample studies and the abstracting process itself
and their possible influence on the analyses subsequently
conducted.
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Introduction

Chapter

Field Research Results

The purpose of this chapter is to present results from the
field research phase of the total project. The results which
follow have been separated into two sections. The first
section presents those results with regard to questions 3 and
4 of general question A, questions 1 and 2 of general question
B, and question 1 of general question C. The essential nature
of these questions related (a) to the feasibility of establishing
an experimental classroom instructional situation so as tc
determine the role that experimentally introduced direct and
indirect cues might have on subsequent achievement and (b) to
investigate the possible relationship between achievement and
awareness of participation in the experimental situation. The

second section presents results with regard to question 4 of

general question A and question 3 of general question C. These

questions were concerned primarily with the desirability of
extended duration of an investigation as a control procedure
for the Hawthorne effect. The sections titled Cues, Awareness,
and Achievement and Duration of Study present findings from
the field research which relate to the above questions. This

chapter also presents the results from the interviews of the
participating teachers conducted upon the completion of the
field research phase.

Cues, Awareness and Achievement

As noted in the chapter on methodology, an experimental
situation was created to determine if variables or factors
identified as direct and indirect cues would have any effect
on mathematics achievement in a classroom situation. The

description of the methodology employed for the field research
as presented in the same chapter has indicated that sever31
pretests were administered to the participating classroom groups.
One test, the STEP Mathematics test, was not part of the regular
school testing program but was introduced to provide a criterion
measure for subsequent data analysis.

Analysis of initial Measures. The first analysis was
conducted to determine if the several classroom groups under
the eight treatment combinations differed by initial performance
on the criterion test and other measures. Table 3 presents for

each class within the several treatment combinations the pretest
raw score means and standard deviations together with the
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number of subjects on which the descriptive statistics were
calculated. Since the basic sampling unit was considered to be
the class, the mean of the two means for the pretests from the
two classes under each treatment combination were calculated
and are presented in Table 40

Table 4.--Treatment Means for Selected Pretests

TREAT-
MENT n STEP

METROPOLITAN COLUMBUS K A. IQ
n :IDCOMP..

C-R-NT 2 17,2 29,2 24.8 37.0 101.38

C-R-T 2 173 31.6 26.6 38.1 99.9
If

C-D-NT 2 13.1 24.3 21.3 32.5 98.6

C-D-T 2 13.8 21.8 21.2 29.9 98.6

S-R-NT 2 12.9 22.6 18.6 29.7* 95.8

S-R-T 2 13.4 24.9 21.1 32.3 96.9

S-D-NT 2 173 31.7 28,2 36.1 101.4

S-D-T 2 19.2 34.0 30.2 39.1 100.7

TOTAL 16 15,5 2 .5 24,0 34.6 99.2

4ne teacher returned the Columbus Arithmetic Tests for
student use without recording any scores.

Inspection of Table 3 reveals that the means of the several
classes under each treatment condition were quite dissimilar
on the STEP test as well as on the other pretests. The
heterogeneity of initial performance is also highlighted in
Table 4 which shows that the initial means for each treatment
combination were highly variant, particularly for the criterion
measure. Although the treatment combinations were assigned to
schools on a random basis, it appeared that the procedure used
by the participating school system to select schools with the
assurance that some degree of homogeneity of classes would be
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maintained actually resulted in a group of heterogeneous
classes being selected to which treatments were subsequently
assigned.'

An analysis of variance conducted to determine if the
observed initial differences between the treatment groups on
the criterion STEP test were statistically significant is
presented in Table 5. Tests of the main effects were not

Table 5.--Summary Table for Analysis of Variance for
STEP Pretest Means

SOURCE
SUM OF

df
MEAN

SQUARE F

Teacher

_sgyAREs

1.1692 1 1.6192 0.438
Method 0.3630 1 0.3630 0.982
Informing 2,5360 1 2.5360 0.6863
Teacher-Method 78.3668 1 78.3668 21.2083**
Teacher-Informing 1.0869 1 1.0869 0.2941
Informing-Method 0.6602 1 o.6602 0.1787
Teacher-Method-Informing 0.1870 1 0.1870 0.0506
Error 25.8659 7 3,6951

TOTAL 110.6850 14 --- ---

F(1,7;.05)= 5.59 F(1,7;,01)= 12.25

significant as was true for two of the interactions and the
third order interaction. The Teacher-Method interaction,
however, was significant. A graphical analysis of this
interaction is presented in Figure 2 where it can be seen that
the classes receiving the SMSG Mathematics with a Different
teacher and the classes receiving Conventional Mathematics with
the Regular teacher had higher initial scores than did the
classes receiving SMSG Mathematics under the Regular teacher or
Conventional Mathematics with a Different teacher. In view

'In retrospect, it might have been more desirable to
secure sufficient information on the schools so as to avoid
this heterogeneity or possibly conduct an examination of the
pretest performance before assignment of treatments.
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Figure 2.--Teacher-Method Interaction on STEP Pretest
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of this significant initial difference between treatment

combinations on the criterion measure, a decision was made

that the analysis of covariance would be the appropriate

technique to be used for subsequent data analysis.

The problem of selecting the covariate (s) to be used

was complicated by the nature of the criterion measure itself.

The STEP Mathematics test consists of a variety of verbal

mathematical problems and hence performance on the test might

well be a function of reading achievement. To test out this

possibility, a correlational analysis was made between the

mathematics test and the two subtests of the Metropolitan

Reading Test.2 The correlations between the instruments are

2The mental ability test was not included in this analysis

beca*se of the early date at which it had been administered and

hence was not considered as being highly successful. The

Columbus Arithmetic Test was not included because of missing

data.
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presented in Table 6. In interpreting the result, it should
be noted that the correlation coefficients were based on class

Table 6.--Intercorrelations between Selected Pretest Measures

Variable 1 2 (3)

1. STEP Pretest 1.000 --- ---

2. Metropolitan--Word Knowledge .8856 1.000 ---

3. Metropolitan--Comprehension .9025 .9592 1.000

means and not on individual subject scores.3 Inspection of the
table reveals that the STEP pretest correlated higher with the
Comprehension subtest of the Metropolitan than with the Word
Knowledge subtest. The two subtests correlated quite closely
with each other. In view of the latter relationship, a
decision was made that both the Metropolitan Comprehension and
Word Knowledge subtest scores along with the STEP pretest score
would be used as covariates in any subsequent analysis.

Analysis of Final Measures. Analysis of the final measures
focused primarily upon the gains in mathematics achievement
under the various treatment combinations of indirect and direct
cues over the two year period of the study and the relationship
between the exhibited gains and the measure of awareness as
obtained at the end of the two year period.4 Although the
awareness measurement was obtained at the end of the two year
period, analyses of the available data were made not only for
the full two year period but also by examining data as obtained
at the end of the first and second years respectively.

For purposes of data presentation, descriptive statistics
of the individual classes are presented in Table 7. The table
presents class means and standard deviations for the first,
second, and two year gains in mathematics, means and standard
deviations of awareness scores, and the gain-awareness
correlations for the first, second, and full two years of the

3A further consideration is that the correlations were
based upon the initial groups of students and not upon the final
groups of students at the termination of the study as is the
case with other analyses presented in this chapter.

4First year gain was STEP 01STEP I; second year gain was
STEP IV--STEP 1E1; the two year gain was STEP IV--STEP I.
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study, Data presented in the table are cited in presentations

which follow regarding: (a) cues and gains and (b) gains and

awareness,

Cues and Gains, inspection of Table 7 reveals that the

first year gain under each treatment combination tended to be

similar with the exception of one classroom group under the

C-D-T treatment, A similar observation can be made with regard

to the gains during the second year of the study. For the full

two years, the gains were also highly similar with the exception

of one class under the C-D-T treatment and one class under the

S-R-NT treatment, both of which were somewhat lower than for

the other 14 classes eased upon the 16 class means, the

average gain for the two year period was approximately 12 raw

score points.

To test the effects of the cueing factors or variables,

separate analyses of variance of the true gain in mathematics

for each time period were made, The summary values for

analyses of variance are presented in Table 8, For convenience,

only mean square values and F-ratios are presented, inspection

of this table reveals that no significant F-ratios were

observed for the first year gain. The only significant F-ratio

observed in the second year of the study was for the interaction

between the Teacher and informing factors, with this interaction

being significant at the five percent level of confidence. A

graphical representation of this interaction is presented in

Figure 3,

For the full two years of the study2 two significant

interactions were observed, The interaction between Teacher

and Method factors was significant at the one percent level

while the interaction between Teacher and informing factors was

significant at the five percent levelL. Graphical representations

of these two interactions are also present in Figure 3.

The general interpretation to be drawn from the F-tests

just reported is that the variables or factors introduced as

cues had no significant impact on subsequent student achievement.

Under the common usage of the Hawthorne effect which states

that such cues should cause differences in achievement, the

main effect presented here does not support such a definition.

it would seem reasonable to conclude, therefore, that the

Hawthorne effect, commonly interpreted, operated in the

experimental situation which was created expressly to test the

commonly held hypothesis,
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The significant interactions also contribute little or
nothing to validate operationalizations of the Hawthorne effect.
The significant Teacher-Method interaction noted for the full
two years of the study was observed earlier in the pretest data
analysis and therefore probably represents a continuation of the
condition noted at that time. The significant Teacher-Informing
interaction is harder to interpret because it runs counter to
some commonly held ideas that informing students should perhaps
be a stronger variable than changing the teacher. On this
interaction, it can be noted that the Different Teacher was more
influential than informing students that they were in an
experiment. It should also be noted that a similar interaction
did not appear in the first year gain analysis which might
possibly be interpreted to mean that some changes among the
participating teachers during the second year of the study
introduced conditions which did not exist in the first year of
the study. Whether chance or otherwise, they tended to carry
over in a manner such that the full two year gain was effected
thus causing the interaction toagain appear in the latter
analysis.

The results from the cues-gains indicate that the effort
to establish an experimental classroom condition which would
create differences in student achievement using specially
introduced direct and indirect cues as independent variables
was not successful. In terms of the objectives of the study,
it may be concluded that any interpretation favoring purported
presence of a Hawthorne effect under cueing conditions would
not be supported by the data presented above.

Gains and Awareness. The Analysis of the relationship
between awareness and gains was initiated by computing product-
moment correlations between individual student gains in
mathematics and scores on the awareness inventory for each class
group. The individual class correlations between awareness and
mathematics gains for the first year, second year, and the full
two years were presented in Table 70 Inspection of the table
reveals that the control group, as represented by the
Conventional Mathematics--Regular Teacher--Not Told (C-R-NT)
treatment, had the lowest awareness scores for the several
treatments involved. The treatment combination of SMSG
Mathematics--Different Teacher--Not Told (S-D-NT) had the highest
average awareness scores.

Onspection of the correlations for the three different time
periods reveals no consistent pattern of relationship existing
between gains in achievement and awareness. Within the same
treatment combination, individual classes exhibited both



positive and negative correlations. This inconsistency in
observed relationshtp is highlighted by the correlation of -.57
for one class within the C-D-T treatment and the correlation of
+.57 for one class within the S-D-NT treatment, with both
correlations being significant at the one percent level. For
the second year of the study, only one correlation within the
C-D-NT treatment was significant and that at the five percent
level. Three correlations for the full two year data were
significant at the five percent level. Again, no consistency
was noted between the measure of awareness and the achievement
gains under a particular treatment combination.

Using the two class measures under each treatment
combination, mean scores for gain and awareness were calculated
for each of the three time periods. These data are presented in
Table 9. Product-moment correlations obtained between the mean
awareness and gain measures for the first year, second year, and
full two years were -.059, -.052, and -.136 respectively. The
correlations were not significant at the five percent level of
confidence.

The general interpretation of these results is that the
observed relationships tend to be negative in direction and
relatively low in magnitude and not significantly different
from chance. These correlations indicate that students showing
the greatest gains in achievement tended at the same time to be
less aware of experimental participation, a somewhat direct
contradiction of common Hawthorne effect usage0

it is recognized that the above results are based upon a
questionable procedure since the awareness scores used were
obtained subsequent to the time for measurement of gain,
particularly for the first year of the study. The situation
with regard to the second year of the study is more similar to
the full two year situation since the awareness measurement was
obtained at the end of the second year as were the two year gain
scores. The full two year data does indicate a higher negative
relationship than was observed for either the first or second
year data.

The results presented in this section reveal no significant
relationship between awareness of experimental participation and
subsequent gains in mathematics achievement. From acceptance of
the conceptualization of the Hawthorne effect as awareness of
experimental conditions as presented in Chapter I, it would
appear that the presence of such awareness is not related to
subsequent achievement. If awareness is regarded as an
independent variable and gain as a dependent variable, the
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results here show that the presence of such awareness does not

function as a causative factor of subsequent achievement.
Accepting awareness as a definition of the Hawthorne effect, it
would follow that the Hawthorne effect cannot be said to cause
differences in achievement gains. Differences between treatment

groups operating under different cueing conditions with regard

to their awareness of experimental participation did exist. On

this basis it can be said that the Hawthorne effect does appear
provided that one accepts the conceptualization presented
earlier in this report. The Hawthorne effect would not be
present if it is regarded in the most commonly accepted usage

of the term.

Duration of Study

One of the questions to be answered by the field research
was whether or not extending the duration of a study could
possibly be used as a procedure for controlling possible
operation of factors normally associated with the Hawthorne
effect. As noted in the methodology chapter, a decision was
made to conduct the study over a two year period to see if
achievement gains under the various treatment combinations
would be significant at the end of the first year and then be
reduced, remain constant, or increase over the full two years.
Significant differences between treatment combinations at the
end of the first year and nonsignificant differences at the end
of the two year period might be used as support to the hypothesis
that extending the duration of a study would reduce or minimize
the operation of the Hawthorne effect.

To answer this question within the framework of the present
study, repeated measurements using the initial STEP pretest for

the criterion measure were made at the end of the first year
and again at the end of the second year. The results were then
analyzed separately for the first year and the full two year
period0

it was noted earlier in the analysis of the pretest
measures that there was a significant interaction between two

of the treatment factors. On view of this interaction, the
analysis of covariance was used to adjust the posttest means
for initial differences in both mathematics and reading (28).

Table 10 presents the individual class means for the first year
raw scores on the criterion measQ.,,re and the covariates while
Table H presents the treatment means for the same variables.
The mean scores presented for the criterion measures (STEP IV
and BO are the unadjusted posttest means
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Table 11.--Unadjusted Treatment Means for First Year and

Two Year Raw Scores on Criterion Test

Treatment n

Covariates CrIterion

Metropolitan STEP I STEP 11 ITTEP IV

W K Comp.

C-R-NT 2 28.72 24.31 17.27 22.23 29.84

C-R-T 2 34.08 28.99 18.24 28.19 33.10

C-D-NT 2 24.48 21.53 13.61 23.35 26.53

C-D-T 2 22,15 21.45 13.91 20.28 23.71

S-R-NT 2 22.88 17.99 13.33 19.87 21.51

S-R-T 2 25.61 21.88 13.82 19.95 26.18

S-D-NT 2 32.24 28.8 17.76 25.98 30.68

S-D-T 2 33.96 30.43 19.24 27.79 32.70

Summary tables for the analyses of covariance for the first

year and the two year mathematics raw posttest scores are

presented in Table 12. Inspection of the table reveals that

there were no significant differences at the end of the first

year either with regard to main effects or interactions. The

general interpretation of this result is that the treatment

factors, taken singly or in combination, did not produce any

significant impact upon the posttest measures.

A similar analysis was undertaken with regard to the full

two year mathematics raw scores. Table 10 presents the

unadjusted classroom mean posttest scores for the criterion

(STEP IV) at the end of two years with the treatment means
presented in Table 11. The summary table for the analysis of

variance for the full two year mathematics raw scores presented

in Table 12 indicates a condition similar to first year scores

in that there were no significant main effects or interactions.

These results indicate that a suggested hypothesis of

significant differences in achievement during the first year and

then leveling off during the second year is not supported, .The

general finding is that extending the study for a two year period

did not seem to make any notable contribution to justification

for an extended duration of a study as a technique for

controlling the presence of a possible Hawthorne effect.
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Teacher interview Results

As noted in Chapter ilil, one project evaluative technique

employed was a post-experimental inquiry or interview of the

participating teachers. The purposes of these interviews

were (1) to secure any evidence about the possible existence of
the Hawthorne effect which might not be assessed through the

measurement of achievement gains and subject awareness and :2)

to secure possible information which might relate to the success
or failure of the treatment condtions. The results of these

interviews follow.

The general nature of the teachers° comments seemed to be

quite closely related to the traditional interpretation of th#:,.
Hawthorne effect phenomenon. For example., a teacher in one

school reported that as the students were carrying their new
textbook up and down halls (when it was rather unnecessary to
do so) she noticed that they seemed to be doing it because the

students were developing an espirit-de-corps in the experimental
classrooms as a consequence of studying "mathematics" out of a
new book while other classrooms were studying the "same old

thing."

During the series of interviews the teachers reported that,
although the teaching of mathematics in any classroom could be

a formal activity, the suqgestions from the Associate in
Mathematics and from the teacher's edition of the SMSG textbook
provided adequate suggestions and gave the teachers of the new
method sufficient material to develop a feeling that they were
working closer to and more continuously with the way a child
chose to learn a new method or concept. The teachers also felt

that they could guide the learning experiences of the children
better under the new method but that it was costing them a
little free time they had formerly enjoyed during more frequent
periods of individual study.

There were some teachers who believed that student
acknowledgment of novelty., or attention, or variation in his
environment might provide a positive motivation to increase his
criterion achievement scores. The possibility existed, however,
that it may have also provided no increase or may have even
provided a negative motivational factor. The latter situation
might be indicated from the report of two teachers in one school
who reported that in the middle of the fourth grade and again
during the fifth grade that their students indicated a rather
strong resentment at "being required to study this hard
material." Whether or not such a reaction did indeed provide a
negative motivational factor is op to the reader to ascertain
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Assuming that it would, one might have difficulty in predicting

its influence on the criterion variable of achievement.

One major finding of the teacher interviews was that the

use of dwfferent teachers did create some degree of novelty

at the beginning of the fourth grade. According to teacher

reports, this situation appeared to last about three or four

weeks and was of sufficient impact to be reported in the

experimental log maintained by the Associate in Mathematics.

The increase in novelty seemed to be connected more with the

students' testing of the discipline under the different teacher

than with the novelty of having a different teacher in the room.

in one school, the novelty effect surrounding the different

teacher seemed to last considerably longer than in the other

schools. The daily time selected for changeover of the teachers

in this school, however, coincided with a recess break as well

as a milk period and hence was complicated by a scheduling

variable unique to this one school.

The teachers in the SMSC classes reported that parents
seemed to react more to the introduction of the new mathematics

than did the students, This finding agrees with a report by

Duncan (23) in which a parental in-service program provided a

significant increase in student growth. The way in which most

parents expressed their interest, positive or negative, was in

a manner that indicated they were more concerned personally
with not being able to help the students with their homework

than in the change of method 219: se,

On both of the SMSG--N t Told schools, the teachers thought

that telling the parents or children they were in an experimental

classroom might have eased them over the initial burdens created

by the introduction of SMSC mathematics. At the same time, the

teachers felt that this would not have solved the parent-student

problem without some other aid. On one school, the teachers
reported that the parents were glad that their children were in

a new mathematics program since they were headed for a junior

high school that was teaching the same program, Students
currently in the junior high school were reported as having
trouble because of thelr different elementary school backgrounds.

These same teachers reported that even the children indicated
that they liked the new mathematics since it was now possible

for them to help their older brothers and sisters with their
junior high school homework,
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The teachers in one school reported that the children as
fourth graders had developed a sort of group spirit about being

able to have arithmetic from a different teacher. The students

were described as building this feeling into a type of
competition between classes without the teacher's assistance.
During the fifth grade, these same students expressed a resentment
about the intermixing of classes since their group lost its
identity for arithmetic competition.

None of the teachers rePorted that they had even been
directly involved in an eXperimental study in the past. 'Several

did'report that'other teachers in their schools had been in such

studies but not of such a strong comparative.nature.. The_
teachers eXpressed the feeling that the adaptation to the
conditions implied by the experimental treatments imposed
unusual hardships. This was particularly true.where there. was

a need tO be familiarwith the new SMSG materials or where .the
teaching of different classet required a close adherence to a

time schedule.

In several of the schools, teachers reported a feeling that

the two years of the experiment should have continued with the
same classes of students intact in order to benefit from group
similarities and a continuity of effort for the similar groups.
Some other teachers felt that the annual shifting of students
from class to class should be on as wide a basis as possible in

order to avoid a formation of school cliques and low motivation

groups.

The teachers at one school reported that the students had

quite evidently separated their answers to the awareness scale

in a manner which showed definitely that they were aware that
it was the class and not the school that was in the experiment.
The students also showed more than a passing interest by noting

that many of the statements seemed to be repeats of earlier

ones. Some students were described as being reluctant or
refusing to mark several of the personality items included on
the awareness measure.

The purpose of this chapter was to present the results of

the field research phase of the total project as they pertain to

the objectives and questions concerned with the role of direct

and indirect CLIJS in producing the Hawthorne effect, the
relationship between achievement gains and awareness of
participation in an experiment, and the duration of a study as
possible control procedures for the Hawthorne effect. A

discussion of these results is presented in Chapter V. Chapter

IV following presents results with regard to the literature
analysis phase of the project.
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Chapter IV

Literature Analysis Results

Introduction

As was noted in Chapter I outlining the objectives of the
study and again in the chapter on methodology and procedures,
one projected source for securing additional information about
the phenomenon under study was a systematic analysis of published
research reports dealing with comparisons of new versus old
methods of instruction and/or curriculum evaluation. The
purpose of this chapter is to present the results from the
literature analysis undertaken as part of the total project.

The questions to which this section of the total report
relates were questions 1, 2, and 4 under general question A.
It was anticipated that the information obtained might assist
in answering the questions under general questions B and C.
Question 4 was further broken down into two separate questions
for purposes of the literature analysis. It was not possible
to collect sufficient data in the form of abstracted studies
which would materially assist in arriving at any answer for
question 2. Therefore, the report does not contain an answer
to this question. There were, then, three separate questions
involved in this part of the total project. The chapter has
been divided into three principal parts or sections to present
the results of the literature analysis phase.

The first part attempts to answer question 1 and presents
definitions of the Hawthorne effect as set forth by various
investigators along with their suggestions for control. It

also presents evidence relating actual control procedures used
to experimental results in order to determine the effectiveness
of such procedures. The second part relates to question 4 and
presents an analysis of the relationship between experimental
results and the duration of time that a study was conducted. The
third part also relates to question 4 and presents an analysis
of relationships between changes introduced within an experimental
situation and the results of the studies as presented by the
investigators. Each part presents the purpose, procedure, and
results relating to it. A general discussion of the results is
presented in Chapter V.

