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CHAPTER I 

INTRODUCTION 

The Problem 

The role of the high school principal in curriculum development 

is becoming increasingly important. It is claimed to be the most 

essential of the principal's duties. 

The primary function of the principal as educa
tional leader is to provide a sound teaching-learning 
situation so that teachers may instruct and pupils may 
learn. * 

In the United States of America, many high school principals 

feel that paper work keeps them chained to their desks for many hours 

a day and leaves them little or no time for curriculum development. 

...many principals operate as though administration 
was their only or their most important responsibility.2 

As a group, high school principals have not 
achieved a reputation for instructional leadership. 
They have hung up an excellent record in school 
management, but are generally reputed to have 
neglected instructional improvement. 3 

* Charles W. Boardman, Harl R. Douglass. Rudyard K. Bent, 
Democratic Supervision in Secondary Schools (Cambridge: Houghton 
Mifflin Company, 1953), p. 79. 

^ Ibid-» P» 5* 
3 Harold Spears, Improving The Supervision of Instruction (New 

York: Prentice-Hall, Inc., 1953), p. 187. 
1 
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Certain principals, however, are demonstrating ability to innovate, 

adapt, and introduce techniques that they are employing in fulfilling 

their roles as professional leaders in the area of curriculum develop

ment. 

Egypt, United Arab Republic, is in a stage of evolution in all 

areas of social, economic, and technological endeavor. This evolve-

ment is especially noted in the field of education. Most high school 

principals, however, have little, if any, share in curriculum develop

ment. 

If this problem is to be solved; if the majority of the American 

principals are to take their role as the American people wish them to 

do in order to keep the American status among other nations; and if the 

educational practices in Egypt are to keep pace with the needs of this 

rapidly developing nation, the introduction of more progressive prac

tices in the area of curriculum development is necessary. As a basis 

for this introduction, the philosophical foundations underlying the educa

tional practices in both Egypt and the United States must be examined. 

The techniques used successfully by certain American and Egyptian 

principals must be examined and offered to other principals, so that they 

may introduce the appropriate and educationally sound practices into 

their schools. This is the problem with which this dissertation is deal

ing. 
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It has been realized that it is impractical to investigate and 

examine the techniques used in the best schools throughout Egypt and 

the United States. Some limitations had to be made if such a study was 

to be possible. Therefore, the problem selected for exploration within 

this dissertation has been a study of certain major philosophical and 

practical foundations of the role of the high school principal in curric

ulum development in Egypt and in some areas of the United States of 

America; namely, in the states of Arizona and Michigan. 

Purpose of the Study 

It was the purpose of this study (1) to determine the importance 

of the role of the high school principal in curriculum development, (2) 

to examine the philosophical foundation upon which this role has been 

established in Egypt and in the United States of America, (3) to examine 

practices related to curriculum development which were employed by 

selected high school principals in both countries, (4) to examine the 

relative strengths and weaknesses in practicing the role of the high 

school principal in the areas related to curriculum development in both 

nations, and (5) to explore some areas in which practices, employed 

successfully by reputable American and Egyptian principals in develop

ing curriculum, could be introduced into the educational practices of 

Egyptian and American principals. 



4 

Importance of the Study 

If educators have considered curriculum development to be the 

most important of the principal's duties, and if some principals have 

found it difficult to fulfill this essential part of their duties, and if some 

principals have developed effective problem-solving techniques which 

have enabled them to fulfill their responsibilities, it was felt very 

important to determine which techniques were used by these reputable 

principals to overcome the difficulties from which the other principals 

are still suffering, in order to make information concerning these 

techniques available for use of all principals. 

Also, there is a common excuse for not doing what should be 

done; the ideal is one thing but the practical is another. It is always 

difficult to put what presents the ideal into practice. 

The principal may give verbal acceptance to 
responsibility..., but, as an example, he may not see 
clearly how he can contribute to the instructional pro
gram. Although he may try to follow frequent exhorta
tions in professional publications to visit classes and 
to foster staff study of instructional problems, he may 
not be clear as to the specific actions on his part which 
are likely to stimulate increased learning and insight 
by teachers as to their roles.^ 

If one might put into the hands of the high school principals information 

concerning the actual techniques used by some of the most successful 

4 Leadership For Improving Instruction, Yearbook, Associa
tion For Supervision and Curriculum Development, National Education 
Association, Washington, D. C., 1960, p. 71. 
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principals in fulfilling their responsibility in curriculum development, 

it should make it easier for these principals to adopt those techniques 

already proved practical which best suit their conditions rather than 

forcing them to depend on educational literature as their only source of 

information about reputable curriculum practices. 

Furthermore, if the curriculum provided by the secondary 

schools in Egypt were to satisfy the needs of students who had, within 

their own memory, been witnesses to one of the most rapid periods of 

national development known to modern history, educational practices 

needed to be in concordance with the progress demonstrated in other 

areas of national advancement. The success or failure of the Egyptian 

schools to meet the needs of her young people would effect not only her 

own country's continued evolution, but also the future development of 

the many Islamic and Arab nations on the continents of Asia and Africa 

who look to Egypt to provide leadership in all areas of social advance

ment. 

The problem of selecting educational practices which might be 

introduced most advantageously into the secondary schools was consid

ered of great importance by the government of Egypt and by its Ministries 

of Education. In an attempt to solve this problem, certain Egyptian 

students were selected to study specific aspects of the educational prac

tices of other nations. Since the development of curriculum could 
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advance only where professional leadership was provided, the role of 

the high school principal in the area of curriculum development was 

selected as a subject deserving methodological investigation. The 

acquisition of isolated facts alone was not sufficient justification for 

such a study. Both the philosophical implication and practical applica

tion of such information needed to be examined if the results were to 

provide a contribution to the advancement of educational practices in 

Egypt. 

Assumptions 

It was assumed in this study that: 

1. The trend is toward more participation by the high school 

principal in curriculum development. 

2. This participation is a means to help elevate the standard 

of secondary education. 

3. Within the frame of democratic principles, the philosophical 

foundations of the role of the high school principal in curric

ulum development do not differ because of geographical 

location or nationality. 

Hypotheses 

This study has undertaken the test of the following hypotheses: 

1. Some of the reputable high school principals of the United 

States have demonstrated ability to innovate, adapt, and 
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introduce techniques which are practiced in fulfilling their 

role in curriculum development. 

2. There are differences between the practice in Egypt, and 

the practice in the United States in the area of the role of 

the high school principal in curriculum development. 

3. Information concerning more desirable practices in this 

area may be offered to the American and Egyptian high 

school principals as suitable for introduction into their 

schools either by a process of direct adoption or adaptation. 

Limitations 

For the purpose of this study, investigations have been confined 

to the senior high schools of the United States of America and particu

larly to the states of Arizona and Michigan. They have also been con

fined to the academic secondary schools of Egypt whether for boys or 

for girls which are comparable to senior high schools in the United 

States. Agricultural, industrial, and vocational secondary schools in 

Egypt have been excluded from this study as have been privately sup

ported and foreign schools. No attempt has been made to determine 

whether differences exist between male and female principals in the 

performance of professional duties. 

When the words "America", "American", "United States", have 

been used, they have referred exclusively to the United States of America. 
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When Egypt is used, with or without the name United Arab Republic, it 

is recognized that the two names are synonymous. 

An attempt has been made to eliminate complicated statistical 

methods and procedures. The methods selected were those which were 

believed to be generally understood by principals in both the United 

States and in Egypt and those which would not require particular efforts 

from the nonspecialist reader. 

Definitions of Terms Used 

These definitions are not intended to be comprehensive meanings 

of the terms. They are simply limited to the meaning used in this study 

5 for which the Dictionary of Education was consulted. Some of them 

may seem obvious to certain readers but this is not so with others. 

Ability. The actual power in an organism to make adjustments 

successfully or to carry to completion any given act is its ability. 

Administration. All those procedures and techniques used in 

operating the educational organization in accordance with established 

policies are defined as administration. 

Administrative Bulletin. This is a publication that originates 

from the administrative offices of a school or school system and contains 

information pertaining to the direction, control, and/or management of 

5 Carter V. Good, Dictionary of Education, Second Edition, 
McGraw-Hill Book Company, Inc., New York, 1959* 
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the schools; it may be intended for administrative officers, other 

members of the school staff, parents, or the general public. 

Adult Education. Any voluntary effort that aims toward self 

development of adults conducted by the school and which is directed 

toward a special subject or course in a classroom situation is adult 

education. 

Articulation. The relationship and interdependence which exists 

among the different parts of the educational program and the degree to 

which the interrelations of the successive levels of the educational 

system make smooth the pupil's continuous and efficient educational 

progress is articulation.: 

Audiovisual Material. This is any device using the sense of 

sight and/or hearing which may be used in the learning process. 

Broad-Fields Curriculum. A curriculum design with strong 

effort at integration of closely related fields, such as reading, spelling, 

writing, and other language activities combined as language arts, or 

concentration on some problem that transcends subject-matter lines, 

such as world problems, is considered here to mean broad-fields cur

riculum. 

Budget. An estimate of planned expenditures for a certain time 

or purpose and the proposed means of financing them is a budget. 

Cooperative Planning. This is a method by which a group works 

collectively to determine goals, select experiences which will achieve 
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the goals, and decide how to evaluate their progress toward the 

goals. 

Core Curriculum. One subject or group of subjects in a curric

ulum design which becomes a center or core for other subjects to 

depend for sequence since these subordinated subjects have no independ

ent principle which determines their place in the program is called 

core curriculum. 

Course of Study. This is a guide prepared by teachers, super

visors, and administrators of a particular school or school system for 

a specific grade or instruction group as an aid for teaching a certain 

subject or area of study. 

Curriculum. All experiences provided under the supervision of 

the school to students, regardless of the time, location, or nature of 

these experiences is the curriculum. 

Curriculum Development. All professional activities related to 

the evolvement, growth, improvement, or modification of educational 

experiences are curriculum development. These activities are here 

interpreted in terms of planning curriculum, providing professional 

leadership, directing curriculum, supervising instruction, conducting 

school-public relations, and evaluation of curriculum. 

Curriculum Guide. This is a substitute for a formal course of 

study which includes important goals, a variety of learning experiences, 
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teaching aids, and evaluation techniques. The content is suggested 

rather than prescribed. 

Curriculum Materials Laboratory. A part of a school library 

or a separate unit which is organized to provide teaching aids to facili

tate efficient preparation of class material by the teacher is a curric

ulum materials laboratory. 

Diploma. This is an official document given by the school cer

tifying completion of a prescribed curriculum. 

Dropout. A student who leaves school before he graduates is 

considered to be a dropout. 

Evaluation. Consideration of evidence in the light of goals to be 

attained in terms of the particular situation, the group or individual, 

and the value standards is the evaluation. 

Follow-up. An investigation or survey of the status or experi

ences of students who have left school for the purpose of assisting them 

in future adjustment or for collecting information to improve guidance 

plans for those still in school is called a follow-up. 

Grading. This is an evaluation of rating often expressed on a 

letter or number scale of a pupil's achievement and sometimes includes 

behavior or character traits. 

Graduation Requirements. Specification of minimum educational 

achievement and other qualifications necessary for completion of the 

curriculum of a school is termed the graduation requirements. 
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Guidance. This is a technique or act of directing a child toward 

a planned goal, done by arranging an environment which causes him to 

feel basic needs, to recognize these needs, and to take purposeful steps 

toward satisfying them. 

High School. The high school is any school in the United States 

which carries either the name of high school or senior high school, 

regardless of the number of grades contained within the school, and any 

three year, academic, secondary school in Egypt. 

In-Service Education. Activities that contribute to the profes

sional growth and qualifications of a person, such as participation in 

supervisory and curriculum development programs, attendance at sum

mer-session courses, travel, and professional reading, are considered 

to be in-service education. 

Instructional Material. Any device, ejqperience, or method used 

for the purpose of teaching is considered to be instructional material, 

such as text books, supplementary reading materials, audiovisual and 

other sensory materials. 

Lay Advisory Committee. This committee is a group of persons 

chosen from the community, school staff, state or nation to advise, but 

not to have final decision-making power, in regard to a school program. 

Leadership. The ability and the act of undertaking to guide, 

direct, manage, or inspire others are leadership. 
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Objective. This is a purposeful aim or goal of a desirable 

course of action or belief that serves to select, regulate, and direct 

the later aspects of the act in a way that the total process is designed 

and integrated. 

Philosophy of Education. Any philosophy applied to or dealing 

with the process of education and used as a basis for the general admin

istration, interpretation, and evaluation of educational problems per

taining to objectives, practices, outcomes, child and social needs, 

materials of study, and all other aspects of the field is the philosophy 

of education. 

Pressure Group. A group of persons bound by common interests 

that attempts to use coercive measures to influence others to adopt its 

program is a pressure group. 

Principal. The immediate head of a school is the principal. The 

high school principal is the administrative and supervisory officer in 

charge of a high school. 

Principal's Qualifications.The education, experience, and physical, 

social, and mental characteristics of a principal that determine his fit

ness for his position are his qualifications. 

Profession. An occupation governed by its own code of ethics 

which usually requires long and specialized preparation on the level of 

higher education is considered to be a profession. 
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Public Relations. The formal activity of improving the relations 

of a school with its special public or with the general public is called 

public relations. 

Report Card. This is a formal, written notification to parents 

and/or guardians reporting progress or achievement of a student in 

specific aspects of the school program, which may include the student's 

subject-matter achievement and attitudes, efforts, and attendance. 

Resource Person. Any individual with special knowledge or 

experience which can be used by a classroom group in a learning situa

tion, such as a local politician for a course in government,would be a 

resource person. 

Role. This; is^ / behavior pattern of functions expected of, or 

carried out by, an . individual in a given societal context. The actual 

personal participation of a principal in any curricular activity is his 

role. 

School Publication. Any publication of a school, usually managed 

and edited by a group of students under the auspices of a school, is 

classified as a school publication. It includes the newspaper, magazine, 

handbook, annual, or yearbook. 

Student Handbook. This is a special bulletin containing informa

tion about the school designed to inform students concerning the rules 

and regulations, major student organizations and activities, schedules 

for classes and general orientation material. 
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Subject Content. This is a school subject in which acquiring 

knowledge or information is the main objective, for example, history, 

geography, civics in social studies programs. 

Supervision. Any effort!:; of specified school officials directed 

toward providing leadership to teachers and other educational workers 

in improving instruction is supervision. This involves the selection 

and revision of educational objectives, methods of teaching, evaluation 

of instruction, and stimulation of professional growth and development 

of teachers. 

Teacher's Handbook. A printed, mimeographed, or typed book

let for teachers which contains general information about school policies, 

procedures, and local school organization and supplies and equipment, 

as well as about administration,is called teacher's handbook. 

Teaching Aid. This is a supplementary instructional device 

intended to facilitate learning, such as a chart, picture, drawing, film, 

working model, etc. 

Teaching Demonstrations. These are illustrative activities of 

educational materials, procedures, or techniques presented by skilled 

or experienced persons in connection with pre-service or in-service 

education. 

Testing Program. This is any organized plan for systematically 

carrying out evaluative procedures in a school or school system or 

among different school systems which involves the selection, scoring, 
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administrating, and interpretation of tests (usually objective tests) 

and generally implies that a relatively large number of students are 

being tested. 

Techniques and Design of the Practical Study 

It was realized that the nature of the information needed does 

not lend itself to a questionnaire type of investigation, because the 

questionnaire would need to determine in advance particular kinds of 

activities then to ask the principals whether or not they practice them. 

The nature of the study required that the principals themselves speak 

of the techniques they practice in their schools with the hope that some 

ideas or some practices would come out which were not previously 

known. It was realized that the interview system would be better and 

that better results would be secured if the principals were given enough 

freedom in providing the information. The standardized interview with 

open questions was found to be the most suitable. 

By a standardized interview we mean one in which 
the questions have been decided upon in advance of the 
interview, and are asked with the same wording and in 
the same order for all respondents. The questions used 
in a standardized interview may be either "open" or 
"closed".® 

6 
Gardner Lindzey (ed.), Theory and Method (Vol. I of Handbook 

of Social Psychology. 2 vols.; Reading, Mass: Addison-Wesley Pub
lishing Company, Inc., 1959), p. 451. 
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An open question gives the respondent little or no 
guidance as to the form or content of his answer. ... 
Open questions state a problem without specifying a list 
of alternative answers... the openness of a question is a 
matter of degree. In the open question, he (the respond,t 
ent) must produce an answer in his own words... will 
reflect his more considered opinions.... An advantage 
of the open question, then, is that it permits (the inves
tigator)... to detect misunderstandings of the wording of 
the question, unexpected frames of reference, etc. 
Furthermore, it is not so likely to suggest an answer to 
the respondent.'' 

A thorough review of the educational literature of the subject of 

this study was made. From this review items were selected, put in 

question form, and were classified into the seven different categories 

chosen for the study. A panel of five judges were asked individually to 

make a judgment on the clarity and meaning of the questions. Only those 

questions that had the approval of all judges were used. The judges 

were also asked to sort the questions into categories and suggest a title 

for each category. At a group meeting of the investigator and the judges 

the seven areas of the study were decided. 

Three groups of principals were to be the subject of this study-

one group from Arizona, one group from Michigan, and the third group 

from Egypt. Having a random sample from the population of the princi

pals of each group would not be much help in achieving the purpose of 

this study since the need was to have the practices of the best high school 

' Ibid., pp. 457-458 
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principals in curriculum development. Therefore, it was determined 

to select some of the best principals from each group, and in order to 

be within reasonable limits, fifteen principals for each group were 

considered to be a sufficient number. 

The following steps were observed and criteria established in 

preparing for and in conducting these interviews: 

I. Selection of principals to be interviewed 

A. The selection of principals to be interviewed in the states of 

Arizona and Michigan was in each state based upon the recom

mendation of panels of seven professional leaders in the field of 

education who were very familiar with the schools and were 

either teaching courses in the department of education of a uni

versity and/or were affiliated with an association or state depart

ment of education which accredited high schools. Each judge 

recommended the principals in his state who, in his personal 

and professional opinion, were reputable principals of good 

schools. Each judge worked independently and those principals 

who were mentioned by the majority of the judges were selected 

for the study. 

B. The selection of the fifteen principals to be interviewed in Egypt 

was based upon the recommendation of the General Administra

tion of Secondary Education in the Ministry of Education in Egypt. 
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II. Procedure observed in conducting all interviews 

A. Before each interview, the principals who had agreed to par

ticipate in this study were given a copy of all questions to be 

asked, and had had ample opportunity to prepare for the inter

view. 

B. All interviews were tape recorded. 

C. The recorded interviews were transcribed into typewritten 

transcripts. 

D. In any instance where the possibility of misinterpretation 

appeared, the transcript was mailed to the principal for his 

correction or approval. 

HI. Procedure unique to Egyptian interviews 

A. All interview items were translated into Arabic before being 

given to the principals. It was considered that the questions 

must keep the exact meaning as they were given in English. 

This was not an easy task because some of the terms were not 

familiar to the Egyptian reader and would lose their meaning if 

they were merely translated literally. The investigator found it 

necessary sometimes to give an introductory statement to the 

question in order to make it clear. Four different Egyptian 

graduate students in Education and three university professors 

who were educated in the United States were used individually to 

determine the accuracy of the translation. 
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B. All interviews were conducted in Arabic, tape recorded, and 

the response translated into English before the data were 

analyzed. 

Analysis of Data 

The Egyptian responses were translated from Arabic into English. 

The accuracy of the translations were checked by a panel of three, bi

lingual, graduate students. 

Responses were then sorted so that the forty-five responses to 

each item were grouped together. The responses to each item were 

next categorized into their correct group: Arizona, Michigan, or Egypt. 

An initial examination was made of the raw data related to each 

item. Then tentative classifications were made of the responses. 

Randomly selected items with their appropriate responses were 

given to two graduate students in the field of education to classify in 

order to check upon the accuracy of the investigator's classification of 

responses. Their classification was in agreement with the investiga

tor's; therefore, responses to each item were tallied according to the 

investigator's system of classification. 

Tables were set up in which the tallied findings were presented in 

terms of frequency, percentage, or relative rank. 

Findings related to the seven areas of the role of the high school 

principal in curriculum development, considered as sections to the 



21 

interview, were organized into chapters in the dissertation. Findings 

based upon items located in a section of the interview were presented 

in the corresponding chapter of the dissertation. 

Simple, commonly understood terms of description were 

selected and findings were described in such terms as: percentage, 

frequency, majority, minority, rank, etc. 

The limitations, specific objectives, scheme of organization, 

and any definitions or procedures unique to the chapter were presented 

in the introductory portion of each chapter. Findings were discussed 

in terms of each group, then they were compared to show similarity 

and difference. 

Items which were found to have no direct application to the actual 

practices of Egyptian principals were indicated and the alternative 

practices used by this group were discussed. 

Sources of Data 

The data used in this dissertation were secured from different 

sources written in both Arabic and English, and included material from: 

1. Professional books. 

2. Bulletins and periodicals of professional organizations. 

3. Yearbooks of these organizations. 

4. Doctoral dissertations. 

5. Personal interviews with some high school principals. 
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6. Materials supplied by these principals connected with their 

school activities. 

7. The investigator's personal observations during his visits 

to the high schools. 

Organization of the Dissertation 

This dissertation has been organized to include twelve chapters; 

the first is an introduction; the second deals with recent investigations 

related to this study; the third discusses the major philosophical foun

dations underlying the high school principal's role in curriculum devel

opment and its importance. Then the next seven chapters are concerned 

with seven different areas of the role of the high school principal in 

curriculum development. These areas are professional qualifications, 

planning curriculum, professional leadership, directing curriculum, 

supervising instruction, public relations, and evaluation of curriculum. 

Each of these seven chapters discusses findings related to the actual 

practices of the principals selected to participate in the interviews. 

Practices of the Arizona group were always discussed first, followed 

by those in Michigan. The more common practices were explored as 

well as the practices unique to each state. The Egyptian practices then 

were discussed, compared, and contrasted with the practices commonly 

followed by the American groups. The eleventh chapter provides a 

summary of findings, and the final chapter is devoted to conclusions 

and recommendations of the study with suggestions for further studies. 



CHAPTER II 

REVIEW OF RECENT RELATED RESEARCH 

The professional experience, academic preparation, the salary 

earned, and the professional organizations attended were but a few of 

many factors related to the role of the high school principal which were 

selected as areas of investigation within the past seven years. The 

wealth of data collected has contributed to the profession's understand

ing of several facets of the multiphasic role of the high school principal 

in the United States. 

Eleven doctoral studies which were completed between 1955 and 

1961 and which dealt with factors related to the role of the high school 

principal in curriculum development have been examined to determine: 

1. the major underlying purposes as given in the statement of 

purpose; 

2. some of the characteristics related to the selection of subjects, 

and procedures; 

3. some of the more significant findings and conclusions; 

4. selected areas of purpose which were common to several 

studies; 
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50 techniques, related to procedure, which were most fre

quently employed; and 

6. areas, related to the role of the high school principal in 

curriculum development, which were examined in these 

studies. 

For purpose of organization, these studies have been presented 

separately in alphabetical order according to the writer's last name. 

Following the brief review of the eleven studies, comparison was made 

to determine areas of similarity and difference among them. A brief 

discussion has been included to indicate certain unique aspects of the 

present study which satisfies some of the needs for additional research 

suggested by the study of recent research and which satisfies, as well, 

some other needs that will be indicated later in this chapter. 

Review of Individual Studies 

Each study has been briefly reviewed in terms of its purpose, 

subjects, procedure, and major findings and conclusions. 

Study I. 

Source. Cibik, Rosemarie Scavariel, "The Personal, Social, 

and Professional Backgrounds and Duties and Responsibilities of Women 

High School Principals in the United States" (unpublished doctoral dis

sertation, The University of Pittsburgh, 1957). 
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Purpose. The purpose of this study was to (1) determine the 

general social, personal, and professional background of women high 

school principals in the United States; (2) determine their duties and 

responsibilities; and (3) compare the findings of this study with the find

ings of previous studies insofar as they applied to women principals. 

Subjects. Three hundred and fifty women principals, listed in 

Patterson's directory and several state directories were selected. Of 

these 350 selected and invited to participate, 216 replied. 

Procedure. A three-part questionnaire was sent to each subject. 

The "typical" woman principal of 1955 was described. A composite 

statement of description included such characteristics as: age, marital 

status, professional training for position of high school principal, pro

fessional experience within the field of education, membership in church, 

civic, and professional organizations, salary, administrative authority, 

etc. 

Major Findings and Conclusions. The following major findings 

resulted from an examination of data: (1) women principals were not, 

as a group, so well prepared for the type of professional leadership 

demanded of their position as were principals in other studies; (2) women 

principals, as a group, did not have as much administrative experience 

before their appointment to the position of principals as did principals in 

other studies; (3) women principals tended to remain in positions longer 

than did principals in other studies; (4) women principals had little voice 
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in the selection of either professional or nonprofessional personnel; 

(5) women principals shared administrative control over all personnel 

except the doctor, dentist, dental hygienist, and the custodian. Their 

control began as soon as candidates were appointed and assigned to 

the building; and (6) women principals, as a group, appeared to be a 

mature and stable professional group. 

Cibik's major conclusions were that women principals were not 

unduly handicapped in the performance of their administrative, super

visory, clerical, and community duties because they exercised a large 

degree of authority in their schools. 

Study n. 
Source. Goettee, James Henry, "A Study of the Senior High 

School Principal in Texas" (unpublished doctoral dissertation, The 

University of Houston, 1959). 

Purpose. The purpose of this study was: (1) to gather and pro

vide a tabulated record of certain general, personal, and professional 

information concerning the Texas public senior high school principal of 

the 1957-1958 school year; and (2) in the light of these findings, draw 

conclusions concerning the status of the schools in which the principals 

served; the quality of their personal, academic, and professional back

grounds; the manner in which principals allocated time; the role of the 

principal in the Texas senior high school; and the economic status of 

these principals. 
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Subjects. One thousand and seventy-five senior high school 

principals listed in the 1957-1958 directory published by the Research 

Division, Texas Education Agency, were asked to participate in this 

study. Of this group, 53.6% responded. 

Procedure. A questionnaire was sent to each subject. Data 

were tabulated. Literature, in the form of books, periodicals, previous 

studies, and bulletins, provided the background material and constituted 

the basis for comparisons made in this study. 

Major Findings and Conclusions. Goettee's study indicated: (1) 

the public senior high schools in which the principals of Texas work did 

not meet the educational needs of all youth due to the schools' geographic 

location, limited physical facilities, size, small faculties, and the 

emphasis placed upon an academic, pre-college curriculum; (2) the 

Texas senior high school principal had a favorable background for the 

principalship in terms of early family history, academic and professional 

preparation, marital status, professional affiliation, recent additional 

study, courses taken in education, and certification; (3) the experience 

and tenure of Texas senior high school principals provided an adequate 

professional background for the principalship in terms of teaching exper

ience, past administrative and supervisory experience, and years of 

professional service within the district; (4) the Texas senior high school 

principal allocated his time to meet the needs of his school and commun

ity and averaged a work day of 9.3 hours (43.4% of his time was devoted 
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to administrative duties); (5) the Texas senior high school principal 

provided professional leadership and in 48.4% of the cases was believed 

by his superintendent and school board to be the responsible head of 

his school with authority to plan and carry out the school's program; 

and (6) the economic status of the Texas senior high school principal 

should be improved since the average salary (1957-1958) was $6, 303 

and 55% of the principals reported that they had been forced to drop 

plans for their personal and professional improvement because of 

inadequate financial resources. 

Study Ut. 

Source. Grady, Charles E. (Jr.), "An Analysis of Administra

tive Practices of Large Six-Year High Schools of the North Central 

Association of Colleges and Secondary Schools" (an unpublished doctoral 

dissertation, The University of Oklahoma, 1957). 

Purpose. The purpose of this study was to discover and analyze 

various administrative practices that were used in the large six-year 

schools of the North Central area. 

Subjects. The total population of principals in the large (schools 

with enrollments of 1,000 or more) six-year high schools of the North 

Central Association of Colleges and Secondary Schools were selected. 

Eighty principals (80% of total population) from fourteen states partici

pated in the study. 
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Procedure. A questionnaire was used. 

Major Findings and Conclusions. Grady's study indicated: (1) 

the principals appeared to possess minimum qualifications in terms of 

professional preparation for their positions; (2) the position of princi

pal has assumed professional status in that principals have been given 

a great deal of freedom in the selection and retention of faculty mem

bers assigned to their building's; (3) the administrative responsibilities 

of a large school have necessitated the use of a second administrator 

who is usually referred to as an assistant principal; (4) the principals 

tended to assume responsibility for curriculum improvement, the 

assignment of teachers, making of class schedules, and the supervi

sion of the custodial staff; (5) the assistant principal was usually respon

sible for attendance, supervision, and discipline problems; (6) there 

was evidence that the schools were single unit, six-year high schools 

because of their single administration, use of buildings, and the elimin

ation of promotion and graduation exervises for the lower grades; and 

(7) there was evidence to suggest that the schools were being adminis

tered as both junior and senior high schools because of accrediting 

rules, enrollment procedure, activity participation, and the assignment 

of teachers. 

Study IV. 

Source. Greig, Charles Milne, "A Study of the Working Patterns 

of the Secondary School Principals in a Metropolitan Area and Their 
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Effects on the Opinions and Attitudes of Teachers" (unpublished doc

toral dissertation, The University of Michigan, 1959). 

Purpose. The purpose of this study was to: (1) examine the 

working patterns of certain high school principals in a metropolitan 

area in terms of whether their behavior was basically democratic or 

autocratic; and (2) investigate the favorable or unfavorable attitudes 

and opinions of teachers working under relatively democratic and rela

tively autocratic principals. 

Subjects. Twenty-seven high school principals in Wayne County, 

Michigan, exclusive of the Detroit system, were the subjects of the 

group. Teachers working under four of these principals composed the 

second group. 

Procedure. "The Principal Behavior Check List" was adminis

tered to all of the principals. Responses were ranked and the two prin

cipals with the most autocratic work patterns and the two principals 

with the most democratic work patterns were identified. Teachers 

working under these four principals were given "The Educators Opinion 

Inventory". 

Major Findings and Conclusions. Greig's study indicated that 

findings supported the following major and minor hypotheses: (1) the 

working patterns of high school principals in this group will tend to be 

more democratic than autocratic; (2) principals will tend to perceive 

themselves as more democratic than their teachers feel they are; 
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(3) teachers' attitudes and opinions are more favorable to the principal 

who demonstrates democratic working patterns; (4) there is no rela

tion between the working patterns of the principal and the working 

demands, salary, curriculum materials, fringe benefits, or working 

conditions in the school in which the teachers work; (5) the schools with 

relatively democratic principals have more adequate communication 

than those headed by relatively autocratic principals; (6) the working 

pattern of the principal has no influence on a teacher's personal free

dom and community relationships; and (7) teachers working under rela

tively democratic principals are professionally more satisfied than 

those teaching under relatively autocratic principals. 

Study V. 

Source. Holden, Leonard William, "Administrator Roles in 

Secondary Education as Identified by Secondary Principals and Teachers" 

(unpublished doctoral dissertation, Stanford University, 1959). 

Purpose. The purpose of this study was to: (1) investigate the 

degree to which reported role perceptions clustered around three sug

gested divisions of the administrative role, i.e., Managing or organiz

ing, Harmonizing or stabilizing, and Motivating or innovating; (2) com

pare principals' self-concepts with their administrative role perceptions; 

(3) compare teachers' perceptions of the principal's role with the prin

cipals' perception of this role; 9nd (4) to investigate techniques and 
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procedures useful in describing administrator role percep

tions. 

Subjects. Forty-two junior and senior high school principals 

and one hundred and forty-eight secondary teachers were selected 

randomly from schools in six Puget Sound counties in the western 

section of the State of Washington. 

Procedure. Three devices were used: the "Twenty-Statements" 

test developed by Kuhn and McPartland; an original series of open-

ended questions entitled "The Secondary Principals' Opinion Poll", 

and an adaptation of an observation technique and "Personality Word 

Card" developedand used by Sarbin and Kamiya. 

Major Findings and Conclusions. Holden's study indicated: (1) 

secondary teachers and principals apparently did not differ generally 

in their degree of use or disuse of the categories Managing, Harmoniz

ing, and/or Motivating to describe their perceptions of the secondary 

principal's role(s), self-concepts, or inferred self-behaviors; (2) a 

statistically significant difference existed between the way in which 

teachers and principals perceived the principal's role(s); (3) principals 

varied in the salience of their self-concepts; (4) principals tended, sig

nificantly, to perceive themselves feeling most professional when 

engaged in personalized, process-centered activities; and (5) teachers 

and principals differed in the words selected, as well as in the relative 
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importance of the same words chosen, to report their perceptions of 

the role(s) of the secondary principal. 

Study VI. 

Source. Liddle, Lewis Rogers, "A Study of Some Persistent 

Problems Facing Beginning High-School Principals in Selected Schools 

in Michigan, With Suggested Solutions to These Problems" (unpub

lished doctoral dissertation, Michigan State University, 1959). 

Subjects. Twenty-five beginning high school principals in the 

state of Michigan participated in this study. 

Procedure. The real problems of beginning principals as per

ceived and submitted by the twenty-five beginning principals in the 

group were categorized into related areas consisting of administration, 

faculty, students, parents, community, public relations, and record 

keeping. Each cluster of problems was then subdivided. Professional 

literature provided the basis of the solutions offered to the problems 

identified as persistent. 

Major Findings and Conclusions. Liddle discovered in this study 

that: (1) the mechanical operation of a school, rather than the basic 

philosophy or the improvement of instruction, seemed to be the nature 

of the problems faced by beginning high school principals in this group; 

(2) with experience, the principal was better able to cope with the prob

lems associated with the mechanical operation of the school and more 
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emphasis was directed toward the problems of organization and super

vision to improve the instructional program; and (3) professional liter

ature concerning discipline problems was found to be inadequate. 

Study VII. 

Source. McAbee, Harold Vanderver, "The Oregon Secondary 

School Principal and His Job" (unpublished doctoral dissertation, The 

University of Oregon, 1957). 

Purpose. The purpose of this study was (1) to investigate the 

various aspects of the status of Oregon public school principals; (2) to 

determine their formal training and certification status; (3) to deter

mine their professional experience; (4) to determine the relative amount 

of time allocated to certain types of professional work; (5) to determine 

a criterion for the expenditure of time on the job; (6) to compare briefly 

the status of Oregon principals with that of principals in other states 

and with that of principals in Oregon in 1940-1941; and (7) to make 

recommendations concerning the pre-service and experience training 

as preparation for the principalship. 

Subjects. Two hundred forty-one public secondary junior and 

senior high school principals participated in this study. 

Procedure. Data were gathered through a diary study, the use 

of three questionnaires, and the examination of similar studies. 
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Major Findings and Conclusions. McAbee's study indicated: (1) 

Oregon principals of 1954-1955 compared favorably with principals in 

other states in relation to salary, training/ and certification status, 

professional activities, and personal data; and (2) lower teaching loads, 

long-term contracts, greater membership in professional organizations, 

more formal training, and higher certification requirements character

ized the Oregon principals of 1954-1955 when compared with Oregon 

principals of 1940-1941. 

Study VHI. 

Source. Ross, Rowland Hollingsworth, "The Function of the 

Principal in the Six-Year High Schools of New York State" (unpublished 

doctoral dissertation, New York University, 1956). 

Purpose. The purpose of this study was to reveal how the six-

year high school principal of New York State might function more effici

ently by determining his present functional status and by comparing this 

functional status with the concepts of the function of the high school 

principal as developed by accepted authorities in the field. 

Subjects. All principals of six-year high schools with enrollments 

of 400, or more, in New York were contacted. Of this total population 

there was a 90% response. Eighty-seven principals participated. 

Procedure. A survey form composed of fifty statements, each 

of which concerned a function, duty, or responsibility of a high school 
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principal, was sent to each subject. Principals were asked to indicate 

their beliefs and practices on all statements. Responses were summar

ized and tabulated. 

Major Findings and Conclusions. Ross discovered that while 

the beliefs expressed by principals concerning their functions were in 

close agreement with the concept of the functions which were developed 

by authorities, the actual practices reported by principals were fre

quently at variance with these concepts. 

Study IX. 

Source. Sparks, Harry Magee, MA Study of the High School 

Principalship in Kentucky" (unpublished doctoral dissertation, The 

University of Kentucky, 1955). 

Purpose. The purpose of this study was to provide impetus 

toward further professionalization of the principalship through suggest

ing more effective procedures for pre-service education, certification, 

and in-service improvement of Kentucky's secondary principals. 

Subjects. Three hundred ninety-four Kentucky high school prin

cipals, out of 543 in the total population who were contacted, partici

pated in this study. 

Procedure. Questionnaires were sent to subjects, the State 

Department of Education files were examined, and professional litera

ture was reviewed. 
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Major Findings and Conclusions. Spark's study revealed: (X) 

the principals of independent district high schools held a slight advan

tage, in terms of effective functions, over principals of county, pri

vate, or Negro schools; (2) principals in larger high schools consist

ently indicated a higher level of effectiveness of function than those of 

smaller schools; and (3) principals of Southern Association schools 

surpassed principals of nonmember schools. 

Study X. 

Source. Thorin, Frederick D., "A Study to Determine the 

Accuracy With Which Secondary School Principals Perceive the Role 

Expectations Held for Them by Their Staff and Superintendent" (unpub

lished doctoral dissertation, Wayne State University, 1961). 

Purpose. The purpose of this study was: (1) to determine the 

principals' awareness of the role concepts held for them by their staffs 

and superintendents; (2) to determine how the principals, superinten

dents, and staffs believed a principal should "ideally" behave, and how 

they believed a principal "actually" behaved; (3) to examine the rela

tionship between each individual's "ideal" and "actual" concepts held by 

each group from the various schools studied; and (5) to determine how 

aware the principal was of the percentage of time that his staff and 

superintendent believed he should devote to his three major areas of 

responsibility, administration, public relations, and curriculum. 
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Subjects. Selected principals, their superintendents, and their 

subordinates were selected to comprise the three groups* 

Procedure. Four instruments were developed for use in this 

study. Each was designed around illustrative examples of the expect

ancies held for the principal by his superiors and subordinates. These 

examples were ranked in order of importance by each principal, by 

his superintendent, and by his staff. The principals were also asked 

to rank these examples in the same way that each believed his super

intendent and staff had ranked them. 

Major Findings and Conclusions. The results of ThorinTs study 

indicated: (1) the principal did not have an accurate perception of the 

total role concept held for him by either his superintendent or his 

staff; (2) the greatest amount of agreement, as to the "ideal" role of 

the principal, was found to exist between the staff and the superinten

dent; (3) a closer agreement existed between the principal and his staff 

than between the principal and his superintendent as to the "ideal" role; 

(4) staffs were critical of the fact that they believed the principal placed 

too much "actual" emphasis upon his public relations and administrative 

functions and too little upon his curricular functions; (5) the principals 

believed that they put too much "actual" stress on public relations and 

administrative functions and too little emphasis upon curricular func

tions; (6) superintendents were less critical than staffs of the "actual" 

emphasis placed by principals; (7) principals who more accurately 
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perceived the role concepts of the staff and superintendent more 

closely fulfilled the "ideal" concepts held for them; and (8) a greater 

amount of agreement existed between principals, superintendents, and 

staffs in their concepts of the principal's "ideal" role than in their 

concept of the "ideal" percentage of time which should be devoted to 

the implementing of these functions. 

Study XI. 

Source. Weitz, Leo, "The High School Principal in New York 

City: A Study of Executive Responsibility in Theory and Practice" 

(unpublished doctoral dissertation, New York University, 1960). 

Purpose. The purpose of this study was (1) to determine how 

the responsibilities of the principal in New York City actually functioned 

within the institutional framework of existing authority and administra

tive practice; and (2) to discover what modifications would be desirable 

to strengthen the principals' effectiveness as executives and educational 

leaders. 

Subjects. Fifty-four high school principals in New York City 

participated in this study. 

Procedure. A questionnaire in the form of a checklist was 

mailed to each subject. Other procedures included: visits to high 

schools in New York City and out of town, interviews, and a special 

questionnaire sent to selected teachers, department heads, and admin

istrative assistants. 
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Major Findings and Conclusions. Weitz's study revealed that, 

according to responses to the principals * questionnaire/ the group did 

not, or could not, delegate their duties sufficiently to leave adequate 

time for the more creative aspects of their work. Neither the size of 

the school nor the character of the school's population was fo'jsnd to be 

a factor to which differences in the principals' performance of their 

responsibilities could be attributed. 

A Comparison of the Related Studies 

These eleven doctoral studies which have been reviewed were 

completed between 1955 and 1961 in ten universities located in eight 

states in the United States. They all are related to the role(s) of the 

high school principal. Information concerning the writers, degrees 

earned, titles of research, universities from which studies were con

ducted, and the date of each dissertation's acceptance has been pre

sented in Table n-1. 
A brief examination of the statements of purpose in the eleven 

studies suggested certain general areas of purpose which were shared 

by several studies. General statements concerning the nature of these 

common areas and the number of studies including a purpose related to 

these common areas were tabulated and have been presented in Table 

H-2. Only those areas in which three or more studies shared a closely 

related purpose have been included in the table. 
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Table II-l. Recent Research Related to the Role of the 
High School Principal 

Writer Degree -Title of Study University Year 
Cibik Sd.D. 

Qoettee Ed.D. 

Grady Ed.D. 

Greig Ph.D. 

Holden Ed.D. 

Liddle Bd.D. 

McAbee Ed.D. 

Ross Ed.D. 

Sparks Ed.D. 

Thorin Ed.D. 

The Personal, Social, and Profess
ional Backgrounds and the Duties and 
Responsibilities of Women High School 
Principals in the United States 

A Study of the Senior High School 
Principal in Texas 

An Analysis of Administrative Prac
tices of Large Six-Year High Schools 
of the North Central Association of 
Colleges and Secondary Schools 

Pittsburg 1957 

Houston 1959 

Oklahoma 1957 

A Study of the Working Patterns of the Michigan 
Secondary School Principal in a Metro
politan Area and Their Effects on the 
Opinions and Attitudes of Teachers 

1959 

Administrator Roles in Secondary Edu
cation as Identified by Secondary 
Principals.and Teachers 

A Study of Sotfe Persistent Problems 
Facing Beginning High School Princi
pals in Selected Schools in Michigan 
With Suggested Solutions to These 
Problems 

Stanford 1959 

Michigan 
State 

1959 

The Oregon Secondary School Principal Oregon 

The Function of the Principal in the Nev York 
Six-Year High Schools of New York State 

A Study of the High School Principal- Kentucky 
ship in Kentucky 

A Study to Determine the Accuracy with Wayne 
Which Selected Secondary School Prin- State 
cipals Perceive the Role Expectations 
Held for Then by Their Staff and Sup
erintendent 

1957 

1956 

1955 

1961 

Weitz Ph.D. The High School Principal in New York New York i960 
City.t A Study of Executive Responsi-
bility in Theory and Practice 
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Table n-2. Common Areas of Purpose in Recent Research. 

T ' ~ 
Common Purpose Presented as Composite . .. 

Statement of Purpose I Frequency 

The purpose of the study was related to a specific 
group of high school principals from a specific 8 
population of a state, city, association, or 
type of administrative unit. 

The purpose of the study was related to the general 
personal and professional qualifications of such 6 
a specific population. 

The purpose of the study was related to the admin
istrative practices, working patterns, or the 5 
allocation of time by selected principals. 

The purpose of the study was related to the status ^ 
of principals within a specific population 

The purpose was related to a desire to provide 
information which would be of benefit to prin- 4 
cipals within a specific population. 

An examination of this tabulated information indicates that: (1) 

eight of the eleven studies were closely involved with investigations of 

groups of principals who represented populations defined in terms of 

membership in an association, administration of a particular type of 

unit (the six-year high school), or because their positions were located 

in a particular state or metropolitan area; (2) over half of the studies 

included as a purpose the investigation of general personal and profes

sional qualifications of principals in a specific population; (3) nearly 
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half the studies included purposes related to the investigation of admin

istrative practices; (4) four of the studies included a purpose related 

to the status of principals within a specific population; and (5) another 

four stated that one purpose of their studies was to provide information 

which would benefit principals within a specific population. 

All studies used high school principals as subjects—four studies 

included teachers, department heads, administrative assistants, or 

superintendents. The method of selection of subjects fell into two 

major divisions; six studies used the total population of high school 

principals within a particular state, city, association, etc. Four 

studies selected principals upon some basis other than membership in 

such a population. One, study used random selection from a defined 

population. The most commonly used instrument for acquiring informa

tion was some form of mailed questionnaire which was used by nine of 

the writers. The percent of response to initial contacts ranged from 

54% to 96% participation. 

Need for Additional Research 

Over half of the reviewed studies included some investigation of 

general personal and professional qualifications of certain groups of 

principals and three of the studies referred to either the duties and 

responsibilities or the functions or role(s) of principals. The major 

criterion, in over half of the studies, for the selection of subjects was 
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membership in a group defined in terms of geography, type of adminis

trative unit, or affiliation with an association of schools. Findings 

tended to present the status quo or an "average." principal created of 

a statistical composite. The interest and value of such findings tended 

to provide a general description of a particular population's immediate 

status. One study was concerned with theory. Attitudes, opinions, 

working patterns, and role perception were mentioned. 

