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ABSTRACT 

The focus of this study was the possible relationship between 

group and personality dimensions of a social system and the individual 

behavior of participants within the system. Specifically, the study 

sought to determine the relationships between the "open" and "closed" 

dimensions of organizational climates and teachers' personalities and 

the teaching patterns of teachers. These variables were examined with

in the context of social systems theory. 

As a result of an examination of pertinent literature and pre

vious empirical research, it was surmised that teachers with open per

sonalities and teachers teaching in open organizational climates would 

exhibit different patterns of teaching behavior than teachers at the 

closed end of personality and climate continuums. Two major hypotheses 

were formulated to encourage exploration of the relationships between: 

l) the teaching patterns of teachers and the openness or closedness of 

their school's organizational climate; and 2) the teaching patterns 

of teachers and the openness or closedness of their personality systems. 

Ancillary questions inquired into the relationship between a 

model of good teaching and the teaching patterns of teachers in an open 

organizational climate and a closed climate; between teacher turnover 

and the openness or closedness of the school's organizational climate; 

and between the degree of openness or closedness of a teacher's per

sonality system and the degree of openness or closedness of his school's 

organizational climate. 

x 
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Participants in the study were the teachers and principals in ten 

elementary schools in a large urban school district in Arizona. 

Teachers' responses to Halpin and Croft's Organizational Climate 

Description Questionnaire were analyzed to determine the perceived or

ganizational climate of each school and to identify the most open and 

the most closed school. Rokeach's Dogmatism Scale was administered to 

all professional staff members in the Open School and the Closed School 

to determine the openness and/or closedness of each staff member. The 

University of Utah Revision of the Provo Code for the Analysis of Teach

ing was utilized to identify the teaching patterns of each teacher and a 

Personal Data Sheet provided data on their personal background variables. 

The Spearman rank difference correlation technique and the Mann-

Whitney U Test were used to test the major hypotheses and provide answers 

to the ancillary questions. 

It was concluded that: l) no significant relationship was estab

lished between the organizational climate of elementary schools and the 

teaching patterns of the teachers; 2) no significant relationship was 

established between the dogmatism scores (openness or closedness) of 

elementary teachers and their teaching patterns; 3) although there was 

no significant difference between the mean teaching patterns of the 

teachers in the open and closed schools, the mean pattern of the Open 

School teachers was closer to the range of "good" teaching in all cate

gories of the Model of Good Teaching; 4) teacher turnover was not sig

nificantly related to openness or closedness of organizational climate; 

and 5) openness or closedness of teacher's personality systems 
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(dogmatism) was not significantly related to the openness or closedness 

of their school's organizational climate. 



CHAPTER I 

INTRODUCTION 

The primary purpose of this study was to investigate the rela

tionship between the teaching patterns of teachers and open and closed 

organizational climates. A secondary purpose was to investigate the 

relationship between the teaching patterns of teachers and open and 

closed personality systems. While it has long been a commonly-held 

notion that group climate and individual personality may facilitate 

or inhibit behavior change, the relationship between these variables 

and the teaching patterns of teachers functioning within the organiza

tional setting have not been put to empirical test. The present in

vestigation was designed to combine these variables into a single 

research project within the conceptual framework of social systems 

theory. 

Background of the Study 

Background information is presented in three parts in order 

to deal specifically with the three variables included in the study: 

1) the organizational climate; 2) the personality of the teacher; 

and 3) the teaching patterns of the teachers. 

Organizational Climate 

The concept, organizational climate, has long been talked 

about, but only relatively recently has it been defined precisely 

enough to warrant its use in research designs. During its early 
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evolution it was described by such loose terms as group "atmosphere", 

"sentiments", "personality", and "morale." However, with an upsurge in 

research interest and studies in organizations and administrative be

havior, the prerequisite theoretical formulations were developed out 

of which the concept of climate could be explained and defined with 

clarity. 

Drawing upon this body of research and theory, Lonsdale (1964, 

p. 166) defined organizational climate as " . = . the global assessment 

of the interaction between the task-achievement dimension and the needs-

satisfaction dimension within the organization, or, in other words, of 

the extent of the task-needs integration." Since this definition will 

be used throughout this study, the terms of the definition will be dis

cussed further by reviewing the research and theory out of which it was 

derived. 

Prior to the 1930s, schools as organizations were deeply in

fluenced by the notion of efficiency which grew out of Taylor's scienti

fic management movement (Callahan 1962). Administrators gave little 

thought to "climate." Instead, the bureaucratic features of the organi

zation were emphasized in keeping with the philosophy of the day; i.e., 

if policies are established and orders are understandable, personnel 

will perform as required. Consequently, researchers displayed little 

interest in investigating the concept of organizational climate. 

Human Element Discovered. The break-through for research in 

this area came with a series of experiments conducted by the Committee 

on Industrial Illumination, a committee of the National Research Council. 

The committee, reflecting the research theme of the scientific management 



3 

movement, set out to demonstrate the effects of improved factory light

ing on production (Roethlisberger and Dickson 1939). As part of the 

design, a series of experiments were carried out at the Hawthorne Works 

of the Western Electric Company. Consistent with predictions, when 

illumination was made stronger, production increased. However, counter 

to predictions, when the illumination was returned to normal, production 

still increased. Puzzled investigators then increased the number of 

groups and introduced other independent variables such as rest pauses, 

hours of work, and decreasing amounts of illumination. Under all of the 

adverse conditions introduced experimentally, production increased; 

even control groups, for which no changes were made, showed production 

increases. 

The unexpected findings were attributed to employee satisfac

tions resulting from participation with management during the course of 

the experiments and from having a voice in decisions concerning their 

work conditions. Subsequent research designs included the human element 

as an independent variable worthy of investigation in deptho 

Human Relations Emphasized,, The Illumination Studies marked the 

beginning of a fruitful period of theoretical and empirical research in

to industrial organizations with the dominant emphasis being placed on 

human relations. This research trend was heightened and the field of 

group dynamics was born with a series of studies on group behavior and 

social climate directed by Kurt Lewin in 1939 (Lewin, Lippitt, and 

White 1939). 

The well-known studies created three social climates determined 

by leadership style in a laboratory setting. The experimental climates 
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were termed democratic, authoritarian, and laissez-faire. The groups 

with democratic leaders revealed an intermediate amount of aggression; 

a moderate level of work output, which was largely independent of the 

leader's presence; and generally positive reactions to the leader. The 

autocratically-led groups developed rebelliousness, aggressive behavior, 

discontent, demands for attention from the leader, and a constructive 

work level about the same as for the democratic groups when the leader 

was present, but a much lower level in his absence. Some of the groups 

under authoritarian control developed submissiveness, but with a higher 

level of work output with the leader present. They also exhibited less 

discontent. The groups in a laissez-faire climate showed a high level 

of aggression, the lowest level of work output, and a desire for some 

kind of organization. 

These studies had profound implications for industrial psychol

ogy, social psychology, and education. They centered even more attention 

on human relations and provided the impetus for the prodigious number of 

democratic versus autocratic leadership investigations which have been 

made in industry, education, and the military. 

"Progressive" Education. In between the Hawthorne Studies and 

the experiments of Lewin, a militant group of educators spearheaded by 

the Progressive Education Association were persistently attacking the 

"efficiency" concept of education as being too authoritarian for students 

living in a democratic society. Reflecting the concerns of a generation 

that had experienced the economic excesses of industrial monopolists, 

the political tyranny of "Kaiser Bill", and the social shame of the 
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"Great Depression", the PEA was ripe for an ideology of choice, freedom, 

and pragmatism as espoused by John Dewey and others. 

The research efforts of the progressive educators designed to 

show the superiority of activity-type teaching over the traditional 

methods, peaked with the publication of the so-called Eight-Year Study 

in 1942 (Chamberlin et al. 1942). This study measured the college suc

cess of 1,475 matched pairs of college students, one-half from conven

tional high schools and one-half from thirty experimental "activity" 

schools. The results revealed that the more experimental the school, 

the greater the degree of success in college—as judged by college 

standards, by the students' contemporaries, or by the individual stu

dents. 

Although the Eight-Year Study has been criticized on methodo

logical grounds (H. C. Johnson 1946, and Wallen and Travers 1963), it 

did precipitate numerous studies comparing "activity" teaching methods 

against "traditional" methods. The findings of these studies, which 

consistently supported the procedures of the experimental schools, had 

great influence on the textbook writers of the period, especially in the 

areas of teaching methods, curriculum, administration, and supervision.''' 

The pervasive theme became the need for "democratic" administration, 

"democratic" supervision, and "democratic" teaching methods. 

Typical of this trend in the literature of administration of 

1. Other influential factors were the studies of industrial 
psychologists, social psychologists, group dynamicists, sociologists, 
and writings of social and educational philosophers. The general "anti-
authoritarian" climate of a society girding to fight its second war to 
"save democracy" must have been influential also. 
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that day was the following description and plea found in a popular text

book of the period: 

In a democratic type of school administration the school 
official conceives his duty to be to serve as a leader among 
his co-workers, not as their dictator. ... He stimulates the 
group to work co-operatively for the achievement of common pur
poses; and this ability to work together is the essence of 
democracy . . » This book urges upon all school officials and 
employees the adoption of the democratic type of administration 
(Reeder 1941, pp. 11-12). 

More and more, democracy became the popular panacea for educa

tional ills. In the early forties the trend was strengthened by an 

appealing variation to the theme. While World War II was spreading 

ideological cohesion and psychological disruption, Carl Rogers intro

duced non-directive counseling (Rogers 1942). This view struck a 

responsive note with educators, most of whom had been brought up on 

democratic education. Also their postwar reactions against manipula

tion and coercion added to the attraction of its permissive doctrines. 

The result was to place more of an emphasis on "climate", and "demo

cratic" teachers were urged to adopt a new orientation characterized 

by permissiveness or indirect classroom influence^ 

Research Appraised. By the mid-1950s, the research studies on 

human relations in administration were being severely criticized. 

Halpin (1958, p. 3) described the bulk of the studies reported before 

1957 as ". , . exhortations, how-to-do-it prescriptions, catalogues of 

opinion, or normative 'status' investigations which do not permit us to 

generalize beyond the immediate data." Other appraisals of the state of 

research deplored the lack of theory-oriented studies and stressed the 

need for sound theories to guide investigations of the substance of 
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administration (Coladarci and Getzels 1955, Moore 1957, Campbell and 

Gregg 1957, and Griffiths 1959). 

Out of this criticism, the behavioral science approach to edu

cational administration research was born. The pendulum of research 

interest in administration had been at each end of its swing—production 

and efficiency on one end and human relations on the other. It was now 

entering a period where both dimensions were to be studied; moreover, 

the studies were to be guided by valid theoretical conceptualizations 

rather than ideological notions. 

Organizational Concepts, One of the first groups to report re

search out of this new research era was the Ohio State University Per

sonnel Research Board. Focusing mainly on leadership behavior, the 

Ohio State group identified the social psychological concepts of "goal 

achievement" and "group maintenance" (Hemphill and Coons 1950). 

At about the same time, researchers in the University of Michi

gan Group Dynamics Center were studying small groups and what makes 

groups productive. Findings reported from the Center by Cartwright and 

Zander (1953) claimed that most or perhaps all group objectives fit 

under the two headings of "goal achievement behavior" and "group main

tenance behavior." 

These two concepts appeared in a new form and a different setting 

in work by Halpin (1956). He analyzed leadership behavior and isolated 

two major dimensions of administrative behavior—"Initiating Structure" 

and "Consideration." He hypothesized that effective leadership requires 

high performance on both dimensions. 
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Theories of Administration. The literature provides further 

theoretical support of the presence of the two dimensions in organiza

tions, and the need for administrators to mediate between them to assure 

an appropriate balance. Getzels and Guba's social-process model of be

havior, described in detail on page 28 of this report, is a well-known 

example. Their description of administrative styles also suggests that 

the transactional style of administrator is necessary to mediate between 

the two dimensions of organization. They define Transactional adminis

tration as placing an appropriate emphasis on the nomothetic and idio-

graphic dimensions so that the organization's goals and the individual's 

needs are both being satisfied- Nomothetic administration emphasizes 

the goals of the organization, and Idiographic administration emphasizes 

the needs of the individual members. 

Bakke (1959) recognized a fundamental conflict between the goals 

of the individual and the goals of the organization and recommended the 

Fusion Process, which can be described as a process of compromise de

signed to achieve maximum satisfaction for the individual and the or

ganization. 

Acknowledging the same conflict described by Bakke, Likert 

(1959) suggested use of the Motivational Approach. That is, if the or

ganization will adequately motivate the individuals by need satisfaction 

the individuals will become motivated to achieve the goals of the organi 

zation, provided their efforts are coordinated and focused by an effi

cient interaction system. 

Griffiths (1959) envisioned the specific function of administra

tion as the development and regulation of the decision-making process. 
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This is .accomplished through formal and informal groups. As the formal 

and informal organizations approach congruency, the organization ap

proaches maximum achievement. 

Summary. In summarizing the theories of administration present

ed above, it becomes evident that all of the theories recognized in com

mon two major dimensions of purpose in organizations: task-achievement 

and (personal) needs-satisfaction. In addition, they all recognize the 

need for some individual(s) or system to assume responsibility for main

taining a balance between the two dimensions. This state of balance is 

generally recognized as the point of maximum effectiveness and effi

ciency in the organization, to use Barnard's (1938) terminology. In 

terms of the present study, however, the state of balance is regarded as 

an open organizational climate. Moreover, as the organization moves 

away from a balanced state, it moves toward closedness of climate. 

Empirical Studies. Industrial investigators have utilized the 

organizational climate concept to design research studies and to explain 

research findings. Argyris (1958) used the concept to design a case 

study of a bank; Guest (1962) described successful changes in an in

dustrial organization as being related to the parallel change of the 

organization's climate from closed to open. 

Other research relevant to this study has been done utilizing 

the leader behavior dimensions of Initiating Structure and Considera

tion. Initiating Structure refers to the leader's behavior in delineat

ing the relationship between himself and members of the work group and 

in establishing well-defined patterns of organization, channels of com

munication, and methods of procedure. Consideration refers to behavior 
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indicative of friendship, mutual trust, respect, and warmth in the re

lationship between the leader and members of his staffs 

In a study of school principals, Miklos (1963) found that high 

scores on the Initiating Structure and Consideration dimensions were as

sociated significantly with a high degree of teacher-principal agreement 

on expectations for the role of the principal. High scores by principals 

on these same dimensions of leader behavior were found by Keeler and 

Andrews (1963) to be related to the productivity of the school, measured 

in terms of student achievement. 

Working within a hospital organization, Oaklander and Fleishman 

(1964) determined that Consideration reduces intra-unit stress and 

serves to harmonize relationships within the group. The exercise of 

Initiating Structure by the supervisor served to prevent tension and 

conflict arising between groups and,in the case of larger organizations, 

within groups as well. Thus, Initiating Structure was interpreted not 

only as a means of encouraging production, but also as a means of re

ducing intra-group stress and protecting workers from outside interfer

ence, political influences, and arbitrary rule by higher authority. 

Bass (1958), in a replication study of organizationsl effective

ness in the Uo S, Forest Service, found that supervisors who scored high 

on Consideration were subsequently rated higher in effectiveness than 

those who were low in Consideration. 

Fleishman and Harris (1962), in a study of the relationships be

tween the behavior of industrial supervisors and the behavior of em

ployees, found significant relationships between supervisor behavior 

and labor grievances and employee turnover. Low Consideration and high 
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Initiating Structure correlated with high grievances and turnover. Con

sideration was found to be more important than Initiating Structure in 

determining either grievance rates or employee turnover. 

Studies, such as those preceding, suggest that the leader's be

havior influences the behavior of the group members. Since the Organi

zational Climate Description Questionnaire (OCDQ) used in this study 

employs teachers perceptions of their principals' behavior to ascertain 

the type of climate, it can be seen that some research evidence exists 

which is at least suggestive of relationships between the organizational 

climate of the school and the teaching behavior of teachers. 

Personality of the Teacher 

"Open-Closed" Personality Typologies. A survey of the litera

ture on personality reveals that many theorists and speculating practi

tioners view personality through various typologies, the poles of which 

are similar in meaning to "openness" and "closedness" as used by Halpin 

and Croft (1962) p- The "open" end of the typology commonly describes 

individuals who are in general mature, autonomous, flexible, socially 

oriented, and open to experience. The "closed" end is characterized by 

individuals who are immature, authoritarian, rigid, socially inadequate, 

and relatively closed to experience, 

Schachtel (1959) described the emergence of reality in a person 

as a matter of minimizing need-dominated attention so that reality may 

2. Halpin and Croft's open and closed organizational climates 
are defined on pages 37 and 38 respectively. It is interesting to note 
the ideological interpretation which is characteristically used in de
fining "openness" and "closedness" when the referent is personally iden

tifiable . 
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be discovered through focal attention. He labeled the extremes of this 

process of emergence inbeddedness (closedness) and affectivity (open

ness). 

