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ABSTRACT
PURPOSE

The purpose of the study was to examine the impact of traditional and
individualfzed curriculum organizations on faculty attitudes, student
attitudes, and student achievement. Current emphases in curriculum
organization continue to pursue the creation of the humane school

which is defined by Trump as one which treats learners and teachers as
individuals, each with unique responsibilities and possessing definite
and {dentifiable features. Characteristic of these efforts are lgarning
situations which seek to place students and teachers in individual and
small group learning envircnments which stress both increased student
respansibi)ity in the learning process and the developing role of the
teacher as guide and resource person for the process. Previous research
has found that teachers tend to view these efforts at curriculum re-
prganization favorably while student attitudes and achievement have
demonstrated no such discernable trend.

METHODOLOGY

Three parochial secondary schools representing a traditional, partially
tndividualized, and predominantly individualized curriculum organization
were selected for partigipation in the study. A total of 626 students
in grades eight through twelve and 56 teachers were polled in the study.
This represents a 100 percent response for all schools.

Stern's CGrganizational Climate Index was employed 1n evaluating faculty
attitudes in eight areas: Intellectual Climate, Achievement Standards,
Personal Dignity, Organizational Effecti{veness, COrderliness, Impulse
{ontrol, Development, and Task Effectiveness. Jackson's Student
Opinion Poli was employed in evaluating student attitudes. Student
achievement was evaluated through an apalysis of verbal and mathematfics
scaled scores for nationally standard{zed examinations taken by students
in the tenth, eleventh, and twelfth grades. The data gathered were
examined through the use of amalysis of variance for faculty and student
attitudes and analysis of covariance for student achievement. Student
1} served as the covariate.

FINDINGS

Faculty attitudes were found to be statistically significant in four of
the efght areas measured by the Organizational Climate Index [Intellectual
Climate .01 level, Organization Effectiveness .05 level, Orderliness



.01 leval, and Task Effectiveness .01 lavel). [n each instance the
individualized schools demonstrated the more favorable perceptions of
their work environment.

Student attitudes did not demonstrate any statistically significant
differences on the elghth, tenth, eleventh, or twelfth grade level.
Ninth grade students in the predominantly individualized schocl were
significantly more satisfied with their schoo)l experiences than were
the ninth grade students in efther the traditional schoal (.05 level} or
the partially individuallzed scheol (.001 level)}.

The attitudes of high ability students on the eighth, teanth, eleventh,
and twelfth grade levels did not demonstrate amy statistically significant
differences. High ab¥lity ninth grade students in the partially
individualized school were found to be significantly less sattisfied

than students in sither the traditional school [.05 level) or the
predominantly individualized scheol (.00) level}.

Differences in studant achievement were found to be statistically significant
only for tenth grade students. Verbal achievement for tenth grade

students in the partially individualized school significantly exceeded

that of students 1n the traditional school {.01 level}; mathematics
achlevement for tenth grade students 1n the partially individualized

school significantly exceeded that of students in the traditional school

(.01 level) and the predominantly individualized schaol (.05 Tevel}.

The achtevement of satisfled and dissatisfied students demonstrated

Timited statistically significant differences.

CONCLUSIONS

Individual perceptions of a work environment and the accompanying leve)
of performance are a reflection of organizational ¢limate and effective-
ness. The investigator found a 1imited amount of avidence to suggest
that current programs to fndividualize curriculum organizations tend to
be viewed positively by faculties which are asked to implement such
programs. These findings are similar to those of Steward and Lave.
Kelley, Bosco and others. And they offer encouragement that continuing
efforts to broaden the responsibilities of the learner in the school
enviropment and better utilize the specia) competencies of the faculty
members they {nteract with may be favorably recefved and viewed as
supportive of educational endeavors.



Results of this study suggest that in the area of student attitudes regarding
their school experiences most students tend to assume a neutral posture.
However, the significant differences an the ninth grade level reflecting
significant satisfaction on the part of students in the predominantly
Individualized school and significant dissatisfaction on the part of
high abi1ity students in the partially individualized school would seem
ta indicate more pronounced responses in the early phases of secondary
experiences. Increased emphases on the affective aspects of curriculum
development may pravide a momentum for both creative and positive
responses cn the part of students which could carry through their high
school years and beyond. The current findings demonstrating significant
differences 1n tenth grade students’ achievement favoring the partially
individualfzed school 1imply the need for continued development of a
variety of learning experiences at varying grade levels. Despite
limited statistical confivmation, the genera) findings for satisfied

and dissatisfied student achlevement and the small number of scores
examined 1mply that student achievement is not related to curriculum
erganizatian. Finally, the results of this study would seem to indicate
that efforts to improve the instructional programs must concern themselves
with both affective and cognitive areas and include a broadensd view of
anticipated vresults. This 1s to suggest that such characteristics as
sustained effort, consistent performance, and expanding cultural and
clvic awarenass are all within the province of desirable geals. Their
inclusion in program desfign and analysis may prove to be a valuable
evaluative criteria for both teachers and researchers.
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A COMPARISON OF THE IMPACT OF SELECTED INDIVIDUALIZED
CURRICULUM ORGANIZATIONS ON FACULTY PERCEPTIONMS,
STUDENT ATTITURES, AND STUDENT ACHIEVEMENT



Chapter 1
INTRODUCTION

The organfizational 1ife of any scheol 15 centered 1n its curric-
ulum. It provides the basis for realizing the philesophical tenets of
the school and achieving the specific and identifiable goals and
objectives that arise from that statement of belief. Every individual
in the organization i1s an integral part of the structure for reaching
those goals and must be ready and equipped to "assist in the establish-
ment of a harmonious and enabling structure for their attainment."]
Central to this process are the gquestions: "Is it possible to encourage
the emergence of an organizational structure 1n which the total
individual can find satisfying experiences and in which the organization
nurtures the attainment of human goals?” and "What are the prime moves
in that direction?”? The issues posed in these questions are complex
and complicated. They find thelr expression in the balance between
11near, organizational needs, and spiralling individualized self-
actualizating needs, between authority and freedom in the processes

which bring faculties, staffs, and students together in common purﬁuits¢3

Tpabert 5. Gilchrist and Bernice R. Roberts, Curriculum Develop-
ment A Humanized Systems Approach (Belmont: Lear Siegler, Inc./Fearon
ublishers, « p. 19,

21bid., p. 20.
1bid.

T———




BAC KGROUND
A Definttion of Curriculum

Within schools the significant determinants of performance and
attitudes are the curriculum strategies which bring about the inter-
action between student and teacher. The conventional approach to de-
fining curriculum often describes it in terms of the instructional
activities planned and provided for students by their school. Trump
suggests that curriculum is much more than planned activities and must
be viewed as "a vital, moving, complex interaction of pecple and things

nd "It {ncludes questions to debate, forces

1n a free-wheeling setting.
to rationalize, goals to {1luminate, programs to activate, and outcomes
to evaluate.“5 Curriculum is, {n effect, a2 design to develop the curi-
psity and creativity inmate in each individual in order that he or she
might constructively contribute to an ever changing society.ﬁ Taba notes
that:
This concept means that not only s intellectual training

to be directed to vnderstanding the forces of the culture and

to mastering the intellectual tools nacessary for that under-

standing, but also that there is a fundamental responsibility

for training in the culture's essential values and loyalties.
In this view, then, socfal cohesfon depends not s¢ much on

ll.J. Lloyd Trump and Delmas F. Miller, Secondary School Curriculum
Imp:%vem!nt {Second Edition; Boston: Allyn and Bacen, Inc., 1373),
p. 13.

)

1bi

b1by
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transmission of the summnn knowledge as the sharing of common
values and concerns.

For "without continual recrientation to changing conditions education
bacomes unreal and in a sense useless bacause 1t does not prepare youth
for 11fe's problems and respansihl]ities."B Curriculum attempts to
comprehansively reflect experiences which are “similar to those in

Jife."? Taba, in Curriculum Development Theory and Practice, points

cut that these axpsriesnces stress “{nternalization of values and feelings
...and provide fairly potent models for identification in the form of

ull

significant persons as well as forceful experiences, In essence,

curriculum i5 "a socfalizing agent of some consequent which shapes
the values and standards of individuals and adds a measure to their

uil Curriculum, whan viewsed from this perspective,

11fe orientation.
becomes a major vehicle for meeting soctietal and {ndividual needs of
Yifa. 0On the societal level, it provides the foundation for the
rafinement of soclal processes. And, on the individual level, it
offers an opportunity for the attainment of personal goals.

Curriculum and Learning Theories

Curricula and the organizations within which they aperate are

founded on a vision of the individual as learner. Current curricula are

?H11da Taba, Curriculum Development Theory and Practice {(Hew
York: Harcourt, Brace and World, Inc., 1962}, p. 25.

8Ibid.

1b1d., p. 66
10144

——

Mipidg., p. 77.
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§

compos 1tes of numerous theories which began with the concept of faculty
psychology, and this was followed by a theory which saw the learner

as a system of dynamic forces engaged in the processes of maintaining

12

a state of equiiibrium that encompasses his entire being. The theory

of faculty psychalogy or mental discipline stressed the value of
difficult tasks in the learning process. Training in the sense of drill
and practice result in learning. The succeeding concept of equilibrium
has produced two theories of behavior and learning: one was the
assoclationist or behaviorist theory which rested primarily on

learning by trial and error and the other was the Gestalt or field
theur:y.l3 This latter approach "assumes that cognitive processes --
fnsight, intelligence, or organization -- are the fundamental character-

ll]4

1stics of human response. The capacity to perceive and create

relationships is central to the learning situation and the forces

15 Emphasis is placed on cognitive processes and

operating in it.
field theory views learning as essentially a socfal process,...{and)
individual differences are cruc‘la]."15 These theories provided the
framework within which curriculum development has taken place. Thelir
cumylative effect has been to create & vision of the learner as one

who requires interactive processes which enhance individual growth.
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7

CURRICULUM DEVELOPMENT

Goodlad notes that "society tends to allocate to schools the
preservation of certain tendencies considered essentia1.“]? Yalue
judgments abound tn such a process, and 1t §s further complicated
by the "fact that the products and methods of man's inguiries far

II‘IB

outstrips the capacity of a single man to know them, "The resulting

pedagogical problems are not merely problems of encompassing fresh
accumulations of knowledge--awesome though these tasks may be--but

w19

of making Instructional order out of quantitative chaos. Ultimately

curr{culum demands a rigorous discipline which includes the areas of
goals, content, evaluative processes, and organizational strategies.zu
Effective curriculum designs must mold thase components into total
educational programs which offer to the individual a sense of perspective
as regards contemporary life experiences and the opportunity to
pursue chosen areas of interest and competence to the maximum.
Goals

Curriculum goal selaction is premised on three basic concepts.

First, the skills of learning must be made intrinsic with emphasis

]?Juhn I. Goodlad, School, Curriculum, and The Individual
(Waitham: Blaisdell Publishing Company, 1968}, p. 13.

181b1d., p. 14

19114,
01p14.




8

placed on locating, recording, and appraising resources for learning,
budgeting time, locating informaticn, and developing the ability to
cﬂnperute‘z1 These skills have both socfal and ethica)l value and are
appropriate within “the context of the complex institutional) structures
in which most people 11ve.“22 Second, the learning situation must be
consistent with the evolving discovery of the modern mind; it dramatizes
and emphasizes that perceptiveness and enterprise are resources to be
nu1*1:u1'v|=.rd."’:'3 And thtrd, patterns of {nguiry must be typical of sophisti-
cal study and paratlel the phases of modern research.24 This emphasis
on research modals provides a sound structure for the 1dentification
¢f goals and the content which subsequently leads tc their attainment.
Content

The development of curricula must reflect a recegnition of the

differences between "basic materials and those which are in the realm

2pyiand, W. Crary, Humanizing The School (New York: Alfred A.
Knepf, 1969), p. 126,

221014,
S p1d.

E41hid* Crary points out that "the structure of modern research
{includesT: Phase 1 -- axploration and planning -- parallels the design
of the project and the statement of hypothasas, Phase 2 -- 1nquiry,
activity, and research -- 1s the accumulation of data stage; {its
classroom instruments may be those of any research discipline (documen-
tary, survey, statistical, or field). Phase 3 -- prasentation, organi-
zation, and conceptualization -- {5 ]1ke the data-processing and report-
ing stages of a research project. Phase 4 —- appraisal and evaluation --
represants the critical intelligence applied to findings of inquiry,
an application both by the researcher and by his peers. on behalf of
both, Phase 5 -~ ytilization, reflectfon, and reconceptualization --
reflects the outcome of rasearch, which includes every step from
rejection to replication to utilization." Ibid., p. 125,



9
of creativity and special 1nterests."25 Basic materials are those
deemed assential for the individuals within a society who are educable;
they are the facts, concepts, skills, and appreciations minimally
necessary for contributive citizenry.zﬁ Beyond this minimum are those
materials which are considered desirable and enriching and serve as a
logical extension of the basic materials. Creativity and special
interests are dimensions of cirriculum which add both breadth and depth
to the fundamental areas and provide opportunities for the learner
to pursue uniquely rewarding areas of individual competence or
cur1a51ty.2? The successful merging of the basic and creative components
of curriculum content ¢an and will provide a full range of educational
experiences which offer a maximm potential for individuai development.
At the same time, the socletal needs which Yaba has stressed are
mare fully met. Thus, the emphasis placed on each area and the time
allotted to them are central concerns in content selection and
organization.

Evaluative Processes

The methods of evaluation used ¥n conjunction with curriculum
development are crucial to valid decision making a&s regards both re-

finement of current programs and adoption of new designs. “Speaking

25Trump and Miller, Secondary School Curriculum Improvement,




10
of evaluation in general, Lewis points put that actions could not
attatn success except that there are evaluations, which are essentially

w28

predictions. "The movement §s from reality of the present to a

chosen future {and} the principal function of empirical knowledge is
that of an instrument enabling transition from one to the other."Eg
Hastings notes that "without such feedback, either the decisjon to re-
vise or the decision not to revise -- and most certainly the decision
of how to review -- must be based upon feeling tones and the arguments

»30 It 1s essential, therefore, that patterns

of personal preference.
of evaluation include objective criterial which provide a basis for
future curriculum direction. The whole point of evaluative processes
fs the provision of data which allow for program refinement and the
adoption of those strategles most Jikely to make that growth a reality.

Organizational Strategles

The organization of the school has increasingly become a

pervasive factor in the tnitlation of changes that many educational

3

leaders view as imperative, It 15 useless to consider Individualizing

EﬂPeter A. Taylor and Daris M. Cowley, Readings in Curriculum
Evaluation (Dubuque: W. C. Brown Company Publlshers, 1372}, p. BT,
citing C. 1. Lewis, An Analysis of Knowledge and Valuation (1946),
pp. 371-72.

291144,

3':'Il:dc.i.. citing J. T. Hastings, "Curriculum Evatuation," Journal
of Educatjonal Measurement IX {1969?. 35,

3!Arthus W. Foshay, Curriculum For The 70's: An Agenda Faor
Invantion {Washington, D.C.> National Education Association, 1970)

p. 17,




1l
the pace of the schoot offerings 1f, for exampie, time schedules dictate
appruaches.32 Large numbers of both teachers and administrators
have taken note that "whole-class instruction, which has been condemned
by observers of educatfon ever since the Renaissance goes right on
because of the way the scheol is nrganl:ed,"33 Organizational
patterns have heretofore based thers existence on an uninterrupted
routine and proper sequencing, and thus students who followed the
pattern could find success within the system. "The purpose of going
to school never was, of course, to go through school but to gain an
education; our present organizations confuse one with the nther.“34
Current changes in traditional structure "have as their obvious intent
making the school organization fluld enough so that 4t can respond to
the differing needs of 1ndividual students.“35 It 1s, however,
important t¢ note that the "organization of the school 1s not the

1.“35 Structure and content ave not synonomous

currfculum of the schoo
but should be mutuaily supportive. Structure can provide the
oppartunity for curriculum to come alive for the individual student and

serve as & means to acquire designated essentials and to actively engage

2y

3

ao
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12
in those experiences which inspire creativity and satisfy special
interests. Of equal importance is the reguirement that content
be flexihle enough to take full advantage of the opportunities made
available through new approaches to organization. 5Stald and inflexible
paramaters 1imit creative response and make aven the achievement of

essential objectives a frustrating experience.
CURRICULUM DESIGN

Specific curriculum desfgns are expressions of theorstical
concepts. As such, they include methods and materials consistent
with the view of the learner and have followed three major approaches;
the subject-centered approach, the student-centered approach, and the
problem-centerad apprnach.a?

Subject-Centered

The subject-centered approach is organized around clearly
delineated areas of study which are to be arduously pursued and

38 Learning 1s measurad in terms of the material covered

mastered.
and retained. Curriculum as expressed and formulated in the subject-
centered approach gives little attention to the learner per se and
concentrates on the appropriate selection and ordering of subjects

to which the Tearner is exposed. Subject matter 1s assumed to be
universally applicable. It stands apart from the learner in terms

of interest or preference and makes uniform expectations as regards

E?Rudy K. Bent and Adelph Unruh, Secondary Schoo] Curriculum
(Lexingtom: D. C, Heath and Company, 1963, p. 6.

38144,
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time and the ampunt of material to be covered. Changes in subject-
centered curriculum arise from the refinement or expansion of the

39 Ignored 1n this process are the learner

spec{fic discipline.
response to content and instructional experience in the presentation

of material. And, the instruction 1tself tends to he as systematic

as content. The end products of this approach are "concepts, skills,
rules, and principles which are basic to further study in each 5ubject."4u

Student-Centered

The student-centered approach 1s a response to the constralints
of a purely subject orientation to curriculum and "advocates placing
emphasis on the learner...and upon selecting content which met the needs
and interests of .*..rlzuut‘.h."'trI Curriculum builidng proceeds from interest
and insight theory and makes large assumptions regarding the validity

42 It brings with it a strong guarantee of interest

of selected content,
satisfaction, variety of materials, and learner interest with relevance
the c¢criterion of 5e1ect1nn¢43 The highly subjective nature of such an
approach, however, cantributes to a lack of general organization and
common direction. The values of natural motives and inclinations are

obvious, but there exists the real potential for extreme imbalances in
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terms of desired outcomes. Curriculum must offer a gquide to the
accomplishment of goals which are definabie and contributive to
soclatal and individual needs. [t may be difficult at best to satisfy
this curriculum requirement if neithar sccietal nor individual needs
are not readily apparent to the learner. The constant change which
surrounds contemporary gxistence only serves to 1ntensify the requive-
ment for thoughtful analysis of what must be included in a comprehensive
curriculum.

Problem-Centerad

The third method of curriculum development, the problem-
centered approach, 1s characterized by the selection and organization
of content and metheds of learning based on the concept of learning as
problem solving and encourages reflective thinking.44 It is based on
the fiald theory and while {t employs some of the features of the
subject-centered and student-centered approaches it adds the dimension
of student problems, needs, concerns, and difficulties and a different
method of organizing learning experiences. Hethod is the key to the
success of the problem approach and emphasis {5 placed on the interaction

45 This curriculum design creates an

between teacher and student.
environment which brings the learner and teacher together in a

s{tuation requiring clear patterns of comwnication and cooperative

44Ihid., p. 11. "The steps 1n reflective thinking are those
employed in research. Each problem beings with a felt need or difficulty
which cannot be solved [unIyg through the securing of data, the
urganizat1ug of data, and the formulation of conclusiens based on them,"
Ibid., p. 12,

B1p1d.



15

efforts. The learner as problem solver and the teacher as guide in
the process brings with 1t a substantial opportunity for the sharing
of experiences and the assumption of a realistic amount of responsibility
by the learner in the educative process. An approach to curriculum
which redistributes responsibility and calls for communication on a
one to one basis demands much of both teacher and student. The
teacher myst come to the learning environment equipped to allow a wider
range of individual responses to the demands he will make. The
methodologies employed must draw the learner ipto thoughtful analysis.
Patterns and relationships of an interdisciplinary and intradisciplinary
nature can and will become apparant when content and process are
skii1fully blended in viable patterns. The learner must come to the
learning environment aware that problem solving requires a self-imposed
discipline, Accumulation of data is but a means to an end and not an
end in 1tself. Rejection of proposed salutions, continual revision
of approaches, and fncorporation of critical input require flexibility
and determination,

The problem oriented curriculum, as 1t has evolved, has
fundamentally chanyed the teacher-learner interaction and fostered
the emergence of additional curriculum revisions that offer great promise:
the process curriculum, the structure curriculum, and the humanistic

46

curriculum. The process curriculum draws upon the manner of inquiry

%1h14., p. 15.

o



developed for a respective discipline and emphasizes the skills
required for following an {nvestigative 5equence.4? The structursa
curriculum concentrates on establishing Interrelationships and
clarifying generalizations derived from empirical studies of the
f1e1d.4B The humanistic approach
...provides for readiness, for the structure of each subject
can be taught at any secondary-school age providing it is pre-
sented in the vocabulary ¢f the pupils and 1s consistent with
their experiences. The developmant of readiness can be
stimulated by providing further experiences, either actual or
vicarious.

