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a b s tr a c t

PURPOSE

The purpose of the study was to examine the impact of trad itio n a l and 
Individualized curriculum organizations on facu lty  a ttitu d es , student 
a ttitu d es , and student achievement. Current emphases in  curriculum 
organization continue to pursue the creation of the humane school 
which 1s defined by Trump as one which treats learners and teachers as 
ind ividuals, each with unique resp on sib ilities  and possessing defin ite  
and Id e n tifia b le  features. Characteristic o f these e ffo rts  are learning 
situations which seek to place students and teachers 1n Individual and 
small group learning environments which stress both increased student 
responsib ility  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 e ffo rts  at curriculum re
organization favorably while student attitudes and achievement have 
demonstrated no such dlscernable trend.

METHODOLOGY

Three parochial secondary schools representing a tra d it io n a l, p a rtia lly  
Ind iv idualized , and predominantly individualized curriculum organization 
were selected fo r partic ip atio n  in  the study. A to ta l o f 626 students 
in grades eight through twelve and 56 teachers were polled in the study. 
This represents a 100 percent response fo r a l l  schools.

Stern's Organizational Climate Index was employed 1n evaluating facu lty  
attitudes 1n eight areas: In te lle c tu a l Climate, Achievement Standards,
Personal D ignity, Organizational Effectiveness, Orderliness, Impulse 
Control, Development, and Task Effectiveness. Jackson’s Student 
Opinion Poll was employed In evaluating student a ttitud es . Student 
achievement was evaluated through an analysis of verbal and mathematics 
scaled scores fo r nationally standardized examinations taken by students 
In the tenth, eleventh, and tw e lfth  grades. The data gathered were 
examined through the use of analysis o f variance fo r facu lty  and student 
attitudes and analysis of covariance fo r student achievement. Student 
IQ served as the covariate.

FINDINGS

Faculty attitudes were found to be s ta t is t ic a lly  s ig n ific a n t 1n four of 
the eight areas measured by the Organizational Climate Index (In te lle c tu a l 
Climate .01 le v e l, Organization Effectiveness .05 le v e l, Orderliness



.01 le v e l, and Task Effectiveness ,01 le ve l). In each Instance the 
Ind iv idualized schools demonstrated the more favorable perceptions of 
th e ir  work envlronment.

Student attitudes did not demonstrate any s ta t is t ic a lly  significant 
differences on the eighth, tenth, eleventh, or twelfth grade level.
Ninth grade students 1n the predominantly Individualized school were 
s ig n ific a n tly  more sa tis fied  with th e ir  school experiences than were 
the ninth grade students in e ith er the trad itional school (.05 level) or 
the p a r t ia lly  Individualized school (.001 le v e l).

The attitudes of high a b ility  students on the eighth, tenth, eleventh, 
and tw elfth grade levels did not demonstrate any s ta tis tic a lly  significant 
differences. High a b ility  ninth grade students 1n the partia lly  
Individualized school were found to be s ign ifican tly  less satisfied  
than students in e ith e r the trad ition a l school (.05 level) or the 
predominantly individualized school (.001 le v e l).

Differences 1n student achievement were found to be s ta tis tic a lly  significant 
only for tenth grade students. Verbal achievement for tenth grade 
students in the p a rtia lly  individualized school s ignificantly  exceeded 
that o f students 1n the trad itio n a l school {.01 le v e l); mathematics 
achievement fo r tenth grade students 1n the p a r t ia lly  Individualized 
school s ig n ific a n tly  exceeded that o f students In the traditional school 
(.01 le v e l) and the predominantly Individualized school (.08 leve l).
The achievement o f sa tis fied  and d issatisfied  students demonstrated 
lim ited  s ta t is t ic a lly  s ign ificant differences.

CONCLUSIONS

Individual perceptions of a work environment and the accompanying level 
of performance are a reflection  o f organizational climate and effective
ness. The Investigator found a lim ited amount of evidence to suggest 
that current programs to ind iv idualize  curriculum organizations tend to 
be viewed po sitive ly  by facu lties  which are asked to Implement such 
programs. These findings are s im ilar to those of Steward and Love, 
Kelley, Bosco and others. And they offer encouragement that continuing 
e ffo rts  to broaden the responsib ilities of the learner 1n the school 
environment and better u t i l iz e  the special competencies of the faculty 
members they In teract with may be favorably received and viewed as 
supportive of educational endeavors.



Results of this study suggest th a t In  the area o f student attitudes regarding 
th e ir  school experiences most students tend to assume a neutral posture. 
However, the s ig n ifican t differences on the ninth grade level re fle c tin g  
sign ificant satisfaction on the part of students In  the predominantly 
Individualized school and s ig n ific a n t d issatis factio n  on the part o f  
high a b ility  students 1n the p a r t ia l ly  ind ividualized school would seem 
to indicate more pronounced responses 1n the early  phases of secondary 
experiences. Increased emphases on the a ffe c tiv e  aspects of curriculum  
development may provide a momentum fo r both c rea tive  and positive  
responses or the part of students which could carry through th e ir  high 
school years and beyond. The current findings demonstrating s ig n ific a n t  
differences 1n tenth grade students* achievement favoring the p a r t ia lly  
individualized school Imply the need for continued development o f a 
variety of learning experiences a t varying grade leve ls . Despite 
lim ited s ta tis tic a l confirmation* the general findings fo r s a tis fie d  
and dissatisfied student achievement and the small number o f scores 
examined Imply that student achievement is not re lated  to curriculum  
organization. F inally* the results of this study would seem to Indicate  
that efforts to improve the instructional programs must concern themselves 
with both a ffec tive  and cognitive areas and Include a broadened view of 
anticipated results. This 1s to  suggest that such characteristics as 
sustained e ffo rt*  consistent performance, and expanding cu ltu ra l and 
c iv ic  awareness are a ll w ithin the province of desirable goals. Their 
Inclusion 1n program design and analysis may prove to be a valuable 
evaluative c r ite r ia  for both teachers and researchers.



DEDICATION

This study 1s dedicated to the one person whose patience, 

support, and continuing encouragement made Its  completion a re a llty -  

tn y w ife P a t t i .



ACKNOWLEDGMENTS

The w rite r  wishes to express his sincere appreciation to 

Professor Armand 0* Galfo, under whose guidance this investigation 

was conducted, fo r  his patient guidance and critic ism  throughout the 

investigation. The author Is also Indebted to Professor Robert Maldment 

and Professor G. William Bullock, J r . ,  for th e ir  careful reading and 

critic is m  of the manuscript.

Special thanks are also due to Professor Royce Chesser whose 

concern and support are deeply appreciated.

1 v



TABLE OF CONTENTS

Page

DEDICATION.........................................................    i i i

ACKNOWLEDGMENTS............................................................................................. iv

LIST OF TABLES......................................................................................................v1H

Chapter

1. INTRODUCTION ....................................................................................  3

BACKGROUND ........................................................................................  4

A Defin ition of Curriculum , * , . ..............................  4

Curriculum and Learning T h e o r ie s .................... . , . . 5

CURRICULUM DEVELOPMENT ................................................................ 7

Goals . . . . . .  ................................................................  7

Content ....................................................................................  B

Evaluative Processes . . . . . . . . . . . . . . .  9

Organizational Strategies .............................. . . . . .  ID

CURRICULUM DESIGN ........................................................................  12

S u b jec t-C en tered ....................................................................  12

Student-Centered ....................................................................  13

Problem-Centered  .......................................................  H

THE HUMANE SCHOOL............................................................................  1?

A Curriculum Concept  .................................................  1®

Organizational Approaches...................................................  20

PROBLEM............................................................................................  26

Purpose of Study  ...................................................  26
v



vl

Statement of Problem 26

D efin ition  of T e r m s ...........................................................  26

Hypotheses...................................................... , ..................... 28

LIMITATIONS....................................................................................  29

ORGANIZATION OF REMAINDER OF S T U D Y .................................. 29

Chapter

1 , REVIEW OF RELATED RESEARCH ................................................... 31

FACULTY PERCEPTIONS OF SCHOOL CLIMATE .............................  31

STUDENT ATTITUDES .......................................................................  «

ATTITUDES AND STUDENT ACHIEVEMENT ......................................  52

STUDENT ACHIEVEMENT AND THE INDIVIDUALIZED CIRRICULUM 60

SUWiARY ....................................................................................  72

Chapter

3. DESIGN OF THE STUDY...................................................................  74

INSTRUMENTATION ...........................................................................  74

Organizational Climate In d e x ......................................... , 74

Student Opinion P o l l ...........................................................  75

SELECTED SCHOOLS .......................................................................  76

G e n e r a l .................................................................................... 76

Curriculum Structure .  ................................................... 76

DATA COLLECTION PROCEDURES................................................... 79

DATA AN LYSIS ................................................................................ 80

Independent Variables . . * . * .................................. 80

Dependent Variables ...........................................................  81

S ta tis tic a l Analysis Employed ......................................  83



v11

Chapter

4. RESULTS......................................................................................................64

FACULTY PERCEPTIONS OF ORGANIZATIONAL CLIMATE ...............  64

STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT ..........................  94

HIGH ABILITY STUDENTS' PERCEPTIONS OF SCHOOL
ENVIRONMENT.............................. 98

STUDENT ACHIEVEMENT.... ....................................................................  102

ACHIEVEMENT SCORES FOR SATISFIED STUDENTS ...........................  1U5

ACHIEVEMENT SCORES FOR DISSATISFIED STUOENTS . . . . - 1U9

SUMMARY...................................................................................................112

Chapter

5, CONCLUSIONS............................................................................................115

GENERAL................................................................................................... 115

FACULTY PERCEPTIONS OF SCHOOL ENVIORNMENT ..........................  116

STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT ..........................  119

PERCEPTIONS OF SCHOOL ENVIORNMENT FOR HIGH ABILITY
STUDENTS....................121

STUDENT ACHIEVEMENT ..........................   122

VERBAL AND MATHEMATICS ACHIEVEMENT SCORES FOR
SATISFIED AND DISSATISFIED STUDENTS . 123

IMPLICATIONS ...................................................................................  124

APPENDICES

A. ORGANIZATION CLIMATE INDEX ..........................................................  129

B. FACTOR DEFINITIONS FOR THE ORGANIZATIONAL CLIMATE INDEX 136

C. STUDENT OPINION P O L L .......................................................................139

BIBLIOGRAPHY.................................................. * ....................................................152



LIST OF TABLES

TABLE

1.

2 .

3*

4.

5.

6.

7.

8.

9,

10.

PAGE

P ro file  of Student and Faculty Populations 
of Selected Schools ...................................... .

Faculty Perceptions of School Environment

Comparisons of Student Perceptions of School 
Environment .....................................................

Comparisons of High A b ility  Students* Perceptions 
of School Environment ..................... I i  I

Student Verbal Achievement . . . . . . . . . .

Student Mathematics Achievement.............................

Verbal Achievement Scores For Satisfied Students

Mathematics Achievement Scores For Satisfied  
Students..........................................................................

Verbal Achievement Scores fo r  D issatisfied  
Students ......................................................................

Mathematics Achievement Scores For D issatisfied  
Students ......................................................................

77

B5

95

99

103

104

107

108 

110 

111

vi 11



L IS T  OF FIGURES

Figure

1. F irs t Order Factor P ro file  fo r School Work
Environment Traditional vs. P a rtia lly  
Individualized ...................................... . .........................

2. F irs t Order Factor P ro file  For School Work Environment
Traditional vs. Predominantly Individualized , , .

3. F irs t Order Factor P ro file  For School Work Environment
P a rtia lly  Individualized vs. Predominantly 
Individualized ...................................................................

1 x

Page

88

89

90





A COMPARISON OF THE IMPACT OF SELECTED INDIVIDUALIZED 

CURRICULUM ORGANIZATIONS ON FACULTY PERCEPTIONS. 

STUDENT ATTITUDES, AND STUDENT ACHIEVEMENT



C h a p te r 1

INTRODUCTION

The organizational l i f e  of any school is centered 1n its  cu rric 

ulum. I t  provides the basis for rea liz in g  the philosophical tenets of 

the school and achieving the specific  and id e n tifia b le  goals and 

objectives that arise from that statement of b e lie f . Every Individual 

1n the organization is an integral part of the structure fo r reaching 

those goals and must be ready and equipped to "assist 1n the establish

ment of a harmonious and enabling structure fo r th e ir  attainment."^ 

Central to th is  process are the questions: "Is i t  possible to encourage

the emergence of an organizational structure 1n which the to ta l 

individual can find satisfy ing experiences and 1n which the organization  

nurtures the attainment of human goals?" and "What are the prime moves 

1n that direction?" The Issues posed in these questions are complex 

and complicated. They find th e ir  expression in the balance between 

lin ea r, organizational needs, and s p ira llin g  Individualized s e lf -  

actua11zat1ng needs, between authority and freedom 1n the processes
3

which bring fa c u ltie s , s ta ffs , and students together in coimon pursuits.

R obert S. G ilch ris t and Bernice R. Roberts, Curriculum Develop- 
ment A Humanized Systems Approach (Belmont: Lear S ieg ler, Inc./Fearon
Publishers, 1974), p. ~'l9.

2Ib id . , p. 20.

3Ib1d.
3
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BACKGROUND

A D efin ition  o f Curriculum

Within schools the s ign ifican t determinants of performance and 

attitudes are the curriculum strategies which bring about the in te r

action between student and teacher. The conventional approach to de

fin ing curriculum often describes i t  In terms of the Instructional 

a c tiv it ie s  planned and provided fo r students by th e ir  school. Trump 

suggests that curriculum is much more than planned a c tiv it ie s  and must 

be viewed as "a v ita l*  moving* complex Interaction o f people and things
a

1n a free-wheeling se ttin g ."  " I t  includes questions to debate* forces 

to ra tio n a lize , goals to Illum inate , programs to a c tiv a te , and outcomes 

to evaluate.*1® Curriculum is , 1n e ffe c t , a design to develop the curi

osity and c re a tiv ity  Innate in each Individual 1n order that he or she 

might constructively contribute to an ever changing society.® Taba notes 

that;

This concept means that not only is  In te lle c tu a l training  
to be directed to rnderstending the forces o f the culture and 
to mastering the in te lle c tu a l tools necessary fo r that under
standing, but also that there is a fundamental responsibility  
fo r tra in in g  In the culture's essential values and lo y a ltie s .
In th is view, then, social cohesion depends not so much on

*J. Lloyd Trump and Delmas F. H i l le r ,  Secondary School Curriculum 
Improvement {Second Edition; 8oston: A llyn and Bacon, In c ., 1973J,
p. 13.

5Ib id .

6 Ib1d.
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transmission of the comnon knowledge as the sharing of conmon 
values and concerns.^

For "without continual reorientation to changing conditions education

becomes unreal and In  a sense useless because 1t does not prepare youth
Q

for l i f e 's  problems and resp on s ib ilities ."  Curriculum attempts to 

comprehensively re f le c t  experiences which are "s im ilar to those 1n
a

l i f e . 1 T*ba, 1n Curriculum Development Theory and Practice, points 

out that these experiences stress "In ternalization  of values and feelings  

..•and provide fa ir ly  potent models fo r Id en tifica tio n  1n the form of 

s ig n ifican t persons as well as forceful experiences.1,10 In essence, 

curriculum Is "a s o c ia liz in g  agent of some consequent which shapes 

the values and standards of individuals and adds a measure to th e ir  

l i f e  o r ie n ta tio n ."^  Curriculum, when viewed from this perspective, 

becomes a major vehicle fo r meeting societal and Individual needs of 

l i f e .  On the societal le v e l, i t  provides the foundation for the 

refinement of social processes. And, on the Individual le v e l, i t  

offers an opportunity fo r  the attainment of personal goals.

Curriculum and Learning Theories

Curricula and the organizations within which they operate are 

founded on a vision o f the Individual as learner. Current curricula are

^H1lda Taba, Curriculum Development Theory and Practice (Hew 
York: Harcourt, Brace and world, in c ., i!J62}, p. 25.

8 Ib id .

9Ib id , , p. 66

10 Ib id ,

11 Ib id . . p. 77.
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composites 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
12a state of equilibrium that encompasses his en tire  being. The theory

of faculty psychology or mental d iscip line stressed the value of

d if f ic u lt  tasks 1n the learning process. Training in the sense of d r i l l

and practice result 1n learning. The succeeding concept of equilibrium

has produced two theories of behavior and learning: one was the

assodationist or behavlorist theory which rested prim arily on

learning by t r ia l  and error and the other was the Gestalt or f ie ld  
13theory. This la tte r  approach "assumes that cognitive processes —

insight, intelligence* or organization -*  are the fundamental character-
141stics o f human response." The capacity to perceive and create

relationships Is central to the learning situation and the forces 
isoperating tn i t *  Emphasis 1s placed on cognitive processes and 

f ie ld  theory views learning as essentially a social p ro c e s s .{a n d )  

Individual differences are c ru c ia l."16 These theories provided the 

framework within which curriculum development has taken place. Their 

cumulative effect has been to create a vision of the learner as one 

who requires interactive processes which enhance Individual growth.

12lb1d., p, 77. 

13Ib id . * p. 80. 

14Ib id .* p. 81.



CURRICULUM DEVELOPMENT

Good!ad notes that "society tends to allocate to schools the

preservation of certain tendencies considered e s s e n tia l."^  Value

judgments abound in such a process, and 1t  1s further complicated

by the "fact that the products and methods of man's inquiries far
isoutstrips 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
19of making Instructional order out of quantitative chaos," Ultimately 

curriculum demands a rigorous discipline which Includes the areas of
20goals, content, evaluative processes, and organizational strategies. 

Effective curriculum designs must mold these components into total 

educational programs which o ffe r to the Individual a sense of perspective 

as regards contemporary l i f e  experiences and the opportunity to 

pursue chosen areas of interest and competence to the maximum.

Goals

Curriculum goal selection Is premised on three basic concepts. 

F irs t, the s k ills  of learning must be made In trin s ic  with emphasis

^John I .  Goodlad, School, Curriculum, and The Individual 
(Waltham; Blalsdell Publishing Company, 1966), pY 13,

1flIb1d ,, p. 14,
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placed on locating* recording* and appraising resources fo r learning*

budgeting time, locating Information, and developing the a b ility  to
21cooperate* These s k ills  have both social and ethical value and are

appropriate w ith in  “the context of the complex In s titu tio n a l structures
22In  which most people live*"  Second* the learning situation must be 

consistent w ith the evolving discovery o f the modern mindj i t  dramatizes

and emphasizes that perceptiveness and enterprise are resources to be
23nurtured. And th ird * patterns of Inquiry must be typical of sophtstl-

2acal study and p a ra lle l the phases o f modern research. This emphasis 

on research models provides a sound structure fo r the Id e n tific a tio n  

of goals and the content which subsequently leads to th e ir  attainment. 

Content

The development of curricula must re f le c t a recognition of the 

differences between "basic materials and those which are 1n the realm

21Hyland* W. Crary* Humanizing The School (New York: A lfred A. 
Knopf* 1969)* p. 125.

22lb1d.

23Ib1d.

Ib id . Crary points out that "the structure of modern research 
(Includes): Phase 1 — exploration and planning — paralle ls  the design 
of the project and the statement of hypotheses. Phase 2 - -  Inquiry* 
a c tiv ity * and research — 1s the accumulation of data stage; Its  
classroom Instruments may be those of any research discip line (documen- 
ta ry , survey, s ta t is t ic a l*  or f ie ld ) .  Phase 3 - -  presentation* organi
zation, and conceptualization — is lik e  the data-processlng and report
ing stages of a research pro ject. Phase 4 — appraisal and evaluation - 
represents the c r it ic a l  In te lligence applied to findings o f inquiry* 
an application both by the researcher and by his peers* on behalf of 
both. Phase 5 — u t i l iz a t io n , re fle c tio n , and reconceptualizatlon — 
reflects the outcome of research, which Includes every step from 
rejection to rep lication  to u t il iz a tio n ."  Ib id . , p. 125.
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25of creativ ity  and special in terests ." Basic materials are those 

deemed essential fo r the individuals within a society who are educable;

they are the facts, concepts, s k i l ls ,  and appreciations minimally
26necessary for contrlbutlve c itizenry . Beyond this minimum are those

materials which are considered desirable and enriching and serve as a

logical extension of the basic m aterials. C reativ ity  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 o f Individual competence or 
27curiosity. The successful merging of the basic and creative components 

of curriculum content can and w ill  provide a f u l l  range of educational 

experiences which offer a maximum potential fo r individual development.

At the same time, the societal needs which Taba has stressed are 

more fu lly  met. Thus, the emphasis placed on each area and the time 

allo tted  to them are central concerns in content selection and 

organization.

Evaluative Processes

The methods of evaluation used in conjunction with curriculum  

development are crucial to valid decision making as regards both re

finement o f current programs and adoption of new designs. "Speaking

2 5Trump and H ille r , Secondary School Curriculum Improvement,
p. 23.

Z6lb1d ., p. 24.
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of evaluation In general, Lewis points out that actions could not 

a tta in  success except that there are evaluations* which are essentia lly  

predictions," "The movement is from re a lity  of the present to a 

chosen future (and) the principal function of enplrlcal knowledge is 

that of an Instrument enabling tran s itio n  from one to the other."  

Hastings notes that "without such feedback, e ith er the decision to re

vise or the decision not to revise — and most certa in ly  the decision

of how to review — must be based upon feeling  tones and the arguments
30of personal preference." I t  Is essential* therefore, that patterns 

of evaluation include objective c r i te r la l  which provide a basis fo r  

future curriculum d irection . The whole point of evaluative processes 

is the provision of data which allow fo r program refinement and the 

adoption of those strategies most lik e ly  to make that growth a re a lity .  

Organizational Strategies

The organization o f the school has Increasingly become a 

pervasive factor In  the in it ia t io n  of changes that many educational 

leaders view as im perative,3  ̂ I t  Is useless to consider Ind iv idualizing

oa
Peter A. Taylor and Doris M. Cawley, Readings 1n Curriculurn 

Evaluation (Dubuque; W, C. Drown Company Publishers, 1972), p. 81, 
c itin g  C. I .  Lewis, An Analysis of Knowledge and Valuation (1946), 
pp. 371-72.

30Ib id . , c itin g  J, T. Hastings, "Curriculum Evaluation," Journal 
of Educational Measurement IX (1969), 35.

31Arthus W. Foshay, Curriculum For The 70*8; An Agenda For 
Invention (Washington. D .C .l National Education Association, 1970)
p 7 1 T .—



U

the pace of the school offerings 1 f ,  for example, time schedules d ictate
32approaches. Large numbers of both teachers and administrators

have taken note that "whole-class Instruction, which has been condemned

by observers of education ever since the Renaissance goes right on
33because of the way the school is organized," Organizational

patterns have heretofore based there existence on an uninterrupted

routine and proper sequencing, and thus students who followed the

pattern could find success w ithin the system. "The purpose of going

to school never was, of course, to go through school but to gain an
34education; our present organizations confuse one with the other."

Current changes 1n trad itio n a l structure "have as th e ir  obvious Intent 

making the school organization f lu id  enough so that i t  can respond to
i t

the d iffe rin g  needs of Individual students." I t  1s, however,

Important to note that the "organization of the school 1s not the
36curriculum of the school." Structure and content are not synonomous 

but should be mutually supportive. Structure can provide the 

opportunity for curriculum to come a liv e  for the Individual student and 

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

32

33

34

Ibid.

Ib id , , p. IB. 

Ibid.
35

36

Ibid.

Ibid.



in those experiences which inspire creativ ity  and satisfy  special 

interests. Of equal Importance 1s the requirement that content 

be flex ib le  enough to take fu ll advantage of the opportunities made 

available through new approaches to organization. Staid and In fle x ib le  

parameters lim it  creative response and make even the achievement of 

essential objectives a frustrating experience.

CURRICULUM DESIGN

Specific curriculum designs are expressions of theoretical

concepts. As suchi 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
37problem-centered approach.

Subject-Centered

The subject-centered approach Is organized around clearly

delineated areas of study which are to be arduously pursued and
38mastered. Learning Is measured 1n terms of the material covered 

and retained. Curriculum as expressed and formulated 1n the subject- 

centered approach gives l i t t l e  attention to the learner per se and 

concentrates on the appropriate selection and ordering of subjects 

to which the learner 1s exposed. Subject matter 1s assumed to be 

universally applicable. I t  stands apart from the learner 1n terms 

of Interest or preference and makes uniform expectations as regards

37Rudy K. Bent and Adolph Unruh, Secondary School Curriculum 
(Lexington: 0. C. Heath and Company, 1969, p. 6.