Control Procedures for the Hawthorne Effect

Definitions and Suggested Controls

Purpose. While many investigators have used the Hawthorne
effect concept to explain unexpected or even undesired results,
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the concept still eludes definition. Attempts at definition by

investigators have produced varied meanings while in some cases

no attempt has even been made. Even though there is some

confusion about what the Hawthorne effect is, there have been

numerous attempts to control for it nevertheless. The purpose

of this section is to present the results of an attempt to

relate the definition of the Hawthorne effect used by an

investigator to the suggested techniques to be employed for

control of it. If studies employing the same definition propose

different means of control or, if studies which define the

effect differently nonetheless use the same means of control,

such inconsistencies should be noted in any attempt to understand

the concept.

Procedures. The studies used in this analysis were drawn

from the research abstract file described in Chapter II. From

these abstracts, only those studies which specifically mentioned

the Hawthorne effect and discussed control for its influence

were chosen for inclusion in this analysis. There were numerous

other study abstracts which mentioned efforts to control for the
II novelty" effect, the "placebo" effect, or similar terms which

are often used as synonyms for the Hawthorne effect. However,

because of the confusion which could arise as a result of vague

definitions it was decided not to include these abstracts. The

Hawthorne effect term Ea- se had to be used for the study to be

included.

The first step was to identify the definitions of the

Hawthorne effect used by those investigators who specifically

mentioned an attempt to control for it. Of the twenty-five

abstracts which met the criterion noted above, only nine

contained any explicit attempt at definition. As might be

expected, the definition of the Hawthorne effect set'forth by

these investigators usually determined the variable they

considered necessary to control. For instance, if an investigator

defined the Hawthorne effect as a motivational effect in nature,

he usually attempted to control motivation in his experiment.

Sixteen studies did not include an explicit definition of the

Hawthorne effect but did note suggested controls. Thus the

variables which the investigators controlled were'inferred for

the purposes of this analysis.

Results. Of the twenty-five studies, twenty-one could be

grouped into four categories corresponding to the general

variable said to be controlled. These variables were attention,

motivation, novelty2 and awareness of an experimental situation.

The other four studies eluded grouping since, for the most part,

although the investigators specifically mentioned an attempt to



control for the Hawthorne effect, in no case did they indicate
what variable they believed should be controlled.

Attention. The variable which most investigators considered
important to control was that of attention. The focus of
attention however was inconsistent. Some believed that it was
special attention paid to the teachers of experimental groups
which contaminated the results, while others believed it was the
attention paid to the students. Still others believed it was
necessary to control attention paid to both teachers and

students.

Oberholtzer (54), Brickell (8 )2 and Wolf, et al. (83),
considered teachers to be proper recipients of control.
Oberholtzer stated that similar treatment should be paid to
teachers of both the control and experimental groups. He

believed this could be done by equalizing the number of
in-service meetings planned, the amount of assistance given,
and the number of curriculum bulletins issued. Brickell stated
that teachers of both the experimental and control group should
receive the same amounts of attention, encouragement, and
recognition given by people from outside the classroom. He

noted that,

When these are supplied equally, overproduction should
occur in both the comparison and experimental groups.
Then the differences in results, if any, can be
attributed with more confidence to differences in the
program--rather than simply to the fact that something
was changed. ( 8, p. 35)0

in a project proposal by Wolfs et a1.0 a summer workshop was
planned for teachers of experimental groups0 in order to equate
amount of attention paid, a similar workshop was designed for
control teachers0 it was further planned that both groups of
teachers would receive the same amount of materials and
instruction during the year-long experiment and would attend
the same number of conferences.

Rimoldis et al. (64), Forehand (27)9 and Entwisle (25)
considered students to be the necessary recipients of the control
of the attention variable. Rimoldi administered the Rotter
incomplete Sentences Test and the Rosenzweig Picture Frustration
Test to control subjects in order to equate their treatment with
that of the experimental subjects who were given problem solving
materials. Forehand, in an article reviewing research on the
teaching of English, stated merely that the experimenters should

make the control course as °special° as the experimental
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course, or the experimental course as °routine' as the

control ...." (27, p. 54). He did not elaborate on how one
should go about doing this. Entwisle stated that an active
attempt to control the attention variable was unnecessary so
long as a method of measuring the amount of effect this
variable has on the results is available. She suggested that,

By withholding some of the experimental material
entirely from both groups, spurious gain of the
control group on the experimental material can be
assessed, for without communication the control
group should gain the same amount (within sampling
fluctuations) on the materials shown to the
experimental group as well as on equated material
of the same type shown to no one. (145, p. 478).

In a monograph titled Psychological Research in Education
(62) published by the National Academy of Sciences, both the
students and the teachers are considered the correct recipients
of control. it is stated that equal amounts of attention should
be given to all treatment groups, but there is no further
elaboration. Veatch (80), in reporting a study done by Cyrogll

did not mention who the recipients of control are or should be,
but did state that attention can be controlled by equalizing
the amount of time in class spent by both groups, the class
size, the consultant assistance paid, and the administrative
emphasis.

Motivation0 it was possible to identify another group of
investigators all of whom stated that it was motivation which
needed to be controlled. Within this group, it was usually the
case that the Hawthorne effect itself was defined specifically

as being a motivational effect. Porter (61), Bowers and Soar
(7), Rosenbloom (67), Hershberger and Terry (31) considered
the students to be the appropriate recipients of this control.
Porter defined the Hawthorne effect as ". the motivational
results of merely engaging in an experiment irrespective of the
differential treatments carried out...." (61, p. 37). He stated

that in a study concerned with methods of teaching spelling,
the Hawthorne effect was the direct result of social intercourse
between students. Because it was believed that direct measures
of controlling this social intercourse would act to stimulate
the Hawthorne effect, they were not undertaken. Instead,

anecdotal records of the classroom behavior were kept. in the

lIt is Veatch, not Cyrog, who mentions the control of the

Hawthorne effect Et!: se.
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study by Bowers and Soar on human relations in the classroom,

the teachers were the students at a summer workshop0 in order

to control for differential motivational effects, a summer

college course of the teacher's choosing was offered free of

charge to the control teachers. Besides this an attempt was

made to communicate equally with both experimental and control

teachers about the nature of the experiment. Rosenbloom, in

a discussion on methods of teaching mathematics, advanced the

opinion that the best way to equalize motivational effects of an

experiment would be to make the control Method appear

experimental. According to Rosenbloom, the best way to do this

would be for the conventional texts to be lithographed and

stamped "Experimental Edition." This procedure was not possible

in the experiment cited and instead the conventional text was

supplemented by a lithographed pamphlet. On the study by

Hershberger and Terry, the regular teachers administered the

experimental materials. They were instructed not to inform

their students that they were in an experiment and not to urge

the students to excel. The unusual aspect about this study was

that the Hawthorne effect was defined as a novelty effect

although the variable controlled for was motivation. The

increase in motivation that it was necessary to control was

apparently not conceived by the investigators as stemming

directly from the novelty of the situation but rather from the

knowledge of being in an experimental situation and from the

teacher's attitude0 iln this sense, the teachers as well as the

pupils would be appropriate recipients of the control.

Other investigators who considered motivation to be the

variable to be controlled did not conceive of the students as

the appropriate recipients of this control. Payette (56), in

a study of methods of teaching mathemetics, stated the opinion

that it is the teachers, not the students, who should be the

recipients of the control0 in the experiment which he reported,

a controlcontrol group was used. This group did not know they

were to participate in an experiment until just before the

administration of the final tests. Pella, et al. (58), in o

study of the teaching of physics, also used the controlecontrol

group technique but these investigators considered the students

as well as the teachers to be the recipients of control.

Lambert, .et, al. (40), also considered both teachers and pupils

as the correct recipients of control. Motivation here was

controlled in two ways. First, only those teachers who were

strong advocates of whichever method of teaching they were

using were utilized. Second., both the experimental and control

groups were stimulated by special visitors, new teaching aids,

and so on, Thorndike (79) also considered motivation as the

variable to be controllec but does not mention whom he considered
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the correct recipients of the control. His reference to the
control of the Hawthorne effect is not in the context of an

experiment. It may be for this reason that he was vague. He

stated that in order to control for the motivational effect,

the control treatment as well as the experimental should be

given the "flavor of an experiment" but did not elaborate on
this suggestion.

Novelty. Three investigators reported "novelty" to be the
variable which has to be controlled. Borg (6), who believed
that both teachers and pupils should be the recipients of this

control, stated

The influence of Hawthorne effect can be expected
to decrease in the school situation as the novelty
of the new method wears off, and therefore, studies
extending over a period of two or three years can
be relied upon somewhat more.... (6, p. 339).

Pella (57) agreed that it was novelty that should be controlled
but disagreed as to method. He did not think the length of the
experiment to be the important factOr. Rather, he believed that
it was most important that the teachers become proficient in the
use of the experimental methods and that the itudents become
accustomed to their use. Higgins and Rusch (33), in a study of
programmed arithmetic texts, used special miterials in the
control classes as well aM impressed upon all the students,
experimental and control, that they were taking part in an
important experiment.

Awareness. Two investigators considered awareness of an
experimental situation to be the variable to be controlled.
Sjogren (74) conducted a study concerned with the presentation
of correspondence courses, in order to control for awareness
of the experiment, he sent similar materials to people in the
same geographical areas to minimize the possibility of discovery

that there were different materiaili, Downing (21), also stated
that he considers it necessary W control the awareness of the
experimental situation. His method of control, however,
appeared more as one to conol for motivation.

We have attempted to mice it clear to the control
group (of teachers) that we are just as interested

in its work as we are Fn the work of the experimental
group. We match our visiting schedules on the two
groups. We try to make control group meetings as
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stimulating in content as those of the experimental

group.2

Unclassified. Four studies mentioned the Hawthorne effect

and offered a method of control which could not be placed in the

four operational categories already discussed.

In one such experiment by Crosby, et al. (20), each teacher

taught both the experimental method and the conventional method.

For this reason, it was believed that the variable important to

control was that of preference for one technique over another.

The teacher°s verbal statement of no bias was accepted for this

purpose.

Robinson (65), Cooper (17), and Lang and Tohtz
presented papers in which, while stating a method to be used to

control for the Hawthorne effect, they never discussed what

specific variable they considered to be the necessary one to

control. Robinson merely stated that, "...careful planning and

thinking through of the total design and possible outcomes

might help investigators prevent at least some of the Hawthorne

effect." (65) p. 172). Lang and Tohtz in a report of a

programmed learning experiment used a control-control group and

Cooper, in his experiment of English instruction for bi-lingual

children, used a "Non-Experimental Control" group which was

essentially the same as a control-control group. Neither study

stated nor indicated what variable these groups were designed

to control.

Summary. The twenty-five studies found which mentioned

controlling for the Hawthorne effect were grouped into five

categoriesattention, motivation, novelty, awareness of

experimental situation, and miscellaneous--according to the

definition of the Hawthorne effect which was offered by the

investigator or which was inferred as a result of the variable

controlled.

Eight studies belonged in the attention category. Of

these, five considered it necessary to equalize the treatment

given to the experimental and control teachers or pupils; one

stated that control conditions should be made to appear
experimental through the use of additional materials; and two

studies did not hypothesize any specific method of control.

2Personal communication to Principal Investigator.
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Eight studies considered motivation the important variable

to control. Six methods of controlling motivation were used.
Of these, two studies sliggested that similar treatment be given

to experimental and control groups. This was also the most

popular method used by the "attention" group. One study

hypothesized that the control condition be made to appear
experimental; one study stated that inter-student communication

be controlled; two studies used control-control groups, one
study suggested experimental conditions be made to appear
ordinary; and one study did not suggest any method.

Three studies considered novelty the important variable to

be controlled. Of these, one suggested it was the duration of

the experiment:that should be controlled; another considered the

proficiency of,the teacher in the new method to be the important

factor. The third suggested that control conditions be made to

appear experimental.

There were two investigators who believed the awareness of

the experimental situation to be the variable to be controlled.

One suggested awareness be controlled by minimizing inter-student

communication. The otiv considered it important to give similar
treatment to both the*èxperimental and control groups.

Of the four studies which couldn't be placed in the above
categories, two used a control-control group to control for the

Hawthorne effect; the third suggested that teacher preference

be controlled; and the fourth did not offer a specific method

of control.

Of the twenty-five studies, ten considered the students
to be the correct recipients of control, six considered the
teachers, and six considered both the teachers and the students.

In the other three studies, the recipients of control were not
indicated.

It can be seen from the above information that not only
was there great inconsistency of definition but also wide
variability of suggested methods for controlling the Hawthorne
effect phenomenon. Investigators who defined the effect
similarly often use different means of control while the same
means of control were sometimes used by investigators who

defined the effect differently.

Control Procedures as Related to ketlimental Results

Iliaslat. The previous section was devoted to definitions

of the Hawthorne effect as set forth by various investigating and
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suggested variables that should be controlled to reduce its
potential effects on the experimental situation. Further

inquiry about the role of the phenomenon was made by examining
the way investigators did in fact try to control for possible
operation of the phenomenon in actual experimental situations
and the relationship of such controls to the subsequent results.
The purpose of this section is to present the results of an
analysis of selected literature to determine the relationship
between actual control procedures employed and experimental
results.

Procedure. The studies utilized for this analysis were
drawn from the research abstract file with only those studies
specifically using the term Hawthorne effect and employing a
control procedure for it being included. Sixteen studies were
within the explicit criteria used.

The type of control used in each study was determined
initially from statements made in the original reports. These
controls were tabulated and then grouped in two major
classifications with specific variations being listed under
each classification.

For each study used, information gathered for this part of
the investigation included age level, number of subjects,
duration of the study, hypotheses tested, criterion measures
used, statistical measures applied, and the author°s conclusions
of significance. From this information, a general statement of
results was derived for each study and placed into one of three
categories: E)C E=C or E<C. Where several hypotheses were
tested, these results were also recorded in a similar manner.

Results. The major classifications of control methods
subdivided by the specific variations and the corresponding
results are summarized in Table 13.

hlspection of the table reveals that there is no definitive
relationship existing between the type of control used and the
general statement of results. In view of the absence of an
overall relationship, the effectiveness of the specific
variations of the type of control was studied by examining each
investigation on an individual basis.

Use of More Than One Iati of Control Croup. Four studies
employed more than one type of control group. Pella, et al. (513),
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Table 13.--Control Procedures as Related to Results

,--
Control Procedures Results

A. MORE THAN ONE CONTROL GROUP E>C E=C 64C

1. Control-control group
established after
experimental period
has lapsed. CC has no
knowledge of the
experiment.

C>CC 0 0 1

2. Control-control group
established with E and C
groups but not told of

the experiment.

C>CC 1 1 0

3. Control-control established
with E and C but C receives

pseudo-treatment.

C=CC 0 1 0

B. EQUALIZATION MEASURES E>C 'E=C E4C

1. Experimental and Control
groups nst told of parti-
cipation in an experiment.

2 1

.

1

2. Experimental and Control
groups both told they were
the E group.

0 1 0

3. Activities employed to
equalize motivation.

2 1 1

4. Duration of experiment
assumed to eliminate

0 1 0

Hawthorne effect.
(novelty definition)

5. Experimental school--
assume students perceive
experimentation as
ordinary environment.

0 1 0

6. Control group receives
pseudo-treatment.

0 1 0
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used a contro1-contro13 group established after the experimental

period was over. This group presumably had no opportunity to be

influenced by experimental participation. The experimental

group was taught by the Harvey White Physics film series and

the control groups were taught as usual (i.e., without Harvey

White Films). Achievement was meaTured by standardized subject

matter tests of physics. Duration of the experiment was one

90-day semester and the sample consisted of 63 Wisconsin High

Schools in cities under 100,000 population. Results showed that

".. .the control groups out-performed both the Film and control-

control groups by 2.5 and 2.05 respectively. These differences

were significant at the .05 level when tested by analysis of

covariance." The authors commented on this outcome.

Because the CC0 groups neither saw the films nor
knew that they were in the experiment (until five

days before taking the semester-end test), it might

be assumed that the superior performance of the
control groups was the result of the "Hawthorne
effect" (increased enthusiasm and effort due to
groups knowing they are the control group in an

experimental situation)0 (A p. 11).

The CC method was also used by Cooper (17) in accounting

For the Hawthorne effect. In this study, the CC group was

established with the experimental and control groups but were

not told of the experiment. The purpose of the investigation

was to determine the effects of different amounts of first

grade oral English instruction upon later reading progress with

Chamorro-speaking children. The experimental groups were
Chamorro-speaking children exposed to one year of conversational

English in grade one rather than the conventional basic reader

in English (E1), Chamorro-speaking children exposed to one-half

year of conversational English in grade one instead of the basic

reader (E9) pupils instructed in English reading with the

standard Basic reader approach from first grade on (C1), and

pupils in flve additional classes from other schools not
associated with the experiment and not informed (CC). Except

for CC group, the subjects were first grade pupils in four

schools each containing two experimental classes and one control

class. Measures were taken of speaking ability at the end of

grade one and reading comprehension at the end of the fourth

year. Results showed that in speaking ability E1>E2C17CC and
in reading comprehension generally E=C. Again differences in

3The symbol CC is used hereafter to refer to the control-
control group concept.
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achievement scores between control groups appeared. The author

commented,

Two sets of control classes were studied; one in

each of four experimental schools, and five in

schools unrelated to the study. This last was to

see if "Hawthorne" type effects developed. They

did not. (17, p. 125).

An evaluation of the School Mathematics Study Group

curriculum was conducted by Payette (56) using a CC group also

established with the experimental and control groups yet not

told of the experiment. However, in this study the attention

was given to the teachers attitudes and preferences and the

experimental control groups were established on this basis.

Teachers of the CC group were not informed about the experiment.

Achievement in mathematics was measured for groups exposed to

SMSG materials from teachers inexperienced in teaching SMSG

(EA), SMSG materials from teachers experienced in teaching SMSG

(EB), experienced conventional teachers (CA), experienced

conventional teachers not informed of their participation in

the experiment (CC). The subjects were students in mathematics

classes in grades 7-12 in seventy-five schools in the United

States. In this instance, results reported were that CA=CC and

E)C. The author commented as below.

Comparisons of achievement on conventional and SMSG

tests for students of CA and CC teachers indicate
unequivocally that there is no advantage in favor

of students of CA teachers, those teachers who knew

they were in an experiment. (56, p. 11).

Lang and Tohtz (43) used a CC group in another manner in

their study. The subject was the effectiveness of out-of-class-

programmed instruction in English in enhancing achievement in

recognizing correct English usage and in writing essays. Here,

the control group was given a pseudo-treatment to match treatment

influences with the experimental group while the CC represented

conventional classroom routine. Results in this study showed

in general that E=C=CC.

In these latter two studies, where results showed control

equal to CC in contrast to the previous examples where control

was greater than CC, the common element of special considerations

of teacher attitudes and backgrounds raises an intriguing

question about the influence of this factor when a CC group is

used in any manner for special control.
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Equalizing the Onfluences of the Experimental Situation
Between All Groups. The first variation under this classification
is where both experimental and control groups are not told of

participation in an experiment. Four studies used this method

for control. One study conducted by Sjogren (74) showed results

where E1=E2=C. The experimental group used a programmed text
in ninth grade algebra and the control group received the usual
materials for a correspondence course. The total N was 186 with

over half the subjects having overseas addresses. Another study

using this method of control was conducted by Hershberger and
Terry (31). This study investigated the effectiveness of varying
degrees of typographical cueing in both programmed and conven-

tional texts. The variables were no typographical cues, simple
cues, complex cues, and complex cues without directions. Each

variable was tested in a programmed text using experimental
groups and in a conventional text by use of control groups. The

criterion measure was gain scores on pretest-posttest schedule
of objective tests covering the history of Texas. Results show

that E)C and that E2 and C2) all others.

In a study by Ryan (71), one of the several controls used
for the Hawthorne effect was not informing either the experimental
or control group of the experiment. On addition, the instructors
were selected on factors that tended to equate teacher motivation

and minimize bias. Each instructor taught both experimental and
control groups. Also advantageous was the fact that variation
in instructional approach was the common environment at the
participating school. Comparisons were made between the
achievement of students given a choice of three different
instructional methods (E group) and those given no choice of
method (C group) in a course in Educational Psychology at Oregon
State University. Tests of subject matter knowledge presented
in class and application of principles were given and results
indicated that E7C in both measures. Keating (38) also had this
variation of control built into a study on the effectiveness of
language laboratories by selecting subjects who were all in

on-going programs and had no knowledge that the test results
would be used for comparison purposes. The subjects were more
than five thousand French secondary students at four levels in
twenty-one school districts of the Metropolitan School Study
Council. Measures were taken on reading comprehension, listening
comprehension, and speech production. The experimental group
was in programs using a language laboratory and the control group
in programs where no language laboratory was used. Results
recorded show CX7, except for speech production in first year
French where EX.
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The opposite approach was used by Higgins and Rusch (33)

in evaluating the use of programmed texts and workbooks in
remedial arithmetic classes of fifth and sixth graders. The

authors explained

Hawthorne Effect Controlled: All the children were
told they were to take part in an important experiment
in which two methods of learning would be compared.
Arithmetic workbooks had never previously been used
in these classes. Every child in the fifth and sixth
grades was told he was an experimental subject. The

principal visited each class and impressed the
youngsters with the importance of the experiment.
Other special visitors repeated the statements made
by the principal. Since all students were reinforced
by authority figures and since workbooks had never
been used before, it was hoped that the novelty
effect of the programmed text would be counter-balanced.

(332 P. 34).

The sample of 78 subjects were matched on 7 factors including IQ
and Reading Comprehension in addition to subtests of various
arithmetic skills. Criterion measures were four standardized
tests of achievement in arithmetic. Their results showed that

E=C.

Four studies were placed in another category of variation
where the common element was the application of activities to
equalize the motivation of those persons involved in the
experiments. However, each study employed different specific
activities to accomplish this goal based on the nature of the
design of eEch study and the author's anticipation of situations
where obvious inequalities in motivation would occur between
participating members. In all four studies, these activities
were directed in the large part to the teaching staff involved

and usually took the form of teachers' workshops, special
interviews, and periodic stimulation by the investigating staff.

One study by Downing and Hallwell (22) was still in

progress at the time of the analysis with the results reported

being those recorded at the end of the second year of the
project. These tentative results showed EX in rate of learning,
vocabulary, accuracy, comprehension, and spelling. The study
compared Initial Teaching Alphabet (ita) for use in beginning
reading to the conventional method using the traditional
alphabet. The study was conducted by the Reading Research Unit

of the University of London Institute of Education using a
sample of 220 pupils in British Infants Schools.
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Bowers and Soar (7) analyzed teacher attitudes and

personality after a summer workshop consisting of intensive

laboratory training in human relations. Changes were measured

by observation of classroom behavior of teacher and pupils and

by standardized personality and attitude measures. The

experimental group consisted of elementary teachers who

participated in the workshop while the control group was

elementary teachers who had the option of taking a college

course of their own choosing at no expense. The results of

this study show that EX in attitude change toward pupils. In

classroom behavior the tendency was E,C with some variation.

Lambert (40) also employed this procedure as noted by the

statement:

Care was taken to introduce bias in the selection of

staff for this study: only strong advocates of the

team and self-contained organization were retained

or employed.
Each group was stimulated by university consultants

and the introduction of new teaching aids, that is,

overhead projectors, teaching machines and tape

recorders. All groups were stimulated to counteract
possible Hawthorne Effects. (4 4 Pp. 33°34).