Harvey, Hunt, and Schroder (1961), advancing a theory of Con

ceptual Systems, described behavior along a developmental dimension from 

concrete to abstract. They postulate four nodal systems of behavior 

along this dimension with the polar systems being similar to the open-

closed polarity. 

A typology of five types at four different levels was used by 

Peck and Havighurst (i960) to describe personality development on a con

tinuum from immaturity (closedness) to maturity (openness). The "ideal 

types" listed from the most mature to the least mature ares Rational-

Altruistic, Irrational-Conscientious, Conforming, Expedient, and Amoral. 

The Irrational-Conscientious and Conforming types are considered to be 

at the same level. 

Other designations used in a similar manner to open and closed 

by other authors are listed below: 

Author 

Fromm (1947) 
Riesman (1950) 
Asch (1952) 
Maslow (1954) 
Bennis and Shepard (1956) 
Schutz (1958) 

Open 

productive 
autonomous 
independent 
self-actualizing 
unconflicted 
personal 

Closed 

non-productive 
tradition directed 
yielding 
self-bound 
conflicted 
dependent 

The literature examined reveals that investigating human be

havior through some form of an "open-closed" framework is a very popular 

method and therefore, presumably, a fruitful one for this study. How

ever, since the design of this study requires a specific framework, 
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the remainder of the review will focus on the "non-dogmatic/dogmatic" 

continuum of personality which will be used here interchangeably with 

the open-closed personality continuum. 

Historically, this conceptualization of personality developed 

from Eric Fromm's elaboration of the sado-masochistic tendencies in the 

normal person, which he labeled the "authoritarian character" (Fromm 

1941). Maslow (1943) then extended Fromm's work and described the 

"world-view" or basic philosophy of the authoritarian personality. The 

postulates of both of these scholars were put to rigorous test by Adorno 

and his Berkeley colleagues, who in the process developed the well-known 

F-Scale which was instrumental in attracting researchers to investigate 

the authoritarian personality (Adorno et al, 1950)o 

It was out of this area of conceptualization and research that 

Rokeach developed his model of belief-disbelief systems and the Dog

matism Scale which purports to measure the degree of openness-closedness 

of such systems. Rokeach (i960) describes the Dogmatism Scale as a more 

general authoritarianism measure than the Adorno F-Scale, which has been 

criticized as being sensitive mainly to authoritarian tendencies identi

fied with individuals of extreme right-wing or fascistic political per

suasions (Hyman and Sheatsley 1954). Because Rokeach's use of open and 

closed (as referents to the extremes of the belief-disbelief continuum) 

was borrowed to describe the ends of the Organizational Climate con

tinuum, further elaboration of his conceptualization is pertinent to 

this study. 

Belief-Disbelief System- Rokeach's theory of a belief-disbelief 

system (open-closed mind) is grounded in the assumption that cognitive 
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structures vary in at least three different ways; 

1. as to the degree of isolation of component parts, 
one from the other; 

2. as to differentiation, or the degree of relative 
complexity of the structures; and 

3. as to tension between component systems or parts 
of systems. 

He speaks of a belief-disbelief system as the focal point of 

cognitive structure and content. The belief system is conceived to 

represent all beliefs, sets, expectancies, or hypotheses (conscious or 

unconscious) that a person at any given time accepts as true of the 

world in which he lives. 

The disbelief system is composed of a series of sub-systems, 

rather than just one. It contains all the disbeliefs, sets, expectan

cies, conscious or unconscious, that to one degree or another a person 

at any given time rejects as false. The term "system" is defined'psycho 

logically rather than logically, and the interrelated parts bear a strik 

ing similarity to Lewins (1935) concept of the "life space." 

The belief-disbelief system is organized into three areas: the 

central, intermediate, and peripheral regions. The central belief re

gion includes the individual's primitive beliefs. This is formulated 

early in life and contains beliefs about self, others, and the nature 

of the physical world. Effects of group violations of these primitive 

beliefs, as well as their cognitive/emotional effects, are here; for 

example, beliefs as to the basic friendliness or unfriendliness of the 

world, beliefs about parents and authority figures, loving or punishing, 

and about people in general, if they are to be trusted or feared. Also, 
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here are beliefs concerning the future, security or apprehensiveness in 

this regard and, lastly, beliefs about the self and the generalized 

"other." 

Intermediate beliefs are seen as emerging from these central and 

primitive regions. Here are beliefs regarding how authority is to be 

used, and differences in the way authority is perceived. In the closed-

minded person, authority is regarded as absolute and is perceived as a 

source of rewards and punishments. Little or no differentiation is made 

between information derived from the authority and the authority itself. 

If the closed-minded person disagrees with the information, or rejects 

it, he tends to reject the source of the information as well. Within 

this framework, there exists no dichotomy between "ingroups" and "out-

groups", but a continuum of "ingroups" and "outgroups" depending for 

their definition on similarity-dissimilarity of beliefs and disbeliefs. 

Peripheral region is relative to beliefs and disbeliefs con

cerning surface expressions of more basic beliefs., For example, beliefs 

concerning the New Deal or birth control reflect more basic beliefs 

about Franklin D. Roosevelt or the Catholic Church. Beliefs of this 

kind comprise the "content" of the peripheral region, The "structural" 

components of this region have more importance in that they serve a cod

ing and screening function in relation to information coming in from the 

environment. Initial screening may lead to the rejection of, or narrow

ing out of, such information entirely. If the information is compatible 

with primitive beliefs., and not so with intermediate beliefs, then 

selective avoidance occurs by way of altering or rationalizing the 

material so assimilation can take place. The final step is to file this 
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information into whatever world view one has come to call one's own, the 

locus of which is the peripheral region. 

Belief-disbelief systems are seen as ranging along a continuum 

from relatively "open" to relatively "closed." In the closed system, as 

has been indicated, information must often be tampered with; it must be 

narrowed or altered, or contained within isolated bounds. 

The open system is such that new information is assimilated a_s J^s 

and the difficult process of reconciliation with intermediate and peri

pheral beliefs changes the whole of the belief-disbelief system. While 

Rokeach does not explore this possibility in his discussions about be

lief systems, one might hypothesize that central region beliefs regard

ing approach or avoidance of the "new" and the "different" may be a de

cisive factor in open and closed orientations at the outset. 

To summarize, Rokeach bases his model on the hypothesized 

structural configurations of cognitive organizations. The belief-

disbelief system model has three areas; the central or primitive be

liefs, the intermediate region, and the peripheral. Differences between 

open and closed orientations are primarily seen in the processing and 

coding of information arising from external sources. The closed-minded 

person tends to alter or narrow out information which is incongruent 

with present beliefs-disbeliefs; the open-minded person tends to accept 

the information as it is. These two orientations differ also in their 

beliefs about the function and nature of authority. The closed system 

regards authority as absolute and as serving a punitive or rewarding 

function. The open system is less threatened, and receives information 
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emanating from authority for what it is, without regard to how it is be

lieved the authority wishes action or reaction to information. 

The foregoing review of theoretical literature related to open 

and closed personalities would appear to give support to the view that 

teaching behavior of individuals at opposite extremes of the open-closed 

continuum should reflect their personality differences. The next 

section of this chapter will review research studies which offer empiri

cal support of this viewpoint. 

Many studies have been made to investigate the differences be

tween authoritarian (closed) and non-authoritarian (open) personalities. 

Most of these have used the Adorno F-Scale for measurement; others have 

used the Rokeach Dogmatism Scale, and more recently, the instrument 

developed by Schroder and Streufert (1962) to assess the Conceptual 

Level (CL) of individuals as measured along the abstract-concrete dimen

sion advanced by Harvey, Hunt, and Schroder (1961). 

Processing and Coding of Information. The variable stimulating 

the greatest number of investigations was the means of processing and 

coding information arising from external sources. There appeared to be 

high agreement among findings that authoritarian individuals perceived 

information in a narrowed manner and tended to ignore, distort, or forget 

it as it lost or lacked congruence with their belief system. 

In a study of authoritarian and nonauthoritarian education stu

dents, Juul (1953, p. 17) hypothesized that 

. . . many of the concepts and attitudes expressed by teachers 
and textbooks in courses in child psychology and mental hygiene 
constitute a serious threat to the equilibrium of the inner world 
of the authoritarian individual. In organizing his experiences, 
he is therefore forced to exclude, distort, repress, or otherwise 
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fit every situation, event, and person into his framework 
and need structure. 

The author reported that authoritarian students earned lower scores than 

nonauthoritarian students on a test of knowledge of child psychology, 

teaching attitudes, and opinion of teaching practices. These findings 

suggest that highly authoritarian subjects do not benefit from informa

tion that is contrary to heid beliefs. Apparently they either distort it 

to fit previously held concepts or forget it. 

Another example of findings revealing a greater distortion of 

relevant information by authoritarians than by nonauthoritarians is 

Kogan's study of perception of noise-masked sentences (Kogan 1956). 

Authoritarians demonstrated poorer recognition accuracy in both sexual 

and aggressive areas^ 

A group of studies grounded in Conceptual Systems theory lend 

further empirical support to the differences in utilization of informa

tion by abstract (open) and concrete (closed) personalities. Janicki 

(i960) found that his more concrete subjects were more likely to yield 

in experimental dyadic relationships when they were in situations where 

they recognized external anchors for judgment which were of sufficient 

weight and unambiguous. Some yielding was found on the part of abstract 

subjects, but the author attributed this to the fact that they took con

flicting information maximally into account. Stierhem (1962) reported 

that abstract subjects reveal less deprecation of a source of derogation 

because they take more aspects of the interaction into account. 

Working with small groups performing various activities within 

Guetzkow's International Simulation experiment, Driver (1962) found that 

abstract subjects considered more alternatives in their decision-making 
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than concrete subjects. In both stress and non-stress situations, ab

stract subjects employed more alternatives and exhibited less judgments 

based on external anchorage points. 

Evidence especially pertinent to the concern of this study, i.e., 

the effects of personality on teacher behavior, has been provided by re

search undertaken by Joyce (1964). In experiments with teachers as sub

jects, he found that more open (abstract) teachers used "integrations 

with evidence of working together" in helping children define and ex

plore problems than did closed (concrete) teachers. In another experi

ment where subjects took a Case Study Test, he found that abstract 

teachers used increased information about children more effectively than 

did the concrete subjects. 

Social Perception. In a study of social perception reported by 

Scodel and Mussen (1953), authoritarian (high F) subjects perceived non-

authoritarian (low F) subjects as having attitudes and personality 

characteristics similar to their own. Low F subjects perceived a vari

ance in characteristics as they judged the high F subjects. A follow-

up study with different pairings of subjects, Scodel and Freedman 

(1956), concluded that nonauthoritarian subjects-were more individual

ized and objective in rating the authoritarianism of others than were 

the authoritarian subjects. 

A replication of the Scodel-Mussen and Scodel-Freedman studies 

by Crockett and Meidinger (1956) supported the findings previously ob

tained. They also noted that there was much greater variability in the 

estimates by low F subjects. 
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Problem Solving, Three other studies using dogmatism scores to 

differentiate between open and closed subjects provide findings that re

port differences in problem solving abilities. In the Doodlebug Problem 

experiments conducted by Rokeach and associates (Rokeach 1960), the 

open-minded subjects applied newly acquired beliefs in new puzzling 

situations much more effectively than did the closed-minded subjects. 

Solomon (1952, p. 269), while studying the adeptness of a group 

of subjects to group ten interrelated concepts into a single whole, 

found that "the rigid individuals seem to show an inability to go beyond 

the mere factual information at hand and react on the basis of each in

dividual fact separately. The rigid group does not see a relationship 

of one piece of factual information to others^." 

A study of problem-solving conducted by Kemp also revealed the 

superiority of open-minded subjects. Commenting on the study, he con

cluded that the less efficient performance of closed-minded individuals 

was due to the following factors (Kemp 1963, p. 321): 

1. Difficulty in tolerating ambiguities which leads to a 
"closure" before full consideration is given to each 
piece of contributing evidence. 

2. A perceptual distortion of facts resulting in a decision 
which does not encompass all elements of the problem. 

3. Lack of recognition or rejection of significant parts of 
the whole problem in order to accommodate it into the pre
formed value pattern, resulting in a poor or incorrect 

solution. 

Reaction to Authority. Research findings provide some evidence 

that there is a correlation between closed-mindedness and responsiveness 

to authorityt In the words of Rokeach (1960, p. 60): 

In attempting to formulate the basic defining character
istic of openness-closedness, we could have let the whole 



21 

matter go by simpiy saying that the fundamental basis is the 
extent to which there is reliance on absolute authority. 

A study by Jones (1954) lends further support to the authori

tarian's sensitivity to authority figures,, He found that high F 

(closed) subjects were more sensitive than nonauthoritarian subjects to 

the power of a stimulus person when the power cues originated in exter

nal sources, such as status. 

A study by Milton (1952) suggests that authoritarians may even 

be sensitive to symbols of authority. He found that authoritarian col

lege students supported the nomination of General Douglas MacArthur for 

president in 1952, while nonauthoritarians supported the nomination of 

Adlai Stevenson. Milton reported that his subjects regarded MacArthur 

as a power figure and Stevenson as a problem solver. 

Summary. In summarizing the review of selected research studies 

relevant to identifying relationships between open-closed personality 

structures and behavior, evidence has been presented indicating that 

open-minded persons can be differentiated from closed-minded persons by 

behavioral differences when they: 

1. process and code information; 

2. perceive behavior in social situations; 

3. engage in problem-solving; and 

4. respond to authority 

No attempt has been made in this review to exhaustively cover 

the available literature. The purpose was to see if there was enough 

theoretical and empirical evidence to warrant positing relationships 
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between teachers' teaching behavior and the degree of openness or 

closedness of their personality structure 

Teacher Behavior 

A review of the research on teacher behavior indicates that the 

major interest of researchers has been the area of teacher effective

ness. One bibliography published in 1950 listed over a thousand in

vestigations related to teacher effectiveness (Domas and Tiedeman 1950)» 

Most of these studies used either teaching methods or teacher personality 

traits as the independent variables. 

Methods and Effectiveness. George Stern (1963, p„ 427), in re

viewing 34 studies designed to measure the relative advantage of 

student-centered over teacher-centered instruction in influencing stu

dent learning, presented the following break-down: 

Gain in Knowledge Studies 
Negative gain 6 
No difference or unmeasured 28 
Positive gain 2 

Attitude Change 
Negative 0 
No difference or unmeasured 20 
Positive 16 

Student Reaction to Student-Centered Class 
Satisfied 8 
Dissatisfied 5 
Mixed reaction 5 
Unmeasured 18 

In general, the majority of studies attempting to measure 

acquisition of information revealed no particular advantage for either 

type of instruction. As for the change of attitudes, the majority of 

studies indicated that student-centered teaching facilitated a shift in 

a more favorable, acceptant direction, Student reactions revealed more 
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students being dissatisfied or uncertain with nondirective classrooms 

than were satisfied 

Stern's review accurately represents the findings reported in 

the literature. However, such studies have been severely criticized on 

methodological grounds. Medley and Mitzel (1963, p. 82) claim that 

. . the vast majority of the research in teacher effectiveness that 

has been done must be discarded as irrelevant because the criteria of 

effectiveness used have been invalid Second, an even larger part of 

the research must be rejected because it has failed to incorporate any 

objective measures of teacher behavior." 

Wallen and Travers (1963, pp. 448-49) concluded after a survey 

of the research on teaching methods, that 

until the 1950's most attempts to discuss and describe patterns 
of teacher behavior were made in terms of fairly limited sec
tions of teacher behavior. For example . . . permissive versus 
authoritarian behavior in teachers . . . contrast between teaching 
according to a project method versus a subject-matter method of 
learning. 

This criticism supports the observation made above of the ideological 

orientation of many educational researchers. 

Commenting on the research that had been done dealing with limit

ed sections of teacher behavior, Wallen and Travers (1963, p. 493) 

stated: 

Past research bears little resemblance to what the scien
tist does, Much of it is an attempt to justify new practices 
and much of it represents the ill-designed research of the 
graduate student. Most attempts to design teaching methods 
provide only the flimsiest foundation for subsequent research 

on their effectiveness. These attempts have not been based 
on a comprehensive set of principles of learning but rather 
are based on other considerations. 



24 

Personality and Effectiveness. A thorough examination of the 

literature pertaining to the relation between teacher personality and 

teaching effectiveness leads to the same dilemma posed by the educa

tional research discussed above. That is, reported investigations are 

vast in number and appear to provide consistent findings in many areas 

of research. In addition, trends are evidenced by studies made over a 

period of time which can be supported by other areas of educational re

search. On the other hand, studies offering counter evidence and arti

cles critical of the accumulated research are few in number and seem 

insignificant by comparison- And yet, when the "minority view" is 

studied and weighed against the "majority findings", the evidence forces 

one to go against accepted research that has been shaping educational 

programs and writings (if not practices) for decades. 

As was the case with the research on teaching methods, it appears 

that the available research evidence in the area of teacher personality 

gives rise to so many internalized cultural beliefs of what is good and 

bad, that bias is inadvertently built into the research through the be

havior of investigators and subjects. 