One of the chief values of this approach is that it provides
answers to questions pertaining to the selection of learning
experieances which cannot be determined wholly through a study of
the structure of knowledge and the mode of inquiry. It 1s an
eclecic metggd employing the best elements of the several
appraoches.

The humanistic curriculum attempis to narrow the gap between the
content and the fndividual by recognizing readinass, in terms of
prior experiences, and providing appropriate learning experiences as
follow-ups to them. This is in contrast to previous appraoches in
which, as Howard notes, "A student who might wish to study a topic
more deeply is penalized by having to do the regular work as well

as that in which he has become interested.“sn Ultimately it becomes

Y1bid., p. 14

®©rpi4,, p. 15
¥Ibid., p. 19
atvin W. Howard and George C. Stoumbis, The Junior High and

16

Middle School: P (Scranton:  Intext Educational
Publishars, 1970), p. 405.
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possible to avoid the conclusion drawn by far too many students "that
school is not a good place to pursue their interests -- such pursuits

will interfer with their work.">)

THE HUMANE SCHOOL

In general, contemporary secondary education 15 experiencing
a wide varfety of changes in the areas of curriculum structure and
content. The smphasis of the majority of these changes centinues
to be the creation of what has come to be called the humane school,
Trump describes the humane schoal as one which treats learners and
teachers as individuals, each with unique responsibilities and
possessing definite and identifiable features.52 Characteristic
of the Trump model of the humane school are options designed to allow
Tearners to move forward and experlence success in terms of their own
talents and interests. Additional features are also stressed by
Trump in his discussions of the humane school. Learners are in
contact with a teacher-advisor who seec them as total human beings.
Needs are diagnosed and programs are planped in a consultative atmospheres
which emphasize the future, Motivational experiences are planned
to move students through basic and fundamental areas and into in-depth

analysis of special interests which surpass original expectaticons and

%11bid., citing Eugene R. Howard and Roger W. Bardwell, How to
Organize a Non-Graded School {(Englewood C11ffs. N. J.: Prentice-Hall,
T p. 2.

52Trump and Miller, Secondary School Curriculum Improvement,
pp. 21-22.
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gesires, Tne humane school curricuium takes the Tearner where he 1s
and builds within him a sense of purpose and personal confidence
premised on continuous progress, With competent supervision the
learner experiences & variety of self-directed, self-produced, and
self-evaluated materials. The teacher svaluation of the outcomes of
these experiences is based on the individual's curreni performance.

In effect, this assists {n avoiding the all to common practice of
"giving & specific assignment to everyone in a class to be completed
once...."53 Comparative data as regards the progress of others in

but a part of the self-evaluation process and not the measure of
performance. Taken in sum, Trump emphasizes that evaluatien recognizes
the total effort of the student and reports it in terms which ignore
the traditional threat of failure so often employed as the prime
motivational device,

Trump also stresses that the humane school is one in which the
teacher may make maximum ut{1{zation of his professional talents and
Interests in the form of differentiated staffing.54 it recognizes
individual competencies among teachers and strives to create an
environment which takes maximum advantage of them. The development
of human resources tn such a manner can {nsptre a consistently high level

of professional performance. In addition, the Tearnsr consistentiy comes

93 oward and Stoumbis, The Junfor High and Middle School: Issues
and Practices, p. 405, ¢iting Howard and Bardwell, How to Organize
a None-Giraded School, p. 11,

54Trump and Miller, Secondary Scho¢l Curriculum Improvement,
ppl 2‘-220
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into contact, 1n the individual and small group structures which
frequently occur 1n the humane school, with those teachers whose
talents and energies are l{able to inspire concerted effort and
positive response.

A Curriculum Concept

The humane schoo)l and the curriculum concepts which operate
within 1t have arisen, in varying deqrees, from the observations,
expariences, and investigations of thoughtful and perceptive educators.
Thelir concern for the process {s expressed, in part, by S1l1berman who
points out that:

Certain 5kills or abflities are assential to the educated
man: the ability to learn for himself, to take hold of a sub-
ject and 'work ft up' for himself, so that he 15 not dependent
upon his teacher's direction; the ability to think for himself
*to ask the right critical questtons and to apply rigorous tests'
to his hunches, s0 that he is not dependent upon the ideas and
opinions of others; the ability to respond to beauty, the beauty
of nature as well as the art made by his fellow man; and the
ability to communicate his ideas and feelings to others. The
fact that there 1s no one curriculum to be specified for every-
one does not mean, therefore, that there should be no curriculum
at all. 'The most dangerous intellectual aspect of the contem-
porary scene,' as Robert A. Nisbet suggestis, 1s the inability of
s0 many of the young (and so many of the would-be young} to
distinguish between authority and power.55

S{lberman stresses the importance of recognizing that the central

task of adolescence is self-definition. He states that " 1t 1s, indeed,

5EChar1es E. Sitberman, Crisis In The Classroom (New York:
Random House, 1970), p. 333.
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the mental structures that esmerge during adolescence, and that a well-
conceived curriculum 15 designed to enhance, that make self-definition
possible, for they enable young people to think abstractly, to reflect
on the meaning of their own thoughts, experiences, and feelings and
to conjure up the full range of alterpatives for the future."ﬁﬁ The
ghligation of the school s “to cliarify for {ts students the incaning
of thelr experience of 1ife in their !‘»l.':u:ietg;r."mI Finally, Silberman
notes that for this c¢larification of experiences to happen "{t
is not just the curriculum that will have to chinge but the entire way
high schools are organized and r*l..w'u.“53 The conterns expressed by
$11berman are central to the continuing efforts to achieve the humane
school. And, it is obvious that the improvements he calls for must
be a direct outgrowth of basic organizational changes initiated at
a1l levels of the educative process,

Organizational Approaches

The emphases by educators on curriculum srganization have been
generally consistent in their concern for organizational flexibility,
increased student responsibility, a Tessening of required courses
in favor of electives, and, On a broadar plane, expanded numbers of paths
to the high school diploma 1tself. In terms of organizational
flexibility

...changes now going on fall into three broad categories:

Modest changes in school reguiations designed to create a

freer and more humane atmosphere outtide the classroom;

Somewhat bolder attempts to humanize the Schools as a whole
for example, by cutting the number of required classes leaving

561p1d., p. 335.
571bid., p. 336,
SETbYd,
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students with a third or more of their time unscheduled, to be
used for independent study, for taking more elective courses, for
fulfilling some course requirements outside the classroom, or

far relaxation and lefsure;

Radical sxperiments involving changes of the most fundamental
sort -- reordering the curriculum apd indeed the entire
teaching-1earning process, and in some insgances broadening the
very concept of what constitutes a school.

The holder attempts to humanize the school in terms of options and use
of time clearly reflect a recognition that "what a persom does indepen-

n60 These increas ing emphases

dently determines his ungiue personality.

on learning activities which stress individual pursuits also brings

with it intensified responsibilities for the learner. As teachers

assume the role of advisor and guide they engage in activities which

require a less direct control of the learping situation. The learner

1s required to commit himself actively to the attainment of teacher

and self-determined goais, to seek out the necessary resgurces and help,

and to maintain a sense of momentum which, in prior arrangements,

was the province of the teacher under the vubric of motivation.
Independent study, 1n its broadest application, does not limit

the student to strictly individual efforts, Once removed from the large

group structure, small groups of students may join in cooperative pro-

Jects. The intradependence created in such a situation provides for a

sense of shared responsibility in which “he may succeed and contribute

to athars as well as to his own personatl devalﬂpment."ﬁ]

1pid., p. 337
EDTrump and M{11er, Secondary School Curricuium Improvement, p. 293.

Bl1bid., p. 293,
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Goals for the amourt of time to be devoted to {ndependent study
vary according to the unique requirements of the programs in operation.
Trump suggests that in an effective school employing the concept most
students spend approximately one-third of the available $chool hours
in 1ndependent study.62

An extension of the concept of independent study also includes
the use of individualized scheduling. It s obvious that the time
arrangements specified in the schedule enhance or inhibit curriculum

63 Flexible approaches to the use of time have as their

improvement.
objective the ability to alter the schedule on a daily basis and

offer to the student an oppartunity to exercise a choice in time
utilizat‘ian.ﬁ4 The range of alternatives in this area is quite wide

and is, 1n fact, 1imited only by the ingenulty of the professional

staffs developing the schedule and the specific curriculum of the

school. The ylitimate aim "is to make a school more humane....with

3 curriculum environment that stresses self-exploration, decision making,

and learning 1n an environment best sulted for each one of them.“55

EEJ. Lioyd Trump, Images of the Future -- A New Approach to the
Secondary School (Washington, D.C.: The Natfonal Assoc{ation of
Tacondary School Principals, 1953), pp. 8-9. "Many students will spend
additional time in subject fields 1n which they are competent and have
particular interests. Ultimately 60 percent or more of a pupil's time
may be spent in independent study....The combination of a different
school schedule, cooperative professional decisions by teachers and
caunselors appropriate attendance and reporting procedures, and new
evaluation techniques should be established to encourage and to govern
perscnalized independent study." Trump and Mi{1ler, Secondary School
Curriculum Improvement, p. 295,

53Trump and Miller, Secondary School Curriculum Improvement, p. 340.

641b1d,, p. 341.
651h1d., pp. 348-49.



23

Academic accountability in individualized scheduling becomes a unigue
process gulded by teachers and controlled, in part, by the student.
Tha demand for individual response requires the teacher-advisor to play
an increasingly larger role in the monitering of student progress.
The student-advisee is in cantinuous contact with a teacher-advisor
who may alter the schedule according to the student reguests, the rate
or level of work being done, or the data according to student
requests, the rate or Vevel of work being done, or the data received
from other faculty, The immediate adaptability 1n terms of the
individual student requirements and professional observation makes possible
a pattern of fndividual growth and evaluation which 1s both responsive
and tied mgre ¢losely to student performance.

The crucial element in the increasing emphasis on gurricula
which are responsive to individual needs 15 the relatfonship between
the instructional program and the organizational pattern that implements
it. The problem of curriculum is to economize learning potential by
making the most judicious and appropriate selection of content and
the organizational design of its 1mplementntiun.ﬁﬁ The educational
system must "bring structure into harmony with new curriculum
deve]npments.ﬁ?

In the creating of sucth a harmony G1lchrist and Roberts suggest
that "an open, interlocking, muttidimensional structural process, based

on an {mproved view of the pature of man and his values 1s r!quired.“ﬁa

66Philip H. Phenix, Philosophy of Educatiom (New York: Henry Holt
and Company. Inc., 1958), p. 59.

57Trump and Miller, Secondary School Curriculum Improvement., p. 34.
68zi1christ and Roberts. Curriculum Davelopment A Humanized
Systems Approach, p. 22.
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Known qualities of organizational structure within which Gilchrist and
Roberts belisave progress can be made toward the attainment of human
goals ara rvelated to. "assumptions, authenticity, communication,
collaboration, leadership, flexibility, and 1nqu1ry.“IEgI
Basic assumptions for the design of an organizational structure
for curriculum development rest upon the need for consenses, the
axpression of feelings, the acceptance of conflict, and the belief that

70 Authenticity, comwnication, and

structure is a facllitator.
collabaration are, in essence, a call for honesty on the part of all
those concerned with the Tearning environment. For the realization

of goals there must be a2 creative response to curriculum demands

that is free fram artifical restraints and reflects a genuine concern
for growth. This time is in large measure an outgrowth of organizational
leadership. It requires an emphasis on tha individuals within the
organization and & complete commitment to their growth and potential

for contributing to the ovarall refinement of the programs. Finally,
flaxibility can provide the ability to respond in immediate and
alternative ways to the problems which will arise in the process of
developing 2 humantstic curriculum. And, & spirit of inquiry can bring
student and teachar together in an environment which rewards innovation,
encourages unusual methodologles, and provides truly valuable individual
growth experimnces.

In summary, the current effort to create a humanized curr{culum

has focused upon a commitment to the {ndividual. Newly emergent patierns
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have drawn from theoretical and experiential bases to forge experiences
which draw both teacher and student into a new learning dynamic.
Central to this dynamic 1s an emphasis on the interaction between
student and teacher. The teacher assumes the role of advisor for the
complete academic program of soma students and for all those students
who pursve the objectives of his courses. This advisor-advisee
relationship make apparent the personal importance of the individual
student and allows him to share the special talents of the teachar-
advisor in a one-to-one setting. The student is challenged academically
to become a problem solver and to become increasingly competant {n the
gathering, exaination, and analysis of data. This is a cooperative
effort involving both the teacher-advisor and fellow students and
demands the establishment of effective channels of communication and
the ability to collaborate in the problem-solution process. The
ultimate aim §s to inspire a seif-initiated step from the mastery of
those areas seen as sssential to the needs of 1ife to the investigation
of special interests that will be personally productive and enriching.

The structure which facilititates the growth of the humanized
curriculum rests upon a totally flexible organizational approach.
Constraints are held to a minimuwm, and time patterns reflect a
recogni tion that individual efforts require a wide range of options.
{hange within the structure {s encouraged, and the crganization does
not control the individual's pattern of growth but is responsive to it.

The measure of success in the efforts of those who work to make

the humanized curriculum a reality resides, in part, with the satisfaction
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and achievement of those most directly concerned with it -- the

students and their teachers.

PROBLEM

Purpose of Study

The purpose of the present study was ta examine teacher and
student perceptions and student achlevement in three approaches to
curriculum arganization. It was anticipated that the preSent study
would possess implications relating to both traditional and individualized
curriculum organizations.

Statement of Problem

The problem of the present study was to investigate the impact
of three approaches to curriculum organization on faculty and student
parceptions and student achievement. The three selected curricula
reflected a traditional appreoach to curriculum crganization and the
two variations of the Trump model for individualized curricula. One
curriculum organization devoted twenty percent of the available school
time to individualization. 7Yhe other curriculum organjzation devoted
sixty-five percent of the available school time to individualfization.

Definition of Terms

The following terms will be used frequently through the report.
The specific definitions are provided to help the reader properly
avaluate the research and its implications.

Traditional Curriculum: As used in this study, the traditional

curriculum provided agual time allotments for all courses. The students
angage in large group instruction and are evaluated on a specified,

periodic basis.
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Partially Individuaiized Curriculum: As used in this study,

the partially individualized curriculum provided twenty percent of
the available academic time for individval and small group work.
Individual student schedules are constructed with advisor diraction
on a daily basis and provide the daily plan for student activities
in the individualized mode. Specific time 1imits were placed on the
completion of individual activities.

Predominantly Individualized Curriculum: As used in this study,

the predominantly individualized curriculum provided stxty-five
percent of the avallable academic time for individual and small group
work. Student schedules are periodically revised on the basis of
student progress. Ho time 1imit fs placed on the completion
pf individual activities.

Student Attitudes: As used in this study, Student attitudes were

the scores attained by students on the Student Opinion Poll,
Faculty Percaptions: As used in this study, faculty perceptions

were the scores attained by faculty members on the Organizationpal

Climate Index.
Student Achiavement: As used 1n this study, student achievement

was as follows: Twelfth Grade - scores attained by students on the
Scholastic Aptitude Test; Eleventh Grade - scores attained by students
on the Preliminary Scholastic Aptitude Test/National Merit

Scholarship Qualifying Test; Tenth Grade - scores attained by students

on the American Educatfon Council Achlievement Test.
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Student Ability: As used in this study, student ability was

the intelligence score attained by all students on the O0tis Quick-
Scoring Mental Ability Test administered upon entrance into the

respective schools.

S5atisfied Students: As used in this study, satisfied students

were those students scoring in the upper quartile on the Student Opin-

ton Poll.
Dissatisfied Students: As used 1n this study, dissatisfied

students were those students scoring In the lower quartile on the

Student Opinion Poll.
High Ability Students: As used 1n this study, high ability

students were those students who rank above the ninetieth percentile
in terms of the score attained on the Otis Quick-Scoring Mental

Ability Test.
Hypotheses

The hypotheses developed far the study reflect an attempt to
test the thearetical urgings of Trump, Miller, Gilchrist, Reberts
and similar authors discussed in the previous pages. They suggest
that emarging curriculum patterns which emphasize expanded student
responsibility, self-selected paths for the attainment of curriculum
goals, and interactive patterns stressing individual and small group
structures offer the greatest potential for improved student and faculty
parformance within schogls.

The hypotheses 1{sted below attempted to provide a comparative

hasis for an examination of the impact of two specific curricula
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which are reflective of current efforts to bring about ¥ncreasingly
jndividualized learning environments. The theory base would seem to
tndjcate that such strategies can effectively produce positive
results in such areas as faculty work environments, student satisfaction
with their school experiences and student academic performance in the
classroom. Thus, the hypotheses address themselves to the areas of:
faculty perceptions of their work environment, student attitudes
regarding their school experiences. and student achievement,

The six hypotheses tested were as follows:

Hypothesis 1 - Teacher perceptions of organizational climate

wi1l be sfgnificantly more favorablie in the partially individualized
curriculum organization than in the predominantly 1Individualized
curriculum organization or the traditional curriculum organization.

Hypothesis 2 - There is a significantly greater degree of

satisfaction among students in the partially individualized curriculum
organization than in the predominantly individualized curriculum
organization or the traditional curriculum organizatiocn,

Hypothesis 3 - High ability students refliect a significantly

greater degree of satisfaction 1n the partially individualized curriculum
organization than in the predominantly individualized curriculum
organization or the traditional curriculum arganization.

Hypothesis 4 - The achievement of students 1n the partially

individualized curriculum structure significantly exceeds the
achievement of students {n the predominantly individualized curriculum

organization and the traditional curriculum organization.
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Hypothesis 5 - The achievement of satisfied students in the

partially individualized curriculum organization significantly exceeds
the achievement of satisfied students in the predominantly individual-
fzed curriculum organization and the traditional curriculum organfz-
ation.

Hypothesis &6 - The achievement of dissatisfied students 1n the

partially individuaiized curriculum organizatien significantly exceeds
the achievement of dissatisfied students in the predominantly {ndividual-

1zed curriculum organization and the traditional curriculum organization.
LIMITATIONS

In the present study data for analysis were gathered from small,
parochial secondary schools, A limfted scale investigation of this
type necessarily 1imits the Investigator in his ability to generalize

beyond the scope and nature of the schools studied.
ORGANIZATION OF REMAINDER OF STUDY

Chapter 2 will focus on a2 review of the related research and
¥4 terature, Chapter 3 will 1llustrate the design and procedure employed
in conducting this study, including explanations of instrumentation,
methodelogy, and data analysis. Chapter 4 will offer findings of the
research study. Chapter 5 will present conclusions as drawn from the
results obtained and will offer recommendations regarding curriculum

organization and the humane school,



Chapter 2
REVIEW OF RELATED RESERACH

This chapter reports research literature relating to teacher
perceptions of school climate, the impact of open and closed climate
schools, student perceptions of school climate, and student achievement
as 1t relates to traditional and individualized curriculum organizations.
It 1s important to note that the 1iterature uses a number of terms
to describe the individualized curriculum organization. Among those
raferred to in the following chapter are: modular scheduling,
flexible scheduliing, individually guided education, inquiry method,
independent 1sarning, and individualized learning. In each instance
the researchers are referring to a Tearning environment which includes,
to varying degrees, student optfons regarding use of academic time,
teachers in the role of resource people in one-to-one or small group
situations, and the absence of complete teacher control and direction

of the learning process.

FACULTY PERCEPTIONS DF SCHOOL CLIMATE

71

On the junior high school level, Stern’s’’ analysis of the

relationship batween organizational climate and achievement found

?1Genrga G. Sterm, People in Context {New York: John Wiley and
sons, Inc., 1970.

31
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significant positive correlations at the .01 level and significant
correlations at the .05 leval for student morale. On the high school
level, he found significant positive carrelations at the .001 level
for both achievement and morale.

Stern notes that:
...the more protective and supportive the secondary school is of
1ts staff, and the more structured and conventional the teachers,
the hetter the students' morale and performance. Teachers oriented
toward personal achievement in a bullding that accepts thair
impulse expressions and social needs are evidently less likely
to be doing an effective job in thelr classrooms, and the students

tend more toward underachievement and their absenteeism rate is
higher, 72

73 investigated the relationship betwesen the

In 1967 Minzey
teacher morale and student attitudes toward thelr school environment.
From an original sample of twenty-two high $choals selected on the basis
of school organization and experience of the principal, the three
schools with the highest teacher morale and the three schools with
lowest teacher morale were determined. From the six schools a random
sample of students was selected to gather data regarding student
attitudes and items of concern. Minzey's results indicate that students
are less extreme in their attitudes as a group than teachers and
appear to be unaffected by the morale of their teachers. Teachers and

students differ significantly in times of thelr concerns regarding

the school climate and while "student have a vary accurate perception

2104d., p. 285.

?3chk DeVere Minzey, "A Study of the Relationship Between Teacher
Morale and Student Attitudes Toward Their School Environment" {un-
published Doctoral dissertation, Michigan State University, 1967)
summarized in Dissertation Abstracts, 28-05A-1626.
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of their teacher's marale...teachers are not able to accurately predict
student attitudes.“?q Minzey suggests that despite the apparent
independence of student attitudes from faculty influence as regards
parception of the school environment the accuracy of student
ability to percelve faculty attitudes should not go unnoticed. The
impact may not be refiected in attitudina) responses but academic
metivation or lack theregf.