The experimental variable in this case was a team-teaching

organization at the elementary school level compared to a

modified self-contained organization. The modification was

that the students in the latter group were also exposed to

specialists in the fields of physical education art, and music.

The sample consisted of one class at each grade, first through

sixth, with the total number of subjects being 350. The

setting was two elementary schools in Madison, Wisconsin with

one school containing both an experimental and control group

and the other control group only. The duration of the study

was two school years. Group differences investigated were

group interaction where E=C; personality adjustment where E=C

(CYE at first year measures); and achievement where C>E.

Crosby, et al. (20)0 had as the independent variable the

use of a new teaching method of individualized instruction. The

new method structure required pupil participation in individual

goal setting, planning their wo1 within the framework of the

syllabus and their interest and abilities, requesting tests

when ready, and participating in the evaluation of their work.

The control conditions consisted of a conventional teaching

method of the teacher controlling goal setting, work assignments,

and testing and evaluation. The dependent variables consisted
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of pupil achievement in algebra and end-of-the-year attitude

toward mathematics. The sample group came from 36 ninth grade

elementary algebra classes in nine junior high schools in the

New York metropolitan area. The total sample was 904. The

duration of the experiment was nine months, or one school year.

Specially constructed instruments were used to measure

achievement and attitude toward mathematics. Results reported

in achievement were E=C and in attitude E=C with mean scores

lower for both groups at the end of the year. Special

considerations made for control purposes were a persuasively

constructed first interview with each teacher which emphasized

that preference for one method over another would adversely

affect the experiment and a summer institute to train the

experimental teachers in the new method to minimize preference

for the conventional familiar method of teaching.

An effect from novel stimuli has often been noted in

conjunction with or mentioned as a component of the Hawthorne

effect. The logical assumption that the novelty effect would

decline in intensity as time passes, if valid, would have an

important influence in determining an optimum duration of

studies. Porter (61) pursued this question in a study and

found that

Over the entire period of the experiment a drop in

achievement was observed, but it was no greater on
the teaching machine lessons than on t acher-taught

lessons, and the trend was toward a smaller loss on

the machine lessons. The drop in achievement appears

to have been a result of general classroom operations

and administration of the programs rather than an

inherent characteristic of ti-ie teaching machine

instruction. (6i, p. 108).

The study was instituted to compare the achievement results of

elementary level pupils In spelling using teaching machine

instruction as the independent variable contrasted to teacher-

taught lessons. The duration was one school year. Significant

differences were observed the first six months, however, the

differences were not significant during the second six months

and were not significant over the full year.

Another study investigating the influence of novelty was

conducted by Popham (60)0 Tnis research was carried out in a

college demonstration school where experimentation and observers

are the ordinary environment. The author felt that the very

uniqueness of teaching machines may heighten the student

motivation and thus engender superior learning. It was also

78



felt that since most experiments with teaching machines were of

such short duration that perhaps if they were extended the

influence of the novelty effect might lose its value. Two

groups of sixth grade students from a college demonstration

school were taught some fundamentals of algebra during the

fall semester of 1961-62. One group was taught by use of a

teaching machine and one group by means of regular classroom

teaching. During the second semester of the 1961-62 school

year, the members of both groups were randomly assigned in

equal proportions to four teaching machine work groups and all

were presented identical self-instruction tasks in elementary

geometry. The students with previous teaching machine experience

were considered the low novelty effect group and the group that

had been taught algebra by a regular teacher were considered the

hilt novelty effect 212111.

The two groups were matched on mental ability and

arithmetic achievement. The null hypothesis was tested by the

use of gain scores between the initial geometry test and two

others administered later in the spring semester. Measures were

taken on March 6 and on June 1+ . it was expected that the

March 6 testing might find that novelty effect very high.

The March 6 results showed that the time used and frames

completed was very similar for both groups. The mean performances

as represented by two groups gain scores were almost equivalent.

The high novelty effect group had a mean of 21.00 and the low

novelty effect group a mean of 21.80. The Mann-Whitney test

showed that the results were not statistically significant. The

June 4 results were all about the same as the March 6 results

resulting in a general interpretation that E=C.

Rimoldi (64), in comparing methods of training in problem

solving, used as a control technique provisions for equal test

treatment for both experimental and control groups by introducing

a substitute treatment for the experimental variable.

Two groups of students were used. The first consisted of

high school freshmen (male) at St. Ognatius High School in

Chicago with °Ws (Henmon-Nelson) of 120 or above whose parents

gave consent. Twenty-six experimental control pairs were

assembled on the basis of pretest and 11Q0 The second group

consisted of forty-eight male college freshmen with experimental-

control pairs being matched on the basis of pretest.

The experimental conditions were such that students in the

experimental group were given individual training sessions in

problem solving. They were permitted to ask questions related
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to the solution, but were given no actual instructions as to the

procedure to be used, Each student was asked to evaluate his

performance after he solved the problem and encouraged to talk

freely about the types of questions asked. The experimenter

withheld any evaluation of the performance or suggestions for

better approaches. A mid-testing session was given individually

without the review session. Pretests and posttests were given

in group form,

The authors handled the novelty problem in the following

manner: "The control subjects (high school freshmen) were given

the Rotter Incomplete Sentences Blank and the Rozensweig Picture

Frustration Test in an attempt to eliminate at least partially

the Hawthorne effect."

Summary. From a source of over three hundred and fifty

abstracted research studies, sixteen studies which specified

control procedures for the Hawthorne effect were identified.

Four of these studies used the procedure of including an

additional control group. The CC groups were utilized under one

of the following conditions: (a) the group was established

after the experiment was completed, (b) the group had no knowledge

of the experiment, and (c) the group received a pseudo-treatment.

Twelve studies attempted to equalize the treatment of the

experimental and the control groups as a procedure to prevent

the Hawthorne effect. Variations of this procedure used most

often were where neither group was told of the experiment and

where steps were taken to equate motivational factors of each

group. Other variations of this control procedure included both

groups being told they were experimental, duration of the study

assumed to eliminate any novelty effect, control group given a

pseudo-treatment and an experimental school being chosen for the

study to avoid the novelty effect.

The experimental results reported for these studies were

examined for differences in effectiveness between the various

control procedures, lt was not possible to detect any npirical

relationship between control procedures used and the outcomes

of the studies.

.§LA L%ration and Results

,Purpose. Although the Hawthorne effect has often been

cited as a variable affecting the results of experimental

studies., its relative influence on these results is unknown.

It has been generally hypothesized that if novelty or special
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attention are important aspects of the Hawthorne effect, then
the strength of the effect ought to decrease with time. If

there is no contaminating variable such as the Hawthorne effect
operating, it might be assumed that there would be little or no
relationship between duration and results. Thus, if a relation-
ship were observed, it might be due to the contamination by the
Hawthorne effect.

It has generally been assumed in educational literature
that the Hawthorne effect is temporary, wearing off as the
novelty of new materials and excitement of the experimentation
declines with continued exposure. An early reference to the
probable wearing-off of a novelty effect was made by McCall (52).

Though evidence on this question is meager,
there is some reason to believe that the mere process
of experimenting with new methods or materials of
instruction attracts such attention to the traits
in question as to cause unconscious concentration;
both on the part of teacher and pupil upon progress
in these traits. As a result, it is supposed that
a large but artificial growth, and that this
artificial effort will evaporate Of the novel methods
or materials were used term after term. If each
succeeding term shows a flagging of effort and an
elimination or reduction of superiority, the existence
of such ephemeral effort may be assumed. (54 p. 67).

Later Brownell (9 ) warns against the danger of assuming
that the superiority of a new method is proven by the results of
experimentation.

For example, the very novelty of a new system of
instruction may make it attractive to teachers
and learners alike thus giving it a special
advantage, and perhaps only a temporary advantage
over th rivl9 traditional system of instruction.
(9, p. 60).

More recent references on the Hawthorne effect state that
its influence should be expected to decrease with time. For

example) Thorndike (79) stated that this influence should wear
off with the excitement of being part of an experiment.

This /Rawthorne effect/ is the effect that
stuns mrely from being part of an experiment. The

suggestion is that it is less important what one
does to an experimental group than that one is doing
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something. Just being in an experiment, receiving

special attention, and being at the center of the

stage appears to influence performance, presumably

through increasing motivation and effort. The

effect may be expected to be temporary, and to

evaporate as the excitement of being part of an

experiment wears off. (79, p. 30.

Other authors feel that the influence of the Hawthorne

effect should wear off with the novelty or newness of the new

program. They suggest that experimental studies should then

be long enough to allow this novelty to wear off. Borg (6)

feels that this period should be at least over one year.

The influence of Hawthorne effect can be

expected to decrease in the school situation as

the novelty of the new method wears off, and

therefore, studies extending over a period of two

or three years can be relied upon somewhat more

in evaluating the effectiveness of a new technique.

(6, P. 338).

Lee 045) also suggested that a longer period of time would

reduce the influence of the Hawthorne effect. He felt this

period should be several years0

ilt might be suggested, therefore, that in

setting up an evaluatiqp program, a l3ngth of time

sufficient for the °newness° of the program to

wear off would be highly desirable. There are no

hard-and=fast rules as to the length of time that

should be allowed, but a good working rule=of-thumb

would probably be three to five years. 06, p. 191).

Another reference indicating that time might be related

to the influence of the Hawthorne effect was made by Pella (57).

He does not mention duration, az se, but he does feel that

teachers and pupils must be used to the new method.

Teachers employing the newer methods or tools

must become proficient in their use0000Pupils must

become accustomed to the different technique or
tool so that a "halo" or "Hawthorne" effect is

eliminated. (57, p. 398).

Assuming this common belief to be true; namely, that the

Hawthorne effect heightens achievement and that its influence

declines with duration, one would expect that more short studies
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than long ones would result in the experimental groups exceeding

the comparison group. The longer the study, the more often the

comparison group should be equal to or exceed the experimental

group in achievement. However, if the pattern would show the

opposite result such that long studies more frequently than

short studies result in experimental groups exceeding the control,

some other explanation would have to be given. Either the

influence of the Hawthorne effect is not that which is generally

assumed, but is cumulative and builds upon duration, or the

pattern is caused by some other variable. The purpose of this

section is to present the results of an investigation aimed at

answering the question,Can different results be identified

through the analysis of completed studies...on the basis of the

duration of the experiment?

Procedure. The analysis reported was based on the sample

of research reports which had been abstracted as described

earlier. As noted in Chapter IP, these abstracts had been

divided according to major areas of subject matter, facilitative

devices, or general teaching and learning methods. Of the

several major areas, six had a sufficient number of abstracts to

indicate that individual analysis might be possible to show

whether separate patterns can be obtained in studies within one

area. The major areas concerned are mathematics, social studies,

science, reading in the subject matter areas, training devices,

and audio-visual communication.

The first step in the analysis was the construction of

two-way tables relating the duration of the study to the results

for each major area of the total group of studies abstracted.

One of the first problems encountered in the construction of the

bmo-way tables was the need to make a decision regarding the

time intervals to use. As there was no special guide indicating

what these should be, each major area was handled separately and

the studies in that area were divided into several different

time intervals that seemed to divide the studies into logical

groups. Finally, an attempt was made to select a division of

duration for all areas which would not obscure differences in

any category so that one common division could be utilized. The

intervals of time finally selected were: (a) 'Oess than two weeks,

(b) two weeks to one month, (c) one month to three months, (d)

three months to one semester, (e) one semester to one school

year and (0 more than one school year. It was felt that a

broader breakdown could easily be made more narrow by combining

categories.

Study results were categorized simply as the experimental

group exceeding (E>C), equalling (E=C), or not doing as well

(E4C) as the comparison or control groups. Since several studies
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reported more than one comparison, a decision was made to
tabulate each specified result. Thus the number in each cell

of the tables presented below does not necessarily indicate a

separate study. On some cases, a reported study was placed in

more than one square. For example, in some cases where the

studies were over a school year in length, the results obtained

at the end of the first year were reported in addition to the

results obtained after the second, third, or fourth school year.

In some studies, some part of the population was involved for

only part of the total time of the study while the remainder

was involved for the total period. On such cases, the study
would be recorded for the proper result under each time interval

for which results were reported. Further, in some studies the
investigation was made on several different grade levels. In

those cases where results were reported for each grade level,
each result was reported. Finally, in some studies totally
different results were reached for different hypotheses or with

different types of instrumentation. For example, one mathematics
study reported the SMSG experimental group excelling in an SMSG

test, while the comparison group excelled on the conventional

test. Also one reading study reported the experimental group
excelling in rate, while the comparison group excelled in
comprehension, On such cases, the diverging conclusions were
treated separately. A final example is that in which there was
more than one experimental group and one exceeded the comparison

group and the other did not. Then each comparison of two groups
was also treated independently. Thus the total number does not
represent the total number of studies but rather the total
number of different conclusions reported.

Results. The analyses of the six areas mentioned were
combined to form a total number of results. Table 14 presents
the data regarding study duration in relation to reported
results for the total group of results.

It should be noted that the studies reporting no time
duration are not included in the totals nor in the percentages
calculated, This data accumulated from all the studies
abstracted shows a total of 303 outcomes from the studies
reporting duration, while 53 additional did not report duration.
It can be seen that almost all the studies reported the
experimental group exceeding or doing as well as the comparison
group. Very few comparisons (only about 10 percent) showed the
on-going teaching method exceeding the experimental group.

In general, the greatest proportion (40 percent) of
studies were over one semester to one school year in length,
An analysis of these studies showed that most of them were
intended as experiments lasting one school year, although the
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actual experimental period may have been somewhat less.

According to the notion that the Hawthorne effect is a novelty

effect, the superiority of the experimental group should
decrease with time. The data presented in Table 14 do not

reflect such a trend. When studies that had a duration of

greater than one semester are combined, 5604 percent (83 of 147)

reported results of EC while 11.6 percent (17 of 147) showed

results where W.. Of the studies less than a semester in
duration, 38 percent (59 of 156) reported results of E>C and

9 percent (14 of 156) showed EC thus revealing less significant

differences for studies of relatively short duration with the
experimental group showing less superiority in these studies

than in the longer studies.

These data seem to show a trend opposite to the general
opinion concerning the Hawthorne effect that the superiority

of the pxperimental group should decrease with time. Of the

studies reporting E>C proportionately more had a duration of

greater than one semester (59 percent of the number of E>C
conclusions) than did studies reporting E=C (36 percent of the

number of E=C conclusions). With an almost comparable number
of conclusions in each of the two categories overall, there were
more E=C conclusione in each duration interval of one semester

or less in length. At te s;ime time, there were proportionately
more E>C conclusions in the duration intervals over one semester

in length. The studies in which the comparison group exceeded

the experimental group report 54 percent (17 of 31) with a

duration of over one semester and 46 percent (14 of 31) for

duration of less than one semester.

The pattern of duration versus results can perhaps be seen

more clearly in Figure 4. Here again it is apparent that the
data does not show any general pattern in regard to the relation

of results to duration of the study°

Ondividual Areas On addition to the total number of

studies reported above, analyses were made of the six specific

areas in which 19 or more conclusions had a reported duration.

Areas omitted reported a dur&tion for less than 15 of the

conclusions.

Table 15 represents the data obtained from the studies in

mathematics,

These data reflect some of the trends noted for the total

group. Most of the studies here also gave results where the

experimental group exceeded the comparison group (E)C, 51

percent; E=C 37 percent; and E4C9 12 percent). Also, the
largest number of studies (49 percent) had a duration over one
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Table 15.--Duration versus Results: Mathematics

luration

Results

Less

than

2 wks.

2 wks.
to

1 mo.

1 mo.

to
3 mos.

3 mos.
to

1 sem.

1 sem.

to

1 sch.

r.

More
than

1 sch.

r.

Total Not

Reported

E>C 3 4 3 5 12 2 29 2

E=C 2 2 2 1 11 3 21 2

EC 0 1 0 0 5 1 7 1

Total 5 7 5 6 28 6 57 5

semester to one year in length. The mathematics area tended
to have a slightly larger percent lasting under one month (21

percent) than did the studies in all areas combined (14 percent).

The general trend between duration and results shown for

the total table is, however, not reflected in the mathematics
studies. Here, the number of studies reporting durations of one
semester or less show more results where EX is greater than

those resulting in E=C. The studies lasting over one semester
in length result had about as many DC conclusions as E=C
conclusions. Percentage wise, about 48 percent (14 of 29) of

the DC conclusions had a duration over one semester, while

about 67 percent (14 of 21) of E=C conclusions, and 86 percent

(6 of 7) of B4C conclusions reported a similar duration. The

trend shown by mathematics, therefore, appeared to be opposite

to the general trend.

The data for the area of reading are presented in Table 16.

Here again the majority of studies showed the experimental
group exceeding the comparison group with most of the studies

being over one semester to one school year in length. There

were, however, only few studies (5 percent) less than one month

in length. Another significant point is that all studies

abstracted in reading reported the duration.

in general, the relationship between the results DC and

E=C and duration reflects the trend shown by the total group.
However, the point at which the number of E>C conclusions
exceeded the number of E=C conclusions came at one duration
interval earlier (3 months to one semester). When the studies
were again categorized up to the point of one semester, 65
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Table 16.--Duration versus Results: Reading

uration

Results

Less
than

2 wks.

2 wks.
to

1 mo.

1 mo.

to
3 mos.

3 mos.
to

I sem.

1 sem.

to

1 sch.

Yr.

More
than

1 sch.

yr.

Total Not

Reported

En 0 0 2 5 11 2 20 0

E=C 2 0 3 3 7 1 16 0

E<C 0 0 1 0 2 0 3 0

Total 2 0 6 8 20 3 39 0

,

percent of E>C conclusions had a duration of over one semester

while 50 percent of E=C conclusions had a duration of over one

semester. There were only three E<C conclusions, two of which
had a duration of over one semester.

The data obtained for the area of science are presented in

Table 17. In this area, the number of E>C conclusions equalled

Table 17.--Duration versus Results: Science

Duration

Results

Less

than
2 wks.

2 wks.
to

1 mo.

1 mo.

to
3 mos.

3 mos.
to

1 sem.

I sem.

to
1 sch.

More
than

1 sch.

Total Not.

Reporter

EX 0 2 3 2 6 1 14

E=C 1 0 5 5 3 0 14 2

ECC 0 'I 0 1 0 3 0

Total 1 3 9 7 10 1 31

the number of E=C conclusions. Again, the largest proportion of
studies was in the over one semester to one school year duration,

although this interval represented less than one-third of the
total number of studies and almost as many studies were in the

interval of one month to three months.



The studies in science also show about the same trend

noted for the total group with 50 percent of the E>C conclusions

and only 21 percent of the E=C conclusions resulting from

studies over one semester in length. There were only three

studies resulting in a E<C conclusion with only one of these

being of a duration longer than one semester.

The data obtained from the comparative studies in social

studies are presented in Table 18. This area had the smallest

Table 180--Duration versus Results: Social Studies

luration

Results

Less

than
2 wks.

2 wks.
to

1 mo.

1 mo.

to

3 mos.

3 mos.
to

1 sem.

1 sem.

to

1 sch.

Yr.

More
than

1 sch.

yr.

Total Not
'eported

E>C 0 0 2 2 7 1 12 6

E=C 0 0 1 1 2 0 4 2

E4C 0 0 1 2 0 0 3 0

Total 0 0 14 5 9 1 19

number of studies and a considerable portion of these (30

percent) did not report study duration. There were no studies

reporting a duration of less than one month and only one reporting

a length of more than one school year. Of the totals about half

were one semester or under and half were one semester or over.

The majority of results reported showed E>C conclusions.

For this areas there were three times as many studies

reporting E>C as those reporting E=C conclusions. The number

reporting E>C in each time period was greater than that

reporting E=C conclusions. However, 67 percent of the E>C
conclusions had durations of over one semesters while only 50

percent of the E=C and none of the E4C conclusions had durations

of more than one semester. This again contributes to the

general trend shown for the total group.

The data accumulated from the studies in Audio-visual

Communication are summarized in Table 119. In this areas the

number of studies resulting in no differences (E=C) made up

the largest proportions although the E>C category (38 percent)

is still relatively large and the E(C category small (11
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Table 19.--Duration versus Results: Audio-visual Communication

uration

Results

Less
than

2 wks.

2 wks.
to

1 mo.

1 mo.

to
3 mos.

3 mos.
to

1 sem.

1 sem.

to

1 sch.

yr.

More
than

1 sch.

yr.

otal Not

Reported

En 1 3 4 3 14 5 30 14

E=C 1 4 8 15 10 2 40 5

E4C 0 0 2 1 6 0 9 5

Total 2 7 14 19 30 7 79 24

percent). Again the greatest number of En conclusions (47

percent) fell into the one semester to one school year duration

category. The number of studies not reporting duration

represented 23 percent of the total number of conclusions.

Again the pattern of duration versus results reflects that

presented for the total group. The duration categories of one

semester or under contained more conclusions of E=C0 while those

over one semester in duration contained more E>C conclusions.

Only 30 percent of the E=C conclusions were over one semester
in length, while 63 percent of the En and 67 percent of the

E<C conclusions were of this duration.

The data from the studies concerning training devices are

shown in Table 20. Here, the majority of conclusions were E=C

Table 20.--Duration versus Results: Training Devices

uration

Results

Less
than

2 wks.

2 wks.
to

1 mo.

1 mo.

to

3 mos.

3 mos.
to

1 sem.

I sem.

to

1 sch.
yr.

More
than

1 sch.

yr.

"Mal Not
Reported

E't 4 1 1 2 4 0 12 1

E=C 3 4 4 2 2 1 16 0

Rt 1 0 0 0 1 0 2 0

Total 8 5 5 4 7 1 30 1

...
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as in the A-V area. E>C conclusions accounted for 40 percent

of the total number reporting duration, while E=C conclusions

accounted for 53 percent, and E4C conclusions for 7 percent.

Here the majority of the studies were short, with 43 percent of

the total number of conclusions having a study duration of

under one month. Only one study, representing 3 percent of the

conclusions, did not report the duration.

Since the distribution in this area was somewhat different,

the general pattern of duration versus results was again

determined by percentages. Studies lasting over one semester

accounted for 33 percent of the E>C conclusions, 12.5 percent

of the E=C conclusions, and 50 percent of the 2 E(C conclusions.

Again, the general trend was the same as that for the total

group.

A summary of percentages calculated from the preceding six

tables showing the relationship between duration and results of

the study is presented in Table 21 when categorized as over one

Table V.Percentage of Studies Which Were Over

One Semester in Duration with Reported Results

reas

Results

Math Reading Science
Social

Studies
Audio-
visual

Comm.

Training
Devices

All

Areas

DC 48 65 50 67 63 33 58

E=C 67 50 21 50 30 12.5 36

E4C 86 67 33 0 67 50 55

All

Conclu-
sions

60 59 35 53 47 27 49

semester in length. The line labeled All Conclusions gives
the percentage of studies in each of the areas reporting a

duration greater than one semester. Of there was no relationship

between study duration and results, one might expect similar

percentage of the studies within each area reaching each of the

three different conclusions.

