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ABSTRACT

Orpganizaticnal thecrists nave recognized toat
orcanizations can be viewed as minil-sccieties oased
uporn commanly—held cultural values angd assumoticons.
These assumpbticrns ang values may serve to reveluticri:z
arganizatioral oractices or evern to Drimg  abont  new
argamnizational structures. The micgdle schacal 15 an
example of an educaticoral instituticw wnich has arisen
as a result of a particular set ¢f cultural values ang
assumptians. The autnor probposes a study to defire the
ideal culture of tne miadle schocl as  espousec by
middle schoal advocates in the prafessicrnal literature.
and to dEVElODllnStPUMEﬂtatIOﬂ t¢ determire tne deoree
to which this ideal culture matcnes tne culture fournd
in selected middle schaocdls. The degree «f caongruernce

betweer: teachers!? percepticorns of the opreserce of

varicous cultural factors 1n the schacls 1v wnich thev
teach and the teachers’ corncept of the dgesirabiliity of

tnese factors will alsc be assessed.
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Intraduction

in recernt years. a strong  conceptual oace
delireating elemerits of crpgarizaticral culture Has oceen
develcoped. Orpanizaticonal thecrists argue toat
arganizations furnctiounm as miri-sccieties., eacn naving
1ts owrs unigue culture. «.lture 1s usually viewedg acs
the vehicle ty which perscrns determirne the meaning ot
the numercus Yfuzzy" events ccoccocurirg 1n the complex
ergariizatioris 1n which pecaple may worwk. Orpariizaticonai
cultures develcap differently 1n scme tybpes of
irstituticons tharm 1vm others.

Educatiornal organizatiorns, for instarnce. tenc To
develop their cultures arcound rnormative 1nStiltutilconas
practices. Survival of educational 1nstitutricnc
gepends largely upor thneir ability to confoarm  To
certain instituticonal rules——teacher certiticaticrn
regqulirements, graade categories. conformity of
curriculum to certaln prescribed expectaticons. nore
highly technical crpanizations. on thne =ther narc. ey
uporn  raticrnal bureaucracies as a basis for  teelr
cultures. A marnufacturing plant. for instarce. would

proabably c¢perate claosely 1n  accordarnce witn &




predetermined set Of company procecdures anc hand.ie

problem solving via a highly structured chain of
command.

Although the available conceptual literature
contains numerous assert.~ns about the nature ot
organizational culture in educational institutions. andg
although the fragments of a theory exist, a soiia
empirical bese testing these assertions 1s vartually
non-existent. If these assertions were appiiea to
various units of analysis within the larger framewcrk
of rsducational institutions, the relevance of the
assertions to institutions within a given category
(e.g., public universities, parochial schoois. middie
schools) could be determined. The findings of such
empirical studies would then serve as & Dpasis for
rejecting, accepting, or refining the theory of
orJjanizational culture as regards application to
various specific units of analys:is.

In the present study, the middle school wiil serve
as the unit of analysis. The middle scnhnool .s an
intera@sting unit of analysis for at least two reasons.
First, since the middle school 1s a rather recent

aridition to the educational system of the United

States, it woulid be considered to have more of

an




& stable one; and second, since
the middle school has arisen as an alternative to the
previously established junior high school, 1t woula pe
interesting v0 determine the degree to which the

middle school has been able to develop an institutionail

rdentity distinct from that of the junior high.

Orgarizational Culture

Many a student of organizational theory woula view
organizations as purely rational systems operating 1in
accordance with scient:fic principles of management.
In such a view, organizational behavior 1s recucea to a
structural chart depicting the various levels of the
organizational hierachy, the chain of command, ana tne
technical relationships among the various subunits oz
the organization. This rather 1logical picture of
organizational 1life has been challenged by a nost of
writers who suggest that ormanizational life 1s too

complex to be explained fully by such a static view oz

reality, and that the structural perspective 13 put one

of many ways to understand organizational lirfe.

Among the proponents of this non-static ‘multiple
views’ theory are Bolman and Deal <(1984), who nave
proposed four conceptual "frames" for v:ewing what goes

on 1nn organizations, and Morgan (1986), who nas




conceptual:zed eight distinct “metaphors’’ for

interpreting organizational reality. The purpose o1
both Bolman and Deal’s frames and Morgan’s metapnors 1i1s
to provide a variety of ways to sort through the
complexities of orqanizations. Morgan (19836
1llustrates this perspective as follows:

Any realistic apprcach to organizational
analysis must <ctart from the premise that
organizations can be many taings at one ana
the gsame time. A machinelike o>rgunizat:on
designed to achieve specific goals can
simultanecusly be: a species of organization
that is able to survaive in certalin
environments but not others:; an information-
processing system that 1s skilled in certain
kinds of learning but not 1i1n others: a
cultural milieu characterized by distinctive
values, beliefs, and social pract-ces: a
political system where paople jostle to
further +their cwn ends: ai arena where

various subconscious 1i1deological struggies
take place; an artifact or manifestation orf a

deeper process of social change: an

instrument used by one group of peopie to




exploit and domirnate others: and so on. .
If one truly wishes to understand an
organization 1t :s much wlser to start frem

the premise that organizations are complex,

ambiguous, and paradoxical. (pp. 321-322)

Ore of the many ways ot understanding
organizations 1s to rerceive themr as cultures, much 1in
the same way that a sociologist or anthrovologist would
examine the patterns of development in a particular
society (Bolman & Deal, 1984;: Morgan, 1986: Scnhein.,
19835>. In a cultural sense, organizations are mini-
societies made up of socially connected groups of
individuals, The culture of an organization deveiops
out of social interactions between group ﬁembers pased
on a set of commoilly accepted social norms and customs
(Morgan, 1986). From these norms and customs evoives
what Schein (1985) has called the “core mission" or
pramary task for the existence of the organization.

Social sciertists have def:i:ned organizationa:
culture in a numker of ways. Early definitions focused
upon overt behavior patterns observed in the actions of

individuals within a particular organization. Gofiman
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&nce, 10Cused upon ''ri uel elements’ of
social 1interactions among pecople within a group or
society, including the development and maintenance of a
person’s or organization’s public “face." Similar.iy.
Homans (1950) defined a working group’s culture as a
set of behavioral norms based upon commonly neia va.ues
concerning working conditions. Although tle pioneering
work of Goffman, Homans, and other early theorists .s
noteworthy, their behavior-criented defiinitions orf
culture have gince been rejected. Overt penavior
patterns are left out of contemporary definitions of
culture sincn behaviors are viewea as being refl cticns
of situational contingencies as much or more soO than
they are of group culture itself (Schein, 1985).

A second generation of definitions of cu.ture
focused upon the collective values held by those in an
organization. Deal and Kennedy (1982), zfor instance.
looked upon an organization’s abirlity to deveiop a core
set of common values as 1ts ab:lity to moid groups o1
pecple 1nto a unified whole. Willower (1984) dgefinec
culture as "the peculiar set of traditions, va.ues.
norms, and other social structures ana processes tnat
characterize a particular organization' (p. 36). A

similar definition was proposed by Cuchi (1981, wno

O




viewed culture as a group phriloscpny useec tS  guige
erployees toward accepting organizationai poiicies.

More recent definitions of culture have focused
upon the meaning of organizational events (go.man &
Deal, 1984: Firestone & w.lson, 1985: Morgan, 13xb:
Smircich, 13885) and upon group problem solving aynamics
(Schein, 1985; VanMaanen & Barley, 1985). Bolman and
Deal (1984) described organizational life as a series
of ambiguous events, and conceived of culture as a set
of processes which help a group sort through these
ambiguities. These cultural processes center apout the
organization’s ability to create a set of symbols to
describe the reality of 1ts internal events. This
concert of ~ulture formation is i1llustrated by Morgan
(1986, p. 12¢€) who defines culture as 'a .ocess oz
reality construction that allows people to see anc
understand particular events, actions, objects,
utterances or situations in distinctive ways."