Certain major needs for systematic and comprehensive research 

have been suggested by these studies and were considered in terms of 

the role of the high school principal in curriculum development. They 

have been presented in terms of statements of needs: 

(1) There was a need to conduct systematic and comprehensive 

investigation into the various aspects contributing to the 

role of the high school principal in curriculum development. 

(2) There was a need to examine both the philosophical founda

tions underlying this role arid the practical application of 

theories evolving from such foundations. 

(3) There was a need to provide practical, positive assistance 

to high school principals who were engaged in curriculum 

development. 

(4) There was a need to determine some of the practices related 

to curriculum development which have been used success

fully by high school principals who represent the best 
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standards of professional competence so that these prac

tices could provide a pattern for the practices of others. 

(5) An additional need, not directly suggested by a study of 

recent research, was the need to discover all possible 

information about the most desirable and successful prac

tices used by the best high school principals in fulfilling 

the expectations of their role in curriculum development 

and, after an examination of the philosophical and practical 

factors involved, select those appropriate practices'which 

might best be introduced to all.principals. 

Unique Aspects of the Study 

The present study has been considered to contain certain unique 

aspects which were built into the original design and which satisfy the 

needs discovered, or suggested, by an examination of research studies 

related to the role of the high school principal. The design of the study 

has been presented in detail in Chapter I. Specific characteristics 

which are related to the discussion of recent research have been 

included at this point. The study offers a unique contribution to the body 

of professional knowledge in that: 

(1) Many of the philosophical foundations underlying the role of 

the high school principal in curriculum development have 

been examined, not only as they manifest themselves in the 
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United States of America but also as they contribute to the 

educational practices in Egypt. 

(2) Although subjects participating in this study were residents 

of three separate geographic areas: Arizona, Michigan, 

and Egypt, and each group was discussed in this context, 

the criterion for inclusion was that of professional superi

ority. Only the most reputable and respected high school 

principals, selected by authorities in the field of education 

who were both personally and professionally familiar with 

the subject's ability, contributed to this study. They 

represent the highest standard of professional competence 

in their own state or nation. 

(3) The majority of the data was collected by means of personal 

interviews. Principals were given ample time to examine 

the items to be discussed, to prepare for the interview and 

to participate in the interview in a manner designed to 

encourage free and complete personal interaction. All 

interviews were tape recorded, transcribed into typed 

transcripts, and when there appeared any possibility of 

misinterpretation the transcripts were sent to the principal 

involved for his approval or correction. Although open-ended 

items were used and personal involvement was encouraged, 
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all principals were asked the same questions in the same 

order and all responses were processed in a uniform 

manner. 

The interview was designed to investigate seven major 

areas of the role of the high school principal in curriculum 

development: (1) the principal's qualifications; (2) planning; 

(3) professional leadership; (4) directing curriculum; (5) 

supervising instruction; (6) public relations; and (7) evalua

tion. 

Findings were presented in a way that need not involve the 

reader in many statistical procedures. The actual practices 

which were currently being used by reputable high school 

principals in Arizona, Michigan, and Egypt were discussed 

individually before comparisons were made. Each of the 

major areas was handled in a separate chapter. 

Upon the basis of conclusions resulting from these findings, 

suggestions were made concerning some of the desirable 

practices which have been used with success by reputable 

principals in the high schools of which were visited; and 

which were believed to be suitable for principals in both 

Egypt and the United States. 



48 

Summary of the Chapter 

A review was made of eleven studies made since 1955 that are 

related to the role of the high school principal. The majority of these 

studies involved an examination of factors related to the role of the 

high school principal in a specific state, city, association, or type of 

administrative unit. Findings tended to be presented in terms of the 

"average" principal who was a statistical composite of such a group. 

In approximately half of the studies whole populations were 

included. The most common method of acquiring information from 

these subjects was through the use of some type of questionnaire. 

Over half of the studies presented findings related to the general 

personal and professional backgrounds of principals; nearly half of the 

studies claimed as a purpose the investigation of administrative prac

tices of high school principals. 

The area of the role of the high school principal in curriculum 

development needs a variety of research, only some of which was done 

by the reviewed studies. The present study was intended to meet the 

needs: (1) to examine the philosophical foundations underlying both the 

theory and practice of curriculum development; (2) to conduct compre

hensive and systematic research and investigation into the various 

aspects of the role of the high school principal in curriculum develop

ment; (3) to provide positive, practical service to high school principals 
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involved in curriculum development; (4) to present an example of actual, 

successful practices used by high school principals who represented a 

high standard of professional competence. (5) An additional need, 

although not taking place in the United States, was the need to examine 

practices used with success by reputable American high school princi

pals for the purpose of determining which of these practices would be 

appropriate for introduction to Egyptian principals. 

This study was considered unique in that it included: (1) the 

examination of philosophical foundations underlying curriculum devel

opment in Arizona, Michigan, and Egypt, plus a comparison of founda

tions; (2) the criterion of professional excellence used in determining 

the selection of subjects; (3) the use of personal interviews designed to 

encourage active participation on the part of the subjects; (4) the inves

tigation of seven areas of professional activity included in the role of 

the principal in curriculum development; and (5) the inclusion of sug

gestions concerning actual practices successfully used by reputable 

high school principals actively engaged in curriculum development. 



CHAPTER m 

PHILOSOPHICAL FOUNDATIONS 

The democratic heritage which has permitted the development 

of the philosophical foundations of American education extends to a time 

before the United States existed as a free and independent nation. The 

tradition of free public education has been the birthright of American 

citizens for many generations. 

The real democratic heritage which has permitted the develop

ment of the philosophical foundations of Egyptian education began actu

ally in 1952, within the life of the majority of the children attending 

elementary school today and within the memory of all of the young people 

currently enrolled in secondary schools. Within the memory of many, 

literacy itself was a luxury to many citizens. 

The following discussion of the philosophical foundations which 

underlie the role of the high school principal in curriculum development 

has been based upon: (1) historical documents; (2) modern texts in edu

cation; (3) bulletins of the education departments of the United States and 

Egypt; (4) publications of learned societies; (5) recent professional 

journals; and (6) upon interviews with noted Egyptian educators who have 

50 
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helped to shape the educational destiny of modern Egypt. The following 

men were five who contributed significantly, each in the subject 

attached to his name. * 

1. Mr. Ahmed Nagib Hashim, former Minister of Education, 

"New Trends in Secondary Education." 

2. Dr. Ali Shoaib, Vice-Minister for Vocational Education, 

"New System of Experimental Schools". 

3. Mr. Ibrahim Hammoudah, Director of the Circle (Section) 

of Planning for Junior and Senior High School Education, 

"Curriculum Planning". 

4. Mr. Abdul-Aziz Farid, Assistant General Director of the 

General Administration of Secondary Education, "Practices 

of the High School Principals". 

5. Mr. Mohammed Mahmoud Aashour, The General Observer of 

Junior and Senior High Schools in the Ministry of Education, 

"Practices of the High School Principals". 

The chapter has involved a statement of the general philosophical 

foundations underlying education in the United States of America and 

Egypt, United Arab Republic. This has been considered necessary as a 

basic background to the subject with which this study has dealt. The 

1 Some of these people are holding different positions now (May, 
1962). 



philosophical foundations of the role of the high school principal in 

curriculum development in each nation were- examined in isolation 

before comparisons were made. A summary of the most significant 

findings has been presented at the end of the chapter. Throughout the 

discussion, explanations of the organizational procedures used to 

implement theory and definitions of specific terms have been included 

within the context of the discussion when it was believed that an under

standing of such processes or terms would add to the reader's appreci

ation of the philosophical foundations of a nation. 

General Philosophical Foundations 

In the United States 

Throughout the history of public education, the 
state has been responsible for its schools. The federal 
government has not had an active part in prescribing 
what should be taught or how it should be taught....2 

The United States Office of Education has functioned in an advi

sory capacity, has provided a source of information, and has been a 

center for watching the development of educational trends throughout 

the country. 

2 Edward W. Smith, Stanley W. Krouse, Jr., and Mark M. 
Atkinson, The Educator's Encyclopedia. (Englewood Cliffs, N. J: Pren
tice Hall, Inc., 1961), p. 6. 
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State departments of education have established the minimum 

requirements -within each state; differences have existed in both their 

educational philosophies and in their curricula. 

The Conference on Policies and Strategy for Strengthening the 

3 Curriculum of the American Public Schools investigated the current 

situation in curriculum development in the United States. The majority 

of the conferees, who included outstanding laymen, well-known scholars 

and scientists, and educational leaders in public school work, were in 

agreement that the present educational structure should be maintained 

but that national leadership, in the form of a commission, should be 

established. This national commission would include study groups to 

give help in the design and content of the curriculum, with instructional 

materials and procedures and should have authority to deal with prior

ities and overriding needs. 

The American government has always involved itself with certain 

educational activities even before the official adoption of the Constitution 

in 1789. Two of the better known ordinances were (1) The Ordinance 

of 1787 in which land was set aside in each township for the maintenance 

of a public school; and (2) The Ordinance of 1787 in which it was stated, 

"Religion, morality, and knowledge being necessary to good government 

^ Ralph W. Tyler, "Do We Need A 'National Curriculum'?", 
The Clearing House, Vol. 34, No. 3, pp. 141-148. 
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and the happiness of mankind, schools and the means of education shall 
4 be forever encouraged." 

Federal land, money, surplus commodities, etc., have been 

set aside for the benefit of schools and for the establishment of colleges. 

Grants have been given for the training of teachers, the education of 

veterans, and the development of vocational programs. Despite the 

early and continued interest which the federal government has shown 

in education, no explicit elements for a plan for education had been 

included in the Constitution. Implied responsibility and the right of 

establishment have existed. 

Education became the legal right of the individual states under 

the Tenth Amendment to the Constitution which reserved for the states 

all matters which had not been delegated to the federal government. Two 

provisions of the Constitution have, however, involved the federal 

government in educational policies and programs. Clause 1, Section 8, 

Article I, of the Constitution granted Congress the right to lay and col

lect taxes, duties, imports, and excises to pay debts and to "Provide 

for the common defense" and "general welfare of the United States." 

The Fourteenth Amendment forbade any slate from making or enforcing 

any law which would abridge "The privileges or immunities" of a citizen, 

deprive any person of "life, liberty, or property without due process of 

4 
Smith etal., oj3. city p. 11. 
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law". The provision for federal support and the legal basis for federal 

demands for the integration of schools where segregation of races had 
\ 

been practiced, has actively involved the federal government in some 

phases of local educational planning. 

5 Morphet et aL have discussed the role of the Supreme Court 

and the forty-five decisions involving education which had been made 

between the time of the writing of the Constitution and 1954. 

Unless specifically defined by the federal or state constitution, 

or by laws passed by state legislatures, all educational matters have 

been the responsibility of the local school district. The policy of a 

local school board has been inviolate unless contrary to state or federal 

laws. The objectives of education in the early period of American edu

cation reflected the ideals of the emerging nation and included the follow

ing tenets which have provided the basic philosophical foundations of the 

6 educational system through the years. 

1. All men, regardless of class, are entitled to educa
tion at public expense. 

2. The true basis for a democracy is an enlightened 
citizenry. 

3. All aptitudes, liberal and vocational, should be 
developed. 

^ Edgar I. Morphet, R. L. Johns, and Theodore L. Reller, 
Educational Administration: Concepts. Practices and Issues. (Engle-
wood Cliffs, N. J.: Prentice Hall, Inc.), 1955. 

Smith et. al., og. cit., p. 20. 
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4. Authority and control should be centralized. 

5. Secondary and higher education should be provided 
for all who desire it. 

6. Church and state should be separate. 

7. Public schools should be completely secular in 
their instruction. 

The American high school had its origin in Boston in 1821. 

Michigan in 1872 was the first to establish the high school as a part of 

7 its free school system. 

National objectives, defined by federal law, have not been; set 

down for the secondary schools, but nationally accepted objectives have 

been developed. The most famous, perhaps, have been the Cardinal 
g 

Principles of Secondary Education which include: (1) health; (2) com

mand of fundamental processes; (3) worthy home membership; (4) voca

tion; (5) civic education; (6) worthy use of leisure time; and (7) ethical 

character. 
g 

The Purposes of Education in American Democracy , developed 

by the National Education Association, included four major areas of 

objectives: (1) the objectives of self-realization; (2) the objectives of 

7 Ibid., p. 21. 

® Cardinal Principles of Secondary Education, Bureau of Educa
tion, Department of Interior, Bulletin 1918, No. 35 (Washington: U. S. 
Government Printing Office, 1937), pp. 11-16. 

9 Educational Policies Commission, The Purposes of Education 
in Amfiriran Democracy. (Washington: National Education Association, 
1938). 
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human relationships; (3) the objectives of civic responsibility; and (4) 

the objectives of economic efficiency. 

The Imperative Needs of Youth of Secondary School Age^, 

developed by the National Association of Secondary School Principals, 

listed ten imperative needs: (1) to develop salable skills; (2) to develop 

and maintain good physical health and fitness; (3) to understand the 

rights and duties of a citizen of a democratic society; (4) to understand 

the significance of the family; (5) to purchase and use goods and services 

intelligently; (6) to understand the methods of science and the main 

scientific facts concerning the nature of man and the world; (7) to 

develop respect for other persons; (8) to develop the capacity to appre

ciate beauty; (9) to develop respect for other persons, grow in their 

insight into ethical values and principles, live and work co-operatively; 

and (10) to grow in their ability to think rationally, express their thoughts 

clearly, and to read and listen with understanding. 

The functions of the secondary school have been listed by 

Anderson et al.** and were expressed in terms of the problems of ado

lescents. They include problems related to: (1) personal, family, school 

10 "The Imperative Needs of Youth of Secondary School Age, " 
The Bulletin, The National Association of Secondary School Principals, 
(Washington, D. C.), No. 145, March, 1947. 

Vernon E. Anderson, Paul R. Grim, and William T. Gruhn, 
Principals and Practices of Secondary Education, (New York: The 
Ronald Press Co., 1951), pp. 64-68. 
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and community relationships; (2) adjustments involving physical and 

mental health; (3) the development of personal ethical, religious, and 

moral values; (4) the use of leisure time; (5) the selection of a voca

tion; (6) the preparation for the intelligent use of money; and (7) the 

understanding of, and doing something about, world conditions. 

In Egypt 

The philosophical foundations which have been found to underlie 

the development of curriculum in the modern secondary schools of 

Egypt, United Arab Republic, have been interpreted in terms of the 

objectives of a nation which was reborn in the "bloodless revolution" of 

July, 1952, under the leadership of Gamal Abdel Nasser. 

It was neither possible nor desirable to attempt an isolation of 

educational and national objectives since they have been united in purpose 

throughout the brief history of modern Egypt. "The curricula ... are 

being constructed with the purpose of equipping youth with the social 

12 and practical skills that enable them to live democratically." 

For the purpose of the following discussion, effort was made to 

limit detailed descriptions to the organizational processes used to develop 

objectives which have been reflected in the development of curriculum. 

Education in Modern Egypt, Documentation Centre for Educa
tion, Department of Public Relations, Ministry of Education, The United 
Arab Republic, Cairo, 1958, p. 25. 
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Some explanation, however, was found to be necessary if the theory 

and purpose of centralization were to be interpreted. 

The rapid evolution in every area of human and national endeavor 

which has occurred in Egypt during less than a decade has placed great 

and unusual responsibility upon all those associated with the develop

ment of curriculum and its implementation. 

The birth of a new national and democratic conscious
ness, the repudiation of many ancient attitudes to life and 
sanctions thereon, the deepening conflict between the old 
authorities and the new values and outlooks, the introduc
tion of science and modern technology in both industry and 
agriculture, are factors which combine to make demands 
upon the youth of Egypt. It is in this matrix that the Egyp
tian educational system now works. 13 

Four national objectives have provided the foundations underly

ing all social, economic, political, cultural, and technological advance

ment. 

The objectives of the nation have been expressed as 
follows: Democracy as a way of life and system of gov
ernment. Economic and social equality by raising the 
standard of living of all the people. Strengthening national 
solidarity and realizing Arab nationalism. Maintenance 
of peace by taking positive neutralism as a moral stand 
in world politics....Egypt has recognized education as a 
major means of achieving these national objectives. 

Four articles in the Constitution of 1956 deal specifically with 

education: 

13 Ibid., pp. 25-26 

14 Ibid., p. 25. 
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Article 48: Education is free within the limits 
defined by Law, public order, and morality. 

Article 49: All Egyptians have the right to educa
tion sponsored by the State and maintained through 
the establishment of various schools, cultural and 
educational establishments undergoing gradual 
development. The State attaches special impor
tance to the physical and mental training of youths. 

Article 50: The State exercises control over public 
education regulated by Law. Throughout its diverse 
stages in State schools, education is given free of 
charge in accordance with the limits, defined by 
Law. 

Article 51: Elementary education is compulsory, 
and freely provided in State schools. 15 

The education program established by this Constitution "entailed 

the creation of a Central Ministry of Education in Cairo and two Execu

tive Regional Ministries of Education in Damascus and Cairo" while 

Egypt and Syria were united in the United Arab Republic. "The Central 

16 Ministry is concerned ... with the planning of school-curricula,..." 

17 The Central Ministry had six planning departments , each of 

which was related to some branch or stage of education. Each department 

contained sections which dealt respectively with: (1) the planning of 

The Constitution, Republic of Egypt, (Cairo: Government 
Press, 1956), p. 10. 

16 Report on the Planning of General Secondary Education Cur
ricula in the Unite_d Arab Republic "(English version), Central Ministry of 
Education, the United Arab Republic, Cairo, July, 1960, p. 23. 

17 From an interview with Mr. Ibrahim Hammouda, Director of 
the Circle (Section) of Planning for Junior and Senior High School Educa
tion, July, 1960. 
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curricula and teaching aids; (2) financing; (3) statistics; (4) school-

administration; (5) school buildings; (6) teachers' training; (7) school 

meals; (8) evaluation; and (9) examinations. 

The following outline of philosophical foundations has been pre

sented in a style to permit an overview of the basis for the development 

18 of curriculum in modern Egypt. 

I. General philosophical foundations of all Egyptian education: 

A. The State is responsible for the establishment of schools 

and cultural and educational institutes. 

B. Education is a process of physical, mental, and moral 

development. 

C. All Egyptians have the right to education. 

D. Education should be compulsory and free at the early 

level. 

E. The State is responsible for the supervision of education 

and for its organization by law. 

F. Education is available to all within the bounds of law, 

public order, and morals. 

G. The purpose of education is the creation of the good and 

enlightened citizen, and not the training of officials or 

privileged classes. 

Paraphrased from Education, Department of Public Affairs, 
Publicity Section, Ministry of Education, Republic of Egypt, Cairo, July, 
1956. (Prior to establishment of United Arab Republic.) 
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H. Education is an absolute necessity, because it is the 

means to our individual and national awakening. 

I: Education promotes efficiency for public service and 

enables individuals to direct joint efforts in the service 

of their country. 

J. The foundation of all civilizations is knowledge; hence, 

we should increase our knowledge to take our place 

among civilized nations. 

Specific philosophical foundations of the Educational Program 

of the Revolution: 

A. Primary education is the right of all citizens. 

B. Higher levels of education should be developed in accord

ance with the needs of the country. 

C. The future of Egypt is closely connected with the future 

of technical education. 

D. Physical and social education is essential for the forma

tion of good citizens. 

E. Public libraries are the people's permanent schools. 

F. Prizes should be awarded to those who distinguish them

selves in science, art, reading, and conduct. 

G. Eligibility for the different types of education should be 

based upon the principle of equal opportunity for all. 
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National and religious foundations of education: 

A. The family is the basis of our community and its foun

dation is religion and patriotism. 

B. Education should spare no effort in inculcating the 

religious spirit in the minds of the young, bringing 

them up in a precept of morality and commendable 

conduct. 

C. Each child should be taught his own religion with legal 

provision made for the teaching of the Koran or courses 

in Christian religion as a fundamental part of the cur

riculum. 

D. Care should be given to the teaching of national subjects: 

the Arabic language, natural history, geography, and 

civics. 

E. Private and foreign-supported schools are bound to 

follow the curriculum in regard to the religious studies 

and national studies taught in government-supported 

schools. 

F. The objectives of the Constitution of 1956 

1. The creation of the good and enlightened citizen who 

believes in his right to a free and decent life and who 

believes in his duty to serve the community. 
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2. The raising of the standard of living through educa

tion and work. 

3. The realization of social justice. 

4. The laying of the foundations for a sound democratic 

life. 
i 

5. The establishment of individual and collective 

security. 

6. The promotion of the spirit of cooperation for the 

welfare of the individual and the community. 

7. The realization of the principle of equal opportunity. 

8. Faith in Egypt and in Arabism. 

General philosophical foundation of secondary school educa

tion: 

A. Education should adapt the student as an individual and 

as a member of a community, socially and emotionally, 

and develop his individual propensities. 

B. The school should care for him, hygienically and psy

chologically. 

C. The school should provide him mentally with the arts 

and knowledge for which he is best adapted in the light 

of his preparatory school results. 

D. The school should equip him with the instruments of pub

lic service in his community so that he may apply learn 

ing to life. 
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E. The school shall discover and prepare students for 

leadership in vocational and economic fields. 

Certain philosophical convictions have been reflected in the 

current trends in education. 

The democratic trend is manifested in the acceler
ated reduction of barriers between classes of people. 
This is grounded in the conviction that an educated elec
torate is essential to the welfare of the state....Egyptian 
educators think of education in terms of all the children, 
youth, and adults in all communities of the country. The 
relation of schools to the needs of the country is becom
ing increasingly evident. The rights of the individual 
man to freedom, the role of the citizen in government, 
the conception of social equality—these values are all 
reflected in the new programs, plans, and organization 
of the different kinds of school. There is a deep convic
tion that not only the common elements of learning but 
also the practical aspects of education are essential to 
good citizenship and to the development of the kind of 
life people seek. 19 

Another trend which has been manifested and has provided the 

basis of a recent research study has been the desire of the Ministry of 

Education to delegate authority to the local zones and to the individual 

20 schools. Such a movement toward decentralization has emphasized 

that each of the twenty-one educational zones, or districts, should 

become independent in the sense that each should have its own budget 

1Q 
Education in Modern Egypt, op. cit., pp. 26-27. 

20 Soad Soliman Gadallah, Ed.D., "Decentralization of Educa
tional Administration in Egypt, and Its Effects on the Schools of Giza 
Zone, " (unpublished doctoral dissertation, University of Missouri, 1961), 
369 pages. 



and authorities who would appoint, promote, and transfer staff within 

the zone. In the future, the central offices would deal with only general 

policy, educational guidance, and national planning needed in co-ordina

ting educational activities throughout the nation and in realizing national 

objectives. 

The Giza zone, south of Cairo, was selected for the first exper

iment in local autonomy. 

The movement toward decentralization of educational organiza-

21 tion has been in its initial phase of evolution but reflected the govern

ment's desire to grant complete responsibility and authority to local 

schools and zones as rapidly as the local conditions would permit. 

22 Research has been encouraged by the Ministry as an aid to 

help them plan for the future advancement of education in a nation which 

has withstood large-scale political upheaval and economic expansion, 

as well as major social and cultural changes within the lifetime of the 

students currently enrolled in public schools. 

Giris Bakhoum Ghobrial, Ph.D., "The Maladies of the Egyp
tian Secondary Education in Historical Perspective, " (unpublished doctoral 
dissertation, University of Minnesota, I960), 246 pages. 

22 Mohammad Ahmed El-Ghannam, Ph.D., "Egyptian Public 
School Administration: An Historical Analysis and Appraisal, " (unpub
lished doctoral dissertation, Columbia University, 1959), 592 pages. 
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Comparison of General Philosophical Foundations 

The general philosophical foundations underlying the educational 

programs of the United States of America and Egypt, United Arab 

Republic, were alike in that they shared common purposes and beliefs: 

1. Education is the right of every citizen and the equality of 

opportunity should be provided for and protected by his 

nation at public expense. 

2. Education is a necessity to the individual and to a democratic 

society. 

3. Education should provide for the physical, emotional, social, 

vocational, and ethical welfare of students as well as for 

their academic instruction in areas which are appropriate to 

their personal needs and the needs of their society, nation, 

and the world. 

4. Education of all citizens is a characteristic of a democratic 

society and a necessity to its continued development in all 

areas of endeavor. 

5. Education should prepare the young to be happy and contribu

ting members of a family, school, community, society, 

nation, and world, and to appreciate the rights and responsi

bilities intrinsic in each role. 

Legislation effecting the philosophical foundations differed in the 

following respects: 



All rights and responsibilities not legally designated to the 

federal government in the United States were considered 

within the sphere of state control unless a state should 

establish practices which violated the law of the land. All 

rights and responsibilities not legally designated to a state 

were considered within the sphere of the local board of edu

cation unless the action of this board violated a federal or 

state law. All rights and responsibilities not legally dele

gated to a school zone were retained by the Ministry of- Edu

cation of Egypt. All rights and responsibilities not legally 

delegated to a local school administration were retained by 

the school zone or the Ministry of Education. 

Laws related to education were implicit in the Constitution 

of the United States and permitted and encouraged the estab

lishment of public education which was considered the right 

and responsibility of the individual states. Laws related to 

education were explicit in the Constitution of Egypt and 

insured the establishment of public education which was con

sidered the right and responsibility of the government. 

The separation of Church and State in the United States has 

been interpreted to mean that no teachings of any religious 

information, reference to God or holy men of any religion, 

nor the teachings of such men should be mentioned in the 



public school with certain exceptions, such as the presenta

tion of a Bible story as literature. The separation of Church 

and State in Egypt has been interpreted to mean that the 

government insures the religious training of each child in 

the faith of his family, protects children or minority relig

ious groups from being deprived of such training or from 

being led away from the faith by either lack of training or 

indoctrination in a different faith, and requires each govern

mental and private school to provide appropriate, compul

sory, religious instruction for the young. 

With the exception of the basic philosophical difference regard

ing the schools' role in the religious training of children, the differences 

which have been found to exist between the general philosophical founda

tions of education in the United States and in Egypt, United Arab Repub

lic, were those associated with the source of responsibility and author

ity in establishing educational facilities and programs and not with the 

purposes and beliefs associated with education, per se. 

The Foundation of the Role of the High School Principal 
in Curriculum Development 

An examination of the philosophical foundations underlying the 

role of the high school principal in curriculum development was approached 

by the method of responsibility and authority which have been attributed 
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to his professional role by educational authorities in his own nation 

and have been reflected in recent professional literature. For the pur

pose of this examination, the major nonadministrative functions and 

responsibilities of the principal have been treated in each nation separ

ately before comparison was made. 

The United States' Foundations 

Certain specific legal foundations have been presented briefly 

to provide a framework in which to interpret the role of the high school 

principal in curriculum development. 

The board of education is responsible for the total 
school program and its suitability for the school district, 
within the confines of the laws of the state....The actual 
development of curriculum, selection of materials, and 
similar matters pertaining to the instructional staff are 
left in the hands of the professional staff. When decisions 
are made by the staff, they are submitted through the 
superintendent who, if he approves, forwards them to 
the board of education for adoption. The board of educa
tion ordinarily considers them in the light of whether or 
not they meet the adopted policies of the district. 2 3 

Administrative and supervisory responsibility varies with district 

organization and size. In districts with more than one school "there 

should be effective delegation of authority to school principals and a 
24 

democratic relationship between superintendent and principal;:" 

23 Smith et al., oj>. cit., pp. 49-50. 

24 Tentative Bases for Educational Effectiveness of California, 
High School Accreditation, January, 1953, page 2. (Mimeographed). 
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The principal, as the administrative and supervisory head of 

a school, 

Should be responsible for the selection and assign
ment of all school employees (with the approval of the 
board or a central administration), for the management 
of the school, and for the administration and supervi
sion of the total educational program. This should re
quire organization of resources, both material and per
sonal, delegation of duties and authority, and supervi
sion of all delegated tasks and of all individuals to whom 
authority and responsibility are assigned ... a precise 
responsibility for establishing and maintaining desirable 
relations with the school's public. The chief responsi
bility... is to provide professional leadership in the 
school and in the community regarding all phases of 
education.25 

The sphere of influence of the principal has been considered, "All 

the elements that make the individual school the basic unit of educational 

26 planning; pupils, teachers, parents, and community agencies." 

27 28 The selection of personnel , the delegation of responsibilities , 

and the supervision of all people to whom such assignments were made 

25 T Loc. cit-. 

26 Herold Ci Hunt and Paul R. Pierce, The Practice of School 
Administration, (Boston: Houghton Mifflin Company, 1958), p. 233. 

27 Will French, J. D. Hull, and B. L. Dodds, American High 
School Administration, (New York: Holt, Rinehart, and Winston, Inc., 
1957), Chapters 8, 9, and 10. 

28 Louis G. Brandes, "Administrative Practices and Policies in 
Large California 3 and 4 Year High Schools, " NASSP Bulletin, Vol. 34, 
No. 162, January, 1950, pp. 143-150. 



has been considered the responsibility of the high school principal.29 

Such practices have been used both to relieve the principal of some of 

the burden of administrative detail and for the purpose of promoting 

professional growth, utilizing the talents of all members of the staff, 

30 and creating good morale. 

Coordination of human effort can be achieved in 
many ways and the official leader must seek the pro
cedure that is most effective in getting the desired 
results. 

If it is accepted that persons contribute more when 
they have a part in establishing purposes, planning pro
cedures, and evaluating results, the official leader must 
help a group of individuals establish processes through 
which they can participate in these activities.31 

Democratic administration provides the most 
encouraging environment for the principal and the staff 
to work together for program improvement. The role 
of leadership should be thought through carefully; it 
should be consistent in outlook and practice ... Demo
cratic leadership, shared leadership, emerging leader
ship should pervade all phases of school life.32 

29 Howard G. Spaulding, "What Is An Adequate High School 
Staff?", NASSP Bulletin, Vol. 36, No. 180, January, 1952, pp. 46-47. 

Lloyd J. Trump, "An Experimental Approach to Better Staff 
Utilization", NEA JOURNAL, Vol. 47, No. 1, January, 1958, pp. 29-31. 

^ Kimball Wiles, Supervision for Better Schools, "The Role of 
the Official Leader in Program Development", (Englewood Cliffs, N. J.: 
Prentice Hall Inc., 1957), p. 160. 

32 Paul M. Mitchum, The High School Principal and Staff Plan 
for Program Improvement, Bureau of Publications, Teachers College, 
Columbia University, New York, 1958, pp. 8-9. 
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Mitchum has discussed the characteristics of the type of demo

cratic leadership which produces effective curriculum change: 

1. The principal and staff understand each other. 

2. The principal respects staff members' viewpoints. 

3. The principal stimulates teachers' professional growth. 

4. The principal accepts responsibility for program improve
ment. 

5. The principal shares leadership. 

6. The principal works as a member of a leadership team. 

7. The principal secures co-operation of parents in program 
change. 

8. The principal is committed to the democratic concept of 
administration.33 

The dimensions of professional leadership have included the 

sharing of ideas and visions. 

...professional leadership is an extension of a person--
a positive, forceful person who thinks he has something 
to offer and who offers it unashamedly and vigorously 
as his bounden duty...vigorously and as effectively as 
they know how, leaders share their visions.34 

35 36 37 
Recent research studies of Cooper , Singletary , Mason , 

oo 
and Bailey related to the effectiveness of professional leadership, and 

Ibid., p. 8. 
OA 

L. D. Haskew, "Dimensions of Professional Leadership", 
NEA JOURNAL, Vol. 50, No. 2, February, 1961, pp. 25-26. 

35 Bernice Louise Cooper, Ed.D., "The Critical Requirements 
for the Principalship Based Upon An Analysis of Critical Incidents 
Reported by Instructional Supervisors and Visiting Teachers", (unpub
lished doctoral dissertation, University of Georgia, 1956), 212 pages. 

(Footnotes continued on p. 74.) 



39 40 of Kirby and Luckenbach related to the effectiveness of leadership 

training have suggested a growing awareness among the profession of 

the importance of the role of the principal as a professional leader of 

which authorities in the field have long been aware. 

Certain authorities in the field of education have defined the 

phases of the professional role of the high school principal in terms of 

his leadership responsibility. 

QO 
Hugh Titus Singletary, Jr., Ed.D., "A Study of Selected 

Factors Associated with the Rated Effectiveness of the Principal in 
Improving Instruction", (unpublished doctoral dissertation, University 
of Georgia, 1957), 183 pages. 

37 
David Pierce Mason, Ed.D., "A Study of the Association of 

Selected Variables to the Rated Effectiveness of the Principal's Com
munity Educational Leadership", (unpublished doctoral dissertation, 
University of Georgia, 1957), 178 pages. 

38 
Benjamin Hasting Bailey, Ed. D., "Personal Rigidity, Pat

terns of Operation, and Leadership Effectiveness of Secondary School 
Principals", (unpublished doctoral dissertation, University of Florida, 
1959), 126 pages. 

John T. Kirby, Jr., Ed. D., "An Analysis of Certain Aspects 
of Perception and Behavior Among Principals While Enrolled in a Lead
ership Course", (unpublished doctoral dissertation, University of Flor
ida, 1957), 170 pages. 

40 Leon Rodney Luckenbach, Ed. D., "The Effect of a Principal's 
Inservice Leadership Training Course upon His Operational Behavior 
Pattern and upon Attitudes of Teachers, Pupils, and Parents", (unpub
lished doctoral dissertation, University of Florida, 1959), 193 pages. 
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41 
Umstattd has defined this role to include: (1) the constant 

study of curricular problems; (2) the sensitivity to changes in the 

student body; (3) the responsibility to make curriculum changes to 

meet need produced by changes in the student body; (4) the responsibil

ity to adapt the program to meet individual needs; (5) the co-ordination 

of guidance and evaluation with curriculum development; (6) the stimu

lation and guidance that leads to the development of appropriate instruc

tional procedures; and (7) the promotion of the acceptance of improved 

curriculum by the community. 

Quiggle has expressed the conviction that 

As educational leaders, we have the responsibility 
of providing the mechanics that help create a situation 
conducive to growth... should see that all available 
resources have a real opportunity to enter into the solu
tion of our common problems.42 

Salisbury considered "The creation of an atmosphere in which 

43 real change and improvement can take place" as a responsibility of 

the principal in curriculum development. 

J. G. Umstattd, "The Principal Interprets His Role in Curric
ulum Development", NASSP Bulletin, Vol. 43, No. 244, February, 1959, 
pp. 15-19. 

42 Robert H. Quiggle, "My Changing Concept of Leadership in 
Education", NASSP Bulletin, Vol. 43, No. 244, February, 1959, pp. 5-9. 

43 Arnold W. Salisbury, "A Climate Conducive to Curriculum 
Study", NASSP Bulletin, Vol. 43, No. 244, February, 1959, p. 9. 
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The ultimate task of the principal was defined to include the 

responsibility 

... to study the growth level of each teacher, to rec
ognize in which areas growth is lacking, and through 
careful planning of meetings and conferences, to 
lead each teacher to seek for himself development 
of his highest potential. Informal discussion and 
appreciative recognition of growth spurts are power
ful stimulation in this leading-out process.44 

Michael has emphasized that the "Effectiveness of the principal 

in solving articulation problems in teaching, curriculum, guidance, and 

administrative practice as they relate to educational levels below and 

45 above high school is basic to sound curriculum development." 

The future of American education, according to Keller, will 

depend upon the breaking of four "locksteps" in education: "the school-

building lock step, the curriculum lock step, the teacher lock step, and 

the student lock step. These old restrictive patterns can be broken only 

by principals "who possess imagination, initiative, the urge to experi-

46 ment, and good judgment." 

44 Mrs. Fern H. Jacobi, "Ladder of Professional Improvement", 
NEA Journal, Vol. 48, No. 5, May, 1959, p. 29. 

45 L. S. Michael, "Articulation Problems with Lower Schools 
and Higher Education", NASSP Bulletin, Vol. 43, No. 244, February, 
1959, p. 51. 

46 Charles R. Keller, "School Administrators", The Clearing 
House, Vol. 34, No. 5, January, 1960, p. 289. 



Perhaps at no time in the history of education has so much been 

expected of and demanded of educational leaders as has been required 

of the high school principal in America during this past decade. The 

role of the principal in curriculum development has functioned in the 

modern educational pattern which has been described as 

The result of many interests, social pressures, 
and influencing situations in which many individuals, 
organizations, and institutions of community and 
national scope have participated. In a dynamic, demo
cratic society, communities and public education are 
destined to change. It is necessary that these changes 
be consistent and compatible with the best interests of 
those who are to be educated." ̂ 7 

48 A single issue raised by the already famous Conant report , 

such as the weakness of current forms of high school diplomas, has the 

power to stimulate others to investigate the problem. Some are favor-

49 50 ing multiple diplomas and others are opposing it. Principals must 

not only keep themselves informed upon many similar issues, they must 

47 Sidney P. Rollins, "Pressure Groups and Their Influence on 
Public Education", The Clearing House, Vol. 34, No. 2, October, 1959, 
p. 115. 

James B. Conant, The American High School Today, (New 
York: McGraw-Hill Book Co., 1959), p. 50. 

49 A. E. Wright, "Should We Offer Multiple Diplomas?", The 
Clearing House, Vol. 33, No. 9, May, 1959, pp. 527-28. 

50 Kermit Dennis, "How Many Kinds of Diplomas?", The Clear
ing House, Vol. 34, No. 2, October, 1959, pp. 107-108. 
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also be prepared to interpret such issues to teachers and parents and 

provide leadership in working out solutions. 

Methods of reporting pupil progress have been subject to inves-

51 tigation by Gitelman who recommends separate reports on achieve-

52 ment and progress, and by Pemberton who developed a self-evalua

tive system for pupils. As in the case of diplomas, issues created by 

such problems have required the study of available data by the princi

pal and his leadership in working with teachers and parents in both the 

evaluation of pupil achievement and in the interpretation of the results 

of such evaluation. 

53 Issues such as these, and others involving grouping by Larsen 

who discussed how much, for whom, and in what subject to have group-

54 ing; by Humphrey whose research indicated that feeling, not facts, 

supported methods of grouping and schools, developed their own grouping 

51 Robert E. Gitelman, "Two Report Cards Are Better Than 
One", NEA Journal, Vol. 48, No. 3, March, 1959, pp. 33-34. 

52 John H. Pemberton, "Rx for Report Card Blues", The Clear
ing House, Vol. 35, No. 2, October, 1961, pp. 75-77. 

^ Jack L. Larsen, "To Group or Not to Group", The Clearing 
House, Vol. 34, No. 8, April, 1960, pp. 467-470. 

54 Jack W. Humphrey, "The Dexter Plan for Ability Grouping", 
The Clearing House, Vol. 35, No. 7, March, 1961, pp. 423-426. 
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55 method; and by Klemola who suggests grouping by "inability" and by 

individual differences; and other issues involving problems of the gifted 

56 investigated by Morgan who gives an example of rare research on 

"underfunctioning" gifted children who need professional help; and by 
57 Chauncey who suggests that tests are serviceable, not infallible, in 

placement and guidance of the gifted and have, philosophical bases which 

must be understood before practices can be evolved which are consistent 

with the democratic traditions of the nation and what is known about the 

needs of students. The decisions and solutions cannot be based upon 

pedagogical catch words or criticisms and conclusions resulting from 

casual and superficial examination of issues. One example of many, 

grouping is an issue which involves the dangers of encouraging class 

snobbery or educating the lowest common denominator, education for 

the elite or education which eliminates an intellectual elite which is 

desperately needed, and the danger of divorcing school from life or 

stressing the nonacademic. 

^ Margaret Klemola, "Grouping By Differences", The Clearing 
House, Vol. 34, No. 4, December, 1959, pp. 235-236. 

56 James H. Morgan, "The Teacher and the Gifted", The Clear
ing House, Vol. 34, No. 4, December, 1959, pp. 217-222. 

57 Henry Chauncey, "How Tests Help Us Identify the Academ
ically Talented", NEA Journal, Vol. 47, No. 4, April, 1958, pp. 230-
231. 
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Approaches to the solving of problems facing the high school 

principal in curriculum development vary. The recent report of the 

Commission on the Experimental Study of the Utilization of the Staff 

58 in the Secondary School , based upon the results of an experimental 

project involving one hundred junior and senior high schools,has pre

dicted changes involving every area of the curriculum of the secondary 

school which shall, quite naturally, effect the role of the high school 

principal in curriculum development. 

Fischer has viewed the current crises in education as dictating 

no new fundamental purposes for schools, but as reinforcing the valid

ity of those purposes formulated in the early nineteenth century for the 

public schools of America. 

To render the whole citizenry literate and thus to 
fortify universal sufferage with universal understanding— 

To offer every child the chance to learn and to make 
the most of himself and thus to translate our new national 
ideal of equal opportunity into extremely personal terms — 

To teach together children from all types of homes 
and thus to build a social order strengthened by a sense 
of community and free of artificial cleavage and preju
diced distinctions. 59 

^ Lloyd J. Trump and Dorsey Baynham, Focus on Change— 
Guide to Better Schools, (New York: Rand, McNally Book Co., 1961). 

59 John H. Fischer, "Modern Education as the Educator Sees 
It", NEA Journal, Vol. 48, No. 3, March, 1959, p. 15. 
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If, however, authority for schools is going to continue to reside 

in states, counties, cities, and townships, Fischer feels that such 

units must understand and accept their moral obligations and responsi

bilities. 

If the principal is to be able to fulfill his duties and responsibil

ities and cope with the crises in education, he must meet certain pro

fessional qualifications. The North Central Association of Colleges 

and Secondary Schools has established these minimum qualifications of 

a principal of any accredited school. 

The principal of a member high school shall hold 
a master's degree with at least twenty semester hours 
of graduate work in professional education with major 
emphasis on administration and supervision. This pre
paration should include such graduate courses as edu
cational philosophy, secondary administration and super
vision, curriculum, guidance, educational psychology, 
and related courses. He shall have a minimum of two 
years of successful teaching experience.60 

Hunt and Pierce have offered five areas of professional qualifi

cations which were believed necessary for the professionalization of the 

role of the public school principal; these elements, considered signifi

cant, were listed as: 

(1) making the position one which requires training on the 
doctorate level, apprenticeship experience, and contin
uous professional study; 

' 60 
The North Central Association of Colleges and Secondary 

Schools, Policies and Criteria for the Approval of Secondary Schools, 
1961, Criterion lv. A.3.b., p. 13. 
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(2) personal and professional fitness; 

(3) expressing to qualified persons appreciation of 
opportunities for professional advancement and 
stimulating social contacts; 

(4) willingness to accept temporarily moderate 
remunerative rewards in the light of large 
opportunities to contribute to the country's 
welfare; and 

(5) expectation of carrying on the work as a lifetime 
occupation.61 

Egypt's Foundations 

A brief description of the organization used for curriculum 

planning and of the major functions of the Central Ministry of Education 

in this area has been presented as a general framework in which the 

role of the principal has been examined. 

United Arab Republic is now laying the foundations of a 
new social order which will be based on three fundamen
tals: Democracy, Co-operation, and Socialism. That 
new form of society cannot be built overnight; it needs 
new orientation in education and a gradual growth toward 
a new form of citizenship. 62 

The Central Ministry of Education was established for the pur

pose of providing leadership and guidance to the educators of the nation 

during this period of orientation. The functions of this Ministry reflected 

both the general philosophical foundations of the reborn nation and the 

fil 
Hunt and Pierce, og. cit., p. 244. 

62 Report on the Planning of General Secondary Education Cur
ricula in the United Arab Republic, op. cit., p. 22. 



critical need which existed to lay the foundations for the type of demo

cratic education which would insure the new social order. 

The organizational system selected to implement the total re

orientation of curriculum had been consistent with the general philo

sophical purposes of providing the best possible free education to all 

citizens to enable them to enjoy a good life in a democratic, co-opera-

tive, and socialistic society and to prepare them for active participa

tion in the future social, political, cultural, and economic development 

of a free and democratic Egyptian and Arab society. 

The following description of the role of the Central Ministry of 

Education (while Egypt and Syria were united) had been based, primarily, 

upon translation of information given by Mr. Ibrahim Hammoudah who 

was, at the time of the interview, the Head of the Circle (Section) for 

Planning Junior and Senior High School Education in the Central Minis

try of Education. 

The most important responsibilities of the Central Ministry of 

Education had included: 

I. Making education laws 

11. Establishing or supervising educational organizations 

m. Developing systems of school examinations 

IV. Making curriculum 

V. Establishing criteria for texts, providing competitions for 

authors of texts, judging the entries of such competitions, 
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selecting the best texts, publishing these texts, and 

providing them to schools 

VI. Investigation and supervision of: 

A. Teaching methods 

B. Audio-visual aids 

C. Outside reading materials for both teachers and students 

D. Evaluation procedures 

E. Preparation of teachers 

F. Requirements (level of education) for all people in 

field of education 

G. Training programs and education projects 

H. Collecting information re: education 

I. Making surveys 

J. Planning for school buildings 

K. Planning for school health and lunch programs 

Within the Central Ministry of Education were: 

Six planning departments, each of which is concerned 
with some branch or stage of education: primary, general 
preparatory and secondary, higher, industrial, agricultural, 
and commercial. Each department consists of sections 
which respectively deal with the planning of curricula and 
teaching aids, financing, statistics, school-administration, 
school-buildings, teachers' training, school-meals, evalu
ation and examinations. Each section is staffed with a 
suitable number of specialists, and the department is 
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headed by a director who is held responsible for the 
planning requirements of the branch or stage of 
education in his charge. 63 

The curricula-planning sections in the various planning depart

ments dealt with: 

The planning of curricula to meet the requirements 
of their subject in the branch or stage of education 
which their planning department serves. But, of course, 
when suggesting plans or modifications, they keep an 
eye on what is happening to their subject in planning 
departments which serve other branches and stages of 
education, so that the curricula are built up according 
to the needs of pupils in the various stages of their 
growth and form in the end one integrated whole.64 

Each subject in the curricula had had the services of two com

mittees aiding the planners and controller-general: (1) a preliminary 

planning-committee of university specialists, members of the teaching 

staff of education faculties, inspectors, inspectors-general, principals, 

and teachers; and (2) a chief planning committee of specialists of the 

highest possible standing who represented universities, education facul

ties, business and industry experts, the inspectorate* the principal-

ship, and the teaching staff of schools. 