75 conducted a similar axamination, on the elementary

Braden
school level, of the relaticnship between faculty and student attitudes.
His specific purpose was to relate faculty and student attitudinal
factors t0 the organizational climate of the schools within which they
functioned. An examination of the data gathered from eight cpen climate
schools and seven closed climate schopls indicated that the attitudes
teachers hold toward students differ betwesn teachers in differing
arganizattonal climate groups. The teachers in the open climate
held more pasitive attitudes toward students. Faculty attitudes did
not influence student attitudes. GBraden recommends further investigations
to determine possible casual factors which might help to explain the more
posttive attitudes regarding students held by staff members who work

in opan climates,

31644,

?SJnmes Neil Braden, "A Study of the Relationship Detween Teacher,
Principal and Student Attitudes and Drganizational Climate" {unpublished
Doctoral dissertation, University of Missourt, 1%70) summarized in
Dissertation Abstracts, 31-08A-3801.
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In an early attempt to ascertain the relationship between school

6 compared progress in the areas

atmosphere and pupil progress, Hale?
of reading, arithmetic, and language to a measure of organizational
climate in thirteen schools. The relationships between reading and
climate and arithmetic and climate were not significant. The coefficients
for language achievement and climate was significant at the

.05 level.

Steward and Love note that "...{nmovation has become the watchword
in American education...and the teacher's role is that of a spec1a115t."??
In an effort to examine more closely this emerging view of the teacher,
the investigators "obtained permission to study the professional
personnel of an inngvative (high) school...devoted to the goal of
individualized instruction...{and the use of} Learning Activity

»78 Data derived from interviews and a forty-five item

Programs.
attitude scale dealt with teacher perceptions of the individualized
school climate and their conceptualization of 1ndividualized

instruction.

?ﬁJack Hale, "A Study of the Relationships Between Selected Factors
of Organizational Climate and Pupil Achievement in Reading, Arithmetic,
and Language® {unpublished Doctoral dissertation, University of
Alabama, 1965), summarized in Dissertation Abstracts, 26-10AR-5B17.

7Thudith R. Steward and W. A. Love, Jr., "The Teachar's
Rasponse to Technology and the Individualization of Imstruction”
Educational Technology, X (February, 1970), 56.

81414,
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In general, the data gathered by Steward and Love suggested
that the lavel of satisfaction was high with over seventy-five percent
of the respondents indicating a desire to continue working in an
individualized program and recosmending the school as a good place
to work. In addition, efighty-six percent felt the individualized
curriculum maximized the opportunity to be creative on the job.

There was, however, some concern for a potential loss of status 1in
comparison to the traditional system with fifty-two percent of the
teachers expressing ambivalent feelings on status. Of moest concern

to the professional staff functioning in this innovative climate was
the lack of role clarity and the requirement for expanded staff
development programs. Forty-seven percent felt that what was expected
of them was unclear, and seventy-three percent felt that staff
development for role clarification was essential., Steward and Love
conclude that “the lack of structure allows teachers to express

their own creative urges {but) the same lack of guidance and Structure
creates feslings of anxiety.“?g One aspect of role that was clear

was the guidance function in both academic areas and Socto-personal
development. Seventy-six parcent falt that the student's personal
development was as important as the imparting of information.

Concerning the concept of individualized instruction, the
teachers were asked to rank order five statements describing the

innovative system. A coaffic{ent of concordance was computed and

S1bid., p. 59.
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found to be significant beyond the .001 level. In effect the professional
staff falt that ¥ndividualized instruction represents an opportunity

for students to select the best path among many of the accomplishment

of sducational cbjectives and allows them to proceed at this own

rate.

In sum, Steward and Love found that faculty who function {n an
individualized curriculum were satisfied with the environment. And,
while there was same concern for loss of status, role definiticn beyond
the realm of the guidance function was essential,

On the ealementary level, a study by Ke1leyau axamined the
effect of Individually Guided Education {IGE} on organizational climate
and found $1gnificant relationships 1n both the areas of length and
degrea of implementation. His results suggest that the longer an 1GE
curriculum 15 1n effect and the greater its degree of implementation
the more likely faculty memebers are to perceive the organization as
supportive of their personal growth.

Bn&cn,al in an attempt to determine teacher bellefs regarding
jndividualization, surveyad 312 teachers representative of all grade
levels 1n twenty-seven elementary schoolis. Responses were designed
to tndicate faculty desired practices and actual practices as
regarded Tndividualization. The data indicated that teachers were

highly 1n favor of {ndividualized goals with over eighty-two percent

BulEu:lgar A. Kellay, et al., “Teacher Perceptions of School Climate
and the Implementation of TndTvidually Guided Education" Reported
fn ED 083 229, 1974.

81 James Bosca, "Indtvidualization-Teachers' Views," The
£lementary School Journal, LXXII {Decsmber 1971), 125-31.
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indicating a desire to establish goals for students that were determined,
in whale or in part, on an individual basis. In actual practice,
forty-four percent determined instructional goals, in whole or 1n part,
on an individual basis. These same teachers, however, wished to
spend fifty-three percent of the available class time 1n large group
instruction and actually spent forty-iwo percent Of the time in that
mode. Finally, in making decisions regarding instructional strategies,
the majority of teachers felt that verbal abilities and the interests
of the students should be the predominant cons{derations but, in
practice, varbal ab{1ities and teacher analysis of needs were the
actua) considerations. An examination of the resuli{s in terms of
years af teaching experience, grade level, and teachar satisfaction
with the school showed no significant differences regarding bellefs
ar actudl practices in the classroom. Bosco concludes that
“there was mgre agreement with the goals of individualized instruction
that with the teaching practices that may be necessary for

{ndividualization, 82

He suggests that this may be due, in part,
to "inspluble problems posed by an instructional program that
requires the management of many groups and individuals warking on
different tasks."S?

In a study designed to determine if the level of teacher morale

was affected by the curriculum and instructional design,

82144, p. 130.
Brpig.
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84 compared a continuous progress-individualized system to a

Lewis

traditional system. His results indicate that:
1. Teacher morale was affected by the curriculum and instructional
design of the school system. 2. The contlnuous progress system’s
teachers were significantly more satisfied with teaching. 3. The
continuous progress system's teachers had a significantly higher
rapport among teachers. 4. The continuous progress sytsm's
teachers were significantly more satisflied with their curriculum.
5. The continuous progress system's teachers were significantly
less concarned about community pressuras. 6. The continuous
progress system's teachers were 5ign1ficggt1y more satisfied with
the facilities, supplies, and equipment.

A similar attempt to determine if a significant relationship
#xisted between the level of work related satisfaction experience by
teachers and the use of modular-individualized scheduling was conducted
by K1dstun.aﬁ He thecrized that the teachers 1in modular schools
would be comparatively less dissatisfied with their work environment
than were the teachers in traditionally scheduled schools, From data
gathered from ten modular and twelve traditionally scheduled senior
high schools, Kidston found that there was a generally high level
of dissatisfaction 1in both systems sspecially in the arma of the
environment external to their classrooms. Teachers {n the modular

schools reflected sT1ightly less dissatisfaction, but “the data does not

Bdnan1e1 Kelth Lewis, "A Continuous Progress-Individualized
Educational System as Compared to 2 Conventional Curriculum and
Instructional Educational System-A STudy of Teacher Morale" (unpublished
Doctoral dissertation, University of Southern Mississippi, 1972
summarized in Dissertation Abstracts, 33-09A-4743.

SIbid.

8y ain Cecil Kidston, "The Relationship Of A Modular Scheduled
Organizational Structure and The Level of Professional 5Satisfaction
Experienced By Secondary School Teachers” {unpublished Doctoral
dissertation, The Univeristy of Michtgan, 1974}, Summarized in
Dissertation Abstracts, 35-05A-2585.
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justify the conclusfon that all modular schools in this study have
been successful in improving the level of their teachers' satisfaction
through the adoption of this organizational prucedure."ﬁ? it 1s
interesting tc note that Kidsten points out that the importance of
having the opportunity to help aother people were areas of satisfaction
for both groups and that whiie medular teachers have expanded
opportuni ties for interacting with fellow teachers there is no
indication that they tend to do so to a greater degree than traditional
teachers.

In 1975 Ballwahnt® examined teacher perspectives of individualized
instruction. The intent was to identify the degrse to which elementary
and secondary school teachers feel that instuctional procedures
should e individualized and to identify any differences between the
twa gqroups. Perspective on individualized {instructional procedures in
the aresas of placement, plamning, formative evaluation, and sumnative
evaluation were obtained from eighty-seven elementary school teachers
and eighty-seven secondary school teachers. Selected findings from
the study indicated that elementary school teachers record mare
favorable attitudes than secondary school teachers towards individualiza-
tion. Both groups were in agreement that attempts to effect individualiza-
tion should emphasize identification of leaming difficulties and
achievement feedback. In addition, both groups felt that the areas of

87 1n14.

aBLarr}' Lee Ballwahn, “Teacher Perspectives of Individualized
Instruction" (unpublished Doctoral dissertation, University of
Wisconsin, 1975) summarized 1n Dissertation Abstracts, 36-08A-48B4.
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testing, mastery time, and development of individual learning objectives
were of significantly less importance in effecting individualization.
Attitudes towards individualized instructfonal procedures do not vary

at a satistically significant level by $school size. Ballwahn concludes
that while some perceptual differences regarding individualization

are apparent batween elementary and secondary teachers both groups

are 1n general agreement that individualized instructional procedures
should be implemented.

B3 studied the differences in teacher attitudes toward

schafer
students and student's perceptions of the teachers' interpersonal
relationships with pupils tn differing school organizational climates
in an investigation conducted in 1974, Twenty-five junior high
schools were randomly selected from a total of two hundred forty-five,
and the three schools with the most open organizational climates and
the three schools with the most closed organfzational climates were
fdentified. Teacher attitudes toward students and student perceptions
of teachers' interpersonal relations were measured in each of the six
schools. An analysis of the data indicated that, in the schools
examined, theye was no significant difference 1n attitudes of
teachers toward students. The t test of significant diffevrence of
means for the two groups yleslded a value of .70 which was not

significant at the .05 lavel. There was, however, a significant

diffarence between student's perceptions of their teachers'

8¢haries Keith Schafer, “Teacher Attitude Toward Students fn
Differing Junior High School Organizational Climates in Missouri: (un-
published Doctoral dissertation, University of Missouri, 1974) summarized
in Bissartatation Abstracts, 36-D1A-209.
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interpersonal relatfonships in open as opposed to closed school
organizational climates. The t test of significant difference of means
for the two groups ylelded a value of 20.9B) which was significant at
the .05 level. Schafer concludes that while organizational climate
appears not to influence teachers' attitudes regarding their
students, students 1n an open organizational climate perceive their
teachers interpersonal relationships with them as more positive.

Leedygﬂ dealt with the issue of organizational climate and its
effect upon teacher morale and student achievement. In a study
conducted 1n 1975 he hypothesizad that an open school climate would
produce higher teacher morale and higher student achievement than
would & closed school cliimate. He gathered data from 34 elementary
schools with enroliments ranging from 300 to 730 pupils and faculties
of between ten and twenty-five teachers. Conclusions from the data
1ndicated that a significant positive relation existed between the
openness of a school and the level of teacher morale with the
academic achtevement of students within a building. Schools having a
high degree of openness and teacher morale exhibited higher Tevels
of student academic achievement than those schools with lTower levels

of openness and morale,

gﬂthar]eﬁ Kenneth Leedy, "Academic Achievement as a Function of
Organizational Climate and Teacher Morale in Selected Elementary
Schools in Ohio, 1974" (unpublished Doctoral dissertation, Kent
ggagEﬁUgéggrsiny, 1975}, summartzed 1n Dissertation Abstracts,




42

STUDENT ATTITUDES

In the area of student attitudes regarding their schoo)
expariences, Jackson indicates that the majority of investigations

1 The data also "support the hypothasis

reflect a general satisfaction.
that it is school itself rather than individual teachers that provoke
student discumfurt.“92 Liepold found that more than seventy-five percent
of the high school freshman surveyed in his $tudy of basic satisfaction
with schacl felt positively about thelr school experiences.g3 The
majority of the assessments of student attitudes, however, have

tended to be dichotomous in their approach, placing students 1n

either 2 11ke school or dislike school category. In additien, "they

do nat contatn normative data with respect to the student's general
Mking for school and...for the most part research has focused on

the correlates of students' attitudes -- in studies, for example, of
college students' ratings of thefr instructors and course grades --

or in the ortgin and treatment of extreme attitudes on particular
students -- fn studies, for exampie of school phobhla er of school

w34

dropouts. In an attempt to bring into sharper focus the range of

attitudes existent with a student population, Getzels and Jackson

91Ph11ip W. Jackson, Life in Classrooms {Chicago: Holt,
Rinehart and Winston, Inc., 1968), p. 50.

921114, , p. 51,

3. E. tetpold, "Children Do Like School,” Clearing House XXXI
(February 1957), 332-34.
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surveyed more than 500 students in grades six through twelve and
speci fically avoided dicotomizing student opinions.?> Their Findings
indicated that "the average student expressed some dissatisfaction

n96

on almost half the 1tems. Thus, while the data does reflect a

general satisfaction among students with their school experiences,
a definite indication of dissatisfaction does exist.>’

The existence of negative attitudes regarding school experiences
was examined further by Getzels and Jackson with a followup analysis
of the satisfied students in their original study and by Diedrich
and Jacksnnga with satisfied students. Both studies reflect negative
attitudes by over 50 percent of these students in response to
questions dealing with thelr typical classroom feeling.

Arlin notes that "{mplicit in educational 1iterature is the
assumption that open aducation practices are assoclated with positive
pupil attitudes towards schopl 1earning."gg In his study to examine

the mediating effect of locus of control on the degree of pupil

98 yacksan, Life in Classrooms, p. 53.

pniip W. Jackson and Jacob W. Getzels, “Psychological Health
and Classroom Functioning: A Study of Dissatisfaction with School
Among Adolescents," Journal of Educational Psychology. L, (December 1959),
295-300.

gﬁJacksun. Life in Classrooms, p. 51.

g:'Thte Getzels and Jackson study found that the top quartile
(those students most satisfied with their school experienced} expressed
some dissatisfaction with ane-third of the items. [(Jackson and Getzels,
"Psychological Health")

Bpni14p W. Jackson and Richard C. Diedrich, “The Evaluation of
School Experiences: A Study of Satisfied and Oissatisfied Students,"
Mimeographed, 1965, cited by Jackson, Life in Classrommns, p. 58.

ggnarshnll Arlin, "The Interaction of Locus of Control, Class-
room Structure, &nd Pupil Satisfaction,” Psychology In The Schools, X1
(July 1975} 279.
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satisfaction he suggests that "isomorphism between psychological
traits and educational treatment heightens the degree of pupil
csatisfaction and internal pupils are most satisfled in an open
environment whereas external pupils are most satisfied in a structural

t.“1uu The study included 781 puplls and 30 teachers fin

environmen
grades four, six, and eight. The teachers involved are categorized
as excellent open classroom teachers or excellent traditional classroom
teachers and students tn each of the two categories were then administered
an attitude scale and locus of control measure,

Major interactive hypotheses were formulated as follows:

1. Openness and academic locus of control interact significantly
to {nfluence pupil attitude.
2. Opsnness, academic locus of control, and grade level interact
significantly to influence pupil attitude.
3. Openness, academic locus of control, and sex of student
interact significantly to influence student attitude.!01
Data from the investigation supported a main effect with internal
students {ndicating more positive attitudes than extermal students.
In addition hypotheses numbers 1 and 3 ware supported at the .05 Tevel
and hypothesis 2, while not supported, reflected a trend in the
expected direction. Arlin suggests that any investigation of competing
curricular organizations should not overlook the possibility that
psychological variables may be highly infiuentia) and cause a masking

of significant factors.




45

In an examination of the attitudes of students specifically
involved in "high school programs that have moved put of the traditional
routine...and intc a changing curriculum emphas‘izing"m2 1ndepandent
study, Techman found tha majority of students satisfied with their
experiences. Uttlf{zing ar openended questiannaire and drawing from
student population in nine schools in Seven states Techman noted
the following general conclusions:

{1} students felt that independent study should not form the
complete curriculum but should be combined with traditional
approaches; (2] poor planning for the available time caused the
greatest concern among students; {3} independent study seemed
palatable and profitable, and students 1iked the fact that they
were free to move over the school building and seek study at
their conveniance and at the location where necesSary materials
could be found:; and (4) students wanted the freedom to speak
to each other when the occasion %uggested or to seek the counsel
of a teacher when 1t was needed.10

In an effort to examine the affects of recent "concerted efforts...
made to reduce student dissatisfaction through curricular revisinns,"104
Beelick conducted a study which focused on "students' perceptions of
satisfying and dissatisfying fanturs“1n5 associated with their school
expariences. Two hundred Seventesn subjects were randomly salected

from a high school enrolling approximately two thousand and two hundred

1ﬂzﬂharles E. Techman, "Studants' ¥Yiews of Independent Study.”
Theory Into Practice (Decembsr 1966) 230.

103

Ibid., p. 231.

e —

1D‘De'lhert B. Beelick, “Sources of Student Satisfaction and Dis-
satisfaction,” The Journal of Educational Research LXVII (September 1973},
149.

105144,
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students. "To accomplish the objective of identifying factors related
ta student satisfaction and dissatisfaction with school, 1t was
decided to utilize the personal interview for data collection...and
content analyze each response."1uﬁ In addition the Student Opinion
Po11 was administered to each subject and the relationship between
student satisfaction scores and reading levels, grade point averages,
and 1.0.'s examined.

The findings of the investigation indicate that achievement,

recogni tien, and School work itself were the factors most often
mentionad by students as souwrces of satisfaction with school. The
soucres of dissatisfaction most often menticned were teachers'
behavior, school policy, and interpersonal relations with peers.
The satisfying factors were reported to have had a positive effect
on schod) performance and attitudes toward school by fifty percent
of the students and the dissatisfying factors were reported to have
had a negative effect on personality and attitudes toward school by
fifty percent of the students.

The analysis of data regarding those students categorized as
satisfied or dissatisfied with school and fts relationship to the
sources of satisfaction and dissatisfaction was found not to be
significant at the .D5 level, In other words, both satisfied and
dissatisfied students were in agreement on the basic factors assoclated
with their feelings toward school. This was also true of the way the
two groups viewed the effects of the factors on their school

performance, personality, and attitude toward school.

1064144,
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In his review of the findings Beerlick suggests that “educators
may be able to i1ncrease student satisfaction and decrease student
dissatisfaction by improving the opportunities for students to achieve,
to be recognized, and to have interesting schoolwork,,..and to have

»107 Eurther, 1t is hit contention

friendly, considerate teachers.
that the large comprehensive high school automatically limits the
opportunities to engage those areas they consider to be a source of
satisfaction. It s interesting tec note that the areas Beelick

points to as having the most potential for effecting positive

student attitudes are those at the focal point of the individualized
curriculum: 1increased opportunities to achieve through individual
goals, individual recognition, and positive interaction with teachers
and peers.

Bennstt investigated the “relative effects of distinct curricular
organizing strategies upon patterns of classroom interaction and pupil
feelings to determine interrelationships among curricular, social, and
affective dimensions of the teaching-leaming act.“]nE Specifically,
he was concerned with the difference in interaction patterns, the
difference in th amount of teacher influence, and the difference in
the amount of pupil affect when twe different curricular organizing
stragegies are employed. The two strategies smployed were an ingquiry-
individualized approach and a teacher-centered approach. Four research

classes of sixth grade students totaling ninety-six randomly selected

1071614., p. 22.

1uaﬁuger ¥. Bennett, "Curricular Organizing Strategies, Classroom
Interaction Patterns, and Pupi] Affect” The Journal of Educational
Resmarch, LAVI (May-June, 1973}, 392,
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subjects and two teachers were involved in the project. Two classes
were treated with the inquiry-individualized approach and two with
the teacher centered approach.

The data indicated there were no significant differences in
pupil affect as a result of their instructional experiences. However,
"the teacher's curricular organizing strategy is a highly significant

variable which influences patterns of classroom intaraction as

w109

measured by Flanders' system of interaction analysis and significant

interrelationships ex{st between curricylar and sacia) dimensions
of the teaching-learning act.

Bennett stresses that although the conclusions must be very
carefully considered in light of the 1imited scope and somewhat
arbitrarily conceived dimensions of the study, the impact of curricular
strategies is clear and indicates a requirement for further investigations
tn this area.

Martin examined student attitudes to determine the "“variables
which appear to influence positivensss toward schuol.”11u His
measurements were concerned with:

{1) how students felt about their school, {2) 1f they differed

from school to schoot in thelr attitudes, and (3) §f they differed

within their schools depﬁ??ing upon their year in school, sex,
or academic achievament.