The process of giving meaning to events can be
taken yet one step further. Once meanings are derived
for ambiguous events, these meanings can serve as a
basis for future organizational actions. Medgical
students’ 1instruction in emergency room care 1s a good

example of this process. Students are taught to

10
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specific ways contingent upous the particular Symptoms
present. Meaning 1s attributed to each symptom or set
of symptoms to reduce uncertaintv in determining a
victim’s 1immediate medical needs. This concept of
attributing meaning to events 1s reflected in VanMaanen
and Barley’s (19685) definition of culture as a set of
taken-for-granted assumptions, beliefs, and values tha~
serve as a neans for dealing with group problems. in
the previous example, the instructor hoped to instill
1n each student a set of assumptions which woulcd serve
as a basis for interpreting and acting upon future
medical emergencies.

In educational organizations, the set ot
assumptione for dealing with group proplems 13
instilled in a less direct manner. One of the main
ways cultures are developed in educational institutions
1s through a pattern of interacting work roles (Schein.
1983). Each work role within an organization may be
viewed as a personalization oi & particular set of
group-held values and beliefs. Teachers, for example,
becore the personalization of instruction. They may pe

viewed as storehouses of knowledge or as possessors of

skills to facilitate learning. Principals are often

il
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the school. As individuals both within and without tpe
organization come to identizy organizationai
members with their worr¥y roles, a system ot
interrelationships develops based upon each member’s
sense of helonging to the organizational “team."

The purpose of the organizational team 1s to work
toward attaining the organization’s core mission while
3imultaneously working toward integration of group
members into a unified whole. Culture may be viewed,
then, as a learned product of group experience.
Culture 1is transmitted to group members who over a
period of time learn the appropriate organizatiocnal
responses to problems that arlse within the
organization. These responses eventually become taken-
for-graﬁted assumptions once they have proven to solve
prokblenms repeatedly and reliably over time.
Assumptions, in turn, serve &8s a basis for achieving
the organization’s core mission.

This notion of culture as learned problem solving
1s reflected in the definition of culture as:

a pattern of basic assumptions ainvented,
discovered, or developed by a given group as

1t learns to cope with 1ts problems of




external adaptation and internal int-=aration

that has worked L enoush to be considerea

valid, and, th..efore, tc be taught to new

members as the correct way to perceive, think,

and feel in rela-ion to those problems.

(Schein, 1983, p. 9
This definition of culture will be used tfor the
purposes of the present study since this view
synthesizZes the major conceptual definitions found 1in
the literature, and since the definition can »pe
ope:ationalized 1n an appropriately broad conceptual
framework. In addition, any problem solving strategies
carried out by members of an organization to achieve
the organization’s core mission will be viewed as
attempts to attribute meaning to organizational
phenomena. This emphasis reflects the views of the

‘culture as meaning’ theorists noted above.

Schein (1985> has conceived of organizational
culture as operating at three 'evels. At the nmcst
visible level are the organization’s artifacts and
creations, i.e., its constructed physical and social

environment. Elements of culture at this level include

specific organizational technolcgies, art (includ:ing

-1
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symhols, myths, stories, and legends), and overt
behaviors. At the intermediate level, culture 1s
ranifested in organizational values. At this levei,

events are analyzed and assigned meaning in accordance
with a sense of what ought to be. .alues pecome a
guide for decigsion making behavior based upon
convictions the group holds about reality:; nence values
tend to redict behaviors.

Artifacts and values tend to facilitate reiiable
solutions to organizational problems. Over a reriod of
time, those sol tions which have consistently producea
desired results are transformed into invisible,
unconscious, habitual assumptions. This group of
underlying assumptions comprises Schein’s deepest level
of culture. Assumptions are essentially percept. ns of
the way things are by nature:; hence assumptions pecome
windows to the world of organizational =vents. In sum,
assumptions provide organizational members not only
with an understanding of what goes on in an
organization, but also with a sense of how

crganizations ought to operate.

has been said about organizational

14
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life within any organization. There exists. nhowever, a
body of <conceptual literature which describes tne
culture of educational organizations (and other
institutional organizations) as dist}nct from tne
cultures of more highly technical institutions <(e.gqg.,
manufacturing firms).

Meyer, Scott, and Deal (1983) proposed tnat
institutional organizations, and more particular:.y
educational organizations, are structured according to
a different organizationsl model than are technical
organizations. The technical model of organizational
structure is based upon a series of relationships among
the various technical production processes that 9o on
in an organization, and in effect, depicts tne
organizatiun’s structure as a blueprint for goals,
activities, and policies. In a petrochemical comrpany,
for 1instance, the production department relies upon
the shipping department tc keep an adequate supply of
raw materials on hand, the maintenance department to
ensure that machinery is operating properly, and the
quality control department to detect defects 1in tne

production process.

By contrast, the institutional model views tne




relationships among the various subuni.s which maxe up
the organization as being much more loosely relatea to
one another. This series of loose relationships among
subunits has been described as "loose coupling' (Weick,
1976>. The relationship between the principal’s office
and the school counselior’s office 1is a gooa
illustratior of this concept--both offices perform
functions which, though ultimately interrelated, remain
relatively unattached from the functions of the other
office.

Loose coupling 18 evident in a number ot
educational practices, A prime example 18
instructional supervision. Educational administrato:s
develop and maintain the assumption that the
profesgionals at lower levels of the organizationail
hierarchy (i.e., teachers) are operating within
accepted rules anc guidelines and can therefore bpe
trusted to perform their teaching duties without tne
need for close supervision. The presence of a
structural hierarchy within the school gives scciety
the image of administrative control over teachers’
inatructional practices and therefore Dpecomes a
Justification feor those practices, At the same tinme,

the technology of teaching continues to operate largely

16 :




the prancapal’s
annual contractural observation (Meyer & Rowan, 1977).

The formal organizational structure of educational
institutions not only pregerves their social 1images,
but also gives the institutions the appearance of
retionality (Meyar & Rowvan, 1978). Meyer, Scott, ana
Deal (1983) cite thig ’appearance of rationality’ tneme
as the explanation for the wide-scale homogeneity ot
school structure throughout American school systems.
Schools attempt to adapt their hierarcnical
arrangements to fit the generally accepted model of
schooling, vet instruction and other technical
Sctivities are actually uniquely adapted to the needs
of each school and, therefore, intentionally
“decoupled"” from schools’ formal organizarionai
structures (Meyer & Rowan, 1978; Scott, 1987).

As stated earlier, Schein’s (1985) definition of
culture stresses a group’s ability to develop
assumptions to be wused in solving problems of bpotn
“external adaptation" and "internal integration." By
conforming to the instituticnal structural moded,
schools establish a <framework which enhances the

development of culture. The institutional model’s

appearance of rationality serves as an aid in so!'71ing

15
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external adaptation proplems: the public zelaom tengs

to question school practices since appropriate controls
have Dbeen put into place to ensure that teachers will
correctly perform their instructional duties. at the
same time, hownver, the model’s loose structure allows
teachers a maximum amount of freedom 1n addressing
internal integration problems, i.e., problems centering
about ways in which teachers can work together to shape
technical processes to meet actual sachool neeas.
Although both internal and external adaptation proclems
must be addressed if the school ia to develop a culture
which will meet its needs, Mever and Rowan (1377,
assert that organizational survival is most dependent
upon solving the external adaptation problenms.

Stated differently, schools exist primarily to
maintain a ‘“schooling rule" (Meyer & Rowan, 197a).
i.e., the sum total of all the ritualistic reguirements
schools must meet 1n order to conform to society’s
image of what a school should be. These ritualistac
requirements include program accreditation.
certification of personnel, classification of stuadents.
and gquidelines for teacher evaluation. The wultimate
success or failure of schools is more frequently juaged

"according to their conformity to 'thesel institutional

18




ules, rather than by tne effectiveness o:r their

technical performance" (Meyer, Scott. & Deal. .3983. o.
36). The public, for instance, would tend to be
impresrsed by the fact that the local high schoo: nas
gained regional accreditation even though the scnool
may be graduating students who can barely read at a

functionally literate level.
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As previously noted, Schein (1985) defined three
levels of organizational culture, namely artifacts.
values, and assumptions. Organizational art:facts
(behaviors, technologies, etc.) come to produce a set
of values. which, if held long enough by enough members
of the culture, become taken-for-granted assumptions.
This process 1s evident in a school’s adoption of new
institutional rules or structures. An example of tnis
process would be the adoption of the Kindergarten as an
essential part of the American public eaucationa.
system.