Upon examining the table it can be seen that in each of

the areas presented, except for mathematics, the percentage of

E>C conclusion is greater than the percentage for the total

number in each area as represented by the All Conclusions line.

92



The inverse is true for the E=C conclusions. No definite

pattern can be determined for the E4C conclusions although
the tendency is for the percentage of studies to exceed the

percentage of the total number. In most cases, however, the
small number represented by the percentage would tend to cast

doubt on any significant tendency the percentages may show.
in general, the longer studies tended to have more significant

differences than short studies. The only area in which this
appeared not to be so was mathematics.

The All Conclusions line in Table 21 gives some indication
of the relative lengths of studies in different areas of

research. The studies in mathematics revealed the highest
percentage (60 percent) with a duration of over one semester
while training devices studies tended to be the shortest with
only 27 percent over one semester in length.

A summary of the number and percentage of studies
abstracted which did not report duration is shown in Table 22.

Table 220--Number and Percent of Studies Not Reporting Duration

Area

Concls.

Math eading Science

%

Social

Studies

fl %

Audio-
visual
Comm.

%

Training
Devices

%

_

Total

%

EX 2 6 0 0 2 1205 6 33 14 32 8 29 17

E=C 2 9 0 0 2 12.5 2 33 5 9 0 0 17 12

EcC 1 12.5 0 0 0 0 0 0 5 36 0 0 7 18

All

Conclu-
sions

5 8 0 0 4 11 8 30 24 23 1 3 53 15

The areas of reading and training devices had the lowest

percentage, while social studies and audio-visual communication
had the largest percentages (30 and 23 percent) of studies not
reporting duration. Except for these two areas, there did not

seem to be large differences between the three types of

conclusions for that group not reporting duration.

§0m.211..0 The purpose of this section was to answer the

question., Can different results be identified through the

analysis of completed studies on the basis of the duration of

the experiment? It was hypothesized that the superiority of



an experimental group should decrease as the duration of a study

increases if a Hawthorne effect were operating. The results here,

while not tested for statistical significance, show a trend in

the opposite direction. The longer studies more often resulted

in significant differences, usually with the experimental group

being superior.

Mechanical Changes and Study, Results

Purpose. The second half of question 4 of prime objective

A was concerned with the mechanistic nature of the experimental

and control group settings as these might relate to the results

of comparative educational studies.

The rationale for suspecting a possible relationship
between these two variables is derived from common usages or
definitions of the Hawthorne effect. lt is often stated that

the changes accompanying the introduction of an experimental

treatment alone are sufficient to create the phenomenon of

concern in this paper. For purposes of this study, the
mechanistic nature of an experimental or control group setting

refers to changes introduced into classrooms through the

experimental procedure which might serve as cues to the subjects

alerting them to the experiment, creating novelty effects, or

causing a feeling of special attention0 lf a relationship

between the nature and degree of mechanical changes in a group

of comparative studies and the results of these same studies

could be established, the resulting information might serve as

a guide for future research activities in their desire to

control the Hawthorne effect.

Procedure. The analysis of the mechanical nature of the

experimental settings of comparative studies was conducted
using a random sample of 53 of the over 300 educational studies

which had been previously abstracted. An assumption was made

that such a sample would be representative of the total number

of studies abstracted, which in turn were assumed to be a

representative sample of studies comparing new methods to

on-going methods and are reported in educational literature.

One injor procedural step in the collection of data was
the definition and categorization of mechanical changes within

the comparative studies. A mechanical change was operationally
defined as any change in classroom procedure or instruction

which was introduced by the experiment but which would not be

done normally in that classroom. Only those activities which

were clearly mentioned were eligible for inclusion as changes;
those which could only be inferred were excluded. Changes were



located as being in the experimental group, the comparison
group, or both groups.

Consideration was given to the idea that not only the
number but also the types of changes introduced might be useful

in the analysis. Accordingly, classification categories were
established by analyzing a sample of mechanical changes
identified in the comparative studies. The final categories

were established after a small group of studies had been analyzed

and their mechanical changes identified and categorized.

Two major categories were established. The first
distinguished between intentional and incidental cues.
Intentional cues would be those activities or changes which
were an integral part of the variables being manipulated and

compared. An example of an intentional cue would be the use of
SMSG materials in a comparison to conventional materials.
Thus, they were deliberate and obvious changes due to the

experiment. Indidental cues were changes that were not intended

as variables. An example of this would be the use of pretests
which were not a normal part of the school curriculum. These

changes may be either necessary in the design of the experiment

or inadvertently introduced when adapting the experiment to the

school situation.

The second categorization distinguished changes into
various types as to their nature. Six sub-categories of changes

were identified as physical, personnel, materials, equipment,

verbal, and instructional procedures. physical, changes were

such activities as moving to a different classroom or a different

building for instruction. These types of changes would obviously
be most important in sfudies on the elementary level, but may
assume some importance on other levels also. Personnel changes

involved such things as having a different teacher, being in a

team-teaching situation, or being supervised by a non-teaching
assistant with no regular instructor. Material changes involved

the use of a different textbook or instructional materials,

expecially materials in experimental form, changes in the kind

or frequency of the use of visual aids (when no special equipment

is involved) or the use of unusual pretests or special inventories

(as attitude, personality, etc.). ,Equipment changes included the
use of teaching machines, television, unusual increase in the use

of visual aid, equipment, etc. Verbal cues involved such changes
as deliberately informing the subjects of the experiment, giving

them special encouragement, or alerting them with unusual
instructions. Instructional procedures changes were the use of

individualized or group instruction (if not employed previously),

a change from primarily lecture instruction to primarily
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discussion, and changing from a laboratory approach to a
demonstration approach in a science class.

Analysis of the studies was initiated by identification
and categorization of changes as reported in the abstract.
Since some of the abstracts appeared incomplete, the original
reports from which the abstracts were taken were re-examined as
necessary. When this latter action proved almost fruitless in
the identification of additional changes, the remaining
abstracts were assumed to be as complete as the report from
which they were taken. After changes were identified, they
were categorized as to type. At least two members of the
project staff were involved in the identification and
categorization of the changes noted in each study.

After the changes were identified and categorized, the
study was identified according to the results obtained. Then
the data from the different studies were combined so that the
final tabulation could be analyzed to determine whether any
pattern existed.

A summary of the data is presented in Table 23. A few
words of explanation concerning the tabulation procedure will
help in interpreting the table. As can be easily seen, the
total number of comparison groups is less than the sum obtained
from the number of comparison groups listed under the three
columns EC, E=C E4C. On addition, the total number of
experimental groups is greater than the total number of studies.
This was due in all cases to the use of multiple experimental
groups in a study. Each experimental group is reported only
once but in those cases to the use of multiple experimental
groups in a study. Each experimental group is reported only
once but in those cases where one experimental group exceeded
the comparison group and another group did not, then the
comparison group is listed more than once in each column--E>C1
E=C, E<C--whichever applied. However, if the same result in
a particular study was obtained with each experimental group
relative to the comparison group, then the comparison group was
listed only once in the appropriate column while each experimental
group was listed separately.

A survey of Table 23 seems to reveal no definite trends
relating the numbers or types of changes to the results reported.
However, a general comment may be made concerning the results.
As might be expected, the majority of the mechanical changes
were made in the experimental groups and, of these, most were
identified as intentional cues. THs would seem to imply that
the majority of the cues identified were directly related to the
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Table 23.--Mechanical Changes in Comparative Studies
as Related to Results

E.>C

CHANGES

EXPERIMENTAL GROUP COMPARISON GROUP

Intentional
Cues

Incidental
Cues

Intentional
Cues

Incidental
Cues

Physical 0 2 0 0

Personnel 1 0 0 0

Materials 7 3 1 3

Equipment 11 2 1 2

Verbal Cueing 1 0 1 0

Instructional 13 0 0 0

Procedures

Column Total, 33

Group Total 28 24

Number of Studies 24

E=C

CHANGES

EXPERIMENTAL GROUP COMPARISON GROUP

Intentional
Cues

Incidental
, Cues

Intentional
Cues

Incidental
Cues

Physical 0 0 0 1

Personnsl 1 0 0 0

Materials 4 7 0 3

Equipment 21 0 0 1

Verbal Cueing 1 3 0 1

Instructional 14 2 0 1

Procedures
,

Column Total ii
7

Grou. Total
,

/

Number of Studies - 25

E<C

CHANGES

EXPERIMENTAL GROUP COMPARISON GROUP

Intentional
Cues

Incidental
Cues

Intentional
Cues

Incidental
Cues

Physical 0 0 0 0

Personnel 1 2 0 0

Materials 3 2 1 1

Equipment 4 3 1 2

Verbal Cueing 1 0 1 0

Instructional 5 0 0 0

Procedures

Column Total 14 3 I 3

Grou. Total
.

Number of Studies - 9
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instructional variable. The most frequent types of changes

were in materials, equipment, and instructional procedures.

This analysis did not show a trend in any direction which

would support a hypothesis that the results of comparative

studies are related to the mechanistic nature of the experimental

and comparison group settings.

The purpose of this chapter was to present the results of

the literature phase of the project as they pertain to those

objectives and questions relating to conceptualization of the

Hawthorne effect, and suggested and actual procedures employed

to control for its operation in an experimental situation, plus

possible relationships between duration of a study and the

nature and type of mechanical changes as both of these relate

to the results provided in completed research studies.

Chapter V following presents a discussion of the results

from both the field research and literature analysis phases of

the project along with the conclusions drawn from the results.

The chapter is concluded with a presentation of some implications

of the total project effort for educational research.
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Chapter V

Discussion, Conclusions, and implications

Introduction

Chapters 000 and iV have presented the results from the

field research and the literature analysis phases conducted to

secure information to answer the questions set forth in the

objectives. This chapter presents (a) a discussion of the

results obtained from roe two major phases of the project, (b)

a statement of the conclusions which appear to be justified on

the basis of the results, and finally (c) possible implications

of the conclusions with regard to the role of the Hawthorne

effect in educational research. Separate sections within this

chapter are devoted to each of these topics.

Discussion

Since there were two major research tasks conducted in the

form of a field research and a literature analysis, it seems

desirable that a discussion of the results deal separately with

each of these tasks. Consequently, the discussion has been

divided into two parts for clarity of presentation.

Field Research Results. To review briefly, the essential

purpose of the field research was to determine the feasibility

of establishing a classroom experimental situation in which

direct and indirect cues would be introduced to determine if

such cues had any subsequent effect on student achievement as

measured by gains over a period of time. Concurrent with this

feasibility study was an attempt to determine if the presence of

such cues operated in a manner such that student awareness of

experimental participation would be heightened and such awareness

would in turn be related to the gains in achievement. Combined

with these two purposes of the field research was a third purpose

which focused upon the question of whether or not extending the

duration or time length of an investigation was an appropriate

control technique for a possible Hawthorne effect

The general results from the field research indicated that

the various combinations of direct and indirect cues did not

operate in a manner such that achievement was significantly

effected. Further, no significant relationships were observed

between awareness and achievement gains. Extending the study

for a two year period did not produce results showing significant

differences in achievement at time periods selected to represent

extended study duration.
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A review of the general experimental design employed plus

an examination of specific procedures suggests several
possibilities as to why the results reported above may have

occurred.

One distinct possibility is that the variable under concern,

the Hawthorne effect, simply does not exist as a variable of

sufficient potency to be significantly influential on study

results. On the other hand, it is possible that the phenomenon

may exist but that it spreads equally over all treatment
conditions: and thus its influence in an experimental
investigation is minimized if not altogether eliminated. If

either of these interpretations possess validity, educational

researchers could proceed to disregard the possible operation

of the phenomenon in their investigations and accept significant

differences as being basically due to the independent variable

(s) introduced as part of the experimental design.

Interpretation that it does not exist, at least as evidenced
by the results from the present investigation, does, however,

have one fundamental limitation. It is, in effect, generalizing

from *7he single case. That is, the experimental situation here

repr( rts a single effort to study the role of direct and

indirect clies. Replication of the study would have to be made
in order to provide a larger sample of studies on which to

establish a more reliable statement that the Hawthorne effect

is not present in curriculum research investigations.

Returning to the specific procedures, it may have been

entirely possible that factors constituting the several treatment
combinations applied to the several groups under the experimental

design were not sufficiently potent enough in their novelty,

newness, or difference from normal school routine that they

would generate an increased motivation for achievement. This

situation may have arisen because of the desire to maintain

within the experimental design a pattern of instructional

research typical of many classroom experiments yet at the same

time attempting to avoid the specific concept under study. It

might well be that the desire to capitalize upon the natural or

normal curriculum break at the end of third grade to introduce

a new curriculum was not unique enough since students were
perhaps experiencing or had experienced similar conditions in

other areas of the curriculum. In order to accomplish the
objectives of field research, it may have been wiser to introduce

variables or factors which may have been more unique and/or novel

than those that were actually introduced but such a step would

require prior knowledge of the potency associated with such

variables.

^
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Another explanation might center around the criterion
instrumentation, the STEP Mathematics test, which may not have
been a sufficiently valid measure of the actual instruction so
that it would reflect achievement gains initiated by the cues
that were employed. The criterion instrumentation problem is,
of course, not unique to a study of this type since it is
present in almost all attempts to evaluate a new curriculum.
While the awareness scale did reveal differential awareness
between the various treatment groups, this instrument might be
limited in its contribution by reflecting only a cognitive
awareness of participation and not any possible affectional

influence such knowledge may have had upon achievement.

Another possible explanation might center around the
schedule of measurements. On order to maintain an experimental
situation very similar to traditional classroom methodology
studies, normally scheduled school testing periods were used as
much as possible. It may well be that whatever effect is
generated by the new or unusual treatment combinations, it
appears early; that is, within the first few weeks or months of
an experimental situation. In the present study, such an
effect may have occurred and then leveled off during the first
year and also over the two years thus accounting for the absence
of any significant differences at these time periods. Should
this condition have actually occurred in the field research, it
would not have been possible to ascertain it since no attempt
was made to secure more frequent assessments than those indicated
in the procedures section. It was felt that any procedure set
up to do so might have in and of itself confounded the
experimental situation.

Another possible explanation is that in a study running
over two years time, even with the introduction of treatment
combinations as presented above, it would appear exceedingly
difficult to separate out normal gains in achievement due to
student growth and development from those attributable to the
treatment combinations. It seems safe to assume that whatever
is done to students some growth and development will take place
leading to achievement gains over a one or two year period. To
introduce selected variables with the idea of generating
awareness and thus causing greater than normal achievement might
seem presumptuous in the sense that one would experience
difficulty in partialing out that growth due to experimental
conditions and that due to normal conditions. A close
approximation to the solution of this problem might be made by
reference to the traditional control group achievement but even
here the assumption is made that achievement gains in the control
group are the result only of normal growth and not the result of



possible indirect or direct cues provided by the experimental

arrangements. It is interesting to note that in the present

study, the control treatment did indicate some awareness of

experimental participation albeit at the lowest end of the

awareness score continuum for the eight treatment groups.

Another consideration that should be set forth in

interpreting the results of the field research phase relates to

the initial differences observed on the criterion measure. The

impact of this situation on any resulting effects due to

application of the treatment conditions is not known. It would

be difficult to speculate on how the field experiment might

have gone had there not been the initial interaction observed

between the Teacher and Method factors. As noted, adjustments

were made by using as covariates initial measures in reading and

mathematics. Upon completion of the field research phase, an

analysis was made of the several covariate scores using only the

subjects who had remained over the two years of the study. The

results of this analysis are presented in Table 24. Inspection

of this table reveals that not only was there the Teacher-Method

interaction noted originally but there was now a significant

interaction between these two factors for the Word Knowledge and

the Comprehension subtests of the Metropolitan Reading Test.

Further, significant F-ratios were observed for the Teacher and

Informing main effects on the Comprehension subtest. These

results indicate that the initial class differences were not

only present but that these differences probably continued

throughout the study as was noted by the significant interactions

between Teacher-Method and Teacher-Informing noted in the analyses

of true gains reported in the Field Research Results chapter.

The results obtained from the study of awareness-gains
relationships run counter to what amounts to a common belief

regarding the role of subject awareness in a classroom experiment.

This belief usually states that subjects who exhibit awareness

of their participation in an experiment tend to have larger

gains than might be normal (i.e., superior to that of control

groups) under an implicit assumption that awareness produces

motivation which in turn produces greater achievement. Several

explanations might be advanced with regard to the observed

relationships which do not support this belief.

First, the correlation presented for the end of the two

year period was obtained by relating the mean awareness score
for a treatment combination to the mean gain score for the same

treatment condition using only two measures per treatment to

calculate the means. A question might be asked, Were the

treatment combinations themselves correlative to the awareness
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measures? One answer to this question is provided in Appendix B

which presents information on the development of the awareness

instrument. In the development phase of this instrument,

significant differences were observed between the average

awareness scores for each treatment with those treatments having

more changes (new text, different teacher,) receiving higher

awareness scores. It would be somewhat difficult to establish

a meaningful correlation coefficient between the awareness scores

and the treatment conditions since the latter were not considered

to be ordered in any particular manner. One might order them in

terms of the number of changes associated with each treatment

but that would have the effect of placing different cues under

a single descriptive label (e.g., one change). If the treatments

were classified by the number of changes, then one might find

himself putting together such treatments as Conventional

Mathematics--Different Teacher--Not Told with Conventional
Mathematics--Regular Teacher--Told since only one change was

made within each treatment. For this reason, questions about a

possible relationship between the treatment conditions and

awareness cannot be adequately resolved by the evidence obtained

during the development phase.

A second explanation might center around the idea that those

students under a treatment condition who showed a relatively

small gain over the time period involved tended to be those with

initial high achievement scores and thus not able to exhibit

much gain. It would seem likely that such students would also

be the brighter or more intelligent students. Again, evidence

presented with regard to the development of the original

instrument indicates that there was no distinct relationship

between the awareness scores for treatments and a measure of

mental ability. It is quite possible that there might be some

relation between gain and mental ability, but an examination

of the realtionships between gain and mental ability by treatment

groups as reported in Appendix B revealed no meaningful

relationships.

A further possible explanation of the results might be that

the Hawthorne effect does exist within students and classes, but

it might well be considered as a variable of insufficient potency

to cause any real differences. This might possibly explain why

the relationships between awareness and gains varied between

classroom groups within treatments. That is, within a given

single treatment combination one classroom group might have a

positive relationship between gain and awareness while the second

classroom might have a negative relationship. Should this

assumption have validity, researchers could release themselves

from needless worry about possible contamination of research by

lc*



a Hawthorne effect. This idea is only a suggestion at this

stage of the investigation and should be examined further.

it is also quite possible that if the measures of gain and

awareness had been obtained earlier in the study rather than at

the end of the two year period, the correlation might have been

higher. This would be particularly true under a hypothesis

that any Hawthorne effect which does appear in an experimental

situation appears rather early and thus has its most influence

during the initial phases of an experimental situation. The

effect is then subsequently reduced over time. In view of the

conditions under which this investigation was conducted, it is

not possible to provide an answer to this question. Concurrent

with this idea of early measurement is a possible subject

attrition interpretation. Ot is quite possible that the

elimination of certain subjects because of incomplete data at

the termination of the two year period may have had the effect

of reducing the variability in both the gain and awareness

measures and thereby reducing the correlation coefficients.

Still another possibility is that awareness and gain are

two variables which do not have any fundamental relationship

between them. Awareness of experimentation may be one human

attribute and achievement gain another, and to posit a

relationship between them in the sense that awareness is an

independent variable and achievement a dependent variable is

not reasonable. The evidence accumulated in this study is not

sufficieryt, however, to provide an answer to this question.

A final explanation might be that the measure of awareness

developed within this project simply did not measure or assess

awareness of experimentation in a manner which would allow

possible motivational awareness to be ascertained. In brief,

we simply did not measure the right thing.

As noted, the field research phase was conducted over a

two year period in order to secure evidence relative to a

commonly presented suggestion that extending the duration of an

investigation is a reasonable technique for controlling or even

eliminating the possible influence of novelty, newness, or

enthusiasm as a causative factor in producing increased levels

of achievement. The results from this phase of the study

revealed no significant differences in achievement scores both

at the end of a one year period or at the end of a two year

period.
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=,

The results of the investigation on extended duration of an
investigation as a control procedure are perhaps most easily
explained in view of the fact that no significant results were
obtained during the course of the entire field research. Had
there been significant differences in achievement at the end of
the first year followed by nonsignificant differences at the end
of two years, such results could have been interpreted as being
supportive of the hypothesis that such a technique would be a
valid control procedure.

Several of the explanations discussed in connection with
the experimental design, such as instrumentation and potency of
independent variables, also have applicability in explaining the
results of this aspect of the field research. The findings
presented are, however, limited because no measurements were
taken within the first month or two to see if there were early
significant differences in achievement between treatment
combinations which were then reduced or eliminated at the end of
one or two years. Some researchers have indicated that if there
is any effect due to novelty or similar factors, it probably
appears early and then is gradually diminished. Some thought
was given to securing data early in the field research, that is
at some time during the first half-year, to test this hypothesis.
It was felt, however, that in view of the major concept being
investigated it would be inappropriate to introduce the needed
measurements early in the experiment since such instrumentation
itself might contaminate the field research design which was
created so as to be similar in nature to many traditional
classroom experimental situations. Consequently, such a
procedure was not included in the research. It is suggested
that other researchers might approach this problem by using a
time-series analysis technique within informal or non-experimental
situations as contrasted to formal experimental situations where
the introduction of measurements might influence negatively the
internal validity of the design.

Literature Ana_21y_k_is Phase. The literature analysis phase
was undertaken to determine if information regarding the role
of the Hawthorne effect in educational experimental designs
could be secured through an examination of completed research
studies. More specifically, the focus was to be on determining
if experimental-control group differences could be explained on
the basis of whether or not and how an investigator might have
attempted to control for the phenomenon, the duration of the
study, and the nature and type of mechanical changes introduced.
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Before discussing the results, it appears appropriate to

comment upon the use of published literature as a source of

data for answering research questions based upon the experiences

in this project.

The use of completed research studies as data for the

investigation of research questions and objectives is a

questionable technique for four reasons.

First, a rather limited amount of information about the

objectives, procedures, and data tend to be reported in the

published literature. Project staff members preparing abstracts

often encountered a lack of sufficient information to know

exactly what was done during the course of an investigation.

Second, the studies that were abstracted represented a

large number of diverse experiments involving totally different

populations, many different designs, and a wide variety of

independent, dependent, and even contaminating variables. Thus,

it was very difficult to make meaningful comparisons between and

among studies.

Third, a lack of a sufficient number of experimental studies

dealing with varying approaches to instruction and curriculum

to answer some of the questions was also encountered. One

question dealt with the idea of trying to find out if experimental

groups exceeded control groups no matter what the independent

variable was within the same design structure. For example, if

one study had "word sight" as the new method in contrast to

I! phonics" as the new method and "word sight" as the old method,

would the experimental group still be superior. The pursuance

of this objective was not possible because there were just not

enough published studies in the available sample to make such a

comparison. There were many experimental studies comparing a

Pi word sight" to "phonics" but not many in the other direction.