^ Ibid., pp. 23-24. 

64 Ibid., p. 24. 

* 
The inspectorate was composed of a series of supervisor -

consultants in the various subject-matter areas. An inspectors func
tions included the rating of classroom teachers upon their ability to 
present subject-matter, providing types of supervision in the selection 
of instructional methods and materials, consulting services, etc. 
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The various groups responsible for the initial planning of cur

riculum had been guided in establishing curriculum by: (1) a careful 

study of the abilities, aptitudes, tendencies, and educational needs of 

children; (2) a comprehensive study of the general educational policy 

of the country; (3) the objectives of education in the various branches 

or stages of education; (4) the reports of teachers, department heads, 

principals, and inspectors on existing curriculum practices; (5) the 

reports of universities and business firms on the efficiency of students 

who have joined them; (6) the results of experiments; and (7) compara

tive studies dealing with curriculum, both local and international. 

For a new curriculum to be adopted it must have been approved 

by: (1) planners; (2) controller general; (3) director of the planning 

department; (4) preliminary planning committee; (5) chief planning com

mittee; (6) Vice-Minister of Education; (7) Secretary-General of the 

Supreme Planning Board; (8) Technical Secretariat Staff in the Central 

Ministry of Education; (9) the two Regional Ministries in Cairo and 

Damascus; and (10) the Supreme-Planning-Board. 

After the philosophy, objectives, and curricula had . been formu

lated, they would be sent to the schools ;to be placed in the hands of the 

principals for them to put into effect. 

The principal is the professional leader of the 
school; his responsibility is to lead the school to ful
fill its objectives....His role includes two major pro
fessional areas of responsibility, administration and 
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supervision, which should not be separated since both 
must operate harmoniously if the school's purpose is 
to be achieved.®5 

The principal's role as a leader has been defined to include 

fifi 
the following areas of professional activity and personal behavior: 

I. The principal's first job is to make the people with whom 

he works a united, harmonious, happy, and cooperative 

working group. 

A. He must offer a good personal and professional 

example. 

B. He must discover the talents, characteristics, and 

interests of the people who work with him and guide 

them to use their abilities to fulfill the purpose of 

the school. 

C. He should base assignments upon his knowledge of 

these interests and abilities. 

D. He should define all areas of responsibility clearly. 

The Principal of the Junior High and Senior High School, 
(Translated from Arabic), Administration of Training, Department of 
Junior and Senior High School Education, Ministry of Education, Cairo, 
1957, pp. 5-18. 

66 Ibid., p. 18, and information from interviews and mimeo
graphed materials. 
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E. He should allow teachers freedom under his super

vision in selecting their own methods of fulfilling 

their responsibilities. 

n. The principal should not drown himself in administrative 

details nor permit administrative routine to prevent him 

from performing his nonadministrative functions. 

A. He should define areas of delegated responsibility. 

B. He should delegate work fairly. 

C. He should know enough about each area of delegated 

work to provide correct and useful supervision. 

HI. The principal should see that there is harmony among all 

members of the staff concerning: 

A. The purpose and objectives of education per se and of 

the school. 

B. The nature of their responsibilities. 

C. The facilities of the school. 

D. The characteristics and needs of the community. 

IV. The principal should see that the following councils are 

established in the school and that their functions are 

defined; he should provide leadership for each group and 

co-ordinate and supervise their activities. 

A. Department Heads1 Council 

B. Faculty Council 
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C. Department Councils 

D. Class (Section) Councils 

E. Parent-Teacher Council 

F. Student Council 

V. The principal should provide the leadership which insures 

that the school shall truly serve the needs of its community, 

not only in the education of its youth, but also as a center 

of the cultural, social, recreational, and educational life 

of all members of the community. 

A. He shall provide the school's library facilities, play

ground, and auditoriums for public use. 

B. He shall supervise the development of a broad cultural 

program which shall include: lectures, speeches, panel 

discussions, films, plays, skits, demonstrations, and 

exhibits. 

C. He shall share this responsibility with the teachers and 

students of the school and members of the community 

and, under his leadership, problems effecting the welfare 

of the community shall be examined and methods of 

solving such problems developed. 

VI. The principal should strengthen the relationships between the 

school and all organizations within the community by encour

aging the exchange of visits between school and organizations. 
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VH. The principal should strengthen the relationships between 

his school and other schools in the community by sharing 

exhibits, participating in intermural athletics, holding 

panel discussions, and sharing field trips. 

Vm. The principal should provide professional leadership by 

encouraging the professional growth of his teachers by pro

viding for a variety of shared learning activities, such as 

panel discussions, book reviews, and speakers. Both mem

bers of the staff and specialists and consultants from outside 

the staff should be invited to participate. 

IX. The principal should provide supervision for his teachers by: 

A. Observing teachers in a variety of different problem-

solving situations and while performing a variety of 

professional services. 

B. Observing teachers both inside the classroom and in 

social and community relationships. 

C. Conferring with teachers as individuals, and in depart

mental or full-faculty meetings. 

X. The principal should provide leadership which insures a 

program of school-authorized and supervised activities 

designed to meet the physical, recreational, mental, cultural, 

and moral needs of students. 
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XI. The principal is responsible for the establishment or develop

ment and supervision of continuous, comprehensive, and 

objective methods of evaluation and for the evaluation of the 

total school program. Areas of evaluation include: 

A. All activities that the school has undertaken. 

B. All objectives the school has tried to achieve and their 

success or failure in meeting objectives. 

C. All phases of curriculum upon which teachers and 

department heads must make reports which the principal 

organizes and sends to the zone or the Ministry of 

Education. 

D. All phases of the professional and personal activities of 

teachers for the purpose of guidance and supervision. 

E. All areas of student endeavor for the purpose of guiding 

students, informing parents, and counseling with all 

concerned. 

XII. The principal is responsible for providing for the establish

ment or development of school activities through which; students 

shall learn and practice the principles of self-government, 

have the opportunity to receive leadership training and exper

ience, and develop self-discipline. Democratic processes shall 

function in all student organizations which should include; 
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A. Clubs and groups for cultural, scientific, hobby, and 

athletic activities. 

B. A parlimentary system of self-government based upon 

representation of all "families"*, classes, and class-

sections in the school. 

Xm. The principals should encourage students to participate in 

projects of public service and in activities which are of 

service to others who are less fortunate. 

XIV. The principal should in all ways uphold and advance the 

objectives of academic, secondary education, of which the 

67 most important are: 

A. Preparation for citizenship as Egyptians and as Arabs 

and patriotism to the country. 

B. Preparation for life in a democratic, socialistic, co-op-

erative society. 

C. Participation in public service to society. 

D. Continuation of the development of the physical, intellec

tual, mental, social, spiritual, and aesthetic aspects 

jjc 
Students of a group from all school grades and sections select 

a name of a great historical person as the title of their "family", elect 
officers, plan, and engage in shared activities. 

67 Objectives of the Academic High School and Some Means of 
Achieving Them" (Translated from Arabic), Central Ministry of Educa
tion, United Arab Republic, Cairo, Issue No. 11, 1960, pp. 3-29. 
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of a student's life using methods adapted to his own 

ability and needs. 

The principal of a secondary school in Egypt, therefore, has 

responsibility of: (1) sharing the planning of general philosophy with 

all persons concerned with school activities; (2) providing facilities; 

(3) co-ordinating activities; (4) supervising all operations; (5) evalua

tion; (6) providing situations in which students learn and practice 

democratic processes and serve others; and (7) upholding and fulfilling 

the objectives of the academic secondary school. He has great free

dom in the practices which he selects and, as long as his school com

plies with the level of education specified by the Ministry of Education, 

he has the freedom to adapt curriculum to fit the needs and conditions 

in his school and community. 

The authority of the Ministry of Education has been legislative 

and regulatory in matters of curriculum only to the extent that it has 

established the minimum standards for the nation's schools. 

Schools and teachers have the freedom to deal with 
curriculum in a way that they find suitable to meet their 
local environmental conditions but they have to comply 
with the levels of education required by the curricula of 
the Ministry of Education.®8 

For the Egyptian high school principal to be able to fulfill his 

duties and to meet his responsibilities he must complete several steps 
S 

Translation from interview with Mr. Ibrahim Hammoudah. 
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69 of experience. From the position of department head , following 

successful professional experience, recommendation by superiors, 

and additional training under the auspices of the Administration of 

Training, the individual would be advanced to the position of assistant 

principal. Before an advancement to the position of principal, he again 

should demonstrate his ability in his professional role and should 

receive additional professional training designed to equip him for the 

principalship. 

Comparison of the Foundations 

The philosophical foundations underlying the role of the high 

school principal in America and in Egypt are similar in the following 

ways: 

1. The principal is the official head of a school and responsible 

for all matters concerning the staff, students, facilities, community 

relations, instructional program, and selection of instructional methods 

and materials, student activities, evaluation, supervision of teachers, 

and all other nonadministrative functions related to the educational pro

gram plus certain specific administrative duties. 

2. He is granted the authority to perform these duties and is 

held responsible for their performance by his administrative superiors. 

69 Guide of the Department of Junior High and Senior High Edu
cation. 1955-1956, (Translated from Arabic), The Administration of 
Training, Ministry of Education, Cairo, 1956, pp. 19-20. 
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He may, in turn, delegate responsibility and should share it with mem

bers of his staff. He is bound to comply with the policy of some type 

of legislative body which establishes guide lines for him to follow when 

making decisions within his own sphere of influence. 

3. Certain criteria or minimum requirements have been estab

lished and suggestions made regarding curricula by some education 

department or Ministry at a level above the local school district or 

zone. The local school is free to deal with curricula any way deemed 

suitable to meet the needs of its specific situation but must not go 

contrary to the standards established at the higher level. 

4. The principal is responsible for providing leadership within 

the school and within the community in all matters pertaining to educa

tion. 

5. The principal is responsible for sharing with his staff and 

community the planning of worthwhile activities for both the students 

and the school-community. 

6. The principal is responsible for being well informed on 

matters of policy and trends in education and for encouraging the per

sonal and professional growth of his staff by using desirable methods of 

supervision and providing for learning experiences. 

7. The principal is responsible for all learning activities within 

the school whether they occur within a formal classroom situation or in 
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an activity program. He must share in the planning, operation, and 

evaluation of these learning activities, as well as in the evaluation of 

individual student's progress and achievement. 

8. The principal is responsible for providing the best possible 

environment in which teachers and students are able to enjoy the bene

fits of democratic processes and are happy, co-operative, and produc

tive. 

9. The principal is responsible for sharing the planning and 

implementing of programs which consider the physical, mental, aca

demic, emotional, cultural, social, recreational, vocational, and 

ethical welfare of their students and which will help them to become 

worthy members of families, communities, work groups, social and 

service groups, and good citizens in a democratic nation. 

10. The principal is responsible for upholding the values of his 

nation, culture, and community and for advancing the cause of a free, 

democratic society. He must also uphold the objectives of secondary 

education which have been founded upon the philosophical convictions 

which underlie all areas of the political, social, cultural, and economical 

life of his nation. 

11. The role of the high school principal is effected and is cap

able of effecting the organizational system which provides the framework 

for administering education. 
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Some differences existed in the emphasis or interpretation 

placed upon certain areas of activity which effected the role of the high 

school principal in curriculum development. 

1. Ethical values which both nations feel should be developed 

in the high school are divorced from mention of religion in America, 

but are taught by the means of religion in Egypt. 

2. Public relations in which the principal is a leader in both 

nations places -more explicit responsibility upon the Egyptian principal 

to provide a cultural center for his community than is placed upon the 

American principal. 

3. The planning of curriculum places a greater responsibility 

upon the American principal as do certain aspects of supervising 

instruction because the organizational pattern, of which he is a part, 

offers him less advisory assistance and support which makes him more 

vulnerable to outside pressure than the Egyptian principal. 

Summary of the Chapter 

The examination of philosophical foundations underlying the role 

of the high school principal in curriculum development in the United 

States of America and in Egypt, United Arab Republic, has been con

cerned with both the general philosophical foundations of education and 

the more specific foundations upon which the role of the high school 

principal has been established. 
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The general philosophical foundations of education in the United 

States and in Egypt were found to be alike in that they shared these 

purposes and beliefs: 

1. Education is the right of every citizen and this equality of 

opportunity should be provided for and protected by the nation or state 

at public expense. 

2. Education is a necessity to the individual and to the demo

cratic society. 

3. Education should provide for the physical, emotional, social, 

vocational, and ethical welfare of students, as well as for their aca

demic instruction in areas which are appropriate to their personal 

needs and the needs of their society, nation, and world. 

4. Education of all citizens is a characteristic of a democratic 

society and a necessity to its continued development in all areas of 

endeavor. 

5. Education should prepare the young to be happy and contribu

ting members of a family, school, community, society, nation, and 

world, and to appreciate the rights and responsibilities intrinsic in each 

role. 

The specific philosophical foundations underlying the role of the 

high school principal were alike in terms of the responsibility vested in 

the principal in both nations. 
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1. The principal is responsible to carry out the duties of 

official head of the school in all nonadministrative and many adminis

trative capacities. 

2. He is directly responsible to a higher authority, who has 

defined his own sphere of influence, and is obligated to base all actions 

and decisions upon his knowledge of the policies of this regulatory, 

legislative, or administrative group and upon the general objectives 

so established. 

3. He may delegate and should share authority with members 

of his staff but is responsible for all matters pertaining to: the super

vision of teachers; the educational, social, physical, cultural, emo

tional, and ethical welfare and training of students; the use and care of 

school property; the evaluation of the educational program and all 

individuals involved; the co-ordination of activities; the selection of 

instructional methods, materials, and activities; the health, welfare, 

and recreational services of the school; the planning of programs to 

improve the curricula; all school-community relationships; and all other 

matters related to the staff, students, and educational program of his 

school. 

4. He is responsible for the physical, emotional, and intellectual 

environment in which students may profit from their educational oppor

tunities and in which teachers may develop personally and professionally. 
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5. He is responsible to provide both an example of and an 

opportunity for democratic processes to be used to fulfill the objectives 

of his nation for free democratic education, based upon the needs of 

students in a democratic society. All traits valued in a good citizen 

and in a happy co-operative, and productive individual should be 

developed and encouraged to find expression in school supervised 

activities and in the professional relationships which exist between 

the principal and his staff. 

Differences which were found to exist in the role of the high 

school principal in curriculum development in America and in Egypt 

were related to the organization of administration of schools, the 

emphasis upon common values, or the interpretations placed upon 

philosophical foundations which both nations shared. The following 

examples have been offered as illustrations of this point: 

1. Both nations placed great value upon the moral development 

of the young. In America, moral was considered as ethical and relig

ious freedom and was protected by exclusion, or separation, of relig

ious training from public education. In Egypt, moral was interpreted to 

include both ethical and religious values and behavior. Religious free

dom was protected by requiring that each child receive suitable religious 

training (in the faith of his family) in both governmental and privately 

supported schools. 
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2. Both nations feel that education is the right of all citizens 

but differ for economical reasons as to which level that governmental 

authority should provide for this education. 

3. Decentralization is the system of which the American people 

have been proud; they have fought against any attempt, direct or indirect, 

at any change of this system. Centralization is the system still domin

ant in Egypt, in spite of the unsuccessful trials to remove it. Recently, 

serious efforts have been made and have been successful in decentraliz

ing the educational system in one of the educational zones; therefore, it 

is hoped to become generalized among the other educational zones. 



CHAPTER IV 

PROFESSIONAL QUAUIICATIONS 

For the purpose of this study the examination of the qualifica

tions of the subjects has been limited to an investigation of three areas: 

(1) academic preparation; (2) experience within the educational profes

sion; and (3) occupational experience outside the field of education 

since graduation from college. All subjects were legally qualified to 

perform the professional duties of a high school principal. 

Academic Preparation 

The academic preparation of the subjects has been considered 

to include undergraduate and graduate study in both the academic and 

professional areas. Tables IV-1 and IV-2 have been designed to include 

the findings discussed in this section. 

Undergraduate Preparation 

Principals in the Arizona group majored in eight fields and had 

a total of twenty majors since some principals had more than one major. 

Physical education, science, and social studies accounted for twelve of 

102 
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these majors; four majored in each field. Business education was the 

major area of study of three of the Arizona principals. Each of English, 

foreign language, economics, education, and mathematics was the major 

of one principal. 

Principals in the Michigan group majored in seven fields and 

totaled nineteen majors. Six had majors in social studies. The follow

ing areas were represented by two principals each: English, economics, 

mathematics, physical education, and science. One principal had pre

pared to enter medical school, one principal majored in a foreign lan

guage, and a third had majored in engineering. 

Principals in the Egyptian group held a total of twenty-two under

graduate majors. The three most popular areas were English, geography, 

and social studies in each of which four principals had majors. Mathe

matics and science tied for second place with three majors each. Two 

principals majored in history, one principal had a major in Arabic, and 

one in education. 

A comparison of the undergraduate preparation of the three groups 

indicated: (1) there was no significant difference in the number of under

graduate majors held by the three groups; (2) the field of social studies 

was chosen more frequently than any other major undergraduate area by 

all three groups; (3) science tied for first rank among the Arizona group, 

and tied for second place in both the Michigan and Egyptian groups; (4) 

physical education, which tied for first place in the Arizona group, and 
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for second place among the Michigan group, was not an area of major 

preparation among the Egyptian principals; (5) more Egyptian princi

pals majored in English, although foreign to them, than did either 

group of American principals, but only one principal majored in Arabic, 

the native language; (6) more Egyptian principals majored in English 

as a foreign language than American principals majored in a foreign 

language; (7) more Egyptian principals majored in mathematics than 

did either American group; (8) business was the second most frequent 

area of undergraduate preparation for Arizona principals but was not 

selected by either the Michigan or Egyptian groups; (9) two principals 

within the Michigan group were prepared for professions other than the 

field of education while no principal in either the Arizona or Egyptian 

group had made a major study of any other profession; (10) one princi

pal in both the Arizona and Egyptian groups, but none from the Michigan 

group, held an undergraduate major in education; (11) economics was a 

major area for one Arizona principal, two Michigan principals, and no 

Egyptian principal; and (12) four Egyptian principals held majors in 

geography and two majored in history although neither area of speciali

zation was selected by either American group. 
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s|g 
Table IV-1. Major Undergraduate Areas of Preparation. 

Major Area ' Frequency within Group 
' Arizona T Michigan 1 Egypt 

Arabic 0 0 1 
Business 3 0 0 
Economics 1 2 0 
Education 1 0 1 

English 1 2 4 
Geography 0 0 4 
History 0 0 2 
Mathematics 1 2 3 
Other languages (French/Latin) 1 1 0 
Physical education 4 2 0 
Science 4 2 3 
Social Studies 4 6 4 
Other professions (pre-medical/ 0 2 0 engineering) 0 £1 0 

Total number of majors within group 20 19 22 

s|c 
Some principals had more than one undergraduate major; therefore, 
the total number of majors was greater than the number of subjects. 

Graduate Preparation 

The Arizona principals held graduate majors in four areas of 

education, in one other professional field (business administration), and 

in the field of physics. Ten of the seventeen major areas were in educa

tional administration. Five principals in the Arizona group had done 

additional graduate study beyond their master's degree. Of these, one 

held an Ed. D. and another had completed the course requirements for a 

doctoral program. 
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The Michigan principals also held graduate majors in four areas 

of education, twelve of which were in educational administration. Two 

held master's degrees outside this field; one majored in physics and one 

in social studies. Ten of the Michigan principals had done additional 

graduate study beyond their master's; five of these were engaged in 

doctoral programs. 

No Egyptian principal held the master's degree or had taken 

graduate work. 

All principals in the Arizona and Michigan groups held a master's 

degree. Within the Arizona group there were seventeen majors; the 

Michigan group totaled nineteen majors. The area of educational admin

istration was the most popular field of graduate endeavor and accounted 

for twelve of the total number of graduate majors of Arizona principals 

and ten of the majors of the Michigan group. 

Five of the Arizona group and ten of the Michigan group had done 

additional graduate work. One Arizona principal held an Ed.D. and 

another had completed the course requirements for his doctoral pro

gram. Five of the Michigan group were engaged in doctoral programs 

but none held the degree. 
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* 
Table IV-2. Major Graduate Areas of Preparation. 

Major Area ' Frequency within Group 
' Arizona ' Michigan 

Educational administration 12 10 

Business administration 0 1 

Education 0 3 

Guidance 1 0 

Physical education 1 1 

Physics 1 1 

Social studies 1 0 

Supervision 3 1 

19 17 

No Egyptian principal held the master's degree. Some American 
principals held graduate majors in more than one area; therefore, 
the frequency exceeded the number of these groups. 

Professional Experiences 

Three areas of professional experience were examined: (1) 

experience as a high school principal; (2) The nature of professional 

experience within the field of education; and (3) experience in other 

positions in the field of education. Tables IV-3, IV-4, IV-5, and IV-6 

have been used to present findings discussed in this section. 
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Experience as a High School Principal 

Within the Arizona group the average number of years of exper

ience as a high school principal was 13.7; the average number of years 

spent as a principal in their present positions was 10.6. Other exper

ience as a principal averaged 3.1 years. 

Variability within this group was marked. Seven subjects had 

had no experience as a principal before assuming their present positions. 

One principal had acquired thirteen years of such experience. The 

range of experience within the present position varied from one to 

twenty years. In terms of the total number of years of experience as a 

high school principal, the range was from three to twenty-seven years. 

Within the Michigan group the average number of years of 

experience as a high school principal was 16.5. On an average, eleven 

of these years had been spent in the present position and 5.5 years had 

been spent as principals of other schools. 

As in the case of the Arizona group, marked variability existed 

within the Michigan group. Four had had no experience as high school 

principals prior to the acceptance of their present positions. One prin

cipal had had twenty-five years of such experience. Within their present 

positions, there was a range of from two to seventeen years. Total years 

of experience ranged from seven to thirty-two. 

Within the Egyptian group the average number of years of exper

ience as a high school principal was 10.3, of which 3.1 years was the 
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average number spent in the present position and 7.2 years the average 

number of service as a principal in other schools. Egyptian principals 

varied more noticeably in the total number of years of experience which 

individuals had had as principals (3-37 years), and in the total number 

of years of experience which they had had as principals in schools 

other than the ones in which they were currently employed (0-34 years), 

than they differed in the number of years in which they had held their 

present positions (1-6 years). In the chapter on philosophical founda

tions, the factors related to the employment of a principal have been 

described and have explained the basis for the relatively short period 

of service which the members of this group had had in their present 

positions. 

Table IV-3. Experience as a High School Principal. 

r i I 
Category t Arizona , Michigan , Egyptian 

Average number of years in 10-6 n.0 3<1 
present position 

Average number of years as ^ ^ 
principal in other high schools 5.5 7.2 

Average number of years as 1Q » K m 
high school principal 13"7 16-5 10"3 
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The Arizona principal, upon an average, had 2.8 years less 

experience as a principal than did the average Michigan principal and 

3.4 years more experience than did the Egyptian principal. The Michi

gan principal had 6.2 years more experience than did the Egyptian 

principal. (No statistical significance existed, however, among the 

three groups, in terms of their average number of years of experience 

2 as the X test has indicated.) 

There was a difference of only .4 year in the average number of 

years in which Arizona and Michigan principals had held their present 

positions, 10.6 and 11.0 respectively. The average Egyptian principal 

had been in his present position 3.1 years, 7.5 years less than the aver

age Arizona principal and 7.9 years less than the average principal in 

the Michigan group. (These differences were significant at the .10 level 

of confidence but not at the .05 level.) 

Egyptian principals had; on an average, 7.2 years experience as 

principals in other schools, 4.1 years more experience than the average 

for the Arizona group and 1.5 years more than the Michigan group. The 

average Michigan principal had had 2.4 years more experience than had 

the average Arizona principal. (These differences were not significant.) 

In terms of the range of experience within groups, principals 

within the Egyptian group showed a wider variation in the number of 

years of experience which individuals had had as principals of other 

Schools and in the total number of years of experience which individuals 



I l l  

had had as principals than did either American group. Egyptian princi

pals varied less within the group in terms of the number of years 

spent in their present positions than did the American groups. Arizona 

principals varied more in terms of their experience within their present 

position, and less in terms of their experience in other principalships 

than did the Michigan group. The chapter on philosophical foundations 

has described the practices related to the assignment and advancement 

of high school principals in Egypt and has provided the explanation for 

the findings in this discussion. 

* Table IV-4. Variation in Experience as a Principal. 

' ~ 7 f Other ' 
GrouP ' PosTtion ' Principal- ' Total 

ships 

Arizona 1-20 years 0-13 years 3-27 

Michigan 2-17 years 0-25 years 7-32 

Egypt 1-6 years 0-34 years 3-37 

9|C 
Range of experience within group is presented in.years. 

Experience in Other Positions in Education 

The subjects had a wide range of professional experience prior 

to the positions that they held at the time of the study. 

Within the Arizona group all principals had had teaching exper

ience. Ten had also served as assistant principals. Four had been deans, 
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and there was one mention made of each of the following positions: 

counselor, head teacher, and superintendent of a district. Six types 

of positions were listed in which the Arizona principals had had exper

ience. 

All of the Michigan principals had had teaching experience. 

Four had served as counselors, three had been administrative assist

ants, three had been assistant principals, and one had been engaged in 

a community planning project which dealt with educational planning. 

Five types of positions were held by the Michigan principals. 

All Egyptian principals had had teaching experience, and all had 

served as heads of departments and as assistant principals before 

becoming principals. Three of these had also served as education direc

tor for a zone (similar to the American position of Superintendent of a 

school district), head inspector (similar to the American position of an 

administrative assistant in charge of subject-matter supervisors) or 

inspector (subject-matter supervisor whose major responsibility is that 

of evaluating teachers in matters related to their presentation of a 

specific subject). 

While all the Egyptian group were assistant principals, ten of 

the Arizona group and only three of the Michigan group served in this 

position. In the Arizona group one principal had been a head teacher, 

and one from the Egyptian group and one from the Arizona group had 

held the high position of education director for a zone or superintendent 
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of a district. Principals in the three groups shared the common back

ground of their experience as classroom teachers. Four of the Arizona 

principals had served as deans, a position held by neither Michigan 

nor Egyptian principals. Within the Michigan group, four principals 

had been counselors as compared to one principal having held such a 

position in the Arizona group and none among the Egyptian group. While 

many deans counsel with students, the roles were not considered inter

changeable. Counseling and guidance services given by counselors in 

the United States were given in Egypt by the class advisors and the 

school social workers. As in the positions of inspector and head of 

inspectors, there was no direct basis for comparison between the 

Egyptian and the American groups in these areas. The professional 

requirements for the position of department head and the status associ

ated with it have been described in the chapter on philosophical founda

tions. 

Levels of Professional Experience 

For the purpose of this discussion, professional experience has 

been used to mean any experience in teaching, supervision, or adminis

tration which the members of the group had had in positions in which 

they were employed to give professional services in the field of educa

tion. Level of experience has been divided into three areas: (1) second

ary, which refers to the senior high school or three-year academic high 
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school; (2) elementary, which refers to all grades below the secondary 

level; and (3) colleges or institutes for teacher preparation, which 

refer to two year institutions following senior high school. 

Table IV-5. Other Positions Within Field of Education. 

Title of Position ' Frequency within Group 
' Arizona ' Michigan T Egypt 

Administrative assistant to 
superintendent 0 3 0 

Assistant principal 10 3 15 

Community planning (for education) 0 1 0 

Counselor 1 4 0 

Dean 4 0 0 

Education director/sup't of 
district* 1 0 1 

Head of department 0 0 15 

Head of inspectors 0 0 1 

Head teacher 1 0 0 

Inspector 0 0 1 

Teacher 15 15 15 

3|C 
Equivalent positions in which the Egyptian title precedes that of the 
American title. 

All Arizona principals had had professional experience at the 

secondary level. Six had had additional experience at the elementary 

level, and one had taught in college. 
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All Michigan principals had had professional experience at the 

secondary level. Three had had additional experience at the elementary 

level, and one had taught in college. 

All Egyptian principals had had professional experience at the 

secondary level. Seven had had additional experience at the elementary 

level. Three had taught in institutes for teacher preparation. 

Table IV-6. Level of Professional Experience. 

t t t 
Level t Arizona t Michigan , Egypt 

Secondary (senior H.S. or 3-year 
academic) 

Elementary (all grades below 
secondary) 

College/teacher training* 

Teaching positions in colleges or in schools preparing teachers. 

The principals in the three groups were similar in that all mem

bers of each group had had secondary school experience. The Arizona 

and Egyptian groups had approximately the same number of principals 

who had had additional experience at the elementary level; in both groups 

this number exceeded that of the Michigan group. One principal in the 

Arizona group and one in the Michigan group had taught in college as 

compared with three in the Egyptian group who had taught at this level. 

15 15 15 

6 3 7 

1 1 3  
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Experience Outside the Field of Education 

Since the time of their graduation from college, ten of the 

Arizona principals had been engaged in no type of employment outside 

the field of education with the exception of required tours of military 

duty. Of the five who had engaged in some other type of employment, 

two worked during the summer and did not leave the profession. Work 

in which the remaining principals had been engaged included: news

paper work, defense factory work, professional baseball, work with the 

U.S. Forestry Department, and teaching aviation. 

Seven of the Michigan principals had had no other work experi

ence. Six had held summer jobs while continuing to carry a full pro

fessional load. Their work experiences were primarily related to work 

with children, i.e., camping, playground, or athletic supervision. Two 

principals had left the profession briefly for employment in private 

business. 

Eleven of the Egyptian principals had had no work experience 

outside the field of education since the time of their graduation from 

college. Two of the group had worked either as the head of the transla

tion department for the Egyptian Air Force or as a reserve officer in 

the armed forces while continuing to hold full-time positions in educa

tion. One principal had served in the armed forces for eight years as 

an officer. Since this service was not the result of fulfilling an obligation, 
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as one would serve following drafting or for compulsory military 

training, it was classified as work outside the field of education. Only 

one other principal had held a position outside this field in the Depart

ment for Fighting Illiteracy in the Ministry of Social Affairs. 

}|( 

Table IV-7. Experience Outside the Field of Education. 

f 
Type of Work Experience , 

Since College Graduation t 
Arizona 

t 

' Michigan 
t 

t 

' Egyptian 
f 

pet. pet. pet. 

No work experience outside field 
of education 67 47 73 

Summer or part-time jobs held 
while maintaining full pro
fessional load 

13 40 13 

Work outside the field of education 20 13 13 

Exclusive of required tours of military service. 

Arizona and Egyptian principals were similar in that the great 

majority of subjects in both groups had never been employed outside the 

field of education since the time of their graduation from college, and 

only two in each group had been employed for part-time work carried 

on while continuing to hold full-time positions in the field of education. 

The Michigan group differed from the Arizona and Egyptian groups on 

both of these points since more Michigan principals had worked outside 
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the field of education upon apart-time basis. The groups were similar 

in that only two in the Michigan and Egyptian groups and three in the 

Arizona group had ever left the profession for full-time employment. 

Table IV-7 has presented the findings related to these experi

ences outside the field of education and has provided a basis for this 

comparison. 

Summary of the Chapter 

Three areas related to professional qualifications of the princi

pals were examined: (1) academic preparation; (2) nature of professional 

experience within the field of education; and (3) nature of their occupa

tional experiences outside the field of education. 

There was no significant difference in the number of undergrad

uate majors held by each group. Social studies ranked first as the most 

popular area of specialization in each group. Science tied for first place 

among the Arizona group, for second place among both the Michigan and 

Egyptian principals and was the second most popular area of undergrad

uate preparation for the principals as a whole. 

Arizona and Michigan principals were similar in their under

graduate preparation in terms of the relative frequency with which mem

bers of both groups selected physical education as an undergraduate 

major, an area chosen by none of the Egyptian group. 
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Arizona was unique in that business education ranked second 

among this group as a major, a field in which neither Michigan nor 

Egyptian principals held majors. Michigan was unique in that two from 

this group had the only majors in professional studies outside the field 

of education. 

More Egyptian principals majored in a foreign language than 

the combined American groups. More Egyptian principals had majored 

in mathematics than had either American group, and the total number 

of mathematics majors in the Egyptian group equaled the combined total 

for the two American groups. Egyptian principals majored in the areas 

of geography and history, subjects which were not selected by American 

principals. 

At the graduate level all Arizona and Michigan principals held 

master's degrees; the majority of each group majored in educational 

administration. One Arizona principal held an Ed. D. No Egyptian 

principal held a graduate degree. 

Arizona and Michigan principals had, upon an average, 10.6 and 

11.0 years of experience in their present positions as compared to the 

average of 3.1 years held by the Egyptian principals. Egyptian princi

pals, however, had an average of 7.2 years of experience as principals 

in other schools as compared to the average of 3.1 years of the Arizona 

group and 5.5 years of the Michigan group. Michigan principals aver

aged more total years of experience in the position of principal (16.5) 



120 

than did either the Arizona group (13.7) or the Egyptian group (10.3). 

Within each group there was a wide range of individual difference in 

terms of the total number of years of experience, the experience in the 

present position, and the experience as principal in other schools. 

Variation in terms of the difference in experience within groups and 

among groups was marked. Egyptian principals varied less among 

themselves in respect to the number of years in their present positions 

and more, in terms of experience in other positions as principal and 

the total number of years of experience as a principal, than did either 

American group. 

All the Egyptian group had been assistant principals; ten of the 

Arizona group and only three of the Michigan group served in this posi

tion. 

While not considered equivalent positions, a similarity existed 

in the number of Arizona principals who had been deans and the number 

of Michigan principals who had been counselors. This appeared to be 

the only area in which principals in the two American groups shared a 

common background of closely related professional experience. 

All principals had had professional experience at the secondary 

level. Seven Egyptian, six Arizona, and three Michigan principals had 

had additional professional experience at the elementary level. One 

principal in each of the American groups and three Egyptian principals 



had either taught in college or taught in institutes for teacher prepara

tion. 

Ten Egyptian, ten Arizona, and seven Michigan principals had 

never been employed outside the field of education since the time of 

their graduation from college. Two in the Arizona group, two in the 

Egyptian group, and six in the Michigan group had worked in another 

position while they continued to hold full-time positions within the field 

of education. Three Arizona, two Michigan, and two Egyptian princi

pals had left the field of education for another type of employment. 

With the exception of the fact that all American principals held 

master's degrees and no Egyptian principal held a graduate degree, 

the actual differences which existed between the qualifications, profes

sional experiences, and the experiences in positions outside the field 

of education appeared to be no greater between the principals of the two 

countries than did the differences between the principals of the two 

states. 



CHAPTER V 

PLANNING CURRICULUM 

Planning for curriculum development has been considered a 

cooperative endeavor under the professional leadership of the high 

school principal and not an isolated activity of the principal. The follow

ing factors related to the role of the high school principal in planning 

for curriculum development have been examined: (1) the establishment 

of the philosophical bases of the curriculum; (2) the development of 

courses of study; (3) pressure groups; (4) student participation in curric

ulum planning; (5) areas of special emphasis; (6) students with personal

ity problems; and (7) planning for articulation. 

The Establishment of Philosophical Bases 

Definitions given of curriculum and curriculum development by 

subjects, the existence of a written statement of philosophy, the estab

lishment of educational aims and objectives, and the bases for the 

establishment of curriculum have been selected for examination and 

discussion in this section of the study. 

122 
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Definitions of Curriculum and Curriculum Development 

Definitions of curriculum fell into two, clear-cut categories 

and the frequency with which subjects offered such definitions has been 

presented in Table V-la as follows: 

Table V-la. Definition of Curriculum. 

Definition (grouped) , Arizona , Michigan , Egypt 

pet. 

Total school program/all school-
authorized activities and learn- 73 
ing experiences 

Classroom, subject-centered 
activities 

pet. pet. 

53 47 

47 53 

Eleven Arizona principals defined curriculum in terms of the 

total school program and included all school-authorized activities as 

well as course work, or subject-matter experiences, in their definition 

of curriculum. The remaining four principals limited the use of the 

term curriculum to classroom, subject-centered activities. 

Eight Michigan principals offered definitions of curriculum which 

included all school-authorized activities, and seven included only those 

activities related to subject-matter, formal instruction, and the course 

of study. 



124 

Among the Egyptian group, seven principals included the total 

school program in their use of the term curriculum. Eight restricted 

its use to subject-matter presented by the school. 

More Arizona principals favored the broad use of the meaning 

of curriculum than did the other principals. 

Principals defined curriculum development in terms of objec

tives and aims. Composite statements, stated in similar terms, have 

been used in Table V-lb. Frequency with which subjects within each 

group mentioned some factor contained in the composite statement has 

been indicated. Every aspect of each subject's definition has been 

included in a statement. 

The improvement of all school-authorized experiences was 

mentioned more frequently than any other aspect of curriculum develop

ment by six of the Arizona group. In no other area was there more than 

20% agreement among these principals. 

Ten Michigan principals emphasized the importance of continu

ous study, change, and improvement. There was no other single aspect 

of curriculum development sited by more than four of this group. 

Nine Egyptian principals defined curriculum development in 

terms of its purpose in meeting rapidly changing needs of society, 

nation, and world. Five of this group were in agreement that curriculum 
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Table V-lb. Composite Statements Based upon Definitions of the 
Term Curriculum Development. 

Definitions in Terms of 5 7~. ' ' Z, T 
Objectives , Arizona , Michigan , Egypt 

Curriculum development should 
improve all of the experiences 6 2 2 
in school-authorized activities 

Curriculum development should 
include a continuous process of 3 10 5 
study, change, improvement 

Curriculum development must con
sider the individual needs of 3 4 2 
students 

Curriculum development must con- 3 4 2 
sider the needs of the community 

Curriculum development must 3 2 3 
improve course offerings 

Curriculum development must con
sider the future needs of students 2 3 0 
(professional and vocational) 

Curriculum development must pro- 10 0 
vide for constant self evaluation 

Curriculum development should 
apply educational theory to 0 1 0 
practice 

Curriculum development should be 
in harmoney with the needs of 0 0 9 
the society, nation, and world 
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development should include a continuous process of study, change, 

and improvement. 

The comparison of objectives for curriculum development, 

included in the definitions of the term by the three groups, indicated 

that a greater difference existed between the two American groups than 

between the Egyptian group and Arizona group, or between the Egyptian 

and Michigan groups. 

The Establishment of Educational Aims and Objectives 

All principals in the three groups have a written statement of 

philosophy and objectives for their schools. The responsibility for the 

establishment of these aims and objectives was attributed to five 

sources as indicated in Table V-2. 

Table V-2. Groups Establishing Educational Aims and Objectives. 

Group , Arizona t Michigan , Egypt 

pet. pet. pet. 

State Department of Education, 
accrediting association, or 33 40 0 
Board of Education 

Administrative superiors 

Community 

Teachers and principal 33 

20 

13 

67 

0 

80 

47 

0 

0 

National Department or Ministry 0 0 100 of Education 
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Five Arizona principals referred to the board of education, 

state department of education, or to the accrediting association as the 

source of the aims and objectives of their schools. Three placed the 

authority for the establishment of these aims and objectives in the 

hands of an administrative superior, i.e., superintendent of schools, 

assistant to the superintendent, or supervisor. Five principals spoke 

of the establishment of aims and objectives as a shared activity, a 

cooperative enterprise in which teachers and principals worked 

together. One mention was made of consideration of the needs of the 

community, and one mentioned the influence of pressure groups. 

Michigan principals placed emphasis upon shared responsibility 

in establishing educational aims and objectives. Twelve stressed the 

importance of community participation, worked with citizens' commit

tees, conducted community studies to determine needs, and encouraged 

lay representation on committees involved in curriculum planning. Ten 

spoke of the active participation of teachers who, under the professional 

leadership of the principal, shared in the development of aims and 

objectives. The board of education, state department of education, and 

accrediting association were mentioned as influencing factors by six of 

this group. 

The Ministry of Education of Egypt established the general aims 

and objectives of all schools throughout Egypt. Only seven principals in 
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the Egyptian group had developed special aims and objectives for their 

individual schools. 

The following areas of difference and similarity between the 

three groups were noted: (1) Arizona and Michigan were similar in 

terms of the number of principals who indicated the policy of the board 

of education, state department of education, or accrediting association 

contributed to the establishment of aims and objectives. Since Egypt is 

only one state, its Ministry of Education may be compared with the 

state department of education. All Egyptian principals referred to the 

Ministry of Education as the source of making the general philosophy 

and objectives of their schools. (2) Ten Michigan principals, seven 

Egyptian, and five Arizona principals shared the development of educa

tional aims and objectives with their teachers. (3) Three Arizona but 

no Michigan or Egyptian principal referred to establishment of aims and 

objectives by superintendents, assistant superintendents, or supervi

sors. (4) Twelve Michigan, two Arizona, and no Egyptian principals 

spoke of community participation in the establishment of educational 

aims and objectives. 

The Bases for Establishing Curriculum 

All the principals in both Arizona and Michigan mentioned the 

needs of the students and of the society as basis for establishing curric

ulum. 
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Nine Arizona principals stated that policies of the board of 

education, state department of education, or the accrediting associa

tion were considered in establishing the curriculum basis. Five spoke 

of college requirements, and one mentioned the philosophy of the school. 

Four Michigan principals mentioned preparing students for 

college and four others mentioned the philosophy of the school, while 

the policies of the school board, state department of education, or the 

accrediting association were mentioned by one principal each as the 

basis of establishment of curriculum. 

All Egyptian principals stated that the Ministry of Education 

makes the curriculum in terms of subject-matter, and determines its 

basis according to the needs of students and society. The principals 

who interpret curriculum in its broad meaning also mentioned the needs 

of students and the needs of society as the basis for aspects of curric

ulum other than subject-matter in their schools. Three principals men

tioned preparation for college as a basis, and two included moral and 

ethical values. 

Curriculum in all the schools of the three groups then was estab

lished on the same basis. Nine Arizona and three Michigan principals 

mentioned the policies of boards of education, state departments, or the 

accrediting association. Five Arizona, four Michigan, and three Egyp

tian principals mentioned college preparation. One Arizona and four 

Michigan principals mentioned observing the school philosophy and two 
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Egyptian principals mentioned the moral and ethical values. All can be 

related to the needs of students and the society. 

Table V-3 was established to summarize these findings. 

Table V-3. Bases for the Establishment of Curriculum. 

t 
Bases T Arizona 

1 t 
, Michigan , Egypt 

Executive or legislative authority 9 3 15 

Requirements for college entrance 5 4 3 

Needs of students 15 15 15 

Needs of society 15 15 15 

Philosophy of the school 1 4 0 

Development of Courses of Study 

No American principal referred to a state or national course of 

study being used in his school. All the Egyptian principals have referred 

to the Ministry of Education as the source of developing courses of study 

which they call curriculum. 

Table V-4 has been interpreted in the light of what has been dis-

cove red about the areas of responsibility assumed by the Ministry of 

Education, i.e., the percentage of Egyptian principals listed as having 

written courses of study in all areas which referred to courses developed 

at a national, not local, level, and was not directly comparable to the 
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percentages representing the American principals who referred exclu

sively to courses of study developed at a local level. 

Table V-4. Percentage of Schools with Written Courses of Study. 

~ Percent of Principals 
Category ' in Group . 

' Arizona T Michigan ' Egypt 
pet. pet. pet. 

Written course of study in all 
areas 53 13 100 

Written course of study in some 
areas 40 87 0 

Written course of study not in use 7 0 
• 

0 

Eight Arizona principals claimed complete, written, courses 

of study for all subject-matter areas; in six schools, written courses 

of study existed in some of the instructional areas. One principal stated 

that while a written course of study existed, he felt it to be obsolete. 

Thirteen Michigan principals stated that some type of written 

course of study existed in some of the subject-matter areas. Two 

claimed complete, written, courses of study. 

All Egyptian principals referred to complete, written, courses 

of study prepared by the Ministry of Education. 
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All American principals but one had developed written courses 

of study in some areas. More Arizona principals than Michigan princi

pals had written courses of study for all subject-matter areas (eight 

and two, respectively). 

Authorship of Existing Courses of Study 

Table V-5 has presented the findings upon which the following 

discussion was based. 

Table V-5. Authorship of Existing Courses of Study. 

f Number of Principals 
Source of Authorship ' • v-: 7 

' Arizona ' Michigan ' Egypt 

Ministry of Education 0 0 15 

Selected groups of teachers 6 3 0 

Departmental groups 5 10 0 

Workshop group 4 0 0 

Citizen or lay groups 0 2 0 

Other sources cited 0 8 0 

Courses of study were written by selected groups of teachers 

according to six principals in the Arizona group. Five principals stated 

that the teachers within each department wrote the course of study for 

their own department. Four principals had had courses of study pre

pared by teachers during a summer workshop for which the teachers 
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had received financial reimbursement. One principal indicated that 

teachers had been given release time from instructional duties to write 

courses of study. 