38lb1d.
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time and the amount o f material to be covered. Changes 1n subject-

centered curriculum arise from the refinement or expansion of the
39specific d isc ip line . Ignored 1n this process are the learner 

response to content and instructional experience 1n the presentation 

of m aterial. And, the Instruction I t s e l f  tends to be as systematic 

as content. The end products of th is  approach are “concepts, s k i l ls ,
40rules, and principles which are basic to further study 1n each subject."

Student-Centered

The student-centered approach 1s a response to the constraints

of a purely subject orientation to curriculum and "advocates placing

emphasis on the le a rn er.. .and upon selecting content which met the needs
41and Interests o f youth." Curriculum bu1lidng proceeds from In te re s t 

and Insight theory and makes large assumptions regarding the v a lid ity  

of selected content. I t  brings with 1t a strong guarantee of in te res t 

s a tis fac tio n , variety of m ateria ls , and learner In te res t with relevance 

the c rite rio n  o f se lection .43 The highly subjective nature of such an 

approach, however, contributes to a lack of general organization and 

common direction. The values of natural motives and inclinations are 

obvious, but there exists the real potential fo r extreme Imbalances in

39Ib1d .* p. B.

40Ib id . , p. 7.

4 l Ib1d ., p. 9,

42Ib1d.

43lb 1d ., p. 10.



14

terms of desired outcomes* Curriculum must o ffe r a guide to the 

accomplIshment o f goals which are definable and contrlbutlve to 

societal and Individual needs* I t  may be d i f f ic u lt  a t best to satisfy  

th is  curriculum requirement i f  neither societal nor Individual needs 

are not read ily  apparent to the learner. The constant change which 

surrounds contemporary existence only serves to In tensify  the require

ment for thoughtful analysis of what must be included 1n a comprehensive 

currl culum.

Problem-Centered

The th ird  method of curriculum development, the problem- 

centered approach, 1s characterized by the selection and organization 

of content and methods of learning based on the concept of learning as 

problem solving and encourages re fle c tiv e  th in k in g *^  I t  Is based on 

the f ie ld  theory and while I t  employs some of the features of the 

subject-centered and student-centered approaches 1t adds the dimension 

o f student problems, needs, concerns, and d if f ic u lt ie s  and a d ifferent 

method of organizing learning experiences. Method is the key to the 

success of the problem approach and emphasis 1s placed on the interaction  

between teacher and student. This curriculum design creates an 

environment which brings the learner and teacher together 1n a 

situation  requiring clear patterns o f communication and cooperative

^ I b i d . , p. 11, "The steps 1n re fle c tiv e  thinking are those 
employed 1n research. Esch problem beings with a f e l t  need or d iff ic u lty  
which cannot be solved (only) through the securing o f data, the 
organization of data, and the formulation of conclusions based on them," 
Ib id . ,  p. 12*
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e ffo rts . The learner as problem solver and the teacher as guide in  

the process brings with 1 t a substantial opportunity fo r the sharing 

of experiences and the assumption of a re a lis tic  amount of responsibility  

by the learner 1n 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 must come to the learning environment equipped to allow a wider 

range o f Individual responses to the demands he w il l  make. The 

methodologies employed must draw the learner Into thoughtful analysis. 

Patterns and relationships of an In terd iscip linary  and In trad isc ip llnary  

nature can and w ill  become apparent when content and process are 

s k i l l fu l ly  blended 1n viable patterns. The learner must come to the 

learning environment aware that problem solving requires a self-imposed 

disc ip line . Accumulation of data Is but a means to an end and not an 

end In I ts e lf .  Rejection of proposed solutions, continual revision  

of approaches, and incorporation of c r it ic a l input require f le x lb l l i t y  

and determination.

The problem oriented curriculum, as I t  has evolved, has 

fundamentally changed the teacher-learner Interaction and fostered 

the emergence o f additional curriculum revisions that o ffe r  great promise: 

the process curriculum, the structure curriculum, and the humanistic 

curriculum.^® The process curriculum draws upon the manner of Inquiry

^ I b l d . ,  p. 15.
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developed fo r a respective d iscip line and emphasizes the s k ills
47required fo r following an Investigative sequence. The structure

curriculum concentrates on establishing In terre la tionsh ips and

c la rify in g  generalizations derived from empirical studies of the 
4ftf ie ld .  The humanistic approach

...provides fo r readiness, for the structure o f each subject 
can be taught at apy secondary-school age providing I t  is pre
sented 1n the vocabulary of the pupils and 1s consistent with  
th e ir  experiences. The development of readiness can be 
stimulated by providing further experiences, e ith e r actual or 
vlcarlous.

One o f the chief values of this approach is that i t  provides 
answers to questions pertaining to the selection of learning 
experiences which cannot be determined wholly through a study of 
the structure of knowledge and the mode o f Inquiry. I t  1s an 
ecleclc method employing the best elements of the several 
appraoches

The humanistic curriculum attempts to narrow the gap between the 

content and the Individual by recognizing readiness, 1n terms of 

p rio r experiences, and providing appropriate learning experiences as 

follow-ups to them. This Is In contrast to previous appraoches 1n 

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
50as that in which he has become interested.'4 U ltim ately 1t becomes

47Ib id . , p. 14

46Ib1d ., p. 15

49Ib1d ., p. 19
50Alvin W. Howard and George C, Stountls, The Junior High and 

Middle School: Issues and Practices (Scranton: In text Educational
Publishers, 1970), p. 405.
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possible to avoid the conclusion drawn by fa r  too marry students "that 

school is  not a good place to pursue the ir interests - -  such pursuits 

w il l  In te r fe r  with th e ir  work."51

THE HUMANE SCHOOL

In general, contemporary secondary education 1s experiencing 

a wide varie ty  o f changes In the areas of curriculum structure and 

content. The emphasis of the majority of these changes continues 

to be the creation of what has come to be called the humane school.

Trump describes the humane school as one which treats learners and

teachers as ind ividuals, each with unique responsibilities and
52possessing d e fin ite  and Id e n tifia b le  features. Characteristic  

of the Trump model o f the humane school are options designed to allow 

learners to move forward and experience success In  terms o f th e ir  own 

ta len ts  and in terests. Additional features are also stressed by 

Trump 1n his discussions o f the humane school. Learners are In 

contact w ith a teacher-advisor who sees them as total human beings.

Needs are diagnosed and programs are planned in a consultative atmospheres 

which emphasize the fu ture. Motivational experiences are planned 

to move students through basic and fundamental areas and In to  In-depth 

analysts o f special interests which surpass orig inal expectations and

Ib id . , c itin g  Eugene R. Howard and Roger W. Bardwell, How to 
Organize a Non-Graded School (Enqlewood C U ffs , N. J .: P rentlce-H allt 
19661 p. 12.

^Trump and M ille r ,  Secondary School Curriculum Improvement,
pp. 21-22.
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desires. The humane school curriculum takes the learner where he Is 

and builds w ithin him a sense of purpose and personal confidence 

premised on continuous progress, With competent supervision the 

learner experiences a variety of self-d irected , self-produced, and 

self-evaluated materials. The teacher evaluation of the outcomes of 

these experiences 1s based on the Individual's current performance.

In e ffect, this assists 1n avoiding the a ll  to common practice of 

"giving a specific assignment to everyone 1n a class to be completed

once Comparative data as regards the progress of others 1n

but a part of the self-evaluation process and not the measure of 

performance. Taken In sum, Trump emphasizes that evaluation recognizes 

the total e ffo r t  of the student and reports i t  1n terms which Ignore 

the trad itional threat of fa ilu re  so often employed as the prime 

motivational device.

Trump also stresses that the humane school 1s one 1n which the 

teacher may make maximum u tiliz a tio n  of his professional talents and 

interests 1n the form of d ifferentia ted  s ta ff in g .^  I t  recognizes 

individual competencies among teachers and strives to create an 

environment which takes maximum advantage of them. The development 

of human resources In such a manner can Inspire a consistently high level 

of professional performance. In addition, the learner consistently comes

53Howard and Stoumbls, The Junior High and Middle School: Issues
and Practices, p, W5, d t ln g  Howard and Bardwell, How to Organize 
a Hone-Graded School, p. 11,

^Trump and H ille r , Secondary School Curriculum Improvement,
pp. 21-22.
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In to  contact. In the Individual and small group structures which 

frequently occur 1n the humane school, with those teachers whose 

ta lents and energies are lia b le  to Inspire concerted e ffo rt  and 

positive response.

A Curriculum Concept

The humane school and the curriculum concepts which operate 

w ithin 1t have arisen* In varying degrees, from the observations, 

experiences, and investigations of thoughtful and perceptive educators. 

Their concern for the process 1s expressed, In  part, by Sllberman who 

points out that:

Certain s k il ls  or a b ilit ie s  are essential to the educated 
man: the a b il ity  to learn fo r him self, to take hold of a sub
je c t and 'work I t  up1 fo r him self, so that he 1s not dependent 
upon his teacher's d irection; the a b ility  to think fo r himself 
'to  ask the rig h t c r it ic a l questions and to apply rigorous tests ' 
to his hunches, so th a t he 1s not dependent upon the Ideas and 
opinions o f others; the a b il ity  to respond to beauty, the beauty 
of nature as w ell as the a rt made by his fellow  man; and the 
a b il i ty  to CQimiunlcate his Ideas and feelings to others. The 
fac t that there is no one curriculum to be specified for every
one does not mean, therefore, th a t there should be no curriculum 
at a l l .  'The most dangerous in te llec tu a l aspect of the contem
porary scene,' as Robert A. Nlsbet suggests, Is the In a b ility  of 
so many of the young (and so many o f the would-be young) to 
distinguish between authority and power.55

Sllberman stresses the Importance of recognizing that the central 

task of adolescence Is  s e lf-d e fin it io n . He states that " 1t Is ,  Indeed,

^Charles E. Sllberman* Crisis In The Classroom (New fork: 
Random House, 1970), p. 333.
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the mental structures that emerge during adolescence, and that a w ell- 

conceived curriculum is designed to enhance, that make se lf-defin ition  

possible, fo r they enable young people to think abstractly, to reflect

on the meaning o f th e ir  own thoughts, experiences, and feelings and
56to conjure up the fu ll range of alternatives for the future," The 

obligation o f the school is "to c larify  for its students the meaning 

of th e ir  experience of l i f e  in th e ir society.1'^  F inally , Sllberman 

notes that fo r this c la rific a tio n  of experiences to happen ”1t 

Is not Just the curriculum that w ill have to change but the entire way
CQ

high schools are organized and run," The coruems expressed by 

Sllberman are central to the continuing efforts to achieve the huttane 

school. And, i t  is obvious that the Improvements he calls for must 

be a d irec t outgrowth of basic organizational changes In itia ted  at 

a ll levels o f the educative process.

Organizational Approaches

The emphases by educators on curriculum organization have been 

generally consistent 1n the ir concern for organizational f le x ib i l i ty ,  

Increased student responsib ility , a lessening of required courses 

1n favor of electives, and, on a broader plane, axpanded numbers of paths 

to the high school diploma Its e lf .  In terms of organizational 

f le x ib i l i ty

...changes now going on fa ll  into three broad categories:
Modest changes In school regulations designed to create a 

free r and more humane atmosphere outside the classroom;
Somewhat bolder attempts to humanize the schools as a whole 

fo r example, by cutting the number of required classes leaving

56jb 1 d . ,  p. 335.

67Ib id .,  p. 336. 
5eIFTJ,
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students with a th ird  or more of th e ir  time unscheduled* to be 
used for Independent study* fo r taking more elective courses, fo r  
f u l f i l l in g  some course requirements outside the classroom* or 
fo r relaxation and leisure;

Radical experiments Involving changes of the most fundamental 
sort — reordering the curriculum and Indeed the entire  
teaching-learning process, and In some Instances broadening the 
very concept of what constitutes a school.”

The bolder attempts to humanize the school in terms of options and use 

of time c learly  re fle c t a recognition that “what a person does indepen

dently determines his unqiue personality. ^  These increasing emphases 

on learning a c tiv itie s  which stress individual pursuits also brings 

with i t  in tensified  responsibilities fo r the learner. As teachers 

assume the role of advisor and guide they engage in ac tiv itie s  which 

require a less d irect control of the learning s ituation. The learner 

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

and self-determined goals, to seek out the necessary resources and help, 

and to maintain a sense of momentun which* 1n prior arrangements* 

was the province of the teacher under the rubric of motivation.

Independent study, In Its  broadest application, does not l im it  

the student to s t r ic t ly  Individual e ffo rts . Once removed from the large 

group structure, small groups of students m y  jo in  in cooperative pro

jects . The 1ntradependence created in such a situation provides fo r a 

sense o f shared responsibility 1n which "he may succeed and contribute
fil

to others as well as to his own personal development/

59Ib id . ,  p. 337.

®^Tnimp and H il le r ,  Secondary School Curriculum Improvement, p. 293. 

6\lb 1 d ,. p. 294.
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Goals fo r the amour t  of time to be devoted to Independent stu<(y

vary according to the unique requirements of the programs in operation.

Trump suggests that 1n an e ffe c tiv e  school employing the concept most

students spend approximately one-th ird of the available school hours
62in Independent study.

An extension o f the concept o f Independent study also Includes

the use of individualized scheduling, t t  1s obvious that the time

arrangements specified In the schedule enhance or In h ib it  curriculum

improvement.6  ̂ F lexib le  approaches to the use o f time have as th e ir

objective the a b il i ty  to a lte r  the schedule on a dally  basis and

o ffe r to the student an opportunity to exercise a choice 1n time

u t i l iz a t io n .6* The range of a lternatives 1n this area 1s quite wide

and 1s, 1n fa c t, lim ited  only by the ingenuity of the professional

s taffs  developing the schedule and the specific  curriculum of the

school. The ultim ate aim "Is to make a school more humane.. ..w ith

a curriculum environment that stresses se lf-exp lo ra tion , decision making*
65and learning 1n an environment best suited fo r each one of them."

fi?J. Lloyd Trump, Images o f the Future - -  A New Approach to the 
Secondary School (Washington, D.C.: The National Association of
Secondary School P rinc ip a ls , 1959), pp. 8-9. "Many students w ill  spend 
additional time In subject fie ld s  In  which they are competent and have 
p articu la r In terests . U ltim ately 60 percent or more of a pupil's time 
may be spent 1n Independent s tu d y ....T h e  combination of a d iffe re n t 
school schedule, cooperative professional decisions by teachers and 
counselors appropriate attendance and reporting procedures, and new 
evaluation techniques should be established to encourage and to govern 
personalized Independent study." Trump and M ille r*  Secondary School 
Curriculum Improvement* p. 295.

63Trump and M il le r ,  Secondary School Curriculum Improvement, p. 340.

6*Ib 1d ., p. 341.
65lb1d. .  pp. 348-49.
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Academic accountability  in  ind iv idualized scheduling becomes a unique 

process guided by teachers and controlled* 1n part* by the student.

The demand for in d iv id u a l response requires the teacher-advisor to play 

an increasingly la rg er ro le  1n the monitoring of student progress.

The student-advisee is in  continuous contact with a teacher-advlsor 

who may a lte r  the schedule according to the student requests, the rate 

or le v e l of work being done* or the data according to student 

requests* the ra te  or le v e l of work being done* or the data received 

from other fa cu lty , The inmediate adap tab ility  1n terms of the 

ind iv idu a l student requirements and professional observation makes possible 

a pattern  of ind iv idual growth and evaluation which 1s both responsive 

and t ie d  more closely to  student performance.

The crucia l element in  the increasing emphasis on curricula 

which are responsive to  ind ividual needs 1s the relationship between 

the in s tru c tio n a l program and the organizational pattern that Implements 

1 t. The problem of curriculum is  to  economize learning potential by 

making the most judicious and appropriate selection o f content and 

the organizational design o f Its  Implementation.®6 The educational 

system must bring s tructu re  in to  harmony with new curriculum 

developments.67
In the creating o f such a harmony G ilch ris t and Roberts suggest

that "an open, In te rlo c k in g , multidimensional structural process* based
68on an improved view o f the nature of man and his values 1s required."

66ph1l1p H. Phenix, Philosophy of Education (New York: Henry Holt
and Company, In c . ,  195B), p. 59.

®7Trump and H i l l e r ,  Secondary School Curriculum Improvement, p. 34,
®®G11 Christ and Roberts, Curriculum Development A Humanized 

Systems Approach, p, 22.
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Known q u a lities  of organizational structure w ith in  which G ilc h ris t and 

Roberts believe progress can be made toward the attainment of human 

goals are re lated  to ''assumptions, a u th e n tic ity , comnunlcation, 

collaboration, leadership, f le x ib i l i t y *  and in q u iry ."69

Basic assumptions fo r the design of an organizational structure  

for curriculum development rest upon the need fo r consenses, the 

expression o f feelings* the acceptance of c o n flic t , and the b e lie f  that 

structure 1s a fa c i l i ta to r .™  A u th en tic ity , communication, and 

collaboration are* In essence* a c a ll fo r  honesty on the part o f a l l  

those concerned with the learning environment. For the re a liza tio n  

of goals there must be a creative response to curriculum demands 

that is free from a r t i f lc a l  res tra in ts  and reflec ts  a genuine concern 

fo r  growth. This time 1s 1n large measure an outgrowth of organizational 

leadership. I t  requires an emphasis on the Individuals w ith in  the 

organization and a complete conmltment to th e ir  growth and potential 

fo r contributing to the overall refinement o f the programs. F in a lly , 

f le x ib i l i t y  can provide the a b i l i t y  to respond In  Immediate and 

alternative  ways to the problems which w il l  arise In  the process of 

developing a humanistic curriculum. And, a s p ir i t  of Inquiry can bring 

student and teacher together in  an environment which rewards Innovation, 

encourages unusual methodologies, and provides tru ly  valuable individual 

growth experiences.

In suranary, the current e f fo r t  to create a humanized curriculum  

has focused upon a connitment to  the ind iv idu a l. Newly emergent patterns

70I b 1 d , ,  p . 23 .
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have drawn from theoretical and experiential bases to forge experiences 

which draw both teacher and student In to  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 some students and for a l l  those students 

who pursue the objectives of his courses. This advlsor-advlsee 

relationship make apparent the personal Importance of the Individual 

student and allows him to  share the special talents o f the teacher- 

advlsor 1n a one-to-one setting . The student 1s challenged academically 

to become a problem solver and to become increasingly competent In the 

gathering, exalnation, and analysis of data. This 1s a cooperative 

e ffo rt  Involving both the teacher-advlsor and fellow  students and 

demands the establishment o f e ffec tive  channels of comnunlcation and 

the a b il i ty  to collaborate 1n the problem-solutlon process. The 

ultim ate aim 1s to Insp ire  a s e lf - in it ia te d  step from the mastery of 

those areas seen as essential to the needs of l i f e  to the Investigation  

of special Interests th a t w ill  be personally productive and enriching.

The structure which fact 11 tU a tes  the growth of the humanized 

curriculum rests upon a to ta lly  f le x ib le  organizational approach. 

Constraints are held to  a minimum, and time patterns re f le c t  a 

recognition that Individual e ffo rts  require a wide range of options.

Change w ithin the structure 1s encouraged, and the organization does 

not control the Ind iv idua l's  pattern o f growth but Is responsive to 1 t.

The measure of success In  the e ffo rts  of those who work to make 

the humanized curriculum a re a lity  resides, In  part* with the satisfaction
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and achievement of those most d ire c tly  concerned with I t  — the 

students and th e ir  teachers.

PROBLEM

Purpose of Study

The purpose o f the present study was to examine teacher and

student perceptions and student achievement In three approaches to

curriculum organization. I t  was antic ipated  that the present study 

would possess Im plications re la tin g  to both tra d itio n a l and individualized 

curriculum organizations.

Statement of Problem

The problem of the present stud/ was to Investigate the Impact

of three approaches to curriculum organization on facu lty  and student

perceptions and student achievement. The three selected curricula  

re flec te d  a tra d it io n a l approach to curriculum organization and the 

two variations o f the Trump model fo r  Ind iv idualized  curricu la . One 

curriculum organization devoted twenty percent of the available school 

time to in d iv id u a liza tio n . The other curriculum organization devoted 

s1xty-f1ve percent of the availab le  school time to Ind ividualization . 

D e fin itio n  o f Terms

The follow ing terms w i l l  be used frequently through the report.

The spec ific  d e fin itio n s  are provided to help the reader properly 

evaluate the research and Its  im plications.

T rad itio n a l Curriculum: As used 1n this study, the trad itional

curriculum provided equal time allotments fo r a ll  courses. The students 

engage in  large group Instruction and are evaluated on a specified, 

periodic basis.
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P a rtia lly  I rid W1 dualized Curriculum: As used In th is  study*

the p a r t ia lly  individualized curriculum provided twenty percent of 

the available academic time fo r Individual and small group work. 

Individual student schedules are constructed with advisor direction  

on a da lly  basis and provide the dally plan fo r student a c tiv it ie s  

1n the individualized mode. Specific time lim its  were placed on the 

completion of individual a c t iv it ie s .

Predominantly Ind ividualized Curriculum: As used In  this study*

the predominantly Ind iv idualized curriculum provided s ix ty -f iv e  

percent of the available academic time fo r ind iv idual and small group 

work. Student schedules are period ica lly  revised on the basis of 

student progress. No time l im it  1s placed on the completion 

of Individual a c t iv it ie s .

Student A ttitudes: As used 1n this study, student attitudes were 

the scores attained by students on the Student Opinion P o ll.

Faculty Perceptions: As used 1n th is  study* facu lty  perceptions 

were the scores attained by facu lty  members on the Organizational 

Climate Index.

Student Achievement: As used 1n th is  study, student achievement

was as follows: Twelfth Grade -  scores atta ined by students on the

Scholastic Aptitude Test; Eleventh Grade -  scores atta ined by students 

on the Preliminary Scholastic Aptitude Test/National M erit 

Scholarship Qualifying Test; Tenth Grade -  scores atta ined  by students 

on the American Education Council Achievement Test.
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Student A b il ity  ̂ As used 1n th is  study* student a b il ity  was 

the In te lligence score attained by a l l  students on the Otis Quick- 

Scoring Mental A b ility  Test administered upon entrance into the 

respective schools.

Satis fied  Students: As used in th is  study* sa tis fied  students 

were those students scoring In the upper q u a rtile  on the Student Opin

ion P o ll.

D issatisfied  Students: As used 1n this study* d issatis fied

students were those students scoring 1n the lower q u a rtile  on the 

Student Opinion P o ll.

High A b ility  Students: As used 1n this study* high a b ility  

students were those students who rank above the n inetie th  percentile  

1n terms of the score attained on the O tis Quick-Scoring Mental 

A b ility  Test.

Hypotheses

The hypotheses developed for the study re f le c t  an attempt to 

test the theoretical urglngs of Trump, M ille r*  G ilc h r is t , Roberts 

and s im ilar authors discussed 1n the previous pages. They suggest 

that emerging curriculum patterns which emphasize expanded student 

responsib ility* se lf-se lected  paths fo r the attainment of curriculum  

goals, and In teractive  patterns stressing Individual and small group 

structures o ffe r the greatest potential fo r Improved student and faculty  

performance within schools.

The hypotheses lis te d  below attempted to provide a comparative 

basis for an examination of the impact of two specific  curricula
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which are re fle c tiv e  of current e ffo rts  to bring about increasingly 

ind iv idualized learning environments. The theory base would seem to 

Indicate that such strategies can e ffec tive ly  produce positive 

results 1n such areas as facu lty  work environments, student satisfaction 

with th e ir  school experiences and student academic performance in the 

classroom. Thus, the hypotheses address themselves to the areas of: 

facu lty  perceptions of th e ir  work environment, student attitudes 

regarding th e ir  school experiences, and student achievement.

The six  hypotheses tested were as follows:

Hypothesis 1 -  Teacher perceptions of organizational climate 

w ill be s ig n ific a n tly  more favorable in the p a r t ia lly  individualized 

curriculum organization than In the predominantly Individualized 

curriculum organization or the trad itio n a l curriculum organization.

Hypothesis 2 -  There is a s ig n ifican tly  greater degree of 

satis factio n  among students in the p a r t ia lly  individualized curriculum 

organization than in the predominantly Individualized curriculum 

organization or the trad itio n a l curriculum organlzatlon.

Hypothesis 3 - High a b i l i ty  students re fle c t a s ign ificantly  

greater degree of satis faction 1n the p a rtia lly  Individualized curriculum 

organization than In the predominantly Individualized curriculum 

organization or the tra d itio n a l curriculum organization.