Fourth, the pJflished literature contains an imbalance, if

it can be called that, with regard to the number of studies

published presenting significant differences in favor of

experimental groups as contrasted to the numk..r of published

studies showing no differences or differences in favor of the

control group. This obcervation has been made previously by

many persons, both in and out of educational research. The cause

of this situation has, however, not been fully explored.

Editorial policies, reluctance to report non-significant results,

and other factors may be causative. Regardless of the cause,

such a situation presents limitations if one anticipates using

the published literature as a source of data in examining
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possible factors other than planned independent variables which

might explain significant or nonsignificant differences between

experimental and control groups.

Several comments seem appropriate with regard to the more

specific findings reported in the results chapter for the

literature analysis. The comments presented below relate to

the three general questions investigated as part of this phase

of the total project.

One of the major findings of the literature analysis was

that there is definitely a lack of agreement regarding the

nature of the Hawthorne effect concept. This is evidenced by

the several definitions and/or interpretations of the Hawthorne

effect cited in that section of the results dealing with

definitions and suggested controls. This situation is very

analagous to a situation described by Anthony (3 ) relative to

topics which might be included under the role of operations

researchers.

...the flitting around from topic to topic makes it

impossible to find a unifying concept that will serve

to delineate the area so that it can be distinguished

from other areas. Lacking such a concept, operations

researchers are at best Edisons - geniuses in their

own rights, but not pointing the way toward future

development - as contrasted with Faradays, who develop

a conceptual scheme that stimulates further progress.

(30 P. 91 ) .

An attempt was made early in this paper to develop a

conceptualization which might provide a focus for further work

in this area, it may turn out in the long run to be a truly

inappropriate approach. On the other hand, turning to the

literature to find a conceptualization of the Hawthorne effect

upon which there is agreement appears not to be a fruitful

approach at least as based upon the definitions presented in

this report.

The problem of ascertaining meanings and definitions of

the concept was complicated by the fact that the concept

generally is not indexed in any systematic manner so that it

can be easily located. Many of the definitions, as well as

suggested And detected control procedures, were discovered by

accident upon reviewing a completed study or in a discussion of

experimental procedures. This fugitive nature of the concept

made the task of securing definitions, meanings, or

interpretations of the concept a much more difficult task than

108



was originally anticipated. On view of this situation, the
suggestion is made that the term "Hawthorne effect" become a
major retrieval term within the ERiC system of the U. S. Office
of Education. Should this be done, perhaps other researchers
can, in subsequent years, probably derive a larger sample of
meanings and thus develop a more meaningful and useful concept.

One of the main questions investigated was efficacy of the
suggested and actual control procedures used by persons who
indicated some awareness of the Hawthorne effect problem. It

is recognized at the start that the results presented here are
restrictive in the sense that the control categories used in
the review of such procedures were but one method of grouping.
Another point of view might have approached the categorization
of control methods into those that operated from the general
basic design of the experiment and those that introduced
procedural activities specifically formulated to control for
the Hawthorne effect. Studies included in the first group
would be those using a control-control group in some manner and
those where both groups were told that they were the experimental
group or both told they were the control group. The distinction
between the above is that in all these cases the control was
executed through the fundamental reorganization of the
experiment and applied at the subject level as opposed to
application at the teacher level.

Within the sample of studies examined:, the employment of
a control-contro/ group provided n opportunity to derive from
measurement an indication of the effectiveness of the control
whereas the remainder had no such opportunity because of a lack
of a baseline measure. The second sample of studies that
instituted specific procedural activities arising from the
unique conditions of their study also had no opportunity
through measurement to determine whether the control functioned
as assumed. The point being made here is that even though such
control methods were employedo the investigators did not attempt
to study the effectiveness of the procedures used. The failure
of the researcher to take such ar action should not be interpreted
as a weakness of the study. The presentation of data relative
to the effectiveness of control methods employed would have made
the task of determining the efficiency of the method in the
present investigation a much easier task.

A question might be rnskedo What has the above analysis
revealed to persons interested in controlling for the Hawthorne
effect? One major point is that there should not be a simple
reliance on the strength of assumption alone that any control
method employed is functioning. More empirical evidence is
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needed to support a researcher's position that the employed

control procedure is working.

The value of the use of a control-control group has been

clearly demonstrated by those investigators whose studies were

included in the results section. The direction of attention to

procedural activities specified for each study, while not

quantitatively reassuring when used alone, cannot be denied a

distinct necessity in careful research. Some examples of the

kinds of consideration made in studies with a variety of

structures included in this analysis suggest factors to be

aware of in future studies0 it would seem that a combination

of the use of a control-control group and the introduction of

activities to equalize the influence of the experimental

situation between the experimental and control groups is

perhaps the most comprehensive approach possible, at least as

indicated by the results reported with regard to actual control

procedures used in completed research studies.

A discussion of attempts to establish reliable procedures

for controlling the Hawthorne effect clearly exposes the

circularity of the problem and makes generalizations from the

results presented above unreliable for several reasons. One

major limitation is the multitude of sites where the Hawthorne

effect might operate in the most meticulously designed

experiment0 its imprecise definition, as noted above, permits

it to exist in various degrees in studies despite calculated

efforts to protect against it. A second major limitation is

the small number of studies found where the investigators were

sufficiently aware of the possibility of profound influences on

their research results that the Hawthorne effect exerts that

they actually preplanned active control for it. Further, the

studies that did include controls for the Hawthorne effect were

so diverse in all variables that evaluation of a portion of each

intimately integrated control system does not reasonably yield

generalizations. Thus, a limited number of examples make it

difficult to derive more definitive rules for effective control

and the lack of definitive rules makes it discouraging for the

investigator to Fftempt control.

Returning to the original question posed about the

relationship between reported results and the method of control

employed, the results presented reveal a composite of an

overwhelming number of both planned and chance events in each

investigation. Any relationship between the clantrol methods

employed and experimental results, which may exist, was not

exposed by the procedures employed in the present investigation.
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That aspect of the literature analysis dealing with the
duration of a study and its relation to results was undertaken
to secure evidence regarding the usefulness of this technique
as control procedure. The general finding reported above was
that the longer studies (more than a year in length) showed a
larger proportion of differences favoring the experimental
group than was the case for shorter time periods. Several
possible explanations for this finding might be advanced.

One is that a Hawthorne effect, if operating, may actually
be cumulative thus increasing differences between experimental
and control groups with time instead of diminishing such
differences.

Another possible explanation is that one school year is not
long enough time for any possible Hawthorne effect to diminish.
This idea would seem to be in accord with the views of Borg and
Lee noted earlier who recommend three to five years as the
period of time in which such effects should wear off. However,
this idea is not indicated by the studies in our sample having
durations over one school year. These studies followed the
same trend as that shown by studies of one school year in
length. The smaller number of shorter st ies showing significant
differences might then be simply due to a lack of sufficient time..
to develop such differences. One weakness of the analysis which
makes it hard to acceOt or reject this explanation was the
relatively small number of experiments lasting more than one
school year,

As noted, the data gathered to answer the question was
limited in terms of the number of studies with extended time
duration. It may be that with increased federal support for
extensive curriculum projects lasting closer to the period of
time suggested by Borg and Lee, additional evidence might be
forthcoming which would provide a more definitive answer than
that obtained in the present investigation.

The results presented with regard to mechanical changes
and study results revealed no distinctive trend which would
support a hypotheses that the results of comparative studies are
related to the mechanistic nature of the experimental and
comparison group settings.

This analysis is limited by the common restriction that
such findings depend to a great extent upon whether or not such
changes can be truly identified from the study report as well
as the validity of the categories established into which the
several changes were classified. Since in many of the studies

111



the number of changes were not clearly specified, many
subjective decisions had to be made with regard to the nature
and type of change introduced. The classification scheme
employed was established both ad hoc and a posteriori. It is

certainly within reason that the original investigators might
not consider the actions that they took during the course of
the investigation to be classifiable as mechanical changes.
It may well have been that many of the activities regarded here
as changes were actually only secondary activities from the
view point of the original investigator.

The results presented are also limited by the fact that
the data presented was derived using a sMall number of studies
selected from the total number of available abstracts. A
decision was made that a sampling From the total pool of
abstracts would provide sufficient evidence to answer the
question. As with any sampling plan, another set of abstracts
might have provided a different set of data leading to a
different finding.

Conclusions

The statement of objectives in Chapter I indicated that the
overall goal of the project was to assemble a body of information
about the Hawthorne effect which might provide a basis for the
subsequent development of a theory to explain the phenomenon as
it relates to educational experimentation. It was not the intent
of the project to either initiate or complete the development of
such a theory. It was anticipated that the total project effort
would provide some degree of information which would allow
educational researchers to make decisions with regard to the
role of the effect in experimental designs during the interim
period until such a theory is developed and tested.

As has been stated by many writers on the decision-making
process, information relative to possible alternatives is a
necessary and prerequisite step to final choice by those having
responsible administrative and managerial positions in a research
situation. This project was oriented to trying to assemble and
organize in some systematic manner the present state of
information with regard to the Hawthorne effect in educational
research so that better decisions might be made. Much has been
written and said about the role of the Hawthorne effect in
educational research but very little effort has been made to
integrate the currently available information. As Anthony has
pointed out with regard to the topics of planning and controlling
in the management context.
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Isolated experiences and discrete bits of knowledge

are not very useful. When organized into some kind

of pattern, however, the pieces often illuminate one

another; the whole becomes greater than the sum of

its parts. The very act of organizing may show that

the framework itself is defective. Nevertheless, the
framework will have served a useful purpose if it
prepares for a better one. (31 p. iii).

The essence of this project was to organize the existent

information about the Hawthorne effect into some type of

framework. It is recognized that in time additional
information will be forthcoming which, without doubt, will

have a substantial influence upon further clarification of the

role of the Hawthorne effect in educational research.

Since the basic purpose of the project was largely to

secure information for subsequent use, conclusions in the
traditional hypothesis testing sense seem inappropriate. Some

specific hypotheses were established and tested, particularly

in the field research phase, but such tests were conducted as

part of the data collection activity relevant to a particular

question or objective and not as general overall hypotheses

for the total project.

The statement of conclusions presented in this section

with regard to the role of the Hawthorne effect in educational

research are qualified by a rather essential point, namely the

conceptualizations and definitions of the term or concept

itself. To conduct an investigation of the phenomenon as
represented by the field research phase of the projece; an

operational definition was developed which focused upon the

subject's awareness of experimental participation as outlined

in the conceptualization provided in Chapter 8. Cocurrent
investigation of the phenomenon as represented by the literature

analysis phase of the project had to accept the definitions or

meanings provided for the term by those researchers discussing

it as documented in Chapter 8V.

As a consequence of the above situation, the information

accumulated with respect to the phenomenon reflects some
diversity rather a consensus of meanings. The questions

established to guide the study required, however, that answers
be presented in a general rather than a specific manner and

employing principally an inductive approach. The conclusions
presented below, therefore, are in the form of general answers
to the questions utilizing evidence and data gathered from the

two separate phases of the project rather than in terms of

specific answers restricted to specific definitions and meanings.
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The validity of such a procedure is perhaps open to question

but this action was taken in view of the stated overall purpose

of the study which was to secure information regarding the

present status of the Hawthorne effect concept in educational

research.

Three general or major questions were stated originally

along with a series of specific questions derived from each of

the major questions. Each major question is presented below

along with its related specific question followed by that data

or evidence which appears to have relevancy in answering the

question. A final statement is then made relative to each

specific question and the general question.

A. Can the Hawthorne effect be identified as the variable

accounting for all or a major portion of the difference or luck

of difference noted between experimental and control alisu in

selected educational research studies?'

A-1. In completed educational research studies of

similar content and approach, are there differences in

relative control and experimental group, achievement

results and study conclusions when varying approaches

have been used la the investigations to control for the

Hawthorne effect.

Data gathered from the literature analysis relevant to this

question leaves the final answer as being somewhat inconclusive.

This answer is made on the basis of the fact that it was

difficult to locate a sufficient number of research studies of

'The question numbered A-2 in the statement of objective in

Chapter I which read, Are there groups of completed educational

research studies which, when taken in combination, have produced

similar results for different methodological approaches when the

common element of the studies has been the construction of the

design. That is, for example, do reading methods studies show

more consistency in results on the basis of whether the adaptation

(i.e., phonics vs. word-sight) is experimental or control than on

the basis of what the experimental method is? is not included in

the statement of conclusions because insufficient evidence was

available to answer the question in terms of its demands. That

is, it was not possible to find studies in which the experimental

design was the same but where there was a reversal of

methodologies of concern as experimental variables and control

variables.
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similar content and approach to provide necessary data and the
absence of any reasonable empirical evidence presented by the
investigator that the control procedures actually employed were
effective in controlling for the effect. The data that was
accumulated with regard to this question, however, does suggest
a tentative answer that one cannot explain differences between
study results on the basis of the procedures employed to
control for the possible presence of the Hawthorne effect. This
tentative answer is suggested primarily on the basis of the fact
that most researchers approved to have worked from an assumptive
basis only that the procedures actually employed to control for
the effect did so rather than from any empirical evidence as to
their effectiveness.

A-2. Can an experimental situation be contrived
within which the results or findings of "methods
studies" will vary as a consequence of the vax in
which the Hawthorne effect is controlled or not
controlled in the experiment?

The evidence relevant to this question is drawn mainly from
the field research phase of the project. Here an attempt was
made to create a traditional classroom type experimental
situation utilizing a series of direct and indirect cues which
were conceived as producing and/or controlling for the Hawthorne
effect.

No significant differences between the several treatment
combinations were observed at the end of two years of the
investigation. Bt should be recognized that attempts to control
for the Hawthorne effect as it is traditionally interpreted were
not E.4,9lied since the aim of the field experiment was to
determine if the effect, defined here as awareness of
experimental participation, could be created within elementary
school students. To the extent students involved in different
combinations of cues revealed differential awareness, one could
state that a control for the Hawthorne effect was established.
At the same time, the data reveal that such awareness was not
related to subsequent achievement by the students0

in view of the results obtained, the answer to this question
would be negative to the degree that special efforts to control
an experimental situation failed to produce substantial
relationships between the awareness of participation and
achievement results.

A-3. Can different results be identified either
through the analysis of sompleted studies or the
construction of an experimental situation on the basis
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of the duration of the fatriment or the mechanistic

nature of the experimental and control group settings?

Data relevant to this question can be derived from both

the field research and literature analysis phases of the project.

The results from the field research phase indicated that

extending the study over a two year period did not produce any

substantial change in achievement gains in the sense that

treatment group differences were modified at the end of two

years as opr ,ted to the end of the first year of the study.
Achievement results at the end of the first year were not
significantly different between the various treatment combinations

of direct and indirect cues.

Data from the literature analysis with regard to the

duration of the study and experimental results revealed a

relationship contrary to what seems to be a logical position

that novelty and similar effects should diminish over time.

The evidence accumulated here indicated that the longer the

study was conducted the more significant differences favorFng

experimental over control groups as contrasted to equality

between the two groups or the control exceeding experimental

group were observed. Such evidence, however, has to be tempered

by the fact that more studies of the first type were reported

in the literature than were studies showing no differences or the

control group exceeding the experimental group for the same time

period.

Evidence from the field research phase contributes little

to the answer but the literature analysis does, it indicates

that the answer to the question inquiring about differences in

study results in terms of the duration of the study would be

negative in the sense that there appeared to be no reduction of

experimental group superiority to control groups over time, but

actually an increase which would be contrary to an expectation

that the Hawthorne effect could be used to account for initial

superiority followed by diminishing of this superiority.

The introduction of mechanical changes in the form of

indirect and direct cues in the field research phase as
represented by a new method, change in teachers, and informing

and not-informing students of their participation appeared to

have no effect upon achievement results as measured by gains in

mathematics achievement over a one and two year span. Some

interactions between the factors introduced were noted but these

appeared to be a function of initial differencc:s between the

participating classroom groups. Based upon the evidence from
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the field research prase of tne project, the answer to that part
of the question esKfrig eboet mechanical changes is largely
negative. Evidence f-om trE literature analysis with regard to
mechanical changes revealed no sign;fIcant pattern of
relationship which woeld permit a statement that the more such
changes were introduced into either experimental or control
groups the more likely there would be a significant difference
between the groups.

The general answer to that part of the question dealing
with mechanical chenges is largely negative in the sense that it
does not appear possible to explein differences between studies
with regard to experimental results on the basis of a variety
of mechanical changes being introduced which might create a
Hawthorne effect.

On the ossis of the answers provided to the series of
specific questions above, it would seem justifiable to state
that the answer to the general Question A would be negative.
lt appears unlikely that one can employ a Hawthorne effect
concept to explain differences or the lack of differences
between experimental 7rid control groups in educational research
studies in so fair as the variebles commonly believed to generate
the effect sucn id;r,ct end rr-ldirect cues, the duration of a

study, and mech,inic2l chaegee introduced in an experiment are
considered to De of seffICert potency to froduce the effect.

tt're coNonent eleme!nts of the so-called Hawthorne
effect be iciend!

seti5cr Awareness of Larticipation in
an experiment s.Afliele-t to create differences in
achievement rsz in control and ex erimental groups?

Data relevent to tHq: que-,:ion is drawn from the field
research oh2se and pa-tieearli t'rom that part of the investiga-
tion dealing witr the possoble reLat!onship between gains in
achievement and aA-,-4-n.-ss of experimental participation. Even

though subjects ;n ..:,elver treatment groups responded
differentiall,' on des'gred to measure awareness of
participation, ti-e ,:t;rg ewareness measures were not
significantly resited to cment, Data from the teacher
interv:ews also prov'des soTe dditionei evidence in the form
of observations that se,/eral studerts recognized something
unusual goi.eg oe, interest was short-lived and
transitory in nit. e: d crus probably had no substantial effect
on performance.
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The evidence accumulated from this activity leads to a

negative answer to the question asking if subject awareness of

experimental participation is sufficient to create differences

between experimental and control groups.

B-2. Are the relationships in question B-1 of

the same direction and magnitude where indirect cues

are used as contrasted with situations aaita direct

cues?

Evidence relative to this question can be derived from the

data on the gain-awareness correlations for each of the several

treatments which involved different combinations of direct and

indirect cues. This evidence reveals no definitive pattern

which would indicate that gain-awareness relationships are of a

similar direction and magnitude within those treatment

combinations having similar direct and/or indirect cues.

Further evidence can be secured from the study of mechanical

changes where an attempt was made to classify the changes as

intentional (direct) or incidental (indirect). In this analysis,

no definitive relationship appeared to exist between either type

of change and experimental results indicating that such changes

appeared to have cue value for the participating subjects.

Based upon this evidence, the answer to this specific question

is negative.

The answer to the general question B, asking if the

component elements of the Hawthorne effect can be identified,

appears on the basis of the answers to questions B-1 and B-2 to

be negative. Awareness appears not to be a useful total

component. Apparently there appears to be other components which

yet need to be identified before the question can be answered

more definitively.

C. From an analysis of questions A and B, can the relative

efficiency and effectiveness of control mechanisms be inferred?

C-1. if no overt or purposeful cues are provided

to the control proup, can the investigator, assume that

the Hawthorne effect is not operating within the control

proup?

Evidence to answer this question is drawn from the field

research phase. If the conceptualization of the Hawthorne effect

proposed in this report has validity, the answer to this question

would have to be in the negative. Measurements of awareness of

experimental participation secured from the control group

(Conventional Mathematics--Regular Teacher--Not Told), while
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lower in magnitude than those from other treatment combinations

as noted both in Chapter i0I and Appendix B, nevertheless was
sufficiently high on the scale of awareness to indicate that

some knowledge of special arrangements was present.

C-2. To what extent are placebo treatments
necessary as control mechanisms?

The evidence available to answer this question comes
principally from the literature analysis phase of the project.
In some of the cited research studies where actual control
procedures were built into the experimental design, such
procedures took the form of providing to the control group
a set of conditions designed to equalize the attention paid
to the experimental group or the novelty effect presumably
created within this group by the introduction of the
experimental variable. Such procedures as were employed,
however, did not appear to be substantiated on the basis of
empirical data that they did serve as intended or were even
perceived by the control group participants as placebo
treatments, The answer to this question appears at the present
time to be inconclusive. To establish an answer, evidence
should be collected which would substantiate the premise that
a treatment designed to function as a placebo did in effect

have this function. No such evidence was accumulated as part
of the present investigation.

C-3. Can extended duration of the pxperiment,
be used as self-control for the Hawthorne effect?

A definitive answer to this question is not possible since
no data or evidence was gathered in either phase of the project
revealing early presence of a Hawthorne effect which in turn
modified by subsequent extension of the experiment. The
correlation between final awareness scores and gains at the
end of the first year of the field research was not substantially
different from that obtained at the end of two years. These

data are limited, however, since the awareness score was
secured at the end of the two year period. They do indicate
that had there beer anf ,iable modification of an early Hawthorne
effect, as herein defined, by extension of the study over a two

year period, then such a procedure might be considered as a

useful technique. A more specific answer to this question is,

however, largely inconclusive based upon the data presently
available.

An answer to the general question C2 inquiring about the

relative effectiveness and efficiency of control mechanisms from
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the evidence providing answers to Questions A and B, would be

principally in the negative. This answer is based upon the

data relating to control procedures actually employed but not

validated on the basis of empirical evidence that they were

effective and the data relating to duration of the study and

the nature and type of mechanical changes, both of which were

shown not to be related to experimental results in a manner

such that one utilize these variables to explain possible

differences between experimental and control groups. it would

appear that at the present time no efficient and effective
control mechanisms for the Hawthorne effect based upon empirical

evidence are identifiable. Until such evidence is secured,
educational researchers will apparently have to continue working

from an assumption that the control procedures they do employ
are effective. 4

The resultd of the present study would appear to indicate,

however, that awareness of experimental participation, at least

on the part of elementary school students, is not the contamin-
ating variable that it has been traditionally assumed. Hence,

extensive efforts to control for this situation may not be
fundamentally necessary. The related literature cited in

Chapter I regarding subject awareness in experimental situations
at the adult levels, as described by Orne and Rosenthal, would

tend to indicate that the above statement might be invalid for

experimental situations at the secondary school and college
levels.

Impl i cat ions

The previous sections of this chapter have presented a
discussion of the results obtained from the two principal phases
of the project along with a series of conclusions in the form

of answers to questions which the data and' evidence secured
during the course of the project seem to support. The purpose

of this section is to set forth what appear to be the principal

implications of the total research effort with regard to the
nature and function of the Hawthorne effect concept in

educational research. Three principal implications appear to
be justifiable in terms of the results and conclusions presented
above.