Ten Michigan principals indicated that courses of study were 

developed by the teachers on a departmental basis. Three principals 

mentioned the cooperative activity of a curriculum committee or study 

group, two spoke of whole staff participation, two mentioned consulting 

laymen or citizens' groups, and one mention was made of each of the 

following practices related to the writing of courses of study: (1) an 

individual teacher worked with the principal; (2) supervisor or head of 

department helped prepare course of study; (3) a consultant was brought 

into the school; (4) a city-wide curriculum director was in charge of 

writing courses of study; (5) the board of education shared in the writ

ing; and (6) teacher-pupil planning contributed to the written course of 

study. 

Courses of study for all Egyptian schools were prepared by the 

Ministry of Education. One principal in this group referred to this 

course of study as the "guidelines" for his program. Six considered it 

the framework within which teachers should operate, but each teacher 

can use his own methods. In the remaining eight cases, the principals 

indicated that their teachers must adopt the course of study the way 

it is. 
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Arizona and Michigan principals differed in respect to the 

groups which contributed to the writing of their courses of study. 

Selected groups of teachers were most frequently used by the Arizona 

principals, while in the Michigan schools, departmental committees 

were more commonly used. Since courses of study were developed at 

a national rather than local level in Egypt, there was no similarity 

between the Egyptian and American groups in regard to the authorship 

of courses of study. 

Pressure Groups 

Table V-6 has provided the basis for the following discussion of 

the effect of pressure groups upon curriculum planning. 

Table V-6. Pressure Groups. 

Group 
1 
, Arizona 

t T 
t Michigan t Egypt 

pet. pet. pet. 

Little or no experience with 
pressure groups 40 0 100 

Some experience with pressure 
groups 60 100 0 

Principals worked directly with 
groups 60 67 0 

Principal worked through some 
other group in handling 
pressure group 

0 33 0 
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Little or no experience with pressure groups was claimed by-

six Arizona principals. There was agreement among the nine who had 

had some experience in coping with individuals or groups with vested 

interests concerning the method of dealing with such pressure. All 

stated that they listened to complaints and requests, interpreted school 

policy, and tried to consider the situation in terms of what was believed 

best for the majority of the students. 

Although all of the principals in the Michigan group had had 

some experience with pressure groups, none advocated making changes 

in the curriculum to humor the caprice of any individual or group using 

pressure. Ten mentioned the practice of listening to complaints and 

suggestions, discussing school policy, and acting in the best interests 

of the students as a whole. An additional practice was mentioned by five 

of the principals. Citizens' committees and parent groups were used as 

situations in which questions, criticisms, and suggestions were encour

aged, and discussed by the group. Recommendations, from these groups, 

were then presented for professional consideration and decision. 

No Egyptian principal had had any type of experience with pres

sure groups since none exist in Egypt. 

No American principal considered pressure groups a threat to 

the development of curriculum. Six Arizona principals and all of the 
\ 

Egyptian principals had never had any type of experience with such a 

group. The majority of the Arizona principals and all of the Michigan 
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principals had had some experience of this type and coped with the 

situation by discussing with members of such groups the policy of the 

school, listening to complaints and suggestions, and continuing to 

follow their own professional judgment concerning what was best for 

their students. 

Student Participation in Curriculum Planning 

All principals indicated that students participated indirectly in 

curriculum planning through the interest they exhibited in school 

sponsored activities and through the influence which their interests, 

attitudes, and suggestions had upon teachers involved in planning cur

riculum. No principal in the Arizona group, and only one principal in 

each of the Michigan and Egyptian groups, felt that students participated 

directly in curriculum planning in terms of the selection of the content 

of courses. 

A direct comparison was not possible in this area, despite the 

apparent similarity which existed between the responses of the Egyptian 

and American groups, because certain areas of learning which were 

considered as courses taken for credit in American schools, i.e., music, 

physical education, news writing, and dramatics, were considered 

student activities by Egyptian schools. Since all Egyptian principals 

emphasized that student activities were planned by students, Egyptian 

students participated far more actively in planning these learning 
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activities than did American students who took these courses for credit, 

and no less actively than they in the more traditional areas of learning. 

Areas Selected for Special Emphasis 

Some authorities have suggested that it might be advantageous 

for schools to select one particular area of the school's curriculum and 

emphasize it, throughout the entire school, for a specific length of 

time, a semester or school year. An investigation was made of the 

attitude of the principals toward such a practice. Table V-7 has been 

included to indicate their reactions. 

Table V-7. Policy of Placing Special Emphasis upon One Phase of 
Curriculum. 

Oppose/Favor 
t 
, Arizona 

t t 
f Michigan , Egypt 

pet. pet. pet. 

Opposed policy in theory 7 13 13 

Favored policy in theory, modi
fied in practice 53 53 67 

Neither opposed policy nor used 
practice 40 33 20 

One Arizona principal was opposed to the practice of identifica

tion of a specific area, such as note taking or reading, for the purpose 

of emphasis by all teachers throughout the year. Six principals did not 
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actively oppose such a practice but neither did they use it. Of the 

remaining principals who comprised over half of the group, emphasis 

tended to be a departmental and not a whole-school concern. Five 

principals headed schools which were placing emphasis upon oral and 

written language; three schools were stressing a general upgrading of 

learning activities throughout the curriculum. One mention was made 

of each of the following areas of emphasis: improvement of the mathe

matics program, improvement of the social studies program, a study 

of the grading system, and an experiment involving team teaching in a 

core program. 

Two principals in the Michigan group opposed any policy which 

would identify one general area for emphasis for a school year. Five 

principals neither opposed the idea nor employed it in curriculum plan

ning. Eight principals stated that programs involving departmental 

emphasis existed. Five placed emphasis upon oral and written English. 

Two were working on problems related to grouping. One mention was 

made of each of the following areas of emphasis: services to gifted 

students, improvement of the mathematics program, study of the grad

ing system, general upgrading of total program, and student citizenship. 

Two Egyptian principals opposed this policy and three neither 

opposed nor practiced it. The following areas were among those cur

rently being emphasized in the schools of the Egyptian group: four 

schools were stressing the extensive use of library facilities; three 
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schools emphasized the improvement of oral and written language 

including both the writing of technical reports and creative self egres

sion; two schools emphasized the use of mass media and recordings; 

one school encouraged the use of laboratories; and one school was in a 

process of extending its program of practical studies (vocational, com

mercial, and industrial areas). 

The three groups were similar in that the majority of principals 

within each group favored the selection of particular aspects of the 

curriculum for special emphasis. Eight principals in both American 

groups and ten Egyptian principals favored the policy in practice, i.e., 

emphasis tended to be upon a departmental level rather than on an all-

school level. 

The improvement of oral and written language was the most fre

quently selected area of emphasis in both American schools and was 

second only to the emphasis placed upon the use of library facilities in 

the Egyptian schools. 

Students with Personality Problems 

Students who have problems of personal adjustment frequently 

become problems and create problems for themselves, other students, 

teachers, and principals. Practices employed for the handling of such 

problems has been presented in Table V-8. 
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Table V-8. Planning for Problems Related to Student Behavior. 

Practice 
f 
, Arizona 

t i 
, Michigan , Egypt 

pet. pet. pet. 

Principal handled problems 
alone 13 7 0 

Problem referred to guidance 
personnel or equivalent, for 
initial study 

87 93 100 

Case conference used following 
initial study 87 93 100 

The great majority of the principals in the three groups used 

identical practices in handling problems created by the behavior of 

students who were unable to make an adequate personal adjustment to 

the school's environment, therefore, the groups were not sufficiently 

different to necessitate a discussion of practices upon an individual 

group basis. 

Thirteen principals of the Arizona group, fourteen of the Michi

gan group, and all of the Egyptian group referred such problems to 

specially trained personnel for an initial evaluation of all of the factors 

related to the student's adjustment. 

Among American schools, guidance counselors made this pre

liminary investigation. 

In Egyptian schools, this was done by individuals who carried 

other titles but who provided the same type of services. These are the 
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classroom advisor, the social worker, and in some schools the dean of 

the family (guidance system in Egypt will be discussed in a later 

chapter). 

After an initial investigation was made by counseling personnel, 

and upon their recommendation, case conferences were held by thirteen 

Arizona, fourteen Michigan, and all Egyptian principals. Principals, 

teachers, and counselors met together to plan for methods by which the 

school could help the student directly or to suggest referral to other 

agencies who would provide the necessary clinical evaluation and treat

ment needed by students who suffered from more serious problems of 

adjustment. In no school were these planning conferences used as an 

agency for determining punishment; all were designed for the purpose 

of planning for the type of services, treatment, or practices which were 

believed to offer the best method of helping students. 

Articulation 

Methods used to improve articulation varied among the three 

groups as was indicated in Table V-9. 

Within the Arizona group guidance counselors in the junior and 

senior high schools worked together in six schools to improve articula

tion. In four schools teachers in the junior and senior high schools met 

together to discuss articulation in terms of the subject matter of depart

ments. Planning was conducted at a system-wide level in three schools. 
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In two schools, special faculty meetings were held to plan for better 

articulation, and in one school, principals in the system met together 

to discuss the matter. 

Table V-9. Planning for Articulation. 

f 
Type of Planning , Arizona 

I T 
, Michigan r Egypt 

pet. pet. pet. 

Junior and senior high school 
guidance 40 0 0 

Junior and senior high school 
departments (within subject 
areas) 

27 13 0 

System-wide 20 60 0 

Principals organization 7 0 0 

Special faculty meetings 13 7 0 

Special consultants, or co-ordina
tors used 0 27 0 

Faculty committees 0 33 0 

National planning 0 0 100 

In eight Michigan schools, planning for articulation was done on 

a system-wide basis. In five schools faculty committees studied this 

subject and in four schools special consultants and co-ordinators, hired 

by the district, aided in the improvement of articulation. Two schools 

held departmental meetings of junior and senior high school teachers for 

the purpose of improving articulation within the subject-matter area and 
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in one school full-faculty meetings were held for the purpose of articu

lation between levels. 

Because the Ministry of Education developed the courses of 

study for all levels and within all subject-matter areas, Egyptian prin

cipals perceived no problems associated with articulation. 

American principals faced problems in articulation which were 

virtually nonexistent in Egypt. With the exception of the services pro

vided by the guidance counselors in six Arizona schools and the use of 

departmental meetings by four principals, there appeared to be a variety 

of methods used by the members of the group as to the methods of articu

lation used. Michigan principals headed schools in which planning, on a 

system-wide basis was conducted in nine schools, faculty committees 

studied the problem in five schools, and in four schools special per

sonnel to aid in articulation were employed by the school district. 

Summary of the Chapter 

Seven factors were investigated and the findings described in this 

chapter: (1) the establishment of the philosophical bases of the curricu

lum; (2) the development of courses of study; (3) pressure groups; (4) 

student participation in curriculum planning; (5) areas of special empha

sis; (6) students with personality problems; and (7) planning for articula

tion. 
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Curriculum was defined in a manner which included the total 

range of activities and learning experiences of students under the 

supervision of the school by eleven Arizona, eight Michigan, and seven 

Egyptian principals. More Arizona principals favored this broad inter

pretation of curriculum than did members of the other two groups and 

Michigan and Egyptian principals were in closer agreement than were 

the two American groups. 

Curriculum development was defined in terms of objectives by 

all principals and composite statements were developed which included 

all aspects of all definitions. The groups were compared upon the basis 

of the frequency with which principals within each group mentioned 

specific objectives, and upon the relative importance attributed to those 

objectives. 

All the principals in the three groups have mentioned the needs 

of students and the needs of society as bases for the establishment of 

curriculum. Some principals, however, have considered other bases, 

such as executive or legislative authority, requirements for college 

entrance, or the philosophy of the school. 

All schools had a written statement of philosophy. Teachers and 

principals shared in the writing of this philosophy in five Arizona, ten 

Michigan, and seven Egyptian schools. In the American schools, this 

written philosophy included all of the educational aims and objectives of 
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the school; in the Egyptian schools this statement of philosophy was 

developed at two levels. The general, national statement was developed 

by the Ministry of Education; a specific, individual school philosophy 

was developed within seven schools by teachers under the leadership 

of the principal. 

The bases for the establishment of curriculum differed among 

the three groups: (1) all Egyptian principals and nine Arizona princi

pals considered executive and legislative authority as an important basis 

for the establishment of curriculum, but only one Michigan principal 

mentioned this basis; (2) all principals in the three groups considered 

the needs of students and of community as the basis upon which curric

ulum is established. 

The development of written courses of study was done at a local 

level in American schools and at a national level in Egyptian schools. 

More Arizona than Michigan principals had written courses of study for 

all subject-matter areas (eight and two, respectively) and all of the 

Egyptian principals had such courses of study, in all areas, developed 

by the Ministry of Education. 

Ten Michigan schools had developed their courses of study within 

departments as compared to five Arizona schools. Ten Arizona schools 

had developed their courses of study either in committees composed of 

selected teachers or in workshops. Only three Michigan principals used 
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selected groups of teachers for this purpose and none established work

shops to write courses of study. 

Pressure groups did not exist in Egypt and were not considered 

a threat by any of the American principals who had had experience with 

them. 

Only one principal in the Michigan group and one in the Egyptian 

group and no principal in the Arizona group indicated that students 

participated in planning the content of the curriculum. All principals 

emphasized the active participation of students in planning for non-

academic, co-curricular activities. Because courses offered for credit 

in American high schools and considered curricular by American prin

cipals were considered as student activities by Egyptian principals, in 

actual practice, Egyptian students planned and conducted more learning 

activities, i.e., music, newswriting, dramatics, and physical education, 

than did American students who engaged in such activities for credit. 

Ten Egyptian principals and eight principals in each of the 

American groups favored and practiced the policy of selecting a special 

area of the curriculum for special emphasis. This emphasis was at a 

departmental level and one of the most common emphasises in all 

schools was the improvement of oral and written language. 

Principals differed very little in their methods of dealing with 

problems created by students who had been unable to make an adequate 

adjustment to the school's environment. In thirteen Arizona, fourteen 
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Michigan, and all of the Egyptian schools, principals referred the 

initial investigation of the factors related to the student's problem to 

personnel who were especially trained to study such matters. Follow

ing this initial investigation, case conferences were held at the recom

mendation of the counseling personnel in which the principal and the 

student's teachers shared planning for methods of helping the student 

make a better adjustment. 

Principals in the Egyptian group did not perceive articulation as 

presenting problems since their curriculum programs were developed 

and integrated at a national level by the Ministry of Education. Amer

ican groups differed in their approach to the problem of planning for 

articulation. Nine Michigan and three Arizona principals participated 

in planning at a system-wide level. Faculty committees were used by 

five of the Michigan group and four of these had access to special con

sultants and co-ordinators to help them improve articulation; neither 

practice was in use by Arizona principals. Six Arizona principals 

headed schools in which the guidance services of the junior and senior 

high schools were planned together, and in three schools the teachers 

at the junior and senior high school had planned at a departmental 

level for articulation. 



CHAPTER VI 

PROFESSIONAL LEADERSHIP 

The multiple demands upon the time and strength of today's high 

school principal have forced him to provide professional leadership 

which is both supervisory and administrative in nature. 

For the purpose of this study, the investigation of practices 

reflecting professional leadership has been limited to those practices 

which were most closely related to the role of the high school principal 

in curriculum development. The leadership provided by principals for 

their teachers has been emphasized; however, some administrative or 

executive functions of the subjects have been examined briefly to deter

mine their effect upon the role the principal plays in curriculum devel

opment. 

Administrative Responsibility 

The actual enrollment of the high school and the number of assist

ants to the high school principal were considered to be factors sufficiently 

important to this study because of their effect on the efficiency with which 

the principal could function in his role in curriculum development. Both 

148 
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factors were included for examination and the findings recorded in 

Table VI-1. 

Size of School Enrollment 

The average actual enrollment of schools in the Arizona group 

was 2, 098. Schools varied in size from 858 to 5, 231 with the median 

enrollment found to be 1, 624. The average enrollment of the Michigan 

schools was 1, 893. School enrollments ranged from 750 to 3, 087. The 

median enrollment was 2,000. The average enrollment in schools of 

the Egyptian group was 819. The median enrollment was 736 and schools 

varied in size from 162 to 1, 650. 

The average enrollment of Arizona schools was larger than that 

of Michigan schools (2098:1893). American schools were, on an aver

age, larger than Egyptian schools (819 average enrollment). Twelve 

Arizona schools and thirteen Michigan schools had enrollments of over 

a thousand students as compared with five Egyptian schools which 

exceeded this number. The smallest school in the Arizona group had an 

enrollment of 858 students which was more than the average enrollment 

in the Egyptian schools. Seven Arizona schools were larger than the 

largest of the Egyptian schools. Only one Michigan school was smaller 

than the average enrollment in the Egyptian schools and ten Michigan 

schools were larger than the largest of the Egyptian schools. 
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Table VI-1» Enrollment and Extent of Assistance in Schools 
Arizona Schools Enrollment No.Assist.Princ. Other Assistants 
Amphitheatre 1550 1 
Casa Grande 877 1 2 half-time apprentices 
Catalina 2600 2 
Central 2533 2 
Flagstaff 858 0 Dean and guid. dir. 
Glendale 1458 2 
Phoenix Union 5231 3 
Frescott 1140 1 
Pueblo 1928 2 
Rincon 3500 2 
Sunnyside 922 1 
Sunnyslope 1200 2 
Tucson 2800 2 
Washington 1624 2 
West Phoenix 3200 2 
Michigan Schools 
Ann Arbor 2000 1 Bus. mgr. and 6 couns. 
Birmingham 1900 3 
Denby 3087 2 Dept. chrm. and 3 couns. 
Edsel Ford 1500 2 Dept. chrm. 
East Grand Rapids 750 1 
East Lansing 915 1 
Flint 2150 4 
Gross Point 2250 4 
Jackson 2183 3 
Kalamazoo 2650 2 

0£r. of guid. Midland 2050 2 0£r. of guid. 
Mt. Clemons 1500 1 4 dir.and 4 attn.advisor: 
Muskegon 2250 1 4 part time adm. assist* 
Sexton 1911 2 
Thurston 1300 1 Ath. dir. and 8 couns. 
Egyptian Schools 
Al-Maadi 450 1 
Al-Saniya 1400 2 
El-Nokrashi 650 2 
EL-Saeidiah 1200 2 
Hilwan 790 2 
Iman 736 1 
Kalyoub 200 1 
Kina (for girls) 427 0 Dept. head teachers 
Mansourah 1650 4 
Masr El-Gadidah 1253 2 
Monouf 696 1 
Morkosseiah 651 2 
Ras-EL-Hn 914 2 
Sohobra (for girls) 1100 1 
School for the Gifted 162 1 
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Among the schools in all groups there was a wide range in the 

sizes of the schools' enrollment. The Arizona group presented the 

widest range in size, followed by the Michigan and Egyptian groups. A 

comparison of the median enrollment of each group revealed that the 

Michigan median (2,000) was higher than the Arizona median (1, 624) 

and both greatly exceeded that of the median for the Egyptian group 

(736). 

Assistance Provided to the Principal 

High school principals in the Arizona group had, on an average, 

1.66 assistant principals each. One principal with a school enrollment 

of 858 had the services of a dean and a full-time guidance director in. 

charge of curriculum, guidance, and testing but had no assistant prin

cipal. Three assistant principals were provided for the principal of a 

high school with an enrollment of 5, 231. Nine principals had two 

assistant principals each, and the remaining four principals had one 

assistant each. One of these had administrative and supervisory assist

ance in the form of two half-time assistant principals in a school with 

an enrollment of 877. 

Principals in the Michigan group averaged two full-time assist

ant principals each. Two principals, with enrollments of 2,150 and 

2,250 had four assistant principals each. Two others with enrollments 

of 1,900 and 2,183 had three assistant principals each; five principals 
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had two assistant principals each and the remaining six principals each 

had one assistant principal. Michigan principals perceived that they 

were given more assistance from a variety of sources including those 

services provided by business managers, counselors, co-ordinators, 

directors of student activities, athletic directors, attendance advisors, 
V 

audio-visual directors, guidance directors, and part-time administra

tive assistants. 

Egyptian principals had, on an average, 1.60 assistant princi

pals each. The actual ratio of assistant principals to students enrolled 

was 1:512. One principal had four assistant principals with enrollment 

of 1,650. Seven principals had two assistant principals each, and six 

principals had only one assistant principal each. The remaining one 

principal had no assistant principal, but she used department heads and 

teachers to do the job. 

The Arizona and Egyptian groups were nearly identical in terms 

of their average number of assistant principals (1.66 and 1.60, respec

tively). They were very similar in their perception of sources of addi

tional administrative or supervisory assistance. 

Michigan principals averaged two assistant principals each and 

perceived assistance from a greater variety of sources on their staff. 

The ratio of assistant principals to students was much larger in 

the two American groups than in the Egyptian group. Upon the basis of 

this measure of comparison, Arizona schools had over twice as many 
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students per assistant principal and Michigan nearly twice as many 

students per assistant principal as did the Egyptian group; however, all 

principals in the three groups preferred to relate the number of assist

ant principals to the number of school buildings rather than to the num

ber of students. 

Duties of Assistant Principals 

The type of responsibility commonly delegated to assistant 

principals by the principals in the Arizona and Michigan groups has 

been presented in Table VI-2. The frequency with which the principals 

delegated responsibility in each of nine areas provided the basis for 

the ranks given in the table. 

Table VI-2. Duties Delegated to Assistant Principals. 

Area of Responsibility Rank 

' Arizona ' Michigan 

Attendance 

Discipline 

Student activities 

Enrollment/registration 

Direction of guidance services 

Maintenance of buildings and grounds 

Curriculum development 

Finances 

Supervision of teachers 

1.0 
2.5 

2.5 

5.5 

5.5 

5.5 

5.5 

8.0 

9.0 

3.0 

1.5 

1.5 

6.5 

6.5 

4.0 

8.0 

9.0 

5.0 
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Gross inspection of the relative frequency with which principals 

delegated responsibility to assistant principals indicated that the prac

tices of Arizona and Michigan principals were relatively alike in six of 

the nine areas examined: discipline, supervision of student activities, 

enrollment and registration, supervision of building and grounds, direc

tion of guidance services, and finances. Arizona principals delegated 

more responsibility in the areas of attendance and curriculum develop

ment and less responsibility in the area of supervision of teachers than 

did the'Michigan principals. 

All Egyptian principals shared both administrative and super

visory responsibility with their assistant principals. In the Egyptian 

schools an assistant principal assumed all of the duties performed by a 

principal. Assistant principals in many cases were not delegated to 

perform certain types of duties, but were given assignments in terms 

of buildings or floors and would be responsible for all the duties of a 

principal within his building or floor. The responsibilities of the assist

ant principal, however, were not delegated to him by the principals, 

but were determined by the Ministry of Education. They did not differ 

in nature from the duties undertaken by the American assistant 

principals. 
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Assistance Provided from Outside the School's Staff 

Table VI-3 has presented findings related to the sources of 

help which the principals perceived and not to the actual, possible 

sources of help which might have been available. 

Table VI-3. Outside Sources of Help in Curriculum Work. 

Group 

' Supervisor,' 
' Consultant,' 
' or ' 
' Inspector ' 

» 

College , 
or 

University , 

Office of 
Sup't. of 
District 
or Zone 

' State Dept. of 
' Education or 
' Ministry of 
' Education 

pet. pet. pet. pet. 

Arizona 60 27 27 0 

Michigan 47 67 0 47 

Egypt 40 20 53 100 

Percentage indicates per cent of principals within group perceiving 
assistance in curriculum work coming from outside source. 

Nine of the Arizona group perceived assistance in curriculum 

matters coming from directors, consultants, or supervisors within the 

school district. Four principals perceived aid from colleges or univer

sities, and four perceived assistance from either the superintendent of 

schools or from an administrative assistant to the superintendent. 

Three perceived no outside assistance in their curriculum programs. 

All the Michigan principals perceived that they had some type of 

outside aid in curriculum development from one or more sources. Ten 
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of them felt they were assisted by colleges and universities. Seven 

perceived help from directors, consultants, or supervisors in the 

system; and an additional seven perceived aid coming from their state 

department of education. 

All Egyptian principals perceived that they received assistance 

from the Ministry of Education either directly or through an educational 

zone. Eight referred to the assistance provided at the level of the zone, 

and six perceived assistance coming from inspectors. 

More Arizona and Egyptian principals perceived that they 

received assistance from supervisors and consultants and/or inspec

tors than did the Michigan group. More Michigan principals felt that 

they were assisted by colleges and universities than did members of 

the other groups. All Egyptian principals received help from the Min

istry of Education, and seven Michigan principals received assistance 

from their state department of education, while no Arizona principal 

referred directly to this type of help. 

Allocation of Time 

Eleven Arizona principals felt that the weight of administrative 

duties created genuine problems for the average American principal, 

but since they personally were provided with adequate administrative 

and clerical assistance, ten did not feel overwhelmed by the burden. 



157 

Seven considered that the ideal ratio of assistant principals to students 

would be 1:500-800. Only five principals headed schools with ratios 

approximating this "ideal"; the average ratio of assistant principals 

to students for the group was 1:1, 256. 

Five Michigan principals considered the weight of administra

tive responsibility overwhelming to the average American high school 

principal. None felt that his own situation was typical or that he per

sonally carried too great a burden. The ratio of one assistant principal 

to every 500 to 800 students enrolled was considered "ideal" by seven 

of the group. There were six principals who headed schools in which 

the "actual" ratio approximated this "ideal". The average ratio for the 

Michigan group was 1:947. 

All Egyptian principals perceived that they devoted the majority 

of their school day to nonadministrative functions and none indicated 

that the burden of administrative responsibility created any problem. 

The desirable ratio of assistant principals to students was established 

at a national level and none of the Egyptian principals suggested an 

alternative, or "ideal" ratio which differed from the "rule of thumb" 

ratio used throughout the country. For purpose of comparison, this 

national ratio has been used as the "ideal". This ratio was based upon 

the number of sections within the school. No assistant was provided for 

schools with less than ten sections. One assistant was provided for 

schools with ten to twenty sections, and the number of assistants 
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increased proportionately with the number of sections. Since the law 

specifies that no section could contain more than thirty-two students, 

the maximum number of students for one assistant principal was 320 to 

640 or 2:640-960. The actual average ratio of assistant principals to 

students enrolled was 1:512 and within the level determined by the 

Ministry. Only one school had a higher ratio of students to assistant 

principals than the recommended ratio. 

Principals in the American groups differed only slightly in 

terms of the percentage of principals within each group who: (1) con

sidered the average American principal to be overburdened with admin

istrative detail; and (2) headed schools in which the actual ratio of 

assistant principals to students approximated the ideal ratio which was 

determined on the basis of the opinion of the majority of each group 

and set at 1:500-800. 

Principals in the Egyptian group differed markedly from the 

American group in two respects: (1) no Egyptian principal felt that the 

average principal was overburdened by administrative detail; and (2) in 

all but one school, the actual ratio of assistant principals to students 

did not exceed the ideal ratio based upon the assignment of the Ministry 

of Education. 

The lower limitation of the ideal ratio of 1:500-800, determined 

on the basis of the opinion of eight principals in each American group, 

was found to be the actual average ratio of assistant principals to students 
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in the Egyptian schools. In terms of this American ideal, five Arizona, 

six Michigan, and all Egyptian principals headed schools in which the 

American ideal ratio was a matter of actuality. 

Some of the more common practices employed by the Arizona 

principals to create additional time to devote to nonadministrative 

duties included: (1) specific types of administrative responsibility and 

authority were delegated to others; (2) duties were divided between the 

principal and the assistant or between assistant principals so that one 

could handle primarily administrative details while another devoted 

his time to curricular matters; (3) clerical duties were performed by 

trained clerical assistants, not by the principal; and (4) every effort 

was made to organize work and to budget time. Ten principals in this 

group made no attempt to describe their daily, or weekly, schedules in 

terms of hours or percentage of time given to particular duties. Of the 

five who reported the allocation of time in specific terms, methods of 

budgeting time varied from holding a particular day open each week for 

conferences with teachers to devoting 90% of the day to administrative 

duties. Only two principals considered themselves successful in observ

ing their schedules. All principals worked in the early morning before 

school began, after the close of the school day, in the evening, and on 

weekends. The majority spoke with regret, and frequently with amuse

ment, of their frustrated efforts to adhere to a time schedule. 
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Only two Michigan principals budgeted their time with any degree 

of strictness or reported an allocation of time in specific terms. One 

of these principals devoted approximately 40% of his time to activities 

related to supervision and curriculum development and the other spent 

his mornings visiting classes, kept his afternoons free for conferences, 

and took home all administrative work which he then dictated on a 

recording machine. The overwhelming majority of the Michigan princi

pals expressed regret that they had not been able to organize their 

work in a manner which was relatively structured and could not devote 

more time to nonadministrative duties. 

Ten Egyptian principals adhered to no strict schedule. All 

devoted most of their time to nonadministrative duties. None felt over

burdened by administrative detail nor felt that administrative responsi

bilities prevented him from performing his role as a supervisor or pro

fessional leader. All shared administrative duties with assistants and 

all worked before and after the school day in order to avoid permitting 

any interference, during the school day, with their nonadministrative 

duties. 

While the American and Egyptian principals differed in regard to 

their attitudes toward the burden of administrative detail, little differ

ence existed between the groups in respect to the methods which they 

used in sharing or delegating responsibilities to others or in the 
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universal practice of all the principals of working long hours outside 

the regular school day. 

Supervisory Responsibility 

The investigation of the actual practices used by the subjects in 

providing professional leadership of a supervisory nature was limited 

to include an examination of certain practices related to: (1) self-

improvement; (2) helping new teachers; (3) assisting teachers who had 

complaints or problems related to the instructional program; (4) obser

vation of classroom teaching; (5) working with supervisors, consultants, 

inspectors, and board of education; (6) encouraging professional growth, 

and (7) conducting group meetings of faculty members. 

Self Improvement 

Three areas related to the methods used by principals to increase 

in professional stature have been examined: affiliation with professional 

organizations, study of professional journals, and travel abroad permit

ting the study of educational practices in other nations. 

Professional Organizations. Findings related to the professional 

organizations with which American principals were most frequently 

associated have been presented in Table VI-4. 

The Arizona principals averaged membership in 4.0 professional 

organizations. Organizations to which seven or. more belonged included: 
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(1) National Association of Secondary School Principals (87%); (2) 

Arizona Association of Secondary School Principals (60%); (3) National 

Educational Association (60%); (4) Phi Delta Kappa (47%); and (5) Ariz

ona Education Association (47%). 

Table VI-4. Affiliation with Professional Organizations. 

i i 
Title of Professional Organization , Arizona f Michigan 

National Association of Secondary School 
Principals 13 14 

Arizona or Michigan Association of Secondary 
School Principals 9 12 

National Education Association 9 10 

Arizona or Michigan Education Association 7 10 

American Association of School Adminis
trators 4 1 

Arizona Association of School Administrators 5 0 

North Central Association of Colleges and 
Secondary Schools 1 4 

Phi Delta Kappa 7 2 

Other national associations 3 3 

Other state associations 1 0 

Association for Supervision and Curriculum 
Development 1 5 

60 61 
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The Michigan principals averaged membership in 4.1 professional 

organizations. Those in which seven or more held membership included: 

(1) National Association of Secondary School Principals (93%); (2) Mich

igan Association of Secondary School Principals (80%); (3) National Edu

cation Association (67%); and (4) Michigan Education Association (67%). 

All Egyptian principals were members of the Teachers Corpora

tion and seven belonged to the Teachers Association. Both of these pro

fessional organizations are national associations for teachers and prin

cipals. All principals indicated that neither one of these organizations 

is educationally active. 

Arizona and Michigan principals were alike in terms of the aver

age number of professional organizations to which they belonged and in 

their support of the national and state associations of secondary school 

principals and the National Education Association. 

American and Egyptian principals could not be compared directly 

since relatively few professional organizations exist in Egypt. 

Professional Journals. Table VI-5 has presented only those 

journals which at least 20% of one of the American groups read regularly. 

The only professional journal regularly read by the majority of 

principals in both Arizona and Michigan groups was The Bulletin of the 

National Association of Secondary School Principals. Principals in the 

Arizona group mentioned a total of eighteen different professional journals 

and the average number of journals regularly read by each principal was 
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3.54. Nineteen separate journals were mentioned by the Michigan group 

and the principals read regularly an average of 3.60 journals each. 

3|C 
Table VI-5. Professional Journals. 

Journal 
f 
, Percentage of Group 

' Arizona ' Michigan 
pet. pet. 

The Bulletin: National Association of Second
ary School Principals 67 80 

Michigan Association of Secondary School 
Principals 0 47 

American School-Board Journal 60 13 

The Education Digest 27 20 

The Clearing House 20 0 

Journal of Secondary Education 20 7 

N.E.A. Journal 20 47 

Arizona and Michigan Education Association 0 47 

Nation's Schools 20 53 

Phi Delta Kappan 20 7 

School Executive 0 40 

Included were publications regularly read by at least 20 % of one of 
the groups. 

All the Egyptian principals stated that there are no professional 

journals or bulletins to be read in Arabic. However, ten of the group 

mentioned three periodicals that they read regularly: (1) The Explorer; 

(2) the Bulletin of Education; and (3) The Journal of New Education. Two 
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of the group mentioned four other professional journals that were read, 

but not frequently. Members of the group regularly read, upon an 

average, 2.5 journals each. 

American principals had access to more varied professional 

reading material, in the form of journals, than did Egyptian principals. 

Eighteen journals were mentioned by the Arizona group who averaged 

3.54 each. Michigan principals read 3.60 journals each and the group 

read from nineteen different journals. Only seven journals were men

tioned by the Egyptian group who averaged reading 2.5 journals each. 

Egyptian principals had less than 40% of the number of journals from 

which to choose, but read approximately 70% as much from the avail

able journals as did the American principals. 

Foreign Travel. Table VI-6 has presented findings related to 

the extent of travel experiences of the principals and their study of the 

educational practices of other nations. 

In the Arizona group, five principals had been in foreign coun

tries during tours of military duty. Three principals mentioned Mexico 

as their only experience with foreign travel; one man had traveled to 

Europe. Only two Arizona principals had visited in any school outside 

the United States. One visited schools run for the dependents of Amer

ican servicemen; one had spent one day in a college in Australia. None 

had studied the educational practices of other nations. 
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Table VI-6. Foreign Travel and Study of Educational Practices. 

Travel/Study 
I 
f Frequency 
1 Arizona ' Michigan ' Egypt 

Travel experience outside nation 
during military tour of duty 5 1 1 

Travel in Europe or U.S.* 1 0 9 

Travel in Canada 0 13 0 

Travel in Mexico 3 0 0 

Travel in Arab nations 0 0 2 

Studying schools in other 
countries 0 1 9 

3je 
Travel in U. S. applied to Egyptian group only. 

In the Michigan group, one man had been abroad during his tour 

of military duty. Thirteen principals had traveled in Canada but only 

one had studied the Canadian system of education. 

Four Egyptian principals had studied the educational practices 

of England, two had studied schools in the United States, one had studied 

Russian schools, and two had studied schools in Germany. Two princi

pals had studied the schools in other Arab nations. One of this group 

had been an official representative at four U.N.E.S.C.O. conventions. 

Only one American principal had traveled in Europe, and only one 

had studied the educational practices of another nation. Nine Egyptian 

principals had traveled for the purpose of studying educational practices 
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of other nations. All the Egyptian travels were on the auspices of the 

Egyptian government, while the American principal who had been in 

Europe was among a group of the North Central Association for accred

iting American schools there, and all other American travels were on 

the principal's own auspices. 

Helping New Teachers 

The practices shown in Table VI-7 were those which were used 

by at least five of each of the two American groups. 

Table VI-7. Practices Used to Aid New Teachers. 

' Percent of Group 
Practice ' Using Practice 

1 Arizona ' Michigan 
pet. pet. 

Orientation meeting(s) 80 100 

Use of "big brother/sister" 67 73 

Informal call or letter 47 33 

Extensive use of printed material 40 53 

Twelve principals in the Arizona group conducted some type of 

orientation program for teachers. Either one or a series of meetings 

were held prior to the beginning of school or during the early part of 

the school year. Although such programs were of benefit to all teachers, 

all of them were designed for the particular purpose of assisting new 
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teachers to become acclimated to their schools. Ten principals used a 

plan whereby a new teacher was assigned to a teacher who had been in 

the school before and who acted as a special friend or "big brother or 

sister" to the new teacher by providing both personal and professional 

assistance in helping the new teacher become adjusted to his ppsition. 

Seven principals made it a practice to go to each new teacher early in 

the first few weeks of school to offer personal encouragement and pro

fessional assistance. Such visits were usually of a friendly and informal 

nature rather than for the purpose of evaluation. Six Arizona principals 

made extensive use of handbooks, guides, and other printed materials 

in providing their new and experienced teachers with information about 

the policies and practices of the school. 

All Michigan principals had established programs for the 

orientation of teachers. Eleven employed the practice of assigning a 

"big brother or sister" or made special arrangements with the depart

ment chairman to provide new teachers with additional personnel and 

professional support during the beginning of the school year. The 

extensive use of printed materials for the purpose of orientation was 

used by eight of these principals. Five principals visited newly hired 

teachers at the beginning of the school year. 

Egyptian principals also said they gave close personal super

vision to beginning teachers, visiting them frequently, meeting with 

them in individual conferences, offering encouragement and advice, and 
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providing a close, supportive relationship during their period of initial 

adjustment. Although the "big brother or sister" relationship was not 

established between a new teacher and another member of the faculty, 

principals and department heads provided a similar service. 

Principals in the Egyptian and American groups differed in 

most of their practices of assisting new teachers. They agreed, how

ever, upon the importance of providing this assistance. American 

principals provided the services and assistance through the use of 

orientation meetings, printed materials, and through the use of another 

teacher. Seven Arizona and five Michigan principals either made an 

informal call upon the new teacher or wrbte a personal letter. Egyp

tian principals said they established close supervisory and supportive 

relationships with new teachers and so did the department heads. 

Helping Teachers with Complaints and Problems 

None of the Arizona principals favored a practice of setting 

aside specific days for the purpose of affording an opportunity to dis

cuss teachers' complaints. All preferred that teachers feel free to 

come to them at any time to discuss objections, complaints, or^prdb-

lems. Ten principals made a practice encouraging teachers to come to 

them when they were dissatisfied with any aspect of the instructional 

program, to discuss their criticisms, and to offer suggestions concern

ing methods of improving the instructional program. Five handled 
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complaints by clarifying the purpose of the program and by helping the 

teacher gain a better perspective of the total school situation. 

Ten Michigan principals made a practice of listening to the 

complaints of teachers, their criticisms, and suggestions for the 

improvement of the instructional program. None favored restricting 

such discussion to a particular day or days. They encouraged discus

sion and attempted to take appropriate action, investigation of the 

problem, or referral of the problem. 

Teachers in Egypt filed written reports twice a year concern

ing the instructional program. Such reports were sent to the Ministry 

of Education and contained the teacher's evaluation of texts, instruc

tional materials, equipment, etc., plus any recommendations which 

the teacher would like to have the Ministry consider. Because the 

Ministry of Education and not the high school principal made the final 

decisions in matters concerning subject-matter , the principal was not 

the person to whom complaints were directed, although teachers were 

free to come to him at any time to discuss problems. When a teacher 

or teachers were dissatisfied, the usual procedures followed were ones 

which involved: a discussion of the problem with the department head; 

a conference between teacher, department head, and principal; discus

sion at a departmental or faculty meeting; and a written report made 

which was sent either to the zone or the Ministry. Minor problems 

.were settled by the head of the department or by the principal. Teachers 
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were given freedom in the selection of method but problems related to 

the content of courses were not settled at a local level. 

Although none of the principals restricted the freedom of teachers 

to discuss problems, American and Egyptian principals could not be 

compared upon this point since the organization of their schools differed 

in terms of the center of authority in determining policy and practices 

related to the instructional program. While all principals discussed 

problems with teachers, Egyptian principals referred all major prob

lems to a higher authority while American principals dealt with com

plaints themselves. Egyptian teachers presented criticisms and sug

gestions in writing to the zone or the Ministry; American teachers 

talked about them to the principal who decided on their merit. 

Observation of Teachers 

Table VI-8 has included findings related to the observation prac

tices of principals within the three groups. 

Although the principals in the Arizona group visited the class

rooms of all teachers at some time during the school year, new teachers 

were visited more frequently than those who had been in the school in 

preceding years. The number of visits made to a teacher's class varied 

with the purpose of the visits and among the principals. The majority 

visited new teachers two to four times during their first year of employ

ment. The most common use of such classroom visits was for the pur

pose of evaluation. Five principals indicated that they felt that they were 
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not visiting classes frequently enough. Following an observation visit, 

two principals regularly held a planned conference with the teacher. 

The majority discussed their visits with teachers when they felt such 

a conference was needed iDut did not do so upon all occasions. Only two 

used the practice of writing a report or using a check list for class

room visits. None mentioned the results of their classroom visits to 

an entire faculty group unless they had observed a specific thing which 

they felt would be of interest to the group and which reflected only 

favorable criticism upon the teacher. 

Table VI-8. Visitation Practices. 

Principal's Visit Percentage of Group 

' Arizona 1 Michigan ' Egypt 
pet. pet. pet. 

All teachers at least once a year 100 7 100 

New teachers at least once a year 100 100 100 

New teachers 2-4 times a year 73 80 47 

All teachers 5-10 times a year, 
or more 0 0 53 

Planned conference following all 
visits 13 47 60 

Written report of visit provided 
teachers 13 0 13 

Favorable personal observation 
publicly announced 47 47 93 

Visitations were inadequate or 
limited 33 33 0 
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Five Michigan principals frankly criticized and regretted their 

bwn lack of classroom visits. All commented upon the problem of pro

viding adequate leadership to teachers and felt this was created by the 

burden of administrative responsibility. Because of the need to evalu

ate new teachers for re-election and probationary teachers for tenure 

status, these teachers received the majority, or in some cases all, of 

the formal classroom visits. Only one principal made it a practice to 

visit each of his teachers once each semester. Written reports on 

classroom visits to new and to probationary teachers were required by 

the administrative superiors of the principals in the Michigan group 

and appeared to be a prime purpose for these visits. Despite the 

required written evaluation of teachers which provided the purpose for 

most of such visits, there appeared to be no written record made of the 

visits for the purpose of discussing observations with the teacher. In 

nearly half of the cases, no planned conference followed visitation; in 

the other schools, the teacher was free to come to the principal to 

discuss the visit but the choice was the teacher's whether or not a con

ference would be held. The Michigan principals were in agreement that 

no public report should be made which would identify an individual 

teacher for unfavorable criticism; they disagreed, however, as to whether 

an individual should be singled out for praise. Some principals would 

occasionally comment on an unusually good example of teaching which 

was observed; others preferred to mention such favorable criticism to 
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only another teacher whom they felt would particularly enjoy seeing a 

particular project or whom, the principal felt, shared a common prob

lem or interest with the teacher whom he had observed. 

All Egyptian principals visited their teachers each year. Seven 

visited new teachers two to four times a year; the number of visits 

varied from five per year to daily visits by the majority of the princi

pals. Nine principals held planned conferences following each visit; 

two gave the teachers written reports on their observations. Nearly 

all Egyptian principals remarked in departmental or faculty meetings 

upon the desirable practices they had observed. None felt a teacher 

should be singled out for personal, public criticism. 

American and Egyptian principals differed in the frequency of 

their visits and in their use of the planned conference following visits. 

Egyptian principals visited new teachers more frequently, held more 

planned conferences, and commented more frequently in public upon 

favorable observations. More Arizona principals visited all teachers 

than did Michigan principals, but more Michigan principals visited new 

and probationary teachers more regularly and held planned conferences 

more frequently. The three groups were in agreement upon one point— 

teachers should not be criticized unfavorably in the presence of others. 
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Supervisors and Inspectors 

The nature of the relationships which existed between system -

wide supervisors or zone inspectors and the high schools has been sug

gested by the findings included in Table VI-9. 

j|c 
Table VI-9. The Role of the Supervisor and Inspector. 

Practice Percentage of Group 

Arizona ' Michigan T Egypt 
pet. pet. pet. 

Supervisor or inspector provided 80 100 100 

Supervisor or inspector visits 
without invitation 67 13 100 

Supervisor or inspector visits 
with invitation 13 87 0 

Other schools' teachers used as 
consultants 33 33 13 

Supervisors and inspectors rated 
teachers 0 0 100 

Title of "Inspector" is given in Egyptian schools to subject-matter 
supervisor. 

Ten Arizona schools had supervisors and consultants who were 

free to come into the school at any time and without receiving formal 

invitation or permission from the principal. In two other schools, 

supervisors and consultants came only at the request of the teacher or 

principal and by appointment. Three principals received no help from 
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such a source. In the schools which were aided by supervisors, princi

pals indicated that their assistance was accepted by classroom teachers 

who regarded them as "helping teachers" or "resource persons" and 

not as people who held any administrative power over them or threat

ened their security. Five Arizona principals had, upon rare occasion, 

used outstanding teachers from other schools as consultants. The 

more common occurence was that such outstandinjg teachers became 

supervisors or consultants and ceased performing the instructional 

duties of a classroom teacher. 