This may be one of the major reasons why Getzels and Jackson 

(1963, p. 574) concluded a survey of the research literature on 

teacher personality with the observation that "despite the critical 

importance of the problem and a half-century of prodigious research ef

fort, very little is known for certain about the nature and measurement 

of teacher personality, or about the relationship between teacher person

ality and teaching effectiveness." 
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A similar view was expressed by Turner and Fattu (i960, p. iii). 

After a thorough search of the literature, they concluded that "seventy 

years of research on teacher effectiveness have not added much to our 

systematic knowledge, and it is difficult to see how another seventy can 

do any more if the same procedures are used." 

Discussing reasons for the condition of research in this area, 

Getzels and Jackson (1963, p. 575) cite the 1952 and 1953 report of the 

Committee on the Criteria of Teacher Effectiveness of the American Educa

tional Research Association as follows: 

The single most general reason for these conceptual and ex
perimental limitations on research on teacher personality as 
well as on teacher effectiveness . , , is simply that research 
in this field is conducted in a theoretical vacuum .... only 
by working within the context of sound theory can one hope for 
useful, relevant, and widely applicable findings, 

In summary to this point, then, it appears that most of the edu

cational research reported in the areas of teacher behavior discussed 

above 1) reveal trends in the ideological beliefs of investigators, and 

2) provide a storehouse of observations made and data collected without 

benefit of sound theory to provide a framework for explanation, inter

pretation, and prediction. 

Objective Measurement. From what has been discussed previously 

about studies of teacher behavior, it should be clear that the ideologi

cally grounded approach to research used so much in the past has limited 

research to very few sections of teacher behavior. It has only been 

within the past seven or eight years that educational researchers have 

turned to the behavioral sciences for theoretical frameworks to guide 

investigations to more meaningful and complex sections of teacher be

havior. 
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These more recent investigations have generally examined teach

ing as a process of ". . .'dynamic interaction which exist between a 

number of vital aspects of the teaching-learning situation and a 

teacher" (Herrick 1963). Consequently, recent studies have investi

gated the power position and function performing role of the teacher 

in the interactive process (Hughes 1959); the logical operations and 

strategies involved in clarifying understanding (Smith I960); the com

munications within the classroom (Newell, Lewis, and Withall 1960); 

direct and indirect patterns of influence (Flanders I960); the manage

ment of teachable groups (Thelen 1961); and the solicitation, response, 

reaction patterns (Bellack jet _al. 1963). 

Each of these investigators used elaborate instruments or 

methods to measure the interaction patterns. Some used tapescripts of 

sound recordings which were coded and analyzed (Hughes, Smith, Withall); 

others coded behavior as it happened.. Flanders used a system that re

quired observers to categorize the dominant classroom pattern at three-

second intervals. 

The research work cited here was based on certain assumptions 

held in common. Medley and Mitzel (1963, pp. 74-81) have explicated 

four of theses 

1. The most promising approach to the study of teacher behavior 
is a quantitative approach. 

2. It is necessary to study behavior in the classroom. 

3. Any effect the teacher has on the pupils is mediated by 
some overt behavior on the teacher's parto 

4. rtfhat the teacher does is an important factor in determining 
what the pupil learns. 
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In terms of the present study, the validity of these assumptions 

was accepted, and the verbal interaction of teachers and pupils was 

selected as the most significant area for identification of teacher be

havior, This area was selected for two reasons: l) it lends itself to 

objective analysis and quantification, and 2) it best reflects what 

actually happens in the teaching process. The latter reason is support

ed by the findings of Flander s (i961) investigation, i.e., about two-

thirds of classroom time is consumed by talking, and about two-thirds 

of the talking is done by the teacher.. Beilack et al„ (1963) confirmed 

this finding at the high school level and Hughes' (1959) investigations 

in elementary schools also offered confirmation. 

The technique developed by Hughes and Associates (1959) for 

analysis of teacher-pupil verbal interaction was selected as the method 

best suited for the identification of the teacher behavior variable of 

this study. Some of the advantages of the specimen record method em

ployed by Hughes have been listed by Barker and Wright (Hughes and As

sociates 1959, pp. 32-26); 

1. Such records enable us to "hold teaching still" in a per
manent form so that it may be studied and its distinctive 
quality and characteristics identified. 

2. The behavior phenomena and situation are secured at the 
time of occurrence. 

3. The interdependencies and the complexities of behavior and 
situation are more often than not preserved. 

4. The continuity of the teacher's behavior is retained. 

5. The specimen record of teacher-behavior is theoretically 
neutral. 

6. The permanency of the record makes it possible to examine 
it through the use of any number of conceptual formulations. 
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Rationale for the Study 

The form of the present investigation was guided by the Getzels-

Guba psycho-sociological theory of individual behavior in social systems 

(Getzels and Guba 1957). The heuristic value of this model of social 

behavior has been amply demonstrated by the numerous investigations it 

has generated during the past several years It is particularly useful 

for the purposes of this study because it is sufficiently abstract to be 

applicable to a social system composed of an elementary school faculty 

and principal. 

Getzels and Ihelen (i960) conceive of a social system as involv

ing three classes of phenomena: 

1. the institutions with certain roles and expectations that 
will fulfill the goals of the system (the normative or nomo
thetic dimension). 

2. the individuals with certain personalities and need disposi
tions (the personal or idiographic dimension) whose observed 
interactions are termed social behavior. 

3. the group with a developed climate and intentions (the group 

climate dimension) which mediates between the institutional 
requirements and the individual dispositions. 

To illustrate the above theory, Getzels and Thelen developed a 

model which contained the three phenomena, the possibilities for inter

action, and the effect of this interaction on behavior. An adaptation 

of the model is reproduced below showing the normative, personal, and 

group dimensions. 

The normative (nomothetic) dimension is shown at the top of 

Figure 1 and consists of the institution, role, and role-expectation, 

each term being the analytic unit for the term next preceding it. Thus 
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the social system is defined by its institutions, each institution by 

its roles, each role by the expectations attached to it. Similarly, each 

term in the personal (idiographic) and group dimensions serves as the 

analytic unit for the term preceding it. Social behavior, it can be 

seen, results as the individual attempts to cope with the environment 

composed of patterns of expectations for his behavior in ways consistent 

with his own and his group's patterns of needs. 

» Institution -> Role 1 Expectations „ 

•  ^  I  X  I N .  
Social ^ Group *• Climate Intentions y Observed 
System £ £ $ Be^avi°r 

Individual Personality Needs 

Figure 1. General model showing the normative, personal and 
group dimensions of social behavior (Getzels and 
Thelen 1960, p. 80), 

Ideal-type behavior within the organization results when the 

role incumbent performs his role in a manner which simultaneously brings 

his personality needs into congruence with the expectations of the in

stitution and the intentions of the group. Of course, such behavior is 

Utopian and is rarely found within organizations. If the congruence gap 

among these dimensions is large, however, the organization will be ex

periencing role-personality conflict and will be ineffective in achieving 

its goals. Guba (1958) describes the degree of congruence among these 

dimensions as a measurement of belonqinqness within the organization; 

the greater the congruence, the greater the belongingness. Furthermore, 

belongingness is described as an indicator of organizational effective

ness. 
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Focusing on the responsibility of the administrator to direct 

and control the activities of subordinates (modify behavior) in order to 

accomplish the organization s goals, the terms of the model can also be 

used to describe the process. Modification of behavior may involve, at 

one extreme, adaptation of subordinates personality-dispositions to a 

clear alignment with desired role-expectations. This process is termed 

by Getzels and Thelen (i960) as the socialization of personality. At 

the other extreme, changing behavior may involve the adaptation of role-

expectations to the personality dispositions of subordinates, a process 

called personalization of roles (Ibid.). In attempting to modify the 

behavior of subordinates, the administrator (as formal group leader) 

must always work within these extremes. He may emphasize one process 

over the other or seek a suitable balance between the two. His success, 

however, will be determined by the degree he takes into account both the 

socialization of personality and the personalization of roles. 

The group qua group becomes a significant factor during this 

process of behavior change. For it is through interaction with the 

group that the administrator gains the feedback he needs to determine 

the actual balance of emphasis on the performance of role requirements 

and the expression of personality needs, He also takes account of the 

group member's common and deviant perceptions of situations and roles, 

and of his feelings about acceptable methods of dealing with conflicts 

and deviant perceptions. The group 

. . . mediates between the institutional requirements and the 
individual dispositions. On the one hand, it can support the 
institution by imposing, if necessary, certain normative role-
expectations on the group members; on the other hand, it can 
support the individual in expressing, if necessary, certain 
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idiosyncratic personality-dispositions. In working out this 
balance between the institution and the individual, the group 
develops a "culture" or, perhaps better here, a climate, which 
may be analyzed into the constituent intentions of the group 
. . . (Getzels and Thelen 1960, p. 79). 

The relationship of the three dimensions of social systems to 

the development of climate may be illustrated by a portion of the general 

model as shown in Figure 2. 

Institution A  

Group —> Climate 

Individual 

Figure 2. Relationships among institution, group 
and individual dimensions of a social 
system and climate. 

The degree of Institution-Individual integration determines the 

type of climate* The climate formed within a given group may facilitate 

or inhibit individual group member's efforts in bringing the outer dimen

sions of the model toward congruence. 

Summarizing to this point, the social systems model presented 

here describes individual behavior within an organization as a resultant 

of the individual's interaction with superordinates and fellow workers 

as they mediate the perceptions and effects of the institution's re

quirements and the individual's need-dispositions. When group mem

bers perceive their administrator's behavior and the group climate as 

facilitating and supporting their efforts to simultaneously satisfy 

institutional goals and their individual needs, they feel a sense of 

belongingness. The greater the belongingness, the greater the ease of 
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communication between the individual and his superordinate, and the in

dividual and other group members. The open communication in turn in

creases the likelihood of each individual member bringing his personal 

needs into congruence with the organizational requirements. Moreover, 

as belongingness increases, role-personality conflict decreases. 

Definition and Delimitation 

Conceptually, the three elements of a social system which are 

most pertinent to the present study are climate, personality, and ob

served behavior-, The study was designed to investigate the relationship 

between the variables of organizational climate and individual personal

ity with the observed teaching patterns of teachers. 

In terms of the social system modei, it was assumed that the 

nature of the organization being studied would permit the role dimension 

to be considered as constant. As Blau (1956, p. 24) has stated, "The 

formal organization, with its explicit regulations and official posi

tions, constitutes controlled conditions, and these controls have not 

been artificially introduced by the scientist but are an inherent part 

of the structure." It was surmised that since the central administra

tion of the school district studied prescribed one role description for 

all teachers, the subsequent differences in the perception and inter

pretation of that description could be attributed largely to l) the 

process of teacher-principal interaction which developed the individual 

school's climate and/or 2) the variability in individual personalities. 

Acknowledging that other factors in the work milieu may influence 

teacher's behavior, the subject schools and school personnel will be 

compared to check the degree of homogeneity* 
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Assuming controlled conditions within the institutional-role 

dimension, the terms of the model suggest that the observed behavior of 

teachers is related to the climate of the group and the personality of 

the individual teacher- TheSe relationships are presented diagram-

matically in Figure 3. 

Climate. 
A  

V 
Personality 

Observed 
Behavior 

Figure 3. Schematic representation of variables 
related to teaching behavior, 

Recalling the preceding discussion that climate is the group 

perception of the principa1-teacher-group interaction process as it 

mediates institutional requirements and individual needs, the elements 

of the general social system model pertinent to this study may be sum

marized in one diagram, as shown in Figure 4. 

Observed Behavior 

^.(Teaching Patterns) 

Individual > Personality 

Figure 4. Relationships among elements of general social 
system model pertinent to present study. 

On the basis of relationships grounded in social systems theory 

discussed above, several hypotheses were formulated for investigation. 

This study was directed to the problems embodied in the following null 

hypotheses: 

Institution > Role 

> CIimate 



34 

1. There is no relationship between the teaching patterns of 
teachers and the openness or closedness of their school's 
organizational climate as measured by the Organizational 
Climate Description Questionnaire 

2. There is no relationship between the teaching patterns of 
teachers and the openness or closedness of their personality 
systems as measured by the Rokeach Dogmatism Scale. 

In addition to these two major problems, certain ancillary 

questions were examined. These were: 

1. What is the relationship between a model of good teaching 
and the teaching patterns of teachers in an open organiza
tional climate school and a closed organizational climate 
school? 

2. What is the relationship between teacher turnover and the 
openness or closedness of the school's organizational climate? 

3. What is the relationship between the degree of openness or 
closedness of a teacher's personality system and the degree 
of openness or closedness of his school's organizational 
climate? 



CHAPTER II 

INSTRUMENTATION AND METHODOLOGY 

Procedurally, there were three purposes behind the testing phase 

of this study: 

1. To secure descriptions of the-organizational climates of the 
sample schools to locate the two schools with the most ex
treme differences in climate. 

2. To secure descriptions of the belief-disbelief systems of 
individual faculty members in the two schools found to have 
the most extreme differences in organizational climate. 

3. To secure descriptions of the teaching patterns of individual 
teachers in the two schools described in number two above. 

The Sample 

The sample consisted of the universe of the elementary schools 

employing twelve to fourteen teachers in a iarge urban school district 

in Arizona^ This sample was selected because it assured: 

L. A large enough sample of schools to provide a variety of or
ganizational climates-

2. A small enough sample of teachers to permit the time-
consuming process of tape recording, transcribing, and cod
ing the verbal interaction patterns of each teacher, 

3. Inclusion of schools in all geographic areas of the com
munity, thereby assuring representation of various ethnic 
and socio-economic groups. 

Initially, a description of the proposed investigation was pre

sented to "the superintendent of the district who authorized the investi

gator to contact the principals of the schools in the proposed sample to 

describe the study and to request their participation in it.. The ten 

35 
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principals contacted all indicated an interest in the proposal and 

offered their cooperation to assist the investigation. 

Tests Administered 

Descriptions of the various research instruments utilized dur

ing the course of this study are presented in the following paragraphs. 

The Organizational Climate Description Questionnaire 

The 64-item questionnaire (see Appendix A) was designed for use 

in elementary schools to measure the teachers' perceptions of the or

ganizational climate. The instrument, developed by Halpin and Croft 

through statistical procedures including factor analysis, purports to 

identify eight dimensions of organizational behaviors. Four dimensions 

measure teacher behavior and four measure principal behavior,. The eight 

subtests are defined by Halpin and Croft (1963a, pp. 29-32) as follows; 

Teachers' Behavior 

1. Disengagement refers to the teachers1 tendency to be 
"not with it." This dimension describes a group which 
is "going through the motions," a group that is "not 
in gear" with respect to the task at hand. In short, 
this subtest focusses upon the teachers'-' behavior in a 
task oriented situation. 

2. Hindrance refers to the teachers' feeling that the 
principal burdens them with routine duties, committee 
demands, and other requirements which the teachers 
construe as unnecessary busy-work. The teachers per
ceive that the principal is hindering rather than 
facilitating their work. 

3. Esprit refers to "morale." The teachers feel that 
their social needs are being satisfied, and that they-
are, at the same time, enjoying a sense of accomplish
ment in their job. 

4. Intimacy refers to the teachers' enjoyment of friendly 
social relations with each other. This dimension 
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describes a social needs satisfaction which is not 
necessarily associated with task-accomplishment. 

Principal's Behavior 

5. Aloofness refers to behavior by the principal which 
is characterized as formal and impersonal. He "goes 
by the book" and prefers to be guided by rules and 
policies rather than to deal with the teachers in an 
informal face to face situation. His behavior, in 
brief, is universalistic rather than particularistic; 
nomothetic rather than idiosyncratic. To maintain 
this style, he keeps himself—at least, "emotionally" 
—at a distance from his staff. 

6. Production Emphasis refers to behavior by the princi
pal which is characterized by close supervision of 
the staff. He is highly directive, and plays the role 
of a "straw boss." His communication tends to go in 
only one direction, and he is not sensitive to feed
back from the staff. 

7. Thrust refers to behavior by the principal which is 
characterized by his evident effort in trying to 
"move the organization." "Thrust11 behavior is marked 
not by close supervision, but by the principal's at
tempt to motivate the teachers through the example 
which he personally sets. Apparently, because he does 
not ask the teachers to give of themselves any more 
than he willingly gives of himself, his behavior, 
though starkly task-oriented, is nonetheless viewed 
favorably by the teachers. 

8. Consideration refers to behavior by the principal 
which is characterized by an inclination to treat the 
teachers "humanly," to try to do a little something 
extra for them in human terms. 

Analysis of the responses to the items in these eight subtests 

permits categorization of the schools into one of six organizational 

climates, three reflecting degrees of openness and three reflecting 

degrees of closedness. On an open-closed continuum, the six climates 

are defined by Halpin and Croft (1963b, p. 2) as follows; 

1. The Open Climate describes an energetic, lively organiza
tion which is moving toward its goals, and which provides 
satisfaction for the group member's social needs. Leadership 
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acts emerge easily and appropriately from both the group 
and the leader. The members are preoccupied disproportion
ately with neither task achievement nor social-needs satis
faction; satisfaction on both counts seems to be obtained 
easily and almost effortlessly. The main characteristic 
of this climate is the "authenticity" of the behavior that 
occurs among all the members. 