Hypothesis 4 - The achievement of students 1n the partia lly  

Ind iv idualized curriculum structure s ig n ifican tly  exceeds the 

achievement of students 1n the predominantly Individualized curriculum 

organization and the trad ition a l curriculum organization.
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Hypothesis 5 - The achievement of s a tis fie d  students in  the 

p a r t ia lly  indlvldualired curriculum organization s ig n ific a n tly  exceeds 

the achievement o f sa tis fied  students 1n the predominantly Ind iv idu a l

ized curriculum organization and the trad itio n a l curriculum organiz

ation.

Hypothesis 6 -  The achievement o f d is s a tis fie d  students 1n the 

p a r t ia lly  Individualized curriculum organization s ig n ific a n tly  exceeds 

the achievement o f d issatis fied  students 1n the predominantly Ind iv idu a l

ized curriculum organization and the tra d itio n a l curriculum organization.

LIMITATIONS

In the present study data fo r  analysis were gathered from sm all, 

parochial secondary schools, A lim ited  scale Investigation  o f this  

type necessarily lim its  the Investigator In  his a b i l i t y  to generalize  

beyond the scope and nature of the schools studied.

ORGANIZATION OF REMAINDER OF STUDY

Chapter 2 w il l  focus on a review of the re la ted  research and 

l ite ra tu re , Chapter 3 w il l  I l lu s tra te  the design and procedure employed 

1n conducting th is  study, Including explanations of Instrumentation, 

methodology, and data analysis. Chapter A w i l l  o ffe r  findings of the 

research study. Chapter 5 w ill present conclusions as drawn from the 

results obtained and w ill o ffe r recommendations regarding curriculum  

organization and the humane school.



C h a p te r 2

REVIEW OF RELATED RESERACH

This chapter reports research lite ra tu re  re la tin g  to teacher 

perceptions of school clim ate, the Impact of open and closed climate 

schools, student perceptions of school clim ate, and student achievement 

as 1t relates to tra d itio n a l and Individualized curriculum organizations. 

I t  1s Important to note that the lite ra tu re  uses a number of terms 

to describe the Individualized curriculum organization. Among those 

referred to in the following chapter are: modular scheduling,

fle x ib le  scheduling, ind iv idually  guided education, Inquiry method. 

Independent learning, and Individualized learning. In each Instance 

the researchers are referring  to a learning environment which Includes, 

to varying degrees, student options regarding use o f academic time, 

teachers In the role of resource people in one-to-one or small group 

situations, and the absence o f complete teacher control and direction  

of the learning process.

FACULTY PERCEPTIONS OF SCHOOL CLIMATE

On the jun ior high school le v e l, S tern 's71 analysis of the 

relationship between organizational climate and achievement found

71George G. Stern, People In Context (New York: John HI ley and
Sons, In c ., 1970.

31
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s ig n ifican t positive correlations a t the .01 level and s ign ifican t 

correlations at the .05 level for student morale. On the high school 

le v e l, he found s ig n ific a n t positive correlations a t  the .001 level 

for both achievement and morale.

Stem notes that:

. . . th e  more protective and supportive the secondary school Is of 
Its  s ta f f ,  and the more structured and conventional the teachers, 
the better the students* morale and performance. Teachers oriented 
toward personal achievement 1n a building that accepts th e ir  
Impulse expressions and social needs are evidently less lik e ly  
to be doing an e ffe c tiv e  job 1n th e ir  classrooms, and the students 
tend more toward underachievement and th e ir  absenteeism rate Is 
h igher.72

73In 1967 Minley Investigated the relationship between the 

teacher morale and student attitudes toward th e ir school environment.

From an orig ina l sample of twenty-two high schools selected on the basis 

of school organization and experience of the princ ip a l, the three 

schools w ith the highest teacher morale and the three schools with 

lowest teacher morale were determined. From the s ix  schools a random 

sample of students was selected to gather data regarding student 

attitudes and Items of concern. Mlnzey's results Indicate that students 

are less extreme 1n th e ir  attitudes as a group than teachers and 

appear to be unaffected by the morale of the ir teachers. Teachers and 

students d if fe r  s ig n ific a n tly  1n times of th e ir  concerns regarding 

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

7Zlb 1 d ., p. 265.

73Jack DeVere Mlniey* "A Study of the Relationship Between Teacher 
Morale and Student Attitudes Toward Their School Environment11 (un
published Doctoral d issertation , Michigan State University, 1967) 
summarized 1n Dissertation Abstracts, 28-05A-1626,
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of th e ir  teacher's morale.. .teachers are not able to accurately predict
74student a ttitudes." Klnzey suggests that despite the apparent

independence of student attitudes from faculty Influence as regards

perception o f the school environment the accuracy of student

a b ility  to perceive faculty attitudes should not go unnoticed. The

impact may n o t  b e  reflected In a ttttu d ln a l responses but academic

motivation or lack thereof.
75Braden conducted a s im ila r examination, on the elementary 

school le v e l, of the relationship between faculty and student a ttitu d es . 

His specific  purpose was to re la te  facu lty  and student a ttltu d ln a l 

factors to the organizational climate o f the schools w ith in  which they 

functioned. An examination of the data gathered from eight open clim ate  

schools and seven closed climate schools Indicated that the attitudes  

teachers hold toward students d if fe r  between teachers In  d iffe r in g  

organizational climate groups. The teachers 1n the open climate 

held more positive attitudes toward students. Faculty attitudes did  

not Influence student a ttitudes. Braden neconmends fu rth er Investigations  

to determine possible casual factors which might help to explain the more 

positive attitudes regarding students held by s ta f f  members who work 

In open climates.

James Nell Braden, "A Study of the Relationship Between Teacher, 
Principal and Student Attitudes and Organizational Climate" {unpublished 
Doctoral d issertation. University o f Missouri, 1970) summarized In  
Dissertation Abstracts, 31-08A-3801,
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In an early attempt to ascertain the relationship between school 

atmosphere and pupil progress* H ale^  compared progress in  the areas 

of reading, arithm etic, and language to a measure of organizational 

climate In thirteen schools* The relationships between reading and 

climate and arithm etic and climate were not s ig n ific a n t. The coeffic ients  

for language achievement and climate was s ign ifican t at the 

.05 level*

Steward and Love note that " . . .  Innovation has become the watchword 

1n American education.. .and the teacher*s role 1s that o f a s p e c ia lis t*" ^  

In an e ffo rt to examine more closely th is  emerging view of the teacher* 

the Investigators ‘‘obtained permission to study the professional 

personnel of an Innovative (high) school* . .devoted to the goal of 

Individualized in s tru c tio n * (a n d  the use o f) Learning A ctiv ity  

Programs.” Data derived from Interviews and a fo r ty -f iv e  Item 

attitude scale dealt with teacher perceptions o f the Individualized  

school climate and th e ir  conceptualization of individualized  

Instruction*

^Jack Hale, HA Study o f the Relationships Between Selected Factors 
of Organizational Climate and Pupil Achievement In Reading* Arithm etic* 
and Language” (unpublished Doctoral d isserta tion , University of 
Alabama, 1965), summarized In Dissertation Abstracts, 26-10A-5B17.

7^Jud1th R. Steward and W, A. Love, J r . ,  "The Teacher's 
Response to Technology and the Ind iv idualization  of Instruction"  
Educational Technology. X (February, 1970), 56.
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In general. the data gathered by Steward and Love suggested

that the level of sa tis factio n  was high with over seventy-five percent

of the respondents Indicating a desire to continue working In an

Individualized program and recoflmendlng the school as a good place

to work. In addition, e1ghty-s1x percent f e l t  the Individualized

curriculum maximized the opportunity to be creative on the Job.

There was, however, some concern for a potential loss of status 1n

comparison to the tra d itio n a l system with f if ty -tw o  percent of the

teachers expressing ambivalent feelings on status. Of most concern

to the professional s ta f f  functioning in th is  Innovative climate was

the lack o f role c la r ity  and the requirement fo r  expanded s ta ff

development programs. Forty-seven percent f e l t  that what was expected

of than was unclear, and seventy-three percent f e l t  that s ta f f

development for role c la r if ic a t io n  was essentia l. Steward and Love

conclude that “the lack o f structure allows teachers to express

th e ir  own creative urges (but) the same lack of guidance and structure
70creates feelings of anx ie ty .” One aspect o f ro le  that was clear 

was the guidance function 1n both academic areas and sodo-personal 

development. Seventy-six percent f e l t  that the student's personal 

development was as Important as the Imparting o f Information.

Concerning the concept of Ind iv idualized Instruction, the 

teachers were asked to  rank order f iv e  statements describing the 

Innovative system. A co e ffic ien t o f concordance was computed and

79lb 1 d . , p. 59.
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found to be s ign ifican t beyond the -001 le v e l. In e ffe c t the professional 

s ta ff f e l t  that Ind ividualized instruction represents an opportunity 

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

of educational objectives and allows them to proceed a t this own 

rate.

In sum, Steward and Love found that faculty who function 1n an 

individualized curriculum were satis fied  with the environment. And, 

while there was some concern for loss of s tatus, role d e fin itio n  beyond 

the realm of the guidance function was essentia l.
80On the elementary le v e l, a study by Kelley examined the 

effect o f Ind iv idually  Guided Education (IGE} an organizational climate 

and found s ig n ifican t relationships 1n both the areas of length and 

degree o f Implementation. His results suggest that the longer an IGE 

curriculum 1s 1n e ffec t and the greater Its  degree of Implementation 

the more lik e ly  facu lty  memebers are to perceive the organization as

supportive of th e ir  personal growth.
SIBosco, 1n an attempt to determine teacher be lie fs  regarding 

ind iv idualization , surveyed 312 teachers representative of a ll  grade 

levels 1n twenty-seven elementary schools. Responses were designed 

to indicate facu lty  desired practices and actual practices as 

regarded in d iv id u a liza tio n . The data indicated that teachers were 

highly 1n favor o f Individualized goals with over eighty-two percent

Oft
Edgar A. Kelley» e t a l. , "Teacher Perceptions o f School Climate 

and the Implementation o f Individually Guided Education" Reported 
In ED 083 229, 1974,

James Bosco, "Ind lvidualiiatlon-Teachers1 Views," The 
Elementary School Journal, LXXII (December 1971), 125-31.
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Indicating a desire to establish goals fo r students that were determined, 

In whole or In  part, o n  an  individual basis. In actual practice, 

forty-four percent determined Instructional goals, 1n whole or 1n part, 

on an Individual basts. These same teachers, however, wished to 

spend f if ty -th re e  percent of the available class time 1n large group 

Instruction and actually spent forty-two percent o f the time 1n that 

mode. F ina lly , 1n making decisions regarding Instructional s tra teg ies , 

the majority o f teachers f e l t  that verbal a b il it ie s  and the Interests  

of the students should be the predominant considerations but, 1n 

practice, verba! a b ilit ie s  and teacher analysis of needs were the 

actual considerations. An examination of the results in terms of 

years of teaching experience, grade le v e l, and teacher satis faction  

with the school showed no s ig n ifican t differences regarding b e lie fs  

or actual practices In the classroom. Bosco concludes that 

"there was more agreement with the goals of Individualized Instruction

that with the teaching practices that may be necessary for
82Ind ividualization ," He suggests that th is  may be due, In p a rt, 

to "Insoluble problems posed by an Instructional program that 

requires the management of many groups and Individuals working on 

different tasks.*83

In a study designed to determine 1f the level of teacher morale 

was affected by the curriculum and instructional design,

82Ib 1d ., p. 130,

83lb1d.
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Lewis8*  collared a continuous progress-lndlvl dualized system to a

trad itio n a l system. His results Indicate that:

1. Teacher morale was affected by the curriculum and Instructional 
design o f the school system. 2. The continuous progress system’ s 
teachers were s ig n ific a n tly  more s a tis fie d  with teaching. 3. The 
continuous progress system's teachers had a s ig n ific an tly  higher 
rapport among teachers. 4. The continuous progress sytem's 
teachers were s ig n ific a n tly  more s a tis fie d  with th e ir  curriculum.
5, The continuous progress system's teachers were s ig n ifican tly  
less concerned about community pressures. 6. The continuous 
progress system’ s teachers were s ig n ific a n tly  more s a tis fied  with 
the fa c i l i t ie s ,  supplies, and equipment,“5

A s im ila r attempt to determine 1 f a s ig n ifican t relationship  

existed between the level o f work related satisfaction  experience by 

teachers and the use o f modular-Individualized scheduling was conducted
o g

by Kldston, He theorized that the teachers In modular schools 

would be comparatively less d issatis fied  with th e ir  work environment 

than were the teachers In  tra d itio n a lly  scheduled schools. From data 

gathered from ten modular and twelve tra d itio n a lly  scheduled senior 

high schools, Kldston found that there was a generally high level 

of d issatisfaction 1n both systems especially 1n the area of the 

environment external to th e ir  classrooms. Teachers 1n the modular 

schools reflected  s lig h tly  less d issatis factio n , but "the data does not

84 Daniel Keith Lewis, A Continuous Progress-Individual!zed 
Educational System as Compared to a Conventional Curriculum and 
Instructional Educational System-A STudy of Teacher Morale" (unpublished 
Doctoral d isserta tion , University of Southern M ississippi, 1972) 
SuronaHzed In Dissertation Abstracts, 33-09A-4743.

B5lb id .

^ B ra ln  C ed i Kldston, "The Relationship Of A Modular Scheduled 
Organizational Structure and The Level o f Professional Satisfaction  
Experienced By Secondary School Teachers" (unpublished Doctoral 
dissertation , The Un1ver1sty o f Michigan, 1974), Sumnarlzed in 
Dissertation Abstracts, 35-05A-2585,
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ju s tify  the conclusion th a t a ll  modular schools 1n this study have

been successful In Improving the level of their teachers' satisfaction
B7through the adoption o f th is  organizational procedure." I t  1s 

In teresting to note that Kldston points out that the importance of 

having the opportunity to  help other people were areas o f satis faction  

for both groups and that w hile modular teachers have expanded 

opportunities for in teracting with fellow teachers there is no 

indication that they tend to  do so to a greater degree than trad itional 

teachers.
qa

In 1975 Ballwahn examined teacher perspectives o f individualized  

instruction. The In tent was to identify the degree to which elementary 

and secondary school teachers feel that instuctlonal procedures 

should be Individualized and to identify any differences between the 

two groups. Perspective on individualized Instructional procedures in 

the areas of placement, planning, 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 more 

favorable attitudes than secondary school teachers towards ind iv idualiza

tion. Both groups were in  agreement that attempts to e ffe c t  Ind iv idualiza

tion should emphasize Id en tifica tio n  of learning d if f ic u lt ie s  and 

achievement feedback. In addition, both groups fe lt  that the areas of

87Ib1d,

^ _ a rry  Lee Ballwahn, "Teacher Perspectives of Individualized  
Instruction" (unpublished Doctoral dissertation, University of 
Wisconsin, 1975) suimarlzed in Dissertation Abstracts, 36-08A-4884.
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testing, mastery time, and development of Individual learning objectives

were of s ignificantly  less Importance 1n effecting Ind iv idualization ,

Attitudes towards Individualized instructional procedures do not vary

at a s a tis M ta lly  s ign ificant level by school s ize , Ballwahn concludes

that while some perceptual differences regarding ind ividualization

are apparent between elementary and secondary teachers both groups

are 1n general agreement that individualized Instructional procedures

should be Implemented,
B9Schafer studied the differences In  teacher attitudes toward 

students and student's perceptions of the teachers' Interpersonal 

relationships with pupils In d iffe rin g  school organizational climates 

1n an investigation conducted In 1974, Twenty-five Junior high 

schools were randomly selected from a to ta l o f two hundred fo r ty -f iv e , 

and the three schools with the most open organizational climates and 

the three schools with the most closed organizational climates were 

Iden tified , Teacher attitudes toward students and student perceptions 

of teachers' Interpersonal relations were measured 1n each of the six  

schools. An analysis of the data Indicated th a t, 1n the schools 

examined, there was no significant difference 1n attitudes of 

teachers toward students. The t  test of s ign ifican t difference of 

means for the two groups yielded a value of .70 which was not 

significant at the .05 leve l. There was, however, a s ign ifican t 

difference between student's perceptions of th e ir  teachers'

89Charles Keith Schafer, “Teacher A ttitude Toward Students in 
Differing Junior High School Organizational Climates In  Missouri: (un
published Doctoral d issertation. University of Missouri, 1974) sumnarlzed 
In D1ssertatat1on Abstracts, 36-D1A-209.
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Interpersonal relationships 1n open as opposed to closed school 

organizational climates. The t  test of s ig n ifican t d ifference of means 

for the two groups yielded a value of 20.981 which was s ig n ifica n t a t  

the .05 level. Schafer concludes that w hile organizational climate 

appears not to influence teachers' attitudes regarding th e ir  

students, students In an open organizational climate perceive th e ir  

teachers Interpersonal relationships with them as more positive.
on

Leedy dealt with the issue o f organizational climate and Its  

effect upon teacher morale and student achievement. In a study 

conducted 1n 1975 he hypothesized that an open school climate would 

produce higher teacher morale and higher student achievement than 

would a closed school climate. He gathered data from 34 elementary 

schools with enrollments ranging from 300 to 730 pupils and facu lties  

of between ten and twenty-five teachers. Conclusions from the data 

Indicated that a s ig n ifican t positive re la tio n  existed between the 

openness of a school and the level of teacher morale with the 

academic achievement o f students w ithin a building. Schools having a 

high degree of openness and teacher morale exhibited higher levels 

of student academic achievement than those schools with lower levels 

of openness and morale.

90Charles Kenneth Leedy, "Academic Achievement as a Function of 
Organizational Climate and Teacher Morale in Selected Elementary 
Schools 1n Ohio, 1974" (unpublished Doctoral d isserta tion , Kent 
State University, 1975}, summarized In D issertation Abstracts,
3 6 -0 6 A -3293.
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STUDENT ATTITUDES

In the area o f student attitudes regarding th e ir  school 

experiences, Jackson Indicates that the m ajority of Investigations
Q1

re fle c t a general satis faction . The data also "support the hypothesis

that I t  Is school I t s e l f  rather than Individual teachers that provoke
92student discomfort/1 Liepold found that more than seventy-five percent

of the high school freshman surveyed in his study of basic satis faction
93with school fe lt  positive ly  about th e ir  school experiences. The

majority of the assessments of student a ttitu d es , however, have

tended to be dichotomous 1n th e ir  approach, placing students 1n

e ith er a like  school or d is like  school category. In addition* "they

do not contain normative data with respect to the student’ s general

11 king for school a n d ,,.fo r  the most part research has focused on

the correlates o f students’ a ttitudes — 1n studies, fo r example, o f

college students* ratings of th e ir  Instructors and course grades - -

or in the origin and treatment of extreme attitudes on particu lar

students - -  in studies, for example of school phobia or of school 
94dropouts.” In an attempt to bring Into sharper focus the range of 

attitudes existent with a student population, Getzels and Jackson

^ P h ilip  W. Jackson, L ife  In  Classrooms (Chicago: Holt,
Rinehart and Winston* In c ., 1966]', p. 50,

92Ib id . , p. 51,

93L. E. te ip o ld , "Children Do Like School," Clearing House XXXI
(February 1957), 332-34.



43

surveyed more than 500 students In grades six through twelve and

specifically  avoided dlcotomizlng student opinions.98 Their findings

Indicated that "the average student expressed some dissatisfaction

on almost half the Items."96 Thus, while the data does re fle c t a

general satisfaction among students with th e ir  school experiences,
97a defin ite  indication o f dissatisfaction does ex is t.

The existence o f negative attitudes regarding school experiences 

was examined further by Getzels and Jackson with a followup analysis 

of the satisfied  students 1n th e ir  orig inal study and by Dledrtch
go

and Jackson with satis fied  students. Both studies re fle c t negative

attitudes by over 50 percent of these students in response to

questions dealing with th e ir typical classroom feeling .

A rlln  notes that " Im p lic it In educational lite ra tu re  Is the

assumption that open education practices are associated with positive
gg

pupil attitudes towards school learn ing.” In his study to examine 

the mediating e ffec t of locus of control on the degree of pupil

9*Jackson, L ife  In Classrooms, p. 53.

96Ph1llp W. Jackson and Jacob W. Getzels, "Psychological Health 
and Classroom Functioning: A Study of D issatisfaction with School 
Among Adolescents," Journal o f Educational Psychology, L, (December 1959), 
295-300.

96Jackson, L ife  In Classrooms, p. 51.

9^The Getzels and Jackson study found that the top quartlle  
(those students most satis fied  with th e ir  school experienced) expressed 
some dissatisfaction with one'third o f the Items. (Jackson and Getzels, 
"Psychological Health")

98Philip W. Jackson and Richard C. Dledrich, "The Evaluation of 
School Experiences: A Study of Satisfied and D issatisfied Students," 
Mimeographed, 1965, cited by Jackson, L ife  In Classrooms, p. 58.

^Marshall A r lin , "The Interaction o f Locus of Control, Class
room Structure* and Pupil Satisfaction ," Psychology In The Schools* X II 
(July 1975) 279.



satisfaction he suggests that "Isomorphism between psychological

tra its  and educational treatment heightens the degree of pup11

satisfaction and Internal pupils are most sa tis fied  in an open

environment whereas external pupils are most sa tis fied  1n a structural 
i nnenvironment." The study Included 7&1 pupils and 30 teachers in

grades four, s ix , and eight. The teachers Involved are categorized

as excellent open classroom teachers or excellent tra d itio n a l classroom

teachers and students In each of the two categories were then administered

an attitude scale and locus o f control measure,

Major Interactive hypotheses were formulated as follows:

1* Openness and academic locus of control In teract s ig n ific a n tly  
to Influence pupil a ttitu d e .
2. Openness, academic locus of control, and grade level In teract 
s ig n ifican tly  to Influence pupil a ttitud e.
3. Openness, academic locus o f control, and sex o f student 
In te rac t s ig n ific an tly  to influence student a t t i tu d e . '01

Data from the Investigation supported a main e ffe c t with internal

students Indicating more positive attitudes than external students.

In addition hypotheses numbers 1 and 3 were supported at the .05 level

and hypothesis 2, while not supported, reflected a trend 1n the

expected d irection. A rlln  suggests that any Investigation o f competing

curricu lar organizations should not overlook the p o ss ib ility  that

psychological variables may be highly In flu e n tia l and cause a masking

of s ign ifican t factors.
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In an examination of the attitudes of students specifically

Involved 1n "high school programs that have moved out of the trad itional
102ro u tin e .. .and Into a changing curriculum etnphasizing" Independent 

study. Techman found the majority o f students sa tis fied  with the ir  

experiences. U tiliz in g  an openended questionnaire and drawing from 

student population 1n nine schools In seven states Techman noted 

the following general conclusions:

(1) students f e l t  that Independent study should not form the 
complete curriculum but should be combined with trad itional 
approaches; (2) poor planning fo r the available time caused the 
greatest concern among students; (3) Independent study seemed 
palatable and p ro fitab le , and students Hked the fact that they 
were free to move over the school building and seek study at 
th e ir  convenience and a t the location where necessary materials 
could be found; and (4) students wanted the freedom to speak 
to each other when the occasion suggested or to seek the counsel 
of a teacher when I t  was needed

In an e ffo rt to examine the effects of recent Concerted e ffo rts ..
104made to reduce student dissatisfaction through curricu lar re v is io n s /'WT 

Beellck conducted a study which focused on "students' perceptions of 

satisfying and dissatisfying factors*^0® associated with th e ir  school 

experiences. Two hundred seventeen subjects were randomly selected 

from a high school enrolling approximately two thousand and two hundred

102Charles E. Techman, "Students' Views of Independent Study.1* 
Theory Into Practice (December 1966) 230.

103Ib1d., p. 231.

^ *D e lb ert B. Beellck, "Sources of Student Satisfaction and 01 s- 
s a tls fa c t io n / The Journal of Educational Research LXVII (September 1973),

105 Ib i d-
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students. "To accomplish the objective of Identifying factors related  

to student satisfaction and dissatisfaction with school, 1t was

decided to u t iliz e  the personal Interview for data c o lle c tio n .. -and
106content analyze each response," In addition the Student Opinion 

Poll was administered to each subject and the relationship between 

student satisfaction scores and reading levels, grade point averages, 

and I .p , 's  examined.

The findings of the Investigation indicate that achievement, 

recognition, and school work I ts e lf  were the factors most often 

mentioned by students as sources of satisfaction with school. The 

soucres of dissatisfaction most often mentioned were teachers1 

behavior, school policy, and Interpersonal relations with peers.

The satisfying factors were reported to have had a positive e ffect 

on school performance and attitudes toward school by f i f t y  percent 

of the students and the dissatisfying factors were reported to have 

had a negative effect on personality and attitudes toward school by 

f i f t y  percent of the students.