It was the high school principal and not a consultant, supervisor, 

director, or any other specialist who was regarded, in the Michigan 

group, as the supervisor of instruction. "Specialists" were usually 

welcomed as valuable sources of assistance to both teachers and prin

cipals but generally provided their services only upon the formal request 

of the teacher or principal. Such staff consultants did not make a prac

tice of classroom visitation but worked with teachers on an individual 

or departmental basis, by appointment, and for the purpose of offering 

help with a specific problem or project. Five Michigan principals at 

some time had used.outstanding teachers from other schools as con

sultants. 

In Egypt the role of the inspector was primarily that of evaluat

ing teachers. Each subject-matter area had its own inspector provided 

by the zone who visited the schools unannounced. One principal indicated 
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that his teachers did not appreciate this service. Inspectors could also 

be invited to come to the school by the principal as consultants in the 

very concentrated areas. Only two principals had used outstanding 

teachers from other schools as consultants. 

American and Egyptian supervisors or inspectors were subject-

matter specialists and provided a service which was either compulsory 

or desired by the teachers and principals whom they served. In all 

schools, but three in the Arizona group, a supervisor or inspector was 

provided by either the system or zone. Arizona and Egyptian principals 

were similar in that these supervisors or inspectors came without 

invitation to their schools more frequently than was the practice in 

Michigan. American principals were alike, and differed from the 

Egyptian principals in that supervisors in America were regarded as 

resource personnel or consultants and did not have the authority to rate 

teachers. The primary function of the inspector in Egypt was the evalu

ation of teachers within the subject-matter area of specialization. 

Role of the Board of Education in Curriculum Planning 

The role of the board of education was primarily one of estab

lishing policy and was described in terms of its legislative function by 

ten of each of the American groups. No similar group exists in Egyptian 

schools. 



178 

Ten Arizona principals described the relationship of the board 

of education to the school program in terms of the legislative authority 

of the group. Three principals indicated that their boards participated 

in curriculum planning, met with both the teachers and principal, and 

shared in curriculum planning activities. 
i 

Ten Michigan principals spoke of only the board of education's 

legislative authority. In the remaining five schools, board members as 

individuals and as a group visited schools frequently, invited principals 

and teachers to attend board meetings and present their views, and 

participated in curriculum planning. 

Ten of the principals in both the Arizona and Michigan groups 

referred to the board of education, or school board, in terms of its 

legislative functions only. More Michigan than Arizona principals had 

direct contact with the board of education. Board members participated 

in Michigan more directly in curriculum planning than in Arizona. No 

group in Egypt was similar to the American board of education since 

school policy was not determined at a local level. 

Encouraging Professional Growth 

i Three broad areas were examined here in an effort to determine 

the more frequently employed practices of principals to encourage the 

professional growth of their teachers. Data related to in-service training 
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programs, inter- and intra-visitation, and faculty meetings have been 

presented in Table VI-10. 

Table VI-10. Encouraging Professional Growth. 

f 

Practice ' Percentage of Group 
T Arizona ' Michigan 1 Egypt 

pet. pet. pet. 

Some type of in-service training 
program provided 67 100 100 

Workshops/departmental meetings 
held on school time 53 67 100 

Teachers encouraged to continue 
formal education 100 100 100 

New teachers encouraged to observe 
master teachers within depart
ment 

53 80 60 

All teachers encouraged to observe 
master teachers in other schools 40 80 27 

Inter-departmental meetings and 
shared curriculum projects of 
alternative practice 

80 87 60 

Regular monthly faculty meetings 
on school time 67 73 93 

Faculty meeting used to stimulate 
discussion of curriculum 
development 

47 33 47 

Meetings to discuss problems of 
fast/slow learners 87 100 

I 
93 
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In-service Training. Ten Arizona principals used some type 

of in-service training program to encourage teachers to continue in 

their professional growth. The most common practice employed was 

that of providing school time for departmental meetings or workshops. 

All principals reported that teachers were encouraged: to continue.with 

formal study and that attendance of summer school, night or Saturday 

classes, was quite common for their teachers. 

Principals in the Michigan group encouraged the professional 

growth of teachers through the use of in-service training programs. All 

encouraged teachers to continue with their formal education and spoke 

with pride of the large number of their faculty who were currently 

enrolled for part-time or extension study at colleges and universities. 

In 1956 The Administration of Training was established by the 

Ministry of Education of Egypt, United Arab Republic, to provide in-

service training programs in all subject-matter areas at all levels 

within each zone. This comprehensive program has been successful in 

providing a variety of services which have included: (1) training for 

teachers who have educational deficiencies; (2) training to renew or 

refresh knowledge in a given area; (3) training for teachers who have 

been recommended for promotion to the position of head of a department; 

(4) training for department heads recommended for promotion to assist

ant principals before they become full-fledged principals. No promotion 

was permitted without additional training. An individual was permitted 
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to attend evening classes or to take a study leave. One might complete 

the training before promotion or be promoted on a probationary basis 

and be allowed time to complete his training while he served in the new 

position. Much of the in-service training was conducted at the level of 

the zone; however, individuals could be sent to the college of education, 

or to any other center of learning for their training. 

American and Egyptian principals were similar in that both 

encouraged teachers to continue their formal education and that neither 

group was actively involved with the actual in-service training of teachers. 

A difference existed in the manner in which teachers continued their 

training. American teachers took extension or regular classes at their 

own esqiense; Egyptian teachers received additional training at govern

ment expense. 

Inter- and Intra-visitation. Eight Arizona principals encouraged 

teachers to use their planning periods to observe master teachers in their 

own departments. Seven principals had, upon occasion, provided release 

time and hired a substitute so that a teacher might observe in another 

school. Eight principals had no established policy regarding the practice 

of permitting teachers to have release time for the purpose of observa

tion. 

The majority of the Michigan principals headed schools in which 

the policy of the system provided for at least one full day with pay per 

year for each teacher to use for visitation. Many teachers did not avail 
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themselves of this opportunity to visit in other schools. Beginning 

teachers, or teachers who were working on some newly developed phase 

of the curriculum, were particularly urged to observe master teachers 

either within their own department or in other schools. 

In nine of the Egyptian schools teachers visited each others' 

classes within the school. Visits to other schools were used in four 

schools. There was no established policy regulating such visits and 

each was determined upon the basis of the individual situation. Begin

ning teachers were encouraged to visit master teachers but, because 

the department head was the master teacher within the department and 

closely supervised and guided the new teacher, it was more common for 

the master teacher to observe the new teacher and counsel with him. 

Inter-visitation was practiced for the purpose of observing a particular 

practice, not as a general rule for all teachers. 

All principals encouraged beginning teachers to observe master 

teachers within their own departments. More Michigan than Arizona 

principals routinely provided release time for inter-visitation. Fewer 

Egyptian than American principals used inter-visitation. 

Faculty Meetings. Interdepartmental meetings for the purpose of 

working on curriculum projects were used in some situations by twelve 

Arizona principals. Seven of them held meetings composed of members 

of the English and social studies departments. The majority of the prin

cipals held regularly scheduled, full-faculty meetings on the average of 
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once a month. These meetings were held during the school day and were 

primarily for administrative purposes. Two principals had brought in 

outside speakers, and three principals encouraged teachers to use 

faculty meetings for the presentation of new ideas or the discussion of 

instructional problems. Two principals used faculty meetings for 

curriculum development. 

Only five Michigan principals held interdepartmental meetings 

with any degree of regularity or as a matter of policy. A curriculum 

committee meeting, to which several departments sent representatives, 

was the favored, alternative practice. Seven principals conducted 

special study groups representing faculty members from the mathe

matics and science departments. The large majority of these principals 

held an average of one, full-faculty meeting per month. Such meetings 

were held on school time and the majority of meetings were structured 

primarily for the purpose of handling administrative routine. 

Six Egyptian principals used interdepartmental meetings of 

teachers and an additional three used interdepartmental meetings of 

heads of departments. The large majority of Egyptian principals con

ducted one regular, full-faculty meeting each month and a regular 

departmental meeting each week. Meetings were held on and after 

school time. The majority of the full-faculty meetings included a dis

cussion of administrative routine but were structured primarily for 

information purposes. Seven principals used full-faculty meetings for 
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a discussion of curriculum planning, evaluation, discussions of new 

instructional methods and materials, or activities and problems which 

the school and community shared. 

More Arizona and Egyptian principals used interdepartmental 

meetings than did Michigan principals. More Arizona and Michigan 

principals used faculty meetings primarily for a discussion of adminis

trative routine. Principals were alike in that the large majority of each 

group held one, regular, full-faculty meeting per month on school 

time. 

Meetings to Discuss Learning Problems 

The majority of the principals in all three groups held confer

ences with teachers to discuss and plan for students who were either 

fast or slow learners. Thirteen Arizona, all Michigan, and fourteen 

Egyptian principals devoted personal attention to such learning problems. 

Summary of the Chapter 

Both administrative and supervisory aspects have been examined 

to determine the nature of the professional leadership provided by prin

cipals within the three groups. 

In American schools both the average and median enrollment of 

students exceeded that of the Egyptian schools. The average for Arizona 

was 2,098 and for Michigan was 1, 893, while the median for Arizona 
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was 1, 624 and for Michigan was 2,000. The average in the Egyptian 

schools was 819 and the median was 726. 

The ratio of assistant principals to students was 1:1, 256 in 

Arizona and 1:947 in Michigan. An "ideal" ratio, as the principals 

perceived it, was 1:500-800. In terms of this American "ideal", all 

Egyptian-principals had adequate assistance. The "ideal" ratio within 

the Egyptian group was based upon the number of sections within a 

school, with no more than thirty-two students per section and was 

approximately 1:320-640. Only one Egyptian school exceeded this ratio. 

Eleven Arizona and ten Michigan principals felt that the average 

American principal was overwhelmed with administrative responsibil

ity. No Egyptian principal felt that this problem existed for members 

of his profession in Egypt. None of the Michigan but ten of the Arizona 

principals felt personally overburdened. 

The three groups worked long hours before and after the regular 

school day to avoid handling administrative detail at a time when it 

would interfere with supervisory responsibilities. Ten of each group 

did not adhere to a strict schedule but tried to devote as much time as 

possible to nonadministrative duties and to either delegate or share 

administrative responsibility with their assistant principals. 

The assistant principal in Egypt usually performed all of the 

duties of a principal within the building or upon the floor to which he was 

assigned. In American schools, the assistant principal was usually given 
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certain specific responsibilities for the entire school. Arizona principals 

tended to delegate more responsibility in the areas of attendance and 

curriculum development and less in the area of supervision of teachers 

than did the Michigan principals. 

Michigan and Egyptian principals perceived that they were given 

more assistance from either a state or zone level than did the Arizona 

principals. Michigan principals perceived more assistance from colleges 

and universities than did the Arizona or Egyptian groups. Arizona and 

Egyptian principals perceived more assistance coming from the office 

of the superintendent of the school district or the zone than did Michigan 

principals, and Arizona principals perceived more assistance coming 

from supervisors or consultants than did the Michigan or Egyptian group. 

Seven general areas related to the supervisory responsibilities 

of the principal in his role as a professional leader were examined: (1) 

self-improvement; (2) helping new teachers; (3) assisting teachers who 

had complaints or problems related to the instructional program; (4) 

observation of classroom teaching; (5) working with supervisors, con

sultants, inspectors, and board of education; (6) encouraging professional 

growth; and (7) conducting group meetings of faculty members; 

An examination of self-improvement included an investigation of: 

(1) the principals' affiliation with professional organizations; (2) the num

ber of professional journals which were read regularly; (3) the extent of 
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their travel experiences outside their own countries; and (4) foreign 

travel for the purpose of studying the educational practices of other 

nations. 

American principals belonged to more professional organiza

tions and read more professional journals regularly than did Egyptian 

principals. Nine Egyptian principals had studied the educational prac

tices of other nations as compared with one Michigan principal who 

had studied the Canadian practices. 

Principals in the American groups helped new teachers by pro

viding orientation meetings, through the use of a "big brother or sister", 

through the extensive use of printed material, and by either making an 

informal call or sending a personal letter to a newly hired teacher. 

Egyptian principals took a close supportive-supervisory relationship 

through many personal visits and private conferences between the prin

cipal and each new teacher. 

Principals were in agreement that teachers should feel free to 

come to them at any time to discuss complaints and problems related to 

the instructional program. American principals, however, were 

responsible for not only listening and discussing such matters but for 

acting upon them. Egyptian principals referred all suggestions, com

plaints, and criticisms dealing with the subject-matter; to the zone or 

Ministry and decided upon only local school problems which were not 

related to the content of courses. 
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Arizona and Michigan principals differed noticeably upon the 

following points: (1) all Arizona principals and only one Michigan prin

cipal visited each teacher at least once a year; and (2) two Arizona 

principals and seven Michigan principals held planned conferences 

following each visit. Egyptian principals visited teachers more fre

quently and held more planned conferences. 

The supervisor in American schools and the inspector in Egyp

tian schools were both specialists in some area of subject-matter, and 

both were employed to serve within a district or zone. Their roles 

were not comparable, however, in terms of their primary responsibil

ities. In American schools, supervisors were advisors or consultants 

and did not evaluate teachers, while in Egyptian schools the chief func

tion of the inspector was to rate teachers in the subject-matter area in 

which the inspector was a specialist. Arizona and Michigan schools 

differed in two respects: (1) all Arizona principals did not have the 

services of supervisors as did the Michigan principals; and (2) more 

Arizona supervisors came without specific invitation than did the super

visors in Michigan. 

All American schools had school boards or boards of education, 

which were perceived by ten principals in each group to perform in a 

strictly legislative, or policy-making capacity. More Michigan principals 

had direct contact with their school boards than did Arizona principals 

and more perceived their boards to share in the actual planning of 
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curriculum. Policy was not determined at a local level in Egypt; there

fore, such a local legislative group did not exist and no comparison 

was possible on this point. 

Both American and Egyptian principals encouraged teachers to 

continue with their formal education but did not play an active role in 

this type of in-service training of teachers. Egyptian teachers received 

their training at government expense through the auspices of the Admin

istration of Training; American teachers took college courses for 

which they paid themselves. 

New teachers were encouraged by the majority of all groups of 

principals to observe master teachers within their own departments. 

Practices of inter-visitation varied among the groups. A majority of 

the Michigan principals allowed each teacher one day for visitation each 

year. Seven principals in Arizona, at some time, had released a teacher 

to visit another school, but in seven schools there was no policy estab

lished to permit this practice. No policy was established in Egyptian 

schools concerning inter-visitation, but four principals followed the 

practice of releasing teachers to observe in another school for a specific 

purpose. 

The majority of American and Egyptian principals held one regu

lar faculty meeting per month during the school day. Twelve Arizona 

principals held interdepartmental meetings, and nine Egyptian principals, 

but only five Michigan principals held similar meetings. Michigan 
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principals in seven schools preferred the alternative practice of using 

curriculum committees for this purpose and three Egyptian principals 

handled interdepartmental planning by meetings of department heads. 

The majority of principals in each group encouraged interdepartmental 

planning. 

Most of the principals in each group offered personal and pro

fessional leadership in the planning related to the learning problems of 

slow and rapid learners. 



CHAPTER VH 

DIRECTING CURRICULUM 

The examination of practices related to directing curriculum 

development has been limited to an investigation of some of the prac

tices which were used by the principals: (1) to direct the attention and 

interest of teachers and students toward aspects of the curriculum 

program as a method of motivating and sustaining their participation in 

its development; (2) to direct and facilitate the more active participa

tion of teachers in curriculum study; and (3) to direct information pro

viding interpretation of the school's program. 

Direction as Motivation 

Of the possible methods of motivation available for use by high 

school principals, the following practices were examined: (1) the rela

tive frequency with which principals reported the use of deliberate 

methods of motivation; (2) the location and accessibility of curriculum 

materials and equipment; (3) the use of displays and exhibits; (4) the 

motivation of students with a special interest in science; (5) experimen

tation; and (6) modification of requirements for high school graduation. 

191 
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Nature of Motivation 

Table VII-1 has presented findings concerning the use of initia

tive actions which are made by principals to encourage the interest and 

participation of teachers in curriculum development, such as establish

ing workshops, committees, or personal conferences, and the promo

tive actions which are encouraging motivation through displaying inter

est, or providing information on request of the teacher. Classification 

was determined on the basis of whether a principal reported that he 

structured a situation for the primary purpose of motivation or his role 

appeared to be a promotive one. 

Table VH-1. Initiative and Promotive Motivation. 
. -

Type of Motivation Most , Percentage of Group 
Commonly Used ' Arizona r Michigan T Egypt 

pet. pet. pet. 

Initiative motivation 40 80 100 

Promotive motivation 60 20 0 

Nine Arizona principals used promotive devices to encourage 

teachers to become more interested in, or to become more active in 

their participation in, curriculum development by expressing interest in 

a teacher's work, or, upon the request of a teacher, providing informa

tion. The other six principals initiated actions to deliberately motivate 
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interest by instituting special workshops, by bringing in guest speakers, 

and by encouraging teachers to partic ipate in curriculum groups which 

were sponsored by their own professional organizations. 

Eight Michigan principals headed schools in which teachers 

were actively involved in curriculum development, served on commit

tees, and attended regular departmental or city-wide curriculum meet

ings. Actual teacher-participation in problem-solving situations was 

considered the best, and favorite, technique used by the principals in 

this group. 

All Egyptian principals emphasized the type of atmosphere which 

should exist if teachers were to be motivated to participate to their 

highest ability in curriculum work. Terms such as fairness, belonging -

ness, sense of personal responsibility, pride in the school, recognition 

of teacher's contribution, encouragement, and personal support were 

selected to describe the emotional tone of the environment which princi

pals said they have attempted to create. The deliberate establishment of 

such an environment and the maintenance of it through good interpersonal 

relationships was the practice reported by all Egyptian principals. 

Differences existed between the three groups in their approach to 

the motivation of teachers. Michigan and Egyptian principals used the 

initiative approach to motivation, but the majority of Arizona principals 

used the promotive approach. Michigan principals differed from Egyptian 

principals in the type of structured situations used. The use of workshop, 
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committee, and study group was practiced among the Michigan group, 

whereas Egyptian principals spoke of personal conferences and the 

creation of a favorable emotional environment. Egyptian principals 

have emphasized the creation of a favorable atmosphere as the most 

important means of motivating teachers to be interested in curriculum. 

Availability of Materials 

Table VII-2 was designed to indicate the number of principals 

who use one area and those who use more than one area; as a curricu

lum laboratory for the development of curriculum materials, their 

display, storage, or distribution. 

Table VII-2. Curriculum Laboratories. 

Practice Percentage of Group 

' Arizona ' Michigan ' Egypt 

Principals favored the use of 
curriculum laboratories in 
theory 

Principals used curriculum 
laboratories in practice 

Principals used alternative 
method of handling curric
ulum materials 

pet. 

67 

27 

73 

pet. 

53 

13 

87 

pet. 

20 

20 

80 
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Two Arizona principals made use of curriculum laboratories in 

independent places; two more used curriculum laboratories as units 

within the school library. A lack of space, not the shortage of mater

ials or opposition to the theory that suggests the desirability of their 

use, prevented the wider use of curriculum laboratories. Alternative 

practices included: departmental workrooms, district-wide curriculum 

laboratories, and audio-visual centers. 

Eight Michigan principals favored in theory the use of curricu

lum laboratories. Two principals used curriculum laboratories and 

released faculty members from teaching responsibilities to take charge 

of such curriculum matters. The remaining thirteen principals kept 

such materials, equipment, and displays within the departments. 

Twelve Egyptian principals had laboratories set up for each of 

the subject-matter areas which were open for the use of all students and 

teachers. The remaining three used a central school library for storing 

and distributing curriculum materials and equipment. 

Principals differed in the frequency with which members of each 

group favored the establishment of curriculum laboratories. While more 

American principals favored these laboratories in theory than did Egyp

tian principals, few Americans actually used them. In actual practice, 

curriculum materials and equipment tended to be located in departmental

ized areas in the greater majority of schools in all groups. 
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Use of Displays of Student Creativity 

Table VII-3 included only those methods used by the greater 

majority of all groups as a method of creating interest in certain aspects 

of the schools' programs. 

Table VII-3. Use of Displays, Exhibits, and Performances. 

Method I Number of Group 
' Arizona ' Michigan ' Egypt 

Individual bulletin board displays 15 15 15 

Departmental displays 12 14 15 

Public exhibits 12 15 15 

All schools headed by principals in the three groups used a 

variety of different types of displays and exhibits of students' work as 

a means of motivation, as well as a method of publicizing the curricu

lum program within and outside the high school. The nature of these 

displays varied as did their location; the most commonly used types of 

displays were: (1) students' work exhibited on bulletin boards within the 

individual classroom; (2) departmental displays built about a central 

theme or interest; and (3) special displays of project work such as 

those in home economics, industrial arts, science, and fine arts, which 

were set up for exhibition to the public at open house, science fairs, 



197 

state fairs, district-wide exhibits, zone exhibits and/or national 

exhibits. 

Athletic events, art shows, and dramatic or musical produc

tions provided additional situations in which to display facets of the 

school's program for the multiple purpose of motivation of student 

interest, interpretation of the program to parents, and the creation of 

favorable public interest and support. 

Helping Students Interested in Science 

Seven Arizona principals indicated that advanced or enriched 

science programs had been developed to encourage students who were 

interested in science. Participation in science fairs and clubs were 

mentioned by eight principals as school-sponsored activities designed 

to encburage this interest. 

Eight Michigan principals mentioned the development of acceler

ated and enriched science courses. Student participation in school 

sponsored clubs and fairs was mentioned by the remaining principals as 

examples of methods used to encourage students interested in science. 

Nine Egyptian principals headed schools in which students who 

were interested in science were given additional personal attention by 

teachers and department heads and provided with the additional mater

ials, equipment, or facilities which were believed necessary for pro

viding an enriched program of individual study. Six principals gave 
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public recognition and awards to students who were outstanding in their 

work in science. Exhibits were made of the students' projects and 

science clubs flourished. 

Egyptian and American principals were alike in that students 

with an interest in science were encouraged. Their methods of encour

aging such students differed in only one respect. Acceleration and 

grouping for the purpose of advanced placement were more commonly 

practiced in American schools, while Egyptian schools tended to use 

an approach of individualized programs of enriched study. Both nations 

gave public recognition to the efforts of their science students and 

encouraged projects and science clubs. 

Experimentation 

As has been indicated in Table VII-4, three areas of curriculum 

development had been explored more commonly than any other phase of 

curriculum development by principals in the American groups. 

Table VII-4. Experimentation. 

Area of Experimentation t Numbers in Group 
' Arizona ' Michigan 

Enrichment and/or extension of science g 
or mathematics programs 

Programs developed for academically ^ ^ 
talented 

Enrichment and/or extension of language g « 
and social studies programs 
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Experimentation in Arizona schools tended to be directly related 

to the teaching of subject-matter. Eleven principals were involved in 

programs related to the enrichment or extension of the curriculum in 

the area of mathematics or science. Seven schools were conducting 

some type of experimental work in the development of their language 

arts program. Eight principals had recently developed programs for 

the academically talented. 

Experimentation in the Michigan schools was most commonly 

found in one or two areas. Nine principals were engaged in activities 

which intensified, revised, or improved the curriculum of the mathe

matics or science program. An additional nine were involved in devel

oping programs designed for the academically talented. Seven princi

pals were conducting some special study related to either the language 

arts or social studies program. 

Experimentation was used in only four Egyptian schools. Pro

jects and experimentation, however, were under the auspices of the 

Administration of Technical Research of the Ministry of Education and 

additional supervision was received from the College of Education. 

The four schools included in this study made experimentation of 

three types: (1) the School for the Gifted, which served academically 

talented students from all over Egypt, received the top five students 

from each zone who had the highest grades in the final examination of 

junior high school. These students' expenses were all paid while they 
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lived at and attended this special school. Their curriculum included 

all of the required subjects taken by any student in an academic second

ary school, but greatly enriched. (2) An experimental school, which 

was one of five throughout Egypt, experimented in curriculum in several 

ways. In place of requiring two foreign languages, students in experi

mental schools took one language. The practical studies required of 

students of all other schools were eliminated. The time usually devoted 

to the second language and to the practical studies, plus time added by 

a slight extension of the school day, enabled students to engage in the 

three-year study of the "vocational studies" and to develop a specialty 

in one area. Vocational studies included the areas which in American 

schools were termed vocational, home economics, vocational agricul

ture, industrial arts, mechanical arts, commercial and business educa

tion, or practical arts. The purpose of these schools was to provide 

all students with the required academic background necessary for college 

entrance and, in addition, to prepare each student in a fashion so that 

he would have a greater respect for labor and, if need be, be able to 

support himself without additional technical or college training. (3) Two 

out of many model schools which received close supervision from the 

College of Education and/or the Administration of Projects and Techni

cal Research had studies involving enrichment, grouping, acceleration, 

and core curriculum, which were common in these schools. Only these 
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four schools could be compared with the American schools, since all 

other schools did not have any experimentation. 

The majority of each group of the American schools had done 

experimental work related to the enrichment or extension of science 

and/or mathematics programs and had developed programs for the 

academically talented. In the four Egyptian schools experimentation 

was more directed toward teaching methods, grouping, broad fields, 

and core curriculum, or toward studying the effect on academic 

achievement of educating the gifted in a special school, or the effect 

on college preparation of combining academic and vocational subjects 

in the academic secondary school. 

Modification of Graduation Requirements 

Ten Arizona schools did not change the requirements for high 

school graduation, in terms of the number of credits or courses 

required, but the manner in which students met these requirements 

was adapted to their level of ability through the use of counseling in the 

selection of elective credits and through ability grouping in required 

courses. One school had developed a program for mentally retarded 

students. Students completing such a program were permitted to gradu

ate and receive a diploma marked "special education". This was the 

only school which gave more than one type of diploma. 
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Only two Michigan schools changed their requirements for high 

school graduation; the thirteen others indicated that through counsel

ing, special sectioning in required classes, and a variety of elective < 

courses from which students might select, they tried to adapt the 

manner of satisfying graduation requirements to fit the needs of 

individuals. Two schools had programs for mentally retarded students 

in which the requirements for graduation were changed and certificates, 

indicating that the student had completed the special education program, 

were presented at the regular graduation ceremony. Of the thirteen 

schools which granted only one type of diploma, two principals men

tioned the inclusion of complete high school transcripts with each 

diploma and two indicated the honor on the regular diploma if a student 

graduated with academic honors. The two previously cited schools 

which changed their requirements for graduation granted certificates to 

special education students. 

The Ministry of Education established the requirements for 

graduation. There was no system of electives used, and only one type 

of diploma was granted to all students who completed the requirements 

of the academic secondary schools of Egypt. With the exception of the 

experimental schools described before, there was no modification of 

requirements permitted. 

Arizona and Michigan schools, while not in complete agreement 

between the groups, were unlike Egyptian schools in several respects: 
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(1) an elective system existed only in American schools; (2) American 

schools were permitted to modify or change the contents of required 

courses; (3) some American schools gave more than one type of 

diploma or changed requirements for graduation; and (4) only some of 

the requirements for graduation were established by an authority higher 

than the local community. 

Direction as Facilitation 

The investigation of practices used to facilitate the development 

of curriculum has included an examination of: (1) the provision for 

release time or the reduction of instructional responsibilities of 

teachers to permit them to engage in curriculum work; (2) the use of 

curriculum committees or councils; (3) the provision of library facili

ties; (4) the use of typed, mimeographed, or printed materials designed 

for the benefit of teachers within a given school; and (5) the provision 

of financial support for curriculum development. 

Release Time for Curriculum Work 

The interpretation of findings presented in Table VII-5 was 

dependent upon an understanding of the difference which existed in the 

definitions of the term "release time" as used by the American and the 

Egyptian groups. 
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Table VH-5. Release Time for Teachers to Do Curriculum Work. 

Favored/Opposed , Percentage of Principals 

Favored policy 

Opposed policy 

Practiced policy with some 
regularity 

Arizona ' Michigan r Egypt 
pet. pet. pet. 

73 47 100 

27 53 0 

13 0 60 

American principals used the term to refer to the practice of 

hiring a substitute teacher to carry on the instructional duties of the 

regular teacher while he was temporarily engaged in another activity, 

or the dismissal of students for part of a day or for one or more days 

while teachers attended a special meeting or participated in a workshop. 

Release time, as it was used by the Egyptian principals, 

referred to the practice of reducing a teacher's instructional load for 

an entire term or year, or in some other fashion freeing the teacher 

from some part of his regular professional activities to enable the 

teacher to devote this time to another purpose over a relatively long 

period of time. 

Eleven Arizona principals favored the policy of reducing instruc

tional responsibility to provide release time in which teachers might 

work on curriculum planning while four opposed this policy. Of the 
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eleven principals who favored such a policy, two had provided such 

release time regularly, two had been permitted to reimburse teachers 

for curriculum work done on Saturdays or during the summer vacation, 

two released teachers to attend conventions, and five principals did 

not practice giving release time for curriculum work. 

Seven Michigan principals actively favored a policy which pro

vided for release time in which teachers might engage in curriculum 

work. Although not opposed to such a policy, they did not practice 

releasing teachers from instructional responsibilities for curriculum 

work. 

All Egyptian principals favored the policy, as they interpreted 

it, and nine of them made this practice of reducing the instructional 

load assigned to certain teachers to enable them to devote additional 

time to other work. 

While eleven Arizona principals favored the practice of provid

ing release time to teachers to permit them to engage in curriculum 

work, six put it into practice. Seven Michigan principals favored such 

a policy but they actually have not practiced it. No Egyptian principal 

practiced release time as this term is interpreted by the American 

principals, although nine did practice it in a different way. 



206 

Curriculum Committees 

Twelve Arizona principals reported the existence of some type 

of city-wide, or system-wide, curriculum committee composed of 

teachers. Nine of these had teacher-representatives who were 

appointed by the principal or by the head of the department. No mention 

was made of teachers electing their own representatives. Seven schools 

had curriculum committees or councils organized within the individual 

high school. In six out of these seven schools, representatives were 

appointed by a superintendent, principal, or head of a department. 

All Michigan principals reported the existence of a system-wide 

curriculum committee composed of teachers. Eight of the schools had 

representatives who were selected by the principal, supervisor, or 

head of a department. In the remaining seven schools, participation as 

a school representative was on a voluntary basis. All Michigan princi

pals stated that some type of curriculum committee, composed of 

teachers, existed within the individual schools. In the majority of 

schools this committee was a subcommittee of the system-wide organi

zation. In five of the schools, department chairmen were the represent

atives. Two schools included laymen on their committees and two 

included representatives of the student body. 

Committees or councils of teachers for curriculum work were 

not used in Egyptian schools. Each teacher and each department pre

sented written reports to the Ministry of Education twice a year in which 
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they evaluated the various phases of the curriculum and offered criti

cism and/or suggestions. Departmental meetings were considered 

curriculum committee meetings. They were held weekly in the great 

majority of the schools. Methods and materials were discussed and 

plans made for enriching the prescribed content of courses. Meetings 

of department heads were used frequently to discuss interdepartmental 

planning. 

The American and Egyptian principals were similar in that 

teachers participated in the discussion of curriculum. Differences in 

practice were discovered between the two American groups in terms of 

the extent to which members in each group had organized curriculum 

committees within their own schools. All Michigan principals headed 

schools in which both system-wide and individual school curriculum 

committees existed. Twelve of the Arizona schools participated in a 

system-wide committee and seven had such a committee within their 

individual schools. 

No comparison, in terms of the use of committees, could be 

made between Egyptian and American practices. Evidence was suggested, 

however, that departmental meetings and meetings of department heads 

functioned in Egypt in much the same fashion as did committees in 

America. The groups differed in that all Egyptian teachers and depart

ments were required to evaluate curriculum and expected to offer 
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criticism and suggestions for improvement, whereas the functions of 

the American committees were undefined and membership was usually 

determined by appointment. 

Professional Library Facilities 

All of the Arizona principals facilitated professional libraries 

for the use of the teachers. More such facilities were also located in 

a central system-wide library. In eight of the schools either the individ

ual teachers or the departments included requests for subscriptions to 

professional journals at the time when yearly requisitions were made 

for other materials or aids. 

In all Michigan schools teachers had access to both general and 

professional periodicals and books. All of the principals were granted 

generous budgets for the purchase of this type of material which 

teachers and departments requested, either for their own use or for 

the use of the students. Location of such material varied. Some depart

ments maintained departmental libraries, the regular school library 

was used in other cases, and many schools had access to large, system-

wide professional facilities. 

The Egyptian Ministry of Education selected, printed, and dis

tributed through the zone the majority of professional bulletins, research 

studies, monographs, etc., used by the teachers. The principals facili

tated purchase of all books or periodicals which were recommended by 
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teachers and departments which were not received from this source. 

All library materials were housed in the general school library and 

made easily accessible to teachers as well as students and members 

.of the community. All principals indicated that they also had rich 

departmental professional libraries and that generous budgets were 

provided for their libraries. 

The American and Egyptian principals were, similar in that all 

schools contained professional literature for the use of teachers in the 
• • 

majority of schools within each group, that teachers or departments 

recommended the books and periodicals to be purchased, that literature 

was housed in the general school library, and that adequate funds were 

provided for the library. 

The American and Egyptian groups differed in that the source of 

the majority of the professional publications in America were purchased 

from private publishers and in Egypt the Ministry of Education was the 

source of most material which was distributed without cost to the 

schools. 

Inner-school Announcements 

All principals in the Arizona and Michigan groups have used 

some type of service bulletins as well as faculty handbooks. Table VII-6 

has presented the findings upon which the following discussion was 

based. 



210 

Table VTI-6. Publications Developed for Teacher's Use. 

f 
Type of Publication , Percentage of Group 

' Arizona ' Michigan ' Egypt 
pet. pet. pet. 

Service bulletin prepared by prin
cipal or his assistant 73 80 60 

By other helpers 27 20 0 

Service bulletin in use 100 100 60 

Service bulletin includes informa
tion about curriculum develop
ment 

93 100 0 

Separate bulletin devoted to cur
riculum development 7 0 0 

Faculty handbook in use 100 100 0 

Faculty handbook a product of 
teacher/principal effort 20 60 0 

Teachers did not directly con
tribute to writing of handbook 80 40 0 

In eleven Arizona schools, staff bulletins were prepared by the 

principal or by the assistant principal. In the remaining instances, the 

responsibility for this task was delegated to the secretarial staff, a 

guidance counselor, or department chairman. All fifteen principals 

have used faculty handbooks. Teachers shared in the development of 

handbooks in three of these schools. Fourteen Arizona principals 

included information concerning curriculum in either their daily bulletin 

or issued a special bulletin when the need was felt to distribute 
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information about some phase of curriculum development. One princi

pal has used periodic news letters devoted entirely to the subject of 

curriculum. 

In twelve Michigan schools, service bulletins were prepared in 

the office of the principal or assistant principal and in the remaining 

three schools they were prepared by other school helpers. In all schools 

faculty handbooks were in current use and some were in the process of 

revision. In the majority of these schools, handbooks were the cooper

ative creation of both the teachers and the principal. All Michigan 

principals have included information concerning curriculum in other 

bulletins which originated from the principal or his assistant's office. 

Nine Egyptian principals have issued service bulletins which 

either they or their assistants prepared. These bulletins were in addi

tion to those prepared by the zone or Ministry of Education. Handbooks 

were not in use, although policy discussed in faculty meetings became 

a matter of record and the minutes of such meetings were available for 

teachers to read. Principals in the Egyptian group preferred to make 

announcements concerning curriculum to teachers in faculty meetings 

and to discuss it there rather than to issue written bulletins or announce

ments. All bulletins and announcements from the zone or Ministry of 

Education were either posted or distributed. 

In the American schools the majority of the materials were pre

pared by the principal or under his supervision, whereas in Egyptian 
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schools, much of the printed or mimeographed materials were pre

pared for distribution by the principal by the zone of the Ministry of 

Education. All principals assumed the responsibility of keeping their 

teachers informed; their methods of communication differed with their 

circumstances. 

Financial Support 

Ten Arizona principals used money from their general budget, 

usually designated for instructional supplies or texts, for purposes 

related to curriculum development. No principal indicated that he 

lacked adequate funds to purchase any reasonable amount of equipment 

or supplies or to institute workshops related to curriculum study. 

While few of the Michigan principals were granted specific 

budgets for the purpose of curriculum development, all had funds from 

other sources which they were free to use for instructional supplies, 

equipment, to hire consultants, to engage speakers, or to pay the 

expenses of teachers representing the school at conventions. 

Egyptian principals were given budgets which were set up to 

appropriate a specific amount of money for each department and for 

each of the student activities. Teachers and department heads planned 

together the use of the money given them. All principals indicated that 

such budgets were generous. Since outlining subject-matter was a func

tion of the Ministry of Education, no special budgets were given to the 

individual schools for this specific purpose. 
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In the American groups the sources of financial support for 

curriculum development were usually funds drawn from the general 

building budget appropriated for the use of the high school principal by 

the board of education. Five Arizona and six Michigan principals 

received separate appropriations for the specific purpose of curriculum 

development. Principals were alike in that all received adequate funds. 

American groups were alike in that funds from general or building 

budgets were used by the majority of each group to finance curriculum 

development. Egyptian budgets were set up for each department and 

activity, and no money was needed for outlining subject-matter since 

this was the function of the Ministry of Education. 

Direction as Interpretation 

Discussion here has been limited to factors related to the types 

of information and the method of its presentation which originated in the 

high school and were under the immediate direction of the principal, 

and to the guidance methods which were perceived by the principals as 

contributing significantly to the interpretation of the curriculum program 

and the other purposes of the school. 

Interpreting Program to Parents and Community 

Table VII- 7 has presented the findings which apply only to the 

schools in the Arizona and Michigan groups. 
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Table VU-7. Methods of Informing the Public in American Schools. 

Method 
f 
, Percentage of Group 

' Arizona ' Michigan 
pet. pet. 

Letters and/or bulletins 27 20 

Communication between principal and 
parent organizations 27 33 

Press releases 27 60 

School newspaper 100 100 

Four Arizona principals used each of the following methods of 

dispensing information to the public for the purpose of interpreting the 

curriculum program: letters or bulletins to parents, teachers, and 

students; information presented verbally, or in writing, to parent organ-r 

izations; and press releases to local newspapers. All used school news

papers to interpret curriculum through editorials. 

The major source of information provided under the direction of 

the Michigan principals was found to be either in the form of news 

releases to the local newspaper—used by nine of the principals for the 

interpretation of aspects of the curriculum—or in the form of feature 

articles or editorials in the school newspaper which were used by all the 

principals. Parent organizations were used by five of the principals for 

publicizing and interpreting their curriculum programs. 
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Table VII-8 has provided the basis of the discussion of the 

Egyptian practices. 

Table VII-8. Methods of Informing Public in Egyptian Schools 

Method ' Percent of 
1 Egyptian Principals 

Letters to the parents sent with the gg 
students 

School pamphlets and publications 40 

School magazines 100 

School-community lectures, recreation, 
discussions, demonstrations, etc., 100 
used for communication 

All Egyptian schools used direct methods of interpretation in 

the form of lectures, panel discussions, demonstrations, exhibits, 

dramatic skits, recreation programs, celebrations, and festivals in 

which the entire community was invited to participate. Eight of the 

schools used letters of information about the school activities given to 

the students to carry to their parents and other members of the com

munity. In six schools, either the principal or his assistant prepared 

pamphlets and materials for distribution. All schools used their school 

magazine which came out once or twice a year for this purpose. 

The Egyptian high school was designed to provide an educational 

and cultural center for all members of the community; therefore, the 
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existence of a variety of shared activities and the responsibility felt by 

the school to inform members of the community about educational and 

cultural matters was a necessity. 

American groups differed in the extent to which each group 

used certain methods of communication. All the principals used school 

newspapers. More Michigan principals used press releases and direct 

communication with parent organizations than did Arizona principals. 

More Arizona principals used letters or bulletins than did members of 

the Michigan group. Egyptian principals used methods which suited 

their environmental conditions. 

Methods of Interpreting Programs to Students 

Table VH-9 has included those aspects of the guidance programs 

which the principals themselves perceived as being of major importance 

in the interpretation of the purpose of the schools' programs to students. 

One Arizona principal mentioned that he made use of the home

room as a basic guidance unit. Testing and the distribution of educa

tional, vocational, and occupational information were stressed by twelve 

of the principals. Individual and personal counseling were stressed by 

fourteen principals, as well as the supportive relationship of counselor 

to students. 

The use of the homeroom, or its equivalent, was a common 

feature of guidance programs as indicated by twelve Michigan principals. 
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All the schools provided extensive individual or personal counseling 

services, and the majority of the principals encouraged the close per

sonal relationship of each student to at least one member of the coun

seling staff. 

Table VI1-9. Guidance Methods. 

Method/Service 
T 
t Percentage of Group 

' Arizona ' Michigan ' Egypt 
pet. pet. pet. 

Testing service/educational and 
occupational information 80 67 0 

Individual/personal counseling 93 93 100 

Supportive relationship of coun
selor to students 93 100 100 

Home room or alternative group 
guidance approach 7 80 100 

Perceived to be of major importance by principals. 

The "guidance" system in Egyptian schools takes different form 

from the system used in American schools. In addition to the use of the 

"Explorer" system of guidance, school social workers were provided to 

carry the major responsibility of guidance and work with the "Explorers", 

assistant principals, and principals, as well as with the students and 

their parents. 
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Twelve Arizona and ten Michigan principals emphasized the 

importance of testing services and the provision of educational and 

occupational information. No Egyptian principal mentioned that there 

was any method of testing other than the achievement examination. 

Both personal counseling and close personal relationships between 

counselors and students were emphasized by American principals. This 

is difficult under the Egyptian system because the "Explorer" is carry

ing a full or almost full load of teaching, and because the whole school 

has one social worker in almost all cases, and on occasion more than 

one. The principals all expressed their opinion of the inadequacy of 

the services provided in this area. 

Summary of the Chapter 

An examination was made of the practices used by principals to 

motivate the interest of both students and teachers and to direct this 

interest toward various aspects of the curriculum. Encouraging motiva

tion was divided into initiative actions and promotive actions. 

Nine Arizona principals emphasized promotive actions for moti

vation by showing interest in the teacher's work and providing informa

tion upon request. Michigan principals tended to use initiative actions 

for motivation by establishing workshops, encouraging the participation 

of teachers in curriculum committee work, or using some similar group 

approach whereby the involvement of teachers in activities created and 
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and sustained their interest. Egyptian principals mentioned that they 

were trying to establish good interpersonal relationships and to create 

an emotional environment which encouraged personal identification in 

the success of the program. 

The majority of the principals in the Arizona and Michigan 

groups favored the theory of making, storing, displaying, and distrib

uting curriculum materials and equipment in a single, centrally located 

curriculum laboratory. In actual practice, thirteen in the Arizona and 

Michigan groups and all of the Egyptian group used alternative meas

ures. The use of the departmental workshop, or laboratory, or the 

school library was the most common method in each group. 

All groups were in agreement concerning the values of exhibits 

and displays being made of students' work and their performance in 

public of their talents and accomplishments. Exhibits at a departmental, 

school, district, or zone level were common and schools from each 

group had been represented in national exhibits. 

All principals of the three groups encouraged students who were 

interested in science. The use of science clubs and public recognition 

were methods of motivation used in the three groups. The American 

and Egyptian principals differed in other approaches. American princi

pals tended to encourage students through the provision of accelerated 

or enriched classes; Egyptian students were provided with personal 

attention and enrichment programs on an individualized basis. 
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The majority of the schools in both the Arizona and Michigan 

groups were involved with programs to extend or enrich their science 

or mathematics programs or in developing programs for gifted students. 

One school in Egypt was designed for the exclusive purpose of educat

ing the nation's gifted high school students. Other schools were 

involved in experimentation related to the addition of courses leading 

to specialization in an area of the practical studies, while still others 

were experimenting with new methods and new approaches. 

Requirements for graduation in American high schools were 

partially determined by the state departments of education, but an 

elective system was used which permitted students to choose a certain 

number of courses. The actual content of required courses could be 

changed or modified by the local school. Schools were permitted to 
i 

grant more than one type of diploma and' could decide, at a local level, 

to change the requirements for graduation to permit students complet

ing a program designed for the mentally retarded to graduate with a 

special diploma. 

Egyptian academic secondary schools follow one policy which is 

determined at a national level by the Ministry of Education. Course 

content may be enriched but not changed. Uniform requirements are 

demanded of all students for graduation. The elective system is not 

used. All students who graduate must fulfill the same requirements 

and receive the same diploma. 
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American principals considered release time either in terms 

of a specific occasion upon which a teacher was allowed to leave the 

regular instructional duties and a substitute was hired, or, in terms 

of sending students away for a part of a day or longer, to enable 

teachers to devote this time to another activity. Egyptian principals 

used the term to mean the reduction of a teacher's regular instructional 

load over the school year. Two Arizona principals gave release time 

with some degree of regularity while no Michigan principal did so 

regularly. All Egyptian principals favored the use of release time, in 

terms of reduction of teaching load, and nine used this practice. 

Curriculum committees composed of teachers were used exten

sively in all the schools of the Michigan group at both the system-wide 

and individual school level. Twelve Arizona principals headed schools 

which participated in system-wide committees and seven schools had 

committees organized at a local level. In the majority of cases, repre

sentatives of the schools or departments were appointed rather than 

elected. 

Committees, as such, did not function in Egyptian schools. 