1091144, , p. 302

11054k William Martin, "A Study of Student Attfitudes in Six
Suburban High Schools," {unpublished Doctoral dissertation, University
of I114inoi1s, 1975) summarized ip Dissertation Abstracts, 36-09A-5701.

Mpia.
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Students involved in the study were primarily college bound from
middle class homes who experienced similar curricular organization,
graduation requirements, and the same central office staff.

Responses to the attitudinal survey were factor analyzed and
produced four discernable aspects of school: general effect, teacher
cons ideration, curriculum, and time demands. Responses were sunmed
by factors for each of the groups created by classifications of
school, year in school. sex, and quartile in class,

Results fndicate that as a whole students were generally neutral
regarding their school experiences. Of the four factors, students
were most positive about school effect and time demands. The variables
of specific schools, achlevement, and year in school were significant
in their relationship to student attitude with higher achievers
reflecting generally more positive attitudes and a decline in
attftude related to the number of years in school.

In 1972 Rodgers attempted "to determine if there was a significant
difference between school morale of junior high school students in
open and closed organization climates when the factors of sex,
grade level, participation in extra-curricular activities, and non-
participation 1n axtra curricular activities were cuns1dered."]12 The
mean scores OF students in four open climate schools were compared
with the mean scores of students 1n four closed climate schools
in seven subtests and a composite score obtained from a school

morale scale.

112Pau1 Clayton Rodgers, "The Effact of Organizational Climate
on School Morale of Students in Selected Public Junior High Schools
in the Mississippi" {unpublished Doctoral dissertation, Mississippi
State University, 1972), summar{zed in Dissertation Abstracts,
33-07A-3223,
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The analysis of the data indicated a significant difference
in the school morale of students in open and closed organizational
climates. Students in the apen climate schools appeared to have
significantly higher level of school morale than did students in
closed climate schools. For all students in each of the seven factors
considered on every subtest and the composite score there was a
significant difference beyond the .01 level in student morale
except for saventh grade students on one subtest which proved not
significant and for eighth grade students on one subtest which
was significant at the .05 lavel.

Smithlaa investigated the relationship what sxists between
student mprale and organizational ¢limate in an attempt to determine
if students in open and closed climates differ in their morale scores.
Data from students and teachers on the fourth, Tifth, and sixth
grade levels from six schools ¥ndicated that the highest morale
scores were obtained from schools not classified as most opened or
most closed. Instead, the highest scores for student morale
clustered near the middle of the continum, and student morale
decreased as the grade level increased.

14

Finley examined student satisfaction with school experiences

in an attempt to determine {f varfables designating meaningful

]]3Arthur Clark Smith, “The Relatinnsh1p of School Organizational
Climate and Student Morale in Selected Schools" (unpublished
Doctoral dissertation, University of Miami, 1973}, summarized 1in
Dissertation Abstracts, 34-02A-543,

1]4Rnhert E. Finley, "Enviornmental and Experiental Characteristics
of Students and Attitudes Toward School" {(unpublished Doctoral
dissertation, Purdue University, 1968), summarized in Dissertation
Abstracts, 29-11A-3829.
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activities, aspirations, and selected characteristics of the school
could be shown to have a relationship with the degree of satisfaction
reportéd by the students,

Data gathered from 2190 students epnrolled in four high schools
did not support the belief that students who perceived thelr school
experiences as meaningful would reflect a significantly greater degree
of satisfaction than those students who did not see their school
experiences as meaningfu}. Student aspirations were significantly
related to satisfaction with students desiring to pursue & college
education reflecting greater satisfaction than those who would enter
the work force. Satisfaction was not related to school size.

13 conducted a comparative analysis of attitudes In

Nielson
conventional high schools and medular high schools with their accompanying
large, medium, and small group instruction as well as individual
study time. The study covered three flexible-scheduled high schools
and thres traditional scheduled schools with approximataly ten percent
of the students {n grades ten, eleven, and twelve randomly salected
to participate in the completion of instruments which inc¢luded the
Frymier Student 5chool Motivation Scale. pData from the scale showad
no significant difference gn the aleventh or twelfth grade level,
but did reflect a significant difference on the tenth grade leve!

in favor of the flexible-schedule schools.

115&oseph Lynn Nielsan, "A Comparative Survey of Student Attitudes
in Conventional and Modular Senfor High Schools in Utah” (unpublished
Doctoral dissertation, University of Utah, 1970), summarized in
[HMssertation Abstracts, 31-06A-2654,
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In sum, a review of the data dealing with the attitudes of
students seems to indicate a tendency towards neutrality when a non-

neé Jackson

dichotomous approach to their measurement is employed.
points out that this is due ip large measure to the fact that (1) there
is an 1nevitable mismatch between {ndividual goals and institutional
goals; (2) attendance 1is compulsory; and (3) the establishment of a
routine in daily experiences which seems tao bring about a separation
between studants' feelings and the daily business of classroom

1ite. 'V

ATTITUDES AND STUDENT ACHIEVEMENT

"The Yogically antficipated relationship between students'
attitudes towards school and their scholastic success 15 difficult

w118 Investigations into the relationship

to demonstrate empirically.
between students' attitudes and their grades, standardized test scores,
and I.Q.'s tand to show no statistica) significance. In an analysis

of student sati{sfaction and grades in four subjsct areas, three
standardized test areas, and 1.Q.'s Flanders found that correlations

coefficients ranged from & high of .19 to a low of -.08.1'° The data

116)ackeon, Life in Classrooms, p. 61.

T 1hy4.
V8114, p. 75.
]]gﬂed A. Flanders, "Teacher Influence, Pupil Attitudes and

Achievement" OE-25040, Cooperative Research Monograph Npo. 12
(Washington: U. S. Government Printing Office, 1965).
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clearly {ndicates no relationships exist between any of the areas
that might be considered Jogical indicators of students' attitudes
toward their school experience. It seems apparent, in the Flanders
study, that success or lack of 1t in the form of grades or relative
abitity levels are not significant causative variables in the formulation
of student opinions.

Diedrich, examining the attitudes of high school juniors, found
a similar lack of significant currulatinns.1zu In his study, verbal
and nonverbal standardized test scores, an achievement test in
English, and the student 1.0.'s were correlated with student opinions.
Correlation ceefficients ranged from .06 to -.07. In addition, both
the Flanders and Diedrich studies also examined those students with
extreme positive and negative attitudes and found s$imilar absences
of significant relationships. This lack of a demonstrable relationship
between variables was also demonstrated in an earlier study by
Tenenbaum which investigated student attitudes and such variables as
achievement and I.Q.]E]

A notable exception to the preceding data is a study by Brodie
which examined the attitudes of 505 high schaol juniors and their

]Euﬂichard C. Diedrich, "Teacher Perceptions as Related to
Teacher-Student Similarity and Student Satisfaction with School" (un-
published PhD. thesis, University of Chicago, March 1966) as cited
in Jackson, Life in Classrooms, p. 56.

1215umue] Tenenbaum, “Attitudes of Elementary School Children
to School, Teachers, and Classmates" Journal of Applied Psychology,
AXVIIT {Apri) 1944} 134-41.
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performance on nine subtests of the Iowa Test of Educational
Deve1ﬂpment.]22 Two groups within the population which reprasented
the extremes of the response totals in terms of satisfaction and
dissatisfaction were {identified. The method of selection for the two
groups was based on a student scoring at least one and one-half
standard deviations above or below the mean. A total of 15 F ratios
reflected statistically significant differences between the two subgroups
when the five percent level of confidence was applied with the
attitudinal contrast consistently favoring the satisfied students.

Brodie notes in his discussion of the data that “a negative attitude

towards school would appear to have a particulariy inhibitory effect

on these learnings which are emphasized in the ¢lassroom and the less

{nfluential on those not as closely 1dentified with school and

education in a formal 5ense.“]23
In an examipation of classroom climate and {ndividual Tearning,

Walberg and Anderson sought to "demonstrate that the student's

1ndividual satisfaction with the climate af the class makes for

learning, the critertion of institution effectiveness espoused by

school boards, parents, administrators, and teachers.“ﬂ Their intent

lzzThumus A. Brodie, Jr., "Attitude Toward School and Academic
Achiavement® Personnel and Guidance Journa) XLIII {December 1964), 375-78.

123Th1s conclusion is based on the lack of singificant differences
in the area of General Yocabulary and Background in the Natural
Sciences. 1Ibid., p. 378.

1NHerbert J. Walberg and Gary J. Anderson, "Classroom Climate
and Individual Learning" Journa) of Educational Psychalpgy, LIX
(December 1968}, p. 414,
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was to "investigate this crucial relationship and to explore empirically
further hypotheses derived from a sociopsychoipgical theory of the
classroom as a social system.“lzs

The study involved 210D high school junlors and sentors throughout
the country and tested the hypothesis that student achievement and
interest could be predicted from Structural and affective measures
of aspects of climate. The study was "a preliminary evaluation of
Harvard Project Physics, an experimential course ustng a variety of
new instructional media and emphasizing the philosophical, historical,
and humanistic aspects of ph:,rs1cs.“125

Data were gathered from four areas in the Walberg and Anderson
study: physics achievement, science understanding, six semantic
differential measures, and physics activities. Thirty-two statistically
significant correlations at the .05 Tevel were identified between
measured perceptions of classroom climate and learning variables.

In their discussion of the data, Walberg and Anderson point gQut
that perceptions of climate were predictive of achievement, understanding,
and affective growth. In addition, structural measures having to do
with organlzation of the class, goal direction, disorganization, and
formality were predictive of Tearning. The authors conclude

that "from a practical point of view, the ability to predict learning

1254444

—————

1261144, , p. 415,

—
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outcomes from assessments of classroom climate may have implications
for teacher education, modification of in-service training for
teachers, and the assessment of teaching effectiveness, provided

educators can agree oh measurable goals of educat1nn.“]2?

128 examined the attitudes of junior high schoo) students

Green
involved in an innovative program as compared to those of a traditional
arogram. An attitude survey was administered to a random sample of
students from each of the two schoals and scores were compared on the
basis of fifteen combinations of the variables of schoel attended,
grade level, achievement level and sex. The data revealed that in
only two of the fifteen combinations were differences significant at
the 0.5 level. Scores compared on the basis of school attended and
achisvement favored the traditional school as dfid scores compared
on the basis of grade level.

As the third phase of a three year program to deal with serious
probiems on the secondary leval in the area of enroliment, attendance,

discipline and achievement, B1ancharﬂ129 conducted an investigation into

the possible relationship between student achlevement and their

1271444, . p. 418,

]zﬂﬁean Mi1ton Green, "A Comparison of the Attitudes Toward
Scheol of Students Involved in an Innovative Educational Program with
Those of Students Involved in a Traditional Program” (unpublished
Doctoral dissertation, University of Southern California, 1972),
sumnarized 1n Dissertation Abstracts, 33-05A-2071.

1zgﬁenrge Ernest Blanchard, "A Study of Correlation Between
Student Attitudes and Achievement Gains in the Seventh and Eighth
Grades of Chattanooga Public Schools" {unpublished Doctoral dissertation,
University of Teennessee, 1975), summarized in Dissertation Abstracts,
36-11A-7322.
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attitudes towards school. The study concerned itself with the attitudes
of seventh and eighth grade junior high school $tudents who scored

from 1.6 to 2.7 years below grade level on comprehensive achievement
tests. It was found that no significant relationship existed between
the attitudes of seventh grade students and thelr achievement scores

or the attitudes of eighth grade students and their achievement scores.

Badwa1l'3°

conducted a study to determine the relationship between
the att{tude scores of elementary students when grouped by achievement,
grade, and sex. The analysis of the results indicated that Tow
achievers obtained a signfficantily higher attitude score than high
achievers. The female students scored significantly higher attitude
scores than male students. And, third grade students obtained
significantly higher scores than sixth grade students.

In a cross-validation study conducted by Austrin an attempt was
made to validate an instrument which was found to be “successful in
differentiating students of low achievement from students of high
achievement 1n a large sample of bright secondary school students

n131

in two independent schools. In this study a random sample of

13ﬂﬂhajan Singh Badwal, “A Study of the Relationship Between
Attltude Towards School and Achievement: Sec and Grade Level®™ {unpub)ish-
ed Doctoral dissertation, Catholic University of American, 1969},
summarized in Dissertation Abstracts, 30-06A-2366.

130 arvey R. Austrin, “Cross Validation of An Attitude Scale
for the Identification of High and Low Academic Achievers," The
Journal of Educational Research LYIII {May-June 1985), 426.
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pubtic school students in grade six through twalve was used. The
students were adninistered the Opinionnaire with students scoring
in the upper quartiles and Tower quartiles designated as satisfied
and dissatisffed students respectively. The scores of upper quartile
students tended to be characteristic of students with grade averages
of A and B. The scores of the Tower quartile were students with
grade averages of C, D, and E. Both relationships were significant
at the .01 level. When correlations between the level of education
aspired to and att{tude were computed a significant relationship
wat found. Students who aspired to a higher level of education
scared higher on the student attitude scale. Alsa, correlatians
for the entire group and level of aspiration was significant
at the .01 Jevel,

In his sumary comments, Austrin notes that in a subsequent
cross-validation study, Tnvolving grades five through twelve, he
faund similar significant correlations between attitude and scholastic
averages and levels of academic aspiration.

A1vﬂrd]33 sought to determine whether relationships between
science achievement and attitude toward school varied when viewed
in terms of selected variables which included sex and grade level.
“The uniyerse for the sample consisted of all Iowa public schaol
pupfls in grades four, Seven, and twelve; these grade levels were
selected since the relationship could then be explorad in the three

major levels of formal education: elemantary, junior high, and high

lazﬂﬁvid J. Alvord, "“Achievement and Attftude." The Science
Teacher {April 1972), 36-38.
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1."133 The total sampie of 3162 students with a third drawn

schoo
from each of the three selected grade levels was randomly drawn
from B3 school districts.

An examination of the data reflected low significant corvelations
between science achievement and attitude at all three grade Tevels.
The highest correlations were found on the fourth grade levels and
the Towest on the twelfth grade level. Low significant correlations
between sclence achievement and attitude were also found when pupils
were grouped by sex. In each Instance the correlation coefficient
reported for boys was higher than that reported for girls. Among
his conclusions Alvord notes that for the studenis studied "the Tow
positive velationship batween science achievement and attitude toward
school 15 one which exists throughout a pupil's formal public school

w134 Further, it 15 suggested that when the

career regardless of sex.
relationships are viewed in terms of coefficlients of determination

they suggest that time spent improving pupil attitude toward school

may not have much carryover benefit with respact to improving pupil
achieyement. Finally, "{t can be inferred that classroom instruction
which centers on specific content-related goals and objectives

cannot be expected to produce desired affective goals and objectives
merely as by-products of the cognitive-centered instruction; attempts
should be made to devalop a variety of learning experiences representing

affective arsas of concern as well as cognitive areus.“135

1331p44., p. 36.
138444, , p. 37.

———

51044, , p. 38.
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STUDEMT ACHIEVEMENT AND INDIVIDUALIZED CURRICULUM

lir.iun;n‘zrr]35 sought to determine if modular scheduling had any

effects upon student achievement. Student grades, total credits earned,
numbers of students qualifying for academic honors, and Standardized
test scores for a two year period immediately preceeding the initiation
of modular scheduling were compared t¢ results In the same areas
following the completion of three years of the program. Analysis of
the data indicated that students who experienced the modular
organization earned significantly higher grades and numbers of credits
beyond the minimm required for graduation. Grater concludes that
modular scheduling appears to have some merit for increasing
student achievement. He suggests continued experimentation and
investigatfon of such programs and related components such as
differentiated staffing and controlied time for studant accountability.
Hurvath13? conducted a comparisen of junior high school

students' mathematics achievement 1n an individualized program for a

V3Byargaret Kay Grater, "A Study of the Relative Student Benefits
of Modular Scheduling Related to Student Achievement at Woodlake Union
High Schoal From Its Initiation in 1969 to 1974," {unpublished
Doctoral dissertation, University of South Carolina, 1975) Summartzed
in Dissertation Abstracts, 36-11A-7153.

13?Hattheu John Horvath, Jr., "A Comparative Study of Achievement
and Attitude Changes as a Result of Individualized and Nonindividualized
Mathematics Teaching Methods in the Seventh, Eighth, and Rinth
Grades in Rosamond and Mojave, Califormfa” {unpublishad Doctoral
dissertation, United States International University, 1975)
suymnarized in Dissertation Abstracts, 36-0BA-4391,
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three year period with students in a traditional program for a similar
time period. Analysis of data gathered from pretests and posttests
indicated no significant differences.

Hercer]aa compared two modes of instruction, individualized
versus group instruction, from a total of 603 senfors equally divided
between two high schools. Group measures on the American College
Testing Program Test and cummulative grade point avarages were
examined for the two groups as a whole and for college bound
students from sach group. The data revealed ng significant
di fferences on any of the measures.

5tune13g axamined the effect of individualized instruction on
the achievement of seventh and efighth grade students as compared fo a
traditional instruction for a one ysar period. From a total population
of 341, fifty-eight pairs of students matched on the basis of age,
sex, race, and 1.0, were compared for differences in academic growth.
Examination of the data revealed no statistical difference in any of

the paired groups.

]3BH11115 J. Mercer, “A Comparison of Two Modes of Instruction:
Individualized Yersus Group Instruction in Two High Schools,”
(unpublished Doctoral dissertation, University of Kansas, 1974)
summarized in Dissertation Abstracts, 35-09A-5737,

139 anes Lenious Stone, Jr., "The Effect of Individualized
Learning Activity Packages in Mathematics on the Academic Achievement
of Seventh and Eighth Grade Students in the Demopolis City Schools,”
{unpublished Docteral dissertation, University of Alabama, 1974),
summari{zed in Dissertation Abstracts, 36-02A-690,
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Smrlthuu investigated the effects of class size and individualized
instruction on the writing skil1s of high school juniors. A 2 x 3
pretest-posttest contral group factorial design was used in conjunction
with twelve writing classes. Each of six of the classes was randomly
divided into approximately equal individualized or small ciass groups.
The other s$ix classes remalned in their large class structure, Each
of four teachers taught both the individual and smal) class groups.

Four other teachers taught the large class groups. Both large and
small classes recelved traditional instruction. Tesis of the data
revealed significant effects for both class size and individualized
instruction. Compared with conventional large group {nstruction,
cmal)l group instruction can bring about significant improvement in
writing skiils and individualized instruction can bring about even
greater improvements.

Ea11]41 proposed to davelop a method of presenting a chemistry
course using individualized instruction and to evaluate the effectiveness
of the individualized presentation by comparing 1t with traditional
methods. The investigation was evaluated using analysis of covariance

with 1.Q.'s and previous chemistry knowledge serving as covariates.

V40por1s Tona Smith, "Effects of Class Size and Individualized
Instruction on the Writing of High School Juniors” {Unpublished
Doctoral dissertation, Florida State University, 1974) summarized fn
Dissertation Abstracts, 35=-5A-2844,

1“1Ruhert Leon Call, A Comparison of Individualized and
Traditional Methods For Teaching High School Chemistry" (unpublished
Doctoral dissertation, Arizona State Unfversity, 1974) summarized
in Dissertation Abstracts, 35-11A-7140.
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Analysis of the data showed no difference in achievement between
groups as measured by three pationally standardized tests.

142 investigated actual and potential effects of a

Earhart
flaxibly organi zed curriculum structure on the junior high school
level. Achievement in the areas of reading, spelling, and quantitative
measures for students housed in the traditional program. Data from the
study indicated no sfgnificant differences {n any of the three areas.

Raum1n]43 avaluated the effect of the individuaiized instruction
on geometry students over a one semester periocd. The achievement of
three individualized geometry c¢lasses was compared to the achievement
of three traditional classes taught by six different teachers, Using
intelligence as a covariate, an analysis of covariance indicated a
significant difference in favor of the individualized group.

144 studied the effects of an independent Study system

Chlendorf
on the achievement of tenth and eleventh grade students in the same
s¢chool, Students on both grade levels were divided into experimental

and control groups with the experimental group using an independent

Hzanseph ieorge Earhart, “A Comparative Study of Achievement
and Attitudes of Students Housed in & Flexible and & Traditional Junior
High School," {unpublished Doctoral dissertation, Wayne State University,
1973) summarized in Dissertation Abstracts, 34-11A-6941,

143Harley Cyril Raumin, "Impact of Flexible Class Time on the
Achievement and Attitude of High School Students in Plane Geometry”
{Unpublished Doctoral dissertation, University of Southern California,
1974) summarized in Dissertation Abstracts. 35-05A-2843.

144y orbert Kurt Ohlendorf, “The Effects of an Independent Study
System on Student Achievement and Student Attendance" {unpublished
Doctoral dissertation, Texas A & M University, 1972), summarized in
Dissertation Abstracts, 33-08A-4021.
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study approach and the control group using the traditional approach.
Achievement was measured on the basis of scores achieved on tests
of Academic Progress and the Iowa Test of Education Development.