2. The Autonomous Climate is described best as one in which 
leadership acts emerge primarily from the group. The 
leader exerts little control over the group members; high 
Esprit results primarily from social-needs satisfaction. 
Satisfaction from task achievement is also present, but to 
a lesser degree . 

3. The Control led Climate is characterized best as impersonal 
and highly task-oriented. The group's behavior is direct
ed primarily toward task accomplishment, while relatively 
little attention is given to behavior oriented to social-
needs satisfaction. Esprit is fairly high, but it reflects 
achievement at some expense to social-needs satisfaction. 
This climate lacks openness, or "authenticity" of behavior, 
because the group is disproportionately preoccupied with 
task achievement. 

4. The Familiar Climate is highly personal, but under-controlled. 
The members of this organization satisfy their social needs 
but pay relatively little attention to social control in re
spect to task accomplishment. Accordingly, Esprit is not 
extremely high simply because the group members secure little 
satisfaction from task achievement. Hence, much of the be
havior within this climate can be construed as "inauthentic." 

5. The Paternal Climate is characterized best as one in which 
the principal constrains the emergence of leadership acts 
from the group and attempts to initiate most of these acts 
himself. The leadership skills within the group are not 
used to supplement the principal's own ability to initiate 
leadership acts. Accordingly, some leadership acts are 
not even attempted. In short, little satisfaction is ob
tained in respect to either achievement or social needs; 
hence, Esprit among the members is low. 

6. The Closed Climate is characterized by a high degree of 
apathy on the part of all members of the organization. 
The organization is not "moving;" Esprit is low because 
the group members secure neither social-needs satisfaction 
nor the satisfaction that comes from task achievement. 
On the whole, the members' behavior can be construed as 
"inauthentic;" indeed, the organization seems to be stag
nant. 
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The Rokeach Dogmatism Scale 

The Dogmatism Scale was developed by Rokeach and his associates 

at Michigan State University. The instrument was based on a three 

dimensional system (see Chapter I) utilized in classifying the various 

defining characteristics of belief-disbelief systems or open and closed 

minds. The complete list of defining characteristics within the three 

dimensions are presented below (Rokeach 1960, pt 55): 

A Belief-Disbelief System is 

Open Closed 

A. to the extent that, with respect to its organization along 
the belief-disbelief continuum, 

1. the magnitude of rejection 1, 
of disbelief subsystems is 
relatively low at each point 
along the continuum; 

the magnitude of rejection 
of disbelief subsystems is 
relatively high at each 
point along the disbelief 
continuum; 

2. there is communication of 
parts within and between be
lief and disbelief systems; 

2. there is isolation of 
parts within and between 
belief and disbelief sy
stems s 

3. there is relatively little 
discrepancy in the degree 
of differentiation between 
belief and disbelief sy
stems ; 

3. there is relatively great 
discrepancy in the degree 
of differentiation between 
belief and disbelief sy
stems ; 

4. there is relatively high 
differentiation within 
the disbelief system; 

4. there is relatively little 
differentiation within the 
disbelief system; 

B. to the extent that, with respect to the organization along 
the central-peripheral dimension, 

the specific content of 
primitive beliefs (central 
region) is to the effect 
that the world one lives in, 
of the situation one is in 
at a particular moment, is 
a friendly one; 

1. the specific content of 
primitive beliefs (central 
region) is to the effect 
that the world one lives in, 
or the situation one is in 
at a particular moment, is 
a threatening one; 
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Open Closed 

2. the formal content of be
liefs about authority and 
about people who hold to 
systems of authority (in
termediate region) is to 
the effect that authority 
is not absolute and that 
people are not to be eval
uated (if they are to be 
evaluated at all) accord
ing to their agreement or 
disagreement with such 
authority; 

3. the structure of beliefs 
and disbeliefs perceived 
to emanate from authority 
(peripheral region) is 
such that its substructures 
are in relative communica
tion with each other, and 
finally; 

2. the formal content of be
liefs about authority and 
about people who hold to 
systems of authority (in
termediate region) is to 
the effect that authority 
is absolute and that people 
are to be accepted and re
jected according to their 
agreement or disagreement 
with such authority; 

3. the structure of beliefs 
and disbeliefs perceived 
to emanate from authority 
(peripheral region) is 
such that its substructures 
are in relative isolation 
with each other, and 
finally; 

C. to the extent that, with respect to the time-perspective 
dimension^ there is a 

1. relatively broad time per
spective . 

1. relatively narrow, future-
oriented time perspective. 

Five successive revisions of the scale were made. The last, 

Form E, is the instrument used in the present study (see Appendix B). 

This form of the scale represents the best, by item analysis, of the 

original sixty-six item scale. All items in this form differentiate 

significantly between high and low dogmatics. Reliabilities are quoted 

as ranging from .68 to .85 on a sample of 249 college students (Rokeach 

1960, p. 90). Reliability coefficients were obtained by a test-retest 

method with a period of five or six months intervening between tests. 

Reliabilities in other samples, i.e., English college students, 

English workers, and subjects from a Veterans' Administration domiciliary, 
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range from .78 to .93. For the latter samples, one month intervened be

tween test-retest. 

The University of Utah Revision of the Provo Code for the Analysis of 
Teaching 

This instrument, developed from specimen records of actual teach 

ing, contains thirty-one teaching functions that teachers perform in 

interaction with students (see Appendix C). The code enables classifica 

tion of teacher verbal behavior into seven separate categories. Classi

fication is made from tapescripts of 30-minute sessions of teacher-pupil 

interaction. An outline of the thirty-one functions and the subscripts 

that describe the manner in which they are performed is presented below 

(Hughes and Associates 1959, pp. 60-61): 

1. Controlling Functions 

Structure Regulate 
open 
closed 
intervention 
sequential 
orientation 
ongoing 

open 
closed 
global 
routine 
neutral 
sequential 
direction 

public criteria 
public criteria 

Standard Set Judge 
recall 
teacher edict 
group developed 
universal 

direction 
punish 
turn back 
just 

2. Imposition of Teacher 

Regulate Self Inform Appraisal 

Moralize Inform 

Teacher Estimate of Need 
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3. Facilitating Functions 

Checking Demonstrate 
information 
routine Clarify Procedure 
involvement 

4. Functions That Develop Content 

Resource Clarify 
routine just 
child initiative content 

generalize 
Stimulate summarize 

one 
three Evaluate 

just 
Structure, turn back negative 

positive 
Content-Agree with discrimination 

5. Functions That Serve As Response 

Meets request Interprets 
routine situation 
makes arrangements feelings 

Clarify Personal Acknowledge Teacher 
problem mistake 
experience 

6. Functions of Positive Affectivity 

Support Solicitous 
just 
stereotype Encourage 
specific 

Does For Personal 

7. Functions of Negative Affectivity 

Admonish Negative Response Personal 
public criteria 

Reprimand 
public criteria Verbal Futuristic 

public criteria 
Accusative 

Ignore 
Threat 
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The Personal Data Sheet 

The Personal Data Sheet was designed to secure basic personal 

data about the subject teachers and principals. The instrument consists 

of a series of questions to which each teacher and principal was asked 

to respond (see Appendix D). Items requested information concerning the 

subject's age, marital status, the number of years he has been in edu

cation, the number of semesters of college work beyond the bachelor's 

degree, and the number of years he has served in his present position. 

Procedures Used in Gathering and Scoring Data 

Measurement of Climates 

As each principal agreed to participate, a request was made for 

a thirty-minute period of time for the investigator to meet with the 

faculty to administer the Organizational Climate Description Question

naire. The principals were all urged to select a time and date most 

suitable to the convenience of their staff members. All of the princi

pals elected to hold special meetings for the investigator's purpose, 

rather than to include the thirty-minute period in a faculty meeting. 

Some schools requested to meet after school in the afternoon; others 

preferred to meet before school in the morning. In all cases the time 

of meeting followed the accustomed meeting time of each school. 

Testing Procedure. The investigator was assisted by one other 

graduate student. Each investigator administered questionnaires to 

five faculty groups. The assignment of schools was determined by the 

availability of each investigator at the time of the scheduled meeting. 

The method of questionnaire administration was standardized by written 

instructions (see Appendix E) which were read to each group. 
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Before the teachers assembled at each meeting, an envelope of 

materials and a marking pencil were placed on desks throughout the room. 

This was done to assure proper spacing for satisfactory testing condi

tions and also to facilitate the efficiency of the testing procedure. 

Each envelope contained a Personal Data Sheet, the Organizational Climate 

Description Questionnaire, and an IBM answer sheet. The Personal Data 

Sheets and the IBM answer sheets were keyed so they could be successfully 

paired after being separated during the testing process. 

As each meeting began, the principal introduced the investiga

tor to the faculty group. At this point the investigator gave the 

principal an instruction sheet and test packet and then excused him to 

return to his office (as prearranged) to complete the questionnaire. 

This procedure was considered necessary because many of the questions 

required teachers to evaluate their principal's performance. After the 

possibly "intimidating" presence of the principal had been removed, the 

investigator proceeded to read the instructions. 

Following administration of the OCDQ, the questionnaires were 

scored, the schools assigned a climate designation, and the school with 

the most open climate and the school with the most closed climate were 

identified as subject schools for the remainder of the testing. 

Scoring of Questionnaires. The raw data consisted of the re

sponses of 130 teachers, ten principals, and ten secretaries on 150 

O 
questionnaires. Each questionnaire contained 64 items which were 

checked in one of four columns—Rarely Occurs, Sometimes Occurs, Often 

3. The complete Organizational Climate Description Questionnaire 
will be found in Appendix A. 
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Occurs, or Very Frequently Occurs. The raw scores were derived by 

weighting the columns from 6 to 9 in the order they appear above. The 

assigned scores of the eight subtests, i.e., Disengagement, Hindrance, 

Esprit, Intimacy, Aloofness, Production Emphasis, Thrust, and Considera

tion, were totaled, and then divided by the number of items in each sub

test to determine the mean score. This is considered to be the raw 

score for each subtest. 

The raw subtest scores for each school were determined by sum

ming all the scores on each subtest of each school and dividing by the 

number of teachers in the school. These scores were used to determine 

the means and standard deviations of the eight subtests of each school 

so the scores could be converted into normatively standardized scores 

with a mean of 50 and a standard deviation of 10. 

The next step was to compute the mean and the standard deviation 

for each school's standardized subtest scores so the scores of all eight 

subtests could be standardized ipsatively. 

The double standardization process was necessary to permit com

parisons with the six prototypic climate profiles established by Halpin 

and Croft (1962) to determine the organizational climate of each school. 

The six climates ranked on an open-closed continuum are: Open, Autono

mous, Controlled, Familiar, Paternal, and Closed. These comparisons 

were made by computing the absolute differences between the standardized 

scores on each subtest and then summing these differences for each of 

the six prototypic profiles. The comparison which revealed the smallest 

sum indicated which climate best characterized the school. 
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Measurement of Personality 

The second purpose of the testing phase of this investigation 

was to secure a description of the personality of each teacher in the 

most open climate school and the most closed climate school. The belief-

disbelief system of each teacher was selected as the most meaningful 

area for measurement because the belief and disbelief patterns of in

dividuals were judged to reveal most effectively the underlying personal

ity structure. Furthermore, Halpin and Croft developed their concept of 

the open-closed description of organizational climates from the work of 

Rokeach (i960) on the openness and closedness of individuals' belief-

disbelief systems. Consequently, the Dogmatism Scale developed by 

Rokeach (i960) and his associates was selected to measure the personal

ity variable. 

Testing Procedure. As was done previously for the administra

tion of the OCD'Q, a thirty-minute meeting with staff members in the re

maining two subject schools was requested at the convenience of each 

group. Both groups chose comparable meeting times immediately following 

the close of the school day. 

The testing procedure was kept as simple as possible. As before, 

the room was pre-set with the tests and pencils strategically placed 

for optimum testing conditions. Since the Dogmatism Scale did not re

quire the respondents to evaluate the principal, as did the OCDQ, the 

principal remained in the room to complete the scale. 

The introductory remarks were read to assure similar testing 

conditions for each group and, as before, each test was coded. The Dog

matism Scale was described as a check sheet designed to compile opinions 



47 

on important social and personal questions. The word "dogmatism" was 

not mentioned to avoid the obvious danger of any harmful connotations 

that might be associated with the word. 

Scoring. The Dogmatism Scale requires each respondent to indi

cate agreement or disagreement with each item on a scale ranging from -3 

to +3, with the 0 point excluded to force responses toward agreement or 

disagreement. For scoring purposes, this scale was converted to a 1 to 

7 scale by adding a constant of 4 to each item score. The total dogma

tism score was obtained by simply summing the converted item scores. 

Measurement of Teacher Behavior 

Assuming the fundamental and pervasive nature of verbal behavior 

in the pupil-teacher interaction process, verbal teaching behavior was 

examined to provide a description of teacher behavior. The rationale 

for such an approach is best described by Hughes (1962) who views teach

ing as interaction between teachers and pupils with the teacher's verbal 

behavior performing functions or acts for individual pupils or groups of 

pupils. 

The actual measurement was accomplished by the technique develop

ed by Hughes (1959) and her associates. The technique, known as The 

University of Utah Revision of the Provo Code for the Analysis of Teach

ing , differentiates 31 teaching acts into seven major categories of 

functions: Controlling, Imposition, Facilitating, Content Development, 

Response, Positive Affectivity, and Negative Affectivity. The analysis 

into functions is made from specimen records transcribed from tape re

cordings of thirty-minute segments of teacher-pupil classroom 
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interaction. The alleged advantages of specimen records were discussed 

in Chapter I. 

Measurement Procedure. At the meetings discussed previously 

when the Dogmatism Scale was administered, the investigator requested two 

observation periods of each teacher so two thirty-minute tape recordings 

could be obtained. Schedule sheets were left with each faculty group so 

teachers could schedule themselves at the most opportune time. The 

sheets were set up into weeks with two halves—Monday and Tuesday in one 

half; Wednesday and Thursday in the other. 

Each teacher was requested to sign up for one period in the first 

half of a week and one in the second half, with at least three weeks in

tervening between periods. By alternating the recording between the 

two subject schools, each teacher had one recording completed before 

any second recordings were started. 

The independent variable, subject of instruction, was held con

stant by requesting each teacher to sign up for both recordings during 

the regular social studies period. This offered some assurance that 

differences found in teaching behavior would not be due to differences 

in the area of instruction. Furthermore, social studies was considered 

to be an area of instruction where teachers should have more opportunity 

to employ a greater variety of teaching acts. 

Instructions about the recording observations were intentionally 

brief and general. Teachers were simply asked to conduct their usual 

social studies activities and to not prepare a special lesson. It is 

assumed, however, that most if not all teachers did not teach a "normal" 

lesson before the microphone and observer. It is further assumed that 
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whatever they did attempt to do is what they considered to be good 

teaching. Consequently, the specimen records probably reflect better 

than "normal" teaching for each group. 

Recording. An Ampex 300 tape recorder and a 360° microphone 

were placed on an audio-visual cart to facilitate the recording process. 

This permitted the equipment to be wheeled easily into the classrooms 

and made ready for operation with a minimum of disturbance. Four record

ings—two in each school—were mechanically unsatisfactory and had to be 

repeated. 

Transcribing. The 48 tape recordings were then completely 

transcribed, except for the deletion of any teacher's name occurring on 

the recording. Three copies were made of each tapescript with coded 

numbers assigned randomly to each one. The 48 tapescripts contained 663 

pages of teacher-pupil verbal interaction. 

Coding. The major investigator and two other persons coded the 

teachers' comments on all 663 pages of tapescripts. The major investi

gator was trained in the coding process by Dr. Marie M. Hughes, who 

directed the development of the Revised Provo Code. He, in turn, train

ed the other two coders. After the coders were trained, each indepen

dently coded all 48 tapescripts. 

Once reliability of the coders had been established (discussed 

below), the codings of Coder A were used for all later comparisons and 

analyses. The raw data were secured by tabulating all teaching functions 

in one of the seven categories of teaching functions listed above. The 

total number of functions in each category and the total number of 

functions for the entire tapescripts for each teacher were combined and 
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the per cent of functions in each category was established for each 

teacher. 

Reliability. The per cent of coder agreement for each of the 

seven categories was used to establish coding reliability. The procedure 

used to establish reliability was as follows: 

1. The 48 tapescripts were arranged in grade level order. 

2. Every fourth tapescript was collected to assure a stratified 
sample which included at least one record from each grade 
level. 

3. Three pages from each of the 13 tapescripts in the sample 
were compared on a matching basis with each of the other 
coder's records. This was done on an item-by-item basis and 
every miscalling and/or omission was recorded. 