Teachers participated in curriculum evaluation in that each teacher and 

each department was required to evaluate curriculum and offer sugges

tions for its improvement each year in written reports to the Ministry 

of Education. Weekly departmental meetings cared for other aspects 

usually handled by committees in American schools. 
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The majority of the study groups organized in the Arizona 

schools were oriented around the subject-matter of a department. The 

majority of such groups in Michigan schools were organized to study 

the total program rather than a given area. Egyptian principals did 

not use study groups as such. Departments studied their own subject-

matter area and department heads worked together for integration and 

an interdepartmental approach to the study of curriculum. 

American and Egyptian principals headed schools which con

tained professional literature for the use of teachers, permitted 

teachers and departments to recommend books and periodicals for pur

chase, housed their professional library in an accessible location, and 

provided budgets which were considered sufficient by the principals to 

provide an adequate selection of material. 

American libraries purchased the great majority of their mater

ials from private publishers; Egyptian libraries received the great 

majority of their material without cost from the Ministry of Education. 

In America and Egypt it was the responsibility of the principal 

to provide information concerning the policy and practices of the school 

and curriculum development to all teachers. 

American principals were responsible for supervising the writ

ing and reproducing of almost all material distributed to teachers. 

Matters regarding policy and curriculum were established at a local 

level. Schools were relatively large. All principals in both groups used 
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service bulletins, which included information concerning curriculum, 

and had developed teachers' handbooks. 

Egyptian principals received a variety of material already pre

pared for them by the Ministry. Policy regarding curriculum was not 

a matter of local choice except in terms of enrichment of content or 

selection of methods. Egyptian principals practiced methods which 

involved personal announcements and group discussion. Minutes of 

the faculty meetings were available for teachers to read. Government 

bulletins were posted or distributed. Approximately half of the princi

pals also used service bulletins. 

No principal in any group indicated a lack of adequate financial 

support for his school's program. 

Michigan principals used news releases, the school newspaper, 

and direct communication with parent groups. The use of letters and/or 

bulletins was the most popular method used by Arizona principals. 

Egyptian schools were cultural and educational centers for their com

munities and interpreted both the program designed for students and the 

broader program which extended throughout the community. All princi

pals used direct communication. In six schools either the principal or 

an assistant prepared general bulletins or announcements, and all 

schools used school magazines to interpret their program. 

While the organization of guidance programs differed as did the 

titles given to the personnel providing such services, Egyptian, Arizona, 
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and Michigan principals were alike in the close personal relationships 

between students and counselors and the necessity for individual per

sonal counseling. Twelve Arizona principals stressed the use of tests 

and the provision of educational and occupational information. Ten 

Michigan principals were in agreement that testing services were 

desirable and used them extensively in educational and occupational 

counseling. Egyptian principals did not practice testing except achieve

ment examinations. They all expressed their dissatisfaction with 

guidance services offered to students because of lack of staff and 

facilities. 



CHAPTER Vm 

SUPERVISING INSTRUCTION 

The supervision of the instructional program has been considered 

one of the most important responsibilities of the high school principal. 

The supervisory practices used by the principals of this study have been 

divided into four general areas: (1) stimulation of teachers; (2) selec

tion of instructional methods; (3) selection of instructional materials; 

and (4) nature of instructional programs as perceived by principals. 

Stimulation of Teachers 

The stimulation of teachers to become aware of a need to improve 

the instructional program and to become personally committed to such 

an extent that they willingly involve themselves in a program of individ

ual and group improvement has been attempted by certain principals 

within each group. 

No principal pretended a profound knowledge of the methods and 

materials appropriate for use in all subject-matter areas; all expressed 

a keen sense of responsibility for keeping themselves relatively well-

225 
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informed in each area so that they might provide stimulation, encourage

ment, and practical assistance to their teachers. 

The methods used by the principals in the three groups to keep 

themselves informed concerning recent trends in the selection of 

instructional methods, materials, and equipment has been presented in 

Table VHI-1. 

Table VH[-1. Studying New Developments in Instructional Methods and 
Materials. 

Practice Percentage of Group 

' Arizona T Michigan T Egypt 

Principal assumed responsibility 
for being relatively well-
informed in the various subject-
matter areas of the curriculum 

Principal felt responsible for 
authoritative information in all 
areas of the curriculum 

Principal devoted time during the 
summer for systematic study 
of new methods, materials, 
and equipment developed in 
past year. 

Curriculum study done whenever 
principal had time to do so 
during the year or an alterna
tive method selected 

pet. 

100 

0 

73 

27 

pet. 

100 

0 

53 

47 

pet. 

100 

0 

73 

27 
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Eleven Arizona principals devoted time during the summer to a 

study of recent trends in curriculum development, new materials, class

room equipment, teaching aids, and methods. Although the study was 

an on-going activity throughout the year, summer was the particular 

time most favored for concentrated study. 

Eight Michigan principals favored the practice of using time 

during the summer months for a planned study of recent developments 

related to the instructional program so that at the beginning of the new 

school year they were prepared to provide information, make sugges

tions, and work with their teachers to plan for improvement of the 

instructional program. 

The nature and extent of the high school principals' administra

tive responsibilities during the summer months was a factor in deter

mining the time selected by the Michigan and Arizona principals for the 

study of recent information related to instructional materials, aids, 

and procedures. Principals who were responsible for interviewing 

prospective teachers, supervising registration, or supervising building 

and/or rennovation programs, for example tended to prefer an alterna

tive practice such as participation in principals' workshops or found it 

necessary to delegate some of their responsibility to department heads 

or assistant principals. 

Egyptian principals favored concentrated study in the summer 

to supplement the continuous study which went on throughout the year. 
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All principals in the three groups agreed that it was their 

responsibility to keep themselves well informed on current trends in 

curriculum development so that they would be able to provide stimula

tion and supervision to their teachers. Differences which existed 

involved the time which groups considered most convenient to devote 

to such study. The majority of all groups preferred to devote part of 

the summer to this study. 

The use of emphasis upon specific methods or materials was 

a practice in which groups were not in agreement as has been indicated 

in Table VHI-2. 

Table VDI-2. Emphasis on Improvement of Instruction. 

Practice 
T 
t Percentage of Group 

' Arizona ' Michigan ' Egypt 
pet. pet. pet. 

Principal consciously encouraged 
use of specific methods or 
materials 

60 0 100 

Principal did not consciously 
encourage use of specific 
methods or materials 

40 100 0 

Principal consciously encouraged 
experimentation with variety 
of methods and materials. 

0 100 0 
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Nine Arizona principals encouraged their teachers to use to 

good advantage the variety of audio-visual aids and diversified reading 

materials provided by the school for the purpose of enriching learning 

activities. Six principals left to their teachers the selection and 

experimentation of any type of instructional materials or procedures. 

All Michigan principals encouraged teachers to experiment 

with a wide variety of materials and methods but none favored the 

supervisory practice of placing direct emphasis upon any one type of 

aid or procedure. 

Egyptian principals encouraged their teachers to use a variety 

of materials but favored certain of these materials: nine principals 

encouraged the extensive use of library facilities; eight encourage the 

correct use of educational film; and six recommended the use of other 

audio-visual aids. More Arizona and Egyptian principals used direct 

ways in their supervisory practices relative to the use of specific 

materials and methods than did Michigan principals. 

The practice of routing curriculum information to teachers, 

described in Table Vm-3 were those which subjects indicated were the 

most commonly used methods; each principal indicated the one method 

most frequently used in his own school. 

All of the principals in each group considered that providing 

recent information about instructional materials, equipment, and class

room practices was a responsibility of the high school principal. Several 
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practices for routing such information were in popular use, although 

no principal confined himself to a single practice. 

Table VIQ-3. Routing Curriculum Information to Teachers. 

Most Common Method ' Percentage of Group 
' Arizona ' Michigan ' Egypt 

pet. pet. pet. 

Information given by principal 
to teacher or department either 
in person or by placing it in 53 67 93 
school post office box or by 
discussing it with teacher 

Librarian or department chair
man delegated responsibility 40 33 7 
of routing 

Among the Arizona group, eight principals either passed the 

information directly to the teacher whom they felt could make the best 

use of it or placed it in the school mailbox of an individual teacher or 

department. In six Arizona schools either the librarian or the depart

ment chairmen shared in this responsibility. Curriculum bulletins, 

originating in either the superintendent's or in the principal's office, 

were circulated in five schools. 

Ten Michigan principals routed all information received by their 

office, new books, teaching aids, or instructional aids, directly to the 
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individual teacher or to the department head. In five schools the librar

ian was delegated this responsibility. 

All but one Egyptian principal personally discussed new books, 

aids, equipment, methods, with any teacher or teachers whom they 

felt would profit from such information. Additional means of informa

tion were book lists from the Ministry of Education which were avail

able for study, book reviews given by teachers in departmental meet

ings, and information provided by an inspector. 

The majority of principals in each group considered some type 

of personal contact the best method of informing teachers about new 

trends in curriculum, materials, and methods. More Arizona princi

pals delegated this responsibility to other staff members than did Mich

igan principals. Fewer Egyptian principals delegated this responsibility 

to other staff members than did principals in either American group. 

The majority of principals in each group considered some type of per

sonal contact as the best method of informing teachers about new trends 

in curriculum, materials, and methods. 

Selection of Instructional Methods 

Principals in the two American groups have practiced a variety 

of means in selecting instructional methods. 

The selection of appropriate instructional methods was considered 

the right and responsibility of the classroom teacher, or of a committee 
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composed of fellow-teachers, by the majority of high school principals 

in the two American groups. These findings have been presented in 

Table Vni-4. 

Table VHI-4, Selection of Instructional Methods. 

Method of Selection 
f 
, Percentage of Group 
1 Arizona ' Michigan ' Egypt 

pet. pet. pet. 

Individual teacher 87 53 40 

System-wide committee of 
teachers 0 33 0 

Departmental committee of 
teachers 0 13 47 

Principal, supervisor, inspector, 
and school board 13 0 40 

Thirteen Arizona principals considered it the right of the teacher 

to select the classroom procedures which were, in his professional 

judgment, most appropriate for use in accomplishing the objectives of 

the curriculum. Basic all-school policies regarding attendance and 

requirements related to classroom behavior were examples offered of 

situations in which the teachers' personal choices were expected to 

reflect school policy. Inner-departmental cooperation in the establish

ment of general policies regarding grading practices or standards for 

written work yrere encouraged. All principals assisted teachers in 



233 

developing or improving methods of instruction. Two principals sug

gested that the selection of instructional methods was the right of the 

principal or supervisor or a matter of school board policy. 

The selection of classroom methods was held to be the respon

sibility and right of the individual teacher by eight Michigan principals. 

In five schools, although teachers were given considerable personal 

choice, some general policies were determined by committees com

posed of teachers within departments or recommended by system-wide 

committees. In only two cases were specific methods and procedures 

of instruction structured on a system-wide basis. Representation to 

these committees was made and no high school principal in this group 

suggested that any form of supervisory, administrative, or legislative 

power existed which took the selection of classroom methods out of the 

hands of the teaching personnel. 

Principals within the Egyptian group expressed different prac

tices in the freedom with which individual teachers were selecting their 

methods of instruction. The role of the inspector included both the 

functions of the evaluation of teaching and supervision of the selection 

of instructional methods. Six principals considered inspectors influen

tial in determining classroom practices. Five principals indicated the 

importance of departmental cooperation and the shared planning and 

development of methods of instruction to be used within a department. 

Four principals indicated that teachers chose their own methods and 
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upon their request they received supervision and consultation from the 

Administration of Projects and Technical Research of the Ministry of 

Education, the College of Education, or their inspector. 

More Arizona than Michigan principals considered the selection 

of instructional methods a matter to be done by the individual teacher. 

More Michigan than Arizona principals practiced system-wide or 

departmental cooperation in this selection. 

Five Egyptian principals practiced departmental agreement on 

methods and six mentioned the influence of the inspector in the selec

tion of methods. In four schools, teachers selected their own methods. 

They might request supervision from specialists in the field of consult

ants from different sources. 

Principals did not as a rule make use of formal demonstrations 

conducted by master teachers for the purpose of improving instructional 

methods. "Formal demonstration" has been used to mean a deliberately 

structured exhibition of some specific teaching method in a situation 

created for the purpose of such a demonstration. Excluded from con

sideration have been such learning situations as a demonstration of the 

possible uses of some new piece of audio-visual equipment, the examples 

which might be given by a text book representative of approaches using 

his text, spontaneous discussions or demonstrations in which a teacher 

describes a technique to a fellow-teacher in an informal situation, or 
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demonstrations of techniques given as examples by a supervisor/inspec-

tor in instructing an individual teacher. 

Table VHt-5 includes data related to the use of formal demon

strations described in the preceding paragraph. 

Table VUI-5. Demonstrations to Improve Instructional Methods. 

I 
Attitude Toward Formal , Percentage of Group 

Demonstration T Arizona T Michigan r Egypt 
pet. pet. pet. 

Theoretically favored but not 
practiced 60 27 67 

Practiced whenever needed 40 73 33 

Nine Arizona principals agreed that, in general, it should be 

possible for nearly anyone to gain something from seeing an expert 

perform. They encouraged teachers to share new ideas and particularly 

encouraged inexperienced teachers to observe experienced teachers in 

action in actual classroom teaching situations. Six: of the principals felt 

that such demonstrations had very limited, if any, value. 

Michigan principals attributed different values to the use of 

formal demonstrations of teaching methods. Four principals favored 

the practice quite strongly as a supervisory practice; however, the use 

of such demonstrations was rare. Eleven principals of this group used 
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demonstration of teaching in specific situations to help beginning 

teachers or to introduce a new teaching device; they did not favor the 

use of demonstrations for all teachers or for all purposes. 

Ten Egyptian principals felt that teachers could always learn 

something from observing good teachers or from seeing demonstrations 

of new methods, equipment, materials, and approaches. Supervision 

by demonstration was a relatively common practice insofar as depart

ment heads and principals showed teachers how to do certain things. 

These, however, were not considered formal demonstrations, but a 

standard method of supervision. All encouraged teachers to share 

ideas and learn from each other. 

More Arizona and Egyptian principals have used formal demon

strations as a means of helping their teachers than did Michigan prin

cipals. All principals of the three groups felt that certain teachers 

could profit from certain types of demonstrations. Differences which 

existed were those involving the type of demonstrations considered as 

"formal". All principals encouraged teachers to share new ideas, 

observe each other's methods, and profit from other teachers' exper

iences. 
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Selection of Instructional Materials 

The selection of instructional materials has been interpreted in 

the light of the differences which exist in America and in Egypt, in 

terms of the source of certain school supplies, their financing, and 

distribution. 

American schools were given funds with which each school or 

school district purchased books, equipment, and supplies which they 

selected for themselves. Some basic texts, recommended to the school 

board by committees composed of teachers, supervisors, and/or prin

cipals, had to be approved before purchase and use in some commun

ities. Some school districts had a central purchasing agent who com

piled the requisitions of the various schools and did purchasing for all 

of them. Much of the instructional supplies and equipment used in the 

American schools was purchased by the high school directly from a 

manufacturer. 

Egyptian schools received free text books and resource material 

from the zones or the Ministry of Education. They were provided with 

lists from the Ministry of Education of all available free materials and 

equipment. Administrations have been established which are responsible 

for supplying audio-visual materials and equipment, laboratory equip

ment and supplies, and text books. Any materials or equipment which 

were not available from the Ministry of Education were purchased from 
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private manufacturers or publishers. Table vm-6 has presented the 

findings upon which the following discussion was based. 

Table VHI-6. Selection of Materials and Equipment in American 
Schools.* 

Practice 
' Percentage of 
' Group 
' Arizona T Michigan 

pet. pet. 

Teachers direct recommendation to 
principal 53 47 

Teachers recommendation through 
department heads 40 33 

Teachers recommendation through a 
committee 7 20 

Excluded from consideration were basic texts in one school where 
their selection was recommended by a textbook committee for the 
approval of the board of education. 

Arizona principals made the selection of appropriate instruc

tional materials and equipment primarily the responsibility of the 

teacher. Teachers expressed their choices, or made requests in a 

variety of ways: direct requisitions made by individual teachers to the 

high school principal in eight schools; recommendations made by teachers 

or department heads who compiled requisitions for presentation to the 

principal in six schools; or teacher-committees made recommendations 

or prepared requisitions in one school. Principals stressed that all 
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reasonable requests for materials and equipment were granted and that 

teachers' requests were rarely refused if they were within the range 

of the schools1 budget. 

In seven Michigan schools the principals made the original 

request for materials and equipment which came directly from the 

teachers who would use such materials or aids. Five principals 

received such requests through department heads, and three principals 

received them through department committees. In one instance, the 

committee was directly appointed by the superintendent of schools. The 

official adoption of basic texts was the duty of the school board. It was 

a matter of general policy with the Michigan principals to honor any 

request made for materials or equipment by teachers insofar as it was 

financially feasible to do so. 

Egyptian schools received the majority of their instructional 

supplies, equipment, texts, library books, and other aids to learning 

directly from governmental sources. They also followed a course of 

study which was uniform throughout all academic secondary schools in 

the nation. Teachers requested anything they needed for carrying out 

the instructional program as it was suggested by this national course of 

study. In eight Egyptian schools requisitions were compiled within 

departments. Items which were not available from the government were 

purchased from funds in departmental or activity budgets. 
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American and Egyptian principals have made every effort to 

provide the best available materials and equipment possible for use in 

their instructional program and to provide the type of material and 

equipment which teachers requested. 

American principals had more responsibility in connection with 

teaching aids and equipment. They have given the teachers who were 

directly involved in the instructional situation what they recommended 

they needed for their classes. Egyptian principals expressed their 

views, according to their system, that it was the responsibility of the 

Administration of Instructional Aids in the Ministry of Education to 

supply them with the materials and equipment needed. They felt handi

capped whenever they lacked some materials and were not permitted to 

buy them, and for some reason it was difficult to obtain them from this 

administration. 

Nature of Instructional Program 

The following discussion has been based upon the perception of 

the principals concerning their own programs and not upon an evaluation 

of these programs from an outside source. Table Vm-7 has presented 

the percentage of principals in each group who either did, or did not, 

depart from a strictly subject-matter curriculum. 

Seven Arizona principals reported some departure from the tra

ditional methods of instruction which included: team teaching in some 
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areas in three schools; enrichment of learning activities within subject-

matter areas in two schools; use of some core curriculum in two 

schools; and development of special programs for mentally retarded 

children in two schools. 

Table VHI-7. Nature of Instructional Programs. 

Type of Program t Number of Principals 

' Arizona ' Michigan ' Egypt 

Principal used only subject-
matter program 

Principals departed from 
subject-matter 

8 11 11 

Four Michigan principals reported that core curriculum, broad 

fields, and other methods of instruction were used in their instructional 

programs. In the remaining eight Arizona and eleven Michigan schools, 

the curriculum was developed along structured departmental lines. The 

principal expressed no attempt, or desire, to depart from this tradi

tional, subject-matter centered program of instruction. 

In the Egyptian group the four modern and experimental schools 

included in the study have used both broad fields and core curriculum. 

The other eleven principals claimed they were permitted no departure 

from "strictly subject-matter curriculum" which they interpreted to 
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mean the courses of study suggested by the Ministry of 

Education. 

More Arizona than Michigan principals perceived departure 

from strictly subject-matter curriculum. The Egyptian and Michigan 

group had the same number of principals within each group who per

ceived no departure from a strictly subject-matter curriculum. 

American principals, who operated in their schools' programs 

which they perceived as subject-matter oriented, gave no indication of 

dissatisfaction with such programs or desire to change. Egyptian 

principals,who perceived their programs to be subject-matter oriented, 

tended to justify the nature of their programs by implying that they 

were not allowed to modify or change any aspect of their program. 

Summary of the Chapter 

Four areas related to the supervision of the instructional pro

gram have been investigated: (1) stimulation of teachers; (2) selection 

of instructional methods; (3) selection of instructional materials; and 

(4) nature of instructional programs. 

All principals felt obligated to keep themselves relatively well 

informed concerning recent trends in curriculum development and to be 

familiar with new materials and aids. 

The majority of the principals in each group preferred to set 

aside a part of their summer for systematic study, although all were 
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aware of the need for additional continuous study throughout the 

year. 

More Egyptian than American principals, and more Arizona 

than Michigan principals, have emphasized the use of specific instruc

tional methods or materials, such as audio-visual aids, diversified 

reading materials, and library facilities. Michigan principals encour

aged experimentation with a variety of methods and materials. 

All principals expressed their feeling that it was their respon

sibility to personally route all incoming information about curriculum 

materials, methods, trends, or policies to their teachers or to delegate 

this responsibility. Most American principals placed such information 

in teachers' or departments' school mail boxes. Most Egyptian princi

pals preferred to make personal contacts and discuss such material 

with the individual teachers, or groups of teachers. More Arizona than 

Michigan, and more American than Egyptian, principals delegated this 

responsibility. 

The possible regimentation of teachers,resulting from the selec

tion by others of the instructional methods or materials which individual 

teachers were required to use in their classrooms, was frowned upon 

as a supervisory practice by nearly all of the American principals. 

Departmental cooperation was encouraged, and upon occasion committees 

composed of teachers recommended the adoption of texts or the purchase 

of materials or equipment. There was relatively little evidence to 
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suggest that the autonomy of the individual teacher within the classroom 

was subordinated to supervisory, administrative, or legislative control 

in either the selection of the methods or the materials he used to fulfill 

the objectives of the instructional program. Materials were bought at 

public expense but were not directly provided, nor prescribed, by 

either a state or national department of education. 

Egyptian principals indicated that teachers were rated on their 

methods of instruction by inspectors who also advised them in the 

selection of methods. In some of the schools, methods were agreed 

upon within departments, and in some others individual teachers were 

free to choose their own methods and were given supervisors upon 

request. 

Egyptian principals did not work under the same type of condi

tions as did American principals in matters affecting requisitioning and 

purchasing of instructional materials and equipment. Like American 

principals, however, all were concerned with providing the best possible 

selection of materials and equipment they could for their teachers' use. 

The majority of all types of materials and equipment was provided with

out cost by the Ministry of Education. Teachers and department heads 

requested such materials and equipment and anything not provided by the 

Ministry of Education. A national curriculum in which texts were 

selected, printed, and distributed by the Ministry of Education eliminated 

the need for text book committees at a local level. 
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More Egyptian and Arizona principals than Michigan principals 

felt that teachers could profit from formal demonstrations. Few prin

cipals in any group actually used such a device to improve the quality 

of their instructional program. 

In terms of the perceptions of the principals concerning the 

nature of their instructional programs, relatively little departure from 

the traditional, subject-matter centered type of instructional program 

was used. 



CHAPTER IX 

PUBLIC RELATIONS 

The term "public relations" in connection with schools, when 

interpreted in its broadest sense, would include every conceivable situ

ation in which interactions or communications have existed between 

individuals, or groups, directly associated with the school and mem

bers of the school community. The provision of professional leadership 

in developing and conducting the type of public relations program which 

would make the curriculum of the school intelligible to the community it 

serves has been recognized as a responsibility of the high school princi

pal. For the purpose of this study, only the more salient aspects of 

public relations programs, and those facets of the program which have 

been considered most conspicuously associated with the role of the high 

school principal in curriculum development, have been included in the 

investigation. 

Devices used for improving school-community relationships were 

sorted into three categories: (1) services offered by schools to their 

communities; (2) services offered by communities to the schools; and 

(3) joint services offered by schools and communities to help their students. 

246 
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School Services to Community 

The principals of the three groups have used varied methods in 

creating and sustaining good public relations with the parents of their 

students and the other members of the community. Table IX-1 was 

designed to show the findings about school services to communities. 

Table IX-1. School Services to Communities. 

t 
Type of Service , Arizona 

t r 
, Michigan t Egypt 

School opened to public for special 
exhibits, program, open house 15 15 15 

News releases (school and local) 15 15 6 

Showing films/slides about school 9 15 10 

Adult education program 5 14 15 

Student participation in commun
ity affairs 6 9 15 

Arizona principals viewed good school-community relationships 

in terms of personal relations of the principal with parents and commun

ity members, of the school staff with members of the community, and 

of the principal and the school staff with the students in the schools. 

Many devices were used to inform and attract the parents' attention to 

the school, such as open house, teachers'receptions, exhibits, student 

performances, and similar occasions which encouraged parents and 

patrons to visit the school and become familiar with the products and 
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personnel of the curriculum program. Student participation in commun

ity activities outside the schools were encouraged for both the educational 

value that such experiences provided the students and for the value which 

such services had in terms of public relations. The school's newspaper, 

as well as local newspapers, was considered by the principals to be a 

far-reaching and desirable method of informing and influencing public 

opinion. Films and/or slides depicting various aspects of the school's 

program were a means the principals used to show the school activities 

to the parents and community and were effective for the purpose of both 

orientation and public relations. Adult education programs were a suc

cessful device in strengthening school-community relations and were a 

public service offered by five of the Arizona schools. Principals, also, 

shared the responsibility with others in providing public relations pro

grams conducted at a city-wide or administrative level in a school 

system. 

Michigan principals have all devoted much professional thought 

and personal effort to the task of maintaining a close and mutually satis

factory relationship between their schools and the communities which 

they served. Among the most frequently mentioned methods used was 

the planned effort exhibited by the schools to increase the number of 

visits which parents and other laymen made to the schools. Specific 

invitations were given and interesting programs were provided in an 

attempt to help citizens become better acquainted with the objectives, 
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services, and day-to-day activities which were a part of their school's 

total program. Many schools have held regular "open house" during 

which each adult followed a student daily class schedule, substituting 

10-15 minute periods for those of the regular length. Other schools 

have held college or career nights to which adults were invited. In 

some schools, advisors or counselors met with parents of students 

whom they advised in group meetings. A great deal of emphasis was 

placed upon bringing citizens into the school. Some principals empha

sized methods which involved having teachers and students make desir

able impressions upon citizens out in the community. Nothing, in their 

opinion, took the place of students going home with reports of interest

ing and valuable learning experiences. The majority of the principals 

have depended upon direct personal relationships between representa

tives of the school and members of the community and their shared 

activities and interests to establish and maintain the quality of mutual 

understanding and respect necessary for public relations. Fourteen 

principals have offered, or cooperated in, programs of adult education, 

which the principals felt definitely contributed to good school-community 

relationships, provided a needed community service, and helped to 

create an interest in the school on the part of the citizens who made use 

of school facilities to further or enrich their own education. Colored 

slides and/or films were used by all the principals to show their school's 

activities. These visual aids were used primarily for orienting new 
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students or interpreting the activities of the school to citizens or mem

bers of the school board. 

Egyptian principals were in agreement regarding several areas 

of practice. Schools were opened to the public for many types of activ

ities and different religious and cultural celebrations. They served as 

educational, cultural, health, and social centers for their communities. 

Students participated in community affairs by working on service pro

jects, visiting hospitals, and providing instruction and entertainment. 

All schools were considered centers of social service by the Egyptian 

government. Libraries were open to the public, classes were provided 

in the area of manual arts, typing, sewing, and public health. Lectures 

were presented; films were shown; health services were provided; 

exhibitions, display, and demonstrations were given; and school shops 

were open for use. Adult education classes, as they are known in 

America, were not used in that credit was not given nor formal aca

demic classes were offered. All schools, however, participated in 

programs of public education. Close staff/student relationships were 

encouraged and students were given close personal supervision and 

guidance. All schools had developed pictures and films depicting various 

aspects of their programs or kept photographs of their exhibits and 

activities. Some of these films and slides were shown in schools in 

different areas of the world with principals who were studying educational 
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practices in other countries and were a subject of many compliments 

and surprises. 

The three groups of principals were offering their communities 

a wide variety of services which could be of great assistance in having 

close, friendly relationships between the school and the community. 

They all have emphasized and have used personal relationships, have 

presented their school in action to parents in several ways, have pre

sented parents to school, and have sent school staff and students to 

the community, and have utilized adult education programs in enrich

ing the knowledge of the members of their community. The Egyptian 

group differed from the American groups in that all schools were con

sidered to be centers of social service and included many services to 

the community that are delegated to other agencies in America. 

Community Services to Schools 

Principals have spent effort to make services mutual between 

school and community. They have realized that schools belong to people 

and it was not enough that the school should always take the positive 

role in providing services; it was necessary that they should also 

receive from the people, to whom the school belongs, their opinions as 

well as their services. Table IX-2 was designed to show the findings 

about community services to schools. 
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Table IX-2. Community Services to Schools. 

Type of Service 
t 
f Arizona 

t r 
, Michigan f Egypt 

Parent organizations used for 
discussion of curriculum 8 15 0 

Community members served as 
resource people 9 9 11 

Community groups participate in 
curriculum development 3 9 0 

Lay membership or curriculum 
committees 3 15 0 

Among the techniques employed by Arizona principals to achieve 

this purpose were lay committees used to advise and participate in 

curriculum development activities. Some civic groups in the commun

ity have demonstrated active interest in the school's program; it was 

mentioned as an example that some professional engineers had taken a 

definite interest in curriculum and had shared in the development and 

expansion of the science and mathematics programs of two schools. 

The interest of individual members of the community had been aroused 

in the curriculum of their schools, and laymen: had been used as 

resource people in most of the schools. Some schools had made an 

effort to keep files on the potential resources of the community. The 

original contact with these resource people was made by teachers, 

students, or the principals. Some speakers were provided to the schools 
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by community organizations, and lists of available persons in different 

areas of interest were provided to schools for utilization when needed. 

The Michigan principals felt they were successful in having all 

organized groups interested in the school programs. These groups in 

industry, business, and the professions offered their advice and 

services. In addition to these groups, service organizations with 

educational committees of their own, such as American Association of 

University Women, Lions International, and Rotary, were encouraged 

by most of the principals to assist the schools. Systematic efforts had 

been made by some principals to organize information concerning 

available resource people in their community; in some cases the school 

had sent inventory cards home with each student on which parents were 

requested to indicate their particular interests and skills which they 

would be willing to place at the disposal of the school. Many schools 

have brought in members of the community from the various professions, 

businesses, and industries to speak before classes or to discuss areas 

of interest with both groups and individual students. Any of the teachers, 

students, or the principal might suggest the name of the speaker and an 

invitation would be issued to him. Some neighborhood service organiza

tions were reported to be helpful in attempting to provide resource 

people from their own membership. 

The Egyptian principals have used parents and other members 

of the community as resource people. Students' records contained 
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information about their parents' occupations, special interests, and 

experiences from which the school invited upon need those who could 

offer help. Parents and community members took an active part in 

supervising the hot lunch program and in the health and welfare services 

provided by the school. 

All principals of the three groups looked at the help of commun

ity members as essential in enriching the students' experience and in 

strengthening the feeling of parents and other members that the school 

belonged to them and that its success would be returned to them. The 

principals made deliberate efforts to have these people give services to 

the school, either as individuals or as groups, each in the area about 

which he knew best. The variety of ways and means used in this respect 

was very rich. 

Joint Services of School and Community 

The three groups of principals expressed their opinions that 

neither services offered by school to community nor by the community 

to the school would be really complete unless both people of the com

munity and the school could get together and share some joint efforts 

for the benefit of both students and community members. Table IX-3 

was designed to show the findings about joint services of school and 

community. 
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Table IX-3. Joint Services of School and Community. 

Type of Service 
t 
, Arizona 

r i 
f Michigan , Egypt 

Parent-teacher organizations 
shared ideas and interpreted 
curriculum 

15 15 15 

School-community conferences 5 14 12 

Lay membership on curriculum 
committees 3 15 0 

Arizona principals used parent-teacher organizations which 

were the most favored structured situation in which ideas werie shared, 

interpretations of the curriculum program were given, opinions were 

solicited, and suggestions were offered. They also used joint commit

tees of school and community members for studying curriculum prob

lems. Conferences were held with the community occasionally for fund 

raising or for support during a building program. 

All Michigan principals had some type of citizen's committee 

with whom the school personnel, administrative staff, or board of educa

tion studied problems, discussed needs, or in some other fashion shared 

ideas related to curriculum of the school. These citizens' groups were 

used, to a greater or lesser extent, in an advisory capacity. The actual 

policy making and decisions related to the methods and materials to be 

used to implement changes, or bring about improvement, were retained 
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by members of the profession. Citizens were encouraged and invited 

to share in the initial developmental stages of investigating, discussing, 

and planning, which took place prior to the introduction of many major 

changes or additions to the school's curricular offerings. Not only 

were lay groups active in their role as advisors, but many principals 

indicated that these groups were valuable as interpreters of school 

practices and policies throughout the community. All the principals 

reported making use of school-community conferences of some type; 

some principals made such conferences a regular and continuous proce- . 

dure in that some regularly established citizens' groups were in con

sistent operation. Other principals have limited such conferences to 

smaller groups who shared a particular interest; parents of seniors or 

of a particular grade level; Dad's Club; or parents of students who had 

the same counselor. Some schools scheduled large group conferences 

to which the public was invited. The majority preferred to work within 

smaller groups. All the principals felt that all recognized groups within 

a community should be represented on lay councils. They sought the 

advice and cooperation of members representing labor, management, 

business, and the professions, as well as service organizations in the 

community. They depended upon direct personal relationships between 

these representatives and representatives of the schools, and their 

shared activities and interests to establish and maintain the quality of 
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mutual understanding and respect was felt to be necessary for good 

public relations. 

Egyptian principals reported that individuals and groups within 

the community were very active in the planning and development of 

what were considered student activities in all types of clubs, field 

trips, student government, athletics, music, dramatics, and news-

writing. All the principals had parent-teacher organizations and dis

cussed curricular activities and school problems with them. Most of 

the principals used community conferences or meetings as a means of 

interpreting their school's program, sharing ideas, and planning for 

school-community projects and activities. 

Principals in all the three groups made use of parent-teacher 

organizations, lay committees, and community conferences for several 

purposes. The Michigan group, to a wider extent than the Egyptian or 

Arizona groups, utilized the activities and services of these committees 

and organizations. Community conferences were held by all the groups, 

but Michigan principals made more use of them than did the other two 

groups. Egyptian principals were actively involved with sharing student 

activities, health and welfare programs with the community. Committees 

to plan curriculum development were not used at a local level in Egypt. 



258 

Summary of the Chapter 

The provision of professional leadership in conducting public 

relations programs which would make school curriculum intelligible to 

the community has been considered a responsibility of the high school 

principal. The findings were sorted into three categories: services 

the school offered the community, services the community offered the 

school, and joint services of school and community. 

Varied methods in sustaining good school-community public 

relations were used by all principals. 

In Arizona personal relationship between school staff and com

munity members was considered essential. Open house, teacher 

receptions, exhibits, student performances, and similar occasions 

were used to inform and attract parents' attention to the school. Students 

have participated in community activities, the school newspaper was 

considered a desirable method of informing and influencing public 

opinion, slides and films about school activities were shown to parents 

and community members. The adult education program was a public 

service which strengthened school-community relations. The principals 

also shared in city-wide and school system programs. 

Michigan principals have used a variety of methods for maintain

ing satisfactory relationships between their schools and communities. 

Exhibitions, interesting programs, services, school activities, open 
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houses, college career nights, and group meetings of counselors and 

parents were all used. Some other methods have involved having 

teachers and students make desirable impressions upon citizens in the 

community. Direct personal relationships and sharing activities were 

emphasized as being essential in maintaining mutual understanding 

between the school and the community. Adult education programs were 

offered in fourteen schools. Colored slides, films, and other visual-

aids have been used. 

Egyptian principals opened their schools to the public for many 

kinds of activities, religious, cultural, and social. Their schools were 

centers of the community activities. Libraries were open to the public, 

classes in manual arts, typing, sewing, and public health, lectures, 

films, health services, exhibitions, displays, demonstrations, school 

shops were all used for the benefit of the community. Students worked 

on service projects, visited hospitals, provided instructions and enter

tainments. Adult education was there, but not in formal academic 

classes or for credit. 

The three groups of principals emphasized personal relation

ships, sent their staffs to the community, and had community members 

come to the schools, in a variety of activities. 

Efforts were also spent to have services from the community 

given to the school. All principals have realized that schools belong 
'i 
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to the people and that they should appreciate receiving their opinions 

and services. 

Arizona principals used lay committees and received services 

from civic groups. Individuals and laymen were used as resource 

people. Speakers from the community were presented to schools. 

In Michigan the principals felt that all organized groups were 

interested in the school programs. Some service organizations had 

educational committees of their own which served the schools. Resource 

people were used. Speakers were provided for the benefit of the students. 

In Egypt the principals used resource people in the community. 

The hot lunch program was supervised, and health and welfare services 

were provided by some members of the community. 

All principals of the three groups made deliberate efforts to 

have services from the community members either as individuals or as 

groups. A variety of ways was used. 

The third kind of service was the joint efforts of the school and 

community to help the students. Principals have gathered members of 

the community and of the school in cooperation for developing school 

curriculum. 

In Arizona parent-teacher organizations were used. Joint com

mittees of school and community members have studied many school 

problems. Occasionally conferences involving school and community 

were helpful. 
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Michigan principals have used school-citizen committees in an 

advisory capacity for several reasons. The lay groups were valuable 

as interpreters of school curriculum throughout the community. Con

ferences, whether regular or limited to special groups in the commun

ity, were held. Lay councils composed of all recognized groups within 

the community were encouraged by the principals. 

Egyptian principals shared planning and development of student 

activities with individuals and groups in the community. Meetings and 

community conferences were used as means of interpreting the school 

program. 

All principals of the three groups have used parent-teacher 

organizations, lay committees, and community conferences. These 

conferences were exclusively used by Michigan principals, as well as 

the services of committees and organizations. Egyptian schools were 
«  i 1  '  

involved with the community in health and welfare programs. 



CHAPTER X 

EVALUATION 

For the purpose of this study the practices related to the evalu

ation of the curriculum which were selected for examination were the 

ones in actual use in the schools headed by the principals who partici

pated in this study. The practices examined have been limited to those 

in which the principal had assumed an active part directly related to 

the total role of the principal in curriculum development. The term 

"testing" has referred to commercially prepared, standardized tests 

in the United States, and the term "examination" to national achieve

ment examinations prepared by the Ministry of Education in Egypt. 

The following areas of evaluation have been examined: (1) the 

use of group discussion; (2) the compilation and examination of records 

of pupil progress; (3) additional methods of evaluation used in Egyptian 

schools; (4) the reporting and recording of pupil progress; and (5) the 

principals' perceptions of problems and progress related to curriculum 

development. 

262 
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Group Discussion for Evaluating Curriculum 

The pooling of professional opinion through the use of group 

discussion and for the purpose of evaluating curriculum was a practice 

used by all principals in the three groups. The universality of this 

practice, as indicated by the findings reported in Table X-l, has sug

gested that the advantages of this method, in actual practical situations, 

may well outweigh any disadvantages introduced by the subjective nature 

of such a method of evaluation. 

Table X-l. Group Discussion for the Purpose of Curriculum Evaluation. 

Group Involved , Percentage of Group 
' Arizona 1 Michigan ' Egypt 

Departmental meeting held for 
purpose of evaluating curric
ulum 

Full-faculty meeting held for pur 
pose of evaluating curriculum 

High school principal directly 
responsible for conducting 
discussion of testing proce
dures and results 

Testing personnel delegated to 
conduct discussion of testing 

pet. 

93 

60 

100 

0 

100 

87 

80 

20 

££t. 

100 

87 

100 

0 
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Departmental Meetings 

Evaluation of the instructional program has tended to be a con

tinuous process conducted at the departmental level in fourteen Arizona 

schools and all of the Michigan and Egyptian schools. Meetings were 

held regularly to discuss the content, teaching procedures, material, 

learning activities, and pupils' achievement. Conflicting responsibil

ities presented by administrative duties or attendance at other meetings 

prevented principals from participating in all departmental meetings, 

but the majority attended whenever their schedules allowed. 

Egyptian practices have differed from American practices in 

one regard concerning group evaluation of curriculum. All Egyptian 

teachers and department heads made written evaluations of texts, instruc

tional materials and equipment, content of courses, and instructional 

methods at least once a year. Such written evaluations, plus criticism 

and suggestions for improving curriculum, were sent to the Ministry 

of Education. 

Full-Faculty Meetings 

Problems of evaluation which effected teachers as a whole were 

usually discussed in meetings involving the complete faculty in both the 
9 

American groups and in the Egyptian group. , 

Nine Arizona principals have used such meetings for the discus

sion of desirable testing and grading procedures, to explain the use of 
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particular tests, to interpret the results of tests, or for other purposes 

related to curriculum evaluation. The remaining six principals have 

preferred to distribute such information by means of bulletins or to 

discuss them with either individual teachers or with the department 

chairmen. 

Michigan principals who had access to the services of a director 

of guidance or a city-wide director of testing usually have received 

assistance in matters related to the use and interpretation of tests used 

in the formal testing program. The majority of principals, however, 

have considered it a direct responsibility of the principal to work with 

teachers in all areas of evaluation and when such evaluative practices 

were a matter of concern to the entire faculty, whole faculty meetings 

were devoted to this purpose. 

Thirteen Egyptian principals have presented general problems 

related to the evaluation of their schools' programs to full-faculty 

meetings to discuss the making of teacher-developed examinations, 

evaluation of the success of activities, and the administration and inter

pretation of national examinations. 

Examination of Pupil Progress 

Table X-2 has included eight methods of evaluating the success 

of the schools' programs which were based upon some type of examina

tion of the individual success of students. All schools have kept 
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cumulative records which have included the academic and social achieve 

ment of students while enrolled in high school. 

Table X-2. Examination of Pupil Progress. 

t 

Practice ' Percentage of Group 
T Arizona 1 Michigan ' Egypt 

pet. pet. pet. 

Only type of formal evaluation of 
curriculum based upon results 
of standardized achievement 
tests given students 

47 0 0 

Follow-up studies done on all 
ex-students 40 67 73 

Separate studies made on basis 
of formal statements required 
from drop-outs 

33 100 0 

Reports from colleges and univer
sities on ex-students 33 80 0 

Contact/information about ex-
students received on incidental 
basis only 33 0 0 

Questionnaires sent to graduates 
following graduation evaluated 20 40 40 

Alumni day celebration 0 0 33 

Examination of cumulative records 100 100 100 

Within the Arizona group seven principals said that they have 

depended upon standardized tests of achievement for the purpose of 

evaluating the success of the curriculum. Six principals have practiced 
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follow-up studies, and the remaining nine principals either have 

attempted no follow-up studies of their ex-students, or were in the 

initial stages of developing such practices, or have declared their own 

practices to be inadequate. The following practices were in current 

use: (1) five principals have attempted to get some type of statement 

regarding the reasons causing students to drop out of high school; (2) 

five principals have examined the reports sent to colleges concerning 

the performance of graduates of the high school; (3) three principals 

have sent some type of questionnaire to graduates requesting data con

cerning their experiences since graduating from high school; and (4) 

five principals have relied entirely upon incidental contacts made with 

ex-students. 

Michigan principals have used standardized tests but none have 

considered them as their only, or major, method of evaluating curricu

lum. All of this group have kept careful records of the reasons given 

for students dropping out of high school. Twelve principals have worked 

closely with colleges and universities, have visited their ex-students 

who were freshmen in state colleges or universities, and have followed 

their graduates' progress in their undergraduate years very closely. 

Ten principals have made follow-up studies on all ex-students and six 

of them have done so through the use of questionnaires. 
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At the time of the interviews with Egyptian principals, the 

Ministry of Education had just begun its comprehensive program of 

follow-up studies. The following discussion was based upon the methods 

of evaluation which had been in use prior to the establishment of the 

Administration of Follow-up Studies and have described only those 

methods of evaluation which had been developed and used by principals. 

Eleven Egyptian principals have headed schools in which follow-

up studies were done on all students. Drop-out studies were not handled 

in isolation but were considered a part of the general study. One school 

had had a record of fifty-two years on its graduates and five schools 

have invited ex-students to all school gatherings and have held special 

celebrations and reunions in their honor. Six schools had sent written 

questionnaires but the remaining principals have preferred more per

sonal contacts. 

Both American and Egyptian principals have kept cumulative 

records of pupils' progress. The groups have differed in the number of 

principals within each of the groups who have favored other practices 

related to methods of evaluation based upon pupil progress. 

Seven Arizona principals mentioned that they had used no method 

of formal evaluation except standardized tests, while no principal in the 

other two groups had limited evaluation to a single method or to this 

particular method. Six Arizona, ten Michigan, and eleven Egyptian 

principals said that they have made follow-up studies on all ex-students. 
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Differences have existed in the methods preferred by these principals. 

(1) Five Arizona and fifteen Michigan principals have required formal, 

written statements concerning the reasons given by students for drop

ping out of school. Drop-outs were not handled in isolation by Egyptian 

principals* (2) Five Arizona and twelve Michigan principals have 

worked with colleges and universities and have used the reports of the 

higher institutions as a method of evaluating the success of their cur

riculum in preparing students for college entrance. This was another 

area which Egyptian principals did not separate from the general follow-

up of students. (3) Three Arizona, six Michigan, and six Egyptian 

principals sent questionnaires to graduates. (4) Five Egyptian princi

pals headed schools in which Alumni Day celebrations and reunions 

were held. This practice was not mentioned by American principals as 

a method of following the progress of students. (5) Five Arizona prin

cipals mentioned no regular or formal method of contacting ex-students, 

although they said that information about their progress was received on 

an incidental basis. All Michigan and Egyptian principals made an effort 

to use some specific methods of gathering information about the major

ity of their former students, although complete formal studies were not 

done on all ex-students. 
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Additional Methods of Evaluation Used in Egyptian Schools 

Several additional methods of evaluating curriculum were used 

in Egyptian schools and the findings related to these practices have 

been presented in Table X-3. These practices were those which were 

either unique to the Egyptian schools or were practices not reported 

by American principals. 