Data derived from analysis of covariance, with I.Q. the covariate,
indicated no significant difference between the exparimental and control
groups,

Faist145 investigated the impact of flexible scheduling on the
mathematics program of freshmen and juniors in a large comprehensive
high school. Data for the study was provided by freshmen in mathematic
skills, general mathematics, and Algebra I classes and juniors in
Algebra II classes who experienced a traditional schedule the first
year of the study and a flexible schedule for the second year of the
study. Results obtained from standardized achievement tests indicated
no significant differences in mathematic skills and general mathematics.
Algebra 1 and [1 students performed significantly better under the
traditional system.

Gauteveniar‘dﬁ investigated the effect of a flexible-modular
schadule on the achievement of average tenth grade students. One-
hundred and forty sophomore students were randomly divided in half and
placed in either the flexible-medular schedule or a traditional

schedule in the same school. The axperiment lasted for one school

145C1ara Rose Faist, "Achlevemant, Attitudes, and Resource lsage
In a Mathematics Program in High School: Traditional Yersus Flexjble”
{unpublished Doctoral dissertation, Northwestern University, 1372),
summarized in Dissertation Abstracts, 33-D6A-2813.

148 oon Wi 1112m Goutevenior, "The Effect of a Modular Schedule
Upon the Study Habits and Attitudes and the Achievement of Average
Tenth Grade Students in a Suburban High School,™ (unpublished Docteral
dissertation, New York University, 1972), summarized in Dissertation
Abstracts, 33-DBA-2236.
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year and achievement was measured by pretest and posttest administration
of the Iowa Test of Educational Development. Analysis of the data for
elaven scales favored the experimental group on elght scales, four
of which was statistically significant at or below the .05 level.

Laszew5k114? attempted to determine whether the implementatiaon
of modular scheduling in a high school was assaciated with changes in
student's academic achievement. Two hundred and five members of one
class were measurad over a four year period. During the first two
years the students sxperienced a traditional schedule, the final two
years they experienced a modular schedule. Achievement was measured
by componenis of the Stanford Achlevement Test and student grade
point averages. The data indicated that there was no change in
student grade point averages, mathematics achievement, or science
achigevement. There was & slight but not significant decline 1in
language achievement and social studies achievement,

[h!v..rim:‘:r.]'lB investigation of student attitudes and achievement
in freshman Algebra provides additional insight into the effect of
innovative curriculum practices. The study was conducted over a

period of one school year and dealt specifically with a comparison of

1“Rny Allen Laszewski, “Evaluation of the Effects of Modular
Scheduling an Students' Academic Achisvement," (unpublished Doctoral
dissertation, The University of Wisconsin, 1972), summarized in
Dissertation Abstracts, 34-01A-211.

Hanunald F. Devine, “Student Attitudes and Achievement: A
Comparison Batween the Effects of Programmed Instruction and
Convent{onal Classroom Approach in Teaching Algebra I" The Mathematics
Teacher LXI {March 1968} 296~301,
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traditional and {ndependent approaches to the study of Algebra I. Using
experimental and control groups in each of two high schools, a simple
randomi zed design was employed to test the hypothesis that: achievement
in algebra is not a function of the teaching approach used; attitudes
toward mathematics are not a function of the teaching approach used,

and there is no deterioration in student attitudes toward the use

of independent teaching appwvoach. The findings from the study sSuggest
that the achievement of students exposed to traditional approaches

is significantly better than that of students exposed to independent
approaches. The attitudes of students are nefther affected by the
approach used nor is there any deterioration in the attitudes of
students toward the {ndependent approach to teaching mathematics.

Rippey states that:

...5tudents may have particular work styles and particular needs
for inclusion and affilfation which will play an important role in
determining how they respond to a particular classroom situation.
Some students may prefer to work alone, others may be highly
dependent upon the teacher. Some students may like to be told

what to do, uthfsa may profit by figuring some of this out
for themselves.

In order to examine these concepts he conducted an experiment “to
determine whether the importance of a match between personality

variables and student achievement could be extrapalated to typical

180

secondary school lower-order process learning" in learning

9p0bart M. Rippey, "How Different Classroom Environments Affect
Learning," Phi Delta Kappan, XL¥l {June 1965), 525.

15011 14.

o —




67
environments which indicated high teacher control and Tow teacher
contrgl. The study involved 500 high school freshmen and sophomores
in the subject area of English grammar and usage. Students were
grouped according to personality test scores resembling high and low
achieving students and subsequently treated with teaching methodologies
which included high and Tow teacher centrol. The evidence of the
experiment did not support the hypothesis that lower-order process
student achievement 1s affected significantly by the degree to which
c¢lassroom procedures support and satisfy needs for control or
affection and inclusion.

Rippy concluded that “in terms of learning conventional lower-
order material, most students...are not particularly bothered when
the classroom does not meet their needs for control or affiliation." ']
Investigators may, however, be "overlooking the outcomes of individualized
tnstruction because of a failure to look much beyond lower-grder

mental process in evatuating student perfurmance.“‘ﬁz

153

In 1968, Sinks conducted an investigation inte the effects

of changing the educational environment of junior high schoal students

V51444, p. 527.
1523144,

]ESThnmas Aonzo Sinks, "How Individualized Instruction in Junior
High School Science, Mathematics, Language Arts, and Scoial Studies
Affects Student Achievement.," {unpublished Dectoral dissertation,
Un1v?Es;;i of I114nois, 1968) summarized in Dissertation Absiracts,
3D-01A- .
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in soclal studies, language arts, sclence, and mathematics to achieve an
individualized approach. Three hundred and seventy four seventh

grade students were divided into two equal groups. One group was

given instruction in the traditional approach while the experimenta)
group had flexibility scheduled time, learning activities directed

by Learning Activity Programs, and progressed at a self-controlled

pace. Data concerning the effacts of the year long experiment were
compiled from pre and post achievement tests and measure of problem
solving skills. The results indicated that the students exposed to

the individualized approach showed a significant gain in the measured

areas.

Uasw4 attempted to determine the relationship between achievement
and participation in flexibly and traditionally programs by examining the
differances between achievement scores for 210 eleventh grade students
enrolled in a traditional program and the achievement scores achieved
by 205 eleventh grade students fn the school year previous to the
inception of the flaxibly scheduled program. Data gathered from nine
subtests and a composite score on the Iowa Test of Educational Development
indicatad greater mean gains on eight of the ten comparisons by the
students enrolled in the traditional program.

W4pobert T. Oas, "A Study of the Relationship of Students"
Aptitude, Academic Achievement and Attitude Toward School For Selected
School Populations," (unpublished Doctoral dissertation, University of
South Dakota, 19595 summarized in Dissertation Abstracts, 30-094-3644.
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In a study simllar to that of QOas, Leigh155 investigated the
effect of the implementation of modular scheduling on student achievement
by comparing the grades and achievement scores of efighty-seven
secondary students who had experienced a traditional schedule
succeeded the following year by a modular scheduls. The comparison
of both grade point averages and scores on the Metropolitan Achievement
Test Subtests indicated stgnificant improvement beyend the .01 level
following the initiation of modular scheduling.

Hatfield conducted a study to judge the effectiveness of an
Individualized Learning Center in a small secondary school "on
the assumption that a change in the organization of the curriculum
may influence student attitude and ach1evement.“]5E Data from
120 students 1n grades eight through twalve were examined to determine
the impact of the change in currfcular organization on student achievement
as measured by pre and post test scores or the Iowa Tests of Educational
Development. Analysis of the results showed na significantly lower
achievement scores on any grade level and significantly higher

achievement scores for ninth grade students.

1551homas Gilbert Heigh, “Changes 1n Attitudes, Conduct, and
Scholastic Achievement Following Modular Scheduling in High 5¢hool,”
(unpublished Doctoral dissertation, Unfted States International
University, 1969) summarized in Dissertation Abstracts, 30-09A-3640.

1560apre1l Joe Hatfield, "A Three-Year Study of the Effect of An
Individualized Learning Center of Students’ Attitude and Achievement,"
(unpublished Doctoral dissertation, Utah State University, 1970)
summarized {n Dissertation Abstraacts, 31-07A-3166.
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57 examinad the differences 1n student achtevement in

Bu1l]
Gepmetry between students taught by tradificnal methods as compared
with those taught by individualized instruction. 5Students were
randomly assigned to cne of four regularly scheduled classes. Two
classes taught by differant teachers were traditional and two classes
taught by the same teachers reversing the methodologies were
Individualized. The t-test showed the mean score of the students
taught by the individualized method to be significantly better than
the mean score of the students taught by the traditional method at the
05 level.

Hheatan153 {nvestigated the nature and degres of cognitive
growth of secondary students being instructed in individualized
classrooms and compared their growth with that of & comparable
groyp of students being instructed in the traditional classroom
satting, The evaluation was conducted in three subject matter
fields, English, two mathematics areas, and general science and
utilized a pretest - posttest design involving intact groups with each
student as a2 sampling unit. A two by two factorial design was

employed 1in which one of the dimensions coyld be viewed as the

1575cott Spragg Bull, "A Comparison of the Achievement of Geometry
Students Taught by Individualized Instruction and Traditional Instruction,"
{unpublished Doctoral dissertation, Arizona State University, 1971}
syummarized in Dissertation Abstracts, 31-09A-3616.

15&H1lhur Dean wWheaton, “An Evaluation of an Individualized
Learning Program In a California Union High School Mistrict,” (un-
publ{shed Doctoral dissertation, Univeristy of Southern California, 1971)
summarized in Dissertation Abstracts, 32-10A-5540.
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treatment variable and in which the other two dimensions consisted of
sec and I.Q. Tevel as classificatory variables.

Selected findings revealed that significant levels favoring
the traditional method over the individualized method were achigeved
in the area of arithmetic applications. All other areas registered no
stgnificant difference. The conclusions stress the fact that schools
cannot anticipate significant achievement gains when adopting individualized
programs in general nor for one sex over the other or for higher or
lower 1.0. students. Wheaton recommends continued monitoring of
cognitive growth on a comparative basis and the inclusion of
affective variables,

152 designed an experiment to obtatn evidence that might

Taylor
be used to partially determine the affectiveness of independent
study in the teaching of Algebra, The experiment was conducted over
the period of one semester and involved forty-eight students enrolled
in two Algebra [ classes., One class of twenty-three students was
taught by lacture-discussion; the other class of twenty-five students
was taught by independent study. On the basis of the data obtained
from achievement tests, Tayior concluded that there was no significant
difference between the achievement of the two groups as a whole or

when students were compared on the basis of high or Tow ability.

159Lurettn May Taylaor, "Independent 5tudy Yersus Presentation
by Lecture and Discussion: A Comparative Study of Attitude and
Achievement 1n Two Algebra I Classes,” {unpublished Doctoral dissertation,
University of Northern Colorado, 1971} summarized in Dissertation
Abstracts, 32-07A-3877.
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160 notes that foremost among the significant efforts

L1nebarger
to improve curriculum have been changes 1n the school's organizational
structure in order to modify the basic relationships between teachers
and learners in the utfilization of time and resources. The modular-
flexible approach has been consistently adopted by schools seeking
to change their organizational pattern, and Linebarger sought to
compare the effects of a juniar high schos] program of four years
duration with two comparable junior high schools utilizing traditional
approaches, He hypothesized that students in the modular-flexible
structure would do as well or better than students in the traditional
structure Tn academic achievemant. The data indicated that of the

sixteen achievement comparisons six significantly favored the modular-

flexible students and ten showed no significant difference.
SUMMARY

A review of the related 1iterature suggests that facultles
tend to percefive Individualized instruction positively, students
tend to assume a neutral posture as regards thefr school experiences,
and their achievement does not appear to be related to their attitudes
regarding school nor their participation in individualized curriculum

grganizations. Thus, a final detarmination regarding the effects

]Euua1e Eugene Linebarger, "A Longitudinal Assessment of the
Glendale Junior High School Modular-Flexible Organfzation for
Instruction Focusing on Student Achievement and Morale, 1965-1969,"
(unpublished Doctoral dissertation, University of Washington, 1971)
summarized in Dissertation Abstracts, 32-03A-1230.
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of individualized curriculum on student and faculty perceptions of their
school expariences and the accompanying trends in academic performance
15 not yet claar,

In a review of the current status of the theoratical and empirical
urgings for teachers and administrators to develop more humanized
environments George and Maxwe)) note that the response has baen the
establishment of "various forms of individualized 1nstructinn."lﬁl
They stress that "the status of numerous instructional strategles is
extremely tenuous, with many being perpatuated by a false sense of
empirical security; teachers are implementing a variety of techniques
thay assume to be superior but which have not been proven in practice.“]ﬁ2
Comprehensive research efforts are essential 1f the potential attributes
ascribed to {ndividualized instruction by Trump, Silberman and others

are to become realities.

lﬁlThnmas W. George and Ann Maxwell, "The Validation of
Individuatized Instruction: A Glance at An Icsberg," Educational
Technology. XYI (February, 1976}, 56.

1627, 14,




Chapter 3
DESIGN OF THE STUDY

Chapter three presents profiles of the schools selected to
participate in this study of the impact of curriculum strategies,
identifles the instruments employed, and describes the administrative
procedures for their implamentation and the apalytical methods

applied to the data gathered.

INSTRUMENTATION

Oroanizational Climate Index

The instrument is an aighty-item instrument which axamines

"eurriculum, teaching and classroom activities, rules, regulations and

w163

policies, student activities and associated aspects of school

environments "...which help to give them their unique cultural

»163  1he data output of the OCI reports findings on

atmospheras.,
six first-order factors and two second order factors, The six first-
order factors of Intellectual Climate, Achievement Standards,

Personal Dignity, Organizational Effectiveness, Orderliness, and

1535tern, Peaplie in Context, p. 14.

By 14.
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Impulse Control provide a composite view of faculty perceptions of

their work environment. The two second order factors of Development

and Task Effectiveness developed from the six first order factors
provide a more general {ndication of the extent to which the environment
of the school is perceived as fostering the development of the
individual staff member or being concerned with maintaining high

levals of orderliness and structure. Factor reliabilities, estimated

by means of Kuder-Richardson formulas 20 and 21 range from .67 to

.98, 185

Student Opinion Poll

The second instrument employed {n the study was the Student
Cpinion Poll which is a "sixty 1tem opinionnaire designed to elicit
respanses concerning general satisfaction or dissatisfaction with various

aspects of school -- viz., the teachers, curriculum, the student body,

o 166

and classroom procedures. The instrument has a reliability

coeffic¢ient of .35.15?

1555&! Appendix A for the Organizationatl Climate Index (Short
Form} and Stern, p. 267, for a complete discussion of first and second
ordar factor reliabilities. See Appendix 8 for factor definitions.

]ﬁﬁdncuh W, Getzels and Philip W. Jackson, Creativity and
Intelligence {New York: John Wiley and Sons, 1962), p. iii. See

Appendix C for the Student Opinion Pell.

15?Jacksun. Life in Classrooms, p. 79.
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SELECTED SCHOOLS

Generat
The threa schools selected for the study are basically similar

in siza, type of students attending, and religious orientation. Each

is a parochial school Jocated in inner-city suvroundings and draws

1ts largely collegebound student population from suburban areas.

A1l three schools are under the direct administrative control of the

superintendent of schools for the Richmond, Virginia, diocesean school

system, They are governed by similarly constituted school boards which

are responsible for all fiscal and administrative policy matters.

The schools determine admission through similar examination procedures,

and they each employ one full time administrator. Table 1 presents

a profile of students and faculty for each school identified by

fts curriculum structure.

Currlculum Structure

The curriculum structures 1n exfsteance at each school are in
sharp contract to each other, and 1t is the impact of these three
different approaches to curriculum organtzation which was the central
concern of this study. Schools were selected on the basis of the
curriculum structure in operation at the time of the study -- traditional,

partially individualized, or predominantly individualized.



Table 1

77

Profile af Student and Faculty Populations of Selected Schools

Scheol Students Faculty
Traditional Grade B 38
g 55
10 34 Man z
11 38
12 31. Women 15
Tota) 196 Total 1?7
Partially Grade 8 50
Ind{viduali zed g 61
10 49 Men B
11 36
12 32 Women 6
Total 228 Total 22
Pradominantly Grade 8 46
Individualized g aB
10 37 Men 6
11 42
12 39 Homen 11
Total 202 Jotal 17
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The traditignal curriculum structure requires that all students
divide the time available 1n the academic day squally among all courses,
Each class meats at the Same time period each day. Large group
lecture-discussion is the pradominant classroom methodology.

The partially individualized curriculum structure reguires that
all students divide eighty percent of the time available in the academic
day equally among all courses. Large groups, lecture-discussion is the
predominant c¢lassroom methodology. The remaining twenty percent of each
academic day 1s organized and schaduled by the individual student
according to student selected activities designed to reach the cbjectives
specified in Learning Activity Packages {LAPs) utilized in each course.
An advisory system operates in conjunction with this curriculum
structure, and all studants consult with thelradvisor daily with respect
to individual and small group activities, time management, and LAP
progress.

The predominantly individualized curriculum Structure requires
that all students spend approximately thirty-five percent of the available
academic time in traditionally organized classrooms for specified
courses. The remaining si1xty-five percent of the available time is
devoted to individual and small group activities determined by the
objectives of the Learning Activity Packages utilized in each coursa. An
advisory system also {s utiiized in this curriculum organization and
students meet with their advisors daily to review LAP progress. Modular

scheduling 15 employed and follows a two week cycle.
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DATA COLLECTION PROCEDURES

Geperal

Central office personnal and the individual school administrators
were contacted individually and appointments were arranged to fully
explain the proposed study, specific times were arranged with sach of
the thrae schools for the administration of the two instruments and
the collection of related data,

During a three weak perfod the instruments wera administered at
each of the schools following simiiar procedures on specially designated
staff development days which are part of the regular school calendar
of each schoel. These days provide for an abbreviated class schedule
in the morning and afternoon faculty mestings. For the administration
of the Student Opinfon Poll, special packets were prepared for the homeroom
teachers in thelr respective schools. The packet contained test booklets,
answer sheets, and directions for distribution and collection of the
instrument. Specific directions for the completion of the pol) wera
given over the schuol public address system by the researchar at two
schools and by a representative of the central office at the third school.
A11 polis werse completed during an extendead homercom period at the
beginning of the school day. For the administration of the Organizational
Climate Index, special faculty meetings were conducted during the time
provided for staff development activities at each school. The OCI was
administered by the researcher at two schools and by a central office

representative at the third school.



80

A special packet for each school principal was prepared which
contained tasting materfals for students and faculty. A total of ten
completed student instruments and four completed faculty instruments
were forwarded to the researcher within one week of their infitial
adninistration. Thus a 100 percent response from both faculty and
students at all three schools was attained.

Additional data concerning student ability and achievement scores
were abstracted from student files. The entire data collection precess
for all schools was complete within one month of the initial instrument

administration at the first school.

DATA ANALYSIS

Independent Yariables

The data were tahulated according to schoal designation, specific
grade levels, and total enroliment for student opinions and by total
number of teachers for faculty opinions. The traditional school
employed ¢ men and 15 women for A total faculty of 17. Student
enrolImant §n tha traditional school for grades eight through twelve
was as follows: grade eight - 38 students, grade nine - 55 students,
grade ten - 34 studants, grade eleven - 38 students, and grade
twelve - 31 students for a total enroliment of 196 students. These data
are summarized in Table 1.

The partially individualized school employed 6 men and 16 women
for a total faculty of 22. Student enrolIment in the partially

individualized school for grades eight through twelve was as follows:
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grade eight - 50 students, grade nine - &1 sStudents, grade tem - 49
students, grade eleven - 36 students, and grade twelve - 32 students for
a total enroliment of 228 students.

The predeminantly individualized school employed 6 men and 11
women for a total faculty of 17. Student enroliment in the predominantly
individualized schopl for grades eight through twelve was as follows:
grade eight - 46 students, grade nine - 38 students, grade ten -

37 students, grade eleven - 42 students, and grade twelve - 39 students
for a total enroliment of 202 students.

Dependent Yariables

The Organizational Climate Index yialded sScores presented in
Chapter 4. Each item afforded a positive {true) or nagative (false}

168 using a principal component

response, Previous factor analysis
eguamax procedyrs resulted in derivation of the $1x first order and two
second order factars described in Appendix B, Scores for each of the
si{x first order factors were computed by awarding one point for gach
1tem answered as keyed. Scored for the two second-order factors were
compiled through a combination of first order factors. Scores were
statistically examined to determine possihle differences in faculty
perceptions of thelr respective school environments for each of the

six first order factors and two second order factors. In addition,

scores for the six first order factors were converted t¢ standard

scores for comparison to natfonal norms In each of the areas.

1535:& Stern, Chapter 15, for a complete description of factor
analysis proceduras,
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The Student Opinion Poll yielded scores presented 1n Chapter 4.
Each {tem afforded four to five different responses indicating varying
degrees of satisfaction with the school environment. One point was
awarded each time a student selected the most favorable response. A
completely satisfied student would thus record a score of 60 while a
completely dissatisfied student would record a score of 0. Actual
student scores ranged from a low of 4 to a high of 54 with the average
score for the three schools combined being 28. 5Scores were statistically
examined on the basis of grade level and total school enrollment to
determine pessible differences ip students' perceptions af their
respective school enviorpments.