The first implication is that perhaps much of what has been

written up to the present time about the nature, operation, and

control of the Hawthorne effect in educational research projects

comparing different instructional and curriculum approaches
appears to have been generated largely on the basis of intuition

and logic rather than upon any empirical basis. The present
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investigation would indicate that many of the commonly held
ideas and beliefs about the role of the Hawthorne effect lack
sufficient validity at the present time to warrant their
serious consideration by researchers in the planning and
operational development of their projects as well as in the
interpretation of results. For example, a rather common belief
is that subject awareness of experimental participation will
have a contaminating effect on the project activities in the
sense that such awareness would generate positive results. The
evidence gathered in this project would tend to indicate that
students could be aware of an experimental situation, particularly
at the elementary school level., and still not jeopardize the
results of the study in terms of the independent variables being
investigated. This is not to say that subject awareness might
not jeopardize the results of projects conducted at other higher
levels of education since evidence has been accumulated by
researchers concerned with the social-psychology of experimenta-
tion to indicate that there are facilitative effects at such
levels. The age level at which these latter groups of studies
are conducted would probably be most similar to the age level
at which the original Hawthorne studies were conducted indicating
perhaps that any discussion of the Hawthorne effect have to be
considered in terms of an age variable. in brief, it might appear
that many individwals in education, researchers included, have
taken a phenomena identified as being existent at the adult level
and hypothesized its existence at non-adult levels and controlled
for it but without empirical evidence to substantiate either the
hypothesis or the controls.

Correlated with this implication is that researchers in
the past have te,nded to assum e. that the introduction into an
experimental situation of a w,de variety of changes, particularly
those associated with an experimental independent variable, have
created a novelty, attention, Or enthusiasm condition which
results in a posit:ve effect upon the results of the study. The

present investigation would )ndicate that such a concern need
not be os4eremphasized since the evidence presented here indicated
that no meaningful relationship was established between number
and types of ck:nges and experimental results. If the

relationship presented hre does have validity, it vnuld suggest
that researchtirs could feel free to introduce with the independent
variable as many changes as seemed desirable and feel that the
results would be jeordized.

Concurrent lso with this same implication is a common belief
that if a Hawthorne effect is cmated it appears early in the
experiment and therefors extending the study for a longer period
of time would tend to minimize or even eliminate any such effect.



The results presented here indicate that this suggestion does
not appear to be a valid technique or procedure since no
reasonable evidence was gathered that there were not more
significant differences between experimental and control
groups in the results of short run studies as contrasted to
studies conducted over a longer period of time. in fact, the
reverse situation seems to hold0

in addition to the above, the present investigation also
suggests that in those cases where researchers have indicated
a general awareness of the Hawthorne effect problem some rather
elaborate control procedures have been adopted which reflect
or involve a rather large amount of effort on the part of the
research project staff and/or the participants. Such efforts
often include, for example, a rather extensive training program
designed to make sure that teachers in a control group are
given equal treatment to the experimental group teachers so
that the Hawthorne effect is equalized. The present study
would indicate that any such efforts have been initiated largely
on the basis of an assumption that such treatments are necessary
for equalization purposes, and that they are effective. The
present study was unable to ascertain that such assumptions can
be substantiated through empirical evidence.

The employment of such procedures tends to indicate further
that researchers seem to expect that when they carry out a
research investigation the Hawthorne effect is going to operate,
and therefore need to control for it. To suggest that they do
otherwise or not even be concerned with its possible presence
would almost seem to be unscientific. Any researcher who has
been well trained in the scientific method would be concerned
with possible sources of uncontrolled variation. The situation
here might be somewhat analogous to believing the existence of
a particular type of effect to be encountered in a space flight2
on an intuitive basis and then developing elaborate control
procedures with no empirical evidence to establish the presence
of the assumed effect. Continued operation of space projects
on this basis would lead to such project engineers as being
called unscientific,, it is more likely that research would be
conducted to justify the existence of the assumed effect, and
if found to exist, then there would be need to develop elaborate
controls. This thought leads to what appears to be a second
major implication of the findings from the present study.

2The early ideas about the possible consequences of
" crashing the sound barrier" by aircraft would be a similar
situation,

V
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The second major implication is that the Hawthorne effect
appears to have been placed in the position of being guilty with
efforts then directed to prove its innocence. Such a situation
is not only contrary to the spirit of constitutional law but is
also contrary to the nature of science. It is quite possible
that the rather frequent negative answers to the questions
raised in the present study could indicate that the Hawthorne
effect does not exist in as an operationally definable construct.
That is, a construct may have been established but which is not
producible'or measurable in any meaningful operational way. If

this situation is true; the implication is that any concerns
about the effect at the present time could be disregarded by
researchers in their creation of research projects and in
interpreting the results.

Another idea closely related to the above is that perhaps
the Hawthorne effect might best be considered as a random
variable associated with individual subjects as opposed to
groups. It may be that individual subject behavior operates
in such a manner that any subsequent effc.ct on experimental
results appears to be operationally spread over all treatment
conditions. It has not been specifically stated but researchers
seem to have acted as if the Hawthorne effect is a group,
phenomenon. The assumption here is that all the members of an
experimental group, because of their participation, exhibit a
similar degree of Henthusiasm.n If so, then perhaps the point
made by Miles as cited in Chapter I would have validity. He

pointed out that defining the Hawthorne effect in terms of
awareness of experimental participation by individual subjects
was an inappropriate approach for the present investigation.
He further suggested that changes in the social sub-system in
which the experiment is placed should be the focus. The
present study did focus on individual awareness and not upon
the social sub-system in which the experiment was contained.
Here again, however, is the suggestion noted earlier that adult
interactions within a social sub-system have an impact upon the
results of production, and therefore, such a condition would
exist in other less sophisticated or non-adult social systems
in which experiments are placed. Statements of this type lead
to what appears to be a third implication which is developed in
the form of a recommendation for further research.

The third implication relates to an observation made during
the course of the project and reported in Chapter IV that was a
lack of agreement with regard to the meaning or definition of
the Hawthorne effect among educational researchers. It would
appear from this situation that a rather strong implication of
the present research would be that educational researchers should
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devote some time and energy to arriving at an operational
definition of the Hawthorne effect which has sufficient focus
and delimitation that research studies could be conducted to
determine its precise role in an experimental situation.
Control procedures and/or techniques for partialing out the
results of such a phenomenon in the analysis of research
investigations could then be developed.

Some progress is being made with this type of research as
represented by the work of individuals engaged in investigating
the social psychology of experimentation. As appears to be
true in many areas of eduction, the needed research on a vital
topic is coming from what might be called non-education fields.
In this case, the evidence is coming largely from the fields of
psychology and sociology. If educational researchers sincerely
believe, and the principal investigator believes they do, that
the Hawthorne effect is a variable causing them great concern
in the conduct of their research, it would seem any time and
energy be devoted to securing valid and reliable evidence with
regard to the concept would be justifiable.

The present investigation represents only a start on the
above topic and, without doubt, suffers from many limitations.
It may produce controversy or it may be ignored. Regardless
of what reaction appears, it is hoped that the publication of
the study will prompt other researchers to initiate further
studies of the problem so that concerns about the Hawthorne
effect in educational research do not operate solely on an
intuitive and assumptive basis which, up to the present time,
appears to have been largely the way that the phenomenon has
been handled.
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Chapter VII

Summary

The Problem

The Hawthorne effect has been the subject of much discussion
in the area of experimental educational research even since the
phenomenon was observed, discussed, and reported in the Western
Electric Company studles on the relationship between work
efficiency and illumination. One of the general findings of
this research was that the worker production tended to increase
over time regardless of the nature and type of changes in
illumination that were introduced into the work environment.
After consideration of other possible causes, the consequent
production increase wr9s said to be caused by the fact that the
workers felt they wer the objects of special attention from
management and this condition motivated them to produce more
than might be noymally expected.

This same basic idea, of special attention has been often
cited to explain the results of many research studies conducted
in the field of education to 6.termine if a new teaching method
or curricular improvement mig;It ba superior to an existing,
on-going, or current patterns of teaching or curriculum. Many
researchers have explOnad the presence of significant
superiority of the new over the old method, or even the lack
of such differences, as being due to the possible operation of
the phenomenon which h besn reNrred to as the Hawthorne effect.
The superiority of the In6w procedure over the on-going is said
to be a result of the subject's perception that he is the object
of special attention and/or the novelty created by a change from
the current classroom situation.

Even though tha Hawthorne effect has been often utilized
to explain such differstntial results, there is a lack of
information about the precise.nture ..lind operation of the
phenomenon as it relates to experimental designs in educational
research.

The general objective of the present study was to build up
a body of information about the Hawthorne effect which would
provide a basis for the subsequent development of a theory to
explain the effect, drder this general objective, the work of
the project was direc ed to securing &ta and evidence to provide
answers for three general questions each of which had a
correlative series of more specJic questions. The three general
questions were (A) r.:an the Hawthorne effect be identified as the
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variable accounting for or a major portion of the difference

or lack of difference noted between experimental and control

groups in selected educational researcn studies? (B) Can the

component elements of the so-called Hawthorne effect be

identified? and (C) From analysis of A and B above, can the
relative efficiency and effectiveness of control mechanisms be

inferred?

Procedure

The methods of inquiry employed to secure the necessary
data and evidence to answer the above series of questions
consisted of two principal operations, a field research and a
literature analysis phase.

The field research phase consisted of developing a
factorial experimental design which could be considered as
being representative of traditional types of comparative method
research studies in the field of education. The principal

purpose of the experimental situation was to study the role of

one direct and two indirect cues as independent variables on a

dependent variable of subsequent student achievement. The

direct cue consisted of information provided to elementary
school students that they were in an experiment. The indirect

cues consisted of the introduction of both a new curriculum in
the form of the SMSG mathematics and the introduction of a
different teacher for the mathematics period of instruction.
Each of the independent variables or experimental factors had
two levelsg S1S0 and Conventional mathematics, regular and
different teacher, and told and not told of experimental
participation. Under this design, 8 defferent combinations
were established and randomly assigned to 16 elementary school
classroom groups (2 classes per treatment) selected from the
Columbus, Ohio Oubrc School System. The field research was
conducted over a two year period using fourth grade students
initially and continuing on with the same students during the
fifth grade. The purpose of conducting the study over the two
year period was to secure data evidence regarding the oft made

suggestion that extending a study is a possible control technique
for the Hawthorne effect.

Gains in mathematics achievement at the end of one year and
the two year period were used as tne principal criterion measures.
A paper-pencil inventory to secure an assessment of student
awareness of participation in the experimental situation was

developed during the ca.rse of the field research and
administered at the end of the experimental phase.

1
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Measures of awareness were correlated with subsequent gains
in achievement at the end of one year and over the two year
period to see what relationship might exist. An analysis was
also made of the differences between mathematics achievement
for the several treatment combinations at the end of one and
two year periods to study the suggestion of extending study
duration as a control technique.

The literature analysis phase of the project consisted of
establishing a sample of abstracted published research studies
wl-ich compared a new to a traditional or on-going pattern of
instruction or curriculum in order to determine if the Hawthorne
effect could be used to explain possible differences in results
between such studies as well as to examine the efficiency of
various control procedures employed by the investigators. The
literature analysis was concerned also with securing data and
evidence to answer questions about possible relationship between
(a) study results and the nature and number of mechanical
changes introduced into the experimental situation, and (b) the
duration of time a study was conducted.

The data for this part of the study consisted of approxi-
mately 350 completed research studies selected from professional
journals, final reports of funded research projects, and similar
sources on the basis of criteria established for relevance of
the report to the purposes of the present study. The research
reports abstracted were drawn largely from the decade'1953 to
1963 but studies outside of this period were included if
considered appropriate.

Results

The specific results or findings of the study are presented
below in two sections with the data and evidence from each phase
being used subsequently to answer the several general and
specific questions which, although presented as answers to
questions, can be considered as conclusions of the study.

The data from the field research phase of the project
provided the following results:

1. No significant differences were noted with regard to
the influence of the main effects, as represented by the direct
and indirect cues, on student gains in mathematics either at
the end of the first, second, or both years of the study. Some

significant interactions were noted at the end of both one and
two years of the study but such interactions were considered to
be attributable to initial differences between the classroom
groups to which the treatment combinations were assigned.
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2, No significant relationships were observed between

measured awareness of participation in an experimental situation

and gains in mathematics achievement at the end of the first,

second, and full two year period.

3. No significant differences were obtained between

achievement at the end of one year as contrasted to achievement

obtained at the end of the full two years of the study.

The data from the literature analysis phase of the study

provided the following results:

1, Individuals writing about the Hawthorne effect concept

were not in agreement upon the meaning or definition of the

concept, Consequently, they varied with regard to suggested

control procedures for the effect and who should be the

recipients, teachers or students, of the controls suggested.

2. The actual control procedures employed by researchers

who indicated some awareness of the effect did not appear to

be related to experimental results in any systematic way that

would permit a statement to be made with regard to the

effectiveness of the several control procedures employed or the

ability to differentiate between similar studies presenting

different results.

3. Both actual and suggested control procedures appeared

to be justified on an intuitive or logical basis rather than

upon any empirical evidence that such procedures did in fact

control for the presence or operation of the effect, regardless

of the definition or meaning given to the concept by the

researcher.

4 The analysis of experimental study results as related

to the duration of a iHm st.10 conducted indicated that

studies conducted over a period of one or more years showed a

greater proportion of differences in favor of the experimental

group than was the cac! For /esults showing experimental equal

or less than the control during the same time period. A

similar result was observed for studies conducted over shorter

durations of time.

5. The analysis of the nature and number of mechanical

changes introduced into an experimental situation in relation

to experimental results revealed that no differentiation could

be made between study results by noting the degree of changes

introduced.
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Conclusions

Based upon the data and evidence obtained from the two

major activities of the project leading to the results presented

above, answers to the three general questions were established

as follows:

1. On the basis Of the answers provided to the series of

specific questions, it would seem justifiable to state that the

answer to general Question A would be negative. It appears

unlikely that one can employ a Hawthorne effect concept to

explain differences or the lack of differences between

experimental and control groups in educational research studies

in so far as the variables commonly believed to generate the

effect such as direct and indirect cues, the duration of a

study, and mechanical changes introduced in an experiment are

considered to be of sufficient potency to produce the effect.

2. The answer to the general Question B, asking if the

component elements of the Hawthorne effect can be identified,

appears on the basis of the answers to the specific questions

to be negative. Awareness appears not to be a useful total

component. Apparently there appears to be other components

which yet need to be identified before the question can be

answered more definitively.

3. An answer to the general Question C, inquiring about

the relative effectiveness and efficiency of control mechanisms

from the evidence providing answers to Questions A and B, would

be principally in the negative. This answer is based upon the

data relating to control procedures actually employed but not

validated on the basis of empirical evidence that they were

effective and the data relating to duration of the study and

the nature and type of mechanical changes, both of which were

shown not to be related to experimental results in a manner

such that one utilize these variables to explain possible

differences between experimental and control groups. It would

appear that at the present time no efficient and effective

control mechanisms for the Hawthorne effect based upon empirical

evidence are identifiable. Until such evidence is secured,

educational researchers will apparently have to continue working

from an assumption that the control procedures they do employ

are effective.

Implications_

Three implications of the research reported herein appear

to be derivable from the questions investigated, the data and

evidence collected, the results obtained, and the conclusions

drawn.
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1. Researchers have established the Hawthorne effect as a
variable contaminating study results when there is very little

evidence or information that the effect has been operationally
defined in a manner such that its role in conparative educational

studies can be firmly established, in essence, the Hawthorne
effect concept is being put in the position of being guilty
(i.e., operational) with efforts then being directed to establish
its innocence rather than being considered as innocent (i.e.,

nonoperational) until its guilt has been established.

2. The control procedures suggested and actually employed
for those situations where researchers appear to be aware of the
effect appear to have been established on the basis of intuition
and logical biases rather than upon empirical evidence.
Consequently, no valid generalizations can be made about the
effectiveness of various control procedures.

30 Educational researchers appear to have neglected, as a
fruitful field of inquiry, the area of investigation represented
by the Hawthorne effect and its implications for research
methodology. At is suggested that educational researchers
follow the lead established in other behaviorial sciences and
conduct research on the social psychology of classroom
experimental situations in order to provide more meaningful and
useful information and evidence about the role of the Hawthorne
effect in experimental designs in educational research than
exists at present.

LI
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Appendix A

INSTRUCTIONS FOR TEACHERS OF ARITHMETIC CLASSES WHICH

ARE INFORMED AS TO THEIR INVOLVEMENT IN AN

EXPERIMENT
September 2, 1964

in order to best serve the purpose of the Hawthorne effect

field research experiment, it is necessary to describe to you,

the cooperating teacher, specific procedure which you will be

asked to follow as you teach arithmetic throughout the coming

school year.

The fundamental task for the teacher of an "informed"

arithmetic class is to inform the students of their participation

in an experiment. in order to gain initially the students'

interest and cooperation in the experiment, it will be necessary

for you to inform the students during arithmetic class on the

first day of the experiment (Sept, 9, 1964) as to their

participation in the experiment; No less important than this
initial procedure, however, is the need to periodically remind

your class of their participation in the experiment in order

to maintain their initial interest and cooperation. Consequently,

as the teacher of an Rinformedu arithmetic class, you will be

asked, first, to inform your class at the beginning of the school

year, and second, to remind them periodically throughout the

school year of their participation in an experiment.

The major portion of these instructions is concerned with

the methods by which the students are informed, the specific

content of this information, and the schedule which is to be

followed for initially informing and periodically reminding

your students of their participation in an experiment.

In all probability, once you have informed your arithmetic

class about the experiment and aroused their interest, you will

be confronted by individual students seeking more information

about the experiment than you have already given them. Additional

instructions as to the procedure to follow in handling these

situations will also be described in the later section,

Specific Content of Information Presented to "Informed"

Arithmetic Classes

Because of the need for a specific content with regard

to the nature of the information to be given to each

"informed" arithmetic class in the experiment, the essential

points which are to be stressed in the initial information

and the Periodic Reminders are summarized below.

A-1



1

Li

j,4

Following each list of essential points will be found

suggested presentation forms which you may use as guides for

presenting the specific essential points (further information

on the method for presenting these essential points follow

in the next section).

A. Initial Information Content
l. Essential Points:

a. The arithmetic period will be involved in an
experiment.

b. By class discussion, if possible, define and
describe the nature of experiment.

c. Teacher should summarize definition of
II experiment and give examples if possible.

d. Make transition between discussion of experiments
in general to explanation of this particular
experiment.

e. This experiment is set up to evaluate a different
way of learning arithmetic.

f,. Allay possible student anxiety that arithmetic
will be more difficult because of participation
in the experiment.

g. Express the need for each student's cooperation.

h. Explain that Periodic Reminders will be given to
remind students of experimental participation.

2. Suggested Presentation Form:

hi our arithmetic period (class) this year we
will be taking part in an experiment. Who can tell

us what an experiment is?

(At this point lead class discussion toward a
definition and description of "experiment." Summarize

class responses, if any, with this suggested
definition: "An experiment is an attempt by a
scientist to prove or disprove something which is
unknown or uncertain at the present time." Expand

on this definition and/or give examples at your

own discretion,)

11-0s year we are going to participate in an

experiment like the one (those) we have been talking

about,

The experiment of which we are a part is set up

to discover the value of a different way of learning
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arithmetic. (It is much like the experiment your
arithmetic class participated in last year.)
Because we are taking part in an experiment, our
learning arithmetic should be no harder than it
has been for you in the past.

It is hoped that you will all cooperate with
the experiment and learn as much as you can about
arithmetic this year. Because some of you may
sometimes forget that we are involved in an
experiment, I will remind you now and then.

B. Periodic Reminder Content
1. Essential Points:

a. Remind students of participation in an experiment.
b. Experiment is set up to evaluate a different way

of learning arithmetic.
c. Allay possible anxiety concerning increased

difficulty in arithmetic because of experimental
participation.

d. Re-emphasize need for cooperation.

2. Suggested Presentation Form:

In case some of you may have forgotten, I would

like to remind all of you (again) that we are taking
part in an experiment. Remember that the purpose
of the experiment is to discover the value of a
different way of learning arithmetic.

Remember, too, that our learning arithmetic
should be no harder than it would be if we were
not taking part in an experiment, and that your
cooperation is needed to discover the value of

the new way of learning arithmetic.

II, Method of Presenting Information to the "Informed" Arithmetic

Class

The nature of this experiment and the requirement that

each of the essential points listed in the previous section

must be included in the information given to your class
necessarily limits the methods of presentation you may use.

The one presentation method which we feel would give you

the most latitude in personal expression and most natural
delivery, yet would ensure the inclusion of all essential
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points in your presentation, is to Raraphrase the
presentation form examples described in the preceding

section. It is essential to the success of this aspect
of the experiment that, in paraphrasing the preceding

example forms, you maintain the order of essential

points as they are listed.

Schedules for Presenting Information to the "Informed"

Arithmetic Class

A. Initial Information Presentation Schedule

The Initial Information concerning the
arithmetic period's involvement in an experiment will

be presented at the beginning of arithmetic period on

the first day in the second year of the Hawthorne

effect field research experiment, September 9, 1964.

B. Periodic Reminder Presentation Schedule

The Periodic Reminders will be scheduled or
presentation during arithmetic period on a basis

of once during the third week and once during the

sixth week of every grading period during the school

year. The choice of the specific day of the week

on which the Periodic Reminder will be presented is

at your own discretion.

In the event that an arithmetic test (a "test"

in this sense meaning one which covers a chapter

or more of work) is planned during the third or

sixth week of a grading period, you should present

the scheduled Periodic Reminder during arithmetic

class on the day 212E2ilina the day of the test.

At the beginning of arithmetic period on the

first day of school after Thanksgiving, Christmas,

and Easter vacations, a Periodic Reminder should

be presented. In the event that a "regular"
Periodic Reminder is scheduled for presentation

during the week immediately following the end of

any of these vacation periods, this "special"
reminder presentation is to be ignored. (A check

of Appendix A, the calendar schedule for presentation

of the Initial Information and Periodic Reminders,

will allow you to forsee the possible use of "special"

reminders.)
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V. General Procedure to Follow in the Event of Individual

Student questions Concerning the Experiment

In the event that you are questioned by your students as

to aspects of the experiment more specific than those which

have previously been mentioned in the Initial Information

and Periodic Reminders, your answer to whatever question may

be asked must be within the limits of the information to

which your students have already been exposed. In other

words, any responses you may give to students° questions

concerning the experiment should not involve any information

which could possibly affect adversely the results of the

Hawthorne effect field research experiment.

Following are examples of questions which, because of

students'natural interest and curiosity, we feel you may

be confronted with. In all probability there will be many

other questions asked of you concerning the experiment, but

the answers which are given here we hope will serve as

guidelines to orient your responses to additional questions

which arise.

1. In the particular schools where two teachers

exchange classrooms to teach arithmetic, the

question may arise, directed to the "different"

teacher, "Why are you teaching us arithmetic

instead of our regular teacher, Mrs. X?" A

similar question may be asked of the classes°

regular teacher, as "Why is Miss Y teaching us

arithmetic instead of you?"

In both situations, the teacher's answer should

inform the student that the teachers exchanging

classrooms is simply a part of the experiment.

2. In those classrooms which will be using the SMSG

arithmetic books, the question may arise, "Why

are we using a new arithmetic book?"

in reply to this type of question, the teacher

should inform the student that the new textbook

is the means la which the different wa of

learning arithmetic will be accomplished.

3. Some students may be curious as to, "What other

schools are participating in the experiment?"
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Your answer is simply, "I don't know." Do not

confirm or deny the participation of schools
suggested by the students.

V. Experimental loa

From time to time during the school year a student may
say something which could contribute to the experiment n a

way that standardized tests do not measure.

i.e. "My cousin at Clinton School is using the same

'new' textbook we are."