In the 1960’s, the public education system in the
United States consisted of 12 grades. Parents wishing
to have their children educated prior to enrollment 1in
the first grade relied upon private nursery schools or

kindergartens. In the 1970’s, however, public schools

.7
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began experimenting with the kindergarten as an
optional preschool experience (Robinson, 1987). Austin
(1976> reports that this perioa of experimentation was
due in part to the larger social concepts of freedonm
and humanitarian principles of living developea oy
Western societies during the preceding two decacdes. It
«a88 believed that a great deal more could be done to
foster the cognitive, social, and emotional growth of
yYoung children than had been done in previous years.
With this belief in mind, the Head Start progranm
hegan in the mid-1960’s to combat the effects of
poverty on the lives of disadvantaged preschoolers.
Once this artifact was introduced into pupliic
schooling, educators and private citizens began to form
& set of values associated with learning at tne
preschool level. These values, in turn, led eaucators
and private citizens to form agsumptions apout tne
necessity of kindergarten as a preparation for tne
first grade. Once these assumptions were adopted,
formal measures were taken (via acts of state
legislatures and chandes in state and local schooil

policies) to make kindergarten a mandatory part of a

child’s public education experience, Specific

practices also emerged as being the things that




kindergartens ''just do" 1f they are to be xindergartens

(Goodlad, Klein, & Novotney, 1973). Hence, the acoption

of a4 sgset of assumptions about the benefits of a

preschool education to a child’s success in school lea

to satates’

mandating kindergarten as a part of the

public education system.

Since that time, wien educators have confrontea
problems with children being developmentally ready for
the first grade, the same set of assumptions has ceen
uaed as a basis for solving those problems. Students
about to enter the first grade, for instance, may bpe
viewed by teachers as being too immature or as lacking
the skills essential to success in the first grade.
Applying the assumption that preschool education :s
beneficial to a child’s development of readiness for
schoel, educators have in many cases developed testing
procedures (e.g., Gesell Institute ot Human
Development, 1.78, 1979) for determining readiness for
echool, and have created additional levels of prescnool
education designed to me2t the needs ¢of children who do

not meet the ieadiness criteria for entry into

kindergarten (Bear & Modlin, 1987).
Assumptions about the value of preschocl

education have now become widely accepted. In a recent




iabeling as "first order cnange" mere structura.
rearrangements, and as ‘second order change'" actua.
changes in the frames of reference with whicn
organizational members view organizatiocnal proolenms.

Examples of surface or first order cnange are
rampant in educational institutions. New curricula are
introduced to replace ocutdated materials, yet many
teachers continue to teach the same material they have
taught for vyears. Promotional requirements are
tightened due to a large number of students passing
from grade to grade without required skills, yetr a
building-level committee may still socially promote the
majority of those who would have been retained.
Computers are placed in classrooms, yet teachers are
not provided with the necessary training to use tnen.
Consicering these examples, 1t 1s no wonder that
Sarason (1971 concludes that as regards most
educational change processes, '"tae more things cnange
the more they remain the same" (p. 2).

Deeper level changes occur at the vaiues ana
assumptions levels. These charges are eifected fronm
within the organiz:-ion by institutionalized norms anu

values, and gain legitimacy once they nave peen

subjected to “social evaluations, such as the




survey, Robinson (1987) reported that Kindergarten
programs have become a part of the public education
system 1n all 350 states, and that 39 states now offer
kindergarten programs to 100X of the five-year-olds who
request then. That children snould have tne
opportunity to enter public school at age S5 seems to be
a "given" in the 1980’s (Robinson, 1987). The common
practice of referring to various school structures as
K-3 or K-6 (as opposed to 1-3 or 1-6) 1s further
evidence of the kindergarten’s adoption intoc the formal
school structure (Headley, 1965),. A school district
operating without a kindergarten would probably pe
viewed as lacking one of the essential elements of
schooling. A person moving into such & school district
would be prone to question the system immediately. even
1f the practices employed by the schools were
exemplary. Failur2 of the district to conform to this
accepted rule for successful public school systems

could jeopardize its standing with the puplic.

Schein (1383) has described the process oz
internal integration as the process py which members of

an organization become a group:




The process of becoming a group 18

simultaneousiy (1) the growth and maintenance

of relationships among a set of individuals

who are doing something together and (2) the

actual accomplishment of whatever they are

doing. (p. 65)
This process 1s similar to Purkey and Smith’s (1983)
idea of developing 2 '"sense of community" and Morgan’s
(1986) concept of "team building." Developing a sense
of community or a team concept involves practices suc..
as encouraging group members to becmme enthusiastic
about their work, creating a climate in which members
are free to sharz their ideas and problems to arrive at
mutually acceptable solutions, developing a network oz
collegial relationships, and promoting a philosopny of
innovation (Purkey & Smith, 1982). Development of this
spirit among a group of teachers within a school 1s one
of several factors which Sergiovanni (1984) cites as
separating an excellent school from a merely competent
one.

Internal 1integration (team building) 1s effective
to the extent to which organizational members arrive at
common perceptions as to what should go ~»n 1n the

organization. Given that educational institutions are

24



generally loosely coupled systems, and given that
loosely coupled systems tend towarc a higher deqree oz
ambiguity than do more densely coupled technicail
systenms, it would be assumed that members in
educational institutions would have a larger puraen 1in
constructing some <type of social reality than wouid
their counterparts in technical organizations. rowan
(1982) has suggested that in response to institutional
ambiguity educational insti.utions often rely upon
institutionalized norms, values, and technical .iore
(e.g., common vocabulary to describe schocl processes)
to give reality to organizational life.

In educational institutions, sense making 1s often
based upon the use of symbols rather than reference to
organizational policies. Weick (1976) addressed sense
making in loosely coupled systems as follows:

{Ulnder conditions of loose coupling one

should see considerable effort devoted <to
constructing social reality, a great amount of
face work and linguistic work, numerous myths,

+ +« +« and 1in general one should find a

considerable amount of effort being devoted to
punctuating this loosely coupled world and

connecting 1t 1in some way in which 1t can be

Py
[N

25



made sernisible. (p. 13)

Making sense of life 1n educational institutions
requires organizational members to rely upon & number
of symbols, including organizational myths, stories,
rituals and metaphors.

Organizational myths have been det:neg as
assumptions made to protect people from uncertainty,
but not ‘ntended to be empirically tested (Bolman &
Deal, 1984). Among the myths most widely heia by
educators is the myth of teacher professionalism.
According to Meyer and Rowan (1978), this myth serves
nct only to legitimate the status of teachers, but also
to create an atmosphere of mutual respect among
teachers, thus enhancing social cohesiveness, The

actual organizational structure of a school can also

serve as a myth, Meyer and Rowan (1977) assert that

loosely coupled systems tend to be built around

organizational structures that give the appearance of

control. Behind the ceremonial facade, however.