The Scholastic Aptitude Test scores util{zed in the study were
the scaled scores for verbal achievement and mathematics achievement.
These scores are computed and reported by the College Entrance
Examination Board and Educaticnal Testing service and recorded in the
individual student's permanent record file.

The Preliminary Scholastic Aptitude Test/Mational Merit Scholarship
Qualifying Test scores utilized in the study were the scaled scores
for verbal achievement and mathematics achievement. These scores are
computed and reparted by the College Entrance Examfnation Board and
Educational Testing Service and recorded in the individual student's
parmanent record f1ile.

The Academic Evaluation Council Test scorses utilized in the
study were the scaled scores for verbal achievement and mathematics

achievement. These scores are computed and reported by the Educatiomal
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Testing Service and recorded 1n the jndividual student's permanent
record file.
The 0t1s Quick-Scoring Mental Abfility Test scores utilized in

the study were the normed scores for the beta version of the test

as achieved by each student upon application for their respective
schoo}. The tests were administered by the respective school's
quidance personne) and results recorded in the student's permanent
record file.

Statistical Analysis Employed

Data obtained from the Organizational Climate Index and the
Student Opinion Poll were analyzed through the use of analysis of
variance. The Sheffe Test was applied to the mean scores of factors
found to be statistically significant at the .05 or .01 level for the
Organizational Climate Index.

Scores for verbal achievement and mathematics achievement for
tenth, eleventh, and twelfth grade students and those students 1dentified
as satisfied and dissatisfied were analyzed through the use of analysis
of covariance. The fndividual student's Otis I score served as the
covariate. Analysis of variance was also applied to the verbal and
mathematics achievament scores of those students identified as high

ability students.



Chapter 4
RESULTS

This chapter presents the statistical findings attained through
the execution of the research design described in Chapter 3. Specific
findings pertaining to the $1x hypotheses outlined §n Chapter 1 are
tabulated with pertinent discussion and analysis in each of the chapter's

six sections corresponding to the six hypotheses.
FACULTY PERCEPTIONS OF ORGARIZATIONAL CLIMATE

The first hypothesis posed for investigation stated that: Teacher
perceptions of organizational climate will be significantly more favorable
in the partially individualized curriculum organization than in the
predominantly individualized curriculum organization or traditional
curriculum organization. Table 2 and Figures 1, 2, and 3 summarize
the findings for the comparison made in conjunction with hypothesis
number 1.

The F ratio of 11.1660 for the comparison of faculty perceptions
of Intellectual Climate was significant at the .01 level. The difference
of 2.9759 between the mean scores of the traditional school and the
partially individualized school was significant at the .01 level with
the faculty of the partially individualized school having the more
positive perception of their school's Intellectual Climate. The

84
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The difference of 1.4706 between the mean scores of the traditional
school and the predominantly individualized school was not statistically
significant. The difference of 1.5053 between the mean scores of the
partially individualized school and the predominantly individualized
school was not statistically significant, The standard Sscores of
-1.2744 for the traditional school, +.B513 for the partially iIndividualized
schop] and -.2240 for the predominantly individualized school were not
significantly different from the national norms.

The F ratio of .6761 for the comparisons of faculty perceptions
of Achievement Standards was not statistically significant. The standard
scores of +.4000 for the traditional school, +.7704 for the partially
indivyidualized school and +1.0536 for the predominantly individualized
school were not significantly different from the naticnal norms.

The F ratio of 1.5472 for the comparisons of faculty perceptions
oT Personal Dignity was not statistically significant. The standard
scores of -.1997 for the traditional school, +.5%403 for the partially
individualized school and +.7531 for the predominantly individualized
schoal were not significantly different from the national norms.

The F ratic of 3.3152 for the comparisons of fagulty perceptions
of Organizational Effectiveness was significant at the .05 level. The differ-
ence of 1,2924 between the mean Scores of the traditional school and
the partially individualized school was significant at the .05 level
with the facuity of the partially individualized school having the more
pos {tive perception of thelr school's organizational effectiveness.

The difference of 11,4705 between the mean scores of the traditional

school and the predominantly individualized schocl was significant at
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the .05 level with the faculty of the predominantly individualized school
having the more positive perception of their schooli's organizational
effectiveness. The difference of .1171 betwean the mean scores of the
partlaliy individualized school and the predominantly individualized
schoo)l was not statistically significant. The standard scores of
+.2768 for the traditiona) school, +1.2430 for the partially individualized
scheol and +1.3702 for the predominantly individualized school were
not significantly different from the national norms.

The F ratio of 6.8043 for the comparisons of faculty perceptions
of Orderliness was significant at the .01 level. The difference of
2,3102 between the mean scores of the traditiona) school and the partially
individualized school was significant at the .01 level with the faculty
of the partially individualized school perceiving stronger organizational
pressures for the maintenance of structure. The difference of 1.4705
between the mean scores of the traditional schoal and the partially
individualized school was not statistically significant. The difference
of .V711 between the partially individualized school and the predominantly
individualized school was not statistically significant. The standard
scores of -.8632 for the traditional school, +.9923 for the partially
individualized school and -.0600 for the predominantly individualized school
were not significantly different from the national norms.

The F ratio of 1.4020 for the comparisons of faculty perceptiocns
of Impulse Control was not statistically significant. The standard
scores of -.B8312 foar the traditional school, -1.5568 far the partially
individualized school and -.4368 for the predominantly individualized

school were not significantly different from the national norms.
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The F ratio of 2.8574 for the faculty percepticns of Development
was not statistically significant. The standard scores of -.1145
for the traditional school, +1.1258 for the partially individualized
school and +.628& for the predominantly individualized school were not
signi ficantly different from the national norms.

The F ratio of 5.7888 for the comparisons of faculty perceptions
of Task Effectiveness was significant at the .01 level. The difference
of 3.6097 between the mean scores of the traditional scheol and the
partially individualized school was significant at the .01 level with the
faculty of the partially individualized school percetving stronger
organizational emphasis on task completion. The difference of 2.4706
between the mean scores of the traditicnal and the predominantly
individualized schools was significant at the .01 Tevel with the faculty
of the predominantly 1ndividualiized school perceiving a stronger
organizational emphasis on task completion. The difference of 1.1391
between the mean scores of the partially individualized schoal and the
predominantly individualized school was not statistically significant.
The standard scores of -.3194 for the traditional school, +1.2992
for the partially individualized school and +.7884 for the predominantly
individualized school were not significantly different from the natlonal
norms .

For hypothesis number one there was a partial statistically
significant confirmation for the two first order factors concerning

Intellectua) Climate and Organizatfonal Effectiveness. There was no
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demonstrated significant support in the four remaining first order
factors or the two second order factors. There was statistically
significant confirmation of an emphasis on Orderliness in the partially
individualized school when compared to the traditional school. Finally
there was statistically stgnificant confirmation of an emphasis on
Task Effectiveness #n both the partially individualized and the pre-

dominantly individualized school when compared to the traditional school,
STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT

The second hypathesis posed for investigation stated that:
There 15 a significantly greater degree of satisfaction among students
1n the partially individualized curriculum organization than in the
predominantly individualized curriculium organization er the traditional
curriculum organization. Table 3 summar{zes the findings for the
comparisons made in conjunction with hypothesis number 2.

The F vatio of 7.378 for the comparison of all student opinions was
significant at the .001 level. The F ratic of ,220 for the comparison
of the traditional school student opinion versus the partially individualized
school student opinion was not statistically significant. The F ratio
of 10.502 for the traditional school student opinion versus the pre-
dominantly findividualized school student opinion was significant at the
.001 level with the students in the predominantly individualized school
reflecting a more pos{tive attitude towards their school experiences.
The F ratfo of 12.200 for the partially individualized school student
gpinfon versus the predominantly individualized school student opinion

was significant at the .001 Tevel with the students in the predominantly
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Compariscns of Student Perceptions of School Enviornment

Partfally Predominantly
Grade Traditional Individualized Individualizad
{T} (Py) (P2}
ATl K 198 228 02
Grades
M 27.842 27.399 30.693
50 A8.818 10.350 A.994
df 58 M5 F F
2 1326. 416 663,208 7.378 <, 001*
8 N 38 R0 46
M 30.632 51.600 32.804
5D 9,128 10.294 9,793
df 55 M5 F P
Z 99, 748 49,891 519 n.5.
9 N 55 61 38
M 26.27] 22.623 30.298
5D 8.333 11.086 7.952
df 55 M5 F P
2 1393,B856 696.928 7.5%6 <.DO1*
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Partially Predominantly
Grade Traditional Individualized Individualized
(1) {Py) (P2)
10 N 33 49 37
M ?5.842 29. 0400 30.378
5D 11.129 8.4998 10.056
df 5S MS F P
2 366,282 193.141 1.946 n.s.
11 N 38 36 az
M 30.028 28,500 29,548
5D 5.944 B.187 7.642
df 85 MS ¥ P
2 44.930 22.465 .420 n.s.
12 H 3 32 39
M 26.742 26. 250 30.128
sD 7.470 10.223 q9.302
df 55 M5 ¥ P
2 322.295 161.147 1.945 n.s.
*T x P1: F=.220, p n.s.
T x P2: F=10.502, p <.00Y
F']Jt PE: F']E.zﬂﬂ, F "f.mn
haindt I P1: F=3.790, p n.s.
T X FE: F-51u35, p (1:[]5
Pix Pz: F=13.742, p <.001
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individualized schocl reflecting a more positive attitude towards
their school experiences.

The F ratio of .519 for the comparison of eighth grade student
opinion was not significant. The F ratfo of 7.556 for the comparison of
ninth grade student apinion was significant at the .001 level. The
F ratio of 3.790 for the comparjson of the ninth grade traditignal
school student opinfon versus the ninth grade partially individualized
school student opinion was not statistically significant. The F ratio
of 5,035 for the comparison of the nipth grade tradftional school
student opinion versus the ninth grade predominantly individualized school
student opinion was significant at the .05 level with the ninth grade
students in the predominantly individualized school reflecting a more
positive attitude towards thelr school axperiences. The F ratio of 13.742
for the comparison of the ninth grade partially individualized school
student opinion versus the ninth grade predomipantly ¥ndividualized
school student opinion was significant at the .001 Tevel with the
ninth grade students in the predominantly individualized schon!)
reflecting a more positive attitude towards thelr school experiences.

The F ratios of .147 for the comparison of tenth grade student
opinion, .658 for the comparison of eleventh grade student opinien, and
.148 for the comparison of twelfth grade student opinion were not
statistically significant. Thus, for hypothesis number two there was
no significant statistical confirmation. Analysis of the data suggest
that, with the exceptfon of ninth grade students in the predominantly
individualized school, Student perceptions of their school experiences

do not differ.
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HIGH ABILITY STUDENTS® PERCEPTIONS OF SCHOOL ENVIRONMENT

The third hypothesis posed for investigation stated that: High
ab111ty students reflact a statistically greater degree of satisfaction
in the partially individualized curriculum organization than in the
predominantly individualized curriculum organization or the traditional
curriculum organizatfon. Table 4 summarizes the findings for the
comparisons made 1n conjuncticn with hypothesis number 3.

The F ratio of 6,983 for the comparison of the opinlons of all
high ability students was significant at the ,001 Tevel. The F ratio
of 5.028 for the compariscon of the opinions of high abil{ty students
in the traditional school versus high ability students in the partially
{ndividualized school was significant at the .05 Tevel with the students
1n the traditional school reflecting the mere positive attitude towards
their school experiences. The F ratio of 1.907 for the comparison of
the opinions of high ability students in the traditional school wersus
high abflity students in the predominantly individualized school was not
statistically significant. The F ratio of 11.817 for the comparison of
the opinions of high ability students in the partiailly individualfzed
school versus high ab{l{ty students in the predominantly individualized
school was significant at the .001 level with the students in the
predominantly individualized school reflecting for the more positive

attitude towards thelr school experiences.
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Comparisons of High Ability Student Perceptions of School Environment

Partially Predominantly
Grade Traditional Individualized Individualized
(T) (Py) (Pp)
Al N 28 45 26
Grades
M 29.393 24.733 32.385
5D 7.390 9.314 8.523
df 55 M5 F p
2 1034, 000 517.000 6.983 <. 001>
a N &8 7 4
M 30.875 28.000 31.750
50 7.318 9.557 1.932
df 55 M5 £ p
2 46.375 23.187 .334 n.S
9 N & 19 5
M 26.500 19. 365 34,800
0 7.064 6.353 4.658
df 55 M5 F P
2 1016.243 508.121 12.910 <. 007**
10 N 3 8 8
M 32.677 27.000 32.875
S0 10,263 B.34 11.753
df 55 M5 F P
2 156. 880 77.440 733 n.5.
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Partially Predominantly
Grade Traditional Individualized Individualized
(1) (P1) {P2)
1 N 3 6 6
M 30.000 30.833 31.500
S0 7.21 5.11% 7.064
df $5 MS F P
2 4,600 2. 300 .057 n.s.
12 N 8 5 3
M 28.625 29.600 29.667
Sc  7.836 14.775 11.504
df 85 M5 F P
Z 4,009 2.004 A7 n.s.
*T x Py: F= 5.028, p <.05
T xPy: F= 1.907, p n.s.
F'.I x Pz: F=11.817, p <.001
*T  x P1: F= b5.4b66, p <.Db
T x Pp: F= 5.028, p. n.s.
P1 X PZ: F=25.500, p <.001



101

The F ratio of .334 for the comparison of the opinions of all
high ability students {n the eighth grade was not statistically significant.
The F ratio of 12.910 for the comparison of the opinfons of high
ahitity students in the ninth grade was significant at the .001 level.

The F ratio of 5.466 for the comparison of the opinions of high ability
students in the ninth grade of the traditicnal school versus high ability
students in the ninth grade of the partially individualized school was
significant at the .0% level with the students in the traditional

school veflecting the more positive attitude towards their school
experiences. The F ratio of 5.028 for the compariscn of the opinions

of high abi1ity students in the ninth grade of the traditional school
versus high ability students in the ninth grade of the predominantly
individualized school was not statistically significant. The F ratic

of 25,500 for the comparisan of the opinions of high ability students

in the ninth grade of the partially individualized school versus high
abi11ty students in the ninth grade of the predominantly individualized
school was significant at the .001 leve) with the students 1n the predomi-
nantly individualized school reflecting the more positive attitude

towards their school experiences.

The F ratios of .733 for the comparison of the opinions of high
ability students i{n the tenth grade, .0&87 for the comparison of the opintons
of high ability students in the eleventh grade, and .017 for the comparison
of the opinions of high ability students in the twelfth grade were not
statistically stgnificant. Thus, for hypothesis number three there was
no significant statistical confirmation. An analysis of the data

suggests that, with the exception of ninth grade students tn the



102

partially individualized school, high ability students in the three

schaols do not differ in thelr perceptions of school experiences.
STUBENT ACHIEVEMENT

The fourth hypothesis posed for investigation stated that: The
achievement of students in the partially individuvalized curriculum
organization significantly exceeds the achievement of students in the
predominantly individualized curriculum organization and the traditional
curriculum organization. Tables 5 and 6 summarize the findings for
tha compariscns made 1n conjunction with hypothesis numbey 4.

The F ratio of 8.685 for the comparison of tenth grade verbal
achievemant scores was significant at the .001 level, The F ratio of
12.567 for the comparison of tenth grade verbal achievement scores in
the traditional school versus the partially individualized school was
significant at the .001 level with the students in the partially
individualized school scoring higher in verbal achievement.

The ¥ ratio of .228 for the comparison of tenth grade verbal
achievement scores in the traditional school versus the predominantly
individualized school was not statistically significant, The F ratio of
2.432 for tha comparison of tenth grade verbal achjevement scores in the
partially individuallzed school versus the predominantly individualized
schoo) was not statistically significant.

The F ratio of 5,973 for the comparison of tenth grade mathematics
achievament scores was significant at the .01 level. The F ratio of
g.487 for the compariosn of tenth grade mathematics achievement scores

in the traditional school versus the partially individualized schoo) was
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Student Verbal Achievement
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P x Pz2:

F= 2.432, p n.s.

Partially Predominantly
Grade Traditional Indfvidualized Individualized
(T) (Pq) (P2}
10 N 34 49 7
M 51.176 56,898 52.243
50 8.204 8,566 B.122
df 58 MS F P
2 671.723 335.861 B8.685 L01*
N N 38 36 41
M 40,805 38.167 39,1341
SD 10.020 B.923 12.304
df S5 MS F P
2 337.254 168.627 2.727 n.5%.
12 N 3] 32 40
M 480.968 454 . 688 410.750
SD 103.998 130.632 117.634
df 35 MS F P
2 5623.4913 2811.906 434 n.s
*T X P]: F=12.567, p <.001
T xP2: P 288, p nm.s.



Table &

Student Mathematics Achievement
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Partially Predominantly
Grade Traditional Individualfized Individualtzed
(m (Py1 P2
10 N 34 49 37
M 36.676 54. 796 51.189
S 9.757 9,269 B. 406
df 85 M5 F p
2 467.730 233.865 5.973 <, 01*
11 N 38 36 4}
M 44,132 41,167 38, 390
SO 9.905 B.251 11.036
df 5% M5 F P
z 218,207 109. 104 2.129 n.s.
12 N 31 32 4G
M 469.677 463.125 405,500
S0 113,475 124.782 111.79]
df 55 MS F P
2 2299%.938 11497.969 1.682 n.s.
*T x F]: F=9.478, p <.01
T xPp: F=1.924, p n.s.

Py x Pp:

F=6.590, p <.05
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significant at the .01 level with the students in tha partially individuvalized
schapl scoring higher in mathematics achievement. The F ratio of 1.942
for the comparison of tenth grade mathematics achievement scores in the
traditional school versus the predominantly individualized school was
not statistically significant. The F ratio of 6§.59 for the comparison
of tenth grade mathematics achievement scores in the partially individualized
school versus the predominantiy individualized school was significant
at the .05 level with the students in the partially individualized
school scoring higher 1n mathamatics achievement.

The F ratios of 2.12% for the comparison of eleventh grade
mathematics achievemant scores and 1.682 for the comparison of twelfth
grade mathematics achievement scores were not statistically significant.
Thus, there was a partial statistically significant confirmation of
hypothesis number four as was demonstrated in tenth grade verbal achievement
for the partially individualized schoal when compared to the traditional
school and in tenth grade mathematics achievement for the partially
individualized school when compared ta both the traditional school and
the predominantly individualized schools. Further apalysis of the data
indicates that student verbal and mathematics achievement on the eleventh

and twelfth grade levels does not differ among the three schools.
ACHIEVEMENT SCORES FOR SATISFIED STUDENTS

The f1fth hypothesis posed for investigation stated that: The
achievement of satisfied studetns in the partially individualized curriculum
organization significantly exceeds the achievement of satisfiad

students in the partially individualized curriculun organization and the
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traditional curriculum organization. Tables 7 and § summarize the
findings for the comparisons made in conjunction with hypothesis
number 5.

The F ratios af 2.811 for the comparison of verbal achievement
scores for satisfied students in the tenth grade, 1.3&5 for the comparison
of verbal achievement scores for satisfied students in the aleventh grade,
and ,0567 for the comparison of verbal achievement sScores for satisfied
students in the twelfth grade were nat statistically significant.

The F ratio of 1.773 for the comparison of mathematics achievement

sgores for satisfled students in the tenth grade was not statistically
significant. The F ratio of 5.925 for the comparison of mathematics
achtevement scores for satisfied students in the eleventh grade was
significant at the .01 level. The F ratio of 1.722 for the comparison

of mathematics achievement scores for satisfied students in the
traditional school versus the partially individualized school was not
significant. The F ratio of 10.594 for the comparison of mathematics
achievement scores for satisfied students in the traditional school

versus the predominantly individualized school was significant at the

.01 1avel with students in the traditional school recording the higher
scores, The F ratio of 1.901 for the comparison of mathematics achievement
scores for satisfied students in the partially individualized school

versuys the predominantly individualized school was not significant.

The F ratio of 1.461 for the comparison of mathematics achievement scores
for satisfied students {n twelfth grade were not statistically significant.
Thus, for hypothes{s number 5 no statistically significant confirmation
was demonstrated. An analysis of the data suggests that the verbal and
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Table ¥

Yerbal Achievement Scores For Satisfied Students

Partially Predominantly
Grade Traditional Indivédualized Individualized
(1) (Py) (P2)
14 N 9 12 9
M 52.667 51.833 3.788
5D B.389 12.209 B.555
df 35 M5 F p
2 269.199 135.600 2.811 n.s.
11 N 10 g9 11
M 43,200 41.889 37.818
5D 9.531 §.840 11.400
df 35 M5 F P
Fd 118.018 54,009 1.368 n.%.
1¢ N B ] 10
M 503.750 475.000 421.000
50 .1 140.611 152.712
df 55 MS F P
2 597.688 298.844 057 n.s
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Table B

Mathamatics Achievement Scores For Satisfied Students

Partially Pradominantly
Grade Traditional Individualized Individualyzed
{7 P (P7)
10 H 9 12 g9
M 51.222 54.583 80.667
50  9.580D 9.662 G.552
df 55 MS F P
2 158. 141 79. 38} 1.773 n.s.
11 N 10 9 11
M 47.600 45,6567 36,836
5D 5,582 h.7E6 9.330
df 85 MS F P
2 377.365 186.682 5.925 <« D1*
12 H 8 8 10
M 4560.000 488, 750 430.000
SD 77.257 137.575 B4, 722
df 5% MS F P
2 14793, 375 7396.688 1. 461 n.s.