Please keep a record of such events in writing and pass
them along to the Associate in Mathematics during his
regular visits.



1964-65 CALENDAR SCHEDULE FOR PRESENTATION OF

THE INITIAL INFORMATION AND PERIODIC REMINDERS

1. Date for Presentation of Initial Information:

September 9, 1964

2. Dates for Presentation of Periodic Reminders:

a. Week of September 28, 1964

b. Week of October 19, 1964

c. Week of November 9, 1964

d. Week of November 30, 1964

e. Week of December 20, 1964

f. Week of January 42 1965

g. Week of January 25, 1965
h. Week of February 15, 1965

i. Week of March 8, 1965
j. Week of March 29, 1965
k. Week of April 19, 1965

3. Dates for Presentation of "Special" Periodic Reminders:

This year they coincide with a schedule for cueing

every three weeks,
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INSTRUCTIONS TO TEACHERS OF ARITHMETIC CLASSES NOT

[1

INFORMED AS TO PARTICIPATION IN AN EXPERIMENT
September 2, 1964

fl
Because of the remote possibility (we hope) that one or

LI more of your students may in some manner suspect that they are
involved in an experiment, it is necessary that you be
forewarned and advised as to the response which you should
give to questions concerning participation in an experiment.

If any student questions you, directly or indirectly,

1.1

as to the involvement of your arithmetic class in an experiment,
your answer is to be an unequivocal NO.

[1 adversely affect the results of
Asa answer other than firmly negative may in some manner

the Hawthorne effect field
research experiment.

In the event an inquiry is made concerning the visits of
the Associate in Mathematics, your response should be in line
with the concept of his visiting your classroom regularly in

fl
Fl

order to give him a better idea as to how elementary school
children learn arithmetic. His role in the classroom from the
student's point of view should be much the same as a student
teacher present for observation only.

Li
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Appendix B

Development of the Awareness Onventortl

One of the major objectives of the investigation was to

ascertain the nature of a possible relationship existing between

awareness of participation in an experimental situation and

subsequent gains in arithmetic achievement. The substantiative

hypothesis to be tested was that there would be a positive

relationship between such gains and awareness of experimental

participation. To test this hypothesis, it was necessary to

secure from each subject some assessment of awareness of

participation in an experiment. The purpose of this appendix

is to describe the proceaure employed to develop the instrumen-

tation which provided a quantified statement of the knowledge

of participation.

Definition of Awareness. The first step was to establish

an operational definition of "awareness of experimental

participation" consistent with the concept presented in Chapter I.

For purposes of this investigation, such awareness was defined

as the student's self-disclosure that he had been involved in an

experimental situation. By self-disclosure; it was meant that

the subject was not directly informed by some person that he was2

or had been, participating in an experiment but rather that the

student came to this conclusion by means of his own discovery,

In this study a further qualification was needed in view of the

nature of the direct and indirect cues described in Chapter II,

The direct cue of telling the subject would obviously be

responded to positively by those receiving such cues but would

not indicate the extent to which the student perceived his

participation based upon other indirect cues presented to him.

This latter aspect of awareness is considered by many persons to

be an essential factor of the presence or absence of the

Hawthorne effect in educational research projects Consequently,

it was decided to focus upon the measurement of the student's

self-disclosure as a function of the two indirect cues used as

independent variables in the experimental design. The first

variable was the use of a new or different text for arithmetic.

The second was the presence or absence of the regular classroom

teacher for arithmetic instruction

1 The development of the oral structive approach was

undertaken largely by Jo Ann Adrion and Fred Lawrence while

the final instrumentation was developed by Herbert Muktarian

The contribution of these persons is gratefully acknowledged

by the principal investigator,
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Pilot Studies

A survey of the literature reviewed briefly in Chapter 1

on awareness in experimental investigations revealed that the
oral interview of subjects subsequent to the experimental
situations was the most common technique employed to assess
awareness. Although no firm conclusion exists based upon the
studies reviewed as to the value of the oral interview approach
to assess awareness, a decision was made to pursue the use of
such a technique as a means of assessing the subjects awareness
of participation in the experimental setting. The problem was
made still more difficult due to the lack of any published
research that subjects on the age-grade level used in this
study could adequately verbalize their awareness even if it did
exist. The several studies reviewed in Chapter 1 were conducted
generally on subjects of college age level and hence are of
questionable value in predicting whether or not elementary
school studies could make self-reports on experimental
participation.

Having decided to use the oral interview technique, it
was felt opportune to conduct a series of pilot studies on
students comparable to those used in the experimental situation
to determine (a) the adequacy of verbalization of fifth graders
in an interview situation, (b) their conceptualization of an
experiment, (c) the number and type of question needed in order
to permit the subject to disclose he was in an experiment, and
(d) if the subject's responses could be scaled to indicate
degree of experimental awareness.

Verbalization. The pilot study on verbalization was
undertaken at small (enrollment 540 students) middle class
elementary school within the Columbus public_school system.
This school had in operation several teacher-planned innovations
but no formal methods experiments were in process at the time
of the study. A list of questions was prepared for this study
as given below.

kiestion Set 1 - Sampling for Verbal Ability Level of Fifth
Grade Pupils.

1. At what grade did you start at
2. What was your favorite grade? Why?
3. What are your two most favorite subjects in school?
4. (a) Do you like arithmetic? Why?

or
(b) Why is arithmetic one of your favorites?
What is an experiment? i.e. What does the word experiment
mean to you?
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6. What kind of people do experiments?
7. Why do they experiment?
8. Have you ever been part of an experiment? Tell me about it.

9. Do you think that your arithmetic class is part of an
experiment? Why? or Why not?

The subjects were six fifth grade students and consisted of a
boy and girl from each third of the IQ range of all fifth grade
students in order to look for possible verbalization differences
by sex and mental ability. The interviews were conducted
individually with the responses tape recorded. The subjects
were told that the purpose of the interview was to find out
what they thought about the school.

A subjective analysis of the transcribed tapes indicated
that the verbal ability of the students was sufficient to make
an interview technique feasible. The vocabulary seemed extensive
enough to express thoughts although at times the logical sequence
of statements was transposed. It was also found with this
particular group of subjects that it was not possible to elicit
responses that they were participants in an experiment or if they

were not. Two general observations were (1) that the presence
of the tape recorder did not seem to be perceived by the students
as unusual procedure since all had used one during reading class

as a teaching aid for self-evaluation, and (2) the student's
first response to the word "experiment" unanimously involved
either a physical science or medical interpretation. On the

basis of these results it was recommended that the interviews be
expanded to include alternate questions for clarification and
additional questions should be devised to provide a greater
volume of responses for more reliable evaluation of student
responses.

Number and Type of Questions. The second pilot study
was conducted to derive additional guidelines with regard to
developing the awareness instrument. First, as a preliminary
measure prefacing the validation of the interview questions.
Hopefully, this,group of interviews would produce gross
indications as to the appropriateness of the questions for an
actual experimental group. Second, to further increase the
sample of responses indicating verbal ability level of upper-
grade elementary school children. Third, introducing the
variable of experimentation it would be possible to allow for
a comparison of responses to the interview between an
experimental group and control group.

The setting for this pilot study was a small, middle-class
elementary school in a suburban school system outside of
Columbus, This school had in operation a highly publicized,
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administration planned project in team teaching. The project

involved the entire fifth grade and was a modification of the

Trump plan. Major variables employed were large and small

group instruction, changing rooms, and teachers for different

subjects, grouping for individual differences, and team-student

and team-parent conferences on a regular schedule. The project

had received much publicity in the community by television

appearances of the teaching team, newsletters to parents, and

special PTA meetings concerned only with the team-teaching

project.

The subjects were selected as before from all fifth

graders involved in the project. The interviews were conducted

individually with responses tape recorded. The subjects were

told the purpose of the interview was to find out what they

thought of their school. The set of specific questions
developed for this study were as follows:

Question at It - Sampling Verbal Ability of Fifth Grade Pupils

rarticipating in Team-teaching Project.

2. (a)
(b)

I..
(b)

4. (a)

(b)

5. (a)
(b)

6. (a)

(b)

7. (a)

(b)

(a)

(b)

What was your favorite grade?
Why?
How long have you attended this school?

What two subjects are your favorites?
Why?

Do you like arithmetic?
Why?

What is an experiment?
What does the word experiment mean to you?

What kinds of people do experiments?
Do teachers ever experiment with their pupils?

Have you ever been part of an experiment?

Are there any experiments going on in your school?

Do you think that your aritl4etic class is part of

an experiment?
Why?

Are you doing something that will help make the

experiment a success?
What makes an experiment successful?
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Analysis of the students' responses to this set of questions

brought out several points. First, all questions in the

interview had possible cue value, even those included originally

to establish rapport. The questions appeared to vary in their

cue value depending on their position in the interview schedule

as well as differing in cue value through the question itself.

Second, the addition of questions in order to secure clarification

or to encourage elaboration, while increasing the flexibility of

the interview technique, did increase the quantity of responses

but they also tended to decrease the validity of responses

because of an increase in demand characteristics by reinforcing

certain responses, Third, the length of the student's attendance

at the school influenced rhe responses to certain questions on

the interview- Fourth2 even though the subjects were known to

have been continually cued from several sources about the team-

teaching experiment, there were some interviews that elicited no

indication of knowledge of participation in the project.

Scaling Awareness, The third pilot study was designed to

serve two purposes. The first was to elicit responses directly

related to awareness of experimental variables that were of a

nature similar to those manipulated in the field research phase.

The second was to compile a list of general statements from the

responses made to the interviews in order to develop criteria

measures for the evaluation of subject responses to the interviews

of the field research phase of the project. it was anticipated

that the development of the awareness measure would proceed by

categorizing student responses into varying degrees or levels of

awareness as determined by independent judgments0 Numerical

values would then be assigned to each of the categories ranging

from zero fr those students showing no awareness up to a highest

value depenu.og on the number of categories established by the

judges, Such a procedure carried out for each of the experimental

variables in the field research phase would result in criteria

for an awareness measure for each of the changes in method,

teacher, and cueing, Summing the three scores would give each

subject a total awareness score,

The interview used was primarily the same as for the

second pilot student with only minor revisions in questions

necessary to accommodate the specific variables as noted in the

question set below. Schools conducting educational experiments

or innovation projects at the fifth gr-3de level which employed,

singularly or in combination, experimental variables similar to

those manipulated in the present study were located, The "new

method" or arithmetic variable was located at a school in a

small urban community north of Columbus, Ohio, The different

teacher variable was located at two elementary schools in

-;
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Dayton, Ohio. The cuelng variable was located at three
elementary schools in the Columbus system which were not
participating in the field phase of the project,2 The specific
set of questions administered to student samples as before are
given below.

.292ALL212 Set Hi - Awareness of Experimentation at Elementary
Schools Having Treatments of New Mathematics, Different Teacher.
Purpose statement - what elementary pupils think about school.

1. Of all the grades - what was your favorite? Why?
2 In this grade what were your three most favorite subjects?
3. What is an experiment?
4. What kinds of people do experiments? Would you describe

one?

5. Do teachers ever experiment?
6. Do schools ever experiment?
7. Are there any experiments going on in your school?
8. Are you part of this experiment?
90 How do you know you are part of this experiment?
10. What did you do in this experiment?
11. Because you were in the experiment,, did you work harder?

(a) How?
(b) Why?

12. Why do you think they are doing this experiment?
13, (improvise question about success and evaluation of the

experiment within context of response to question 12.)

The spec3fic set of questions for the students involved in
the schools receiving direct cue about participation is given
below.

JILIWIpn .Set II Awareness of Experimentation at Elementary
Schools Where Students Ware Receiving Direct Cues at Three and
Six Week Ontervals or Not st All, Purpose statement - to find
out what students think about school.

2This sample of schools was drawn from a project run
independently of the man project and was conducted by Dr. Lewis
Coon, The students in the schools were given pre- and posttests
in mathematics with one half of the schools being told at
selected intervals that they were in an experiment and the other
half not so told. The purpose was to determine if test
administration plus some form of direct cueing would create
some conditions of awareness, Summary data for this independent
project are available from Dr. Coon.

b-6



Li

Li

Li

1. Of all the grades in which you have been in school, what

was your favorite one? Why?

2. Do you know what an experiment is?
(a) if yes - what is it?
(b) if no - ask about their familiarity with science

experiments in-school.

3. What kinds of people do experiments?
4. Do teachers ever experiment?

(a) if yes - How?
(b) If no - Proceed to #5.

5. Do schools ever experiment?
(a) if yes - How?
(b) If no - Proceed to #6.

6. Are there any experiments going on in this school?

(a) If yes - How do you know?
(b) if no - Are there any changes or differences in school

this year as compared to previous years in school?
1. if yes - What are they?
2. If no - Terminate the interview.

7. Are you part of an experiment?
(a) If yes - How do you know?
(b) If no - Terminate the interview.

8. What did you do in this experiment?
9. Because you were in an experiment did you work any harder

than you have before in school?
(a) 8f yes - How? and then Why?
(b) if no - Proceed to #10.

10. Why do you think this experiment is being done?
11. Do you think what you did in the experiment will have

anything to do with the success of the experiment?
(a) If yes - Why?
(b) If no - Terminate the interview.

The student responses obtained from these three situations

were categorized warately by project staff members3 and a

numerical scale developed. The resultant scale was used to

3The responses to the new mathematics situation were
analyzed by project staff members already familiar with awareness
instrument development. The responses to the new mathematics
situation were analyzed by project staff members who joined the

project during this period but who were not familiar with the

previous work on scale development and hence could be considered
as naive judges. Responses to the cueing situation were analyzed

by project staff members familiar with prior scale development
procedures.

'
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score all the interviews accumulated during the pilot studies
in order to evaluate the scale's effectiveness in discriminating
levels of awareness

During the process of scoring the responses, several
conditions emerged causing the project staff to consider that
the oral interview approach was becoming impractical for this
particular project for two principal reasons. First, the
amount of time that would be required to interview and score
responses for each of approximately two hundred subjects

involved seemed prohibitive. Second.1 the scaled scoring

procedure developed was not sensitive enough to indicate
anything but a gross measure of being either aware or not
aware of experimental participation. Although refinement
might have been possible, the time necessary to continue with
the scale development was not available relative to the
progress of the field study and the total time left in the

project.

Staff conferences considering these problems lead to a
decision to try another approach. It was decided that the
problems of available development and administration time
and cumbersome scoring might be avoided by developing a paper-
pencil instrument possessing an objective scoring scheme The

interview technique was thus discarded as not feasible for
this project and preiiminary plans for the development of a
paper-pencil instrument were instituted.

Dty_t122ment of the Final Awareness lnstrument
,ssa. eYTIC.MIMMC1 SCUICCJiM1.7.

The basic format of the final scale developed to measure
awareness employed the technique generally known as the method
of summated ratings as developed by Likert (46) and further
described by Edwards (24), This format was selected primarily
because it showed promise of providing maximum information yet
at the same time making minimum demands on the part of the

subject. It was felt maximum information would be generated
if the statements were precise and sensitive enough since the
subjects" ages had to be taken into consideration. Minimum
demands would be p/aced on the subjects since they would be
required to circle only that response which best represents
their reaction to the given statements. U., should be

emphasized, however ? that in adopting this format there was no
implication that awareness was an attitude. The definition of

awareness used for this scale was similar to the one presented

above.
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Item Construction, Once the format decision was made,
attention was given to determining the content of the individual
statements. The words and sentences of each item had to be
familiar and straightforward so as to render little or no
difficulty in reading by the subjects at a third grade level.
The words for the individual statements were, therefore,
selected using the guidelines established by Thorndike and
Lorge (78). Only simple in contrast to compound sentences were
utilized. No assumptions were made regarding who had awareness
and who did not. It was quite possible that "the slow reader"
in the experimental sample had awareness. Therefore, the
subject's reading skill should not prohibit him from expressing
it,

The individual statements were focused on (1) the new
arithmetic text, (2) the different teacher, and (3) classmates
interaction. By so doing, recognition was given to the
possibility that a subject may not have had awareness as a
function of either a new arithmetic book or a different teacher
but rather as a function of fellow classmates. A fourth focus
was awareness in general which meant here awareness as a
function of the interactions of the new arithmetic book, the
different teacher, and classmate interactions. Examples of
individual statements so constructed are presented below.

A. From the arithmetic material we use, it is clear
that we are part of an experiment.

There is something special about our arithmetic
teacher.

My classmates think our class is taking part in an
experiment.

D. Our teacher is teaching us our school work and is also
trying to find out something special about us.

Consideration was given to the fact that the individual
statements must be sensitive in order to measure the variable of

interestLot at the same time, should not themselves generate
awareness. Several neutral items, therefore, were constructed
in an attempt to control for this possible source of error, The

neutral items focused on other subjects such as reading, writing,
spelling, and science. Several items dealing with social
adjustment were subsequently included for this reason as well
as for others as noted below. Several negative statements were
utilized to reduce the likelihood of a subject establishing a
response set. The use of such negative statements was limited
due to the content of the response catSgigln.
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The design of the response categories was predicated by
the dependent variable. It was desired to know to what extent
a given subject had awareness. The initial response categories
developed are shown below with an illustrative example.

"I am part of an experiment during this school year."

I know I suspect I cannot I suspect I know
this is true this is true decide this is not this is not

true true

While the use of the negation "not true" limited the use of
negative statements in order to avoid double negatives it was
felt that such phrasing would be more easily understood than the
word "false" and was therefore employed. According to Thorndike
and Lorge the word "suspect" was determined to be sufficiently
familiar enough to fourth-grade subjects to justify its use.
The response categories were assigned integral rates with "high"
awareness given a rating of 5 and "low" a rating of 1.

A total of 28 items relating to awareness plus a total of
14 neutral items was administered to a sample of approximately
60 fifth-grade subjects for the primary purpose of determining
whether or not the words and sentences creaiA any difficulty.
Results of this study showed that words such as "suspect" or
IIIexperiment" were not too difficult for subjects to understand.
Some subjects tended to contradict themselves with double
negatives, however, thereby indicating some difficulty with them.

In view of the findings on this preliminary trial, the
following response categories were designed.

I know this I suspect this I cannot I suspect this I know this
is true is true decide is false is false

These response categories were considered to be the most
straightforward and suitable for purposes of the study.

Although the above response categories were considered
satisfactory by the project staff, some objection to the use of
the word "suspect" was voiced_by the school system from which
the sample was taken. Although the project staff met and
discussed the problem with local school officials, no precise
reason for the objection was determinable. The project staff
was told, however, that unless an appropriate modification was
made it would not be possible to administer the scale tO the
subjects involved in the experiment. It was decided after
careful consideration of possible alternatives that a suitable
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equivalent of "i suspect..." was "B think...or I am not sure."

The following response categories were therefore employed for

the final instrument.

I know this I think this cannot I think this I know this

is true is true but decide is false but is false

I am not sure I am not sure

Since there was a great deal of interest in determining
whether or not subjects knew they were in an experiment, it

was deemed worthwhile to know what fifth-graders understood by

the word "experiments." Such information would be helpful in
designing statements which included phrases that are used by

the subjects themselves. Such information would also aid in
determining the various meanings the word has for the subjects

and hence assist in eliminating those meanings which were of no

interest to the project. In an interview situation, subjects
were asked "What is an experiment?" Some examples of the

responses are given below.

A. Seeing if something will work (What do you mean?)

Well, in your kind of experiment you are going to see
which method of arithmetic works best, isript it?

B. (Do you think teachers can do experiments?) Yes, on

kids and stuff in the classroom.

C. (How would teachers do experiments?) They try to find

experiment is being done?) To find out how to teach
[1

new ways to teach the kids...or (Why do you think this

the children arithmetic easier and it wouldnut be as

difficult,

D. We had a lot of experiments out of a science book.

E. When you try to find out something like how much water
is in an orange or something.

F, Like when you are in a laboratory or something you
have all kinds of chemicals drop in to see if it will

blow up,

Of the above examples, items A? B and C were considered appropri-

ate responses in terms of the study while examples D, E and F

point out the kind of experiment definition in which the project

staff was not interested. Statements that allow for these other

interpretations were avoided, From the three examples (A, B and
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C2 above) the following statements were designed for inclusion

in the scale:

A. A school is trying to see which method of arithmetic

works best,

B. The school is trying to find new ways to teach children

arithmetic easily,

C. Our school is doing an experiment on us kids in the

classroom.

It was necessary that the items be free from ambiguity, in

order to accomplish this goal, it was necessary that the project

staff think and re-think as fifth-graders. What may appear to

be a perfectly clear statement to the staff often is interpreted

in various ways by subjects at this level, Each item was

examined and re-examined and new ones designed as necessary,

Some items were eliminated,. For example,

A. In responding to the statement, "I am part of an

experiment during the school year." it would be

expected that a subject who had awareness would

respond affirmatively to this statement, However,

if the subject were to understand °experiment" as

in the illustrations D, E and r above:, a subject

who did not have awareness would also affirm it.

The statement was therefore re-structured to read

as follows am part of an expariment in

arithmetic this year '1

The above item Was selected for illustration because it was

felt to have special significance, The project staff considered

it to be a key statement altnough such a decision was made on a

priority grounds. The statement contains the essential of what

we wanted to measurer. The total effort in scale development

centers on asking the same T.gelstion in 43 different ways. An

example of an item eliminated is as follows

A. "There is somethi ,g special about our arithmetic

teacher,' If the subject's ewareness was a function

of his different arithmetic reacher, the response

should be affirmative. A subject who did not have

awareness could also respond positively to this

statement,. For example,, his teacher could be

different because she dressed in an unusual manner.

Such items were eliminated,
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ln addition to the reasons cited earlier, several items
dealing with social adj,astment were mcluded in order to avoid
establishment of a respoise set (i.e., tr.ey demanded a negative

response) and to determine whether or not subject's performance
on this scale was a functional adjustment to the school's

situation, The items used for this part of the scale were
drawn from a standardized personality ihstrument4 designed for
measuring social adjustment at the elementary school level.

A preliminary form of the scale (identified by the project
staff as Form 2 AH) was developed. Pt consisted of 43 items

relating to awareness, 11 neutral items, and 24 items dealing
with social adjustment. This preliminary scale was administered
to a total of 52 subjects drawn at random from four of the eight
treatment combinacions5 in the experiment at a period of time
approximately three months before the end of the experiment or
the administration of the final posttest. The project staff
discussed at some length the desirability of utilizing a small
group of subjects from each of the several treatment conditions
in order to develop a scale which in turr would be used as
subsequent measuring of awareness within these same subjects.
That is, the very act of adminsterin; the pminary tryout
scale to the subjects in tne experirleeit might well create the
very effect in whicr there was inirest0 ln v4w of the absence
of comparable suojects on which to try out ths scale., a
decision to accept this risk on the aasumation that the time
intervening between the t,,yout. and final scale 6grt c:iCnish
any curiously aroaised, it wee '06(1) deccied that it woald de

possible to determine, through a separate analysi9 whether or
not the average awareness scores for those subjects used in the
preliminary tryout would be significantly different from tnose
constituting the belance of the sam0e0

Upon completion of this preliminary administration, a
principal-factor analysis was performed on the data for the 43
awareness items foilowed by a Kaiser Varimox rotation. Of the

total variance, 66 percent was accounted for by this analysis.