teachers carry on most of the work of teaching

uninspected. Institutional practices are legitimated

not by 1inspection and contrecl, but by a *logic or

confidence"” (Meyer & Rowan, 1977, 1978), that 1s, oy a

professional honor sytem in which institutional mempers




place trust in the performance ot their peers.
Ingtitutional stories are alsc a medium usea to
convey information or values in a form that 1s easy to
remember. Stories can reinforce or build faith 1in
institutional practices:
A school administrator responded to
[evaluators’] gquestions aboutr a new reaa.ng
program by recounting stories of several
children whose ability to read had 1increased
dramaticaelly - As evaluators talked to
teachers, r rents, and students, the same
stories were told revpeatedly and new ones were
added. Achievement scores became irrelevant
data. <(Bolman & Deal, 1984, p. 13
Rituals also convey culture. Certain
institutional events are done for clearly ceremonial
reasons; others become rituals due to long ternm
repetition. The beginning ~f the day rituals neld 1in
most public aschools tend to lose all b.c ritualistic
meaning over time. It is doubtful that the average
first grader fully understands the patriotism inherent
in the words of the pledge of allegiance, or that the

average ninth grader actually engages in prayer during

t!ie traditional ‘moment of silent meditation.’ These
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cohesive activity with which to begin the school day.
Commencement exercises are another highly ritualistic
and symbolic practice. They not only serve the purpose
of honoring graduates, but also legitimate the
activities of the system which has schooled tne
graduates,

Many organizations further rely upon metaphors to
make sense of organizational phenomena. According to
Bolman and Deal (1984), metaphors are used to compress
complicated issues into understandable 1images. A
principal may attempt to sell a faculty on the concept
that their school is a factory designed to turn out
knowledgeable students. Another principal, however,
might view the school as a shopping center that offers
a variety of goods to the cllentelé. In both cases,
the work of schooling youngsters 1s greatly
oversimplified, although the conflicting concepts of
the student as raw material and as consumer 1llustrate

fundamental differences 1i1n the meaning tnat each

principal has attributed to the events.

The Role of Organizational Culture Processes 0f Change
inhe fole of Ur ganizacional Lulture rrocesses 01 © €

Organizational culture has been described as a set

of assumptions for problem solving, as a method for
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determining organizational survival, ana as tne process

of attributing meaning to events wnich occur n
organizational life. However, culture may a.so pe
viewed as an impetus for organizational change. .ne

change process as discussed here refers toc changes 1in
the programmatic or philosophical pulicies of
educational institutions.

If culture is defined as assumptions for group
problem solving (Schein, 1985), it would follow that
culture should serve as a maj)or impetus for
organizational change since change represents problem
solving in action. Morgan (1986) argued that culture
is in essence the enactment of shared reality. Wnen
this shared reality is forced upon an exlstent
organizational structure or policy. an organizationa.
change results.

Schein (1985) warns, however, that much of wnat 1s
called change, involves mere surface rituals rather
than the fundamental structural adaptat:-—es wnicn
sustain these rituals. Change may be of this surface
variety or it may extend to the deeper values or
assumptions levels of the organizational culture.

Watzlawick, Weakland, and Fisch (1974) differentiate

vhese two 1levels of change 1n a similar fashion.

P
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endorsement. of legislatures or professional agencies"”
(Rowan, 1982, p. 259). Sarason (1971) reco¢nized that
true change involves observing existing behavioral
regularities that one does not like or that do not meet
organizational needs, and proposing a set of speci.ic
“"intended outcomes™ to which a person or group nmay
become committed. The example cited earlier of the
evolution of the kindergarten in the American public
educational system is a fitting illustration of this
type of change.

True change 1is often the result of a strong

cultural leader, a highly symbolic “religious"
individual who effectively communicates the
organizational purpose (Firestone & Wilson, 1984). In

schools, this person 4is usually the principal.
Sergiovanni (1984, p. 7) deacribes the principal’s role
as that of being a symbolic leader:
The symbolic leader assumes the role of
“chief" and by emphasizing selective attention
(the modeling of important goals and
behaviors) signals to others what 1s of
importance and value. Touring the school:
visiting classrooms; seeking out and visibly

spending time with students; downplaying




management concerns 1in favor of educational
ones; presgiding over ceremonies, rituals, ana
octher important occasions; and providing a
unified vision of the school through proper
use of words and actions are examples of
leader activities associated with I[cultural

leadershipl.

Purpose of the Study

The purpose of the present study 18 to assess
a sample of middle school teachers’ perceptions of the
presence of various cultural factors within the school
environment and to determine the degree of congruence
between the teachers’ self-reported concept of an i1deal
middle school culture and their perceptions oI the
éresence of these cultural factors in the schools 1n

which they teach.

Organization of the Study
A scule of Likert-type items will be developed to
assess the prezsence of cultural elements that the
related literature states ought to be 1in place 1in
middle schools. A similar scale with the i1tems
slightly reworded will be developed to assess the

teachers’ concept of an i1deal middle school culture.




The two measurea will be administered to a pilot group
of 100 teachera from three school districts in southern
Louisiana. Alpha reliability coefficients will be

computed for each measure. A factor anaiytical

technique will be used to determine the construct
validity of the two measures.

The two instruments will be administered to 20V
different middle school teachers randomly selected from
the same three school districts utilized for the pilot
study. Approximately 40X of the sample will bpe
selected from middle schools judged to be ‘'exemplary"”
by various state and local recognition programs. The
other 60% will be selected from schools that have not
received such a distinction.

The following null hypotheses will be subjected to
empiricasl testing to determine the validity of tne
measures developed for the purposes of the present
study:

(1) No i1nterpretable culture constructs wiil bpe
obtained when responses on the ‘“culture perceiver”
measure are intercorrelated and factor analyzed using
the R-technique,

(2) No interpretable personal culture constructs

will be obtained when responses on the ‘'“parsonal




concept" measure are 1ntercorrelated and factor
analyzed using the Kk -technique.

Assuming that the two above null hypotheses are
rejected, and that the validity of the twc instruments
is supported, the following resesrch hypotheses will
alsc be subjected to empiricul testing:

(3> There will be a statistically significant
positive correlation between teachers’ concept of an
ideal middle school culture and their perceptions of
the presence of elements of middle school culture 1in
their schools.

(4) Teachers in the "exemplary" middle schools
will, as a group, report a statistically significant
higher incidence of elements of middle school culture
than those in the "average'" middle schools.

(3) Personal concept scores for those teachers :n
the "exemplary" middle schools will, as a group, be
more highly positively correlated with their cultural
perception scores than will be the teachers’ scores 1in
the '"average' schools.

All tests of statistical significance will] 2se an

alvha level of .0S.

Limitations of the Study
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The sample selected for the present stuay wilil

cunsist of middle school teachers from three Louisiana
public school districts. Results may not generaiize to
teachers who teach in middle schools 1in other
demographic or regional areas.

Teache: perceptions are used to measure bpotn
cultural elements and teachers’ personal concept of the
middle sachool culture. These measures are limited to
the excent that teachers’ perceptions of the nature oz
the school culture may be inaccurate and to the extent

that teachers’ self-reported concept of an 1deail

culture may be affectad by desirability of response.




Review of the Literature

In & day when educational innovations <frequently
core and go, the permanence of the American midale
school 1is particularly noteworthy. Middle schools
begen developing as an cutgrowth of the long-standing
Junior high school in the early 1960’s, and have beconme
prominent in the 1980’s. Despite the grcewth 1i1n tne
number of schools using the name "“middle school."”
however, many sachools still exist under the name
“Junior high school." There exists a vast body of
literature (2scribing the nature of the middle school,
and illustrating its distinctions from the junior nign

school.

Early definitions of the middle school <(e.g.,
Cuff, 1967: Murphy, 1965) focused upon the grade levels
served with little emphasis upon qualitative aspects oz
the educational progran. Cuff (1967), for example
defined the middle school as & school that included at
least grades seven and eight, with no grades below four

or above eight. Eichhorn (1966) was one of the first

writers of the middle school movement to emphasize the




child as a focus of meaning. He 1identified the miadle
school learner as a ‘‘transescent'--a developing
youngster 1in the transit:on between childhood and
adolescence. A wealth of literature has been devoted
to the study of the unique needs of students at this
stage of development.

Schmidt (1382 and Thornburg (1980)
characterized the middle school youngster as being in a
continual atate of crisis due to the major physical,
social, emotional and cognitive changes that occur at
this age level. If middle schocls are to be effective,
prcgrams must be developed that address the vast array
of student needs associated with these changes rather
than emphasizing academics alone (Clark & Clark, 19s6:
Lipsitz, 1984). This concept is stressed in Devita,
Pumerantz, and Wilklow’s (1970)> definition of tne
middle school as "a philosophy and belief apout
children, their wunigque needs, who they are, and how
they grow and learn™ (p. 25).