The analysis of data regarding those students categorized as 

satis fied  or dissatisfied with school and its  relationship to the 

sources of satisfaction and dissatisfaction was found not to be 

significant at the .05 leve l. In other words, both sa tis fied  and 

dissatisfied students were In agreement on the basic factors associated 

with th e ir feelings toward school. This was also true of the way the 

two groups viewed the effects of the factors on th e ir  school 

performance, personality, and attitude toward school.
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In his review of the findings Beellck suggests that "educators 

may be able to Increase student satisfaction and decrease student 

dissatisfaction by Improving the opportunities for students to achieve, 

to be recognized, and to have Interesting schoolw ork-and to have 

friend ly , considerate teachers,"107 Further, 1t  is his contention 

that the large comprehensive high school automatically lim its the 

opportunities to engage those areas they consider to be a source of 

satisfaction. I t  1s Interesting to note that the areas Beellck 

points to as having the most potential fo r effecting positive 

student attitudes are those at the focal point of the Individualized  

curriculum: Increased opportunities to achieve through individual

goals, individual recognition, and positive Interaction with teachers 

and peers.

Bennett investigated the "re la tive  effects of d is tinct curricular

organizing strategies upon patterns of classroom Interaction and pupil

feelings to determine Interrelationships among curricular, social, and
lflfiaffective dimensions of the teachlng-1eam1ng act.' Specifically , 

he was concerned with the difference In Interaction patterns, the 

difference 1n th amount of teacher Influence, and the difference 1n 

the amount of pupil affect when two d ifferent curricular organizing 

stragegies are employed. The two strategies employed were an Inquiry- 

Individualized approach and a teacher-centered approach. Four research 

classes of sixth grade students totaling ninety-six randomly selected

107Ib1d., p. 22.
108Roger V. Bennett, "Curricular Organizing Strategies, Classroom 

Interaction Patterns, and Pupil Affect" The Journal of Educational 
Research, LXVI (May-June, 1973), 392.



46

subjects and two teachers were Involved 1n the pro ject. Two classes

were treated with the Inquiry-Individual?zed approach and two with

the teacher centered approach.

The data Indicated there were no s ign ifican t differences in

pupil a ffec t as a resu lt of th e ir  Instructional experiences. However,

"the teacher's curricular organizing strategy is a highly s ig n ific a n t

variab le  which influences patterns of classroom Interaction  as
109measured by Flanders' system of interaction analysis" and s ign ificant 

in terrelationships exist between curricu lar and social dimensions 

of the teaching-learning act.

Bennett stresses that although the conclusions must be very 

care fu lly  considered 1n ligh t of the lim ited scope and somewhat 

a rb it r a r i ly  conceived dimensions of the study, the Impact o f curricu lar 

strategies 1s clear and indicates a requirement fo r fu rth er Investigations 

In th is  area.

Martin examined student attitudes to determine the "variables

which appear to influence positiveness toward school,*11^ His

measurements were concerned with;

(1 ) how students f e l t  about th e ir  school, (2 ) I f  they d iffered  
from school to school 1n th e ir  a ttitu d es , and (3) i f  they d iffered  
w ith in  th e ir  schools depending upon th e ir  year In school, sex, 
or academic achievement.

109lb 1 d ,, p. 392.

^°Jack William Martin, "A Study of Student Attitudes In  Six 
Suburban High Schools," (unpublished Doctoral d isserta tion , University 
of I l l in o is ,  1975) sumnarfzed in  Dissertation Abstracts, 36-09A-5701.
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Students Involved 1n the study were primarily college bound from 

middle class homes who experienced sim ilar curricu lar organization, 

graduation requirements, and the same central o ffice  s ta ff.

Responses to the attltud lnal survey were factor analyzed and 

produced four dfseemable aspects o f school: general e ffe c t, teacher

consideration, curriculum, and time demands. Responses were sunned 

by factors fo r each of the groups created by classifications of 

school, year 1n school, sex, and qu artlle  1n class.

Results Indicate that as a whole students were generally neutral 

regarding th e ir school experiences. Of the four factors, students 

were most positive about school e ffect and time demands. The variables 

of specific schools, achievement, and year 1n school were s ign ifican t 

in th e ir relationship to student a ttitude with higher achievers 

reflecting  generally more positive attitudes and a decline In  

attitude related to the number of years 1n school.

In 1972 Rodgers attempted "to determine i f  there was a s ign ificant

difference between school morale of junior high school students in

open and closed organization climates when the factors of sex,

grade le v e l, participation 1n extra-curricular a c tiv it ie s , and non-
112participation 1n extra curricular ac tiv itie s  were considered." The 

mean scores of students 1n four open climate schools were compared 

with the mean scores of students 1n four closed climate schools 

1n seven subtests and a composite score obtained from a school 

morale scale.

" TT?Paul Clayton Rodgers* "The Effect of Organizational Climate 
on School Morale of Students 1n Selected Public Junior High Schools 
In the Mississippi" (unpublished Doctoral d issertation, Mississippi 
State University, 1972), sumnarlzed 1n Dissertation Abstracts, 
33-07A-3223,
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The analysis of the data Indicated a s ign ificant difference 

In the school morale of students in open and closed organizational 

climates. Students In the open climate schools appeared to have 

sign ifican tly  higher level of school morale than did students 1n 

closed climate schools. For a ll  students In each of the seven factors 

considered on every sub test and the composite score there was a 

sign ificant difference beyond the .01 level 1n student morale 

except for seventh grade students on one subtest which proved not 

sign ificant and for eighth grade students on one subtest which

was sign ificant at the .05 level.
I l lSmith Investigated the relationship what exists between 

student morale and organizational climate in an attempt to determine 

I f  students 1n open and closed climates d iffe r  1n the ir morale scores.

Data from students and teachers on the fourth, f i f t h ,  and sixth 

grade levels from six schools Indicated that the highest morale 

scores were obtained from schools not c lassified as most opened or 

most closed. Instead, the highest scores for student morale 

clustered near the middle of the contlnum, and student morale 

decreased as the grade level Increased.

F in le y ^  examined student satisfaction with school experiences 

1n an attempt to determine 1f variables designating meaningful

^ A r th u r  Clark Smith, “The Relationship of School Organizational 
Climate and Student Morale In Selected Schools*' (unpublished 
Doctoral dissertation, University of Miami, 1973), sumnarlzed in 
Dissertation Abstracts, 34-0ZA-543.

114Robert E. Finley, "Enviornmental and Experlental Characteristics 
o f Students and Attitudes Toward School" (Unpublished Doctoral 
dissertation, Purdue University, 1968), sumnarlzed In Dissertation 
Abstracts, 29-11 A-3829.
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could be shown to have a relationship with the degree of satis faction  

reported by the students.

Data gathered from 2190 students enrolled 1n four high schools 

did not support the b e lie f that students who perceived the ir school 

experiences as meaningful would re fle c t a s ig n ific a n tly  greater degree 

of s a tis fac tio n  than those students who did not see the ir school 

experiences as meaningful. Student aspirations were s ign ifican tly  

re la ted  to sa tis fac tio n  with students desiring to pursue a college 

education re fle c tin g  greater satisfaction than those who would enter

the work force. Satisfaction was not related to school size.
115Nielson conducted a comparative analysis o f attitudes 1n 

conventional high schools and modular high schools with the ir accompanying 

la rg e , medium, and small group Instruction as well as individual 

study time. The study covered three flexible-scheduled high schools 

and three tra d itio n a l scheduled schools with approximately ten percent 

of the students 1n grades ten, eleven, and twelve randomly selected 

to p a rtic ip a te  In the completion o f instruments which Included the 

Frymier Student School Motivation Scale. Data from the scale showed 

no s ig n ific a n t difference on the eleventh or tw elfth  grade le v e l, 

but did re f le c t  a s ign ifican t difference on the tenth grade level 

in  favor of the f le x lb 1e-schedule schools.

115Joseph Lynn Nielson, "A Comparative Survey of Student Attitudes 
1n Conventional and Modular Senior High Schools 1n Utah" (unpublished 
Doctoral d isserta tio n , University of Utah, 1970), suimtarfzed In  
D issertation  Abstracts, 31-06A-Z654.
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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- 

dlchotomous approach to th e ir measurement is e m p lo y e d .J a c k s o n  

points out that this 1s due In large measure to the fact that (1) there 

1s an Inevitable mismatch between Individual goals and in s titu tio n a l 

goals; (2) attendance 1s compulsory; and (3) the establishment of a 

routine In da lly  experiences which seetns to bring about a separation 

between students' feelings and the dally business of classroom 

l i f e . 117

ATTITUDES AND STUDENT ACHIEVEMENT

"The log ically  anticipated relationship between students'

attitudes towards school and th e ir  scholastic success 1s d i f f i c u l t
118to demonstrate em pirically." Investigations Into the relationship

between students' attitudes and their grades, standardized test scores,

and I.Q .'s  tend to show no s ta tis tic a l significance. In an analysis

of student satisfaction and grades In four subject areas» three

standardized test areas, and I.Q .'s  Flanders found that correlations
113coefficients ranged from a high of .19 to a low of -.08 . The data

1 ^Jackson, L ife  In Classrooms, p. 61.

117Ib1d.

T16lb1d.* p. 75.

119Ned A. Flanders, "Teacher Influence* Pupil Attitudes and 
Achievement" GE-25040* Cooperative Research Monograph No. 12 
(Washington: U. S. Government Printing Office* 1965).
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c le a rly  Indicates no relationships exist between any of the areas

that might be considered logical Indicators of students' attitudes

toward th e ir  school experience. I t  seems apparent, 1n the Flanders

study, that success or lack of 1t 1n the form of grades or re la tive

a b il i ty  levels are not s ig n ifican t causative variables 1n the formulation

of student opinions.

D1edr1ch, examining the attitudes of high school Juniors, found
120a s im ila r lack o f s ig n ific a n t correlations. In his study, verbal 

and nonverbal standardized tes t scores, an achievement te s t 1n 

English, and the student I.Q .'s  were correlated with student opinions. 

Correlation coeffic ients ranged from .06 to - .0 7 . In add ition , both 

the Flanders and Dledrlch studies also examined those students with 

extreme positive and negative attitudes and found sim ilar absences 

of s ig n ifican t relationships. This lack of a demonstrable relationship  

between variables was also demonstrated in an e a r lie r  study by

Tenenbaum which Investigated student attitudes and such variables as
121achievement and I.Q*

A notable exception to the preceding data Is a study by Brodfe 

which examined the attitudes of 505 high school Juniors and th e ir

i?n Richard C. Dledrlch* "Teacher Perceptions as Related to 
Teacher-Student S im ila rity  and Student Satisfaction with School" (un
published PhD. thes is , University o f Chicago, March 1966} as d te d  
1n Jackson, L ife  In Classrooms, p. 56,

121 Samuel Tenenbaum, "Attitudes of Elementary School Children 
to School, Teachers, and Classmates" Journal of Applied Psvcholoav* 
XXVIII (Apr! 1 1944) 134-41.
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performance on nine sub tests of the Iowa Test of Educational 
122Development. Two groups within the population which represented

the extremes o f the response totals 1n terms of satisfaction and

d issatis fac tio n  were Id e n tif ie d . The method of selection for the two

groups was based on a student scoring at least one and one-half

standard deviations above or be lw  the mean. A total of 15 F ratios

reflec ted  s ta t is t ic a l ly  s ig n ifica n t differences between the two subgroups

when the f iv e  percent leve l o f confidence was applied with the

a ttltu d ln a l contrast consistently favoring the satis fied  students.

Brodle notes In  his discussion of the data that "a negative attitude

towards school would appear to have a particu larly  Inh ib itory e ffect

on those learnings which are emphasized 1n the classroom and the less

In flu e n tia l on those not as closely Id en tified  with school and
123education 1n a formal sense."

In an examination o f classroom climate and Individual learning,

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

Individual s a tis fa c tio n  with the climate of the class makes for

learning* the c r ite r io n  o f  In s titu tio n  effectiveness espoused by
124school boards, parents, adnlnlstrators, and teachers." Their In tent

122Thomas A. Brodle, J r . ,  "Attitude Toward School and Academic 
Achievement” Personnel and Guidance Journal XLIII {December 1964), 375-78.

^^Ttils  conclusion Is based on the lack o f s lng lflean t differences 
In  the area o f General Vocabulary and Background 1n the Natural 
Sciences. Ib id . , p. 378.

124Herbert J. Wei berg and Gary J. Anderson, "Classroom Climate 
and Individual Learning" Journal of Educational Psychology, LIX 
(December 1968), p. 414.
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was to "Investigate  this crucial relationship and to explore em pirically

fu rth er hypotheses derived from a soclopsychologlcal theory of the
125classroom as a social system."

The study Involved 2100 high school juniors and seniors throughout

the country and tested the hypothesis th a t student achievement and

In terest could he predicted from structural and a ffec tiv e  measures

of aspects o f clim ate. The study was "a preliminary evaluation of

Harvard Project Physics , an experiment!®! course using a variety of

new Instructional media and emphasizing the philosophical, h is to r ic a l,
126and humanistic aspects o f physics."

Data were gathered from four areas 1n the Walberg and Anderson 

study: physics achievement, science understanding, s ix  semantic

d iffe re n tia l measures, and physics a c t iv it ie s . Th irty-tw o s ta t is t ic a lly  

s ig n ifican t correlations a t the .05 level were id e n tif ie d  between 

measured perceptions of classroom climate and learning variables.

In th e ir  discussion o f the data, Walberg and Anderson point out 

that perceptions of clim ate were predictive  of achievement, understanding, 

and a ffe c tiv e  growth. In add ition, structural measures having to do 

with organization of the class, goal d ire c tio n , disorganization, and 

fo m a llty  were predictive o f learning. The authors conclude 

that "from a p rac tica l point o f view, the a b il ity  to predict learning

U 6 Ib1d. , p. 415,
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outcomes from assessments of classroom climate my have Implications

for teacher education, modification of In-service training for

teachers, and the assessment of teaching effectiveness, provided
127educators can agree on measurable goals of education."

128Green examined the attitudes of Junior high school students 

Involved in an Innovative program as compared to those of a trad itional 

program. An attitude survey was administered to a random sample of 

students from each of the two schools and scores were compared on the 

basis of fifteen  cont>1nattons of the variables of school attended, 

grade leve l, achievement level and sex. The data revealed that In 

only two of the fifte e n  combinations were differences sign ificant a t 

the 0.5 level. Scores compared on the basis of school attended and 

achievement favored the trad itional school as did scores compared 

on the basis of grade level.

As the th ird  phase of a three year program to deal with serious

problems on the secondary level in the area of enrollment, attendance,
129discipline and achievement, Blanchard conducted an Investigation Into 

the possible relationship between student achievement and their

1Z7lb1d.. p. 418.

^Z®Dean Milton Green, "A Comparison of the Attitudes Toward 
School of Students Involved in an Innovative Educational Program with 
Those of Students Involved In a Traditional Program" (unpublished 
Doctoral dissertation, University of Southern C alifornia, 1972), 
summarized 1n Dissertation Abstracts, 33-05A-2Q71,

1Z9George Ernest Blanchard, "A Study of Correlation Between 
Student Attitudes and Achievement Gains 1n 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 Its e lf  with the attitudes

of seventh and eighth grade Junior high school students who scored

from 1.6 to 2.7 years below grade level on comprehensive achievement

tests. I t  was found that no significant relationship existed between

the attitudes of seventh grade students and th e ir achievement scores

or the attitudes o f eighth grade students and their achievement scores.
130Badwal conducted a study to determine the relationship between

the attitude scores o f elementary students when grouped by achievement*

grade* and sex. The analysis of the results Indicated that low

achievers obtained a s ig n ifican tly  higher attitude score than high

achievers. The female students scored significantly higher attitude

scores than male students. And* th ird  grade students obtained

s ig n ific an tly  higher scores than sixth grade students.

In a cross-validation study conducted by Austrln an attempt was

made to validate an Instrument which was found to be "successful in

d iffe re n tia tin g  students o f low achievement from students of high

achievement 1n a large sample of bright secondary school students
1311n two Independent schools/' In this study a random sample of

^ B h a ja n  Singh Badwal* "A Study of the Relationship Between 
A ttitude Towards School and Achievement; Sec and Grade Level" {unpublish
ed Doctoral d issertation , Catholic University of American* 1969}* 
sumnarlzed 1n Dissertation Abstracts* 3G-06A-2366.

^ H a rv e y  R. Austrln* ttCross Validation of An Attitude Scale 
fo r the Id en tifica tio n  o f High and Low Academic Achievers," The 
Journal o f Educational Research L V III (May-June 1965), 426.
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public school students In grade s ix  through twelve was used. The 

students were administered the Op1n1onna1re with students scoring 

In the upper quartlles and lower q u artlies  designated as s a tis fie d  

and d issatis fied  students respectively. The scores of upper q u a rtlle  

students tended to be characteris tic  o f students with grade averages 

of A and B. The scores o f the lower q u a rtile  were students with 

grade averages of C, D, and E, Both relationships were s ign ifican t 

a t the .01 level. When correlations between the level of education 

aspired to and a ttitud e  were computed a s ig n ific a n t relationship  

was found. Students who aspired to a higher level of education 

scored higher on the student a ttitu d e  scale. Also, correlations  

fo r the en tire  group and level of aspiration  was s ign ifican t 

at the .01 level.

In his surmary conments, Austrln notes that 1n a subsequent 

cross-validation study. Involving grades f iv e  through twelve, he 

found s im ila r s ig n ifica n t correlations between a ttitu d e  and scholastic

averages and levels o f academic asp iration .
132Alvord sought to determine whether relationships between 

science achievement and a ttitu d e  toward school varied when viewed 

1n terms of selected variables which Included sex and grade le v e l.

“The universe for the sample consisted o f a l l  Iowa public school 

pupils In  grades four, seven, and twelve; these grade levels were 

selected since the relationship  could then be explored in the three 

major levels of formal education: elementary, jun ior high, and high

^ D a v ld  J, Alvord, “Achievement and A ttitud e ,"  The Science 
Teacher {April 1972), 36-38.
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from each o f the three selected grade levels was randomly drawn

from 83 school d is tr ic ts .

An examination o f the data reflected  low s ign ifican t correlations

between science achievement and a ttitu d e  at a l l  three grade levels.

The highest correlations were found on the fourth grade levels and

the lowest on the tw elfth  grade le ve l. Low s ig n ifican t correlations

between science achievement and a ttitu d e  were also found when pupils

were grouped by sex. In each Instance the correlation coeffic ien t

reported fo r bqys was higher than th a t reported fo r g ir ls . Among

his conclusions Alvord notes that fo r the students studied "the lew

positive relationship between science achievement and a ttitud e  toward

school Is one which exists throughout a pupil's  formal public school
1

career regardless o f sex." Further, 1t  1s suggested that when the

relationships are viewed In  terms of coeffic ients of determination

they suggest that time spent Improving pupil a ttitu d e  toward school

may not have much carryover benefit with respect to improving pupil

achievement. F in a lly , "1t can be In ferred  that classroom Instruction

which centers on specific  content-related goals and objectives

cannot be expected to  produce desired a ffe c tiv e  goals and objectives

merely as by-products o f the cognitlve-centered instruction; attempts

should be made to develop a variety  o f learning experiences representing
135a ffec tive  areas of concern as well as cognitive areas."
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STUDENT ACHIEVEMENT AND INDIVIDUALIZED CURRICULUM 

136Grater sought to determine i f  modular scheduling had any 

effects upon student achievement. Student grades, total credits earned, 

numbers of students qualify ing for academic honors, and standardized 

te s t scores for a two year period immediately proceeding the In itia tio n  

of modular scheduling were compared to results 1n the same areas 

following the conviction of three years of the program. Analysis of 

the data indicated that students who experienced the modular 

organization earned s ig n ific a n tly  higher grades and numbers of credits 

beyond the minimum required fo r graduation. Grater concludes that 

modular scheduling appears to have some merit for increasing 

student achievement. He suggests continued experimentation and 

Investigation of such programs and related components such as

d iffe re n tia te d  s taffing  and controlled time for student accountability.
137Horvath conducted a comparison of Junior high school 

students' mathematics achievement in  an individualized program for a

^ M a rg a re t Kay Grater, "A Study of the Relative Student Benefits 
of Modular Scheduling Related to Student Achievement a t Hoodlake Union 
High School From Its  In it ia t io n  In 1969 to 1974," {unpublished 
Doctoral d issertation . University of South Carolina, 1975) Suamartzed 
in Dissertation Abstracts, 36-11A-7153.

137Matthew John Horvath, J r . ,  "A Comparative Study of Achievement 
and A ttitude Changes as a Result o f Individualized and Hon1nd1v1 dualized 
Mathematics Teaching Methods in the Seventh, Eighth, and Ninth 
Grades in  Rosamond and Mojave, California" (unpublished Doctoral 
dissertation , United States International University* 1975) 
summarized In Dissertation Abstracts, 36-QBA-4991.
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three year period with students 1n a tra d itio n a l program fo r  a s im ilar

time period. Analysis o f data gathered from pretests and posttests

Indicated no s ig n ifica n t differences.
13flMercer compared two modes of In s tru c tio n , Ind iv idualized

versus group Instruction , from a to ta l o f 603 seniors equally  divided

between two high schools. Group measures on the American College

Testing Program Test and cunmulatlve grade point averages were

examined for the two groups as a whole and fo r college bound

students from each group. The data revealed no s ig n ific a n t

differences on any of the measures.
135Stone examined the e ffe c t of ind iv idualized instruction  on 

the achievement o f seventh and eighth grade students as compared to a 

trad itio n a l Instruction fo r a one year period. From a to ta l population 

of 341, f if ty -e ig h t  pairs o f students matched on the basis o f age, 

sex, race, and I.Q , were compared fo r differences in  academic growth. 

Examination o f the data revealed no s ta t is t ic a l  d ifference 1n any of 

the paired groups.

138W1 I l l s  J. Mercer, HA Comparison o f Two Modes o f Instruction: 
Individualized Versus Group Instruction In Two High Schools,*  
(unpublished Doctoral d isserta tio n , University o f Kansas, 1974) 
summarized in D issertation Abstracts, 35-09A-5737,

^Jaraes Lentous Stone, J r . ,  "The E ffect of Ind ividualized  
Learning A c tiv ity  Packages 1n Mathematics on the Academic Achievement 
of Seventh and Eighth Grade Students in  the Demopolis C ity  Schools," 
(unpublished Doctoral d iss e rta tio n . University of Alabama, 1974), 
Sumnarlzed in D issertation Abstracts, 36-02A-690.
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Snrith1 0̂ investigated the e ffects  of class size and Individualized  

instruction on the w riting  s k ills  o f high school jun iors, A 2 x 3 

pretest-posttest control group fa c to r ia l design was used in conjunction 

with twelve w riting  classes. Each of s ix  of the classes was randomly 

divided In to  approximately equal ind iv idualized  or small class groups.

The other s ix  classes remained in th e ir  large class structure. Each 

of four teachers taught both the individual and small class groups.

Four other teachers taught the large class groups. Both large and 

small classes received trad itio n a l instruction . Tests of the data 

revealed s ig n ifican t effects for both class size and Individualized  

Instruction. Compared with conventional large group instruction , 

small group Instruction can bring about s ig n ifica n t improvement in  

w riting  s k il ls  and Individualized instruction  can bring about even 

greater Improvements.

C a l l ^  proposed to develop a method o f presenting a chemistry 

course using individualized Instruction and to evaluate the effectiveness 

of the individualized presentation by comparing 1t with trad itio n a l 

methods. The investigation was evaluated using analysis of covariance 

with I .Q .1s and previous chemistry knowledge serving as covarlates.

^ D o r ls  Iona Smith, "Effects of Class Size and Individualized  
Instruction on the Writing of High School Juniors" (unpublished 
Doctoral d isserta tion , Florida State U n ivers ity , 1974) summarized In 
Dissertation Abstracts, 35--5A-2844.