4Selected ite.ms drawn from TFe California 7est of
Personality, 1953 Re:a:oa with speCal permission of the pub-
lishers.

51'he specific treatments utilized were (1) Re9ular-Conv-Not
Told, (2) Regular-SMSC-Not Toid, (3) Lifferent-Conv-Not Told,
and (4) Different-SMSO-Not Toid.
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The items with factor loadings of no less than 38 around each

factor were then analyzed. A total of ten factors were

identified. No attempt was made to apply descriptive names to

them. The factor loadings for the 43 awareness items across the

ten factors are presented in Table B-10 it can be observed that

23 awareness items appear in Factor 1. if consideration is

given only to those items with heavy loadings in only one factor,

a matrix such as that shown in B-2 is derived, in this table it

can be observed that 12 of the 28 items appear in Factor 1. It

is also evident that the remaining items are well dispersed

across the other nine factors0 it appeared therefore that the

data reflected a single best factor, namely Factor 10 Each of

the ten factors along with the best characterization of a given

factor is presented below,

Factor 1. This factor reflects personal involvement in

the action described by the statements. The

whole class is involved in this action as well.

Further, it is evident that the action focuses
on the arithmetic material and the arithmetic

teacher. The keg item described earlier appears
in tWs factor and in no other and has the

heaviest factor loading.

Factor 2. A knowledge of experimentaCon by the schools

is indicated with some orientation to arithmetic

and the materials being used. However, personal

involvement in the action described is not
evident.

Factor 30 The school is participating in an experiment,

however, only general action is described

this factor.

Factor /.1. The dominant characteristic rere is the subject's

mindfulness of a special activity taking place,

with some focus on arithmetic. This special

activity is for the most part quite general.

Factor 50 This school is doing an experiment and the
subject sees himself as a part of it but no
specific focus however is indicated.

Factor 6. The subject sees his class as part of an
experiment but this does not make it different

from ordinary classes.
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Factor 7,

Factor 8.

insufficient information did not permit
identification of this factor.

This school has a special interest in
arithmetic and the subject sees a different
teacher as having a vital role in this interest.

Factor 9, This school has a special interest in
arithmetic but the subject may perceive this
as being independent of any experimentation.

Factor 10, This school is doing an experiment in
arithmetic and the subject sees his teacher as
having a part in it.

Of the above ten factors, Factor 1 is the most specific
bringing its essence into sharp focus. Ot focused on the
variable interest, awareness, whereas the other factors were
more general and less definitive,

Using the criteria of (a) factor identification, (b) the
extent to which a given item appeared across factors, and (c) the
factor loading of items in a given factor, a total of 17 items
were selected for inclusion in the final awareness instrument as
described below',

From Table B-I it can also be seen that while items 18, 39,
321 34, and 9 have loadings in Tore than one factor they
nevertheless have substantial loadings in the factor of interest,
and therefore, could be put to good use. Combining these five
items with the 12 items from Table B-2, a total of 17 items was
available to measure the variable of interest, Table 6-3 presents
the final 17 items along with their factor loadings.

The final awareness scale (designated as Form 3 AH)
consisting ofthe 17 awareness items plus 9 neutral items and
24 items of social adjustment arranged in random order was
administered to all subjects (N = 342) in the several treatment
groups within a one-week period after the final posttest was
administered, Because there was even the possibility that the
treatment group receiving no modifications in terms of teacher,
textbook or being informed might possibly have developed some
awareness, it was decided to administer the scale to an
external control at the same level which had not been involved
in the experimental situation. Consequently, three classes
were randomly selected at the fifth-grade level with a total N
of 55 subjects in order to make such comparisons.
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Table B-30--The Final Seventeen Awareness Items with
Their Factor Loadings

Factor Loadin Awareness Item

.7575

.7275

.7097

.6596

.6592

.6239

,6156

.6025

.5830

.5809

.5229

.4820

04545

4491

,4344

.3988

.3646

I am part of an experiment in arithmetic this

year,
Our arithmetic teacher is taking part in an
experiment the school is doing.
Our whole class is part of an experiment in
arithmetic this year.
From the arithmetic material we use it is
clear that we are part of an experiment.
Our arithmetic material is part of an
experiment the school is doing.

Our arithmetic material is different than
ordinary arithmetic material for a very special

reason.
From the way we study arithmetic it is clear
that the school is doing an experiment on us
kids.
We have a different arithmetic teacher for a
very special purpose,
When we study arithmetic it is clear that the
school is doing an experiment on us kids.
Our teacher is taking part in an experiment in
arithmetic this year,
My classmates think our teacher is doing an
experiment on us kids.
My classmates think our whole class is part of

an experiment the sch.00l is doing.
Our class is not an ordinary fifth grade class
since we are part of an experiment the school

is doing:
Our teacher is trying to find out something
about fifth graders for a very special reason.
From the different arithmetic teacher wP have
it is clear that we a.re part of an exper ment.

The school is trying to find out something
special about arithmetic,
When the teacher teaches arithmetic it is clear

that she is doing an experiment on us kids.
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gattatArpoil,

Results and Discussion

Titio types of scores were usexi n anal,y2ing tre data. The

first score was a summation of the ratings assigned by the
subject to the individual 17 statements. The second score was
the mean scale score derived by dividing the smmated score by
the total number of items, Since individual subject scores
were not of interest in the study at this point, the results
are presented in terms of treatment groups, Table B-4 presents
the mean summated in scale scores according to treatment groups.

Table B-4,--Mean Summated and Scaled Awareness Scores

TREATMENT N

MEAN
GjMMATED

SCORES

I

! VARIANCE
MEAN
SCALE
SCORE

Regular-Conv-Told

Regular-Conv-Not Told

Regular-SMSG-Told

Regular-SMK-Not Told

Different-Conv-To1d
1

Different-Conv-Not Told
,

Different-SMSC-Told

Different-SMSC-Not Told

32

49

40

54

41

36

4.8

42

53 J.9

34,04

69,50

54.52

67,98

48.03

;0,15

:/2,74

22T.3!

132,45

96,36

174,85

'52. 7

180,26

77,62

55,i7

3J3

2.00

4,09

i 3,21

4,00

2,83
1

4,13 1

4.28 !

Dt can be observed in this tald treitmenr geoup
having a Different teacher and th SMK ma,telriais but not being
told had both highest mean summated score ad man scale score,
The group having the P.guar tea&PIr wIth the Convntiona

1

materials and Not Told received both the lowest mean sJmmated
score and the lowest mecan score A comveeison of the
mean scale scores for the experimint ntt control group
(Regular-Conv-Not Told) and th,e exteni contro grou mean
scale scores reveald that 076se were vry.

The performance of the, internal control group did not
differ significanW (probabilit'i less thah ,05) from the
external control gcmp or the awareness scale, This finding

Li
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gives further reliability to the performance of the internal
control group.

A simple analysis of variance utilizing the mean summated
scores as criteria measures was made. The results appear in
Table B-5. The F-value was 62.73 which is significant at

Table B-5.--Summary Table for Analysis of Variance

Source
Sum of
Squares d f

Mean
Squares

Treatment 58,565.35 7 8,366.48 62.73**

Error 44,550.32 334 133.38

Total 103,115.67 341 .

greater than the .01 level (7,334 d.f.). To determine which
differences between treatment means were significant, the
Newman-Keuls technique of testing between individual treatment
means as outlined by Winer (81) was employed. The results of
this analysis are presented in Table B-6, A total of 19
significant differences at greater than the .01 level were
obtained. Each of the seven treatment groups had higher
awareness scores significantly different from the control
group. From these results it would appear evident that each
of the variables (Teacher, Method, Cueing) were in themselves
sufficient to generate awareness. Inspection of the results
reveals that there is a slight trend existing which indicates
that being informed directly or working with a special arithmetic
text may be stronger sources of awareness than having a
Different arithmetic teacher. This finding however would have
to be substantiated by further research. Results also indicate
that a combination of the variables generated more awareness
than did any single variable. Similar results were obtained
by Lawrence WO with regard to the last Finding using a less
refined awareness measure coupled with a shorter experimentation
periocL

An examination of the awareness items to which both the
external and internal control groups responded with low
awareness revealed that such items likewise elicited low
awareness responses from the seven treatment groups. Conversely,
items to which the treatment groups responded with high awareness
also elicited high awareness responses from the control groups.
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An example of the latter is the statement "Our school is trying
to see which method of arithmetic works best." To a subject in
either control group, this statewt may very well be true.
Nevertheless, it has nothing to ddwith an experiment in
arithmetic.

As noted above, several items relating to social adjustment
were included as part of the total awareness inventory to
determine if a subject's performance on the awareness scale was
a function of her adjustment to school. Pearson product-moment
coefficients of correlation between awareness item scores and
social adjustment scores were of very low magnitude indicating
that a given subject's performance on the awareness scale was
not a function of his adjustment to the school situation.

In addition to the social adjustment analysis, data were
secured from each subject with regard to mental ability as
measured by the California Test of Mental Liklafity, available
in project files. A correlational analysis indicated that a
subject's awareness was not a function of his intelligence.
From this finding, it can 1:4observed that a subject with low
intelligence can have awareness, The influence that awareness
has on a bright student in contrast to the less able student
would constitute another problem for research.

in summary, it should be emphasized that the nature of this
study was innovative. Should researchers desire to replicate
the work, it is suggested that additional new items be
constructed in the design of a preliminary scale and that this
scale be administered to at least 200 subjects in order to
reduce error before a factor analysis is performed on the data.
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FORM 3AH

DIRECTIONS:

Please respond to ALL statements. Put a circle around ONE
AND ONLY ONE response to each statement.

There is NO RIGHT OR WRONG response. We want your honest
reaction to each and every statement. Circle the response
which best describes your feelings about each statement.

NAME AGE

DATE OF BIRTH MALE FEMALE

GRADE SCHOOL

5/13/65

6-25



1. I am part of an experiment in reading this year06

I know this I think this I cannot think this I know
is true is true but decide is false but this is

I am not sure I am not sure false

2. People are often so unfair that I lose my temper.

3. There is a very special purpose for the way we practice
writing.

4. School work is so hard that I am afraid I will fail.

Sometimes I need something so much that it is all right to
take it.

6. Our arithmetic teacher is taking part in an experiment the
school is doing.

7. Our class is an ordinary fifth grade class.

From the way we study arithmetic it is clear that the
school is doing an experiment on us kids.

9. 1 often make my classmates do things they don't want to.

10. The boys and girls at school like me as well as they should.

11. The school is taking part in an experiment in arithmetic
this year.

12. Our spelling material is different than ordinary spelling
material for a very special reason.

13. The writing material we use has a very special purpose.

14. We have a different arithmetic teacher for a very special
purpose.

15. Our school is trying to see which method of arithmetic
works best.

16. People often act so mean that I have to be nasty to them.

6Since the response terms were the same for all items,
they have been omitted for the sake of brevity.
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17, When the teacher teaches arithmetic it is clear that she
is doing an experiment on us kids.

18, Our school is trying to see if there is a new and better
way of doing arithmetic.

19. I like to scare or push smaller boys and girls.

20. Some of the teachers "have it in for" pupils.

21. It is hard to make people remember how well I can do things.

22. The school is trying to find out something special about
spelling.

23. The boys and girls at school are usually nice to me.

24, When we study arithmetic it is clear that the school is
doing an experiment on us kids.

25. Unfair people have often said that 1 made trouble for them.

26 There is something fishy about the way we practice writing.

27, Someone at home is so mean that I often have to quarrel.

28. I am part of an experiment in arithmetic this year.

29. Our spelling material is part of an experiment the school
is doing.

30. Our school is not doing an experiment on us kids in the
classroom.

31. People often ask me to do such hard or foolish things that
1 won°t do them.

32. I often have to make a "fuss" or "act up" to get what 1

deserve.

33. My schoolmates seem to think that 1 am nice to them.

34. Some of the teachers do not like to be with the boys and
girls.

350 I would like to stay home from school a lot if it were
right to do so,
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36, From the different arithmetic teacher we have it is clear
that we are part of an experiment.

37. Many of the other boys or girls claim that they play games
more fairly than I do.

38. My classmates think our whole class is part of an
experiment the school is doing.

39. Many of the children get along with the teacher much better
than I do.

40. The school is trying to find out something special about
arithmetic.

41. Someone at school is so mean that I tear, or cut, or break
things.

42. Our arithmetic material is part of an experiment the
school is doing.

43. Our teacher is trying to find out something about fifth
graders for a very special reason.

44. Our class is especially different than ordinary fifth
grade classes since we are part of an experiment the
school is doing

45. The school is trying to find new ways to teach children
arithmetic easily.

46. From the arithmetic material we use it is clear that we
are part of an experiment.

47. Our whole class is part of an experiment in arithmetic
this year.

48. Most of the boys and girls at school are so bad that I try

to stay away from them.

49. Our teacher is taking part in an experiment in arithmetic
this year.

50 My classmates think our teacher is doing an experiment on
us kids.

51. It is fun to do nice things for some of the other boys or
girls.
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52. Classmates often quarrel with me.

53. Our arithmetic material is different than ordinary
arithmetic material for a very special reason.

54. The children would be happier if the teacher were not
so strict.

55. Our class is not an ordinary fifth grade class since
we are part of an experiment the school is doing.

ro The school is taking part in an experiment in reading
this year.

3

LI
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Appendix C--Part 1

Major Areas of Research (Divided According to Four Special
Categories), Subgroups within Major Areas (When Applicable)

and Education Levels Applicable to Major Areas'

Sub'ect Matter Areas

Adult Education (Level 4 only) - subgroups involve
institutions offering programs.

Churches
Colleges
Cooperative Agricultural Extension Services
Correspondence Schools
Evening Colleges
General Universities
Group Work Agencies (YMCA, etc.)
Labor Unions
Libraries
Museums
Public (Parochial) School Systems

Communication Arts (All Levels) - no subgroups

Er_anal (Levels 3 and 4 only) - subgroups involve
fundamental elements of study.

Composition
Grammar
Language
Literature

Foreign Language (All Levels) - subgroups involve specific
foreign languages.

French
German
Greek
Latin
Russian
Spanish

[I Handwritin (All Levels) - subgroups involve fundamental
types.

ImatImm-

1See last page in this table for special notation used to
indicate levels of education used for major areas.

C-1



Cursive
Manuscript

Health Education (All Levels)

No subgroups

Home Economics (All Levels)

No subgroups

Industrial Arts (All Levels) - subgroups involve shop

activities.

Crafts (leather, ceramics, etc.)
Drafting
Electricity (Electronics)
Graphic Arts
Metal Working
Power Mechanics
Wood Working

In-Service Education (Level 4 only) - subgroups involve
sponsoring institutions.

Colleges and Universities
Government
Public (Parochial) Schools

Mathematics (All Levels) - subgroups involve specific
courses.

Algebra (I and II)
Arithmetic (elementary level only)
Business Mathematics
Calculus
General Mathematics
Geometry (Plane, Solid, Analytical)
Terminal Mathematics
Trigonometry

Music (A/1 Levels)

No subgroups

fhysical Education (All Levels)

No subgroups



Professional Education (Level 4 only) - subgroups involve

specific professions.

Architecture
Business
Dentistry
Engineering
Home Economics
Law
Library Science
Medicine
Nursing
Pharmacy
Social Work
Teaching
Theology

Reading (All Levels) - subgroups involve specific areas
within the field.

Organization of Reading Instruction
Reading improvement Programs
Stimulating interests and improving Tastes
Reading in the Content Fields
Reading Materials
Reading Readiness

Science (All Levels) - subgroups involve specific courses.

Anatomy
Astronomy
Biology
Botany
Chemistry
Elementary Science
General Science
Geology
Physics
Physiology
Zoology

Social Sciences (Studies) - (All Levels) - subgroups involve
specific courses.

American History
Civics
Current Events
Economics
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Geography
Government
Problems Courses
Psychology
Sociology
World History (Culture)

Spellina (All Levels)

No subgroups

Vocational Education (All Levels) - subgroups involve
relationship of education and work.

Education prior to work experience
Vocational Agriculture
Business Education
Vocational Training for Industry
On-The-Job Training

Facilitative Devices or Procedures for improving Teaching

Audio-Visual Communication (All Levels) - subgroups involve
special devices and methods.

Field Trips
Filmstrips and Slides
Graphic Materials
Motion Piccures
Pictorial illustrations
Radio
Recordings
Television
Three Dimensional Materials

Curriculum Or anization (All Levels) - subgroups involve
both general school organization and special school programs.

General Types of School Organization
Grouping
Provisions for Exceptional Children

yaining Devices (All Levels) - subgroups involve specific
devices.

Programmed Texts
Teaching Machines
Training Machines (Flight trainers, etc.)
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General Teaching and Learning Methods

Egn.u.. Mental Processes (All Levels) - subgroups involve
basic cognative processes.

Associative
Creative
Critical
Problem-solving

Methods of IE2Ebing (All Levels) - subgroups involve
classroom activities and specific studies empioying multiple
subject-matters .

individualizing instruction
Inter-personal Relations
Patterns of instruction
Specific Activities in Teaching
Multiple-Subject Matter

Readiness (All Levels) - subgroups involve primary factors
in readiness for any school activity.

Emotional Adjustment
Experience
Maturation

Areas of 120aiii Onterest For the Hawthorne Effect fimitu
ExEtfirmsal kuign (No Levels)

No subgroups

Hawthorne Effect (No Levels)

No subgroups

SatsiR1 Notation Used to Ondicate Education Levels for lndividual
nism Areas

10 Pre-Primary (Kindergarten:, etc.)
Primary

30 Secondary
4, Post-Secondary (College, Armed Forces, Community

programs; in-service education, etc.)
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Appendix C--Part 2

Abstract xiarSuirr Form

March 19, 1965

1. Abstract No.
2. Major Area
3. Sub-group
4 Education Level
5, Experimental Variable s)

6. Comparison Condition (s)
7. Group Differences on Criterion Measure (s):

a. Experimental >Comparison
b. Experimental = Comparison
c. Experimental < Comparison

8. Explicit controls established for the
"Hawthorne effect" or its possible
components.

9. Mention made of special interest
or negative reaction of pupils.

10. Bias or reaction on the part of
teachers (or experimenter)
mentioned.

11. Experimental (new) method
identified as one sometimes used
as a comparison (old) method.

12. Counter-balancing or group
rotation design.

13. Duration:
14. Degree of Mechanization: Experimental

Comparison
15. Similarity in design to Hawthorne Effect Project's

field experiment design:
a. New vs. on-going teaching methods
b. Regular vs. different teachers
c. Explicit cueing concerning experimental

participation
16. Experimental and control

in same schooL not reported yes
17. Same teacher teaching

experimental and
comparison methods, not reported yes

18. Groups equated by
19. N for study

yes

reported

no

not reported

reported not reported

yes

yes

c-6
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Appendix C--Part 3

Abstracting Procedure - Experimental Teaching Methods Studies

Ste2 1 - Categorizing the Study

1. The classification of a study to a major area of
research and a relevant subgroup within that major
area is based upon the experimental variable ("new"
teaching methods) manipulated in the study.

2. The classification of the study to a level of
education is based upon the grade level or age of
the experimental population.

Isla 2 - Reference Title

1. Transcribe all information concerning the
investigator, title of research, etc., according to
the specific bibliographic form applicable to the
form of reporting.

SSea 3 - Experimental Variable (s)

State the "new" teaching method (s) manipulated by the
investigator.

alai+ - Comparison Conditions

State the "on-going" teaching method (s) used with the
comparison group (s) in the study.

ilea 5 - Dependent Variable (s)

1. State that task, process or activity evaluated by
the investigator which is intended to show the
effects of experimental variable manipulation.

2. The dependent variable is not equivalent to the
instrument used to measure the dependent variable,
but may be used by the investigator to operationally
define the dependent variable.

sae. 6 - Experimental Population

1. Describe the general population from which the
experimental sample was drawn using such factors as
the names, sizes, locales, and types of institution
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or school involved, and the age, sex composition and
grade level of the general population.

2. Describe the experimental sample of subjects drawn

from this general population for use in the study

using such factors as the number of experimental and

control groupso number and sex composition of subjects

per group, and total number (N) of subjects in the

experiment.

Sae. 7 - fguating GrouRE

1. Determine what method the investigator used in

equating the experimental and control groups:

a. matching group subjects on co-variables

b0 random assignment of subjects to groups usedLic0 combination of both of the above

If a matching technique was used, specify the

[I
covariables on which subjects were matched, i.e.,
age, sex, IQ, subject matter achievement, socio-

economic status, etc.

[I ilea 8 - Duration

State the inclusive dates of the experiment and the

L. total time involved in the study.

[i

2112 9 - Instrumentation

1. State the tests or instruments used to measure each

dependent variable.

2. Describe measures as to being standardized or
specifically developed for the study in question.

3. Specify pre- and posttests,

saa 10 - Group Differences on the Criterion Measure of the

Dependent Variable

1. State the differences between groups that were
compared in terms of achievement scores, gain scores,

etc., according to the specific instruments used as

criterion measures.
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Step 11 - Investigator:I Conclusions

1. Quote from the study the investigatorQs statements
or conclusions relevant to the hypotheses tested and

the results achieved.

2. Disregard statements not relevant to the direct
results of the experiment.

3. Qmote 921. statements 12/ the investigator EastEaLaa
the Hawthorne effect or discussion of uncontrolled
variables influencing or affecting experimental
results. If such statements are made, write another
locator card and another abstract according to the
procedure described for Hawthorne effect of
Experimental Design references outlined below.

Step 12 - Abstractor's Evaluation

1. State judgment regarding compatability of investigator's
conclusions and reported data.

2. State observations made by the abstractor (but not
by the investigator) of the possible influence on
experimental results of such uncontrolled variables
as the tentatively defined components of the Hawthorne
effect, (attention, novelty, role expectation, and
knowledge of results).

Step 13 - Abstractors dentification

Write signature and the date the abstract was completed.

Abstracting Procedure - Hawthorne Effect or
Experimental Design References

ate 1 - Major Area

State the major area, either Hawthorne effect or
Experimental Design.

Itel 2 - Reference Title

Describe the reference following the same procedure
outlined for Step 2 of the Experimental Teaching Methods
Abstract Format.
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km 3 - Relevant Discussion

1. The purpose here is to judge what discussion in the
article or report is relevant for the project's use
(see descriptions of the major areas in Table II to
evaluate relevancy of discussion).

2. Copy verbatim that discussion deemed relevant
employing standard quotation procedures.

sta. 4 - Abstractor's Evaluation

S Le the reasons why this material appears to be
relevant and its relation to the purposes of the
Hawthorne effect Project,

asa 5 - Abstractor's Identification

In examining materials relevant to the Hawthorne effect
or Experimental Design major areas it may be apparent
that most or all of the discussion in a particular report
or article is of value. In this event, do not abstract
this material, Instead, do one of the following whichever
is more convenient:

1. Make arrangements with the Project Director to have
the material photocopied

2. Write to the appropriate source for a reprint.
(Follow procedure regarding all requested materials
as described in Section VIII)