Although the importance of focusing the
educational program upon the needs of the student 1s a
vital element in the philosophy of the middle school,
there is evidence that this element 1s not unique to

middle school education. Yoder (1982), for instance,

i
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ccntends that schools at any level must be student-
centered if they are to be effective. This opinion was
supported by the findings of a recent sSCchoo.l
effectiveness study in which Wimpelberg (1986) found
that principals i1n effective elementary sciools tendea
to report the centrality of students 1n thelr
statements of their schools’ missions,

Alexander and George (1981) proposea one of the
better definitions of che middle school, one which
reflects the array of student needs mentioned apove:

We believe that an adequate concept of the
middle school must view it as a bridging
school. . .that 1s focused on the educationai
needs of the learners who are usually in the

transition from childhood to adeclescence. . . .

of students 1n these in-between years and

progress for all concerned. (p. 3--emphasis 1n

original) s

A History of the Middle School Movement
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N miG0ie sChool movement nad 1ts orldind. OOl S
in the Junicr nigh schacl, arn 1nstitution whicoh began
t= gain popularity 1ust after the turn of the twertietn
century. The original goals of tne Jurnicr righ were:
(1) to teach callege oreparatcory subj2cts
earlier,
(2) to keeb studernts 1n schocl lornger tnrcougn
a "vised and enriched curriculum,
(3) to bridoe the gapb bpetween elementary
schaal and high schocol, and
"{4) to meet the rieeds of arly adclescents.
(Schmidt, 1382, p. 2)
This institutiors served the country for reariy 2@
years. In the late 1395@'s. however. educatars pegar to

realize that the junicr hign was rno longer meeting tne

needs of tne studerts it served fcr at least three

reasorns. First, the Jurmior nign of tne fifties
suf fered fraom goal erosicn——the crigirnal. weli—
intentioned ogcals of the juricr hign nag peccme

virtually meanirngless (Schmigt. 1382). :

Seccrnd, Regarnn (1371} cites the Junicr mipn
schoal’s lack of a umidue i1dentity as a reascn for itc
eventual demise. Few states reccgnizeag the unigueress

of teaching at this level by reduiring Junicr ievel




teachers (Hoss, 19693). in aagaition
many writers of the middle schoocl movement <(e.g.,
Alexander & George, 1981: Eichhorn, 1966) nave
emphasized the fact that most junior highs were
organized as miniature high schools. Moss (1969)
identified this organizational quality as “the sharpest
criticism leveled against the junior high schooi' (p.
13).

A number of practices served to identify the
Junior high schoocl as an emulator of *“big brother"
(Moss, 1969). The trichotomy of grades 7, 8, ana 9 was
a reflection of the three high school grades, and
extracurricular programs offered at the junior nigh
were often organized after the pattern of similar
activities found in high schools. Most or these
activities were designed as incentives for students to
stay in school after completing the junior high grades
rather than as activities suited to the actual ne=ds of
the students at this level. In addition, since
students 1in ninth grade were earsing Carnegie units.,
the sachool had to conform to the rigid scheduling
patterns of the high school.

Eichhorn (1966) identified a third reason for the

demise of the junior high school, namely the empnasis




upon subject matter rather than the needs of tne
learners. "his third fault of the junior nigh bpecame
one o©f the primary reasons for the rise of the miadlie
school. Accoriing to surveys conducted py Aiexander
(1968, 1971), a number of other factors gave rise to
the development of the middle school. These factors
included overcrowding of elementary schools,
desegration, and the desire to remove students 1n
grades 5 and 6 from the rigidity of the self-contained
classroon.

From its beginnings the middle school grew rapidly
in popularity. Schmidt (1982) traces the growth of
middle schools in the United States from 100 schocols 1in
1960 to over 12,200 in 1981. It is interesting that
statistica for the year 1983 show a decrease 1in the
actual number v. middle schools in exlstence
(approximately 11,400", although an increase of
approximately 300 middle schools 1s noted between 1982
and 1983 (Shockley, Holt, & Meichtry, 1985;. Future
changes in theae figures may provide sn answer to
Alexander’s (1371, p. 221) query as to “whether tnhe
middle school movement 1s simply another swing of the

school ladder pendulum or a long ovardue provision of

better education."
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Qver & reriod of years, a generally agreea upan
philosophy of the middle .chool evolved, and has, to a
lerge extent, remained relatively consistent for tne
last 13 years. Baetzel (1971) stated h.s conception ot
this philosophy as follows:

(1> A good middle school ought to provide for

a gradual transition from the typical
self-contained classroom to the highly
departmentalized high school.

(2) Provision should be made by program and

organization for each student to becone
well known by at least one teacher.

(3> The middle school ought to exist as a

distinct, very flexible, and unigue

organization tailored to¢ the special

needs of preadolescent and early
adolescent youth. It ought not to be an
extensicn of tF ‘mentary nor seek to

copy the high school.

(4> The middle school ovght to provide an
environment where the «child, not the
program, 1s most important ind where the

opportunity to succeed exists. (p. 153)
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Mariy writers have set out to 1gentify thnose
oractices whicn tney feel are esserntial to arn effective
middle scnocal  crganizaticor. The following Tan
oractices are among thase most freguently mernticreag 17
the literature, and all four are mentiored 1in tne wory
of several ricted authorities in tne fiela (Hlexaraer.
1381: Middle Level Education Courcil of the NADSH.
1385: Schmidt. 1988&).

First. the adyviscr-advisee program 1s arn attemot
to imorave the micale level guidarnce pragram. Guigarnce
is viewed as 1invalving every member of the cconoc.
staff. Students are given the CDDOTrt U1ty T
participate 1rn regularly scheduled sessicns 1v  wnicnH
they 1interface witir 2 groupo of peers arnd a teacrer
advisor. This setting pravides students anm couti:et for
their emcticnal concerns arnd Qlves teacners tne
cpoorturiity to gain a fuller urcerstardinn of tre:r
students’ needs. The adviscar-agvisee orcoram 15 &
embod:~ent of the rhilosaphical assumpticorn that tre
middle schacl youngster shoulo nave the coportunity  to
become well krn~wn by at least ore adult 1m the schoo:i.
the poal being to smccth the transicicorn from the cirole

teacher in the elemerntary grages tc compiete

gepartmeritalization 1n the sericr nign prades.
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Second, flexible scheduling patterns including
block scheduling are xrecommended by middle schcol
educators as a way to reduce the rigidity of the 5Svu
minute class period, and to provide a transition
between the self-contanined and departmentalized
environments. Rather than assuming tnat all subjects
require the same amount of time, larger time blocks are
devoted to several subjects. A teacher qualified to
teach social studies ana language arts might, for
example, see the same group of students for a two-hour
ctime block in which the time can be tailored on a aaily
basis to the particular needs of the students.

Third, «closely akin \to block scheduling 1s tne
notion of interdisciplinary team planning. Teachers
are divided into teams, each team consisting of one
teacher from each major discipline. Schedulint 1s
arranged 8o that all the teachers in the teeam teach a
common group of students. All the teachers on a teanm
are given common time for planning. The purpose of the
team effort 1s to allow teachers to plan together now
to teach the 1interrelated concepts waithin thear
disciplines.

Finally, exploratory electives rather than year-

P P~ P —_———— e ——=

long electives are also recommended. Exploratory
p
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courseyg typically are three- to nine-week mini-courses
in various areas of interest, e.g., exploratory music,
exploratory art, homemaking, foreign languages,
computer literacy, vocational training, and inaustriail
arts. The goal of the exploratory courses 1s to maxke
the elective program more student- and interest-
centered.