^ R o b e r t  Leon C a ll, HA Comparison of Individualized and 
Traditional Methods For Teaching High School Chemistry" (unpublished 
Doctoral d isserta tion , Arizona State University , 1974) sumnarized 
In D issertation Abstracts, 35-11A-7140.
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Analysis of the data showed no difference 1n achievement between

groups as measured by three nationally standardized tests.
1

Earhart Investigated actual and potential effects of a

fle x ib ly  organized curriculum structure on the Junior high school

leve l. Achievement 1n the areas of reading, spelling , and quantitative

measures fo r students housed In the trad itio n a l program. Data from the

study Indicated no s ig n ifican t differences in any of the three areas.
143Raumln evaluated the e ffec t of the individualized Instruction

on geometry students over a one semester period. The achievement of

three Ind ividualized geometry classes was compared to the achievement

of three tra d itio n a l classes taught by six d iffe re n t teachers. Using

In te lligence as a covarlate, an analysis of covariance Indicated a

s ig n ific an t difference 1n favor of the individualized group,
144Ohlendorf studied the effects of an Independent study system 

on the achievement of tenth and eleventh grade students 1n the same 

school. Students on both grade levels were divided Into experimental 

and control groups with the experimental group using an Independent

142Joseph George Earhart, "A Comparative Study of Achievement 
and Attitudes o f Students Housed In a Flexible and A Traditional Junior 
High School," (unpublished Doctoral d issertation , Wayne State University,
1973) sifnnarlzed 1n Dissertation Abstracts, 34-11A-6941.

143Harley C yril Raumln, "Impact of Flexible Class Time on the 
Achievement and Attitude of High School Students in Plane Geometry" 
(Unpublished Doctoral d issertation , University of Southern C aliforn ia ,
1974) sunwrized in  Dissertation Abstracts, 35-05A-2S43.

1WNorbert Kurt Ohlendorf, "The Effects of an Independent Study 
System on Student Achievement and Student Attendance" (unpublished 
Doctoral d isserta tion , Texas A S M  University, 1972), sunmarlzed 1n 
Dissertation Abstracts, 33-08A-4021.
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study approach and the control group using the tra d itio n a l approach. 

Achievement was measured on the basis of scores achieved on tests  

of Academic Progress and the Iowa Test o f Education Development.

Data derived from analysis of covariance, with I.Q , the covarlate, 

indicated no s ig n ific a n t d ifference between the experimental and control 

groups.

Faist1^  investigated the impact of f le x ib le  scheduling on the 

mathematics program of freshmen and Juniors 1n a large comprehensive 

high school. Data fo r the study was provided by freshmen 1n mathematic 

s k ills *  general mathematics* and Algebra 1 classes and juniors 1n 

Algebra I I  classes who experienced a tra d itio n a l schedule the f i r s t  

year of the study and a f le x ib le  schedule fo r the second year of the 

study- Results obtained from standardized achievement tests Indicated 

no s ign ificant differences In mathematic s k ills  and general mathematics. 

Algebra 1 and I I  students performed s ig n ific a n tly  b e tte r under the 

trad ition a l system.

Gautevenior*^ Investigated the e ffe c t  o f a flexible-m odular 

schedule on the achievement of average tenth grade students. One- 

hundred and fo rty  sophomore students were randomly divided 1n h a lf  and 

placed 1n either the flexible-m odular schedule or a tra d itio n a l 

schedule 1n the same school. The experiment lasted fo r one school

14c
Clara Rose F a ls t, “Achievement, A ttitudes, and Resource Usage 

In a Mathematics Program 1n High School: Trad itional Versus Flexible
{unpublished Doctoral d isserta tion , Northwestern U n ivers ity , 1972), 
sunmarlzed 1n D issertation Abstracts, 33-06A-2813.

^L eo n  W illiam  Goutevenlor, "The Effect of a Modular Schedule 
Upon the Study Habits and Attitudes and the Achievement o f Average 
Tenth Grade Students In  a Suburban High School,” (unpublished Doctoral 
dissertation, New York U niversity , 1972), summarized 1n Dissertation  
Abstracts, 33-05A-Z236.
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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 fo r  

eleven scales favored the experimental group on e ight scales, four 

of which was s ta t is t ic a lly  s ig n ifican t at or below the .05 le v e l.
1*7

Laszewskl attempted to determine whether the Implementation

of modular scheduling 1n a high school was associated with changes 1n

student's academic achievement. Two hundred and f iv e  members o f one

class were measured over a four year period. During the f i r s t  two

years the students experienced a trad itio n a l schedule, the fin a l two

years they experienced a modular schedule. Achievement was measured

by components of the Stanford Achievement Test and student grade

point averages. The data indicated that there was no change In

student grade point averages, mathematics achievement, or science

achievement. There was a s ligh t but not s ig n ific a n t decline 1n

language achievement and social studies achievement, 
liftDevine's Investigation o f student attitudes and achievement 

in freshman Algebra provides additional Insight In to  the e ffec t of 

Innovative curriculum practices. The study was conducted over a 

period of one school year and dealt s p e c ific a lly  with a comparison of

147Roy Allen Laszewskl, "Evaluation of the Effects of Modular 
Scheduling on Students' Academic Achievement,'1 (unpublished Doctoral 
dissertation, The University of Wisconsin, 1972), sunmarlzed 1n 
Dissertation Abstracts, 34-01A-211.

^ D o n a ld  F. Devine, "Student Attitudes and Achievement: A
Comparison Between the Effects of Programed Instruction and 
Conventional Classroom Approach 1n Teaching Algebra I" The Mathematics 
Teacher LXI (March 196B) 296-301.
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tra d itio n a l and independent approaches to the study of Algebra I* Using 

experimental and control groups 1n each of two high schools, a simple 

randomized design was employed to test the hypothesis that: achievement

In algebra 1s not a function of the teaching approach used; attitudes 

toward mathematics are not a function o f the teaching approach used; 

and there is no deterioration in student attitudes toward the use 

of Independent teaching approach. The findings from the study suggest 

that the achievement of students exposed to trad itio n a l approaches 

1s s ig n ifican tly  better than that of students exposed to Independent 

approaches. The attitudes of students are neither affected by the 

approach used nor 1s there apy deterioration 1n the attitudes of 

students toward the Independent approach to teaching mathematics.

Rlppey states that:

...students may have p articu la r work styles and particu lar needs 
fo r Inclusion and a f f i l ia t io n  which w il l  play an Important role in 
determining how they respond to a p a rtic u la r classroom situation. 
Some students may prefer to work alone* others may be highly 
dependent upon the teacher. Some students may lik e  to be told 
what to do, others may p ro fit  by figuring  some of this out 
fo r 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 extrapolated to typical
150secondary school lower-order process learning'1 In learning

140
Robert M. Rippey, "How D ifferen t Classroom Environments Affect 

team ing ," Phi Delta Kappan, XLVl (June 1965), 525.
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environments which Indicated high teacher control and low teacher 

control* 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 low teacher control. The evidence of the 

experiment did not support the hypothesis that lower-order process 

student achievement 1s affected s ig n ific an tly  by the degree to which 

classroom procedures support and satis fy  needs fo r control or 

affection  ond Inclusion.

R1ppy concluded that "In  terms of learning conventional lower- 

order m ateria l, most students,. .are not p a rtic u la rly  bothered when
151

the classroom does not meet th e ir  needs for control or a f f i l ia t io n ."

Investigators may, however, be "overlooking the outcomes o f ind iv idualized

Instruction because of a fa ilu re  to look much beyond lower-order
152mental process in evaluating student performance."

153In 1968, Sinks conducted an Investigation Into the e ffec ts  

of changing the educational environment of Junior high school students

151Ib1d.» p. 527,

152lb1d.

,53Thomas Alonzo Sinks, "How Individualized Instruction In  Junior 
High School Science, Mathematics, Language A rts , and Scoial Studies 
Affects Student Achlevanent," (unpublished Doctoral d isserta tion , 
University of I l l in o is ,  1968) sunmarlzed 1n Dissertation Abstracts,
30-01 A-224.
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1n social studies, language arts* science* 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 tra d itio n a l approach while the experimental 

group had f le x ib i l i t y  scheduled time, learning a c tiv it ie s  directed  

by Learning A ctiv ity  Programs, and progressed at a se lf-con tro l led 

pace. Data concerning the effects o f the year long experiment were 

compiled from pre and post achievement tests and measure of problem 

solving s k il ls .  The resu lts  Indicated that the students exposed to 

the individualized approach showed a s ign ifican t gain 1n the measured 

areas.

Oas^4 attempted to determine the relationship between achievement 

and partic ipation In f le x ib ly  and tra d itio n a lly  programs by examining the 

differences between achievement scores fo r 210 eleventh grade students 

enrolled 1n a trad ition a l program and the achievement scores achieved 

by 205 eleventh grade students In the school year previous to the 

inception of the f le x ib ly  scheduled program. Data gathered from nine 

subtests and a composite score on the Iowa Test o f Educational Development 

Indicated greater mean gains on eight of the ten comparisons by the 

students enrolled 1n the trad itio n a l program.

^ R o b e rt T. Oas, "A Study o f the Relationship of Students" 
Aptitude, Academic Achievement and Attitude Toward School For Selected 
School Populations." (unpublished Doctoral d issertation . University of 
South Dakota, 1969) sunoarlzed 1n Dissertation Abstracts, 30-D9A-3644.
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155In a study s im ila r to that of Qas, Leigh Investigated the 

e ffe c t of the Implementation o f modular scheduling on student achievement 

by comparing the grades and achievement scores o f eighty-seven 

secondary students who had experienced a trad itio n a l schedule 

succeeded the following year by a modular schedule. The comparison 

of both grade point averages and scores on the Metropolitan Achievement 

Test Subtests indicated s ig n ifican t Improvement beyond the ,01 level 

following the In it ia t io n  o f modular scheduling.

H atfie ld  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 o f the curriculum 

may Influence student a ttitu d e  and achievement. Data from 

120 students 1n grades eight through twelve were examined to determine 

the Impact o f the change 1n curricu lar organization on student achievement 

as measured by pre and post test scores or the Iowa Tests of Educational 

Development. Analysis o f the results showed no s ig n ifican tly  lower 

achievement scores on any grade level and s ig n ific an tly  higher 

achievement scores fo r ninth grade students.

155Thomas G ilbert Heigh, "Changes 1n A ttitudes, Conduct, and 
Scholastic Achievement Following Modular Scheduling 1n High School/1 
(unpublished Doctoral d issertation , United States International 
University, 1969) surnnarlzed In D issertation Abstracts* 30-09A-364D.

* 56Darrell Joe H a tfie ld , "A Three-Year Study of the Effect of An 
Individualized Learning Center o f Students' Attitude and Achievement," 
(unpublished Doctoral d isserta tion , Utah State University, 1970) 
summarized 1n Dissertation Abstraacts, 31-Q7A-3166.
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157Bull examined the differences 1n student achievement 1n 

Geometry between students taught by trad itio n a l methods as compared 

with those taught by Individualized Instruction, Students were 

randomly assigned to one of four regularly scheduled classes. Two 

classes taught by d iffe ren t teachers were trad itio n a l and two classes 

taught by the same teachers reversing the methodologies were 

Ind ividualized. The t - te s t  shewed the mean score of the students 

taught by the Individualized method to be s ig n ific a n tly  better than 

the mean score of the students taught by the tra d itio n a l method at the 

.05 le v e l.
ICQ

Wheaton Investigated the nature and degree of cognitive  

growth of secondary students being Instructed 1n Ind ividualized  

classrooms and compared th e ir  growth with that of a comparable 

group of students being Instructed 1n the trad itio n a l classroom 

setting . The evaluation was conducted 1n three subject matter 

f ie ld s , English) two mathematics areas, and general science and 

u tiliz e d  a pretest -  posttest design Involving in tac t groups with each 

student as a sampling unit. A two by two fa c to ria l design was 

employed 1n which one of the dimensions could be viewed as the

l57Scott Spragg B ull, "A Comparison of the Achievement of Geometry 
Students Taught by Individualized Instruction and Traditional Ins tru c tio n ,"  
(unpublished Doctoral dissertation, Arizona State U n ivers ity , 1971) 
sunmarlzed 1n Dissertation Abstracts, 31-09A-4616.

1 5 ^ 1 ibur Dean Wheaton, "An Evaluation of an Individualized  
Learning Program In a California Union High School D is t r ic t ,"  (un
published Doctoral d issertation, Unlveristy o f Southern C a lifo rn ia , 1971) 
summarized in Dissertation Abstracts, 32-IDA-5540.
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treatment variable and in  which the other two dimensions consisted of 

sec and I.Q . level as c lasslflcatory  variables.

Selected findings revealed that s ig n ifican t levels favoring  

the trad itional method over the individualized method were achieved 

1n the area o f arithm etic applications. A ll other areas registered no 

s ign ificant difference. The conclusions stress the fact that schools 

cannot anticipate s ign ifican t achievement gains when adopting Individualized  

programs 1n general nor fo r one sex over the other or fo r  higher or 

lower I.Q . students. Wheaton reconmends continued monitoring of 

cognitive growth on a comparative basis and the inclusion of

affective  variables.
159Taylor designed an experiment to obtain evidence that might 

be used to p a rtia lly  determine the effectiveness of Independent 

study in the teaching o f Algebra, The experiment was conducted over 

the period of one semester and Involved fo rty -e ig h t students enrolled  

1n two Algebra I classes. One class of twenty-three students was 

taught by lecture-dlscusslon; the other class of twenty-five students 

was taught by Independent study. On the basis o f the data obtained 

from achievement te s ts , Taylor concluded that there was no s ig n ifican t  

difference between the achievement of the two groups as a whole or 

when students were compared on the basis of high or low a b il i ty .

^ L o r e t to  Hay Taylor, * Independent Study Versus Presentation 
by Lecture and Discuss Ion: A Comparative Study o f A ttitude and 
Achievement in Two Algebra I C lasses/ (unpublished Doctoral d isserta tion , 
University o f Northern Colorado, 1971} sunmarlzed In D issertation  
Abstracts, 32-Q7A-3877.
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U n e b a rg e r^  notes that foremost among the s ig n ific a n t effo rts  

to Improve curriculum have been changes in the school's organizational 

structure in order to modify the basic relationships between teachers 

and learners 1n the u tiliz a tio n  of time and resources. The modular- 

f le x ib le  approach has been consistently adopted by schools seeking 

to change th e ir  organizational pattern , and Llnebarger sought to 

compare the effects o f a jun ior high school program of four years 

duration with two comparable Junior high schools u t il iz in g  tra d itio n a l 

approaches. He hypothesized that students 1n the m odular-flexible  

structure would do as well or b e tte r than students 1n the trad itio n a l 

structure In academic achievement. The data Indicated that of the 

sixteen achievement comparisons s ix  s ig n ific a n tly  favored the modular- 

f le x ib le  students and ten showed no s ig n ifican t difference.

SUMMARY

A review of the related lite ra tu re  suggests that facu lties  

tend to perceive individualized Instruction p o s itiv e ly , students 

tend to assume a neutral posture as regards th e ir  school experiences, 

and th e ir  achievement does not appear to be related  to th e ir  attitudes  

regarding school nor the ir partic ip atio n  1n Individualized curriculum  

organizations. Thus, a fin a l determination regarding the effects

^°Da1e Eugene Llnebarger, "A Longitudinal Assessment of the 
Glendale Junior High School Modular-Flexible Organization for 
Instruction Focusing on Student Achievement and Morale, 1965-1969,” 
(unpublished Doctoral d issertation , University o f Washington, 1971) 
sunmarlzed 1n Dissertation Abstracts, 32-03A-1230.
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of Individualized curriculum on student and faculty perceptions of th e ir  

school experiences and the accompanying trends 1n academic performance 

1s not yet clear.

In a review of the current status of the theoretical and empirical 

urglngs for teachers and administrators to develop more humanized 

environments George and Maxwell note that the response has been the 

establishment of "various forms of Individualized in s tru c tio n ." '® '

They stress that "the status of numerous Instructional strategies is 

extremely tenuous, with many being perpetuated by a fa lse sense of 

empirical security; teachers are Implementing a variety  of techniques
1fi2they assume to be superior but which have not been proven 1n practice." 

Comprehensive research efforts  are essential 1f  the potential attributes  

ascribed to Individualized instruction by Trump, Sllberman and others 

are to become re a lit ie s .

Thomas W. George and Ann Maxwell, HThe Validation of 
Individualized Instruction: A Glance at An Iceberg," Educational
Technology, XVI (February, 1976), 56.



C hapter 3

DESIGN OF THE STUDY

Chapter three presents profiles of the schools selected to 

participate 1n this study of the Impact o f curriculum strateg ies*

Identifies the instruments employed, and describes the administrative

procedures for th e ir Implementation and the analytical methods

applied to the data gathered.

INSTRUMENTATION

Organizational Climate Index

The Instrument 1s an eighty-Item Instrument which examines

"curriculum, teaching and classroom a c tiv it ie s , rules, regulations and
163policies, student a c tiv itie s "  and associated aspects o f school 

environments 11. . .  which help to give them th e ir  unique cultural
ifia

atmospheres." The data output of the OCI reports findings on 

six firs t-o rd e r factors and two second order factors. The six  f i r s t -  

order factors of Intellectual Climate, Achievement Standards,

Personal Dignity, Organizational Effectiveness, Orderliness, and

6̂3Stem, People 1n Context, p. 14.
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Impulse Control provide a composite view o f facu lty  perceptions of 

the ir work environment. The two second order factors of Development 

and Task Effectiveness developed from the s ix  f i r s t  order factors  

provide a more general Indication of the extent to which the environment 

of the school Is perceived as fostering the development of the 

individual s ta f f  member or being concerned with maintaining high 

levels of orderliness and structure. Factor r e l ia b i l i t ie s ,  estimated 

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

• 98 .165

Student Opinion Poll

The second Instrument employed In the study was the Student 

Opinion Poll which 1s a "sixty Item oplnlonnalre designed to e l ic i t  

responses concerning general sa tis factio n  or d issatis faction  with various 

aspects of school — v iz . ,  the teachers, curriculum, the student body, 

and classroom procedures. " 166 The Instrument has a r e l ia b i l i t y  

coeffic ien t of .6 5 .167

165See Appendix A for the Organizational Climate Index (Short 
Form} and Stern, p. 267, fo r a complete discussion of f i r s t  and second 
order factor r e l ia b i l i t ie s .  See Appendix fl fo r facto r d e fin itio n s .

166Jacob W, Getzels and P h ilip  W. Jackson, C re a tiv ity  and 
In telligence (New York: John Wiley and Sons, 1962), p. 14V. See
Appendix C t a r  the Student Opinion Poll.

167Jackson, L ife  in Classrooms, p. 79.
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SELECTED SCHOOLS

General

The three schools selected fo r the study are basically  s im ilar  

in size, type of students attending* and relig ious orien ta tio n . Each 

is  a parochial school located In In n e r-d ty  surroundings and draws 

Its  largely collegebound student population from suburban areas.

A ll three schools are under the d irect administrative control of the 

superintendent of schools fo r  the Richmond, V irg in ia , dlocesean school 

system, They are governed by s im ila rly  constituted school boards which 

are responsible for a l l  f is c a l and adm inistrative policy matters.

The schools determine admission through s im ila r examination procedures* 

and they each employ one fu l l  time adirln istrator. Table 1 presents 

a profile  o f students and facu lty  fo r each school Id e n tifie d  by 

its  curriculum structure,

Currlculmn Structure

The currlculimi structures in  existence at each school are 1n 

sharp contract to each other, and 1t  is the Impact o f these three 

different approaches to curriculum organization which was the central 

concern of th is  study. Schools were selected on the basis of the 

curriculum structure 1n operation a t the time of the study - -  tra d it io n a l,  

p a rtia lly  indiv idualized, or predominantly individualized.
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Profile  of Student and Faculty Populations of Selected Schools

School Students Faculty

Traditional Grade 8 38
9 55

10 34 Men 2
11 38
12 31* Women 15

Total 196 Total 17

P artia lly Grade 8 50
Indl vidua 11 zed 9 61

10 49 Men 6
11 36
12 32 Women 16

Total 228 Total 22

Predominantly Grade 8 46
Individualized 9 38

10 37 Men 6
11 42
12 39 Women 11

Total 202 Total 17
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The trad itio n a l curriculum structure requires that a l l  students 

divide the time availab le In  the academic day equally among a ll  courses. 

Each class meets at the same time period each day. Large group 

lecture-discussion Is  the predominant classroom methodology.

The p a r t ia lly  Individualized curriculum structure requires that 

a ll  students divide eighty percent of the time availab le 1n the academic 

day equally among a ll courses. Large groups, lecture-dlscusslon 1s the 

predominant classroom methodology. The remaining twenty percent of each 

academic day 1s organized and scheduled by the Individual student 

according to student selected a c tiv it ie s  designed to reach the objectives 

specified In Learning A c tiv ity  Packages (LAPs) u tiliz e d  in each course.

An advisory system operates 1n conjunction with th is  curriculum  

structure, and a ll students consult with thelradvlsor dally  with respect 

to Individual and small group a c t iv it ie s , time management, and LAP 

progress.

The predominantly Ind ividualized curriculum structure requires 

that a ll  students spend approximately th ir ty - f iv e  percent o f the availab le  

academic time In tra d itio n a lly  organized classrooms fo r specified  

courses. The remaining s ix ty -f iv e  percent of the availab le  time Is 

devoted to individual and small group a c tiv it ie s  determined by the 

objectives of the Learning A c tiv ity  Packages u tiliz e d  In each course. An 

advisory system also 1s u t il iz e d  1n this curriculum organization and 

students meet with th e ir  advisors d a lly  to review LAP progress. Modular 

scheduling 1s employed and follows a two week cycle.



79

DATA COLLECTION PROCEDURES

General

Central o ffice  personnel and the Individual school administrators 

were contacted ind ividually and appointments were arranged to fu lly  

explain the proposed study* specific times were arranged with each of 

the three schools for the administration of the two instruments and 

the collection of related data.

During a three week period the instruments were a*n1n1stered a t  

each of the schools following s im ilar procedures on specially designated 

s ta ff  development days which are part of the regular school calendar 

of each school. These days provide fo r an abbreviated class schedule 

1n the morning and afternoon faculty meetings. For the administration 

of the Student Opinion P o ll, special packets were prepared fo r the homeroom 

teachers 1n their respective schools. The packet contained test booklets, 

answer sheets, and directions for d is trib u tio n  and collection of the 

Instrument. Specific directions for the completion of the poll were 

given over the school public address system by the researcher at two 

schools and by a representative of the central o ffic e  at the th ird school. 

All polls were completed during an extended homeroom 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 s ta ff development a c tiv it ie s  a t each school. The OCI was 

administered by the researcher at two schools and by a central office  

representative at the th ird  school.
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A special packet fo r each school p rinc ipa l was prepared which 

contained testing materials fo r  students and facu lty . A to ta l o f ten 

completed student Instruments and four completed faculty Instruments 

were forwarded to the researcher w ithin one week of th e ir  I n i t i a l  

adm inistration. Thus a 100 percent response from both facu lty  and 

students at a l l  three schools was attained.

Additional data concerning student a b i l i ty  and achievement scores 

were abstracted from student f i le s .  The e n tire  data co lle c tio n  process 

for a ll  schools was complete w ithin one month of the In i t i a l  Instrument 

administration at the f i r s t  school.

DATA ANALYSIS

Independent Variables

The data were tabulated according to school designation, spec ific  

grade lev e ls , and to ta l enrollment fo r student opinions and by to ta l 

number of teachers fo r facu lty  opinions. The tra d itio n a l school 

employed Z men and 15 women fo r a to ta l fa cu lty  of 17. Student 

enrollment 1n the tra d itio n a l school for grades eight through twelve 

was as follows; grade eight -  38 students, grade nine -  55 students, 

grade ten -  34 students, grade eleven -  38 students, and grade 

twelve -  31 students for a to ta l enrollment of 196 students. These data 

are sunmarlzed In Table 1.

The p a r t ia lly  Individualized school employed 6 men and 16 women 

for a to ta l facu lty  of 2Z. Student enrollment 1n the p a r t ia l ly  

Individualized school fo r grades eight through twelve was as follows:
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grade eight - 50 students , grade nine -  61 students* grade ten - 49 

students* grade eleven - 36 students, and grade twelve - 32 students fo r  

a to ta l enrollment of 228 students.

The predominantly Individualized school employed 6 men and 11 

women for a to ta l faculty of 17, Student enrollment In  the predominantly 

individualized school fo r  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 

fo r a to ta l enrollment o f 202 students.

Dependent Variables

The Organizational Climate Index yielded scores presented in 

Chapter 4. Each Item afforded a positive (tru e ) or negative (fa ls e )
1 fift

response. Previous factor analysis using a principal component 

equamax procedure resulted in derivation of the six f i r s t  order and two 

second order factors described In Appendix B. Scores for each of the 

six f i r s t  order factors were computed by awarding one point fo r  each 

Item answered as keyed. Scored fo r  the two second-order factors were 

compiled through a combination of f i r s t  order factors. Scores were 

s ta t is t ic a lly  examined to determine possible differences in faculty  

perceptions of th e ir  respective school environments fo r each o f the 

six f i r s t  order factors and two second order factors. In addition, 

scores fo r the six  f i r s t  order factors were converted to standard 

scores fo r comparison to national norms 1n each of the areas,

1SASee Stem, Chapter 15, fo r a complete description of factor 
analysis procedures.
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The Student Opinion Poll yielded scores presented 1n Chapter 4.