Table X-3. Additional Methods of Evaluation Used in Egyptian Schools. 

Method ' Percent of 
' Principals 

pet. 

Pupil achievement on national examinations 100 

Evaluation of zone's inspectors 100 

Success of student and community activity 
programs 

Parent's opinion of school's program 27 

Student's opinion of school's program 27 

Student's behavior modified in desirable 
fashion 27 

Evaluation by Administration of Technical 27 
Research and College of Education 

The first two methods--achievement on national examinations 

and the evaluation given by inspectors—were used in all schools in the 

Egyptian group. Six principals evaluated the success of their programs 

in terms of the success of the variety of activities, accomplishments, 
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and benefits resulting from, student activities and the school-community 

activities. Four principals placed value upon the opinion of parents, 

the opinion of students, and upon the success of their programs in 

modifying the behavior of students into desirable patterns. The four 

model and experimental schools received additional help in evaluation 

from the Administration of Projects and Technical Research and the 

College of Education. 

Reporting Pupil Progress 

The physical appearance of the forms used for reporting pupil 

progress reflected the individuality of the American high schools, while 

the content of such reports indicated a general agreement among schools 

as to the nature of the information which was believed essential. All 

report cards in the Arizona and Michigan schools included in this study 

contained information regarding the student's academic achievement in 

each course, the number of times he was absent or tardy, an interpre

tation of the symbols used to report progress, and an indication of 

behavior or personality traits. The frequency with which such evalua

tions were made of pupil progress varied from once every five weeks to 

once every ten weeks, and this frequency was determined by the local 

school or school district. A record of such evaluations was also kept in 

the student's cumulative record. 
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Egyptian schools reported the progress of their students three 

times a year. The school year was divided into three "periods"; at 

the end of each period examinations were held in all subject-matter; 

the results of these examinations, the number of days or times at 

which the student was absent or tardy/ along with a word about his 

behavior in school, all were reported to the parents. In the model and 

experimental schools there were days after each "period" in which 

afternoons and evenings were set up for parents of students in each 

grade to come to school where they, their children, and each individual 

teacher discussed the progress of each student, his problems, and 

their solutions. Social events were made out of these days. Parents 

were visiting classes, laboratories, playgrounds, and watching school 

exhibits. The school band would play, a program would be presented, 

or movies or slides would be shown. 

The report card content was the same in all schools of the three 

groups; a difference existed only in the number of times these evalua

tions were made. While they varied in America from once every five 

weeks to once every ten weeks, in Egypt they were fixed to three times 

every year. In some schools in Egypt, parent conferences were held 

about each individual student, in his presence, with each teacher who 

taught him. Social events were made out of these days for the purpose 

of improving school-community relationships. 
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Principals1 Evaluation of Problems and Progress 
in Curriculum Development 

While principals in both the Arizona and Michigan groups have 

received assistance from their faculties and from directors and super

visors within the school system, relatively few have received help 

from an outside source in evaluating curriculum. All Arizona and 

Michigan principals headed schools which had been evaluated by the 

North Central Association of Colleges and Secondary Schools. 

All Egyptian principals had received assistance from the inspec

tors provided in their respective zone. The four model and experimental 

schools in the group were aided by the Administration of Projects and 

Technical Research and the College of Education. All students took final 

examinations developed by the Ministry of Education at the end of their 

study at the high school. These examinations were given to decide about 

the granting of the high school diploma. 

All American principals reported both problems and progress 

which were related to the development of curriculum and to their pro

fessional role. The Arizona and the Michigan groups tended to differ in 

the nature of the problems perceived but to be in agreement as to the 

nature of the progress which they felt had resulted, from their programs 

of curriculum development. 

Data upon which the following discussion was based has been pre

sented in Tables X-4, X-5, and X-6. 
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Table X-4. Problems Perceived by American Principals. 

' Percentage of 
Area of Problem T Group 

1 Arizona 1 Michigan 
pet. pet. 

Motivation of interest of teachers and 
community in curriculum development 67 13 

Overworked teachers who lacked time to 
devote to curriculum development 
activities 

20 80 

All other problems 13 7 

The most common problem cited by Arizona principals was 

related to that of motivating teachers and members of the community 

to accept changes in the curriculum. Three mentioned the lack of time 

or suggested that teachers were too overburdened by instructional duties 

to share in a program of curriculum development. 

Two Michigan principals considered motivation a problem but 

commonly expressed the feeling that the lack of time and the heavy 

responsibilities placed on teachers created the greatest problem in 

curriculum development. 

Five Egyptian principals reported no problems related to curric

ulum development. Of the remaining ten who perceived such problems, 

the following areas of difficulty were cited. 
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Table X-5. Problems Perceived by Egyptian Principals. 

Area of Problem ! 

pet. 

Lack of local choice or responsibility for 
curriculum development due to centralization 40 

Lack of physical facilities or funds to improve 
school-community activities 33 

Shortage of expert teachers 27 

Lack of variety in activities believed suitable 
for high school girls 7 

Shortage of educational publications 7 

Overemphasis on preparing students for 
university 7 

Six Egyptian principals perceived problems which resulted from 

centralization. They felt that high school principals should be given 

more responsibility for experimentation, evaluation, and development 

of curriculum. Five principals felt that the poverty of the environment 

and the limited physical facilities of their schools made their budgets 

for student activities and community service inadequate. The shortage 

of expert teachers was a problem perceived by four principals. One 

mention was made of each of the following problems: (1) tradition 

limited the type of activities in which it was considered suitable for high 

school girls to participate; (2) there was a shortage of educational publi

cations; and (3) an overemphasis was being placed upon the preparation 
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of students for advanced academic education rather than on providing 

a more general education. 

Nine Arizona principals considered that the greatest progress 

in their programs of curriculum development was directly related to 

the programs' success in planning for the individual needs of students 

who were academically talented. Nine principals referred to special 

programs of advanced placement, honors courses, seminars, or finan

cial aid to college-bound students. 

Table X-6. Progress Perceived by Principals. 

' Percentage of 
Area of Progress ' Group 

' Arizona ' Michigan 
pet. pet, 

Meeting needs of academically talented 60 40 

Meeting needs of slow-learning or socially 
deprived 20 20 

Improved vocational programs 20 33 

Improved methods in subject-matter 
presentation 20 20 

Experimentation with teaching machines 13 0 

Improved rapport and interest in 
curriculum 7 53 

Meeting individual/personal needs of all 0 87 students 
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Other indications of progress in curriculum development included: 

(1) programs designed for students with learning problems produced by 

low mentality or a poverty of environment; (2) vocational programs 

which included courses in cooking, baking, tool and die making, air 

conditioning, and the training of dental assistants, (3) improved methods 

of teaching in specific subject-matter areas; (4) the development of 

curriculum guides; (5) experimentation with the use of teaching machines; 

and (6) excellent rapport of faculty. 

The majority of the Michigan principals indicated that the prog

ress made in their programs of curriculum development lay primarily 

in the area of adaptation of curriculum to meet the needs of individual 

students. Less emphasis was placed upon the needs of any one type of 

pupil and reference was made to a greater variety of types of adaptation 

than was reported by Arizona principals. 

The following examples of progress in curriculum development 

were reported by Michigan principals: (1) success in grouping, enrich

ment programs, acceleration, advanced placement, and special classes 

designed to meet the needs of atypical students with unique learning 

problems; (2) a high level of interest and morals on the part of both 

teachers and students which both contributed to, and resulted from, the 

program of curriculum development. 

No Egyptian principal wished to comment on any progress done 

in his school. 
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Summary of the Chapter 

Five areas related to evaluation of curriculum were examined: 

(1) the use of group discussion; (2) the compilation and examination of 

records of pupil progress; (3) additional methods of evaluation used in 

Egyptian schools; (4) reporting and recording of pupil progress; and 

(5) the principals' perceptions of problems and progress related to 

curriculum development. 

Little difference was noted in the use which principals made of 

group discussions for the purpose of evaluating curriculum; all worked 

closely with both small departmental groups and with full-faculty groups. 

Michigan principals had access to far more outside assistance 

in conducting testing programs using standardized tests than did Ariz

ona principals. All Egyptian principals said their students had to take 

national examinations based on the content of courses designed by the 

Ministry of Education. 

All principals considered it a responsibility of the principal to 

meet with teachers to discuss desirable testing procedures and to 

explain and interpret the school's or nation's program. 

The follow-up practices in the Arizona group tended to be less 

systematic and comprehensive than those employed by Michigan and 

Egyptian principals. Both American groups tended to evaluate the 

success of their curriculum programs in terms of the performance of 
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students who graduated from their schools and went on to college and to 

require formal statements concerning the reasons given for students to 

drop out of school. Egyptian principals did not isolate these two areas 

of evaluation from their general follow-up studies on ex-students,. More 

Egyptian than Michigan or Arizona principals spoke of making follow-up 

studies on all students. 

Nearly half of the Arizona principals said they relied completely 

upon the results of tests as their only formal means of evaluating cur

riculum except for the examination of curriculum records which was 

done by all principals in the three groups. 

Six of the Michigan and Egyptian groups and three of the Arizona 

group sent questionnaires to all graduates. Five Egyptian principals 

invited graduates to return to their schools and honored them at special 

celebrations. This custom was not reported by American principals. 

Five Arizona principals reported no effort to gather information about 

graduates. 

Six additional methods of evaluation were either unique to the 

Egyptian group or were not mentioned by American principals. All Egyp

tian principals examined the scores made by their students on the national 

examinations and were aided in evaluating their schools' programs by 

the inspectors provided by the zone. Four schools received additional 

help from the Administration of Technical Research and the College of 

Education. Six of the principals evaluated the success of student activities 
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and school-community activities. Four of the group used: the opinions 

of parents; the opinions of students; and observable desirable changes 

in student behavior as methods of evaluating success. 

The great majority of report cards used by the American and 

Egyptian principals listed the courses for which a student was enrolled, 

reported his academic achievement in terms of either a letter or numer

ical grading scale, included an evaluation of the student's personal 

traits, a record of his attendance, and an interpretation of symbols 

used. The frequency with which such cards were issued varied among 

schools, but a record of such reports was- kept by all schools in the 

students'cumulative record. Some Egyptian schools held parent-student-

teacher conferences after each period of examination. The days in which 

these conferences were held were made into social events. 

The contents of the reports were the same in the three groups, 

but the frequency with which evaluations were made differed from school 

to school in America and were fixed to three a year in Egypt. The Egyp

tian model and experimental schools tended to strengthen school-com

munity relationships through the achievement conference days. 
» 

The three groups differed in the nature of the problems which 

they perceived in relationship to curriculum development. Arizona prin

cipals tended to consider the motivation of teachers and members of the 

community to accept change as their greatest problem in curriculum 
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development, while Michigan principals lamented the lack of time which 

overburdened teachers had to devote to curriculum work. 

Egyptian principals tended to perceive problems in terms of 

specific situations or causes: six reported problems related to the 

relative weakness of the role of the principal in curriculum development 

due to centralization of authority; five lamented the lack of facilities or 

funds to expand their student activity and community activity programs. 

One mention was made of: the shortage of educational publications; the 

overemphasis upon college-preparatory programs; and the effect of 

tradition upon the section of activities in which high school girls might 

participate. 

Both American groups considered their programs successful in 

meeting the needs of students but differed in the type of students to whom 

they referred. The majority of Arizona principals cited examples of 

programs designed to assist the academically talented student, while 
0 

principals in the Michigan group expressed a greater concern for the 

adaptation of curriculum, as a phase of curriculum development, to meet 

the needs of all students. Egyptian principals abstained from mentioning 

points of strength in their curriculum development. 



CHAPTER XI 

SUMMARY 

For several reasons the role of the high school principal in 

curriculum development has been chosen as a subject for this study. 

Three groups of principals from Arizona and Michigan in the United 

States and from Egypt, United Arab Republic, composed of fifteen prin

cipals each, have been selected to participate in this study. The study 

has attempted to achieve five purposes: (1) to determine the importance 

of the role of the high school principal in curriculum development; (2) to 

examine the philosophical foundations upon which this role has been 

established in Egypt and in the United States of America; (3) to examine 

practices related to curriculum development which have been implied 

by selected high school principals in both countries; (4) to examine the 

relative strengths and weaknesses in practicing the role of the high 

school principal in the area related to curriculum development in both 

nations; and (5) to explore some areas in which practices employed suc

cessfully by reputable American and Egyptian principals in developing 

curriculum could be introduced into the educational practices of all 

Egyptian and American principals. 

282 
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Statements of the problem, its purpose, and its importance 

have been stated in the first chapter; also, assumptions, hypotheses, 

limitations, and definitions of terms used have been made. It has been 

undertaken to test the following hypotheses: (1) some of the reputable 

high school principals of the United States and Egypt have demonstrated 

ability to innovate, adapt, and introduce techniques which have been 

practiced in fulfilling their role in curriculum development; (2) there 

have been differences between the practices in Egypt and the practices 

in the United States in the area of the role of the high school principal 

in curriculum development; and (3) information concerning more desir

able practices in this area may be offered to the American and Egyptian 

principals as suitable for introduction into their schools either by a 

process of direct adoption or adaptation. 

For the practical study, the standardized interview system with 

open-end questions was used. Why it was chosen, how the principals 

were selected, how the interview items were designed, and the methods 

of operating the interview in both English and Arabic languages were all 

cited in the first chapter. Sources and analyses of data and the organiza

tion of the dissertation were also treated in this chapter. The disserta

tion has involved eleven more chapters. One has been devoted to the 

review of related studies, another to the importance and the philosophi

cal foundations of curriculum development. Seven chapters have dealt 
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with seven different aspects of this role. The last two chapters have 

included this one, the summary, and the last chapter on conclusions 

and recommendations. 

Review of recent related research has been the subject of 

chapter two, in which eleven doctoral dissertations, finished between 

1955 and 1961, have been reviewed. The source of each study; its 

purpose; its subject, procedure, and major findings; and conclusions 

have been dealt with individually, then a comparison of these studies 

has been made, followed by a section which has explained the need for 

this study and another section which has shown its unique aspects. 

Chapter three has dealt at length with the importance and the 

philosophical foundation of the subject of this study indicating differ

ences, whenever in existence, between American and Egyptian philoso

phies. 

Starting with chapter four the findings of the practical study have 

been sorted into seven chapters. A summary of each chapter has been 

made which included the practices of the three groups and a comparison 

among them in each specific area. In the present summary the seven 

different areas of investigation have been presented as a unit for each of 

the three groups--Arizona, Michigan, and Egypt, respectively. 
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Arizona Practices 

In the area of professional qualifications it has been found that 

the Arizona group of principals had majored in their undergraduate 

studies mostly in social studies and science. Physical education and 

business education had been two other popular majors, and a foreign 

language and mathematics had also been among the areas of specializa

tion. All the principals have attained their master's degree. Educa

tional administration has been found to be the most common graduate 

major, and one principal has attained the degree of doctor of education. 

Upon an average the principals have had 10.6 years experience 

in their present positions, 3.1 years in other schools, and 13.7 total 

years of experience as principals. Ten of the fifteen Arizona principals 

had been assistant principals prior to the principalship and some had 

been deans or counselors. "While all the principals had had professional 

experience at the secondary level, six of them had had such experience 

at the elementary level. One principal had taught in college. Two prin

cipals had worked in positions outside the field of education while they 

had continued to hold their regular positions, and three principals had 

left the field of education for another type of employment for a period 

of time. 

In the area of planning curriculum eleven Arizona principals 

have defined curriculum in a broad term which included the total range 

of activities and learning experiences of students under school 
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supervision. Four principals have defined it as covering only subject-

matter areas. 

Curriculum development has been defined in terms of objectives 

by all principals either as improvement of all school-authorized exper

iences, or in terms of inclusion of a continuous process of study, change, 

and improvement, or as consideration of individual needs of the students 

and the community, or as constant self evaluation. 

All schools had a written statement of philosophy which included 

educational aims and objectives. Five principals have referred to the 

board of education, state department of education, or to the accrediting 

association as the source of these aims. ancLobjectives; three have 

placed the authority for the aims and objectives in the hands of an admin

istrative superior; and five have shared the development of them with 

their teachers. 

Eight Arizona principals have had written courses of study in all 

subject-matter areas; all have been developed at the local level. Five 

schools had developed their courses of study within departments and 

then had developed them in either committees of selected teachers or in 

workshops. 

Eight Arizona principals have favored and have practiced the 

policy of selecting a special area of the curriculum for emphasis. This 

had been done at a departmental level, usually in the area of improvement 

of oral and written language. 
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In dealing with problems created by students who had been 

unable to make an adequate adjustment to the school environment, 

thirteen principals had referred the initial investigation of the factors 

related to the student's problem to personnel who had been especially 

trained to study such matters. Case conferences had been held at the 

recommendation of the counseling personnel in which the principals 

and the student's teachers had shared planning for methods of helping 

the student make a better adjustment. 

In planning for articulation three principals have participated at 

a system-wide level, six have had guidance services planned with the 

junior high schools, and three have had their teachers plan with the 

junior high school teachers for articulation. 

In the area of professional leadership, it has been found that the 

group of Arizona schools had an average enrollment of 2, 098 students, 

a median of 1,624, with the ratio of assistant principals to students of 

1:1,256. The ideal ratio has been perceived as 1:500-800. Eleven prin

cipals have felt that the average principal was overwhelmed with admin

istrative responsibility, and ten have felt personally overburdened. All 

the principals have worked long hours before and after the regular school 

day to avoid handling administrative detail at a time when it would inter

fere with supervisory responsibilities. Ten principals have not followed 

a strict schedule, but have tried to devote as much time as possible to 
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nonadministrative duties, and either to delegate or to share adminis

trative responsibility with their assistant principals. 

The Arizona principals have averaged membership in 4.0 pro

fessional organizations. Each principal, on an average, regularly read 

3.54 professional journals. Eighteen different journals have been men

tioned by this group of principals. Among them The Bulletin of the 

National Association of Secondary School Principals has been read reg

ularly by the vast majority. Five among the Arizona group had been in 

foreign countries during tours of military duty. Three had visited 

Mexico and one had traveled to Europe, but only two principals had 

visited schools outside the United States. 

Twelve principals have conducted some type of orientation pro

gram for teachers, either one or a series of meetings have been held 

prior to the beginning of school or during the early part of the school 

year. Teachers have been assigned to assist new teachers to become 

acclimated to their school. Ten principals have made a practice of 

assigning each new teacher to one who had been in the school before and 

who would act as a special friend or "big brother or sister" to the new 

teacher. Seven principals have gone regularly to each new teacher early 

in the first few weeks of school to offer personal encouragement and 

professional assistance. Six principals have made extensive use of hand

books, guides, and other printed materials in providing their new and 

experienced teachers with information about the policies and practices 



289 

of the school. All the principals have agreed that teachers should feel 

free to come to them at any time to discuss complaints and problems 

related to the instructional program. 

Supervisors, specialists in some area of subject-matter, were 

helpful to all schools. Most of them made a practice of coming to the 

schools without specific invitations. 

Ten principals have perceived the school board or the board of 

education as performing in a strictly legislative or policy-making 

capacity. 

All the principals have encouraged teachers to continue with 

their formal education and new teachers, particularly, have been 

encouraged to observe master teachers within their own departments. 

Seven principals, at some time, had released a teacher to visit another 

school; another seven had no policy established to permit this practice. 

The majority of the principals have held one regular faculty 

meeting per month during the school day, and have held interdepart

mental meetings. They have offered personal and professional leader

ship in the planning for slow and rapid learners. 

In the area of directing curriculum nine of the principals have 

emphasized promotive actions for motivation by showing interest in the 

teachers' work and by providing information upon request. The other 

principals have favored the practice of initiative motivation. 
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The majority has favored the theory of making, storing, dis

playing, and distributing curriculum materials and equipment in a 

single, centrally located, curriculum laboratory. In actual practice 

thirteen principals have used alternative measures, such as depart

mental workshop or laboratory. 

Exhibit^ arid displays of students' work have been made and 

have been considered important by all the principals. These exhibits 

have been either at a departmental, school, or district level. Students 

interested in science have been encouraged, and the use of science 

clubs and public recognition have been methods of motivating these 

students. Acceleration and enriched classes have also been used. 

Gifted students have been offered extended and eiriched science and 

mathematics programs. 

Graduation requirements have been partially determined by the 

State Department of Education. The elective system has oeen used 

which has permitted students to choose a certain number of courses. 

The local school could change or modify the actual content of required 

courses.. Schools have granted one type of diploma, but they have been 

free to give more than one, as some schools have done. At a local level 

a school could decide to change the requirements for graduation to per

mit students completing a program designed for the mentally retarded 

to graduate with a special diploma. 
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Teachers have been given release time on.specific occasions, 

either by hiring a substitute or by sending students away for a part of 

a day or longer, to enable them to devote this time to another activity. 

Curriculum committees composed of teachers have been used at both 

local and system-wide levels. The practice in most of the schools has 

been to appoint representatives to the system-wide committees. Study 

groups have been organized and have been oriented mostly around 

subject-matter of a department. Professional literature has been facil

itated for the teacher's use, and teachers and departments have recom

mended for purchase books and periodicals of interest to them. Pro

fessional libraries have been in accessible locations and sufficient 

budgets have been provided for adequate selection of materials. The 

principals have either supervised or produced materials for distribution 

among teachers. All principals have used service bulletins which have 

included information concerning curriculum, as well as teachers' hand

books. 

The guidance program has secured close personal relationships 

between students and counselors and has provided individual personal 

counseling. Tests and educational and professional information have 

been provided and have been stressed by most of the schools. 

In the area of supervising instruction, all the principals have felt 

obligated to keep themselves relatively well informed about recent trends 

in curriculum development and with new materials and aids. A part of 
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each summer has been set aside for systematic study of this kind. Most 

of the principals have emphasized the use of specific instructional 

methods or materials, such as audio-visual aids, diversified reading 

materials, and library facilities. They all have felt that it has been 

necessary to route personally all incoming information about curricu

lum materials, methods, trends, or policies to their teachers, or to 

delegate this responsibility. Such information has been mostly placed 

in the teacher's or department's school mail box. Departmental cooper

ation has been encouraged, and committees composed of teachers have 

been made to recommend the adoption of text books or the purchase of 

materials and equipment. The autonomy of the individual teacher within 

the classroom has been respected and never subordinated to supervisory, 

administrative, or legislative control in either the selection of the 

methods or the materials to be used to fulfill the objectives of the 

instructional program. Many principals have felt that their teachers 

could profit from formal demonstration. Few have used such a device. 

Relatively little departure from traditional subject-matter centered 

type of instructional programs has been used. 

In the area of public relations, the principals have considered 

one of their responsibilities has been to provide leadership in conducting 

public relations programs which would make school curriculum intellig

ible to the community. Personal relationships between school staff and 

members of the community have been considered essential by all the 
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principals. Open house, teacher receptions, exhibits, student perform

ances, and similar occasions have been used to attract parents' atten

tion to the school. Students' participation in community activities, the 

school newspaper, slides, and films have been a means of informing 

and influencing public opinion about school activities. Adult education 

programs have been a public service which has strengthened school-

community relationships. The principals also have shared in city-wide, 

and school system programs for public relations. Lay committees and 

services of civic groups have been helpful to the schools. Individuals 

and groups of laymen have been used as resource people, and speakers 

have been presented to the school. Parent-teacher organizations, and 

joint committees of school and community members have been used to 

study many school problems. Occasionally conferences of school and 

community have been held. 

In the area of evaluation, all principals have used group discus

sion ; as a means of evaluating curriculum, either with small depart

mental groups or with full-faculty groups. Some principals have used 

outside assistance in conducting testing programs using standardized 

tests. All principals liave met with teachers to discuss desirable testing 

procedures and to explain and interpret the school program. Follow-up 

studies have been made unsystematically, and the performance in college 

of the school graduates has been considered a means of evaluating the 

school program. Formal statements of the reasons for drop-out from 
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school have been required. Examination of curriculum records has 

been made by all the principals, but nearly half of them said they have 

relied upon the results of tests as their only formal means of evaluat

ing curriculum. 

The report cards used by the schools listed the courses for 

which the student was enrolled and reported his academic achievement, 

in terms of a letter or a numerical grading scale. They also included 

an evaluation of the student's personal traits, a record of his attend

ance, and an interpretation of symbols used. A record of such reports 

had been kept in the student's cumulative record. 

The motivation of teachers and members of the community to 

accept change has been considered by the principals to be their greatest 

problem in curriculum development. The methods used for meeting the 

needs of their students have been considered their great achievement. 

Examples have been cited of programs designed tp assist the academi

cally talented students. 

Michigan Practices 

In the area of professional qualifications it has been found that 

social studies had ranked first among the undergraduate majors of 

Michigan principals participating in this study. Science had been second 

and physical education had been third. Two Michigan principals had had 

their undergraduate majors in professional studies outside the field of 
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education. Educational administration had been the field in which the 

majority of the principals had majored in their graduate studies. All 

had attained their master's degree. 

Michigan principals had had, upon an average, 11 years of 

experience in their present position, 5.5 years as principals in other 

schools, and 16.5 total years of experience in the position of principal. 

Only three principals had served as assistant principals, but some of 

them had been deans or counselors. The professional experience that 

the principals had was at the secondary level. Three principals, how

ever, had had additional professional experience at the elementary level 

and it was reported that one principal had taught in college. Seven 

Michigan principals had never been employed outside the field of educa

tion since they had graduated from college. Six had worked in another 

position while continuing to hold their full-time positions in education, 

and two principals had left the field temporarily for another type of 

employment. 

In the area of planning curriculum, eight Michigan principals 

have defined curriculum in a manner which included the total learning 

experiences and activities of students under the supervision of the school, 

and seven have considered it to be restricted to subject-matter. Curric

ulum development has been defined by ten of the principals to include a 

continuous process of study, change, and improvement. Considering 
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the needs of the students and the community has been stressed by some 

of the principals. 

All the principals have had a written statement of philosophy 

which in ten schools had been a shared project of the teachers and the 

principal. It included all the educational objectives and aims of the 

school. As a basis for the establishment of curriculum only one prin

cipal has considered executive and legislative authority, while all the 

principals have considered the basis to be the needs of the students and 

community. 

The schools have made their own written courses of study; two 

principals said that all subject-matter areas in their school have had 

these written courses of study, ten developed them within departments, 

and three have used selected groups of teachers for this purpose. Pres

sure groups were not considered a threat by any principal. 

One principal indicated that students have participated in plan

ning the content of the curriculum, while all principals have emphasized 

the active participation of students in planning for nonacademic, co-cur-

ricular activities. Eight principals have favored and have practiced the 

selection of one special area of the curriculum for emphasis, usually at 

the departmental level. The improvement of oral and written language 

has been one of the most common emphases of all schools. 

Students who had been unable to make an adequate adjustment to 

the school environment were referred by fourteen Michigan principals to 
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trained personnel who made the initial investigation of the factors 

related to the student's problem. Following this, case conferences 

were held at the recommendation of the counseling personnel. Methods 

of helping the student to make a better adjustment were planned in these 

conferences by the principal and the student's teachers. Nine principals 

have participated in planning for articulation at a system-wide level 

and five principals used faculty committees, while four had had access 

to special consultants and coordinators to help them improve articula

tion. 

In the area of professional leadership it has been found that 

enrollment of students averaged 1, 893 in Michigan schools while the 

median was 2, 000. It was also found that the ratio of assistant princi

pals to students was 1:947, while the principals have considered the 

ideal ratio to be 1:500-800. 

The average American principal was considered by ten Michigan 

principals to be overwhelmed by administrative responsibility, but none 

of the fifteen principals had felt personally overburdened. They have 

avoided handling details of administration at a time when supervisory 

responsibilities needed to be done by working long hours before and 

after the school day. Ten of them, however, did not adhere to a strict 

schedule, but either have delegated or shared administrative responsi

bility with their assistant principals and have tried to devote enough 

time to nonadministrative duties. The assistant principal has been given 



298 

specific responsibilities for the entire school which has involved 

attendance, curriculum development, and supervision of teachers. 

Assistance from colleges and universities has been given to the Michi

gan schools, as well as from the state department of education. Some 

principals also mentioned that they have received some assistance 

from the office of the superintendent of the school district and from 

supervisors and consultants. 

In an attempt to examine the self improvement of principals, it 

has been found that Michigan principals averaged membership in 4.1 

professional organizations. Nineteen separate professional journals 

were mentioned, and an average of 3.60 journals were read regularly 

by the principals. One Michigan principal had studied the Canadian 

educational practices, one had been abroad during his tour of military 

duty, and twelve more principals had traveled in Canada, but had no 

chance to study its educational system. 

In helping new teachers, the principals have provided orientation 

meetings, have used "big brother and sister", have used printed mater

ial, and have made informal calls or have sent a personal letter to a 

newly hired teacher. Teachers have been encouraged to present and 

discuss with the principal at any time problems related to the instruc

tional program. Only one principal has reported visiting each teacher 

at least once a year, and the others have made more frequent visitations 

especially to new teachers. Seven principals have held planned 
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conferences following each visit. Some specialists in some areas of 

subject-matter have been employed to serve in an advisory capacity 

within the school district. All the schools have had this kind of service 

and in most cases the supervisors have come to the school upon invita

tion. 

The boards of education have been perceived by ten principals to 

perform in a policy-making or strictly legislative capacity. Michigan 

principals have had some kind of direct contact with their school boards 

and have perceived these boards to share in the actual planning of cur

riculum. 

The principals have encouraged teachers to continue with their 

formal education and have encouraged new teachers to observe expert 

teachers within their own departments. The majority of the Michigan 

principals has allowed each teacher one day for inter-visitation each 

year. 

Faculty meetings have been held once a month regularly during 

the school day. Five principals also have had interdepartmental meetings 

and seven have preferred to use curriculum committees to study prob

lems investigated in other schools by interdepartmental meetings. 

Although the majority of the principals have encouraged interdepartmental 

planning, the problem of slow and rapid learners has been given consid

eration by most of the principals who have offered their personal and 
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professional leadership and have held special conferences to 

study it. 

In the area of directing curriculum, Michigan principals have 

tended to use initiative actions for motivation by establishing work

shops, by encouraging the participation of teachers in curriculum com

mittee work, or by using some similar approach whereby the envolve-

ment of teachers in activities created and sustained their interest. 

Thirteen principals have favored in theory, but not in practice, making 

curriculum laboratories. Departmental workshops or school libraries 

were among the alternative methods in use. Students' work and per

formance in public of their talents and accomplishments have been dis

played by all principals in forms of exhibits, programs, and displays 

either at a departmental, school, or district level. Science clubs, 

provisions of accelerated or enriched classes, and public recognition 

have been methods all principals have used for motivating and encour

aging students with special interests in science. Science and mathe

matics programs have been extended or enriched for gifted students. 

An elective system has been used which permitted students to 

choose a certain number of courses. Some requirements for graduation 

from high school have been determined by the state department of educa

tion, but the actual content of the required courses could be changed or 

modified by the school. One diploma was given upon graduation, but 
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some schools have practiced giving a special diploma for the mentally 

retarded who have completed a program designed for them. 

The principals have considered release time for teachers to 

enable them to do activities other than the regular instructional duties, 

but this has not been done regularly. Michigan principals have exten

sively used curriculum committees composed of teachers at both sys

tem-wide and individual school levels. Study groups have been organ

ized to study the total program in the majority of the schools. Teachers 

have had their professional library to which they might recommend 

books and periodicals for purchase. Adequate budgets have been avail

able. The majority of the materials has been purchased for the libraries 

from private publishers. The principals have considered it their, 

responsibility to inform all teachers about curriculum development and 

the policy and practices of the school. They also have felt responsible 

for supervising the writing and producing of almost all of the materials 

distributed to teachers. Teachers' handbooks have been developed and 

service bulletins have been used which included information concerning 

curriculum. All principals have used news releases, school newspapers, 

and direct communication with parent groups. 

Close personal relationships between students and counselors and 

individual personal counseling have been secured through sound guidance 

programs. Ten Michigan principals have agreed that testing services 
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were desirable and have used them extensively in educational and occu

pational counseling. 

In the area of supervising instruction, Michigan principals have 

familiarized themselves with rewards and materials and with recent 

trends in curriculum development. They have expressed a desire to 

devote some of their time throughout the year to study of these new 

trends and have considered it necessary. They have set aside, however, 

a part of their summer for systematic study of this. Michigan princi

pals have encouraged experimentation with a variety of methods and 

materials and have not emphasized the use of any specific instructional 

one. Information about curriculum materials, methods, trends, and 

policies have been rotated to all teachers either by the principal himself 

or by one to whom this responsibility has been delegated. Usually, such 

information has been placed in the teachers' or departments' mail boxes. 

Cooperation of different departments has been secured, and teachers' 

committees have been authorized to study and to recommend the adop

tion of texts and the purchase of equipment and material. Teachers have 

judged for themselves the methods and materials to use in fulfilling the 

objectives of the instructional program. Formal demonstrations have 

not been used in most of the schools. Few principals have felt that their 

teachers could profit from them in improving the quality of their instruc

tion. The principals have perceived that little departure from the 
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traditional type of instruction centered around subject-matter has 

been used. 

In the area of public relations, varied methods in sustaining 

good school-community public relations have been used; exhibitions, 

interesting programs, services, school activities, open houses, college 

career nights, and group meetings of counselors and parents have been 

practiced by all the principals. Teachers and students have also made 

desirable impressions upon citizens in the community in other ways. 

The principals have considered that sharing activities and personal 

relationships have been essential to maintain mutual understanding 

between the school and the community. Adult education programs have 

been offered in fourteen schools. Slides, films, and other visual aids 

have been used. The principals have also spent effort to attract the 

community members to provide services to schools. All organized 

groups have become interested in the school program. Some service 

organizations have had educational committees of their own which have 

served the schools. Resource people have been used; speakers have been 

provided for the benefit of the students. There have been joint services 

of the school and the community to help the students. School-citizen 

committees have been used in an advisory capacity to study many prob

lems. Lay groups working with the school have been valuable as inter

preters of school curriculum throughout the community. Regular confer

ences, as well as conferences limited to special groups in the community, 
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have been held. Principals have encouraged groups within the com

munity to organize lay councils. 

In the area of evaluation, all Michigan principals have used 

group discussions as a means of evaluating curriculum, and they have 

had a great deal of outside assistance in conducting testing programs 

using standardized tests. All principals have met with their teachers 

to discuss procedures of desirable testing and to explain the school 

program. Follow-up studies of the school graduates have been done 

systematically. The degree of the success of the school graduates in 

their performance in colleges has been considered a measure of the 

success of the school program. Students who dropped out of school 

have been required to give statements concerning the reasons for their 

action. Six principals have sent questionnaires to all their graduates. 

Student report cards which have been commonly used by the 

principals have included the academic achievement of the student in all 

courses for which he had been enrolled, an evaluation of his personal 

traits, a record of his attendance, and an interpretation of symbols 

used, whether letters or numerical grading scales. In all schools a 

record of such reports has been kept in the student's cumulative record. 

The frequency with which report cards have been issued varied from 

once every five weeks to once every ten weeks. 

Michigan principals have considered the shortage of teacher's 

time to be their most serious problem because it has prevented teachers 
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from participation in curriculum development. They also have consid

ered their greatest achievement to be adaptation of curriculum to meet 

the needs of all students. 

Egyptian Practices 

In the area of professional qualifications, it has been found that 

Egyptian principals had majored in their undergraduate studies in social 

studies more than any other area and science had been the second. 

Some principals had majored in English, a foreign language to them, 

and some in mathematics. Geography as a subject, and history, had 

been undergraduate majors of some principals. None of the Egyptian 

group has reported having a graduate degree or taking graduate courses. 

The average number of years the Egyptian principals have spent 

in their present position has been 3.1; principalship of other secondary 

schools had been 7.2 years; and in the total years of experience in the 

position of principal it has been 10.3. All the principals had been assist

ant principals prior to being principals. While all the principals have 

had experience at the secondary level, seven of them have also had pro

fessional experience at the elementary level. Three principals had 

taught in institutes for teacher preparation. Since the time of graduation 

from college, all the principals except two have stayed within the field 

of education; however, two had worked part-time outside the field. 



306 

In the area of planning curriculum, seven Egyptian principals 

have defined curriculum in its broadest sense, which includes all 

experiences students have under the supervision of the school. The 

other eight principals have considered curriculum to be restricted to 

subject-matter areas. In terms of objectives the majority of the prin

cipals have stated that curriculum development should be in harmony 

with the needs of the society, the nation, and the world. Others have 

stated that it should include continuous process of study, change, and 

improvement. All Egyptian principals have referred the planning of 

curriculum to their Ministry of Education. 

Seven principals mentioned that they have had a written state

ment of philosophy which includes a general part developed by the 

Ministry of Education for all schools, and a special part developed by 

the school for itself. 

The basis upon which curriculum was established has been con

sidered by all the principals to be what the executive authority has 

considered appropriate, but they have recognized that these authorities 

have decided upon these bases in terms of the needs of students and of 

societies. All principals also have referred to the Ministry of Education 

as the source of the development of the course of study and have decided 

that they do not have pressure groups. 

Only one principal has indicated participation of students in plan

ning the content of activities in the classroom, but all other principals 



307 

have emphasized the students' participation in planning for nonacademic 

activities, of which music, newswriting, dramatics, and physical edu

cation have been considered a part. 

Ten principals have favored and have practiced selection of a 

special area of curriculum for special emphasis by all teachers either 

at a departmental level or in the school at large. 

All principals have referred students with difficulties of adjust

ment to the specially trained personnel for initial investigation. Case 

conferences have been held with the student's teachers, the social 

worker, the class advisor, and the principal in order to plan for methods 

to help the student make better adjustments. All the principals have 

perceived that articulation among subjects and among grades has been 

observed in the Ministry of Education while making the curriculum. 

In the area of professional leadership, the average enrollment 

was 819 and the median was 736. The ratio of assistant principals to 

students enrolled was 1:512, while the ideal ratio was approximately 

1:320-640. No principal has felt that he or any other principal has been 

overwhelmed with administrative responsibility. They have stated that 

they have worked before and after the school day on administrative 

methods and have devoted most of the school time for supervisory 

responsibilities. Their time has not been strictly scheduled. 

The Egyptian assistant principal usually has been in charge of a 

building or a floor in which he has performed all the responsibilities of 
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a principal. Other assistance has- been given to the principal by the 

educational zone and, in some cases, by the College of Education or 

by the Administration of Projects and Technical Research. 

There have been a limited number of professional journals that 

the principals have regularly read and organizations to which the prin

cipals have belonged. Nine principals had traveled outside the country 

and had studied the educational practices of other nations. 

The principals have spoken of close supportive-supervisory 

relationship with new teachers as a means of helping them. Many per

sonal visits and private conferences were held by the principals with 

each individual new teacher. The principals have agreed that teachers 

should feel free to come to them with their problems whenever the need 

arises. Suggestions, complaints, and criticism dealing with subject-

matter have been referred to the Ministry of Education, and all other 

problems have been handled within the school. The principals have often 

visited classes. Class visitations have also been made by inspectors 

from the educational zone who have come to the schools according to 

their schedule, and very rarely upon invitation, and whose chief function 

has been evaluation of teachers and subject-matter. Boards of education 

have not been in existence in Egypt, but the principals have considered 

the educational zone to be comparable in function. 

In-service training of teachers has been organized at government 

expense by the Administration of Training. Teachers, in general, and 
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the new ones in particular, have been encouraged by the principals to 

attend classes of expert teachers. Four principals have followed the 

practice of releasing teachers to visit other schools for a specific 

purpose, although there has been no policy established in this area 

among the other schools concerning interdepartmental visitation. 

Faculty meetings have been held once a month in all schools, 

and interdepartmental meetings have been held in nine schools. In 

three others department heads have had the responsibility for planning 

interdepartmental affairs. Special meetings have been held under the 

principal's supervision to study and plan for slow and rapid learners. 

In the area of directing curriculum, Egyptian principals have 

considered interpersonal relationships helpful in creating an emotional 

environment to encourage personal identification of teachers in the 

success of the program. All the principals mentioned that the several 

sections for teaching aids and materials in each department have been 

open and available for the use of all teachers and that they have been 

sufficient in place of a curriculum laboratory. Exhibits and displays of 

students' work have been made at a departmental, school, zone, or even 

national level. Students interested in science have been provided with 

personal attention and enrichment programs on an individual and group 

basis. One school has been designed for academically gifted students. 

In some schools experiments have been made in the addition of courses; 
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in some others there have been experiments in new methods and new 

approaches. 

The Ministry of Education has determined one policy for all 

schools. Course content might be enriched but not changed. All 

courses have been required and all students have had to fulfill the 

same requirements to receive the same diploma. 

Release time has been used in Egypt in terms of reduction of a 

teacher's regular teaching load throughout the school year. Each 

teacher and each department has been required to submit reports to 

the Ministry of Education involving their evaluation of curriculum and 

offering suggestions for its improvement. Departmental meetings which 

have been in weekly session have taken the place of committees and 

study groups. 

School libraries have been supplied with all needed professional 

books for teacher use, the majority of which has been obtained without 

cost to the school from the Ministry of Education. Teachers, however, 

have been permitted to recommend purchases of books or periodicals 

when needed and not provided by the Ministry of Education. Some schools 

have reported that they have special professional libraries for each 

department. The principals have had the responsibility of providing 

teachers with information connected with the policy, practices, and all 

aspects of curriculum development. They have received a variety of 
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already prepared materials from the Ministry of Education which they 

have announced and discussed with the groups. Minutes of faculty 

meetings have been available for teachers to read. The Ministry bulle

tins have been posted or distributed. Service bulletins have also been 

in use by approximately half of the principals. 

Egyptian schools have been cultural and educational centers for 

their communities. Direct communication, general bulletins or 

announcements, and school magazines have all been a median of com

munication in interpreting school programs. Testing has not been prac

ticed in Egyptian schools with the exception of the achievement examin

ations. All the principals have expressed their dissatisfaction with the 

lack of staff and facilities necessary to provide a sound guidance service 

or program. 

In the area of supervising instruction, all the principals have 

felt, in order to stimulate teachers, they must be informed about new 

trends, materials, and aids for curriculum development. They have 

spent a part of each summer studying these new developments and have 

not been satisfied with the amount of time available for it. The princi

pals have used in their schools all available instructional methods and 

materials, but some of them have emphasized specific aids, such as 

library facilities, diversified reading materials, and audio-visual aids. 

The Egyptian principals have preferred personal, individual contacts 
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with teachers or with groups of teachers to inform them about curric

ulum materials and instructional aids. 

Some principals have stated that teaching methods and materials 

have been selected either in departmental meetings or in accordance 

with the inspector's instructions. Most of the materials have been pro

vided by the Ministry of Education. 

In some of the schools individual teachers have been free to 

choose their own methods and have been given supervision upon request. 

All principals have been concerned with providing the best possible 

selection of equipment and material for use in their schools. They have 

felt that their teachers could profit from formal demonstrations, but 

few of them actually have provided such a service. Some schools have 

been restricted to the subject-matter centered type of instruction; others 

have departed from it in some ways. 

In the area of public relations Egyptian principals have opened 

their schools to the public as centers of activity--religious, cultural, 

ard social. Libraries; lectures; health services; films; exhibitions; 

demonstrations; displays; classes in manual arts, typing, sewing, and 

public health; and school shops have all been used for the benefit of the 

community. Students have visited hospitals, have worked on service 

projects, and have provided instructions and entertainments. Adult edu

cation, with no academic credit or regularly scheduled classes, has been 

provided. 
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Resource people from the community have been utilized. The 

hot lunch program has been supervised, and health and welfare services 

have been provided by some members of the community. 

The community and the school have jointly planned and developed 

student activities. Conferences and meetings composed of school and 

community members have been used as means of interpreting the school 

program. 

In the area of evaluation, all principals have worked closely with 

individual departments, with the faculty as a whole, and have used group 

discussions for the purpose of evaluating curriculum. The national 

examinations have been an important means of evaluation of schools. In 

special meetings instructions have been given which have been concerned 

with making, grading, and operating the examinations within the school. 

The principals have claimed that they have made follow-up 

studies systematically and have considered the success of their graduates 

in colleges a success of their schools. They have not isolated drop-out 

from follow-up studies. Six principals have sent questionnaires to all 

graduates and five have invited graduates to attend and have honored them 

at special celebrations. All the principals have examined the scores 

made by their students on the national examinations, and the school pro

grams have been evaluated by inspectors. Additional help has been given 

to four schools by the Administration of Projects and Technical Research 

and by the College of Education. Six principals have considered the success 
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of student activities and the school-community activities as a means of 

evaluating their programs. Four more principals have used opinions 

of parents and of students and desirable changes in student behavior as 

methods to evaluate school success. 

The Egyptian principals have used student report cards which 

have contained lists of courses for which a student was enrolled, and 

which have reported his academic achievement either in letters or in a 

numerical grading scale. They have also included evaluation of the 

personal traits of the student, interpretation of symbols used, and a 

record of the student's attendance. These report cards have been issued 

three times per year and have been kept in the student's cumulative 

record. After each period of examination, parent-student-teacher con

ferences have been held and social events have been made out of these 

days. 

The problems facing Egyptian principals have been connected 

with the relative weaknesses of the role of the principal in curriculum 

development, to the lack of facilities to expand the student activity and 

the community activity programs, the shortage of educational publica

tions, the overemphasis upon college preparatory programs, and the 

effect of tradition upon the section of activities in which high school 

girls, in some areas of the country, may participate. All the principals 

have preferred not to talk of points of success in their programs. 