In summary, the history of the middle school
movement consists of two major stages--an initial
"breaking away" from the previously establishea middle
school, followed by the middle schooi’s establishment
of & unique identity as a new institution with 1ts own
philosophy. The middle schoel philosophy emphasizes
that the middle school 18 . a “rans.tional school between
the golemente 23 high schcols. Emphasis wupon a
student-centere. environmant and upon the needs ot
rapidly changing youngsters are additional components
of the philosophy. Practices frequently recognized as
being characteristic of the middle schcol include the
advisor-advisee program, block schedviing,

interdiscaplinary tesam planning, and exploratory

electives.




I, applying the framework of organizationai

culture to the middle school, 1t 1s necessary to recali
that culture has been defined (Schein, 1985, p. 9 as
"a pattern of basic assumptions invented, discovered,
or developed by a given group as it learns to cobe with
its problems of external adaptation and internal
integration." Each component of this definition can.,

in turn, be wused as a means for analyzing cultural

elements in the middle school setting.

Middle school culture 18 essentially a proaust of
the philosophical concepts “developed as a rationale for
the middle school. The middle school has Dbeen .in
existence long enough that most of these concepts have
been transferred from the values level to the
underlying, taken-for-grantad assumptions level. These
assumptions have, in turn, served as a basis for
creating new values and artifactual behaviors. Clarx
and Clark (1986) 1llustrz&te this cycle of behaviors :n
their discussion of the establishment of & new value 1in
middle lev:l education, namely that “m.ddle school

effectiveness is more than academics.®

Clark and Clark’s (1986) argument begins with a

+ 3
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taken-for-granted assumption about middie level
education--middle school youngsters have a unique set
of needs to which middle level schools shoula »pe
responsive. Thisz assumption is used as part of a
mindset Clark and Clark employ as they interpret tne
results of the academics-oriented "effective schools"
research. The effective schools research, the
researchers note, does not mention anything apout
students’ emotional or social needs. On the pasis of
their original assumption about student neeas, tnhe
researchers form a value--that the effective schoois
research does not tell the +hole story or
effectiveness. The researchers validate their value py
surveying administrators of middle schools. ana finding
that administrators of many effective midale scnoois
judje success by things other than acaagemic
achievement. This validated vaiue might be transiatec
into any of a number of artifactual behaviors--more
emphasis might be placed upon the development of
advisor-advisee programs to address students’ emotional
needs, principals might be urged to develop nmore
extracurricular or elective activities suitea to tne

needs of their students, or new educatiora. slogans




When the junior high schcool began to pe regarcea
as a less than successful institution, educators at tne
middle level had to seek new vaiues anc artifactua.l
behaviors in solving the problem of designing an
inatitution that would work more efzective.y.
Educators began by determining +hose practices of tne
Junior righ which had failed to work, and then set out
to replace them with new practices.

The philosophy of the new middle school stressed
new values which abandoned the ineffective practices of
the junior high school. The links to the high school
'were severed by moving out the ninth grade. rigic
scheduling was replaced by a model which resembled a
marriage between the elementary and high schoo.
schedules. Teachers were reprogrammea to focus upon
teaching students rather than subject matter.

In order for educators to complete this nmnassive
reorganization and reprogramming effort, middle schooc.
advocates developed a group of assumptions about what
intermediate level education should be. The probiem

with this approach was that classroom teacners were not

s
or
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included 1in the 1initial planning phases. Not a..
teachers readily accepted the assumptions or really
even knew what they were. As early as 1969, Moss
recognized goal clarity as a problem of miaale schools.
Similarly, Alexander (1974, 1978) «cites “iack of
planning” as one of the major problems of the miagle
school movement, and as one of the major causes of
teacher turnover in middle schools. Close planning
among fellow professiocnals and within teaching teams 1in
middle schools, on the other hand, has peen founa to he
positively correlated with teacher job satisfaction
(Bryan & Erickson, 1570: Poock, 1981).

In the <ontext of Schein’s (1985) assertion that
cultural assumptions are learned by groups as tney worx
together to solve problems, the practice of tean
planning might be viewed as one vehicle pvy wh:ich
culture is developed in middle schools. This i1dea 1s
consistent with the findings of Sklarz (1986) who
identified collaborative planning, collegiality, ana
commonly shared goals as characteristics o a rfaculty
involved in a middle school reorganization. Once plans
are initiated, teachers have a common set of goals ana
techniques by which %o solve problenms. After teacher

put these technigques intoc action, they come back to the

<
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planning sessions and share theilr successes and
fajilures. Techniques which work over time serve to
justify assumptions; those which consistently fail to

wOork serve as a basis for rejecting assumptions.

- ¢ P43

The middle school originated as a result of the
limited effectiveness of the junior high school. The
newly-formed structure of the middle school presentea
to the public an image suggesting that the educationa.i
system was being responsive to the needs of students oy
creating & better institution (Klingele and Siebers,
1980>. The organizational structure of the middle
school tended to legitimate the activities going on
within the institution although there was no external
evidence that the practice. espoused by lsaders were
actually put into place ir many schools.

Contrary to Schein’s (1985) belief, the problenms
wlth the middle school have not beer. external
adaptstion problems at all. Klingele and Siebers
(1980) contend that the middle school has escaped the

uncomfortable philosaphical position previously

occupied by the junior high, but has found itself 1in




another uncomiortable position--iailure to estaplisnh an
1dentity due to lack of consistent practices. In 1974,
one researcher estimated that approximately one-thira
of the middle schools he had studied were middle
schools in name only:
In too many cases a middle school has been
organized as an administrative convenience
without careful planning of its goals,
program, and evaluation, . . .[RlJole and
identity have been critical problems in the
burgeoning movement. They will remain so
until well-developed goal statements are
developed zfor each middle school, and for
groups of middle schools under common
administrative arrangements. . . (Alexander,
1974, p. 3
Studies assessing the degree to which micdle
schools are 1mplementing distinguising practices
suggest that many middle schools are not living up to
their reputations, i.e., that first order changjes of
achool policy have been implemented, but that second
order organizational conformi+ty to the new structures
18 lacking. In a survey of 43 New Englana middle

schools, Gore (1978) found that interdisciplinary




planning and flexible scheduling “were useaq Dy

respondents in all grades but neither were dominant
strategies” (p. 10, Similar results were rfound 1in
stud.es of middle schools in Ohio <(Bohlinger, 1981,
Missouri (Beckman, 1981), and North Carolina (McEwin.
1981).

A recent national review of middle schooil
practices (Binko & Lawlor, 1986) affirms the state bpy
state findings. In addition, after interviewing a
number of middle zchool educators, the researchers 1n
this study found that most of the interviewees cou.da
not give a rationale for their schools’ programs, nor
could they articulate the unique features of their
schools. These findings are nct so surprising
considering that 42% of those surveyed had receivea no
inservice ftraining dealing directly with the' miaa.e
school concep.. The distinguishing miadle school
practices most commonly reported by the teacners as
being *"in place™ in their schools 1ncluaeaq
differentiation of teaching methods accora:ing to
student ability and increased attention to the social
and emotional needs of the students. Practices

regarded as least evident included teanm pianning,

advigor-advisee programs, and exploratory electives.
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Frincipals tenced tc repart tnat more of <ne oract:cesz

were present 1r thelr sonodls thérm 10 Seacners. e
agcition, teachers 1r schocls over twe  vears S
reported tnat fewer distirviQulshing p-actices were

Dresent i their miadle schocls tharm ci1c  teacners i
rnewer migdle schocls.

These findirngs sugoest that tne espboused missicr

b

of the midd'e schocl may rnot be evigent 1rn  actuad
middle schaol cperatiori, ang that tnere 1s a rieegd for a
claser working relationship betweern thecry arnd bpractice
in many PAmerican micdle schools, Argyris ang Schorn

(1374) have 1idertified this gap betweerr thecry and

practice as an incompatibility between “theory of
acticn” (a prescriptive set of acticns to which  an
individual gives allegiarice andg UpCr reguest

cammunicates ta others) ang "thecry-irs—use’” (thne tneory
that actually governs the indiviQual’s actions Dasec
upon regilarities of numars penaviaor ir Civer:
situations). This trerd was alsc opserved 1a a
different crgarnizaticral settiwmo by Goociac. ~ielr. anc

Novatrey (1373) who stugied the oprograms of 2@l nursery

schocls 1n mine major Uriited States cities:

. . « most of the schocls 1n Our sano.e were

proaviding approximately the same tninc,




demonstrating a narrover range of schooliing

than was implied by their stated goals. . . .