4. The pages used for comparison were selected on a systematic 
basis. The first three pages were used in the first record, 
the middle three pages in the second record, and the last 
three pages in the third record. The system was repeated for 
every three records thereafter,, 

5. The per cent of agreement on an item-by-item analysis was 
figured for coders A and B, B and C, and A and C. 

Table I shows the per cent of item agreement by category for the 

three comparisins. Since there were only four teaching acts in the Re

sponse category, it was dropped from further analysis. The reliability 

of coders on each category was accepted as satisfactory. 

Summary 

In this chapter, the sample, the various instruments which were 

administered, and the procedures used in gathering and scoring the data 

have been described. In Chapter III, the basic data and descriptions of 

the results of statistical analyses will be presented. 



TABLE I 

PER CENT OF ITEM AGREEMENT AMONG CODERS FOR SEVEN CATEGORIES OF TEACHING FUNCTIONS 

Total Total Per Cent 
Teaching Total Total Mis- Total Discre- of 
Functions Coders Items Agreement Callings Omissions pancies Agreement 

Controlling A- & B 342 330 11 1 12 96.5 
A & C 351 312 27 12 39 88.9 
B & C 354 311 30 13 43 87.9 

Imposition A 8. B 80 59 14 7 21 73.8 Imposition 
A & C 82 62 16 4 20 75.6 
B & C 84 61 18 5 23 72.6 

Facilitating A 8, B 63 47 10 6 16 74.6 
A & C 56 48 6 2 8 85.7 
B & C 65 45 12 8 20 69.2 

Content A & B 140 118 16 6 22 84.3 
Development A & C 150 119 25 6 31 79.3 

B & C 149 115 29 5 34 77.2 

Response A & B 4 4 — — 100.0 
A & C 4 4 — — — 100.0 
B & C 4 4 — — — 100.0 

Positive 
Affectivity 

A & B 
A & C 
B & C 

60 
60 
62 

57 

49 
50 

3 

9 
10 

2 
2 

3 
11 
12 

95.0 
81.7 
80.6 

Negative 
Affectivity 

A & B 
A & C 
B & C 

51 
56 
51 

47 
41 
39 

4 
10 
8 

5 
4 

4 
15 
12 

92.2 
73.2 
76.5 



CHAPTER III 

FINDINGS 

In this chapter, the hypotheses and ancillary questions are ex

amined in the light of relationships found when the data gathered were 

correlated. Chapter III is divided into three parts, The first part 

deals with the definition of the two subject schools and an examination 

of the degree of homogeneity between school and school personnel vari

ables. The second part presents findings relevant to the two major 

hypotheses. In the third part, each of the ancillary questions is ex

amined individually and data pertinent to answering the questions are 

discussed. 

Definition of Subject Schools 

The first group of data relates to definition of the two schools 

with the most extreme differences in climate. The OCDQ data from the 

ten schools in the sample were compared against the prototypic profiles 

in the Halpin and Croft study revealing the presence of at least one -

school in each of the six climate classifications. In terms of the ex

tremes of climate, two schools were designated as being open and three 

were found to be closed. The complete distribution is shown in Table II. 

As Table II reveals, School A was found to be the school with 

the most open climate and School J the school with the most closed cli

mate. For the sake of clarity, the two schools will be referred to 

throughout the remainder of this report as the Open School and the 

Closed School. 

52 
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TABLE II 

ORGANIZATIONAL CLIMATE OF SCHOOLS STUDIED 
RANKED FROM MOST OPEN TO MOST CLOSED 

Total Absolute 

School Organizational Differences of Subtest 

Climate Standard Scores 

A Open 28 

B Open 58 

C Autonomous 57 

D Controlled 63 

E Familiar 60 

F Paternal 63 
G Paternal 38 

H Closed 61 

I Closed 58 
J Closed 28 

The differences between the Open School and the Closed School 

on each of the eight separate subtests of the OCDQ is illustrated in 

Figure 5 where the subtest profiles are plotted together. The extreme 

range noted between the Esprit subtest scores is typical and serves as 

the best single indicator of openness or closedness of organizational 

climate. 

The second group of data relates to definition of the school 

and school personnel variables so that comparisons of homogeneity of the 

Open School and Closed School can be made. Personal data and data about 

the schools were gathered during the testing phase of the study through 

questionnaires and interviews with the principals. These data are tabu

lated in Table III. 

Schools Compared. The schools were in the same school district 

and were of approximate size in student enrollment, class membership, 

and number of school personnel. The principals were both unmarried, of 



X 

Characteristics of the Group Behavior of the Principal 

Disengagement Hindrance Esprit Intimacy 
Production Consider-

Aloofness Emphasis Thrust ation 

70 

65 

60 

Stand- 55 
ard 

Scores*3 50 

45 

40 

35 

Figure 5. Comparison of the most open3 and the most closed organizational climate 
on the eight subtests of the Organizational Climate Description Questionnaire. 

aThe open climate is represented by the solid line; the closed climate by 

^Standard scores with a mean of 50 and a standard deviation of 10. CJl 
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TABLE III  

VARIATIONS IN STATISTICAL SUMMARIES BETWEEN THE OPEN 
AND CLOSED SCHOOLS ON SELECTED VARIABLES 

Variables Open School Closed School 

SCHOOL DATA 

Enrollment 328 301 

Teachers 12 12 

Mean Class Size 27.3 25.1 
Range of Class Size 23-36 16-34 

TEACHER DATA 

Marital Status 
Single 2 2 

Married 10 7 

Widowed 0 2 

Divorced 0 1 

Acie 
Range 25-64 25-64 
Mean 39.9 43.3 

Median 39.5 39.5 
Standard Deviation 11.3 11.6 

Years Teachinq Experience 
Range 1-24 2-31 

Mean 11.2 13.7 

Median 9.5 9.5 

Standard Deviation 6.7 9.5 

Years at Present School 
Range 1-16 2-21 

Mean 5.4 6.5 

Median 3.5 4.5 

Standard Deviation 4.5 5.2 

Graduate Education 
Master's Degree 1 5 

Total Semesters beyond B.A. 9 19 

Range 0-2 0-3 

Mean .75 1.75 

Standard Deviation .83 .83 
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the same sex, and over fifty years of age. They each held the master's 

degree in education, had over fifteen years of educational experience, 

and held their present position for at least the past eight years. 

Inspection of Table III reveals a high degree of homogeneity 

between the faculties on age, years of teaching experience, and number 

of years in present position. This was verified by testing the signi

ficance of the difference between the means of these variables. The 

critical ratios for these data and the comparison on graduate study are 

presented in Table IV. 

TABLE IV 

CRITICAL RATIOS FOR TEST OF DIFFERENCE BETWEEN MEANS OF THE 
OPEN AND CLOSED SCHOOLS ON SELECTED TEACHER VARIABLES3 

Teacher Variable Critical Ratio 

Age .717 

Years of Teaching Experience .749 

Years in Present Position .545 

Semesters Beyond Bachelor's Degree 3.03b 

aCR = 1.96 is necessary for a significant difference at .05 
level. 

^Significant at the .01 level of confidence. 

It is clear that the faculties of the two schools were drawn 

from the same population with respect to all the factors measured ex

cept the Semesters Beyond Bachelor's Degree. This finding necessitated 

further testing. Since the teachers in the two schools varied signifi

cantly in the amount of graduate study, the relationship was determined 
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between this variable and the variables intended for testing the major 

hypotheses of this study. 

Because the data on the teaching functions are in an ordinal 

scale, the nonparametric Spearman rank correlation coefficient was used 

to measure the association between the semesters of graduate education 

completed by the teachers in each school and l) each of the six cate

gories of teaching functions and 2) the dogmatism scores of each teacher. 

The correlation coefficients for these comparisons are presented in 

Table V and Table VI. 

TABLE V 

RANK DIFFERENCE CORRELATIONS BETWEEN SEMESTERS OF GRADUATE 
EDUCATION AND SIX TEACHING FUNCTIONS FOR TEACHERS 

OF THE OPEN AND CLOSED SCHOOLS8 

Teaching Function 
Open School 

Correlation 

Closed School 

Correlation 

Controlling .02 .35 

Imposition .35 .28 

Facilitating .21 -.04 

Content -.20 -.07 

Positive .38 .34 

Negative -.20 .50 

aWith 10 df correlation must = .576 to be significant at 
the .05 level. 

With the null hypothesis being sustained in all tests, it was 

concluded that in the population of teachers from which the sample was 

drawn, the amount of graduate study completed was not significantly re

lated to the measures of teaching functions or dogmatism. 
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TABLE VI 

RANK DIFFERENCE CORRELATIONS BETWEEN SEMESTERS OF GRADUATE 
EDUCATION AND DOGMATISM SCORES FOR TEACHERS 

OF THE OPEN AND CLOSED SCHOOLS3 

Organizational Climate Correlation 

Open .12 

Closed .16 

aWith 10 df correlation must = .576 to be 
significant at the .,05 level. 

In summary to this point then, regarding the variables discuss

ed thus far, the two subject schools were found to be homogeneous except 

for the amount of graduate education. This variable, however, was not 

significantly associated with the two variables being examined to test 

the major hypotheses of this study. 

Two other important differences, however, were discovered be

tween the schools which could not be nullified by lack of statistical 

significance with the major variables. The students were from different 

ethnic and socio-economic groups. The Open School was composed of mid

dle class Anglo-American students, and the Closed School was composed 

almost completely of American Indian students from families in the lower-

4 socio-economic group. 

This situation revealed a weakness in the basic research design 

because nothing could be done to control the differences. The other two 

schools in the original sample with closed organizational climates also 

4. This information was supplied by the principals of each 
school after completion of the first testing phase. 
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served lower income families who were mostly Mexican and/or Negro. The 

other open climate school was composed of middle class Anglo-American 

students. Thus, changing subject schools would not alleviate the hetero

geneity of the student bodies on the variables of race and social class. 

The sample for the study included the universe of twelve to fourteen 

teacher schools in the district studied to minimize the eventuality of 

such uncontrollable differences. Obviously, the finding that the stu-

* T 
dent bodies of the open climate schools were predominantly Anglo-

Americans from middle class homes and the student bodies of the closed 

climate schools were predominantly Negro, Mexican or American Indian 

students from low socio-economic homes was wholly unexpected. 

Because the heterogeneity of race and social class could not be 

removed by changing subject schools, the original schools were retained 

in the study. However, the investigator was fully aware that if the 

major null hypotheses of the study were to be rejected, any generaliza

tions from the findings would be necessarily restricted. On the other 

hand, if the null hypotheses were to be substantiated despite the dif

ferences in the schools, the significance of the findings would be en

hanced . 

The Tests of the Hypotheses 

Hypothesis 1: There is no relationship between the teaching patterns of 

teachers and the openness or closedness of their school's organizational 

climate as measured by the Organizational Climate Description Question

naire . 

Tests of the first hypothesis required as basic data the per 

cent of total teaching acts in each of the six teaching functions for 
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each teacher in each of the two subject schools. The percentages, which 

are tabulated for each school in Table VII and Table VIII, were ranked 

and tested by the Mann-Whitney U Test (cf. Siegel 1956). 

TABLE VII 

PER CENT OF TOTAL TEACHING ACTS BY TEACHER AND 
TEACHING FUNCTION CATEGORY: OPEN SCHOOL 

Teacher 
Control

ling 
Imposi

tion 

Facilita
ting Content Positive 

Nega
tive Total 

A 52.3 7.8 6..0 20.3 5.4 7e6 99.7 

B 45.9 10,2 '10.2 18.0 6.5 9.0 99.8 

C 49.6 5.1 7.0 28,8 6.1 2.6 99.6 

D 52.5 13.8 6.6 15.5 5.7 5.7 99.8 

E 43.8 6.9 3.5 27.4 15.5 2.3 99.5 

F 48.3 4.0 7.3 27.8 7.7 3.6 99.5 

G 51.7 9.1 6.6 20.2 6.9 5.1 99.7 

H 39.9 9.5 11.5 28.1 10.2 .5 99.7 

I 46.4 5.4 8.3 26.6 12.3 .7 99.7 

J 49.1 3.4 5.8 24.3 14.4 2.5 99.7 

K 43.1 10.0 9.7 21.6 10.0 5.2 99.7 

L 51.8 6.8 3.4 17.8 18.0 2.0 99.8 

Although the teaching function of Content approached signifi

cance, as shown in Table IX, none of the teaching functions warranted 

the assumption that they were significantly different from zero. For 

this reason, the evidence provided by the test did not demand rejection 

of the null hypothesis. No statistically significant relationship was 
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discovered between the six teaching functions measured and the openness 

or closedness of organizational climate. 

TABLE VIII 

PER CENT OF TOTAL TEACHING ACTS BY TEACHER AND 
TEACHING FUNCTION CATEGORY: CLOSED SCHOOL 

Teacher 
Control

ling 
Imposi

tion 
Facilita

ting Content Positive 
Nega
tive Total 

A 60.4 6.2 4.1 15.8 4.5 8.7 99.7 

B 44.1 8.5 4.9 20.9 7.1 13.5 99.5 

C 44.2 4.9 9.0 24.5 7.8 9.3 99.7 

D 61.2 6.2 6.9 13.2 6.6 5.5 99.6 

E 52.7 11.3 7.0 20.2 4.2 4.2 99.6 

F 54.2 7.5 4.0 14.8 4.9 14.2 99.6 

G 42.4 7.5 6.0 29.5 10.4 3.9 99.7 

H 45.6 14.1 10.2 20.2 7.7 1.9 99.7 

I 49.2 8.0 5.4 23.1 12.1 1.5 99.6 

J 58.0 5.6 3.8 19.4 8.9 3.8 99.7 

K 54.5 22.4 6.6 9.7 2.5 4.0 99.7 

L 48.3 13.9 7.0 18.6 9.0 2.7 99.6 

Hypothesis 2: There is no relationship between the teaching patterns 

of teachers and the openness or closedness of their personality systems 

as measured by the Rokeach Dogmatism Scale. 

Basic data for the test of Hypothesis 2 were provided by the per 

cent of total teaching acts in each of the six teaching functions per

formed by each teacher, and the dogmatism score of each teacher. The 
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per cent of total teaching acts are presented in Table VII and Table VIII 

and the dogmatism scores for each teacher are tabulated in Table X be

low. 

TABLE IX 

U SCORES BETWEEN THE OPEN AND CLOSED 
SCHOOLS AND SIX TEACHING FUNCTIONS 

Teaching Function U Score3 

Controlling 49.5 

Imposition 57.0 

Facilitating 57.0 

Content 44.0 

Positive 

in • 

CO 

Negative 50.0 

aA U score of 37 or less -is required 
to reject the null hypothesis at the 
.05 level of significance for a two-
tailed test. 

The per cent of each teacher's total teaching acts performed in 

each of the six teaching functions were ranked and tested against the 

ranked dogmatism scores of each teacher by the Spearman Rank Difference 

Correlation Test. The. resultant correlation coefficients were then com

pared as shown in Table XI. 

Inspection of the table reveals that the teaching function of 

Positive Affectivity approached significance in the Open School. How

ever, none of the correlation coefficients was of sufficient size to 

permit the assumption that they were significantly different from zero. 
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TABLE X 

DOGMATISM SCORES OF TEACHERS IN 
THE OPEN AND CLOSED SCHOOLS 

Open School Closed School 

Teacher Score Score Teacher 

L 174 171 G 

K 166 164 K 

B 151 153 I 

J- • " 144 143 E 

F 141 135 C 

E 136 135 A 

C 121 135 H 

I 115 121 F 

D 115 120 B 

A 109 111 L 

H 103 110 D 

G 89 88 J 

. - It was necessary, therefore, to accept the null hypothesis. 

There was no significant relationship found between the teaching pat

terns of teachers and their dogmatism scores. 

Analysis of Data Related to the Ancillary Questions 

In addition to the two major hypotheses formulated for investi

gation in this study, three ancillary questions were examined. The 

ancillary questions were: 

L What is the relationship between a model of good teaching and 
the teaching patterns of teachers in an open organizational 
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climate school and a closed organizational climate school? 

2. What is the relationship between teacher turnover and the 
openness or closedness of the school's organizational cli
mates? 

3, What is the relationship between the degree of openness or 
closedness of a teacher's personality system and the degree 
of openness or closedness of his school's organizational 
climate? 

TABLE XI 

RANK DIFFERENCE CORRELATIONS BETWEEN DOGMATISM SCORES 
AND SIX TEACHING FUNCTIONS FOR TEACHERS 

OF THE OPEN AND CLOSED SCHOOLS8 

Teaching Function 
Open School 
Correlation 

Closed School 
Correlation 

Controlling -.17 -.34 

Imposition -.16 .35 

Facilitating - „ 15 o23 

Content -.19 .35 

Positive 1,42 -.04 

Negative .07 -.19 

aWith 10 df correlation must be = .576 to be signi 
ficant at the ,05 level. 

These questions were considered to combine relationships where 

the opinions of school personnel appeared to have reached consensus, i.e., 

l) open climate schools produce better teaching, 2) teacher turnover is 

greater in closed climate schools, and 3) "open" and "closed" individuals 

are associated with open and closed school climates. The data gathered 

to test the major hypotheses were utilized further to examine these ad

ditional relationships. 
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Ancillary Question It What is the relationship between a model of good 

teaching and the teaching patterns of teachers in an open organizational 

climate school and a closed organizational climate school? 