Each Item afforded four to five  d iffe re n t responses Indicating varying 

degrees of satis faction  with the school environment. One point was 

awarded each time a student selected the most favorable response. A 

completely sa tis fied  student would thus record a score of 60 while a 

completely d issatis fied  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 2B. Scores were s ta t is t ic a lly  

examined on the basis of grade level and to ta l school enrollment to 

determine possible differences 1n students' perceptions of th e ir  

respective school envlornments.

The Scholastic Aptitude Test scores u t il iz e d  1n 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 Educational Testing service and recorded in the 

Individual student's permanent record f i le .

The Preliminary Scholastic Aptitude Test/National M erit Scholarship 

Qualifying Test scores u tilize d  1n the study were the scaled scores 

fo r  verbal achievement and mathematics achievement. These scores are 

computed and reported by the College Entrance Examination Board and 

Educational Testing Service and recorded In the Individual student's 

permanent record f i l e .

The Academic Evaluation Council Test scores u tiliz e d  1n the 

study were the scaled scores fo r verbal achievement and mathematics 

achievement. These scores are computed and reported by the Educational
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Testing Service end recorded 1n the Individual student's permanent 

record f i l e .

The 0t1s Quick-Scoring Mental A b ility  Test scores u tiliz e d  In 

the study were the normed scores fo r the beta version of the test 

as achieved by each student upon application for th e ir  respective 

school. The tests were administered by the respective school's 

guidance personnel and results recorded in the student's permanent 

record f i l e .

S ta tis tica l Analysis Employed

Data obtained from the Organizational Climate Index and the 

Student Opinion Poll were analyzed through the use o f analysis of 

variance. The Sheffe Test was applied to the mean scores of factors 

found to be s ta t is t ic a lly  s ign ificant a t the ,05 or ,01 level fo r  the 

Organizational Climate Index.

Scores for verbal achievement and mathematics achievement for 

tenth,eleventh, and twelfth grade students and those students Id en tified  

as sa tis fied  and dissatisfied were analyzed through the use of analysis 

of covariance. The Individual student's Otis IQ score served as the 

covariate. Analysis of variance was also applied to the verbal and 

mathematics achievement scores of those students Id en tified  as high 

a b ility  students.



Chapter 4

RESULTS

This chapter presents the s ta tis tic a l findings attained through 

the execution of the research design described 1n Chapter 3. Specific 

findings pertaining to the s ix  hypotheses outlined 1n Chapter 1 are 

tabulated with pertinent discussion and analysis in each o f the chapter's 

six  sections corresponding to the six hypotheses.

FACULTY PERCEPTIONS OF ORGANIZATIONAL CLIMATE

The f i r s t  hypothesis posed fo r Investigation stated that: Teacher 

perceptions of organizational climate w ill be s ig n ific a n tly  more favorable 

1n the p a r t ia lly  Individualized curriculum organization than 1n the 

predominantly individualized curriculum organization or trad itio n a l 

curriculum organization. Table 2 and Figures 1, 2 ,  and 3 summarize 

the findings fo r the comparison made 1n conjunction with hypothesis 

number 1 .

The F ra tio  of 11.1660 for the comparison of facu lty  perceptions 

of In te lle c tu a l Climate was s ig n ifican t at the .01 leve l. The difference  

of 2.9759 between the mean scores of the tra d it io n a l school and the 

p a r t ia lly  Individualized school was s ig n ifican t at the .01 level with 

the facu lty  of the p a r t ia lly  Individualized school having the more 

positive perception of th e ir  school's In te lle c tu a l Climate. The
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The difference of 1,4706 between the mean scores of the traditional 

school and the predominantly Individualized school was not s ta tis tic a lly  

s ig n ifican t. The difference o f 1.5053 between the mean scores of the 

p a r t ia lly  Individualized school and the predominantly individualized 

school was not s ta t is t ic a lly  s ign ifican t, The standard scores of 

-1.2744 for the trad itional school, ■•'.8513 for the partia lly  individualized 

school and -.2240 for the predominantly individualized school were not 

s ig n ific an tly  d iffe ren t from the national norms.

The F ra tio  of .6761 fo r the comparisons of faculty perceptions 

of Achievement Standards was not s ta t is t ic a lly  significant. The standard 

scores of +.4000 fo r the trad itio n a l school* +.7704 for the partia lly  

individualized school and +1,0536 for the predominantly individualized 

school were not s ig n ifican tly  d ifferent from the national norms.

The F ra tio  of 1.5472 for the comparisons of faculty perceptions 

o f Personal Dignity was not s ta t is t ic a lly  significant. The standard 

scores of -.1997 for the trad itio n a l school* +.5403 for the partia lly  

individualized school and +.7531 for the predominantly individualized 

school were not s ig n ifican tly  d iffe ren t from the national norms.

The F ra tio  of 3,3152 for the comparisons of faculty perceptions 

of Organizational Effectiveness was s ign ificant at the .05 level. The d if fe r 

ence of 1.2924 between the mean scores of the traditional school and 

the p a r t ia lly  Individualized school was significant at the .05 level 

with the faculty of the p a r t ia lly  individualized school having the more 

positive perception of th e ir  school's organizational effectiveness.

The difference of 1,4705 between the mean scores of the traditional 

school and the predominantly Individualized school was significant at
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the >05 level with the facu lty  of the predominantly Individualized school 

having the more positive perception o f th e ir  school's organizational 

effectiveness. The difference of .1171 between the mean scores of the 

p a rtia lly  Individualized school and the predominantly Individualized  

school was not s ta t is t ic a l ly  s ig n ific a n t. The standard scores of 

+.276B for the trad itio n a l school, +1,2430 fo r the p a r t ia lly  individualized  

school and +1*3702 fo r the predominantly Ind iv idualized school were 

not s ig n ific an tly  d iffe re n t from the national norms.

The F ra tio  of 6.8043 fo r the comparisons of facu lty  perceptions 

of Orderliness was s ig n ifica n t at the .01 leve l* The difference of 

2,3102 between the mean scores of the tra d itio n a l school and the p a r t ia lly  

Individualized school was s ig n ific a n t at the .01 level with the faculty  

of the p a r t ia lly  ind ividualized school perceiving stronger organizational 

pressures fo r the maintenance of s tructure . The difference of 1.4705 

between the mean scores of the tra d itio n a l school and the p a r tia lly  

individualized school was not s ta t is t ic a l ly  s ig n ific an t- The difference  

of .1711 between the p a r t ia lly  ind iv idualized school and the predominantly 

individualized school was not s ta t is t ic a l ly  s ig n ific a n t. The standard 

scores of -.8632 fo r the tra d itio n a l school, +.9923 fo r the p a r t ia lly  

Individualized school and -.0600 fo r  the predominantly Individualized school 

were not s ig n ific a n tly  d iffe re n t from the national norms.

The F ra tio  of 1.4020 for the comparisons of faculty perceptions 

of Impulse Control was not s ta t is t ic a l ly  s ig n ific a n t. The standard 

scores of -.8912 fo r the tra d itio n a l school* -1.5568 fo r the p a rtia lly  

individualized school and -.4368 fo r the predominantly individualized  

school were not s ig n ific a n tly  d iffe re n t from the national norms.
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The F ra tio  o f 2,8574 fo r the facu lty  perceptions of Development 

was not s ta t is t ic a lly  s ig n ifica n t. The standard scores of -.1145 

for the trad ition a l school, +1.1 258 fo r the p a r t ia lly  Individualized  

school and +.6286 for the predominantly individualized school were not 

s ig n ifican tly  d iffe re n t from the national norms.

The F ra tio  o f 5.78S8 fo r the comparisons of facu lty  perceptions 

of Task Effectiveness was s ig n ific a n t a t the .01 lev e l. The difference  

of 3,6097 between the mean scores of the tra d itio n a l school and the 

p a r t ia lly  Individualized school was s ig n ific a n t at the ,01 level with the 

facu lty  of the p a r t ia lly  Individualized school perceiving stronger 

organizational emphasis on task completion. The difference of 2.4706 

between the mean scores of the trad itio n a l and the predominantly 

Individualized schools was s ig n ifican t at the .01  level with the faculty  

of the predominantly Ind ividualized school perceiving a stronger 

organizational emphasis on task completion. The difference of 1.1391 

between the mean scores of the p a r t ia lly  ind iv idualized school and the 

predominantly individualized school was not s ta t is t ic a lly  s ig n ifican t.

The standard scores o f -.3194 fo r the tra d itio n a l school, +1.2992 

for the p a r t ia lly  individualized school and +.7884 fo r the predominantly 

Individualized school were not s ig n ific a n tly  d iffe re n t from the national 

norms.

For hypothesis number one there was a p a rtia l s ta t is t ic a lly  

s ig n ifican t confirmation fo r the two f i r s t  order factors concerning 

In te llec tu a l Climate and Organizational Effectiveness. There was no
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demonstrated s ig n ific a n t support 1n the four remaining f ir s t  order 

factors or the two second order factors. There was s ta tis tic a lly  

s ign ifican t confirmation of an emphasis on Orderliness 1n the partia lly  

individualized school when compared to the trad itional school. Finally 

there was s ta t is t ic a lly  s ign ificant confirmation of an emphasis on 

Task Effectiveness In both the p a rtia lly  individualized and the pre

dominantly individualized school when compared to the traditional school.

STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT

The second hypothesis posed fo r investigation stated that:

There 1s a s ig n ific a n tly  greater degree of satisfaction among students 

1n the p a r t ia lly  individualized curriculum organization than 1n the 

predominantly Individualized curriculum organization or the traditional 

curriculum organization. Table 3 summarizes the findings for the 

comparisons made in conjunction with hypothesis nunfcer 2 .

The F ra tio  of 7.37S fo r the comparison of a ll  student opinions was 

sign ifican t a t the .001 level. The F ra tio  of .220 for the comparison 

of the trad itio n a l school student opinion versus the partia lly  Individualized 

school student opinion was not s ta t is t ic a lly  s ign ificant. The F ratio 

of 10.502 for the trad ition a l school student opinion versus the pre

dominantly individualized school student opinion was significant at the 

.001 level with the students 1n the predominantly Individualized school 

re flec tin g  a more positive attitude towards th e ir  school experiences.

The F ra tio  of 12.200 fo r the p a r t ia lly  individualized school student 

opinion versus the predominantly Individualized school student opinion 

was s ign ifican t a t the .001 level with the students 1n the predominantly
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Comparisons o f Student Perceptions of School Enviornment

Grade Traditional
(T)

P a rtia lly  
Individualized

< h )

Predominantly
Individualized

<PZ>

All N 196 228 202
Grades

M 27.842 27.399 30.693

SD 8.818 10-390 8,994

df SS MS F P

2 1326.416 663.208 7.378 <.001*

8 N 38 50 46

M 30.632 51.600 32.804

SD 9.128 10.294 9.793

df SS MS F P

2 99,798 49.891 .519 n,S.

9 N 55 61 38

K 26,273 22.623 30.298

SD 8.333 11.086 7,952

df SS MS F P

2 1393.656 696.928 7.556 < .001*
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Grade Tradl tlonal 
( T )

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

CPz)

10 N 34 49 37

M 25.842 29.000 30.378

SD 11.129 8.99B 10.056

df SS MS F P

2 366.282 193.141 1.946 n .s .

11 N 38 36 42

M 30.026 28.500 29,548

SD 5.944 8.157 7.642

df SS MS F P

2 44.930 22.465 .420 n .s .

12 N 31 32 39

M 26.742 26.250 30.128

SO 7,470 10.223 9.302

df SS MS F P

2 322.295 161.147 1.945 n.s.

*T x P^ F-.Z2Q* p n.s.
T x P2 : F“10.502* p <.001
P; x P2 : F-12.200, p <.001

**T x  P^: F"3.790, p  n.s.
T x P2 J F-5.035, p <,05 

P]X P2 : F"13.742, p <.001
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In d iv id u a lized  school re fle c tin g  a more p o s itive  a ttitu d e  towards 

th e ir  school experiences.

The F ra tio  of .519 fo r the comparison o f eighth grade student 

opinion was not s ig n ific a n t. The F ra tio  of 7,556 for the comparison of 

ninth  grade student opinion was s ig n ific a n t at the .001 le v e l. The 

F r a t io  of 3.790 fo r  the comparison of the ninth grade tra d itio n a l 

school student opinion versus the ninth grade p a r t ia lly  Individualized  

school student opinion was not s ta t is t ic a l ly  s ig n ific a n t. The F ra tio  

o f 5,035 fo r  the comparison o f the ninth grade tra d itio n a l school 

student opinion versus the ninth grade predominantly Ind ividualized school 

student opinion was s ig n ific a n t at the .05 leve l with the ninth grade 

students 1n the predominantly Ind iv idualized  school re flec tin g  a more 

po s itive  a ttitu d e  towards th e ir  school experiences. The F ra tio  of 13.742 

fo r  the comparison o f the ninth grade p a r t ia lly  Individualized school 

student opinion versus the ninth grade predominantly Ind ividualized  

school student opinion was s ig n ific a n t a t the .001  level w ith the 

ninth grade students in the predominantly ind iv idualized  school 

re fle c tin g  a more p o s itive  a ttitu d e  towards th e ir  school experiences.

The F ra tios  of .147 fo r the comparison o f tenth grade student 

opinion, .658 fo r  the comparison of eleventh grade student opinion, and 

.148 fo r the comparison of tw e lfth  grade student opinion were not 

s ta t is t ic a l ly  s ig n ific a n t. Thus, fo r  hypothesis number two there was 

no s ig n ific a n t s ta t is t ic a l  confirmation. Analysis of the data suggest 

th a t , w ith the exception of ninth grade students 1n the predominantly 

In d iv id u a lized  school, student perceptions o f th e ir  school experiences 

do not d if fe r .



98

HIGH ABILITY STUDENTS* PERCEPTIONS OF SCHOOL ENVIRONMENT

The th ird  hypothesis posed fo r investigation stated that: High

a b ility  students re fle c t a s ta t is t ic a lly  greater degree of satis faction  

in the p a rtia lly  Individualized curriculum organization than 1n the 

predominantly individualized curriculum organization or the trad itio n a l 

curriculum organization. Table 4 summarizes the findings fo r the 

comparisons made 1n conjunction with hypothesis number 3.

The F ra tio  of 6.983 for the comparison of the opinions of a ll 

high a b ility  students was s ig n ifica n t at the .001 le v e l. The F ra tio  

of 5.028 for the comparison of the opinions of high a b il ity  students 

1n the trad itional school versus high a b il ity  students 1n the p a r t ia lly  

Individualized school was s ig n ifica n t at the .05 level with the students 

1n the trad itional school re flec tin g  the more positive  a ttitu d e  towards 

th e ir  school experiences* The F ra tio  of 1,907 fo r the comparison of 

the opinions of high a b ility  students 1n the trad itio n a l school versus 

high a b ility  students in the predominantly Ind ividualized school was not 

s ta t is t ic a lly  s ig n ifican t. The F ra tio  of 11-817 fo r the comparison of 

the opinions o f high a b il ity  students in the p a r t ia lly  Individualized  

school versus high a b ility  students 1n the predominantly individualized  

school was s ign ificant at the .001  level w ith the students 1n the 

predominantly individualized school re flec tin g  for the more positive  

a ttitu d e  towards th e ir  school experiences.
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Table 4

Comparisons of High A b ility  Student Perceptions of School Environment

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

CPZ)

A ll
Grades

N 28 

M 29.393

45

24.733

26

32,385

SD 7.390 9.314 8.523

df SS MS F P

2 1034.000 517.000 6.983 < .001*

8 N 8 7 4

M 30.875 28.000 31.750

SD 7,318 9.557 7.932

df SS MS F P

2 46.375 23,187 .334 n.s.

9 N 6 19 5

M 26.500 19.365 34.800

SD 7.064 6.363 4.658

df SS MS F P

2 1016.243 508.121 12.910 < .001* *

10 N 3 8 8

M 32.677 27.000 32.875

SD 10,263 8.34 11,753

df SS MS F P

2 156.880 77.440 ,733 n.s.
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Table 4 (continued)

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

(P2 )

11 N 3 

M 30.000 

SD 7.211

6

30.833

5.115

6

31,500

7,064

df SS MS F P

2 4.600 2.300 .057 n .s .

12 N 8 

M 28.625 

SD 7.836

5

29,600

14.775

3

29.667

11,504

df SS MS F P

2 4.009 2.004 .017 n.s.

*T X Pi-* F= 5.028, p <.05

T X P2 = F= 1.907, p n.s.

pi X V F = l l .e i7 ,  p <,001

X pr F* 5.466, p <.05

T X Pz: F= 5.028, p., n.s.

X P2; F=25.500, p <.001
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The F ra tio  of *334 for the comparison o f the opinions o f a l l  

high a b ility  students in the eighth grade was not s ta t is t ic a lly  s ig n ifican t*  

The F ra tio  of 12.910 for the comparison of the opinions of high 

a b ility  students In the ninth grade was s ig n ifican t at the *001 leve l*

The F ra tio  of 5.466 for the comparison of the opinions of high a b i l i ty  

students in the ninth grade of the trad itio n a l school versus high a b il ity  

students in the ninth grade of the p a r t ia lly  Individualized school was 

s ig n ifican t a t the .05 level with the students in the tra d itio n a l 

school reflecting  the Trore positive a ttitu d e  towards th e ir  school 

experiences. The F ra tio  of 5,028 fo r the comparison of the opinions 

of high a b il ity  students in the ninth grade of the tra d itio n a l school 

versus high a b ility  students 1n the ninth grade of the predominantly 

Individualized school was not s ta t is t ic a lly  s ig n ifican t* The F ra t io  

of 25.500 fo r the comparison of the opinions of high a b i l i ty  students 

1n the ninth grade o f the p a rtia lly  Ind iv idualized school versus high 

a b ility  students 1n the ninth grade of the predominantly Ind ividualized  

school was s ign ifican t at the .001 leve l with the students 1n the predomi

nantly Individualized school reflec tin g  the more positive a ttitu d e  

towards th e ir  school experiences.

The F ratios of ,733 for the comparison o f the opinions o f high 

a b il ity  students tn the tenth grade, .057 fo r the comparison o f the opinions 

of high a b ility  students 1n the eleventh grade, and .017 fo r the comparison 

of the opinions of high a b ility  students in the twelfth grade were not 

s ta t is t ic a lly  s ig n ifican t. Thus, fo r  hypothesis number three there was 

no s ig n ifican t s ta t is t ic a l confirmation. An analysis of the data 

suggests that, with the exception of ninth grade students in  the
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p a r t ia lly  Individualized school, high a b ility  students 1n the three 

schools do not d if fe r  in th e ir  perceptions o f school experiences.

STUDENT ACHIEVEMENT

The fourth hypothesis posed fo r Investigation stated that: The

achievement of students in the p a r t ia lly  Individualized curriculum 

organization s ig n ific a n tly  exceeds the achievement of students In  the 

predominantly Ind ividualized curriculum organization and the tra d itio n a l 

curriculum organization. Tables 5 and 6 summarize the findings for 

the comparisons made 1n conjunction with hypothesis number 4.

The F ra tio  of 8.685 fo r the comparison of tenth grade verbal 

achievement scores was s ig n ifica n t a t the *001 leve l, The F ra tio  of 

12,567 fo r the comparison of tenth grade verbal achievement scores 1n 

the trad ition a l school versus the p a r t ia lly  Individualized school was 

s ig n ifican t at the .001 level with the students 1n the p a r t ia lly  

Individualized school scoring higher In  verbal achievement.

The F ra tio  of .228 fo r the comparison of tenth grade verbal 

achievement scores 1n the tra d itio n a l school versus the predominantly 

Individualized school was not s ta t is t ic a lly  s ig n ific an t, The F ra tio  of 

2.432 fo r the comparison o f tenth grade verbal achievement scores In the 

p a r t ia lly  individualized school versus the predominantly Individualized  

school was not s ta t is t ic a lly  s ig n ifican t.

The F ra tio  of 5.973 fo r the comparison of tenth grade mathematics 

achievement scores was s ig n ific a n t a t the ,01 le v e l. The F ra tio  of 

9.467 fo r the comparlosn o f tenth grade mathematics achievement scores 

1n the trad ition a l school versus the p a r t ia lly  Individualized school was
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Student Verbal Achievement

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

( * 2 >

10 N 34 49 37

M 51.176 56.898 52.243

SD 8.204 9.566 8 ,1 2 2

df SS MS F P

2 671.723 335.861 8.685 .001*

11 N 38 36 41

M 40.605 38.167 39.341

SD 10.020 8.923 12.304

df SS MS F P

2 337.254 168.627 2.727 n.s .

12 N 31 32 40

H 480.968 454.688 410.750

SD 103.998 130.632 117.634

df SS MS F P

2 5623.813 2811.906 .434 n.s .

*T x  F“12.567t p <.001

T x ? 2 ‘ F» .288, p n.s .

Pi x P%: F» 2.43Z, p n.s .
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T a b le  6

Student Mathematics Achievement

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

PredonH nantly  
Ind iv idualized

P?

10 N 34 49 37

H 46,676 54.796 51.109

SD 9.757 9.269 8.406

df SS MS F P

2 467.730 233.865 5.973 < .01*

11 N 38 36 41

M 44.132 41.167 38,390

SD 9.905 e. 25i 11.036

d f SS MS F P

2 218.207 109.104 2.129 n.s .

12 N 31 32 40

M 469.677 463.125 405.500

SD 113.475 124,782 111.791

df SS MS F P

2 22995.938 11497.969 1.682 n .s .

*T x P , ;  F-9.478, p <.01

T x  ? i :  F-1,924, p n.s.

P̂  x Pg: F-6.590, p <.05
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significant at the .01 level with the students in the p a r t ia lly  Individualized  

school scoring higher in mathematics achievement. The F ra tio  of 1.942 

for the comparison of tenth grade mathematics achievement scores In the 

trad itional school versus the predominantly individualized school was 

not s ta t is t ic a lly  s ig n ifican t. The F ra tio  of 6,59 fo r the comparison 

of tenth grade mathematics achievement scores 1n the p a r t ia lly  Ind iv idualized  

school versus the predominantly Individualized school was s ig n ific an t  

at the .05 level with the students 1n the p a r t ia lly  individualized  

school scoring higher 1n mathematics achievement.

The F ratios of 2.129 fo r the comparison of eleventh grade 

mathematics achievement scores and 1.682 for the comparison o f tw elfth  

grade mathematics achievement scores were not s ta t is t ic a lly  s ig n ific a n t.

Thus, there was a p a rtia l s ta t is t ic a lly  s ig n ifican t confirmation of 

hypothesis number four as was demonstrated 1n tenth grade verbal achievement 

for the p a rtia lly  Individualized school when compared to the tra d itio n a l 

school and 1n tenth grade mathematics achievement fo r the p a r t ia lly  

individualized school when compared to both the trad itio n a l school and 

the predominantly Individualized schools. Further analysis o f the data 

indicates that student verbal and mathematics achievement on the eleventh 

and twelfth grade levels does not d if fe r  among the three schools.

ACHIEVEMENT SCORES FOR SATISFIED STUDENTS

The f i f t h  hypothesis posed for investigation stated that; The 

achievement of sa tis fied  studetns 1n the p a r t ia lly  Ind ividualized curriculum  

organization s ig n ific a n tly  exceeds the achievement of s a tis fie d  

students 1n the p a r t ia lly  Individualized currlculun organization and the
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tra d itio n a l curriculum organization. Tables 7 and 8 summarize the 

findings fo r the comparisons made In conjunction with hypothesis 

number 5.

The F ratios of 2.811 fo r ttie comparison o f verbal achievement 

scores fo r sa tis fied  students 1n the tenth grade, 1.365 for the comparison 

of verbal achievement scores fo r s a tis fie d  students 1n the eleventh grade, 

and ,057 fo r the comparison of verbal achievement scores fo r satisfied  

students In the tw elfth  grade were not s ta t is t ic a lly  s ig n ifican t.

The F ra tio  of 1.773 for the comparison of mathematics achievement 

scores fo r sa tis fied  students in the tenth grade was not s ta t is t ic a lly  

s ig n ifica n t. The F ra tio  of 5.925 fo r the comparison of mathematics 

achievement scores for sa tis fied  students 1n the eleventh grade was 

s ig n ific a n t at the .01 leve l. The F ra tio  o f 1,722 fo r the comparison 

of mathematics achievement scores fo r s a tis fie d  students 1n the 

tra d itio n a l school versus the p a r t ia lly  Individualized school was not 

s ig n ific a n t. The F ra tio  of 10.594 fo r the comparison o f mathematics 

achievement scores fo r sa tis fied  students In  the trad itio n a l school 

versus the predominantly Individualized school was s ig n ific a n t a t the 

,01  level with students in the tra d itio n a l school recording the higher 

scores. The F ra tio  o f 1.901 fo r the comparison o f mathematics achievement 

scores fo r s a tis fie d  students 1n the p a r t ia lly  Individualized school 

versus the predominantly Individualized school was not s ig n ifican t.