T x P F« 1,722, p n.s.
T x Pp: F=10.584, p <.01
Py x Paz F= 1.900, p n.s.
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mathematics achievement of satisfied students does not differ on the
tenth and twelfth grade levels. The significant results favoring the
satisfied students in the traditional schaol versus the predominantly
individualized school cannot be attributed to curriculum organization in
view of the findings on the tenth and twelfth grade levels and the small

numbgr of scores examined.
ACHIEVEMENT SCORES FOR DISSATISFIED STUDENTS

The sixth hypothesis posed for investigation stated that: The
achievement of dissatisfied students 1n the partially individualized
curriculum organization significantly exceeds the achievement of dis-
satisfied students in the predominantly individualized curriculum
organization and the traditional curriculum organization. Tables 3 and
10 summarize the findings for the comparisons made in conjunction with
hypothesis number 6.

The F ratios of 1.080 for the comparison of verbal achievement
scores for dissatisfied students in the tenth grade, 1.366 for the
comparison of verbal achievement scores for dissatisfied students in
the eleventh grade, and 1.726 for the comparison of verbal achievement
scores for dissatisfied students in the twelfth grade were not
statistically significant. The F ratio of 3.67]1 for the comparison
of mathematics achievement scores for dissatisfied students in the tenth
grade was significant at the .05 level. The F ratio of 5.92Z for the
comparison of mathematics achievement scores for dissatisfied students in
the tenth grade of the traditional school versus the partially tndividual-
fzed school was significant at the .05 level with the students in the
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Table 9

Verbal Achiavemant Scores For Dissatisfied Students

Partially Predominantly
Grade Traditional Individualized Ingividualized
(T) (Py) (P2)
10 N 9 12 9
M 46.667 55.000 50.333
sp 7143 9.400 9.179
df 55 MS F P
2 97.™1 48, 869 1.080 n.s.
11 N 10 9 1
M 41,500 35.778 40.818
s 9.618 B.467 12.295
dar S5 M5 F P
2 200. 710 100. 355 1.366 n.s.
12 N B8 B 10
M 462.500 477.500 428.000
SD ¥17.199 121.037 127.000
df 55 MS F P

Z 8903. 250 4451.625 1.726 n.s.
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Table 10

Mathematics Achievement Scoras For Dissat{sfied Students

Partially Pradominantly
Grade Traditional Individualized Individualized
(T) (Py) {P2)
1a N g 12 |
M 43,222 h5.750 50 . 889
1)) 7.742 10.270 b.547
df 55 M5 F P
2 394.196 197.098 1.671 <, Oh*
1 N 10 g 11
M 44.500 39.171 40,727
5D 11.673 3.983 12.476
df 55 MS F P
2 63.254 11.627 57 n.5.
12 N 8 B 10
M 457.500 482,500 399.000
SO 120. 801 115.974 141.849
df 5% MS F P
Z 7301.000 3650.500 .693 n.s.

*T x Py: F=5.922, p <.06
T x Py: F=2.618, p n.s.
Py x Pz: F=1.322, p n s,
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partially individualized school recording the higher scores. The F
ratio of 2.618 for the comparison of mathematics achievement Scores
for dissatisfied students in the traditional school versus the pre-
dominantly individualized school, and the F ratio of 1.322 for the comparison
of mathematics achievement scores for dissatisfied students in the tenth
grade of the partially individualized school versus the predominantly
individualized schools wera not statistically significant., Thus,
for hypothes{s number six a partial statfisticaliy significant confirmation
was demonstrated. An analysis of the data suggests that verba) and
mathematics achiavement scores of dissatisfied students dees not differ
on the eleventh or twelfth grade levels. And, although there was
statistically significant confirmation for tenth grade students 1in
favor of the students in the partially individualized school when
compared to the traditional school findings for the eleventh and twelfth
grades and the small number of student scores examined does not make it
possible to suggest that curriculum organization had & significant

impact on the achievement of these students.
SUMMARY

A review of the hypotheses developed for the curraent research

indicates the following:
Hypothesis 1: Statistical analysis partially supports the hypothesis in

the areas of Intellectual Climate, Organizational Effectiveness,
Orderliness, and Task Effectiveness. (See Table 2 and Figures 1, 2,
and 3).
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Hypathesis 2: Statistical analysis does not support the hypothesis.

The perceptions of students in the partially individualized curriculum
organization are not significantly more favorable than the perceptions

of students 1n either the traditional or the predominantly individualized
curriculum ¢rganizatian.

Hypothesis 3: Statistical analysis does not support the hypothesis,

The perceptions of high ability students in the partially individualized
curriculum organization are not significantly more favorable than the
perceptions of high ability students in elther the traditional or the
predominantly indjvidualized curricutum organization,

Hypothesis 4: Statistical analysis partially supports the hypothesis,

Tenth grade students in the partially individualized school scoved
significantly highar in verhal achievement when compared to tenth
grade students in the traditional school and significantly higher 1n
mathematics achievement when compared to bath the traditfonal school
and the predominantly individualized school (See Tables 5 and 6).
Hypothesis 5: Statistica) analysis does not support the hypothesis,

The verbal and mathematics achievement scores of satisfled students

in the partially {ndividualized curriculum organization are not
significantly higher than the verbal and mathematics achievement scares
of satisfied students ¥n elther the traditional or thea predomimantly
Individualized curriculum organization.

Hypithesis 6: Statistical analysis partially supports the hypothesis.

The mathematics achievement scores of dissatisfied students in the tenth

grade of the partially individualized curriculum organization are
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significantly higher than the matnematics achievement scores of dissatisfied

students in the traditional curriculum organization. (See Table 10).



Chapter 5
CONCLUSIONS

Chapter 5 presants a summary of this study. The chapter includes
concluding discussions, recommendations of other interested researchers,

and 1mplications from the study.
GENERAL

Individual perceptions of a school environment and the accompanying
level of performance are a raflection of organizational effectivenass,
This study sought to investigate the impact of curriculum organizations
on faculty parceptions of thelr work environment, student perceptions of
their school expertences, and Student achievement. Selected schools
represented: (1} a traditional curriculum organization, (2} a partially
individualized curriculum organization, and (3) a predominantly individual-
ized organization, The design was an effort to provide a comprehensive
comparative basis for an analysis of alternative responses to creating
what Trump has called the humane schopl. At issue was an examipation
of a traditional program and two attempts at curriculum design in
which the Tearner is required to actively commit himself to the
attainment of teacher and self-determined goals, to seek out the necessary
resources and assistance, and to maintain the sense of momentum
which in the traditional curriculum organization was the sole province

of the teacher under the rubric of mot{vation.

115
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FACULTY PERCEPTIONS OF SCHOOL £NVIRONMENT

Faculty perceptions of Achievement Standards, Personal) Dignity,
Impulse Contral, and Develapment registered no statistically significant
differences. Thus, for the curriculum organizations examined, there
would appear to be little or no difference among them as regards their
impact on the recognition of the quality of work performed or personal
need for openness or individual expression as measured by the Organizational
Climate Index.

Differences in faculty perceptions of Intellectual Climate were
statistically significant at the .01 level for the traditional school
versus the partial individualized school. The general work atmosphare {n
the partially individualized school was percelved to be more facilitative
of intellectual activities and reflective of a concern for supportive
interpersonal relationships. The faculty of the partially individualized
schoal appears to recognize a provision for a well rounded and integrated
intellectual experience that includes social action and personal
effectiveness,

Differences in faculty perceptions of Drganization Effectiveness
were statistically significant at the .05 level for the traditional
school versus the partially individualized and the predominantly
individualized schools. In both 1nstances the faculties in the individual-
ized schools perceived their work environments to be more conducive to

the effective performance of tasks and cohesive efforts to meet
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organizational objectives. Both this factor and Intellectual Climate
are, as 15 noted by Stern, closely related and taken together reflect
a perceived emphasis on friendly, cooperative behavior and task-
oriented group interaction. This combimation suggests the successful
astablishment of group achievement standards rather than individual
competencies.

Differences 1n faculty perceptions of Orderliness were statistically
significant at the .01 level fer the traditional school versus the
partially individualized school. The faculty in the partially individuaiized
school perceived their work environment to stress organizational structure
and procedural guidelines. Their work situation appears to be ane
which reffects a concern for the maintenance of procedures which avold
impulsiveness, the presence of disorganized behaviors, or confusion
regarding {nstitutional purpose. It {s important to note that among the
primary demands on both students and faculty in an individualized
curriculum are the increasad requirements for comprehenstve planning
and organization to bring about the efficient use of that portion
of the academic day devoted to individual and small group activities.

This 1s in essence what Trump, Phenix, Miller and Gilchrist, and Roberts
among others have emphasized in their discussions of curriculum patterns
which emphasize an individualjzed approach.

Finally, faculty perceptions of Task Effectiveness were found to
be statistically significant at tha .01 level for the traditional
schoo) versus the partially individualized and predominantly {individual-

1zed schools. In both instances, the faculties of the Individualized
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schools perceived their work snvirorment to be more concerned with maintain-
ing work oriented atmospheres. This factor, which combines Organizational
Effectiveness and Orderliness, reflects an emphasis of maintaining work
situations which stress realization of organizational goals within a
specified procedural framework. S5tudies by both Steward and Love and
Bosco suggest similar emphasis on structure as an assistance 1n dealing
with the intensified demands of interacting with many groups and individuals
working on different tasks.

The significant findings in the areas of Intellectual Climate,
{Organizational Effectiveness, Orderliness, and Task Effectiveness
favoring the individualized curriculum organizations would seen to
imply a tendency towards the c¢reatfon of work environments stressing
organized, goal oriented behaviors as defined by the Organizational
Climate Index. Of additional fnterest is the fact that the individual-
ized schools consistently reflected more positive work environment
profiles for the six first order factors, These results concerning
individualized curriculum organizatfons and favorable faculty
perceptions af their work environment are consistent with the
findings of researchers previously cited in Chapter 2.

It is recommended that additional studies dealing with the impact
of specific curriculum organizations on faculty perceptions of their
work environment be conducted. Such studies may veveal further evidence
indicative of possible trends towards a positive {mpact on work
environments for those schools implementing individualized curriculum

organizations. As Ballwahn noted in his examination of teacher perceptions
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in this area, there appears to be a general agreement among teachers
that individualized instructional strategies should be implemented. His
results indicated that teachers saw individualjzation as enabling them
to deal more effectively with learning difficulties and previde detailed
achlevement feedback. The impact of these curriculum organizations,
as demonstrated by the findings of this study and others previously mention-
ed, may imply that individualized curriculum organizations contribute
to the creation of work environments which are moare in keeping with
what teachers view as supportive of their classroom endeavors. At
the very least 1t iz not unlikely, as Stern points out, that staff
climate is transmitted in some way to the classroom. Minzey confirmed
student perceptiveness as regards faculty morale and suggested that
it may well be reflected in thelr motivational responses. The careful
study and prediction of teacher perceptions of school climate resultant
from changes 1n curriculum structure may 1dentify Successful programs
and help to predict settings which will he conducive to the

implementation of curriculum change.
STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT

Differences in student perceptions of school envircnment for all
students were statistically significant at the .0Q0] tevel. Further
comparisons indicated no significant statistical difference between the
perceptions of the students in the traditicnal school and the partially
indtvidualized school. The variance, therefore, was all accounted

for by differences between the predominantly individualized School
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versus both the traditiona) and the partially individualized schoals
with the students in the predominantly fndividualized schoo) reflecting
the greater degree of satisfaction. {omparisons of student attitudes

by grade level, however, registered no statistically significant
differences among eighth, tenth, eleventh, and twelfth grade students
but did indicate a statistically significant difference at the .001
level for the perceptions of ninth grade students. In other words the
ninth grade alone accounted for the variance differences originally
faund for the total school populations. There was no statistically
significant difference between ninth grade students in the traditiomal
and the partially individualized schools. Comparisons for ninth

grade students in the predominantly individualized schgol versus the
traditional school and the partially individualized school were significant
at the .05 level and .001 level respectively with students in the
predominantly individualized school registering the greater satisfaction
with their school experiences.

In view of the total findings for student perceptions of their
school experiences, it appears that curriculum organization has no
discernable fmpact on the majority of student perceptions as measured
by the Student Opinfon Pall. The significant results for ninth grade
students were, however, consistent with the findings of Techman, Bealick,
Bennett, and Nielson whose studies reflected similar positive relationships
between student attitudes and individualized curriculum structures. It

is recormended that further examinations of student perceptions be
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conducted. Such studies may reveal further and more substantial evidence

concerning Student attitudinal response to their curriculum experiences.
PERCEPTIONS OF SCHOOL ENVIRONMENT FOR HIGH ABILITY STUDENTS

High ability s$tudents' perceptions of school enviornment registered
statistically significant differances at the .001 leve)l. Further analysis
indicated significantly more positive perceptions by high ability students
in both the traditiconal schoel (.05 level) and the predominantly individual-
1zed school (.001 level) when compared to the partially individualized
schoel. Further comparisons by grade level registeved no statistically
significant differences among eighth, tenth, eleventh, and twelfth grade
students but did indicate a significant difference at .001 level for ninth
grade students. Comparisons at this grade level were consistent with the
findings for the comparisons of all high ability students. Students in
the traditiona) school and the predominantly individualized school
indicated significantly greater satisfaction with their school experiences
at the .05 and .001 levels respectively.

In view of the overall findings for the perceptions of high ability
students regarding their school experiences, 1{ appears that curriculum
organization has no discernible impact on the majority of these
students' perceptions. The apparent dissatisfaction of ninth grade high
abi1ity students in the partially individualized curriculum crganization,
while significant, cannct be concluded to be the result of curriculum
organization in 1ight of the findings for the other four grade levels.
Specific factors unigue to the environment of the selected school may

have played a contributive role in the formulation of these students'
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response to their school experience. Also of interest is the fact that

the other significant findings regarding student opinions were cn the

ninth grade level and indicated that students in the predominantly
Indiyidualized curriculum ware more satisfied with their school experiences.
This may be indicative of possible ambivalent responses to curriculum
change 1n the early high school years. It is recommended that further
Investigations as to the impact of curriculum organization on high ability
students be conducted 1n order to bring into sharper focus the dis-

satisfaction identified in this study.
STUDENT ACHIEVEMENT

Student verbal and mathematics achievement demonstrated no statistical
significance on the eleventh or twelfth grade lavels, Comparisons for
tenth grade students' verbal and mathematics achievement were statistically
significant at the .01 level, Analysis of verbal achievement indicated
significant differences between the scores of tenth grade students in the
traditional and the partially ind{vidualized scheols with the Jatter
attaining the higher scores. Analysis of mathematics achievement indicated
significant differences betwean the scores of tenth grade students in the
partially individualized school and those of students fn both the
traditional and the predominantily individualized schools. In both cases
students in the partially individualized school recorded the higher
$Cores,

These findings suggest that additional study may be needed to
determine the extent to which the significant findings are representative
of other tenth grade students in similar learming environments. Studies

conducted by Goutevenior who also found significant galns fur ienih yrade
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students in individualized programs, Grater who demanstrated student
achievement gatns in programs with controlled individualized time,

Smith, Raumin, 5inks, Lefgh, Hatffeld, and Linebarger support the current
findings. It is recommended that subsequent studies attempt to expand
the comparative bhasis for examination of individualized curriculum

impact and identify those organizational approaches most appropriate to

students at specific grade levels in terms of academic achievement.

VERBAL AND MATHEMATICS ACHIEVEMENT SCORES
FOR SATISFIED AND DISSATISFIED STUDENTS

The vertal and mathematics achievement scores for satisfied
students registered no statistécally significant differences for grades
ten and twelve or for verbail achievement on the eleventh grade level.
There were significant findings for the comparison of mathematics
achievement scores for satisfied students 1n the eleventh grade in the
traditional school versus the predomipantly individualized schoel with
students in the traditional school recording the higher scores.

The verba) and mathematics achievement of dissatisfied students
registered no statistically significant di fferences for grades eleven or
twelve or for verbal achfevement scores on the tenth grade level. There
were signlficant findings for the comparisons of mathematics achievement
scores for dissatisfied students in the tenth grade of the traditional
school versus the partially individualized school with students in the

partially individualized school recording the higher scores.
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In 1ight of the small number of student scores examined in the
present study and the Tack of significant findings on the tenth and
twelfth grade levels for satisfied students and the eleventh and twelfth
grade levels for dissatisfied students 1{ is concluded that satisfied
ang dissatisfied student achievement is nct related to curriculum
organization. In view of the findings of studfes conducted by Brodie,
Walberg and Andevson, Austrin, and Alvord in their examinations of the
achievement of satisfled and dissatisfied students, 1t is suggested
that further ingquiries into the possible relationship between student
perceptions of their school experiences and their academic achievement
be pursued. Such studies may clarify current concerms for affective
responses to curriculum experiences and provide axpanded empirical bases
for proposed changes in the organization of student-teacher interactive

patterns,

IMPLICATIDNS

In this study a Timited number of statistically significant relation-
ships were demonstrated. The significant findings in the area of faculty
perceptions of their work environment do, however, offer encouragement
as regards identifying contributive factors in the development of faculty
work envircnments. And, the extent to which faculties perceive their
work environment in positive terms will most certainly have a discernable
impact on those with whom they are in closest contact -- their students.

The findings imply further support of data which indicate poesitive
faculty responses to individualized curriculum organizations. Such

programs appear to be viewed favorably the the faculties which are asked to
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fmplement them, and stress the need for continued experienta) and
analytical efforts in the area of curriculum design. These results alse
carry fmplications regarding the nature of programs designed to increase
the instructional competencies of faculty membars and the leadership
strategies which must accompany them. Efforts to create envirénments
which fully utilize the complete range of talants and instructional
strengths of faculties must necessarily concern themselves with
perceptions regarding the viabiljty of the program, 1it$ contribution to
jndividual and group goals, and the extent to which the climate supports
tntellectual pursuits. Similarily, those charged with leadership

roles must premise the conceptualization of appropriate strategies

on those designs which offer the maximum potential for realizing
individual comnitment to the instructional program. Curriculum
organizations which emphasize individualized learning opportunities
appear to suggest such possibilities. The successful merging of the
concepts of individualization and faculty perceptions of an enabling
working environment can bring about the creation of the humsnea $chool
which places expanded responsibility upon the Tearnar while at the

same time providing for interaction with a teacher-advisor who guides
and directs the fulfiliment of those responsibilities.

Results of this study suggest that in the area of student
attitudes regarding their school experience most students tend to assume
a neutral posture. These results are cansistent with similar research
data and 1mply, as Jackson contends, a leveling of perceptions resultant
from the compulsory aspect of the educational process, and the establishment
of a routine which sesms to bring about a separation befween students'

feelings and the daily business of classroom 11fe. However, the
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significant differences on the ninth grade level reflecting significant
satisfaction on the part of students in the predominantly individualized
school and significant dissatisfaction on the part of high ability
studants in the partially individualized school would seem fo indicate
mare pronounced responses {n the early phases of secondary experiences.
Increased emphases on the affective aspects of curriculum development
may provide a momentum for both creative and positive responses an
the part of students which could carry through their high scheol
years and beyend.

The current findings demonstrating significant diffarences
in tenth grade students’' achievement favoring the partially individual-
1zed school imply the need for continued development of a variety of
learning experiences. The {dentification of such programs will assist
in the prediction of settings which offer an increased possibility for
student success 1n terms of academic achievement. Additionally it
would seesm to suggest that different organizational approaches may be
required at levels beyond the current grouping patterns. What may be
appropriate at one grade leval may not be appropriate at the preceding
or succeeding level, And, this implies a flexibility and creativity
of effort beyond what 1s currently being considered or implemented.
Finally, the results of this $Study would sesam to imply that
efforts to improve instructional programs must concern themselves
with both affective and cognitive areas and include a broadened view
of anticipated results. The outcomes of such progrsms may not, a5 has
been suggested earlier, be mutually supportive with positive perceptions

prompting higher achlievement or academic success necessarily bringing
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about satisfaction with school experiences. This 15 to sugyest that
such characteristics as sustained effort, consistent performance, and
broadening cultural and civic awareness are all within the province of
desirable goals. Thelr inclusion in program design and analysis may
orovide to be a valuable evaluative ¢riterion for both teachers and

resparchaers.
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APPENDIX A

ORGANIZATIONAL CLIMATE INDEX

SHORT FORM
0CI - 375 SF

Geroge G. Stern, farl R, Steinhoff, and Joel Richman

There are 80 statements in this bocklet. They are statements
which describe the enviromment in which people work. The statements
rafer to daily activities, to rules and regulations and policies, to
typlical interests and projects, to features of the physical envivonment,
etc., The statements may or may not be characteristic of your sfituation
because organizations differ from one another in many ways. You are to
declde which statements are characteristic of your institution and which
are not. Your answers should tell us what you believe the institution
is 1{ke rather than what you might personally prefer. You won't know
the answer to many of these statements, because they may not be any
really definite 1nformation on which to base your answer. Your responses
w111 simply mean that in your opinion the statement 1s probably true or
probably false about your orgamization.