Although no statistically significant difference was discovered 

between the teaching patterns of teachers in the Open School and the 

teaching patterns of teachers in the Closed School, the patterns of each 

school were compared further, seeking trends toward "good" teaching. 

The Model of Good Teaching used for the comparison was developed 

by Hughes and Associates (1959) for their study entitled "The Assessment 

of the Quality of Teaching in Elementary Schools." The model, express

ed as a percentage range for each major teaching function within which 

teaching acts should fall, is presented in graphic form in Figure 6. 

The rectangles represent the percentage range of teaching acts for good 

teaching. The percentage scale for each category is: 

Controlling Functions 20-40 per cent 

Imposition 1-3 per cent 

Facilitating 5-15 per cent 

Content Development 20-40 per cent 

Personal Response 8-20 per cent 

Positive Affectivity 10-20 per cent 

Negative Affectivity 3-10 per cent 

The mean per cent of teaching acts in each category for each sub

ject school is plotted against the Model of Good Teaching in Figure 6. 

5. A complete rationale for the Model of Good Teaching is pre
sented in Chapter VI of the research report by Hughes and Associates 

(1959). 
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Figure 6. Comparison of teaching patterns of teachers in the 
open3and closed school and Model of Good Teaching'3. 

aThe open climate is represented by the solid line; 
the closed climate by the broken line. 

The rectangles represent ranges of "good" teaching. 
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Inspection of the profiles reveals neither subject school compares favor

ably with the Model of Good Teaching. However, in comparing the two 

schools, the Open School profile is closer to the "good" teaching range 

in all teaching function categories. 

The distribution of the per cent of teaching acts of each teacher 

in each category offers another comparison between the Open School and 

the Closed School. A histogram follows for each teaching, function cate

gory to illustrate the distribution for each school in graphic form. 

Figure 7 compares the Open School and the Closed School on the Control

ling teaching function category. 

Inspection of Figure 7 shows that only one teacher in the Open 

School fell within the "good" teaching range. The next six teachers in 

each school (50 per cent of each school) were comparable in Controlling 

behavior. The other 50 per cent of the teachers provided the variance 

with six of the teachers in the Closed School being Controlling over 53 

per cent of the time while only one Open School teacher was over the 53 

per cent level. 

In the teaching function cf Imposition, shown in Figure 8, none 

of the teachers was within the "good" teaching range because all of the 

teaching act percentages within the 2.5 to 5.5 per cent interval were 

above four per cent. Teachers were more comparable on this function 

with the exception of one teacher in the Closed School who resorted to 

teaching acts of Imposition more than two times as much as most of the 

other teachers. 

Facilitating teaching behavior, as illustrated in Figure 9, was 

again more alike between the two schools. Moreover, all but five of the 
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twenty-four teachers were within the "good" teaching range. The Closed 

School, however, had one-half of their teachers below the 6.5 per cent 

level, while only one-third of the teachers in the Open School were be

low that level. 

Per Cent of Total 
Teaching Acts 

59-61 

56-58 

53-55 

50-52 

47-49 

44-46 

41-43 

38-40 

Open 

109 174 

115 

89 

144 

151 

115 

121 

141 

136 

166 

103 

Closed 

135 110 

88 

143 121 164 

111 153 

120 135 135 

171 

Figure 7. Histogram of Controlling function: open and 
closed climates.3 

aThe figures in the histogram cells are the 
dogmatism scores of the individual teachers. 

^Good teaching range for Controlling function 
lies between 20$ and 40$. 

Figure 10 reveals that although both schools had an approximate 

number of teachers within the "good" teaching range, the Open School had 

seven-twelfths of the teachers above 21.5 per cent in the Content Devel-

u 
opment category, while the Closed School had only one-fourth above this 
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point. The Closed School also had one-fourth of the teachers below 15.5 

per cent; the Open School had no teacher below this level. 

Per Cent of Total 
Teaching Acts Open Closed 

164 

115 111 135 

151 

144 

89 

174 

141 

103 166 143 

136 109 88 135 110 171 121 153 120 

121 115 135 

21-23 

18-20 

15-17 

12-14 

9-11 

6-8 

3-5 

0-2 

Figure 8. Histogram of Imposition functions open and closed 
climates.3 

The figures in the histogram cells are the dogmatism 
scores of the individual teachers. 

j_ 
Good teaching range for Imposition function lies be
tween 1% and 3%. 

In the category of Positive Affectivity, as shown in Figure 11, 

one-half of the Open School teachers were within the "good" teaching 

range. Only one-sixth of the Closed School teachers so qualified. 

Furthermore, one-third of the Closed School teachers were below 5.5 per 

cent, while only one teacher from the Open School was below this per

centage. 
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Per Cent of Total 
Teaching Acts 

15-16 

13-14 

11-12 

9-10 

7-8 

5-6 

3-4 

Open Closed 

1 2 1 - 115 141 

166 

89 

109 

136 

103 

151 

115 

144 

174 

135 

110 

120 

135 

135 

143 

153 

121 

164 

171 

88 

111 

Figure 9. Histogram of Facilitating function: open and 
closed climates.3 

The figures in the histogram cells are the dog
matism scores of the individual teachers. 

Good teaching range for Facilitating function 
lies between 5$ and 15%. 

Figure 12 shows that the Closed School had seven teachers with

in the "good" teaching range in the Negative Affectivity category, and 

the Open School had six. However, two teachers exhibited considerably 

more negative behavior which raised the Closed School's mean percentage. 

On the other hand, the mean percentage of the Open School was lowered by 

the presence of one-half of their teachers below the three per cent 

level. 

The foregoing comparative analysis of the per cent of teacher 

acts in each of the six teaching function categories in the open and 

closed schools, and the percentage ranges within the Model of Good 
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Per Cent of Total 
leaching Acts 

40-42 
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31-33 
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22-24 
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16-18 
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Open Closed 
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136 115: 

171 

135 

111 

151 174 115 135 

121 

164 

leaching, reveals that l) the teaching patterns of both schools compare 

poorly with the model, 2) the mean percentages in each teaching func

tion category of the Open School teachers are closer to the model in all 

categories than are the mean percentages of the Closed School teachers, 

and 3) the Open School has more individual teachers within the "good" 

teaching range of all categories, except Negative Affectivity, than does 

the Closed School. 

Per Cent of Total 
leaching Acts Open 

18-20 

15-17 

12-14 

9-11 

6-8 

3-5 

Closed 

b 

174 — 

136 

115 144 153 

166 103 
— 

88 111 171 

115 121 151 89 141 110 120 135 135 

109 164 143 135 121 

Figure 10. Histogram of Content Development functioni 
open and closed climates.3 

The figures in the histogram cells are the 
dogmatism scores of the individual teachers. 

Good teaching range for Content Development 
function lies between 20$ and 40$. 

Figure 11. Histogram of Positive Affectivity function! 
open and closed climates.3 

aThe figures in the histogram cells are the 
dogmatism scores of the individual teachers. 

Good teaching range for Positive Affectivity 
function lies between 10$ and 20$. 

Ancillary Question 2i lat is the relationship between teacher turnover 

and the openness or closedness of the school's organizational climate? 
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This question was answered earlier in the chapter when the re

sults were reported of the examination for homogeneity of the two sub

ject schools. The data used for comparison between the two schools are 

summarized in Table XII. 

Per Cent of Total 
Teaching Acts 
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1-3 

Open 
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166 

144 

151 

115 

121 

Closed 

121 120 
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88 

153 
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171 
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164 
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Figure 12. Histogram of Negative Affectivity function: open and 
closed climates.3 

aThe figures in the histogram cells are the dogmatism 
scores of the individual teachers. 

'-'Good teaching range for Negative Affectivity function 
lies between 3$ and 10^. 

Inspection of Table XII reveals that the test for the signifi

cance of the difference between the means failed to establish a statis

tically significant difference at the .05 level. Therefore, no 

significant relationship was found between teacher turnover and the 

degree of openness or closedness of the two subject schools. 

Ancillary Question 3: What is the relationship between the degree of 

openness or closedness of a teacher's personality system and the degree 

of openness or closedness of his school's organizational climate? 
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TABLE XII 

DATA FOR COMPARISON OF YEARS IN PRESENT POSITION BETWEEN 
TEACHERS IN THE OPEN AND CLOSED SCHOOLS 

Open School Closed School 

R 1-16 2-21 

M 5.4 - 6.5 

Md. 3.5 4.5 

S.D. 4.5 5.2 

SED 1.98 

CR .556a 

aCR = 1.96 is necessary for a significant difference at 
.05 level. 

Figure 13 shows the distribution of individual teacher's dog

matism scores within their faculty group. It will be noted that the 

Open School contains the teacher with the highest dogmatism score, and 

the Closed School has the teacher with the lowest score. The Open School 

has six teachers below a score of 122 and six teachers above a score of 

135. The Closed School has five teachers below the 122 score point and 

seven teachers above the score of 134. 

Further evidence of the similarity in distribution of the dog

matism scores of the two faculties is provided in Table XIII. Inspection 

of Table XIII reveals very similar measurements of range, central ten

dency, and variance of the scores. 

The test of the significant difference between the means of the 

dogmatism scores of the two schools failed to determine a significant 

difference at the .05 level. No significant relationship was found 



Dogmatism 
Score Open School Closed School 

165-174 166 174 171 

155-164 164 

145-154 151 153 

135-144 136 141 144 143 135 135 135 

125-134 

115-124 115 115 121 121 120 

105-114 109 111 110 

95-104 103 

85-94 89 88 

Figure 13. Histogram of individual teacher's 
dogmatism scores in the Open School 
and the Closed School. 
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to exist between the openness and closedness of the teachers in the sub

ject schools and the openness and closedness of their school's organiza

tional climate. 

TABLE XIII 

DATA FOR COMPARISON OF DOGMATISM SCORES BETWEEN 
TEACHERS IN THE OPEN AND CLOSED SCHOOLS 

Open School 

' , r..., 

Closed School 

R 89-174 88-171 

M 130.3 132.2 

S.D. 24.8 22.8 

SEq 9.74 

CR . 195a 

aCR = 1.96 is necessary for a significant differ
ence at the .05 level. 

Summary 

In this chapter, the findings which resulted from the process

ing of the basic data related to the hypotheses and the ancillary 

questions have been reported. A summary of the study, the conclusions, 

and the implications will be presented in Chapter IV. 



CHAPTER IV 

SUMMARY, CONCLUSIONS, AND IMPLICATIONS 

This investigation is an exploratory attempt to examine the re

lationships between the "open" and "closed" dimensions of organizational 

climates and teachers' personalities, and the teaching patterns exhibit

ed by the teachers. These variables were examined within the context.of 

social systems theory. 

Evolved from a basic concern as to how principals can improve 

teaching, the study was based on an assumption formulated by Flanders 

(1956, p. 33) that "... the greatest single influence on classroom 

teaching is the behavior of the teacher." It was assumed further that 

when the principal could not control the teacher personality variable 

(e.g., by teacher selection), organizational climate became the variable 

most often utilized by principals to influence teacher behavior. More

over, it was regarded as the variable most amenable to the influence of 

the principal. 

The assumption that principals utilize the organizational cli

mate to modify teacher behavior was supported by the findings of a 

national survey of elementary principals (National Education Association 

1958). In responding to a query asking how they made their most ef

fective contribution to-improving instruction, forty-seven per cent of 

the principals claimed they were most effective by "providing many in

structional materials and maintaining high morale." 

77 
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The assumption that the school climate is amenable to the 

principal's influence is quite generally accepted and is supported by 

research evidence. A typical conclusion coming out of such research is 

the following assertion made by Cornell (1954, p. 45)* 

„ . . teacher effectiveness depends . . . upon the climate of 
the administrative environment in which participation takes 
place „ . . The factors which really contribute to the ef
fectiveness of an organization are thus in the "atmosphere" 
of sentiments and attitudes, an area in which the administra
tor assumes a critical role. 

The significance of this study is based on the foregoing as

sumptions: i.e., if the principal in his role position is able to in

fluence the school's climate, and if the climate in turn affects the 

teaching behavior of teachers, then such findings should hold signifi

cant implications for the training of principals and the designing of 

subsequent research studies. 

Rationale for the Study 

The general theoretical model for this investigation was 

developed by Getzels and Guba (1957). Fundamentally, the model is based 

upon a theory of individual behavior in social systems. A social sys

tem exists whenever there is a plurality present; it is made up of 

three classes of phenomena which are at the same time independent and 

interactive. The three classes are: l) the institution with certain 

roles and expectations that will fulfill the goals of the system (the 

normative dimension); 2) the individual with certain personalities 

and need dispositions inhabiting the system (the personal dimension); 

and 3) the group with a developed climate and intentions (the group 

dimension). (Getzels and Thelen 1960) 
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It is within these dimensions of the social system that the 

formal group leader directs and controls the activities of subordinates 

in order to achieve the goals of the system. Out of this interaction, 

each social system develops a unique climate which is, at one and the 

same time, a result of the interaction and a factor affecting future 

interaction. Therefore, climate and personality elements of the social 

systems model are regarded as variables affecting the social behavior 

of participants functioning within the system. 

In the present study, climate refers to the teacher's perception 

of the principal-teacher social interaction. Personality refers to the 

belief-disbelief system (dogmatism) of the teachers. Social behavior 

refers to the teaching patterns of teachers and, according to the model, 

is affected by the interaction between the climate and personality 

dimensions. 

Hypotheses and Questions 

On the basis of previous theoretical and empirical work, two 

major hypotheses were formulated for investigation. Research was direct

ed to the problems embodied in the following null hypotheses» 

1. There is no relationship between the teaching patterns of 
teachers and the openness or closedness of their school's 
organizational climate as measured by the Organizational 
Climate Description Questionnaire. 

2. There is no relationship between the teaching patterns of 
teachers and the openness or closedness of their personality 
systems as measured by the Rokeach Dogmatism Scale. 

In addition to these two major problems, certain ancillary 

questions were examined. These were: 
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1. What is the relationship between a model of good teaching 
and the teaching patterns of teachers in an open organiza
tional climate school and a closed organizational climate 
school? 

2. What is the relationship between teacher turnover and the 
openness or closedness of the school's organizational cli
mate? 

3. What is the relationship between the degree of openness or 
closedness of a teacher's personality system and the degree 
of openness or closedness of his school's organizational 
climate? 

Methodology 

Methodology for the research project involved the selection of 

the sample, selection and administration of research instruments, and 

the application of statistical procedures to provide tests of the 

hypotheses and answers to the ancillary questions. 

The Sample 

The teachers in all of the elementary schools employing twelve 

to fourteen teachers in a large urban school district in Arizona were 

selected to comprise the original sample. Once the organizational 

climates of these ten schools had been identified, the two schools with 

the most extreme differences in climate were selected as the subject 

schools for the remainder of the investigation. This procedure was fol

lowed to limit the final measurement of teaching patterns to not more 

than twenty-eight teachers, and to also maximize the chances of finding 

extremes in climates. Even so, the twenty-four teachers observed created 

663 pages of tapescript which were coded and categorized. 
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The Instruments 

Four major research instruments were used in the collection of 

the data from the teachers and principals. These weret 

1. The Halpin and Croft Organizational Climate Description 
Questionnaire, a 64-item questionnaire designed to identi
fy the organizational climates of elementary schools as 
one of six types: Open, Autonomous, Controlled, Familiar, 
Paternal, or Closed. Teachers in the ten schools completed 
the OCDQ in group test situations. The results were hand-
scored, the climates of each school were identified, and the 
school with the most open climate and the school with the 
most closed climate were selected for further investigation. 

2. Rokeach's Dogmatism Scale, a standardized 40-item scale de
signed to describe the belief-disbelief system (the open or 
closed mind) of individuals who respond to the items. The 
scale differentiates between high and low dogmatics. The 
instrument was administered to all of the teachers in the 
open and closed school. Hand-scoring of the completed 
scales resulted in a dogmatism score for each teacher in 
the two subject schools. 

3. The University of Utah Revision of the Provo Code for the 
Analysis of Teaching, a coding system which enables the 
classification of teacher-pupil verbal interaction into 
seven categories of teaching functions. Two thirty-minute 
tape recordings were made of each of the twenty-four teachers 
as they taught social studies in their classrooms. The tape 
recordings were transcribed and coded into teaching acts. 
The total teaching acts for each teacher were then classi
fied into the seven teaching function categories on the basis 
of the per cent of total acts in each category. However, 
since the Response category was limited to four teaching 
acts, it was dropped from further analysis. A profile of 
each teacher's teaching pattern was thus obtained for fur
ther analysis. 

4. A Personal Data Sheet, an instrument which consists of 
questions to which the teachers and principals responded. 
The data resulting from the administration of this question
naire provided information concerning the personal character
istics of teachers and principals in the study. 