(Tlhere was an enormous, not just a slignt,

discrepancy between the list of activities

appearing regularly in most nursery schools
observed and the list of desired activities
compiled by our group of epecialists. (pp.

135-136)

The previously cited findings about the absence oz
espoused middle school practices in middle schools over
two years old may also suggest that distinctive
educational structures, in an effort to survive, tena
to succumb to pressures to adapt to the ‘schooling
rule” (Meyer & Rowan, 1978), even though they may be
created A8 Sstructures which radiczlly break with
traditional institutional norms. In a longitudina.l
study of sgeven ‘“exemplary" middle schools, Aromi.
Roberts, and Mcrrow (1986) examined the degree to which
selected middle school practices had persisted ~ver a
thirteen-year peri._d. Although a number of practices
had remained stable or expanded over the period, otner
practices, including team teaching and flexipie
scheduling, had declined. 1Included in the researchers’

list of explanations for the decline of these practices




were ‘“expectations of the public"™ and *"snhifts in the
advocacy of educators'" (p. 11).

In sharp contrast to the studies which hnave
focused wupon the shortcomings of middle school are

other studies that have focused upon middle schools

which, to a large extent, have implementec
distinguishing practices. G=2orge and QOldaker (1385),
for instance, surveyed administrators in 130

"exemplary™ middle schools in 34 states. These schools
had been so rated by one of several different state and
national recognition programs. The purpose of the
study was to determine whether the ‘"textbock™ middile
school practices were actually in place in effective
~iddle schools. Not surprisingly, the results showed
overwhealmingly that these schecols conformed to tne
textbook descriptions of the exemplary micddle scrool--
90% organized teachers into interdisciplinary teans,
94X used flexible acheduling, 93% employed advisor-
advisec programs, and 100%X claimed to org&nize their
programs around the needs of the students. Gains 1n
achievement and decline in discipline problems were
also cited in the majority of the schools surveyed.
Although the researchers admit the obvious selection

bias wused in the study, they offer their findings as
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prcof that there are gocad miadie level SorCetl 8 TrHaT

utilize tne practices tragiticnally espcused by micdie
scnaal advocates.

In a mnaticnal survey of the princibals of 1443
middle schocals, Valentine and Hirwkham {(138%5) T ourc
there was a grawing awareness among prirvicipals of  the
importance «f middle =chocl bpractices. This ctuoy
helped to substantiate the percepticrn that micddle level
schocls are beginning ta Qgaln a unlgue 1dentity.
Indicators suppcrting tnis uerception 1ncluce the
follcwing:

(1) The majority of bprircipals surve.ed stated tnat tnhe
ideal corganizaticnal patterrs for the miagdle-‘evel
schcol 1s the 6-7-8 grade structure.

(2) The reascn most freguently citec by prircibals for
organlzat1onai charges 1n their schools was to  Drovide
pronrams  suitet. to the nreeds f the middle-level
learnrer.

(3) The majority of principals surveyed felt that tnere
was need for specific traising for teachners at  tre
middle level.

Descriptive case studies have beern used DY &
number of authors toa tout tne advartapes of micgole

schocls (e. ., Rlexanger. 1368:; Brysar X Ericrscn. 137@:
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Lipsitz, 13984 Ctklarz., 1386). Sklars (133€) corgucted
& descriptive study of a successful migdle scroc.
during a five-year recrganlisation effcrt., re
researcher focused upori physical., humar., egucatiora.
and cultural forces involved during the chanoe process.
nating that the attentiorn to the develcoment o a
middle schocal culture was the factor most relaced  to
the continued success of the schoal as measured by
student achievement and by 1mprovemert 1n  teacher.
student, and parent attitudes tcward thne schacl.
Althcaugh descriptive case studies ard studies
focueing on exemplary scnools provide ar exceilent
picture of the way schools cught to cperate. tnev ac
not pravide a very realistic picture cof the wav thivios
really are. The evidence from previcous researcnH
overwhelmingly suggests that the majority of miccie
schools are not really functicning as tney snculd. it
the findings of these studies are characteristic ot
middle school! practices at larpe. there 13 eviderce
that middle schccl educators nave done a felriv  goce
Job of nandiing external adaptatior DIrCDLEems
(presenting a good public image) through embhasis  upow

xrganizaticnal procedures {(Klirgele, 1385,. vet nave

dorne little abcut 1nternal integratiarn prablien -
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{Concentrating woofn  4auiileving  Their CoIre missicr. .
This patterr seems to fit with Mever arnd Rowar's (1477,
1378) bpositionn that educatiornal 1rnstitutions exist
primarily ta maintairn their own survival, arng oLV
secondarily to improve the education ot their
clientele.

A possible sclution to this aboarent proclem 1S
suggested by Shockley, Hcolt. and Meichtry (1385 . wno
assert that middle schocols must nave effective
leadershino 1f they are to escane tne syncraome of Deinsg
"cauoht 1nn the middle” bpetweer elementary arc nigonh
schocls. This escape :S achieved by educators’ wWorking
topether to establish a urniaue sernse o missicrn  for
the middle school. Inn this approcach. prircipa.s oecome
cultural leaders devoted tco develcaping 1vi teacrers &
sense of the schoal’s miscicr. Valentirne amc ~ir-—am
(1985) substantiated tnat this rcole of the orinCioa.
was a key to =zchool effectiveress accorcing to tne

percepntion of teachers. Shoeklev. et al. L138s)

T

g

ge=cribe this furnctiorn of tne primcicoas:
The effective miadle schocl administratcor mucst
reinforce the values ard belief systems of the
schocl throuph comtinual symbalic actiorns. . .

This contiriucus strear of acticns Dy ari
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crganization’s formal leacersnip ciarities and

encourages consensus and commitment ta  the
crpanization’s basic purnoses. (p. 3)
If middle schools are to reach their full potermtial as
service 11nstitutions, admministrators must work to

develan this sernse of a shared missicn among  their

teachers.

Several research studies nave 1ndicated tnat
middle level teachers enjoy their jops mcre tnam oo
Junicr high teachers (Ashtar. Dcaa. hebb. Jiejrir, &
MecRuliffe, 1381; Bryanm & Ericrkscorn. 13972:; mMecee &
Krajewski, 1373; Pack, 1381). These stucies further
indicate that the job satisfactian of migcdle scnoc.
teachers 1:s clasely linked to tne coaroruernce of tre:ir
awrr ODInlons about teaching witn thne actual oractices
employed 1rn thne middle schacls., In agogitiorn. two or
these studies (Ashtar, et al., 13811 FPoov. 1981)
suggest that teachers 1irn suburbarn middle schools report
a higher degree of Job satisfacticrn thnam go teachers 1ir
urbar middie schocls, although rno differerces are founc

betweern urbar and suburbarn jJurmicr hign te.cnhers.

Summary of the Empirical FResearch




a majority of miadle schools ir the Urited States are
not cperating 1n accorgarnce with standarcs reccmmerndec
by writers 1m the proafessicrmal literature. This 13 tnhe
case even though manmy of the same schocls hnave agopt-o
philcascphies which say that they cucht to ne  going
these thirgs. Other studies nave attempted to Ccraw
attertion toa schoo’s which are known to have adcopted
the recommended middle school practices. Tne guesticr
remains as tc whether the middle schocl .53 a viab.e
educaticrnal 1mstituticon or simpbly a more  attractive
name givern to the old junicr high school.