Do not omit any {tem.
DIRECTIONS

On the speclal answer sheet print your name, and the other
infermation requested. Then, as you read each statement in the booklet,
blacken space

T - when you think the statement is generally TRUE or char-

acteristic of the organization, s something which occurs
or might occur, s the way people tend to feel or act.
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F - vhen you think the statement 1s generally FALSE or not
characteristic of the organization, is something which 1s
:gi‘1ike1y to occur, is not the way people typically feel or
Be sure to 111 in the whole answer space with a heavy black mark,
using any No. 2 or softer pencil. 0o not use ball point or 1ink.
YOU MUST ANSWER EVERY ITEM.
Work rapidly, going through the entire 1ist of statements as quickly as
you can. Occasionally compare item pnumbers from the booklet with the
answer sheet space to see that they correspond. Please do not make any
stray marks on the answer sheet or in this booklet. Erase all arrors and

stray marks completely.

1. Work programs are well organized and progress systematically from
week to week.

2. People here express their feelings openly and enthusfastically.

3. Everyone here has a strong sensor Of being a member of the team,

4. There s a lot of group spirit.

5. Administrative policy, goals, and objectives are carefully explained

to everyone,

6, When people here disagree with an administrative decision, they work
to get it changed.

7. People here put a great deal of energy into everything they do.

8. Improving one's knowledge of important works of art, music, and
drama 1s encouraged hare.

9, One of the values most stressed here {s opan-mindedness.

10. Socfal events get a Tot of enthusiasm and support.



11.

12.
13.

14.
15.

16.
17,

18.
19,

20,

2"#

22,

23,

24,
25.
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People who have friends of the opposite sex show thelr affections
openly.
People find others eager to help them get started.
People here spend a great deal of time thinking about and discussing
complex problems.
The abi1ity to plan ahead is highly valued here.

Many socfal activities are unplanned and spontaneous.

People are expected to hava a great deal of socfa) grace and polish.
Untidy reports or ones that depart from a specified style are
almost certain to be returned unaccepted.

Most people here go to Tots of parties and ¢other social activities,
There are many facilities and opportunities for individual creative
activity,

Most people here Tove to dance.

Personality and pull are more important than competence in getting
ahead around here.

The administrative staff are often joked about or criticized.

Most activities here are planned carefully.

People here speak up openly and freely.

People hare are not only expected to have 1deas but to do something

about them,



26.
27.

2B.

29,

30.

3.

32.

33.

34.

35.

36,

3r.

38.

19.
40,
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Good manners and making a good {mpression are important here.
The activities of charities and social agencies are strongly
supported.

Criticism 1s taken as a personal affrant in this organization.
Neatness in this place is the rule rather than the exception.

Male-female retationships sometimes become quite serious.

Many people here enjoy talking about poetry, philosophy or religion.
Everyone 15 helped to get acgquainted.

A11 work assignments are laid out well 1n advance, so that people

can plan thelr own schedules accordingly.

People here thrive on difficulty - the tougher things get, the harder
everyoneg works.

Individyals who are not properly groomed are 1ikely to have this

called to their attention,

Service to the commynity s regarded as a major responsibility of
the institution.

Pecple here are not really coencerned with deep philosophical or
ethical mattars,

Good work 15 really recognized around here.

Work 15 checked to see 1f 1t 1% done properly and on time.
Administrators are practical and efficient in the way they dispatch

thelr business.
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There are no favorites in this place; everyone gets treated alike.
People here can get so absorbed in thelr work they often lost all
sense of time or personal comfort.
People frequently do things on the spur of the moment.
Proper social forms and manners are not particularly important
here.

Few people hare are challenged by deep thinking.

People set high standards of achievement for themselves here.
New ideas are always being tried out here.

People here tend to take the easy way out when things get tough.
Administrators put a lot of energy and enthusiasm fnto directing
this program.

People here talk about their future imaginatively and with enthustasm.

There is 8 general 1dea of appropriate dress which everyone follows.
There alvays seem to be a lot of Tittie gquarrels going on here.
It's easy to get a group together for games, cokes, movies, etc.

The work atmosphere emphasizes efficiency and usefulness.

People spend a great deal of time together socially.

There 15 not wasted {ime here; everything has been planned right
to the minute.

Discussions about improving soclety are common here,

Unusual or exciting plans are encouraged here.

Paople hers fee] free to express themselives impulsively.

People here expect to help out with fund drives, CARE, Red Cross, etc.
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61. There is a specific place for everything and everyone here,

62. People here often get involved in long, seripus intellectua)
discussions,

63. The administrative staff will go cut of its way to help you with
your work.

k4. Many people here read magazines and books involving history,
econamics or political science.

65. Locking and acting "right" 1s expected.

66. The people here are easily moved by the misfortunes or distress of
others.

67. Ewveryone has the same opportunity to make good.

68. Communications within the organization is always carried on through
formal channels.

9. Most activities here present a real personal challenge.

70. People ask permission before deviating from common policies or

practices.

71. There is a recognized group of leaders who recelve special
privileges.

12. People here feal they must really work hard because of the important
nature of their work.

73. Parties are colorful and 1ively here,

74. Programs here are quickly changed to meet new conditions.

75. Paople are always carefully dressed and neatly groomed.
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“Lend 2 helptng hand" could very well be the motto of this place.
There 1s considerable interest in the analysis of value systems and
the relativity of societies and ethics.
There 1s a lot of Interest in the philoscphy and goals of science
here.
Frank discussions about sex are not uncommon among people here,

People here are usually guick to help each other out.
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APPENDIX 8

Factor Definitions for the Organtzational Climate Index

As each of the Syracuse Indexes has been developed, each instrument
has been factor-analyzed by use of a principle component sguamax
procedure, This permits the development of first and second order
factors which combine thirty scales in differing ways and thereby permit the
identification of a small number of major categories. The number of
first and second order factors derived varies according to the type of
population for which the instrument s intended. The instrument used
in this study, the Organizational Climate Index, has six first-order
factors and two second-urder factors. The factor structures and their
definitions for the Organizational Climate Index are given in the
following pages. The definitions are based on those provided in

People In Contaxt {Stern, 1970}.

1. Intellectual Climate
Schools with positive scores on this factor are perceived to possess
environments that are conducive to scholarly interests in the
humanities, arts, and sciences. Staff and physical plant are seen
to be facilitative of these interests and the general work atmosphere

1s characterized by intellectual activities and pursuits.

2. Achievement Standards
Schaols with positive scores on this factor are percefved to stress
high standards of personal achievement, Tasks are successfully

completed and high levels of motivation and energy are maintalned.
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Recognition §s given for work of good quality and quantity and the
staff {s expected to achieve at the highest levels.

Personal Dignity

Schools with positive scores on this factor are perceived to respect
the integrity of the individual and provide a supportive environment
that would closely approximate the needs of more dependent teachers.

There s a sense of fair plan and cpenness in the working environment.

Organizational Effectiveness

Schools with positive scores an this factor have work environments
that encourage and facilitate the effective performance of tasks.

Work programs are planned and well-organized, and people work together

effectively to meet organizational objectives.

Qrderliness

S5¢hools with positive scores on this factor are preceived tg stress
organizational structure and procedural orderliness. Neatness

counts and there are pressures to conform to a defined norm of
persanal apparence and institutional image, There are set procedures

and teachers are expected to follow them.

Impulse Control

Schools with positive scores are percefved to emphasize a great deal
of constraint and organizational restrictiveness in the work environ-
ment. There 15 1ittle opportunity for personal expression or for

any form of impulsiva behavior.
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Second Order Factors

1.

Development

Schools with positive scores on Development are characterized by
organizaticnal environments that are supportive of intellectual and
interpersonal forms of activity. The envircnments are intellectually

stimulating, supportive, set high standards for achievement, and do

not inhibit personal expression.

Task Effectiveness

Schools with positive scores on Task Effectiveness are perceived as
emphasizing high levels or orderliness and structure, in an

environment which 1s work oriented.
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APPENDIX C

STUDENT QOPINION POLL*

Grade

{Last Name) {First)
Answer the following questions by circling the appropriate letter.
1. In determining the basi¢ nature of 1ts program, the school

{a) pays too much attention to the wishes of parents.

{b) pays just about the right amount of attention to the wishes of
parents.

{¢c}) pays too 1ittle attention to the wishes of parents.
Z. In my opinion the variety of subjects offered in the school is
(a) too broad.
(b) just about right.
(c] not broad enough.

3. While there are some differences among them, most teachers in this
schoal are

(a) very inspiring.

(b} quite inspiring.
{c) somewhat inspiring.
(d) not inspiring,

4. In some schogls the administrators (principals, superintendents, etc.)
have c¢lose contacts with students, whereas in other schools, such
contacts are rara., [t seems to me that in this school
(a) the administrators keep such close contact with student affairs

that they frequently involve themselves in matters that do not
require their attention.
{b) the contacts between administrators and students are about right.

fc) the administrators have contacts with students so0 rarely that
they are unaware of many student problems.
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The freadom to contribute somsthing in class without being called
on by the teacher is

{a} discouraged more than it should be-students do not get encugh
opportunity to have their say.

ib) encouraged more than 1t should be-sStudents seem to he rewardad
just for speaking even when they have 1ittle to say.

{c) handled about right.

The things that I am asked to study are
{a) of great interest to me.

{b) of moderate interest to me.

(¢) of limited interest to me,

(d} of 1ittle interest to me.

Concerning the opportunities for getting together socially with other
students in thels school, my opinion 15 that

(a) there are altogether too many things going on, so that you are
continually distracted from homework and other individual
activities.

(b} the opportunities for getting together socially are about right.

ic) there are not nearly enough opportunities for getting together
with other students.

In terms of adequate preparation for college I beljeve the program of
the school s

{a) more severe and rigorous than it needs to be.

(b) about right.

{¢c} Tess severe and rigorous than 1t should be.

The content of different courses from year to year s

(a} too repetitious - the same material seems to be reworked again
and agafn.

(b} repeated just enough to allow for a feeling of continuity.

{c) so unrelated that new material does not seem to huild on earlier
work.
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In this schoo] the teachers® fnterest in students' academic work
might best be described as

(a) too great - thay intrude upon the privacy of the student.
{b} just about right.

{c) not great enmough - teachers are not cancerned enough with the
work of students.

When school-work activitias requiring full teacher support occur,
my feeling is that

{a) nearly all teachers cooperate.
(b} most teachers cooperate.

(¢) some teachers cooperate.

{d) few teachers cooperate.

It 1s common practice in many classrooms to allot some class time
for individual study. 1 find this study time allotment

{a) so genercus as to be somewhat wasteful.

(b} adaguate enough so that most students can get at least a good
start an their work.

{c) %o sparing as to be relatively worthlass for any construct{ve
activity.

The students 1n this school who receive poor grades ars 1ikely

(a) to receive more sympathy from their feliow classmates than
they deserve.

{b) to be respected by thelr classmates more than they should be.
{c) neither a nor b.

From the standpoint of 1ntellectual ability. students in this school
are

fa) too bright - it 1s difficult to keep with them,
{b) Just bright enough.

(c) not bright snough - they do not provide enough intellectual
stimulation.
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On the whole the school program places
{a) less emphasis on artistic training than 1t should.
{b) about the right emphasis on artistic training.
(c} more emphasis on artistic training than it should.
Most of the subjects taught 1n the school are
{a) interesting and challenging.
{b) somewhat above average in interast,
{c) somewhat below average in interast,
{d) dul} and routine.

In this school the teacher's {nterest in the students’ private
T1fe might best be described as

(a) too great - they intrude on the privacy of the student.
(b} just about right.

(¢} not great enough - teachers are not concerned enough with the
personal life of their students.

The student who displays a sense of humor 1n class 15 generally

{a) admirad by teacher more than he should be.

(b) panalized by teachers more than he should be.

(c) neither admired nor penalized by teachars more than he should be.
There {s often a feeling that teachers "go too fast" to permit
students to really understand what is going on. In this school,

the rate at which teachers usually present materials is

(a} too slow.

{b) about right.

{c) too fast.
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Students who are outstanding athletes in their school are
{a) respected more than they should be by their fellow students.
(6) respected 1ess than they should be by thelr fellow students.

(e} neither a nor n.

The relative smphasis on competition and cooperation among
students 1n this school seems to be

{a) too much emphasis on competition to suit me.

{b) too much emphasis on cooperation to suit me.

{c} a satisfactory balance between competition and cooperation.
A1l things considered, the school program

{a} puts too much emphasis op scientific training.

(c) emphasizes scientific training in about the right degree.
{c) puts too 11ttle emphasis on scientific training.

The present overall curriculum of the school

[a) 1s abput right.

(b) requires only minor revisions to make it about right.

{¢) requires considerable revision.

(d} should be abandomed and replaced with a different program.

In general, the teachers ] have had in this school seem to know
their subject matter

(a) very well.

(b} quite well.

{c} falrly well.

{d) not as well as they should.
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In evaluating the written and oral work of students

{a) too much emphasis 1s placed on grammar and style and not
engugh on the value of what the student is trying to say.

{(b) the balance between style of expressfion and content is about
right.

(¢) s0 1ittle emphasis 15 plaged on grammar and style that students
have difficulty learning how to express themselves.

Students may work either by themselves or in groups. The amount
of work done 1n geoups is

(a) too great,

(b} about right.

(c} too small,

My observation has been that students from different economic,
soclal, racial, and religicus backgrounds gqet along together 1in
this school

(a) very well,

(b) mederately well.

(c) Tess well than is desirable.

{d} very poorly.

As compared with what I feel to be desirable, the amount of “school
spirit" at this school

{2a) is more than enough.

{b) 1s about right.

(¢) is not enough.

In 1ts total pregram the school

{a) puts too much stress on intellectual matters.

{b) gives intellectual matiers about the right emphasis.

{c) does not put enough stress on intellectual matters.
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30. The extracurricular program of the school is
(a} very responsive to the needs and interests of the student bady.
(b) gquite responsive to the needs and interests of the student body.
(c} somewhat responsive to the needs and interests of the student body.
(d) very unresponsive to the needs and interests of the student body.
37, In matters relating to students, teachers in this school seem to be
(a) fafr at all times.
{b) generally fair in their practices.
{c) accasionally unfair in their practices.
{d) often unfair in their practices.
32, In genaral c¢lassroom procedures are
{a) often so unorganized that it s difficult to get things done.
{b) flexihle enough to meet most sttuations.
{c) often so rigidly organized that 1t is difficult to make changes.
33, Classroom seating arrangements in this school are

(a) too flexible to sult me; you can never be sure where you will
sit and who will sit next to you.

{b} just about right.

{c) too rigid to suit me; it s difficult to arrange the furniture
to meet special needs.

34. The students who receive top grades 1n this schogol are 1ikely to be
{a) admired more than thay should be by fellow students.
{b} rejected more than they should be by fellow students.

{c) nelther admired nor rejected by fellow students.
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35. In my opinion, student interest 1n social organizations, such as
¢lubs, fraternities, and sororities is

(a} too great.
(b} about right.
{c) not great enough.
36. In general the subjects taught are
(a} too easy.
(b) about right in difficulty.
(c) too difficult.

37. When students are 1n need of special help, teachers in this schogl
are

(a} always available.

(b) generally available.

{c) avallable 1f given special notfce.

{d) available only in cases of extreme need.

38. The ability of the teachsrs in this school to present new material
seems to be

{a) superiar.
{b) good.
(c} average.
{d} poor.

39. As compared to other methods of teaching, the practice of having
students join discussion groups is

(a) used more than I feel 1t should be.
{b) used in about the right proportion with other metheds.

{c) used l1ess than 1 feel 1t should be.
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The tima spent 1n homeroaom activities {5

(a) always wel) spent.

(b} genarally well spent.

{c) rarely well spent.

{d) wasted.

In general, students in this school take their studies

{a) too serfously.

ib) too casually.

(c) in a right proportion between a and b.

In spme schpoots & lot of amphasis 15 placed on student government,
honor spcieties, and other types of formal socfal organization.
In my opinion, the emphasis on such activities in this schooi is
{a} too great.

(b} about right.

(c) not great encugh.

The physical training program of the school 15

(a) emphasized toc much.

{b) about right.

{c) not emphasized enough.

Some things that we learn are of little use to us now but will
become useful in the future; other things can be used as so0n as

Tearn them, In this school teachsrs seem to

{a) focus toco much on learning that wilY not become useful for
some time to come.

(b) focus toc much on Yearning that 1s useful to us now, neglecting
things that we might need later.

(c} achieve a nice balance between things of immediate and future
usefulness,
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45, When it comes to grading students, teachers fn this school are
generally

(a) too "tough.”
(6) just "tough" enough.
(c) nat "tough” enough.

46. As compared ta ather methods of teaching, the practice of having
the teacher give a lecture 1is

{a) used more than I feel 1t should be.
(b} used in about the right proportion with other methods.
(¢) usad less than I feel 1t should be.

47. Homework assignments {n the school are usually

{a) carefu)ly thought through by the teacher and clearly related
to classroom work.

(b} consistent with what is going on in the classroom but not
related to {1t in any systematic way.

(c} given without much thought and having 1ittle bearing on the
classroom work,

(d) unrelataed to classroom work and chiefly of a "busy work" nature.

48. The student who differs from the crowd in this school is 1kaly to
find that

(a) most students will tend to ignore or reject him for being different.

(b) most students do not particularly care whether or not a person
differs from the group.

{c} most students admire the person who is different.

49. In my opinicn, the emphasis which students in this school place on
grooming and appearance 1s

{a) too great.
(b) about right.

{c) not great enough.
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As an objective of the curriculum, sccial skillls, that is,
traintng on how to get along with other people, is

(a) not given enough emphasis.
{b) given just about the right amount of emphasis.
(c} given too much emphasis.

Some teachers are friendly and accepting to students; others are
more detached and aloof. In general, the teachers in this school
ara

{a) very friendly and accepting.

{b) quite friendly and accepting.

{c} somswhat friendly and accepting.

(d) only occasfonally friendly and accepting,

Individual pupiis differ in thelr abilities and interests. Some

teachers tend to ignore these differences. Othar teachers pay
too much attention to these differances. In general, teachers

in this schoal

(a) focus too much on individual differences, giving undue attentfon

to those who happen to be more different from the group.

(b} do not focus emough on individual differences, so that students
with spactal talents or problems are frequently unrecegnized.

{c} pay just enough attention to individual differences.

In general, my attitude toward the grades 1 have recelved in this
school 1%

(a) T always receive the grades that 1 deserve,

{b) I genarally receive the grades that I deserve.

{c} I somatimes receive the grades that I do not deserve,
(d) 1 frequently recelve the grades that I do not deserve.
Teaching afds such as films, T.V., and the l{ke

(a) are used more than I feel they should be.

{b) are used as much as they should be.

{c) are used less than I feel they should be.
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Judging from the types of students who are by classmates, I
bel{eve that the admissions policy of this school is

{a) too restrictive, the students are too much alike,
(b) just about right.

(c) not restrictive enough, there are many students in this school
wha shguld nat be here.

In the typfcal class, memory work and the learning of important
facts are

{a) given too much emphasis.

{b} given about the right emphasis.

{c) not given enough emphasis.

In some classas the teacher is completely in control, with the
students having 11ttle to say about the way things are run. In other
classes the students seem to be boss, with the teacher contributing
1ittle to the control of the situatton. In general, teachers in this
school seem to take

{a) too much control.

(b) about the right amount of cantrol.

(¢) too T1ittle control.

In addition to teachers, some Schools employ persons who are
specially trained to help students with personal, vocations, and
educatiﬁnal problems. In my opinion, this type of service in this
school 1s

{a) so plentiful that 1t i3 sometimes forced on you whether you
want 1% or not.

{b) adequate tc meet the needs of the students.

(c} sc meager that 1t is difficult to obtaln even when you want it.
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£9. When & newcomer enters this school, chances are that other
students will

(a) go out of their way to accept him.
{b) are quite willing to accept him.
{c) tend to ignore him.
{d) openly reject him.
60. In general, my attitude toward school may best be described as
(a} very favorable - I Tike 1t as it is; no change$ are necessary.

(b) more favorable than unfavorable - & few changes are necessary
to make me entivaly happy.

{c) more unfavorable than favorable - many changes are necessary
before I can be entirely happy.

(d] unfavorable - [ fraquently feel that school is pretty much a
waste of time,

*Creativity and Intelligence - Explorations with Gifted Students,
Jacob W, Getzels and FhiTip W. Jackson, 1962. Reprinted by permission

of John Wiley and Sons, Inc.
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