The Statistical Methodology 

The means and standard deviations of the raw scores on the OCDQ 

were determined for each of the eight subtests. These measures were 
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then converted into normatively standardized scores with a mean of fifty 

and a standard deviation of ten. The means and standard deviations of 

these standardized scores were computed and the scores of all eight sub

tests were standardized ipsatively. After this double standardization 

process, the scores were in a suitable form for comparison with the 

OCDQ prototypic climate profiles to determine each school's organizational 

climate. 

Once the two subject schools were selected, various school and 

faculty variables were compared to see if the schools were drawn from the 

same population. The significance of the differences between the means 

were computed, and the one heterogeneous variable identified was compared 

against the major variables in the study by correlation coefficients. 

In order to utilize the data collected through the administra

tion of the various research instruments in testing the hypotheses and 

answering the ancillary questions, correlation coefficients were computed 

between pairs of ranked data, and in the case of the percentages of 

teaching acts, the nonparametric Mann-Whitney U Test was used. Standard 

tests of significance were applied to the obtained correlation coef

ficients. 

The Findings 

This study resulted in findings based upon the information gain

ed through the administration of each of the research instruments as well 

as findings which were obtained through the utilization of these data in 

conducting tests of the hypotheses and providing answers to the ancillary 

questions. These findings are discussed in the following paragraphs. 



83 

Findings Based on Data Gathered by the Research Instruments 

The Organizational Climate Description Questionnaire. The ten 

schools measured provided at least one of each of the six organizational 

climates identified by Halpin and Croft (1962). The sample was classi

fied into two Open climates, one each of the Autonomous, Controlled, and 

Familiar climates, two Paternal climates, and three Closed climates. 

Rokeach's Dogmatism Scale. Dogmatism scores of the teachers 

ranged from 88 to 174 with the distribution of scores being very similar 

in each school, as shown in Figure 13 in Chapter III. Both the open 

and closed schools had three teachers in each quartile of the combined 

scores. No significant relationship was found between the dogmatism 

scores of teachers and the openness or closedness of the organizational 

climates of their schools. 

The University of Utah Revision of the Provo Code for the Analy

sis of Teaching. The two thirty-minute tape recordings of each subject 

teacher's social studies class resulted in 663 pages of tapescript which 

were coded and categorized into the seven teaching function categories. 

The mean pattern of teaching acts of the teachers in each subject school 

was similar to the pattern of the teachers in the Hughes (1959) study, 

except for the categories of Imposition and Negative Affectivity. The 

teachers in the present study were higher in the per cent of teaching 

acts in the Imposition category and lower in the per cent in the Negative 

Affectivity category. When the mean patterns of teaching acts of the 

open and closed schools were compared against the Model of Good Teach

ing (Hughes 1959), the Open School teachers were in the "good" teaching 

range of the categories of Facilitating, Content Development, and 
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Negative Affectivity. The Closed School teachers were in the "good" 

teaching range of the Facilitating and Negative Affectivity categories. 

These comparisons are displayed graphically in Figure 6 in Chapter III. 

The Personal Data Sheet. As a result of the administration of 

the Personal Data Sheet to the teachers and principals, it was found 

that on the basis of the factors measured, the schools and school per

sonnel were conceivably drawn from the same population, except for the 

variable of Graduate Education. The twelve teachers in the Closed School 

had significantly more semesters of education beyond the bachelor's de

gree that did the teachers in the Open School. The Closed School 

teachers accounted for five master's degrees, while the Open School 

teachers were represented by one. The Closed School teachers, as a 

group, had nineteen semesters of graduate study; the Open School teach

ers had nine. 

The personal variables not differing significantly between the 

subject schools included teacher's age, years of teaching experience, 

and years at present school. The schools were homogeneous on the bases 

of school enrollment, number of teachers, and mean class load. 

Findings Related to the Hypotheses and Ancillary Questions 

Utilization of the basic data in statistical procedures design

ed to test the hypotheses and answer the ancillary questions resulted in 

a number of findings. 

Relationship between the teaching patterns of teachers and the 

openness or closedness of their school's organizational climate. No 

significant relationship was found between the per cent of teaching acts 
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in the six teaching function categories measured and the dogmatism scores 

of the teachers in either the open or closed schools. 

Relationship between a model of good teaching and the teaching 

patterns of teachers in an open school and teachers in a closed school. 

Although there was no significant difference between the mean teaching 

patterns of each school, the mean pattern of the Open School teachers 

was closer to the range of "good" teaching in all categories than was 

the mean pattern of the Closed School teachers. The mean pattern of 

both schools, however, compared poorly with the Model of Good Teaching. 

Relationship between teacher turnover and the openness or closed-

ness of the school's organizational climate. No significant relationship 

was discovered between the teachers in the Open School and the teachers 

in the Closed School on the number of years of membership in their present 

faculty group. 

Relationship between the degree of openness or closedness of 

teachers' personality systems and the degree of openness or closedness of 

their school's organizational climate. No significant difference was 

found between the means of the dogmatism scores of the teachers in the 

Open School and the teachers in the Closed School. 

Conclusions 

The following conclusions appear to be warranted on the basis of 

the foregoing empirical evidences 

Organizational Climate Dimension 

1. There is no significant relationship between the organiza
tional climate of an elementary school and the characteristic 
manner in which the teachers verbally interact with their 
students in a formal classroom teaching situation. 
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2. There is no significant relationship between the organization
al climate of an elementary school and the dogmatism of the 
teachers comprising the staff of the school. Stated another 
way, the openness of a school's organizational climate is 
not related to the openness of its teachers' personalities. 

3. There is no significant relationship between such personal 
characteristics of elementary school teachers as age, number 
of years of teaching experience, and tenure in present posi
tion, and the openness or closedness of their school's or
ganizational climate. 

Personality Dimension 

1. There is no significant relationship between the dogmatism 
of elementary school teachers and the characteristic manner 
in which they verbally interact with their students in a for
mal classroom teaching situation. 

2. There is no significant relationship between the dogmatism 
of elementary school teachers and the openness or closedness 
of their school's organizational climate. 

3. There is no significant relationship between the dogmatism 
of elementary school teachers and the number of semesters of 
graduate academic credit they have accumulated. 

Teaching Behavior Dimension 

1. Elementary school teachers interact verbally with their stu
dents in formal classroom teaching situations in very similar 
patterns. These patterns of teaching acts are not related 
significantly to: 

a. the openness or closedness of the school's organiza
tional climate; 

b. the dogmatism of the teacher; 

c. the number of semesters of graduate academic credit 
earned by the teacher; or 

d. student variables, such as ethnic and socio-economic 
group membership. 
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Limitations of the Study 

As with most research, conclusions based upon this investiga

tion are limited by the characteristics of the sample itself. Although 

the sample of ten elementary schools proved to be large enough to identi

fy an open climate school and a closed climate school, the major rela

tionships examined throughout the study were limited to comparisons 

between two schools. Obviously, this was a serious limitation for 

generalizations based upon the findings of this study, which extend be

yond the sample, must be made with care. Methods employed to gain data 

on the teaching acts of teachers made it necessary to limit the number 

of teachers in the study. Had the number not been limited, the task of 

coding and tabulating the tapescripts of the teaching sessions would 

have been monumental. 

The test instruments themselves also provide limitations which 

should not be. overlooked. The OCDQ has not been subjected to any great 

amount of validity and reliability testing or item analysis, although 

a validation study reported by Andrews (1965, p. 38) concluded that 

". . . the subtests of the Organizational Climate Description Question

naire provide, reasonably valid measures of important aspects of the 

leadership of the school principal in a perspective of interaction with 

his staff." 

Use of The University of Utah Revision of the Provo Code for 

the Analysis of Teaching required three coders to learn the definitions 

of seven teaching function categories, and to acquire a high level of 

coding skill to assure an acceptable degree of agreement among coders. 

This limitation was overcome, however, as evidenced by the fact that 
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the per cent of coder agreement was found to be over 72 per cent in all 

instances of comparison. The range was from 72.6 to 100 per cent and the 

median percentage was 81.7. 

Implications of the Study 

This section of the study will be divided into three parts! im

plications for research, implications for training, and implications for 

practice. Since the findings of this study were not supportive of preva

lent opinions and available literature related to the questions examined, 

major emphasis will be given to implications for research. The research 

subsection will, in turn, be limited to consideration of the areas of 

teaching behavior and organizational climate with emphasis placed on the 

former area. 

Implications for Research 

Chief among the findings of this study was the establishment of 

an apparent rigidity among the teachers studied in the characteristic 

manner in which they interacted verbally with their students.- The iden

tified patterns of teaching acts appeared similar despite extreme differ

ences in organizational climates and teachers' dogmatism. In terms of the 

social system model which guided the present study, the evidence adduced 

indicated that the individual and group dimensions of the model were not 

significantly related to the observed organizational behavior of the 

teachers as assumed when the study was formulated. However, since the 

model includes other dimensions related theoretically to individual be

havior in a social system, subsequent research investigations may best 
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be guided by first analyzing the present findings and then modifying 

the model in whatever manner the analysis indicates. 

Analysis of Findings. Figure XIV illustrates the relationship 

among elements of the social system investigated in this study as re

vealed by the data collected and analyzed. Examination of the diagram 

suggests that the role (normative) dimension may include variables most 

influential in shaping teaching behavior. Seeking an interpretation of 

the findings within the role dimension then, it would be logical to con

clude that each of the teachers studied internalized into the structure 

of his personality common expectations for the teacher role. The ensuing 

paragraphs will attempt to substantiate this interpretation by describing 

role learning and then presenting selected theoretical and empirical 

evidence which attests to the influence of role learning on individual 

behavior within organizations. 

Similar Role 

Similar Patterns Extremes in Climate 
(Open and Closed) 

Teaching Behavior 

Diverse Personality 
(Dogmatism) 

Figure 14. Relationships among elements of social system 
model as revealed by findings of present study. 

Following Parsons (1951, p. 205), the learning of role behavior 

is regarded as a socialization process and is defined as "the acquisition 

of the requisite orientations for satisfactory functioning in a role." 

The "requisite orientations" are always learned from others, either 
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directly in the form of training or indirectly by the reactions of others 

to the behavior of role learners. Sarbin (1954, p, 226) has termed these 

two processes intentional instruction and incidental learning. 

It is through both incidental learning and intentional instruction 

that an individual becomes aware of the expectations appropriate for a 

given role. He becomes socialized into the role as he internalizes or 

incorporates these expectations into his personality or self-structure 

in such a way that he wills to behave in conformity with the expecta

tions, and applies sanctions to himself whenever he deviates from them. 

(Guba 1958, p. 57) 

In learning an occupational role, the socialization process is 

greatly affected by the structure of the work setting. Presthus (1962) 

speaks to this point by identifying "patent authority systems," "rational 

procedures," and "limited objectives" as instruments of socialization. 

As the role learner continues to work within the constraints of the 

organization, he develops what Dewey has termed a "pronounced character 

of the mind." Dewey refers to this pehnomenon as an "occupational 

psychosis" which consists of the particular emphases, preferences, and 

interests which an individual develops through his sustained encounter 

with an occupation (Burke 1934, p. 54). In a somewhat similar view, 

Sorokin (1947, p. 211) theorizes that "each occupation tends ... to 

remake its members in its own image, and the longer an individual stays 

in the same occupation the deeper is the transformation." 

Waller (1932, pp. 206-07) in his classic analysis of the effects 

of social interaction on teacher behavior suggests the shaping force of 

socialization in the following statement* 
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Ultimately, the teacher, by living within the rules and regu
lations and by being responsible for their enforcement, in
ternalizes them; as a result she is able to use her personal 
resources for the defence of the established order in the 
school, and thereby to protect her own peace in the school. 
The human being becomes the embodiment of institutionalized 
leadership. 

The shaping effect of role learning is supported by empirical 

research evidence as well as by the foregoing theorizing. For example, 

the increasing number of student-teacher interaction analysis studies 

reveal common patterns of teaching behavior, i.e., a pattern characteriz

ed by the domination of the teacher and a very narrow range of teaching 

acts (cf. Bellack 1963, Bellack et ad. 1963, Flanders 1960, Hughes and 

Associates 1959, Spaulding 1963, and Travers 1961). Evidence such as 

this coming from studies of teachers with great variability in ecology, 

training, and personal characteristics, suggests that socialization into 

a common role tends to produce common behavior. Several investigations 

of student-teaching programs lend further support to this hypothesis. 

Button and Iannaccone (1964) studied twenty-five student teachers 

to determine to what degree they would change their ideas and actions 

toward specific problematical situations arising from the classroom con

text. They concluded from analysis of data gathered through interviews, 

observations, and daily diaries that student teaching is a transitional 

process which aids the student teacher to make the shift in behavior 

from what was taught in college to what seems to be required on the job. 

All of the "successful" student teachers gradually replaced teaching 

techniques "learned" in their professional training program with what

ever worked to get through the lesson at hand or past the immediate 
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dilemma they faced. These practices, in most cases, were the ones 

utilized by their supervising teachers. 

Other studies revealed similar findings. Price (1961) found 

that student teachers with high, medium, and low scores on the Minnesota 

Teacher Attitude Inventory had significant changes in their scores fol

lowing student teaching. He concluded that student teachers acquire 

many of the practices of their supervising teachers. Dutton (1962) 

found that the attitudes of student teachers toward their pupils"became 

more like those of their supervising teachers as student teaching pro

gressed. A study by Gray and Greenblatt (1963) revealed similar shifts 

in the attitudes of student teachers. 

The finding in this present study that the teaching patterns of 

teachers were not significantly related to the number of semesters of 

graduate education is another indication that the factors most influen

tial in determining teaching behavior are those factors impinging on 

the teacher as he functions in the role position. The lack of influence 

of formal professional education—either pre-service or in-service—on 

certain behaviors of both principals and teachers is supported further 

by other empirical evidence. Gross and Herriott (1965) noted a lack of 

significant relationship between years of graduate study and leadership 

behavior exhibited by elementary principals. Likewise, Standlee and 

Popham (1961) could find no significant relationship between teacher 

performance (measured by principals' ratings) and the quantity (number) 

or quality (grades) of academic or professional courses. 

The final research study to be reported here, which points to 

the extreme influence of forces encountered while performing in a role 
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position, is an investigation with special relevance to the findings 

of this study. Bridges (1964) administered the Immediate Supervision 

section, Factor B, of the Organization Survey to all full-time teachers 

of twenty-eight elementary schools selected on the basis of the dog

matism of the principal. Fourteen principals were high dogmatics 

(closed-minded) and fourteen were low dogmatics or open-minded. Analysis 

of the Immediate Supervision scores revealed that all principals with 

six or more years of experience were perceived by their teachers as ex

hibiting similar professional outlooks and behavior. Moreover, the 

similar scores of the experienced principals were not significantly re

lated to the principal's age, sex or dogmatism. Of course, the similar 

scores could be the result of common perceptions on the part of the 

teachers, rather than common behavior among the principals, or even 

both of theseo In any of these cases, however, the finding suggests 

that over time the organizational behavior of individuals tends to be

come more alike. 

Summarizing to this point, the terms of the social system model 

were utilized to suggest an interpretation of the chief findings of 

this study. Accepting the limited influence on teaching behavior of 

the individual and climate dimensions, the role dimension was suggest

ed as being most influential in shaping teaching behavior. More speci

fically, socialization into a common occupational role (teacher) was 

offered as one logical explanation of the similar teaching behavior 

revealed in this study, an explanation which was supported by a descrip

tion of the process of role learning and by citation of relevant theo

retical and empirical evidence. 
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Extension of the Model. Since the conceptual framework guiding 

this exploratory study has identified the role dimension as a potentially 

rich source of variables influencing teaching behavior, the model may be 

extended to facilitate the design of subsequent research investigations 

implied by the present findings. The extended model will be derived by 

assuming the basic relevance of socialization into role and then identify

ing major variables affecting role learning. 

Initially, the model will be extended to include the dimensions 

originally identified by Getzels and Guba (1957), especially since a 

dimension not used in this study interacts directly with the role dimen

sion. This dimension is the anthropological or cultural dimension which 

consists of ethos, mores, and values, each term serving as the analytic 

unit for the term preceding it (Getzels and Thelen 1960, p. 72). The 

findings of this study would suggest that the factors in this dimension 

could be most influential in shaping teacher role behavior. 

Having assumed the relevance of cultural factors, it will be 

further assumed that the role incumbent's actual behavior can be more 

accurately predicted if something is known about: l) the way he per

ceives the role should be performed; 2) how he feels about performing 

it in the perceived manner; and 3) the relevant sub-systems within the 

organization that influence his perceptions and feelings. These three 

points will be explicated in the succeeding paragraphs and then added 

to the social systems model to facilitate further analysis of the 

acquisition of role behavior. 

Abbott has termed points one and two above as cognitive orienta

tions to roles and affective responses to roles, respectively. Cognitive 
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orientations defines for an individual 

. . . the position that he occupies, the way he is expected 
to relate to the incumbents of complementary positions, and 
the behaviors that are prescribed and proscribed by the or
ganization. The orientation includes, but is not limited to, 
the conceptions of' subordinate-superordinate relationships 
that employees have and that constitute the authority dimen
sion of interaction (Abbott 1965, p. 7). 