CHAPTER Xn 

CONCLUSIONS AND RECOMMENDATIONS 

For the purpose of organization of this chapter, conclusions 

were made, followed by recommendations. Each conclusion was drawn 

from two bases, specific and general. The specific basis was stated 

before each conclusion; the general basis was that the principals con

sidered each individual practice to contribute to their success. Any 

generalization of the conclusions, however, was not meant to go beyond 

the frame of this study. The recommendations were made in general 

form in a separate section, and whenever needed, they were directed 

toward the group concerned. 

Conclusions 

1. Since one of the hypotheses was that the reputable principals 

in the United States and Egypt have demonstrated ability to innovate, 

adopt, and introduce techniques which are practiced in fulfilling their 

role in curriculum development, and since the study brought into light 

rich varieties of these practices in all areas of curriculum development, 

it was concluded that this hypothesis has been proved to be right. 

2. Another hypothesis was that differences exist between the 

practices of the American and Egyptian principals in fulfilling their role 

315 
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in curriculum development, and since it was found that some differences 

have been in existence among the principals interviewed in both countries, 

it was concluded that the hypothesis was right. 

3. The third hypothesis was that information taken from the 

practices of the reputable high school principals may be offered to 

other principals in the two nations, and since much information could 

be offered, it was concluded that this hypothesis was right. 

4. Since the principals of the three selected groups had majored 

in a variety of undergraduate fields of specialization, it was concluded 

that no undergraduate field of specialization was necessarily essential 

for the principal's success. 

5. Since the North Central Association requires the principal to 

have a master's degree with at least twenty semester hours of graduate 

work, and since all the American principals have emphasized the impor

tance of this requirement for the success of every principal, it was con

cluded that the success of the principals is due, in part, to the study of 

different graduate courses in education. 

6. Since all American and Egyptian principals had had teaching 

experience before becoming principals and have considered it a prereq

uisite of principalship, it was concluded that teaching experience partici

pates in the principal's success. 

7. Since curriculum was defined in a broad term by some 

principals and was restricted to subject-matter by others, and since 
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both kinds of principals were successful in subject-matter, as well as 

in other activities, it was concluded that no matter how curriculum was 

defined, the cocurricular or extracurricular activities had come to the 

focus of the principal's attention, and their educational values were con

sidered no less important than those of subject-matter. 

8. Since curriculum development was considered to involve all 

school activities, it was concluded that the principals were not rigid in 

the offerings of their schools, and that they worked to meet changing 

needs of students and communities. 

9. Since all the principals reported having a written statement 

of philosophy and objectives, whether originated in the school, as the 

case in the United States, or in the Ministry cf Education in Egypt, for 

the school staff to direct effort, to achieve them, and for the community 

to judge the school achievement, it was concluded that a written state

ment of philosophy and objectives is a helpful means of operating the 

school. 

10. Since courses of study were used in all schools, in some or 

all areas of subject-matter, it was concluded that they are considered 

by the principals to be helpful to teachers and the teaching process. 

11. Since there was inconsistency of selecting a special area of 

emphasis, such as reading or note-taking, on a departmental or school-

wide basis, it was concluded that this particular practice is not essential 

to the excellency of the school program. 
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12. Since all the principals referred students with adjustment 

problems to especially trained personnel for initial investigation, then 

participated in conferences with the student's teachers and counselors 

in making plans to help the student, it was concluded that participation 

of the teacher in planning for the unadjusted student is a good practice 

for the schools success. 

13. Since articulation among school subjects and between the 

high school and those preceding or following it were observed by all 

the principals, directly in the United States and indirectly in Egypt 

through the Ministry of Education, it was concluded that articulation 

contributes to the success of the student's learning experiences. 

14. Since the principals worked in schools of different sizes 

and were assisted by sufficient numbers of assistant principals who re

lieved the principal of some of his responsibilities, it was concluded 

that a part of the principal's success is the result of delegating some of 

his authority to assistant principals. 

15. Since the principals who delegated authority to their assist

ants had more time for supervision and did not feel overburdened with 

administrative detail, it was concluded that the principal gives better and 

more supervision when administrative routine is delegated to others. 

16. Since all principals worked long hours before and after the 

school day to avoid any work that would interfere with their supervisory 

responsibilities, it was concluded that priority is given to supervising 

instruction and a large part of the school time is given to it. 
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17. Since the principals did not restrict their work to a tight 

classified time schedule to be followed every day, it was concluded 

that flexibility in handling the school affairs was of help in the princi

pals' success. 

18. Since all the American principals were members of the 

national and local professional organizations, and read regularly differ

ent professional magazines, and since the Egyptian principals were 

members in the available organizations and read the available profes

sional magazines, it was concluded that some part of the principal's 

success is due to informing himself and being affiliated with the pro

fessional groups. 

19. Since the principals who had visited foreign countries and 

had studied their educational systems considered this beneficial to them 

as principals, and since those who did not have similar opportunities 

expressed their feeling that they lacked this experience and wished that 

they had had the chance, it was concluded that visiting foreign countries 

and studying other educational systems was considered to contribute to 

the principal's success. 

20. Since the principals conducted some type of orientation 

programs for their new teachers, it was concluded that orienting new 

teachers to the school adds to the principal's success as a professional 

leader. 
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21. Since the principals gave new teachers much personal 

attention and supervision, developed handbooks, guides, and other 

materials and assigned "big brothers or sisters" to them, it was con

cluded that the successful professional leader spends much effort in 

helping new teachers in order to secure maximum performance in the 

school. 

22. Since all principals rejected the idea of "a teacher's day" 

and opened their doors for teachers to discuss with them their prob

lems at any time, it was concluded that it is a successful procedure to 

encourage teachers to ask for assistance whenever needed. 

23. Since supervisors and consultants were invited by the prin

cipals to help solve some school problems, it was concluded that a 

successful principal does not hesitate to ask for help from specialists 

whenever he feels the need. 

24. Since the American principals considered boards of educa

tion as policy-making authorities, it was concluded that the successful 

principal works in harmony with the policy of the board of education. 

25. Since the principals encouraged their teachers to continue 

with their formal education, to observe each other's classes, and to 

visit other schools, it was concluded that the successful principal as a 

professional leader innovates methods to keep his staff well informed 

and up-to-date. 
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26. Since the principals held regular faculty and departmental 

meetings to discuss school problems, it was concluded that a democratic 

leader shares with his faculty the planning and solving of school prob

lems. 

27. Since the principals held special meetings with teachers to 

discuss and plan for slow and rapid learners, it was concluded that the 

principal as a good professional leader considers the needs of students 

of different abilities. 

28. Since all principals showed interest in the work of the 

teachers, motivated their teachers, and provided them with needed 

information, it was concluded that the successful principal, in directing 

curriculum in his school, motivates his teachers, encourages their 

creativity, and gives them needed help. 

29. Since the principals have favored, in theory, the idea of a 

"curriculum laboratory" for the school, and since they, in practice, 

either have a curriculum laboratory or a substitute for it, it was con

cluded that the successful principal makes instructional aids and facilities 

available for all teachers' use at all times. 

30. Since outstanding work of the students was displayed or 

exhibited under the supervision of the principals, it was concluded that 

encouraging students' creativity is a sign of successful direction of cur

riculum on the part of the principal. 
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31. Since all the principals gave special help to their gifted 

students in general and to students interested in science in particular, 

it was concluded that discovering talented students and promoting their 

welfare is a characteristic of a principal who succeeds in directing his 

school curriculum. 

32. Since principals offered a variety of programs to meet the 

needs and to challenge the ability of all kinds of their students and still 

offered one kind of diploma, it was concluded that graduation require

ments do not prevent the principal from offering different levels of 

courses which fit the different abilities of all students and still grant 

one type of diploma. 

33. Since the principals gave teachers the opportunity to partici

pate in special educational occasions, it was concluded that the principal 

as a successful director of curriculum is not rigid and can modify regu

lar planning and routine in order to meet many kinds of need. 

34. Since all American principals used curriculum committees 

composed of teachers, it was concluded that directing curriculum 

requires that all who work in the field should participate in planning if 

they are to have a successful school program. 

35. Since the principals organized study groups for all areas of 

subject-matter, it was concluded that successful principals revise cur

ricula to meet the ever-changing needs of students and of society. 
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36. Since all the principals provided their teachers with pro

fessional books, magazines, and other materials, it was concluded 

that successful principals provide the materials needed for the profes

sional growth of teachers and keep them well informed about current 

matters in their fields. 

37. Since guidance programs were secured by all the American 

principals for the benefit of both groups and individual students, it was 

concluded that a well-organized and successfully operated guidance and 

counseling program is an important feature of a carefully designed and 

well-rounded school program and that a good principal gives it much of 

his attention. 

38. Since all the principals made an effort to keep themselves 

well informed about current trends and new methods and materials in 

curriculum development, it was concluded that supervising instruction 

requires the principal to be aware of and know about the growth of 

scientific achievement and the new developments in all areas connected 

with the school program. 

39. Since all principals supplied their teachers with, and 

encouraged the use of, diversified instructional materials and methods, 

it was concluded that the variety and suitability of instructional methods 

and materials indicates better success in the teaching procedures and 

their supervision. 
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40. Since all the principals encouraged cooperation among 

school departments, it was concluded that operating the school as a 

cooperative whole provides a better school program and offers more 

useful learning experiences. 

41. Since the American principals established committees to 

recommend text books, materials, and equipment for the school, it 

was concluded that supervision is improved by teacher participation in 

selection of their working tools. 

42. Since the American principals left each individual teacher 

free to operate his classes and to use teaching methods best suited to 

him, under the supervision of the principal, it was concluded that the 

autonomy of the individual teacher within the classroom is respected by 

the successful principal. 

43. Since the principals felt that their teachers profited from 

formal demonstration, it was concluded that a teaching demonstration 

is considered a helpful means for teachers to improve their ability in 

presentation of material. 

44. Since the American principals departed at times from pro

grams built entirely on subject-matter areas, or expressed their desire 

to do so, it was concluded that good instruction and successful supervi

sion do not restrict themselves to traditional subject-matter curricula 

but include innovation of new trends and methods. 
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45. Since the principals considered it among their responsibil

ities to conduct public relations programs, it was concluded that a 

school leader considers leadership in the community in which he lives 

and works to be a part of his duties. 

46. Since all principals worked for friendly relationships 

between their school staff and community members, it was concluded 

that school-community relationship is a factor contributing to the suc

cess of the school. 

47. Since all principals used a variety of ways to attract the 

attention of the community to the school; such as open house, teacher 

receptions, exhibits, student performances, and other similar activi

ties, it was concluded that successful principals innovate attractive 

means to present the school to the community. 

48. Since the principals took the initiative to inform people 

about their schools' activities through means of participation of students 

in community activities, school newspapers, films and slides, and 

different other means, it was concluded that the successful principal 

presents his school to the people to whom the school belongs. 

49. Since adult education programs were used by the principals 

to help improve their communities, it was concluded that the successful 

principals offer public services as a means of strengthening school-

community relationships. 
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50. Since the principals asked for and accepted help from com

munity groups and individuals in a variety of forms, it was concluded 

that a successful principal utilizes the resources of the community to 

enrich his school program. 

51. Since parent-teacher organizations and joint committees 

and conferences of the school and community were used by the princi-

pals to study many school problems, it was concluded that a successful 

principal considers lay opinions and views with importance along with 

the professional ones. 

52. Since the principals used departmental and staff meetings 

to evaluate the success of the school, it was concluded that group dis

cussions are considered one way to evaluate school curriculum. 

53. Since standardized tests and outside assistance were used 

as a method of evaluating the school success, it was concluded that a 

successful principal takes into consideration different opinions in evalu

ating the school program. 

54. Since testing procedures and desirable techniques were dis

cussed by the principals and their teachers, it was concluded that evalu

ation of school programs is considered valuable if it follows a correct 

procedure and if it admits the unsuccessful operation, as well as the 

successful. 

55. Since many of the principals used drop-out and follow-up 

studies of their graduates, and since they wished to be more efficient 
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in this matter, it was concluded that these studies help the school 

evaluate its own offerings and programs by gathering information con

cerning the success, or lack of it, of these school leavers. 

56. Since the principals examined the curriculum records to 

- -measure their success, it was concluded that the examination of the 

schools' records is one means of evaluating their programs. 

57. Since report cards of different forms were used by all the 

principals in which students1 achievement and personal traits were 

recorded, and since they were kept in the student's cumulative record, 

it was concluded that the use of report cards is one means of evaluating 

individual students and entire school progress. 

58. Since one purpose of the study was to determine the impor

tance of the role of the high school principal in curriculum development, 

and since Chapter HI has dealt with this part of the study, it was con

cluded that this purpose has been achieved. 

59. Since another purpose of the study was to examine the philo

sophical foundations upon which the role of the high school principal in 

curriculum development has been established in Egypt and in the United 

States of America, and since Chapter m has also dealt with this subject, 

it was concluded that this purpose has been achieved. 

60. A third purpose of the study was to examine practices related 

to curriculum development which were implied by selected high school 
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principals in both countries, and since interviews were made with 

fifteen principals in each of the states of Arizona and Michigan and of 

Egypt in which these principals gave a comprehensive picture of their 

practices, it was concluded that this purpose has been achieved. 

61. A fourth purpose of the study was to examine the relative 

strengths and weaknesses in the practice of the role of the high school 

principal in the area related to curriculum development in the selected 

schools, and since this has been made throughout the dissertation, it 

was concluded that this purpose has been achieved. 

62. Since the fifth and last purpose of the study was to explore 

some areas in which practices employed successfully by reputable 

American and Egyptian principals in directing curriculum could be 

introduced into the educational practices of all Egyptian and American 

principals, and since the conclusions have shown the successful prac

tices of the selected principals, and the recommendations are taking 

care of the last part of the purpose, it was concluded that this purpose 

has been achieved. 

Recommendations 

On the basis of the findings and conclusions of the study, these 

recommendations are offered: 

1. The undergraduate field of specialization should not be the 

basis upon which to choose the high school principal. 
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2. Egyptian high school principals should take graduate courses 

in education; the master's degree should be the minimum requirement 

in the near future. 

3. The policy of requiring teaching experience as a prerequisite 

to becoming a high school principal should be continued. 

4. Co-curricular and extracurricular activities should have 

attention from the principal as much as subject-matter because of their 

important educational values. 

5. The principals should develop their curriculums to meet the 

changing needs of students and of communities. 

6. All schools should have written statements of philosophy 

and objectives. 

7. At least outlines of courses of study made by the teachers 

should be used in the schools. 

8. Teachers should participate with the principal and the coun

selors in planning for the unadjusted students whom they teach. 

9. Articulation among schools of different levels and between 

different subject areas in the high school should be secured. 

10. The principal should delegate as much administrative 

responsibility to his assistant principals as he needs to fulfill his super

visory responsibilities. 

11. The principal should give more of his time to supervising 

instruction than he gives to the administrative details. 
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12. The principal should be flexible in handling his duties, 

although he should have organized time. 

13. The principal should keep himself informed about his pro

fession by continuous reading and by active participation in the profes

sional organizations. 

14. Egyptian principals should consider organizing principal's 

associations and developing professional journals and bulletins. 

15. American principals should consider visiting foreign coun

tries and studying their systems of education as a means of enriching 

their own experiences. 

16. The principals should set orientation programs for their 

new teachers. 

17. The principal's attention and supervision, handbooks, guides, 

and other materials, as well as assigning "big brothers and sisters" 

and/or similar provisions should be given to the new teachers. 

18. The principal should encourage teachers to consult with him 

at any time that they need help with their problems. 

19. The principal should invite consultants and specialists to 

the school whenever their services can be helpful. 

20. The principal should work in harmony with the policy of the 

board of education or the Ministry of Education. 
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21. The principal should encourage and facilitate all possible 

opportunities for his teachers to continue with their formal educational 

and professional growth. 

22. The principal should share with his staff in full-faculty and 

departmental meetings planning and solving of school problems in a 

democratic way. 

23. The principal should plan with his staff for meeting the 

needs of both slow and rapid learners. 

24. The principal should motivate the teachers and encourage 

them to participate in school activities. 

25. The principal should make instructional aids and facilities 

available for all teachers' use at all times. 

26. The principal should encourage students' creativity. 

27. The principal should give special help to gifted students 

and discover their talents, particularly those who are interested in 

science. 

28. The principal should offer a variety of programs to meet 

the needs and to challenge the abilities of all kinds of students; he may, 

or may not, offer more than one type of diploma. 

29. The principal should give the teachers opportunities to 

participate in special educational occasions. 
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30. The American principals should use curriculum committees 

to study different subject-matter in which they involve ail the teachers 

of the subject or their representatives. 

31. The American principals should revise the school curricula 

to meet the ever-changing needs of students and society. 

32. The principals should provide their teachers with profes

sional books, magazines, and other materials needed for their profes

sional growth. 

33. The American principals should secure well-organized and 

successfully operated guidance programs for the benefit of both group 

and individual students. 

34. Egyptian principals should work for adequate guidance 

services and programs. 

35. The principals should spend some effort to keep themselves 

relatively informed about currenttrends and new methods and materials 

in curriculum development. 

36. The principals should supply their teachers with, and 

encourage them to use, diversified instructional materials and methods. 

37. Principals should encourage co-operation among school 

departments. 

38. American principals should establish committees to recom

mend text books, materials, and equipment for the school. 
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39. The principals should give each individual teacher enough 

freedom to demonstrate his ability, to operate his classes, and to use 

teaching methods which suit him under the supervision of the principal. 

40. The principals should offer their teachers formal demon

strations to help them improve their ability to present material. 

41. Experimentation should be encouraged and subject-matter 

curricula should not be the only instructional program in the school. 

42. The principals should consider it among their responsibil

ities to conduct public relations programs. 

43. The principals should work for friendly relationship 

between their school staff and the community members. 

44. The principals should use a variety of ways to attract the 

attention of the community to the schools; such as open house, teacher 

receptions, exhibits, student performances, and other similar activities. 

45. The principals should take the initiative to inform people 

about their schools' activities through means of participation of students 

in community activities, school newspapers, films and slides, and 

different other means. 

46. Principals should help to improve their communities by 

offering adult education programs. 

47. The principals should ask for and accept help from individ

uals and groups in the community in a variety of ways. 
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48. The principals should use parent-teacher organizations 

and joint committees and conferences of the school and the community 

to study school problems. 

49. The principals should use departmental and staff meetings 

to evaluate the success of the school. 

50. The principals should take into consideration different 

opinions in evaluation of the school program and may use standardized 

tests and out-of-school assistance. 

51. Principals should discuss with their teachers the testing 

procedures and the desirable techniques of using them. 

52. Principals should use drop-out and follow-up studies of 

their graduates in order to evaluate the validity of the school offerings. 

53. The principals should examine the curriculum records in 

order to measure the school progress. 

54. The principals should use efficient report cards in which 

students' achievements and personal traits are to be recorded and 

should keep copies in the students' cumulative records. 

55. The principals may choose from the practices reported 

throughout the dissertation that which suits their individual conditions 

and circumstances. 
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Some Suggestions for Additional Research 

Many topics came to mind while working on this study. The 

following are some ideas which were not attempted to be designs for 

research in their final form. They are merely suggestions for topics 

that may be further explored. 

1. An investigation of the value of study abroad to high school 

principals. 

2. An investigation of the type of professional study and exper

ience which has been perceived by reputable principals to have been 

most useful in preparing them for their positions. 

3. A comparison of the actual subject-matter of graduate 

courses designed to prepare potential high school principals for their 

roles with the subject-matter which experience^, professionally suc

cessful principals judge to be valuable. 

4. An investigation of the effectiveness of courses of study 

developed at a state level in meeting the educational needs of individuals 

throughout the state. 

5. An examination of the success of principals in providing 

articulation between levels and subject areas. 

6. An investigation of the attitudes of laymen toward aspects of 

curriculum programs in communities in which citizen participation has 

been encouraged in curriculum development with the attitudes of laymen 

in communities in which their participation was not encouraged. 
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7. An examination of the factors contributing to the relative 

importance placed upon the needs of the American society as a basis 

for the establishment of educational aims and objectives in some 

schools in the United States. 

8. An examination of the areas of delegated responsibility by 

principals in large senior high schools to assistant principals, guidance 

personnel, deans, and clerical assistants and their effects on the 

schools' success. 

9. A comparison of the influence of professional literature and 

of nonprofessional publications upon the attitude of high school princi

pals toward certain aspects related to curriculum development. 

10. An examination of the factors related to the successful use 

of mass media in publicizing curriculum development. 

11. An examination of the value of public exhibits, displays, 

performances, etc., in terms of their cost in teacher-pupil effort and 

their worth in facilitating learning and encouraging teacher-pupil inter

est in curriculum. 

12. A follow-up study on students who have taken advance place

ment (college level) courses while in high school to determine their 

performance as undergraduates in courses in the same subject-matter 

area, 

13. A comparison of the results of horizontal and vertical 

enrichment and acceleration of gifted high school students. 
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14. An examination of the flexibility in requirements for high 

school graduation in several areas of the United States. 
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Dr. Chauncey B. Coor; 

Mr. L. W. Cross; 

Dr. Robert A. Crowell; 

Dr. Bill Fullerton; 

Dr. L. J. McDonald; 

Mr. W. Fred Miller; 

Dr. Gerald Reece; 

Dr. Lester Anderson; 

Dr. Stanley E. Dimond; 

Dr. Robert S. Fox; 

Dr. Ray E. Kehoe; 

A - Arizona 

Director of Secondary Education, 
Department of Public Instruction, Phoenix. 

Assistant Superintendent, Amphitheater 
Public Schools, Tucson. 

Professor of Education, and High School 
Visitor, University of Arizona, Tucson. 

Professor of Secondary Education, 
Arizona State University, Tempe. 

Director of Field Services, 
Arizona State College, Flagstaff. 

Curriculum Coordinator, Glendale Union 
High School District, Glendale. 

Assistant Professor of Education, 
University of Arizona, Tucson. 

B - Michigan 

Professor of Education, University 
of Michigan, Ann Arbor. 

Professor of Education, University 
of Michigan, Ann Arbor. 

Professor of Education and Director of 
the University School, University of 
Michigan, Ami Arbor. 

Professor of Education, University 
of Michigan, Ann Arbor. 



359 

Dr. Kent W. Leach; Professor of Education, and Director 
of The University Accrediting Bureau, 
University of Michigan, Ann Arbor. 

Mr. Nicholas Schreiber; Principal, Ann Arbor High School, 
Ann Arbor. 

Dr. Clyde Vroman; Director of Admissions, University 
of Michigan, Ann Arbor. 

C - Egypt 

Principals were chosen by the General Administration of 

Secondary Education^ The Ministry of Education, under the supervi

sion of Mr. Abd El-Aziz Faried, the Assistant General Director of 

the Administration. 
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William E. Berry 

Elbert D. Brooks 

James S. Carter 

Kenneth E. Coffin 

Loren S. Curtis 

Willard M. Fetterhoff 

R. T. Gridley 

Victor E. Lowman 

R. E. McCullar 

Pat Murphy 

Payton Reavis 

Paul Schreiber 

Hanley Slagle 

Donald F. Stone 

Andy Tolson 

Murel G. Burdick 

Jerry J. Gerich 

Roy Halladay 

W. Earl Holman 

Harold E. Jones 

A - Arizona 

School 

Washington High School, Phoenix 

Pueblo High School, Tucson 

Central High School, Phoenix 

Sunnyslope High School, Phoenix 

Casa Grande Union High School, 
Casa Grande 

Prescott High School, Prescott 

Catalina High School, Tucson 

Glendale Union High School, 
Glendale 

Phoenix Union High School, Phoenix 

Sunnyside High School, Tucson 

Amphitheater High School, Tucson 

Flagstaff High School, Flagstaff 

Rincon High School, Tucson 

West Phoenix High School, Phoenix 

Tucson Senior High School, Tucson 

B - Michigan 

Muskegon High School, Muskegon 

Grosse Point High School 
Grosse Point 

East Grand Papid High School, 
Grand Rapid 

Jackson High School, Jackson 

Mt. Clemens High School, 
Mt. Clemens 
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Principal 

Lee Kinney 

Anthony J. Lawski 

Mahlen Moors 

Chiristian Roosenraad 

Nicholas Schreiber 

Eugene S. Thomas 

Philip Vercoe 

M. B. Vorce 

Ross A. Wagner 

L. G. Wolf 

C 

Abdu Gobran Abdu 

Mrs. Naiema Ahmed 

Am in Atiya Badr 

Mohamed Mokhaimar Bahgat 

Ahmed Hamdy Dahab 

Tawfik Mohamed Hassan 

Mahmoud El-Sayed Haysha 

Ahmed Mohamed Ismaid 

Miss Wadiah Michael 

School 

East Lansing High School 
East Lansing 

Dearborn Edsel Ford High School, 
Dearborn 

Midland High School, Midland 

Lansing J. W. Sexton, Lansing 

Ann Arbor High School, Ann Arbor 

Kalamazoo Central High School, 
Kalamazoo 

Central High School, Flint 

Thurston High School, Detroit 

Birmingham High School, 
Birmingham 

Denby High School, Detroit 

Egypt 

Iman High School, Shubra, Cairo 

El-Saneya High School for Girls, 
Cairo 

Hilwan High School for Boys, 
Hilwan 

The High School for the Gifted, 
Maaady; 

The Model High School, Maaady 

Masr El-Gadidah for Boys, Cairo 

Mansourah High School for Boys 
Mansourah 

Ras El-Tin High School, Alexandria 

Kina High School for Girls, Kina 



363 

Principal School 

Ali Abd El-Gawad Nashaat 

Miss Fardous Saad 

Thalony Ghobrial Yassy 

Reyad Habib Yousif 

Reyad Mankaryous Yousif 

Ali Ali Zayton 

El-Saiediah High School, Giza 

Shubra High School for Girls, Cairo 

Monouf High School, Monouf 

Morkoseyah High School, 
Alexandria 

Kalyoub High School, Kalyoub 

Norkrashi Model High School, 
Cairo 
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Dr. Mohamed El-Hadi Afifi; Egypt 

Dr. Fathi Abd El-Maksoud El-Dib; Egypt 

Dr. Mohamed Ahmed El-Ghannam; Egypt 

Dr. Mohamed Labib El-Negehi; Egypt 

Dr. Ibrahim Mohamed El-Shafie, Egypt 

Dr. Mohamed Mahmoud Ghali, Egypt 

Mr. G. Sutharland Hayden; U. S. A. 

Dr. Nagib Iskander; Egypt 

Dr. Ahmed Khairy Kazem; Egypt 

Mr. Roland Lehker; U. S. A. 

Mrs. Ann F. Neill; U. S. A. 

Miss Cecelia Tabler; U. S. A. 
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QUALIFICATIONS 

1. Do you mind telling me what degrees and credentials you 
have? 

2. What are the undergraduate and graduate major fields of 
collegiate study in which you have engaged? 

3. How long have you been the principal of this school? and of 
other schools before? 

4. On what level did you teach? and for how long? Did you do 
any supervision, other than being a principal? 

5. Other than education, have you, since college graduation, 
engaged in any occupation or business? For how long? 

PLANNING 

1. What do the words "curriculum" and "curriculum develop
ment" mean to you? 

2. How do you determine the educational aims and objectives 
in your school? Do you have a written statement of philos
ophy or objectives? Could I have a copy? 

3. What are the bases upon which your curriculum is established? 

4. In your school do you have written courses of study? If so, 
who writes them? 

5. In curriculum planning, how do you meet the influence of 
pressure groups? 

6. Do you participate in the planning of instruction by educational 
radio and television? 

7. If a student has some special difficulty--such as being over-
aggressive or not getting along with the teachers, would all 
teachers who teach the student ever meet together to plan 
for this problem? 
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8. There is an idea that school faculties should, for the school 
year, identify one general area of instructional emphasis, 
such as: reading, note-taking, listening, and speaking. 
What do you think of this idea? What kind of help should 
principals give it? Are you working on such a problem this 
year? 

9. What is practiced in your school to secure articulation 
between curriculums in the school and in schools preceding 
it? 

10. Do your students have effective participation in curriculum 
planning? In what way? 

PROFESSIONAL LEADERSHIP 

1. How large is your school? 

2. Do you have vice-principals or assistant principals? How 
many? 

3. If the principal is to do his duties sufficiently, for how many 
students should he have a vice-principal? 

4. What are the duties you delegate to your vice-principals? 
Are they divided among them, so one will do administrative 
work, while others will do curricular work? 

5. Do you receive out-side assistance in your curriculum activi
ties? From what sources? 

6. What are the educational periodicals you read regularly on 
administration, on curriculum, and on other educational 
problems? 

7. What are the national societies or organizations concerned 
with administration and/or curriculum that you belong to? 

8. Did you have a chance to visit foreign countries? Which ones? 
Under what auspices? Did you have contact with schools? 

9. How do you budget your time? Do you divide your time so 
you devote a proportion to administrative and another to 
curricular duties? Are you strict about this? 
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10. Do you work on some of the curricular activities after 
school because of the shortness of the school day? 

11. Some principals report that they are overwhelmed by 
administrative detail and can spend little time on 
instructional matters. How do you handle this dilemma? 

12. What do you do to assist new teachers? 

13. What will you do if some teachers complain about the 
instructional program? 

14. What kind of relationship do your programs have with 
the board of education? 

15. Do you have a school-wide, self-study, in-service 
training program? Do parents and pupils share in its 
procedures? 

16. Do some supervisors and consultants visit your school? 
Do you plan for them in advance? How do your teachers 
feel about that? 

17. How often do you personally visit the classrooms? and 
what are the reasons for such visits? 

18. Do you report to the faculty the findings of your visits 
to the class-rooms? Why? and how? 

19. Do your teachers visit each other's classes? Do they 
visit teachers in other schools? 

20. Are outstanding teachers from other schools ever used 
as consultants in your school? 

21. Do some of your teachers attend summer schools? Do 
they give reports to the faculty upon their experience 
that might improve instruction in the class-room? 

22. How often do you have faculty meetings? What are these 
meetings like? 

23. Do you ever have joint meetings of teachers in the related 
subjects; social studies and language arts, or science and 
mathematics? How useful are they? 
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24. Some educators recommend "Teacher Day" on which 
teachers feel free to confer with their principals about 
problems they are facing. Do you have such a day? 
How often? Or what is your policy.iri:this respect? 

25. Do you have time to hold conferences with the teachers 
concerning slow and rapid learners? 

DIRECTING CURRICULUM 

1. What is the nature of your guidance program? 

2. What devices do you use for stimulating teachers 
interest in curriculum work? 

3. Are you in favor of the policy of releasing teachers 
from regular duties in order to do curriculum work? 
Do you release teachers in this school? 

4. How do you select your representatives to the system-
wide curriculum committees, if there are any? Do they 
give reports to be discussed with the faculty, on the 
progress of these committees and carry back their 
recommendations ? 

5. Do you have a school curriculum council? How do you 
select its members? and what are some of its 
responsibilities ? 

6. Is there any experimental curriculum work being done 
in your school? Has there been any in the last five 
years? Would there be any active research projects? 

7. What kind of publications in your school are available 
for teachers use? 

8. Who takes care of publicity of curriculum programs in 
your school? 

9. What type of publicity is used with your curriculum 
programs? 

10. Who prepares service bulletins in your school? 
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11. In your school, do you have a "faculty handbook" on 
school policies and procedures? Who developed it? 

12. From the practice in your school, do you advise 
principals to have a curriculum materials laboratory 
in which materials may be displayed, stored, and 
checked out? or what do you suggest? 

13. Do you have a special budget for the curriculum 
program? How do you spend it? 

14. How do you organize curriculum study groups in your 
school this year? Have you ever organized them in 
some other way? 

15. Practically, how large can a curriculum study group 
be? and how many of this size do you have in your 
school? Do you wish to have more or less of these 
groups? 

16. Are the graduation retirements modified according 
to the abilities of the students? Do you give different 
types of diplomas? 

17. What do you do to help your selected students especially 
those who are interested in becoming scientists? 

18. Do you make exhibitions of the outstanding work of 
students? What kinds of exhibitions? 

19. Do you use a periodic news letter or bulletin to inform 
teachers about new teaching techniques, instructional 
materials, recent research, and highlight spots of 
class-room instruction within the school? May I have 
a copy of one of the issues of this bulletin ? 

SUPERVISING INSTRUCTIONS 

1. From your own experience, do you advise principals to 
get acquainted, before the school year begins, with new 
instructional materials, curriculum guides, and other 
teaching aids? 
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2. Who selects the instructional materials for your 
school? What are these materials composed of? 

3. On what of the instructional materials do you put more 
emphasis; greater use of education films, expanded 
school library, greater use of audio facilities, radio, 
recording, greater use of maps, charts, and graphs, 
more diversified reading materials in classroom...etc.? 

4. Who determines classroom methods and procedures 
in your school? 

5. Do you think your faculty needs teaching demonstrations? 

6. How do you make sure that your teachers know about 
recent books, new teaching aids, and other interesting 
instructional materials? 

7. Have you departed at all from a strictly subject matter 
curriculum? Do you have any core curriculum? 
Broad fields? How are these courses organized? 

PUBLIC RELATIONS 

1. What devices do you use to improve school-community 
relationship? 

2. Do you utilize color slides or movies to show parents 
and other schools in the system the school program in 
action? 

3. Did you find it useful to organize school-community 
conferences? On what occasions? 

4. Do you invite parents to participate in the development 
of plans to improve the school curriculum? and to 
evolve effective ways of interpreting the school program 
to the community? 

5. To what extent do you make use of lay committees as an 
aid to carrying on curriculum programs? 

6. Some parents are willing to serve as resource people to 
the students in their special interests, what do you do to 
get to know these parents and utilize their experiences? 
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7. Do lay organizations and associations show active 
interest in your curriculum development program? 
How? 

8. Do you have a program of adult education? How 
important is it in school-community relationship? 

EVALUATION 

1. What are the appraisal methods you use to determine 
the success of the curriculum program? 

2. How do you secure true evaluation in your school? Do 
you receive supervisory or consultant assistance in 
that? 

3. Do the departments have special meetings for evaluat
ing content, teaching procedures, and instructional 
materials? Do you attempt such meetings? Are these 
better than faculty meetings of all teachers? 

4. In your professional faculty meetings, are the grading 
policies and procedures a subject of review? 

5. Do you discuss the desirable testing procedures and 
the correct use of the test results? With whom do 
you hold such panels? 

6. What type of pupil report card do you use in your school? 

7. What are some of the tools you use for follow-up studies 
of school graduates? How necessary do you find these 
studies? Do you also conduct drop-out studies? 

8. Do you meet any problems or difficulties as you work in 
curriculum development? 

9. Would you like to mention some other outstanding results 
of your curriculum program? 
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J tr*' !̂ " c*̂ '0 I J>>  ̂I  ̂j  ̂ IJJJ1  ̂3-/>J U iJ 

*  ̂ 111 |î  jj 
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-* ^ I -*H jX*J tibSjJ-ft •¥• 

* $ p •••JLw.J I j*+* ibJ I 

I ^uiI * i. 

(j •< ii i >Cyt>«4 jJSU <jya>ii<f*%1i 4-JJj " jj J L&j I " |» U=U  ̂ J I 1 (J* *  ̂

I t litf i»« 1 jj djrfsl>JI J> JUi^bJI iiicLd* Ally* JLwj* I 
 ̂ -*j ? i* LULI I I Jla U LL& p5L> JL) I I>XA >»•«< i<»> Cĵ ĵ 'Ml? 

* t n |̂  »U& I I <•»!) "* 

* c£l l̂ lu "if I |̂ ) I Jkl I J Itlw V L t̂ i.Wiliiu jjjJ I Ji L^J I l» ' V 

I JU^fl Mj I 

'  J  ! • * ! O *  ^ '  * lis!lJu»ls-u» IjS J-fr • V 

* ' >f Limm! **J «i* iw LwJ I 4 hXJb ^»|5." ^ ^1 I I J l»fi^! I 

< I  ̂K tjS I jJ I jjj ĵk LuJ L L» l> (j L>J Ky« I ^JLjoI I (j jJ l^su  ̂ • i. 

o * j b>j u.Aa5l5 y 1^ I «j Ij ? (ill jJ Ua jl>^ 

l5 •* " »• ' A£*A LJDc l*»J I |>J& «J-&$ ^ (jUJL11 4 Jla 

•  ̂0~,jc1\ iS*A U  ̂UJJ1 ̂  I ^>13  ̂<  ̂UJJ I <Jla 

/" *{ l«J Licl J U>  ̂<~-î  ? W 4J^UW U ^SSmj -M ijp ,Jj& • • 

• t 4 

1 J-̂ j * J* <y I<_w* l̂ >-<y fjj^s J j f c  •  1  

—ijW ^1>-I ̂  liA JAJ t ĵ JUJI ^^UoJI tf JlA £• 

• * £ J| 

• ? dL-Luij u«  ̂ JJ L^J UuCLw t jmtj>»J I o I [̂j«r I U • V 
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• $ v£L_-i*y J* jy u* *  ̂

• f  ̂i î >* 1 L>iJ^A*1J L^JJIMIW y*J I Sj> IftjJI  ̂

* t ̂ yc>j I L^{ p-LJ Id)̂  tW.ll ii*j> I jj I J U& l̂ I* du» l>J IC l̂ iiJ I dL*i (5 ̂  i £f* ' 1 * 

|I I J Amj jj I Oj It* tJ* irfaj Jkifcj I 4 >XA  ̂jlij «XJ JA * I 1 

• t VI £JI IJla i L^-i J4JJI 

 ̂I £•**- J* <  ̂I *  ̂<jj® Sry?"4 >* ̂   ̂

j < J !>J I < j-* £^2* 0* 11 I J jj«J I J*«*M I 

• $  ̂ *** IjU t̂ t Î JUjCLWV L^<.X»» ŵjjitU 

• t 1 . .. t,yi;:oL  ̂ S <>• IV 

L 1. Kj 6f J^w Jj>j T il'J I < JLA tiling «A» jjJ A«>lj J L>J |il̂ w<ju5 * 1 1 

• * {jj ,±\ -OtjK. 

(J) »• lilj jJ *L>J |t̂  $ ^JtJ I Ami \j jJ >.'>> 1 Li* Ul 4 IjS jJ I J JljJ IU * .1 • 

• ? j. >-*Jl iJdb 

< I • If* 1 I jjjjJ I \j %iJ ! J I pli-** Juf4>bJ I J Î S> "i/ jir£ (J L>~* jji • n 

J  ̂4j* C?*' Cl> î <j I v-*-">i  ̂I 2u» lj JlJ I 2 J U ĵ b 11 J irtTH.* 

J I 2 „•« I! J ̂  ^ p U=jJ I I j_ft pi; jJ J-^ < Ij jJ I J !}«J i £• (jir** 

J- - ' *V?  ̂ < JI Ij i\ j<  lil i 4j j.t»l l»tj t ^L>jJ lj I  ̂* ••• |̂  j I 

*  ̂  ̂  ̂ t-$AM IjJclj L^W — dlJ J *lij _ 

 ̂ ..... . .<^>^J1 (jjjf ' Li*}.ux>j Cxo ̂ ***  ̂I ju4^bJI 3 jlpLm»I j »'c U U • I y 
» 

• f 2 *JLJIoL-I,jJ1 J 

t j i lUJ I  i  J l f t  ^ l y lu  T  «L«3 l i J I  p^L  ( j ^ J I  ***111  J  Uc^ iU^J f j  I** u}**** J-* * ' A 
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J j —*a IJ I  ̂3jy LJI  ̂liiJ I9 < 21> Jb-J I <-£-l> '̂ jj < c- lj jj -

'•' ^ JL> I £• 5>--uJ iwyiJUJ! '* J-A jj# iui 1; jJ.I 

• f J la 

I  ̂ *1  ̂ "^1 

(j- •' ty—«• L> ' f ' *"*< ci"4* 0^4 J ' £*** J-^ ^yi6 *U< * I 

" -?* —» H ^ ̂ jJSLwjJIj* g^xU-U I J J^«J Ij < 1L Jl»U 1 iijtiljiJIC' jy 

• • • ? U- i^aiJI Jjlc-

* t JLA jji* Uj S liiiwj u«J li*4 j M o |̂  1 jbiv ̂ 5 jJ 1 * T 

p  M — I  J  U -iO <111 • (fllwj J* |i Iua VI  ̂I JL^« ^yiL <u»J l.wJI i ci> lj J 1 I • 'V 

<1 »J *• "' I I JJ Lur^J I J |j,»Im I jit 4>U Lw L^.L»»>j <Uvj JkJ I rt i.*^ I • 

< <1 ij! Ij IAJ I 1} ?J ĵ p-J I J L<C <« |_ji( Jj.^wi.1 twj >lJ I 4^1 J t£' 

* ^11 • • • LU/Î jl)I J^ai jy "*l̂ all 

* • I.I m'tllj <A* J.J* L^J \j L^klJ LtV jjj I (Jy  ̂ . J Jl*v jJ I y* • ' i 

*  ̂ *&" 2j_ft>Li« ^1 ̂ y>.. t»9w i£k*»j Jk iyuij*}* f̂ \ J-A • • 

J £L^J Ijiil»Uj»JII tf-ZjSjuikj*jJ+ juJI {jjJJ ^ T aSfcouS * 1 

* $ <Sj-~> f̂ 3 I 4*»«,L»J.I 1 ci»jy IjtpjLo.11 £jls «S.JL&L*«J( 2JU JL>JI 

f <xl JA S H-.axuJ 1 iu« Î UJI J iy«J I g^«-: JUilJ I  ̂ Jjk • Y 

' fc""l I 4 jj*J lcl̂ i>» jl ( ZjSjAS*J I J jj*J 1 ) 4̂] I 

' ̂  J ĵ 1 • 1 >< 11 < «aa k«r 

• *> • * * «.1 |j ** —j JUJI SJL® 
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T <i. * il Ij Imjoj I ASMJJ I L^» I J5 Uv^JI ty& U • I 

J*, a^MiJI J*. r 

•  t  p ^ a ^ .  ̂ l ^ a J I  ̂ U J I  ̂ « 5 u ^ l * j J I  S T ' ^ J 1  < y  

o " h ?  ^  A « J I > l £ » »  L ^ m j j i j j j ^ x L ;  ! L _ m / j j « c  J S p  2 J L 5 1 > J . &  •  V  

• » d. I < j-a J«i» Î i Qj aS_*j C^J I L» UJI 

1 -;!"-|j o—̂ V-u^oJ  ̂̂,LUJJ *[_TV I JS.JC Jj* • i 

• S i 7jlm>\jJJ\ ^Uaj>^ 2JL»jJI 

 ̂ 1  ̂ jlpLM tlj L 1j» j f*»t 11 (j 1>J ^ tS ̂  r  ̂®  ̂

•  S  "  g f tUJ I  J lJL w 

l> I . >4* ft I ^5> l>J .L*»3b-U fi-»..«-L>j j *i LM !>->>-.; ^>t o* p-4-*  ̂ 11/"*-**< L5 

• ? <j« d J V Ij 1J l+j *L3| *X>"* 

I -t U." ft I p* L»"l I Jam«J "VI 1 c lj>t>J [9 o UKj«J I tXj* JA * Y 

* $ ' * - t {j* < 'n*>\jy ^*^1 VL*J 

** "-j j«JI is)uJ I jy I (̂  J4U $ j 1^11 l*i j*ly- cilrf jJ Ja • A 

• t A 

• p—I 

 ̂ (j*"j J«J I ^*»J I ^L>J ^ ii» jl> JL>\J y> L^4 jb-juij ^iJ I I JJ L<p 1 I* • I 

c- I JL .PL— ^yLu Ja ? pii^j ^ ̂ c>-*o ^ U*=J 1^ }U I _>>J 1 >k U • T 

• S p—o-bJ t id* <y hj Ui~ IJ H a U,f 

LiiJ IO l̂ !x |̂ yCJ fa® 1> O 1 p& >uj «U i>w» 1  ̂ jJ I p Lurf̂ J I JjkJ Jjk • V 

$  o  " i f  I  t  < X f e  J * a > £  < J - * i $  ^  J - <  { _ £ *  < L * 4 j  L * O J  1  d .  j j  J A j j  I  
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1 <JJL.«ol |j dJO- \j*3 I JLCJ I Ji fi—- I J U&l ̂  JLsJ ^*iM *r& JA * 1 

* t ĵ" ;j •  ̂ I dJLiJfc O* l&Ui> 1 

* bj 2 J Lcuu NI 'j < u« îJ I j lj>> i' I Ji L«j Ja * ® 

• S di 1J L? £* Sv ÎjLj2>VI 

t  ̂ <"j J« (j* £j2* •^"•5-ufJ" .A>*.ll.l I ** l°><" l̂yi y» ĵt4 T 

Smj J< ^«; JJ I *Xj* I L^4 • JL nj ĵil I J5 Lwp I l« * ' 
* 

-»->. upj*t ij jJ I jj JJJ jkA j 1 oc-l (j **»j *uJ I {-ir* ̂  L$ "** ** 

-I^it Ci^J ^ J"^ ^ **-'{+ 2m> \j jJ I t XA J-£-*S (J} Si ^yl lj S f"^"J>Z 
* ^ rt tnj J4J I Vy L^J jJ I Ju« MiJ I J l> 

f * "** ''j I j*y*~ l?*  ̂M5u% J l o tili J Lsu Jjk • A 
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