During the 136Q's arag 137@'s. mavyy migcc.e Sernad.s
were created with mirnimal plarning. in atner micdlie
schools, early plarming has rnot 1ncluded thne teacners.
This lack «of plarmming has beern plamed for teacner
dissatic Facticornn with the practices of the micod.e
schacl. The 1mplicaticr here 1s that teachers may nct
agree with or evern understand some of tnhne practices
adopted by middle schocls. ang therefore may rnot  ce
ready to  suppcort then. The cited researcn aisc
suggests that team nlarming and clear commurnicatic:: ot
the schacl M1SS1C amcrig scnacl staft are

characteristics fourd 1n the more effective micd.e
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schocls,

Research on teacher satisfacticor irn  1ntermeciate
s.chocls has showrn a positive correlation Jetweer
teachers’ Job satisfaction and their corngruernce  witih
the opractices espcused by the schacols 1v which  tnhey
teach. This same bcdy «f researcnh nas suggestec tnat

the lccation of the middle schacol may aisc hove an

effect uporn teacner job satisfacticr.
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METHODOLGGY

The opurpocse of the oresent study 1s ta 1nvestiga:
miogdle schocol teachers! percepticns of thne oreserce of
varicus cultural elements 1n their schacls. anag  to
cetermine che degree to wnicn teacners feel tnat tnese
oractices cught to be inmcluded 1irn an 1ntermeciate—level
schocl. This cnapter cutlires the rrocegures to -
used 1in conducting tnis i1nvestigatiorn irncluoiro samo.e
selection., instrumentatiarn, arng Droposeg methocs oT

data collecticon ang analysis.

Sample Selection
Two ingdependent sampie populaticons wiil ce
utilized for the ourocses of tne oresent stuay. Samo.e
I. the bilot sample. will cocrnsist of 13@ miccie ccrcol
teachers rangomly selected from tnree scnool 01StricTe

1 soutnern Louwisiana, orne rural., orne subursarn., arnc —orne

urbar. Aporoximately crie—nalf of the teacners wil. e
selected from miodle schocls jucgea to be  “exemciary”
by varicus state or local recoconition  Oroorams. e

<t

cther nalf will pe selectea from miggdle scChoois tha
have rnot received such a distirnction. Tnis samnole wil.:

be wutilized to gererate rel:ability ano valicitv cata

b1
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for tre e uaroeses o7

tne present study.

=

Sample II wiil cormsist of &20roxXimate.y =G

teacheirs from the same three school districts wno teas-
in sSchocls using the rame "micdle school. Se.ecticn
cf this groub will cornsist of a Snree-step -reocesc, e
tne first step. all micu.e scnocls v tne  trres
district will pe ciassifieg as eitner "exemciary” =r
“average" basec upcr wnetner tne schoois nave ecelves

recognition Dby any orne of several state anc .ooa.

school recognition oroorams. verification of 1the
presence or apsence ¢f such status wiil e odtainec
from the school districts' central affice records Il

from a aguestionnaire which will be sent to schoo.
brincipals.

In step two. participating scnocls wi.l: e
rardomly selected as fcllows:

(1) Ir: bath the urpar and suburcarn Ci1stricts. two

"exemplary"” and tnree "averapge" middle scnocis wi.. oE

-4

rarndamly selectedg from amor each cistrict’s Liet

(]

middle schocls,
(2) Due tc the small riumber of micdle scho=lis  1ir

tne rural district, one "exemplary' ang two average

micdle schacls will be rangomly selected frem amcrz tre
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cistrict’s micdlie schools.

In steo three. teachers will oe rarcamiy se.ectec
from eacn of the particicating scnocic as Fooicwes:

(1) Irm botn the urbanm anc suburpbarn Cletr.ot. o0
teacners will pe randomly selected rterom among the ful.-—
time faculty of the two "exemplary” scnoolse.  ancs 435
teachers 7rom among the full-time facuity of the <rree
"regular” schoals for a toval of 75 teachers from eacH
«f these two districts.

(2 In the rural ocistrict, 20 teacners wil.. o}

m

oy

rancgomly selected from amovg tne full-time Facul+ty

the "exemplary"” schocol, ang 3@ teacners Trom amorg Toe

]
bl

full-time faculty of the two "regular” cchcc.s Tor

total of S@ teachers from this cistrict.

Instrumentatian
Twa 1nstrumernts will ce cevelooec for uee 14 2 +-g
present study, core to measure teachercs’ perceptl-rs cF

the bpresence of elemernts of culture 1/ the mico.e

schocls 1rn which they teach, arnc ome to accescs  Tre
teachers’ perceptions of the desirability oF ~-pee
elements im ari i1deal intermediate—level SCMTTL .

Frocedures to estapblisn the relianpility arnc valigcity of
these i1instrumernts 1s cescribed 1rn the data coliectice

and analysis secticrn wnicn follows,

R3




The "culture perceiver” instrument willii Corsist or
& series of Likert-type i1tems based upor elemernts oF

ideal middle schocl culture as espoused by severa.

of  the malor writers of the migale schocl movemernt.

Fer~ each i1tem respernderts will be reduired to cnocse
the opaint on a corntinuum which best renresents tne:ir
perception of the presernce of the elemernt im their

schacls. Same sample 1tems might possibly pe:

31 My schaal encourages teachers to  wore
tcgether 1irn 1nterdisciplinary teams.
Nnot at @1 o o Lompiete.yv
S2: My scnaal 1s  studemt-cemtered 1 1ts
pnilascaphy.
Net at all _____  _____ _____ _____ Complete. s
The ‘'"persornal concept’ measure will emoicov  toe
same 1tems, but 1rn a form which cactures resconcents!’
deg-ee -f perscrial agreemert witn tne corcents (e.a..
-

I think teachwers sSnouig W R togpetner as

interdisciplinary teams. "i.

Data Collectiorn ang Hnalvsis
The 1@@ teachers 1vn Sample I will ne pivern ooth
nstruments to combplete. The i1ristruments will pe narg

delivered to a contact perscarn at each schocol wheoo w1 il

o B4
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gistr-bute and ccllect them at thne erd or r~re weev.
Rll i1nstruments will be assigoried idertificaticr rumpers
s¢ that a fali- ~up may be corcucteg 1f the 1rmitial
resnarnse 1s pocr.

Alpha reliability ccefficients will be computed

for each 1rnstrument using the gata coallected Trom
Sample 1. in additicon. arn R—-techriigue factor aralysis
will be wutilized to assess the construct validity of
the 1instruments. This analysis will Dbe used to
identify what factors exist relative to culture
percepticr. The arnalysis will further serve as &
methad for distinguishing which 1tems ageguately

measure the 1dentified factors, ang for eliminatino
thcase 1tems which da nct. The data obtaived from this
analysis will be used tc test the first two rusl
hypctheses stated i1vm Chhapter I.

R modified versicarn of the two 1nstruments based o
the factor analysis will be admirniistereg to Samoie Li.
Distributicn of the ivistruments ar:.g foliow-uz
pracedures will be esserntially the same as t--ze .szed
with the Sample I admirastratiorn of thne 1rnstrumerts.
Data collected fram this samole will be usegd to  +est
the remairiing three hypatheses.

Hypothesis X! {(the relaticarsnip oetween

£S5




resporndents’

schacl cultural elements arg theilr

cegree of perscrnal aogreemernt witn micg.e

percepticar of these

elements? presernce 1i1n theilr scrocls) wiill ne tested

using a multiple regressicorn analysis with perscnad

agreemerit and district servang

culture.

as pregictors i

Hypocthesis 4 (the retlaticornsnip of perceptian ot

culture to type of scnocl) will alsc

be tested usi1n3d &

multiple regressiorn analysis with type of schoow

serving as the predictor aof culture.

Hypothesis 3 (the assumnticr that teachers i1n  the

"exemplary" schocls will have a

nigher ccrreiatiorn

betweernn their scores or the twe i1nstrumernts tham tre

teachers 1r the "average' schoals)

willl alsc be tostec

using a multiple regressiar crnalysis with resporcents’

scares o the two 1nstrumernts serving as predlCtors or

the type of schaal.
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