The F ra tio  of 1.461 fo r the comparison of mathematics achievement scores 

for sa tis fie d  students in twelfth grade were not s ta t is t ic a lly  s ig n ifican t. 

Thus, fo r  hypothesis nunter 5 no s ta t is t ic a lly  s ig n ific a n t confirmation 

was demonstrated. An analysis of the data suggests that the verbal and
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V e rb a l Achievem ent Scores For S a t i s f i e d  S tu d en ts

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

(P2 )

IQ N 9 12 9

H 52.667 51.833 53.788

SD 8.389 12.209 8.555

df SS MS F P

2 269.199 135.600 2.811 n.s.

11 N 10 9 11

M 43.200 41.889 37.818

SD 9.531 5.840 11.400

df SS MS F P

I  118.018 59.009 1.368 n .s .

IE N 6 8 10

M 503. 750 475.000 421.DOO

SD 71.701 140.611 152.712

df SS MS F P

2 597.688 298.844 .057 n.s .
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Mathematics Achievement Scores For S a t i s f i e d  Students

Grade Traditional
0 )

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

W

10 N 9 12 9

M 51,222 54.583 50.667

SD 9.550 9.662 9.552

df SS MS F P

2 158.761 79.381 1.773 n .s .

11 N 10 9 11

M 47.600 45.667 36,636

SD 5.582 5.766 9.330

df SS MS F P

2 377.365 188.682 5.925 < .01*

12 N S 8 10

M 460.000 488.750 430.000

SD 77.257 137.575 84.722

df SS MS F P

2 14793.375 7396.688 1.461 n.s.

*T x P^: F* 1.7Z2, p n.s.
T x P2; F-10.594, p <.01
Pi x P2: F= 1.901* p n.s.
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mathematics achievement o f sa tis fie d  students does not d if fe r  on the 

tenth and twelfth grade levels. The s ig n ifican t results favoring the 

sa tis fied  students 1n the trad itio n a l school versus the predominantly 

Individualized school cannot he a ttribu ted  to curriculum organization In 

view of the findings on the tenth and tw elfth  grade levels and the small 

nuntter of scores examined.

ACHIEVEMENT SCORES FOR DISSATISFIED STUDENTS

The sixth hypothesis posed for Investigation stated th a ti The 

achievement of d issa tis fied  students 1n the p a r t ia lly  Individualized  

curriculum organization s ig n ific a n tly  exceeds the achievement of d is

sa tis fied  students In  the predominantly Individualized curriculum  

organization and the tra d itio n a l curriculum organlzatlon. Tables 9 and 

10 summarize the findings for the comparisons made in conjunction with 

hypothesis number 6 .

The F ratios o f 1.080 fo r the comparison of verbal achievement 

scores for d issa tis fied  students in the tenth grade, 1.366 fo r the 

comparison of verbal achievement scores fo r d issa tis fied  students 1n 

the eleventh grade, and 1,726 fo r  the comparison o f verbal achievement 

scores fo r d issa tis fied  students In the tw elfth  grade were not 

s ta t is t ic a lly  s ig n ific a n t. The F ra tio  of 3.671 fo r  the comparison 

of mathematics achievement scores fo r d issa tis fied  students In the tenth 

grade was s ig n ific a n t a t the .06 le ve l. The F ra tio  of 5.922 fo r the 

comparison of mathematics achievement scores for d issa tis fied  students In  

the tenth grade o f the trad itio n a l school versus the p a r t ia lly  Ind iv idu a l

ized school was s ig n ific a n t at the .05 level with the students In  the
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Table 9

Verbal A c M e v e ro n t  Scores Fo r D i s s a t i s f i e d  Students

Grade Traditional
(T)

P a rtia lly
Individualized

(P i)

Predominantly
Individualized

(P2 )

10 N 9 12 9

M 46.667 55.000 50.333

SD 7.141 9.400 9.179

df SS MS F P

2 97.791 48.869 1.080 n.s.

11 10 9 11

M 41.500 35.778 40.818

SD 9.618 6.467 12,295

df SS MS F P

2  200.710 100.355 1.366 n.s.

12 N 8 8 10

M 462.500 477.500 428,000

SD H7.199 121.037 127.OQO

df SS MS F P

2 8903.250 4451,625 1.726 n.s.
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T a b le  ID

Mathematics Achievement Scores For D i s s a t i s f i e d  Students

Grade Traditional
(T)

P a rtia lly  
Individual 1 red 

(P i)

Predominantly
Individualized

(P2 )

10 N 9 12 9

M 43.222 55.750 50.889

SD 7 .74Z 10.270 6.547

df SS MS F P

2 394.196 197.098 3.671 <.05*

11 N 10 9 11

M 44.500 39.111 40.727

SD 11.674 3.983 12.476

df SS MS F P

2 63.254 31.627 .457 n.s.

12 N 8 8 10

M 457.500 482,500 399.000

SD 120.B01 115.974 141.649

df SS MS F P

2 7301.000 3650.500 ,693 n.s.

*T x ? y .  F= 5.922, p <.05
T x Pg: F- £.618, p n.s.
P| x Pg: F= 1.322, p n s.
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p a rtia lly  Individualized school recording the higher scores. The F 

ratio  of 2.61B for the comparison of mathematics achievement scores 

for dissatisfied students In the trad itional school versus the pre

dominantly Individualized school, and the F ratio  of 1.322 for the comparison 

of mathematics achievement scores fo r dissatisfied students 1n the tenth 

grade of the p a rtia lly  Individualized school versus the predominantly 

individualized schools were not s ta tis tic a lly  s ign ificant. Thus, 

fo r hypothesis nunfcer six a p artia l s ta tis tic a lly  s ign ificant confirmation 

was demonstrated. An analysis of the data suggests that verbal and 

mathematics achievement scores of d issatisfied students does not d if fe r  

on the eleventh or twelfth grade levels. And, although there was 

s ta tis tic a lly  s ign ificant confirmation for tenth grade students 1n 

favor of the students 1n the p a r t ia lly  Individualized school when 

compared to the trad itional school findings fo r the eleventh and twelfth  

grades and the small ntmfcer of student scores examined does not make i t  

possible to suggest that curriculum organization had a significant 

Impact on the achievement o f these students.

SUMMARY

A review of the hypotheses developed for the current research 

Indicates the followings

Hypothesis 1: S ta tis tica l analysis p a rtia lly  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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Hypothesis 2 : S ta tis tic a l analysis does not support the hypothesis.

The perceptions of students 1n the p a r t ia lly  Individualized curriculum 

organization are not s ign ificantly  more favorable than the perceptions 

of students 1n either the trad itional or the predominantly Individualized  

curriculum organization.

Hypothesis 3 : S ta tis tic a l analysis does not support the hypothesis.

The perceptions of high a b ility  students 1n the p a r t ia lly  Individualized  

curriculum organization are not s ig n ifican tly  more favorable than the 

perceptions of high a b il ity  students 1 n either the trad itional or the 

predominantly individualized curriculum organization.

Hypothesis 4 : S ta tis tic a l analysis p a r t ia lly  supports the hypothesis.

Tenth grade students 1n the p a rtia lly  individualized school scored 

s ign ifican tly  higher In verbal achievement when compared to tenth 

grade students In the trad itional school and s ig n ific an tly  higher 1n 

mathematics achievement when compared to both the trad itio n a l school 

and the predominantly individualized school (See Tables 5 and 6 ). 

Hypothesis 5; S ta tis tic a l analysis does not support the hypothesis.

The verbal and mathematics achievement scores of s a tis fied  students 

In the p a rtia lly  Individualized curriculum organization are not 

s ig n ifican tly  higher than the verbal and mathematics achievement scores 

of sa tis fied  students in either the trad itio n a l or the predominantly 

Individualized curriculum organization.

Hypothesis fir S ta tis tic a l analysis p a r t ia lly  supports the hypothesis.

The mathematics achievement scores of d issatisfied  students In the tenth 

grade of the p a rtia lly  Individualized curriculum organization are
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sign ifican tly  higher than the mathematics achievement scores of d issatisfied  

students 1n the traditional curriculum organization. (See Table 10).



Chapter S

CONCLUSIONS

Chapter 5 presents a summary of th is study. The chapter Includes 

concluding discussions, recommendations of other Interested researchers, 

and Implications from the study.

GENERAL

Individual perceptions of a school environment and the accompanying 

level of performance are a reflection o f organizational effectiveness.

This study sought to investigate the Impact of curriculum organizations 

on faculty perceptions of th e ir  work environment, student perceptions of 

th e ir school experiences, and student achievement. Selected schools 

represented: ( 1} a trad itional curriculum organization, (2 ) a p artia lly

individualized curriculum organization, and (3) a predominantly Individual 

Ized organization. The design was an e ffo r t  to provide a comprehensive 

comparative basis for an analysis of a lternative  responses to creating 

what Trump has called the humane school. At Issue was an examination 

of a traditional program and two attempts a t curriculum design 1n 

whldi the learner 1s 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 motivation.

115
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FACULTY PERCEPTIONS OF SCHOOL ENVIRONMENT

Faculty perceptions of Achievement Standards, Personal D ignity, 

Impulse Control, and Development registered no s ta t is t ic a lly  s ig n ifican t 

differences* Thus, for the curriculum organisations examined, there 

would appear to be l i t t l e  or no difference among them as regards th e ir  

Impact on the recognition of the quality  of work performed or personal 

need fo r openness or individual expression as measured by the Organizational 

Climate Index*

Differences in faculty perceptions of In te llec tu a l Climate were 

s ta t is t ic a l ly  s ign ifican t at the .01 level for the tra d itio n a l school 

versus the p a rtia l Individualized school. The general work atmosphere in 

the p a r t ia lly  Individualized school was perceived to be more fac 1 l 1ta t1ve 

o f in te lle c tu a l a c tiv it ie s  and re flec tiv e  of a concern for supportive 

Interpersonal relationships* The facu lty  of the p a r t ia lly  Individualized  

school appears to recognize a provision for a well rounded and Integrated 

In te lle c tu a l experience that includes social action and personal 

effectiveness.

Differences in faculty perceptions of Organization Effectiveness 

were s ta t is t ic a lly  significant at the *05 level fo r the tra d itio n a l 

school versus the p a rtia lly  Individualized and the predominantly 

Ind iv idualized schools. In both instances the facu lties  in the individual

ized schools perceived th e ir  work environments to be more conducive to 

the e ffec tive  performance of tasks and cohesive e ffo rts  to meet
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organizational objectives. Both this facto r and In te lle c tu a l Climate 

are* as 1s noted by Stem* closely re la ted  and taken together re f le c t  

a perceived emphasis on frien d ly * cooperative behavior and task- 

oriented group In te rac tio n . This combination suggests the successful 

establishment of group achievement standards rather than Individual 

competencies.

Differences 1n faculty perceptions o f Orderliness were s ta t is t ic a l ly  

s ig n ifica n t at the .01 level fo r the tra d itio n a l school versus the

p a r t ia lly  ind iv idualized  school. The facu lty  In the p a r t ia lly  In d iv id u a lized

school perceived th e ir  work environment to stress organizational s tructure  

and procedural guidelines. Their work s itu a tio n  appears to be one 

which re fle c ts  a concern fo r the maintenance o f procedures which avoid 

impulsiveness, the presence of disorganized behaviors, or confusion 

regarding In s titu tio n a l purpose. I t  1s Important to note that among the

primary demands on both students and facu lty  in an Ind iv idualized

curriculum are the Increased requirements fo r  comprehensive planning 

and organization to  bring about the e f f ic ie n t  use of th a t portion  

of the academic day devoted to Individual and small group a c t iv it ie s .

This 1s 1n essence what Trump, Phenlx, H il le r  and G ilc h r is t*  and Roberts 

among others have emphasized in  th e ir  discussions o f curriculum patterns  

which emphasize an Ind ividualized approach.

F in a lly * facu lty  perceptions of Task Effectiveness were found to 

be s ta t is t ic a lly  s ig n ifican t a t the .01 level fo r the tra d itio n a l 

school versus the p a r t ia lly  ind iv idualized  and predominantly In d iv id u a l

ized schools. In  both instances, the fa cu ltie s  o f the Ind iv idualized
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schools perceived th e ir  work environment to be more concerned with maintain

ing work oriented atmospheres. This fa c to r, which combines Organizational 

Effectiveness and Orderliness, reflects an emphasis of maintaining work 

situations which stress rea liza tion  of organizational goals w ithin a 

specified procedural framework. Studies by both Steward and Love and 

Bosco suggest s im ila r emphasis on structure as an assistance 1n dealing 

with the In ten s ified  demands of Interacting with many groups and individuals  

working on d iffe re n t tasks.

The s ig n ific an t findings in the areas of In te lle c tu a l Climate, 

Organizational Effectiveness, Orderliness, and Task Effectiveness 

favoring the ind ividualized curriculum organizations would seetn to 

imply a tendency towards the creation of work environments stressing 

organized, goal oriented behaviors as defined by the Organizational 

Climate Index, Of additional in terest is the fac t that the ind iv idu a l

ized schools consistently reflected more positive work environment 

p ro files  fo r the s ix  f i r s t  order factors. These results concerning 

Ind iv idualized curriculum organizations and favorable faculty  

perceptions of th e ir  work environment are consistent with the 

findings of researchers previously d te d  1n Chapter 2.

I t  is recommended th a t additional studies dealing with the impact 

of specific  curriculum organizations on facu lty  perceptions of th e ir  

work environment be conducted. Such studies may reveal further evidence 

ind icative  of possible trends towards a positive impact on work 

environments for those schools Implementing Individualized curriculum 

organizations. As Ballwahn noted in his examination of teacher perceptions
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1n th is  area* there appears to be a general agreement among teachers 

that ind iv idualized Instructional strategies should be Implemented. His 

results indicated that teachers saw Individualization as enabling them 

to deal more e ffe c tiv e ly  with learning d if f ic u lt ie s  and provide detailed 

achievement 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 more 1n keeping with 

what teachers view as supportive of the ir classroom endeavors. At 

the very leas t 1t Is not un like ly , as Stern points out, that s ta ff  

climate 1s transmitted 1n some way to the classroom. Mlnzey confirmed 

student perceptiveness as regards faculty morale and suggested that 

1t may well be reflected in  th e ir  motivational responses. The careful 

study and prediction o f teacher perceptions o f school climate resultant 

from changes 1n curriculum structure may Id en tify  successful programs 

and help to predict settings which w ill be conducive to the 

implementation o f curriculum change.

STUDENT PERCEPTIONS OF SCHOOL ENVIRONMENT

Differences 1n student perceptions of school environment for a ll 

students were s ta t is t ic a lly  significant at the ,001 level. Further 

comparisons Indicated no s ign ifican t s ta t is t ic a l difference between the 

perceptions of the students 1n the trad itional school and the p a rtia lly  

Ind iv idu a lized  school. The variance* therefore, was a ll  accounted 

fo r by differences between the predominantly Individualized school
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versus both the trad itional and the p a rtia lly  Individual lied  schools 

with the students 1n the predominantly Individualized school reflecting  

the greater degree of satisfaction. Comparisons of student attitudes  

by grade leve l, however, registered no s ta tis tic a lly  significant 

differences among eighth, tenth, eleventh, and twelfth grade students 

but did Indicate a s ta t is t ic a lly  s ignificant difference at the .001 

level fo r the perceptions of ninth grade students. In other words the 

ninth grade alone accounted for the variance differences o rig in a lly  

found for the to tal school populations. There was no s ta tis tic a lly  

sign ifican t difference between ninth grade students In the trad itional 

and the p a rtia lly  Individualized schools. Comparisons for ninth 

grade students 1n the predominantly Individualized school versus the 

trad itional school and the p a rtia lly  Individualized school were significant 

at the .05 level and .001 level respectively with students in the 

predominantly Individualized school registering the greater satisfaction  

with th e ir school experiences.

In view of the to tal findings for student perceptions of the ir  

school experiences, i t  appears that curriculum organization has no 

discernable Impact on the majority o f student perceptions as measured 

by the Student Opinion Poll. The significant results for ninth grade 

students were, however, consistent with the findings of Techman, Beellck, 

Bennett, and Nielson whose studies reflected sim ilar positive relationships 

between student attitudes and Individualized curriculum structures. I t  

1s recommended that further examinations of student perceptions be
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conducted. Such studies may reveal further and more substantial evidence 

concerning student a ttltu d ln a l response to th e ir  curriculum experiences.

PERCEPTIONS OF SCHOOL ENVIRONMENT FOR HIGH ABILITY STUDENTS

High a b ility  students' perceptions of school envlornment registered  

s ta t is t ic a l ly  s ig n ific a n t differences at the .001 leve l. Further analysis 

indicated s ig n ific a n tly  more positive perceptions by high a b il ity  students 

in both the tra d itio n a l school (.0 5  level) and the predominantly ind ividual

ized school (.00 1  le v e l) when compared to the p a r t ia lly  individualized  

school. Further comparisons by grade level registered no s ta t is t ic a lly  

s ig n ific a n t differences among eighth, tenth, eleventh, and tw elfth  grade 

students but did indicate a s ig n ifican t difference at .001  level fo r  ninth 

grade students. Comparisons at this grade level were consistent with the 

findings fo r the comparisons o f a l l  high a b ility  students. Students in 

the tra d itio n a l school and the predominantly ind ividualized school 

indicated s ig n ific a n tly  greater satisfaction with th e ir  school experiences 

at the .05 and .001 levels respectively.

In view of the overall findings for the perceptions of high a b il i ty  

students regarding th e ir  school experiences, 1t  appears that curriculum  

organization has no discernible Impact on the majority o f these 

students' perceptions. The apparent dissatisfaction of ninth grade high 

a b il ity  students 1n the p a r t ia lly  individualized curriculum organization, 

while s ig n ific a n t, cannot be concluded to be the resu lt of curriculum  

organization 1n l ig h t  of the findings for the other four grade leve ls . 

Specific factors unique to the environment of the selected school may 

have played a contributlve role 1n the formulation of these students'
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response to th e ir  school experience. Also of interest is  the fact that 

the other s ig n ific a n t findings regarding student opinions were on the 

ninth grade level and indicated that students 1n the predominantly 

In d iv id u a lized  curriculum were more sa tis fied  with th e ir  school experiences. 

This may be in d ica tive  o f possible ambivalent responses to curriculum 

change in  the early high school years. I t  is recorunended that further 

investigations as to the impact of curriculum organization on high a b il i ty  

students be conducted 1n order to bring Into sharper focus the dis

s a tis fa c tio n  id e n tif ie d  in  th is  study.

STUDENT ACHIEVEMENT

Student verbal and mathematics achievement demonstrated no s ta t is t ic a l  

s ign ifican ce  on the eleventh or tw elfth  grade levels. Comparisons for 

tenth grade students' verbal and mathematics achievement were s ta t is t ic a lly  

s ig n if ic a n t a t the .01 le v e l, Analysts of verbal achievement Indicated 

s ig n ific a n t differences between the scores o f tenth grade students in the 

t ra d it io n a l and the p a r t ia lly  Individualized schools with the la tte r  

a tta in in g  the higher scores. Analysis of mathematics achievement Indicated  

s ig n ific a n t differences between the scores of tenth grade students 1n the  

p a r t ia l ly  ind iv idualized  school and those of students In both the 

tra d it io n a l and the predominantly individualized schools. In both cases 

students 1n the p a r t ia lly  individualized school recorded the higher 

scores.

These findings suggest that additional study may be needed to 

determine the extent to Which the s ig n ifican t findings are representative 

of other tenth grade students 1n sim ilar learning environments. Studies 

conducted by Goutevenlor who also found s ign ificant gains f o r  cenlli grade
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students in Ind iv idualized  programs, Grater who demonstrated student 

achievement gains 1n programs with controlled Individualized time,

Smith, Raumln, Sinks, Leigh, H a tfie ld , and Unebarger support the current 

findings. I t  Is recommended that subsequent studies attempt to expand 

the comparative basis fo r  examination o f ind iv ldualized curriculum 

Impact and id en tify  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 verbal and mathematics achievement scores fo r s a tis fie d  

students registered no s ta t is t ic a l ly  s ig n ifica n t differences fo r grades 

ten and twelve or for verbal achievement on the eleventh grade leve l. 

There were s ig n ific a n t findings fo r  the comparison of mathematics 

achievement scores fo r  s a tis fie d  students 1n the eleventh grade 1n the 

tra d itio n a l school versus the predominantly individualized school with 

students 1n the tra d itio n a l school recording the higher scores.

The verbal and mathematics achievement of d iss a tis fied  students 

registered no s ta t is t ic a l ly  s ig n ific a n t differences for grades eleven or 

twelve or fo r  verbal achievement scores on the tenth grade leve l. There 

were s ig n ific a n t findings fo r the comparisons of mathematics achievement 

scores fo r d is s a tis fie d  students 1n the tenth grade of the tra d itio n a l 

school versus the p a r t ia lly  ind ividualized school with students in the 

p a r t ia lly  Ind iv idualized  school recording the higher scores.
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In l ig h t  of the small number o f student scores examined In the 

present study and the lack o f s ig n ific an t findings on the tenth and 

tw elfth  grade levels for s a tis fie d  students and the eleventh and tw elfth  

grade levels fo r d issa tis fied  students 1t  is concluded that sa tis fied  

and d issa tis fied  student achievement Is not related to curriculum 

organization. In view o f the findings o f studies conducted by Brodle,

Hal berg and Anderson, Austrln, and Alvord 1n th e ir examinations of the 

achievement o f sa tis fied  and d is s a tis fie d  students, 1t  is suggested 

that further inquiries into the possible relationship between student 

perceptions o f th e ir  school experiences and th e ir academic achievement 

be pursued. Such studies may c la r ify  current concerns for a ffective  

responses to curriculum experiences and provide expanded empirical bases 

for proposed changes in  the organization of student-teacher In te rac tive  

patterns,

IMPLICATIONS

In th is  study a lim ited nurrber o f s ta t is t ic a lly  s ignificant re la tio n 

ships were demonstrated. The s ig n ific a n t findings 1n the area of facu lty  

perceptions o f th e ir work environment do, however* o ffe r  encouragement 

as regards Iden tify ing  contrlbutlve factors 1n the development of facu lty  

work environments. And* the extent to which facu lties  perceive th e ir  

work environment In positive terms w il l  most certa in ly  have a dlscernable 

Impact on those with whom they are 1n closest contact - -  the ir students.

The findings imply fu rth er support of data which Indicate positive 

facu lty  responses to ind ividualized curriculum organizations. Such 

programs appear to be viewed favorably the the facu lties  which are asked to
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Implement them, and stress the need f o r  continued experlenUl and 

a n a ly tic a l e ffo rts  1n the area of curriculum design. These results also 

carry im pllcations regarding the nature of programs designed to Increase 

the In s tru c tio n a l competencies of facu lty  members and the leadership 

stra teg ies  which must accompany them. Efforts to create environments 

which fu l ly  u t i l iz e  the complete range of ta len ts  and Instructional 

strengths of fa c u ltie s  must necessarily concern themselves with 

perceptions regarding the v ia b i l i t y  of the program* its  contribution to 

ind ividual and group goals* and the extent to which the climate supports 

In te lle c tu a l pursuits . S1m1lar1ly, those charged with leadership 

roles must premise the conceptualization of appropriate strategies 

on those designs which o ffe r  the maximum potentia l for realizing  

ind iv idual commitment to  the instructional program. Curriculum 

organizations which emphasize Individualized learning opportunities 

appear to suggest such p o s s ib ilit ie s . The successful merging of the 

concepts o f 1nd1v ld u a llza tlo n  and facu lty  perceptions of an enabling 

working environment can bring about the creation of the humane school 

which places expanded resp o n s ib ility  upon the learner while at the 

same time providing fo r  In teraction  with a teacher-advteor who guides 

and d irects  the fu lf il lm e n t of those resp on sib ilities .

Results o f th is  study suggest that In the area of student 

a ttitu d es  regarding th e ir  school experience most students tend to assume 

a neutral posture. These resu lts  are consistent with sim ilar research 

data and Imply, as Jackson contends, a leveling of perceptions resultant 

from the compulsory aspect o f the educational process* and the establishment 

o f a routine which seems to bring about a separation between students' 

feelings and the d a ily  business o f classroom l i f e .  However, the
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s ign ifican t differences on the ninth grade level re fle c tin g  s ign ifican t 

satisfaction on the part of students In the predominantly individualized  

school and s ig n ific an t d issatisfaction on the part of high a b ility  

students 1n the p a r t ia lly  Ind iv idualized school would seem to indicate  

more pronounced responses 1n the early phases o f secondary experiences. 

Increased emphases on the a ffective  aspects o f curriculum development 

may provide a momentum fo r both creative and positive responses on 

the part of students which could carry through th e ir  high school 

years and beyond.

The current findings demonstrating s ig n ific an t differences 

1n tenth grade students* achievement favoring the p a r t ia lly  Ind iv idual

ized school Imply the need for continued development of a variety of 

learning experiences. The Id e n tific a tio n  of such programs w ill assist 

in the prediction of settings which o ffe r  an Increased p o ss ib ility  fo r  

student success 1n terms of academic achievement. Additionally 1t 

would seem to suggest that d iffe re n t organizational approaches may be 

required at levels beyond the current grouping patterns. What may be 

appropriate at one grade level may not be appropriate a t the preceding 

or succeeding le v e l. And, this Implies a f le x ib i l i t y  and c re a tiv ity  

of e ffo rt beyond what 1s currently being considered or Implemented.

F in a lly , the results of this study would seem to Imply that 

efforts  to Improve Instructional programs must concern themselves 

with both a ffe c tiv e  and cognitive areas and include a broadened view 

of anticipated resu lts . The outcomes of such programs may not, as has 

been suggested e a r lie r , be mutually supportive with positive perceptions 

prompting higher achievement or academic success necessarily bringing
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about satisfaction with school experiences. This 1s to suggest that 

such characteristics as sustained e ffo rt*  consistent performance, and 

broadening cultural and c iv ic  awareness are a l l  w ithin the province o f 

desirable goals. Their inclusion 1n program design and analysis may 

provide to be a valuable evaluative c rite rio n  fo r both teachers and 

res ea rchers.
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ORGANIZATIONAL CLIMATE INDEX

SHORT FORM 
OCI - 375 SF

Geroge G, S tern , Carl R. S te in h o ff, and Joel Rlchman

There are 80 statements in th is  booklet. They are statements 

which describe the environment 1n which people work. The statements 

refer to da lly  a c t iv it ie s , to rules and regulations and p o lic ie s , to 

typical interests and pro jects , to features of the physical environment, 

etc. The statements may or may not be ch arac te ris tic  of your s itu a tio n  

because organizations d if fe r  from one another in many ways* You are to 

decide which statements are ch a ra c te ris tic  of your In s titu tio n  and which 

are not. Your answers should t e l l  us what you believe the In s titu tio n  

is lik e  rather than what you might personally p re fer. You won't know 

the answer to  many o f these statements* because they may not be any 

rea lly  d e fin ite  Information on which to base your answer. Your responses 

w ill simply mean that in your opinion the statement is probably true or 

probably fa lse  about your organization*

Do not omit any Item*

DIRECTIONS

On the special answer sheet p r in t your name* and the other 

Information requested. Then, as you read each statement 1n the booklet, 

blacken space

T -  when you th ink the statement is generally TRUE or char
a c te r is tic  o f the organization* Is something which occurs 
or might occur, is the way people tend to feel or act*
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F -  when you think the statement Is  generally FALSE or not 
characteristic  o f the organization, Is something which Is 
not lik e ly  to occur, is not the way people ty p ic a lly  feel or 
act.

Be sure to f i l l  In  the whole answer space with a heavy black mark, 

using any No. 2 or softer pencil. Do not use ball point or Ink.

YOU MUST ANSWER EVERY ITEM,

Work rap id ly , going through the en tire  11st of statements as quickly as 

you can. Occasionally compare Item numbers 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 th is  booklet. Erase a l l  errors and 

stray marks completely.

1. Work programs are well organized and progress system atically from 

week to week.

2. People here express th e ir  feelings openly and enthusiastically .

3. Everyone here has a strong sensor o f being a member o f the team.

4. There 1s a lo t of group s p ir it .

5. Administrative policy, goals, and objectives are care fu lly  explained 

to everyone.

6 . When people here disagree with an adm inistrative decision, they work 

to get 1t changed.

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

8. Improving one's knowledge o f Important works of a r t ,  music, and 

drama 1s encouraged here.

9. One of the values most stressed here 1s open-mindedness.

10, Social events get a lo t of enthusiasm and support.
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11. People who have friends of the opposite sex show th e ir affections 

openly.

12. People find  others eager to help them get started .

13. People here spend a great deal o f time thinking about and discussing

complex problems.

14. The a b il ity  to plan ahead 1s highly valued here.

15. Many social a c tiv it ie s  are unplanned and spontaneous.

16. People are expected to have a great deal of social grace and polish.

17. Untidy reports or ones that depart from a specified style are

almost certain to be returned unaccepted.

IS. Host people here go to lots of parties and other social a c tiv it ie s .

19. There are many fa c i l i t ie s  and opportunities for Individual creative

acti v1 ty .

20 . Most people here love to dance.

21. Personality and pull are more Important than competence In getting

ahead around here.

22. The adm inistrative s ta f f  are often joked about or c ritic ize d .

23. Host a c tiv it ie s  here are planned carefu lly .

24. People here speak up openly and free ly .

25. People here are not only expected to have Ideas but to do something

about them,
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26. Good manners and making a good Impression are Important here.

27* The a c tiv itie s  of charities and social agencies are strongly  

supported*

2fi* Criticism  1s taken as a personal a ffron t 1n th is  organlzatlon.

29. Neatness 1n this place is the rule rather than the exception.

30. Hale-female relationships sometimes become qu ite  serious.

31* Many people here enjoy talking about poetry, philosophy or re lig io n ,

32. Everyone 1s helped to get acquainted.

33. All work assignments are la id  out w ell 1n advance, so that people

can plan th e ir  own schedules accordingly.

34. People here thrive on d if f ic u lty  - the tougher things get* the harder 

everyone works*

35. Individuals who are not properly groomed are l ik e ly  to  have th is  

called to th e ir  attention ,

36. Service to the community is regarded as a major resp on sib ility  of 

the In s titu tio n .

37. People here are not rea lly  concerned with deep philosophical or 

ethical matters,

38. Good work 1s rea lly  recognized around here,

39. Work 1s checked to see 1f I t  1s done properly and on time,

40. Administrators are practical and e ff ic ie n t  1n the way they dispatch 

th e ir  business.
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41. There are no favorites in this place; everyone gets treated a lik e .

42. People here can get so absorbed in th e ir  work they often lost a l l  

sense of time or personal comfort.

43. People frequently do things on the spur of the moment.

44. Proper social forms and manners are not p a rticu la rly  Important

here.

45. Few people here are challenged by deep thinking.

46. People set high standards of achievement for themselves here.

47. New ideas are always being trie d  out here.

48. People here tend to take the easy way out when things get tough.

49. Administrators put a lo t  of energy and enthusiasm into directing

this program.

50. People here ta lk  about th e ir  future Im aginatively and w ith enthusiasm.

51. There 1s a general Idea of appropriate dress which everyone follows.

52. There always seem to be a lo t of l i t t l e  quarrels going on here.

53. I t 's  easy to get a group together fo r games, cokes* movies* etc.

54. The work atmosphere emphasizes effic iency and usefulness.

65, People spend a great deal of time together soc ia lly .

56. There 1s not wasted time here; everything has been planned righ t 

to tiie minute.

57. Discussions about Improving society are common here,

58. Unusual or exciting plans are encouraged here.

59. People here feel free  to express themselves impulsively.

60. 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, serious In te lle c tu a l 

discussions,

63. The administrative s ta ff  w ill  go out of its  way to help you with 

your work.

64. Many people here read magazines and books Involving h is to ry , 

economics or p o lit ic a l science.

65. Looking and acting "right" 1s expected,

6 6 . The people here are easily moved by the misfortunes or distress of

others.

67. Everyone has the same opportunity to make good.

68 . Coirmunlcations w ith in  the organization Is always carried on through

formal channels.

69. Most a c tiv itie s  here present a real personal challenge,

70. People ask permission before deviating from common polic ies or 

practices,

71. There is a recognized group o f leaders who receive special 

priv ileges.

72. People here feel they must re a lly  work hard because of the Important 

nature of th e ir work.

73. Parties are co lorfu l and liv e ly  here,

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

75. People are always carefu lly  dressed and neatly groomed.
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76. "Lend a helping hand" could very well be the motto o f this place,

77. There Is considerable In te re s t fn the analysis of value systems and

the re la t iv ity  of societies and eth ics.

70. There 1s a lo t  of Interest 1n the philosophy and goals of science

here*

79. Frank discussions about sex are not uncommon among people here,

80. People here are usually quick to help each other out.
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Factor Definitions fo r the Organizational Climate Index

As each of the Syracuse Indexes has been developed* each Instrument 

has been factor-analyzed by use o f  a principle component equamax 

procedure* This permits the development of f i r s t  and second order 

factors which combine th ir ty  scales In d iffering  ways and thereby permit the 

Id en tifica tio n  of a small number of major categories. The nunfcer of 

f i r s t  and second order factors derived varies according to the type of 

population for which the instrument is intended. The instrument used 

in th is  study* the Organizational Climate Index* has s ix  f irs t-o rd e r  

factors and two second-order factors. The factor structures and th e ir  

definitions for the Organizational Climate Index are given 1n the 

following pages. The defin itions are based on those provided In 

People In Context {Stern, 1970),

1. In te llec tu a l Climate

Schools with positive scores on th is  factor are perceived to possess 

environments that are conducive to scholarly interests 1n the 

humanities* a rts , and sciences. S ta ff and physical plant are seen 

to be fa c u lta t iv e  o f these Interests and the general work atmosphere 

Is characterized by In te lle c tu a l a c tiv itie s  and pursuits.

2 . Achievement Standards

Schools with positive scores on this factor are perceived to stress 

high standards of personal achievement. Tasks are successfully 

completed and high levels of motivation and energy are maintained.
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Recognition is given fo r  work o f good qu a lity  and quantity and the 

s ta ff  is  expected to achieve a t the highest levels.

3. Personal Dignity

Schools with positive scores on th is  facto r are perceived to respect 

the in te g rity  of the individual and provide a supportive environment 

that would closely approximate the needs of more dependent teachers. 

There Is a sense of f a i r  plan and openness In the working environment.

4. Organizational Effectiveness

Schools with positive scores on this facto r have work environments 

that encourage and fa c i l i t a te  the e ffe c tiv e  performance of tasks.

Work programs are planned and w ell-organized, and people work together 

e ffe c tiv e ly  to meet organizational objectives.

5. Orderliness

Schools with positive scores on this fac to r are precelved to stress 

organizational structure and procedural orderliness. Neatness 

counts and there are pressures to conform to a defined norm of 

personal apparence and In s titu tio n a l Image, There are set procedures 

and teachers are expected to fo llow  them.

6 . Impulse Control

Schools with positive scores are perceived to emphasize a great deal 

o f constraint and organizational restrictlveness 1n the work environ

ment, There is l i t t l e  opportunity fo r personal expression or fo r  

any form of Impulsive behavior.
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Second Order Factors

1, Development

Schools with positive scores on Development are characterized by 

organizational environments that are supportive of in te lle c tu a l and 

interpersonal forms of a c tiv ity . The environments are In te lle c tu a lly  

stim ulating, supportive, set high standards for achievement, and do 

not In h ib it  personal expression.

2 .  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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STUDENT OPINION POLL*

 ______ _ Grade
(Last Name) (F irs t)

Answer the following questions by c irc lin g  the appropriate le t te r .

1 . In determining the basic nature of Its  program* the school

(a) pays too much attention to the wishes of parents,

(b) pays ju s t about the rig h t amount o f attention to the wishes of
parents.

(c) pays too l i t t l e  attention to the wishes o f parents.

2. In ny 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  
school are

(a) very inspiring.

(b) quite Inspiring.

(c) somewhat inspiring.

(d) not Inspiring.

4. In some schools the administrators (principals* superintendents, e tc .)  
have close contacts with students, whereas in other schools, such 
contacts are rare. I t  seems to me that 1n this school

(a) the administrators keep such close contact with student a ffa irs  
that they frequently involve themselves in matters that do not 
require th e ir a ttention.

(b) the contacts between administrators and students are about rig h t.

(c) the attoiinistrators have contacts with students so rarely that 
they are unaware o f many student problems.
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5. The freedom to contribute something In class without being called  
on by the teacher 1s

{a) discouraged more than f t  should be-students do not get enough 
opportunity to have th e ir  say.

(b) encouraged more than 1 t should be-students seem to be rewarded 
ju s t for speaking even when they have l i t t l e  to say,

(c) handled about r ig h t.

6 . The things that I am asked to study are

(a) of great In te res t to me.

(b) o f moderate In te res t to me.

(c) o f lim ited  In te res t to me,

(d) of l i t t l e  In te res t to me.

7. Concerning the opportunities fo r getting together socially with other 
students in thels school, my opinion 1s that

(a) there are altogether too many things going on, so that you are 
continually distracted from homework and other Individual 
a c tiv it ie s ,

lb) the opportunities fo r getting together socially  are about rig h t.

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

S. In terms o f adequate preparation fo r college I believe the program of 
the school 1s

(a) more severe and rigorous than 1t  needs to be.

(b) about r ig h t,

(c ) less severe and rigorous than 1t  should be.

9. The content of d iffe re n t courses from year to year 1s

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

(b) repeated ju s t enough to allow for a feeling  of continuity.

(c ) so unrelated that new m aterial does not seem to build on e a r lie r  
work.



10. In this school the teachers* Interest In students' academic work 
might best be described as

(a) too great - they Intrude upon the privacy o f the student.

{b) ju s t about r ig h t.

(c) not great enough -  teachers are not concerned enough with the 
work o f students.

11. When school-work a c tiv it ie s  requiring fu ll  teacher support occur, 
my feeling is that

(a) nearly a l l  teachers cooperate.

(b) most teachers cooperate.

(c) some teachers cooperate.

(d) few teachers cooperate.

1 2 .  I t  1s common practice in many classrooms to a llo t  some class time 
for Individual study. I f in d  this study time allotment

(a) so generous as to be somewhat wasteful.

(b) adequate enough so that most students can get a t least a good 
s ta rt on th e ir  work.

(c) so sparing as to be re la t iv e ly  worthless fo r any constructive 
a c tiv ity .

13. The students 1n this school who receive poor grades are lik e ly

(a) to receive more sympathy from the ir fellow classmates than 
thqy deserve.

<b) to be respected by th e ir  classmates more than they should be.

(c) neither a nor b,

14. From the standpoint of In te lle c tu a l a b il ity ,  students In this school 
are

(a) too bright -  i t  1s d i f f ic u l t  to keep with them.

(b) ju s t bright enough.

(c) not bright enough -  they do not provide enough In te llec tu a l 
stim ulation.
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15. On the whole the school program places

(a) less emphasis on a r t is t ic  tra in ing than 1t  should.

(b) about the right emphasis on a r t is t ic  tra in ing .

(c) more emphasis on a r t is t ic  tra in ing than 1t  should.

16. Host of the subjects taught 1n the school are

(a) Interesting and challenging.

(b) somewhat above average 1n in terest.

(c) somewhat below average in In terest.

(d) dull and routine.

17. In this school the teacher's In terest 1n the students’ private  
l i f e  might best be described as

(a) too great - they intrude on the privacy of the student.

(b) just about right.

(c) not great enough - teachers are not concerned enough with the 
personal 11fe  of th e ir  students.

18. The student who displays a sense of humor 1n class 1s generally

(a) admired by teacher more than he should be.

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

(c) neither admired nor penalized by teachers more than he should be.

19. There is often a feeling that teachers "go too fas t"  to permit 
students to rea lly  understand what 1s going on. In this school, 
the rate a t which teachers usually present m aterials Is

(a) too slow.

(b) about r ig h t,

(c) too fa s t.
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20. Students who are outstanding athletes 1n th e ir  school are

(a) respected more than they should be by th e ir  fe llow  students.

(b) respected less than they should be by th e ir  fe llow  students.

(c) neither a nor b.

2 1 . The re la tive  emphasis on competition and cooperation among 
students 1n th is  school seems to be

(a) too much emphasis on competition to su it me.

(b) too much emphasis on cooperation to su it me.

(c) a satisfactory balance between competition and cooperation.

22. A ll things considered, the school program

(a) puts too much emphasis on s c ie n tific  tra in in g .

(c) emphasizes s c ie n tif ic  tra in ing  in about the rig h t degree.

{ c) puts too H t t le  emphasis on s c ie n tific  tra in in g .

23. The present overall curriculum of the school

(a) 1s about r ig h t,

(b) requires only minor revisions to make i t  about r ig h t.

(c) requires considerable revision.

(d) should be abandoned and replaced with a d iffe re n t program.

24. In general, the teachers I  have had 1n th is school seem to know 
th e ir  subject matter

(a) very w e ll.

(b) quite w ell.

( c} fa1r ly  w e ll .

{d) not as well as they should.



25. In evaluating the w ritten  and oral work o f students

(a) too much emphasis 1s placed on grammar and style and not 
enough on the value of what the student Is trying to say.

(b) the balance between style o f expression and content is about 
right.

(c) so H t t le  emphasis 1s placed on grammar and s ty le  that students 
have d if f ic u lty  learning how to express themselves.

26. Students may work e ith er by themselves o r  in groups. The amount 
of work done 1n groups 1s

(a) too great.

(b) about rig h t.

(c) too small.

27. hy observation has been that students from d iffe re n t economic, 
social, ra c ia l, and religious backgrounds get along together 1n 
this school

(a) very w ell.

(b) moderately w e ll.

(c) less well than 1s desirable.

(d) very poorly.

28. As compared with what I feel to be desirable, the amount of "school 
s p ir it"  at this school

(a) 1s more than enough.

(b) 1s about rig h t.

(c) Is  not enough.

29. In Its  total program the school

(a) puts too much stress on In te lle c tu a l matters.

(b) gives In te llec tu a l matters about the right emphasis.

(c) does not put enough stress on In te lle c tu a l matters.
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30. The extracurricular program of the school is

a) very responsive to the needs and interests o f the student body.

b) quite 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.

31. In matters relating to students, teachers 1n this school seem to be

a) fa ir  at a ll  times.

b) generally fa ir  1n th e ir practices.

c) occasionally unfair 1n th e ir practices.

d) often unfair 1n their practices.

32. In general classroom procedures are

a) often so unorganized that 11 Is d i f f ic u lt  to get things done.

b) flex ib le  enough to meet most situations.

c) often so rig id ly  organized that 1t  Is d i f f ic u lt  to make changes.

33. Classroom seating arrangements In this school are

a) too flex ib le  to su it me; you can never be sure where you w ill
s it  and who w ill s it  next to you.

b) just about rig h t.

c) too rig id  to su it me; I t  Is d i f f ic u lt  to arrange the fu rn itu re  
to meet special needs.

34. The students who receive top grades 1n this school are lik e ly  to be

[a) admired more than they should be by fellow students.

b) rejected more than they should be by fellow students.

c) neither admired nor rejected by fellow  students.



35. In my opinion, student In terest 1n social organizations, such as 
clubs* fra te rn it ie s , and sororities  is

la ) too great,

(b) about righ t.

{c) not great enough.

36. In general the subjects taught are

(a) too easy.

(b) about rig h t 1n d if f ic u lty .

(c) too d if f ic u lt .

37. When students are 1n need of special help, teachers in th is school 
are

(a) always availab le .

(b) generally available.

(c) available i f  given special notice.

(d) available only in cases of extreme need.

38. The a b ility  of the teachers in th is  school to present new material 
seems to be

(a) superior.

(b) good.

(c) average,

(d) poor.

39. As compared to other methods o f teaching, the practice o f having 
students Join discussion groups 1s

(a) used more than I feel 1t  should be.

(b) used in about the right proportion with other methods.

(c ) used less than 1 feel I t  should be.
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40. The time spent In homeroom ac tiv itie s  Is

a) always well spent, 

ta) generally well spent.

c) rarely  well spent,

d) wasted.

41, In general, students In this school take th e ir  studies

a) too seriously.

b) too casually.

c) 1n a rig h t proportion between a and b.

4Z, n some schools a lo t of emphasis 1s placed on student government, 
honor societies, and other types of formal social organization, 
n my opinion, the emphasis on such a c tiv it ie s  in this school is

a) too great.

b) about righ t,

[c) not great enough.

43. The physical training program of the school is

[a) emphasized too much,

b) about right.

[c) not emphasized enough.

44. Some things that we learn are of l i t t l e  use to us now but w ill 
become useful in the future; other things can be used as soon as 
learn them, In this school teachers seem to

a) focus too much on learning that w i l l  not become useful for 
some time to come.

b) focus too much on learning that is useful to us now* neglecting 
things that we might need la te r.

c) achieve a nice balance between things of Immediate and future 
usefulness.
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45. When I t  comes to grading students, teachers In this school are 
generally

a) too "tough."

b) ju s t "tough" enough.

c) not "tough" enough.

46. As compared to other methods of teaching, the practice of having 
the teacher give a lecture 1s

a) used more than I feel 1t  should be.

b) used 1n about the right proportion with other methods.

c) used less than I feel 1t should be.

47. Homework assignments 1n the school are usually

a) carefully thought through by the teacher and c learly  related  
to classroom work.

b) consistent with what Is going on 1n the classroom but not 
related to 1t  1n any systematic way.

c) given without much thought and having l i t t l e  bearing on the 
classroom work,

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

48. The student who differs from the crowd 1n this school Is lik e ly  to
find that

a) most students w ill tend to Ignore or re ject him for being d iffe ren t.

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

49.

c} most students admire the person who is d iffe ren t,

n Dty opinion, the emphasis which students in this school place on 
grooming and appearance 1s

a) too great.

b) about right.

c) not great enough.



50. As an objective of the curriculum, social s k l l l ls ,  that is, 
training 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.

51. Some teachers are friendly and accepting to students; others are 
more detached and aloof. In general, the teachers 1n this school 
are

(a) very friendly and accepting,

(b) quite friendly and accepting,

(c) somewhat friendly and accepting.

(d) only occasionally friendly and accepting,

52. Individual pupils d iffe r  1n their a b ilit ie s  and interests. Some 
teachers tend to Ignore these differences. Other teachers pay 
too much attention to these differences. In general, teachers 
in this school

(a) focus too much on Individual differences, giving undue attention 
to those who happen to be more d ifferent from the group.

(b} do not focus enough on Individual differences, so that students
with special talents or problems are frequently unrecognized,

(c) pay ju s t enough attention to Individual differences.

53. In general, my attitude toward the grades I have received In this 
school 1s

(a) I  always receive the grades that I deserve,

(b) I generally receive the grades that I deserve.

(c) I sometimes receive the grades that I do not deserve.

(d) I frequently receive the grades that I do not deserve,

54. Teaching aids such as films, T ,V ,, and the lik e

(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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55. Judging from the types o f students who are by classmates, I
believe that the admissions policy of this school 1s

{a) too re s tr ic t iv e , the students are too much a like .

(b) ju s t about righ t.

(c ) not re s tr ic tiv e  enough, there are many students in th is  school 
who should not be here.

56. In the typical class, memory work and the learning o f Important 
facts are

(a) given too much emphasis.

(b) given about the r ig h t emphasis.

(c) not given enough emphasis.

57. In some classes the teacher is completely 1n control, with the
students having l i t t l e  to say about the way things are run. In other 
classes the students seem to be boss, with the teacher contributing  
l i t t l e  to the control of the situation. In general, teachers 1n th is  
school seem to take

{a) too much control.

(b) about the righ t amount of control.

(c) too l i t t l e  control.

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

(a ) so p le n tifu l that I t  Is sometimes forced on you whether you 
want I t  or not.

(b) adequate to meet the needs of the students.

(c) so meager that 1t 1s d if f ic u lt  to obtain even when you want 1 t,
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59. When a newcomer enters this school, chances are that other
students w ill

(a) go out of the ir way to accept him.

(b) are quite w illing  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 like  1t as 1t Is ;  no changes are necessary,

(b) more favorable than unfavorable - a few changes are necessary 
to make me entire ly  happy.

(c) more unfavorable than favorable - many changes are necessary 
before I can be entire ly  happy.

(d) unfavorable - I frequently feel that school 1s pretty  much a 
waste of time.

*Creativ1ty and Intelligence - Explorations with Sifted Students,
Jacob W. Getzels and Philip W. Jackson, 1962. Reprinted by permission 
of John Wiley and Sons, Inc,
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