The affective responses to roles represents the individual's 

feelings and attitudes, regarding roles; more specifically, his motiva

tions regarding role performance (Abbott 1965, p. 8). 

Although an individual has cognitive orientation to roles and 

affective responses to roles within an organization at a given point in 

time, his only indication as to whether he is behaving within the limits 

of the "accepted" role comes from the reactions of the other members of 

the social system. Considering the teaching role, relevant feedback is 

regarded as being provided mainly by three sub-systems: authority, 

colleague, and student (Grosof, 1965). 

The authority sub-system is represented by the supervising 

principal for most teachers. He in turn, however, represents the major 

agency officially empowered to authorize and enforce norms of teacher 

conduct. The teacher's role behavior is usually evaluated in light of 

established criteria by the principal who possesses delegated authority 

to apply negative and/or positive sanctions to assure appropriate role 

behavior. 

The colleague sub-system is not defined by formal rules; rather 

it is described by the pattern of face-to-face relationships among 

teachers. The norms of the sub-system are spontaneous developments of 

the group itself embodying personal values, professional values, and 
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role expectations. Although these norms are not formalized, they can 

exercise great influence and impose sanctions on group members. 

The student sub-system provides more immediate and continuing 

feedback about the teacher's role behavior than any other sub-system. 

Often overlooked as a factor influencing teaching behavior, it is here 

regarded as one of the most influential of factors (cf. Coleman 1961 and 

Gordon 1957)„ Students can exert direct influence by various classroom 

strategies (cf. Holt 1964, p. 3-34), or indirect influence by nature of 

their subsequent performance being reviewed by the authority sub-system, 

the colleague sub-system, and parents. 

It is through relevant feedback from the preceding three sub

systems that teachers acquire cognitive orientations and affective re

sponses to "acceptable" role behavior. These three sub-systems, along 

with the other major variables seen as affecting role learning, and 

therefore subsequently role performance, are represented diagrammatically 

in Figure 15.^ 

Ethos 

Social 
System 

-> Mores 

Climate 

Personality 

Cognitive Orientations-
to Roles 
<^ 

Authority 
Sub-system 

Affective Responses 
to Roles 

Colleague Teaching 
Sub-system ^Behavior 

> ' 
Student 
Sub-system 

Figure 15. General model of factors affecting teaching behavior in 

a social system. 

6. Figure 15 is a modification of a model developed by Abbott 
(1965). This section of the study evolved basically from concepts set 
forth by Abbott. 
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Consistent with social systems theory which guided this study, 

the extended model described in Figure 15 suggests that teaching be

havior is derived from the interaction of four dimensions of social 

systems: the individual, group, institutional, and cultural. However, 

as specific individuals are socialized into the officially prescribed 

role, their interpretation of appropriate role functioning is deter

mined by their cognitive orientations to roles in the organization and 

their affective responses to these orientations. As the individual 

functions in the role, reactions from members of the authority, col

league, and student sub-systems are suggested as influential forces 

modifying subsequent orientations and responses. 

Climate Investigations. In addition to the need for future 

research aimed at identification of factors influencing teaching be

havior, the findings of the present study also suggest a need for further 

investigation of the concept of organizational climate. Although no 

significant relationship was found between' organizational climate and 

the patterns of teacher-pupil verbal interaction identified by utiliza

tion of the Revised Provo Code, the present investigator is not ready to 

conclude that a significant relationship cannot exist. The interpreta

tion preferred here is that teaching behavior (as measured in this study) 

is so influenced by institutional and ethological forces that group 

(climate) and individual factors are usually suspended and consequently 

exert little influence. Once the shaping forces are identified, under

stood, and controlled, teacher-pupil verbal interaction could conceivably 

become quite amenable to influence from climate and/or individual fac

tors . 



98 

Another reason the climate variable should be studied further is 

the possibility that it could be related to other factors affecting 

attainment of school goals. For example, remaining in the instructional 

realm, investigation of the possible relationships between climate and 

various types of learning and learners might prove to be instructive. 

Findings concerning dogmatism scores in the present study point 

to other factors which may be related to the poles of the open-closed 

climate continuum. Analysis of the dogmatism scores of the teachers 

and principals revealed the dogmatism score of the principal of the 

Open School was 134 or just 3.7 score points from the mean of the Open 

School teachers. The Closed School principal had a score of 189, which 

was 56.8 score points from the mean score of the Closed School teachers. 

This finding suggests that when the principal and most of the teachers 

are similar in belief-disbelief systems (dogmatism), the teachers per

ceive the climate as open; if the teachers and principal are dissimilar 

on this dimension, the teachers perceive the climate as closed. 

The work of Haythorn et _al. (1956) lends support to such an in

vestigation. Haythorn and his associates, working with industrial 

groups, found that the morale of workers was higher when the foreman 

and workers were homogeneous on authoritarianism. 

Certain variables which were associated with the climate designa

tions of the present study suggest another area for investigation. Ex

amination of the climate designation of the ten subject schools revealed 

that the three schools located in lower socio-economic status neighbor

hoods with heavy concentrations of Negro, Mexican, or American Indian 

families had closed organizational climates. The two open climate 
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schools in the sample were in middle class neighborhoods and the students 

were preponderantly Anglo-Americans. 

This finding may suggest a relationship between the ethnic and/or 

socio-economic status of the student body of a school and the teachers' 

perceptions of organizational climate. The generally accepted notion 

that most teachers are members of the middle class would also indicate 

such a relationship by suggesting the possibility of cultural conflict 

. - which could inhibit task achievement, thus moving the climate designa

tion toward closedness. 

Implications for Training 

The findings of this study and studies such as those of Gross 

and Herriott (1965) and Standlee and Popham (1961), which failed to 

establish significant relationships between professional training and 

the role behavior of principals and/or teachers, should hold great 

meaning for planners of training programs. The need for program change 

is apparent. The kind of change needed is not so apparent; however, 

three recommendations will be offered. 

1. Teachers and principals should be trained in some system 
of teacher-pupil interaction analysis. Professional per
sonnel must first be able (and willing) to examine teach
ing behavior before they can begin to improve it. 

2. Principals should be skilled in organizational analysis 
and ecological control so they will know when structural 
changes are necessary and how to bring them about. 

3. The apparent dominance of role and cultural variables in 
shaping teaching behavior would suggest that new attitudes 
and new behaviors for teachers may best be learned within 
the organizational setting where they are expected to be 
used. This would further suggest the need for new forms of 
organization within school buildings, and new relationships 
between universities and school districts. 
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Implications for Practice 

The principal who is seriously interested in modifying patterns 

of teaching behavior must recognize that the commonly recommended pro

cedure of employing teachers with flexible (open) personalities and 

then surrounding them with a flexible (open) organizational climate may 

be leaving the major variables that influence teacher behavior rela

tively untouched. 

The social system model which guided the present study suggests 

that some of the forces shaping teaching behavior may be found within 

the institutional dimension of the model. . This possibility should hold 

significance for principals. It suggests that organizational (structural) 

factors may be reinforcing common teaching patterns and inhibiting or 

blocking what researchers on teaching may consider as more desirable 

patterns. If so, it may be within the power of administrators to re

move or alter some of the organizational barriers to changed attitudes 

and behaviors on the part of teachers. 

Other findings of this study would suggest the following 

recommendations for principals concerned about improving teaching! 

1. Introduce some system of teacher-pupil interaction analysis 
to teachers so they can begin to examine teaching patterns 
in an objective, systematic mannner. (Cf. Amidon and Simon 
1965) 

2. Provide time and encouragement for teachers to analyze 
teaching patterns and engage in a colloquy about teaching. 

3. Provide specialized assistance, if required, to aid teach
ers in establishing an operational model of good teaching. 

4. Provide specialized assistance and/or whatever else is 
needed to identify all factors inhibiting or blocking 
achievement of target teaching patterns. 
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5. Provide whatever facilitates, and remove whatever inhibits 
progress toward target teaching patterns. 

6. If the "facilitators" and/or "inhibitors" in number five 
above are impossible, inform the teachers so new strategies 
can be planned or the target can be revised. 
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APPENDIX A 

THE ORGANIZATIONAL CLIMATE DESCRIPTION QUESTIONNAIRE 



HALPIN-CROFT ORGANIZATIONAL CLIMATE DESCRIPTION QUESTIONNAIRE—FORM IV 
(Halpin and Croft 1962, pp. 169-73) 

The items in this questionnaire describe typical behaviors or conditions that occur within an elemen
tary school organization. Please indicate to what extent each of these descriptions characterizes 
your school. Please do not evaluate the items in terms of "good" or "bad" behavior, but read each 
item carefully and respond in terms of how well the statement describes your school. 

Very 
Some- Fre-

Rarely times Often quently 
Occurs Occurs Occurs Occurs 

1. Teachers' closest friends are other faculty members 

at this school. 

2. The mannerisms of teachers at this school are annoying. 

3. Teachers spend time after school with students who have 
individual problems. 

4. Instructions for the operation of teaching aids are 
available. 

5. Teachers invite other faculty members to visit them 
at home. 

6. There is a minority group of teachers who always oppose 

the majority. 

7. Extra books are available for classroom use. 

8. Sufficient time is given to prepare administrative 

reports. 

9. Teachers know the family background of other faculty 

members 

2 

2 

2 

2 

3 

3 

3 

3 

4 

4 

4 

4 



10. Teachers exert group pressure on non-conforming 
faculty members. 

11. In faculty meetings, there is the feeling of 
"let's get things done." 

12. Administrative paper work is burdensome at this school. 

13* Teachers talk about their personal life to other faculty 

members. 

14. Teachers seek special favors from the principal. 

15. School supplies are readily available for use in classwork 

16. Student progress reports require too much work. 

17. Teachers have fun socializing together during school time. 

18. Teachers interrupt other faculty members who are talking 
in staff meetings. 

19. Most of the teachers here accept the faults of their 
colleagues. 

20. Teachers have too many committee requirements. 

21. There is considerable laughter when teachers gather in

formally. 

22. Teachers ask nonsensical questions in faculty meetings. 

Very 
Some- Fre-

Rarely times Often quently 
Occurs Occurs Occurs Occurs 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

o 
2 3 4 to 



23. Custodial service is available when needed. 

24. Routine duties interfere with the job of teaching. 

25. Teachers prepare administrative reports by themselves 

26. Teachers ramble when they talk in faculty meetings. 

27. Teachers at this school show much school spirit. 

28. The principal goes out of his way to help teachers. 

29. The principal helps teachers solve personal problems. 

30. Teachers at this school stay by themselves 

31. The teachers accomplish their work with great vim, 
vigor, and pleasure. 

32. The principal sets an example by working hard himself 

33. The principal does personal favors for teachers. 

34. Teachers eat lunch by themselves in their own class
rooms . 

35. The morale of the teachers is high. 

36. The principal uses constructive criticism. 

37. The principal stays after school to help teachers 
finish their work. 

Some-
Rarely times 
Occurs Occurs 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

1 2 

Often 
Occurs 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

Very 
Fre

quently 
Occurs 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 



38. Teachers socialize together in small select groups 

39. The principal makes all class-scheduling decisions 

40. Teachers are contacted by the principal each day. 

41. The principal is well prepared when he speaks at 
school functions. 

42. The principal helps staff members settle minor 
differences. 

43. The principal schedules the work for the teachers. 

44. Teachers leave the grounds during the school day. 

45. Teachers help select which courses will be taught. 

46. The principal corrects teachers' mistakes. 

47. The principal tries to get better salaries for 
teachers. 

48. The principal explains his reasons for criticism 
to teachers. 

49. The principal runs the faculty meeting like a 
business conference. 

50. The principal talks a great deal. 

51. Extra duty for teachers is posted conspicuously. 

Very 
Some- Fre-

Rarely times Often quently 
Occurs Occurs Occurs Occurs 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 ' 3 4 
o 
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52. The rules set by the principal are never questioned,, 

53. School secretarial service is available for teachers' 
use. 

54. The principal looks out for the personal welfare of 
teachers. 

55. The principal is in the building before teachers arrive. 

56. Teachers work together preparing administrative reports. 

57. Faculty meetings are organized according to a tight agenda. 

58. Faculty meetings are mainly principal-report meetings. 

59. The principal tells teachers of new ideas he has run across 

60. Teachers talk about leaving the school system. 

61. The principal checks the subject-matter ability of teachers 

62. The principal is easy to understand. 

63. Teachers are informed of the results of a supervisor's 

visit. 

64. The principal insures that teachers work to their full 
capacity. 

Very 
Some- Fre-

Rarely times Often quently 
Occurs Occurs Occurs Occurs 

12 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

o 
o 



APPENDIX B 

ROKEACH DOGMATISM SCALE 



ROKEACH DOGMATISM SCALE—FORM E (Rokeach 1960, pp. 72-80) 

The following is a study of what the general public thinks and feels about a number of important 
social and personal questions. The best answer to each statement below is your personal opinion. 
We have tried to cover many different and opposing points of view; you may find yourself agreeing 
strongly with some of the statements, disagreeing just as strongly with others, and perhaps un
certain about others; whether ycu agree or disagree with any statement, you-can be sure that many 
people feel the same as you do. 

Mark each statement in the left margin according to how much you agree or disagree with it. 
mark every one. 

Please 

Write +1, +2, +3, or -1, -2, -3, depending on 
how you feel in each case. 

+li I AGREE A LITTLE -Is I DISAGREE A LITTLE 

+2t I AGREE ON THE 
WHOLE 

+3: I AGREE VERY 
MUCH 

-2s I DISAGREE ON THE 
WHOLE 

-3s I DISAGREE VERY 
MUCH 

1. The United States and Russia have 
just about nothing in common. 

2. The highest form of government is a 
democracy and the highest form of 
democracy is a government run by 
those who are most intelligent. 

3. Even though freedom of speech for 
all groups is a worthwhile goal, it 
is unfortunately necessary to re
strict the freedom of certain poli
tical groups. 

4. It is only natural that a person 
would have a much better acquaint
ance with ideas he believes in than 
with ideas he opposes. 



Write +1, +2, +3, or 
how you feel in each 

+1: I AGREE A LITTLE 

+2: I AGREE ON THE 
WHOLE 

+3: I AGREE VERY 
MUCH 

-1, -2, -3, depending on 
caseo 

-1: I DISAGREE A LITTLE 

-2: I DISAGREE ON THE 
WHOLE 

-3: I DISAGREE VERY 
MUCH 

15<, While I don't like to admit this even to 
myself, my secret ambition is to become 
a great man, like Einstein, or Beethoven, 

or Shakespeare. 

16. The main thing in life is for a person 
to want to do something of great benefit 
to the world. 

17. If given the chance I would do something 
of great benefit to the world. 

18. In the history of mankind there have 
probably been just a handful of really 
great thinkers. 

19. There are a number of people I have come 
to hate because of the things they stand 
for. 

20. A man who does not believe in some great 
cause has not really lived. 

21. It is only when a person devotes himself 

to an ideal or cause that life becomes 

meaningful. 

22. Of all the different philosophies which 
exist in this world there is probably 
only one which is correct. 

23. A person who gets enthusiastic about too 
many causes is likely to be a pretty 
"wishy-washy" sort of person. 

i—• 
o 
00 



Write +1, +2, +3, or -1, -2, -3, depending on 
how you feel in each case. 

+1: I AGREE A LITTLE -1: I DISAGREE A LITTLE 

+2: I AGREE ON THE -2: I DISAGREE ON THE 
WHOLE WHOLE 

+3'. I AGREE VERY -3: I DISAGREE VERY 
MUCH MUCH 

24. To compromise with our political op
ponents is dangerous because it 
usually leads to the betrayal of our 
own side. 

25o When it comes to differences of opin
ion in religion we must be careful not 
to compromise with those who believe 
differently from the way we do. 

26. In times like these, a person must be 
pretty selfish if he considers primarily 
his own happiness. 

27. The worst crime a person could commit is 
to attack publicly the people who be
lieve in the same thing he does. 

28. In times like these it is often necessary 
to be more on guard against ideas put 
out by people or groups in one's own 
camp than by those in the opposing camp. 

29. A group which tolerates too much differ
ences of opinion among its own members 
cannot exist for long. 

30. There are two kinds of people in this 
world: those who are for the truth and 
those who are against the truth. 

31. My blood boils whenever a person stub
bornly refuses to admit he's wrong. 

* • H*-1 
32. A person who thinks primarily of his o 

own happiness is beneath contempt. 



Write +1, +2, +3, or 
how you feel in each 

+1: I AGREE A LITTLE 

+2: I AGREE ON THE 
WHOLE 

+3: I AGREE VERY 
MUCH 

-1, -2, -3. depending on 
case. 

-1; I DISAGREE A LITTLE 

-2s I DISAGREE ON THE 
WHOLE 

-3s I DISAGREE VERY 
MUCH 

5. Man on his own is a helpless and miser
able creature,, 

6» Fundamentally, the world we live in is 
a pretty lonesome place. 

7. Most people just don't give a "damn" 
for others. 

8. I'd like it if I could find someone 
who would tell me how to solve my per
sonal problems. 

9. It is only natural for a person to be 
rather fearful of the future. 

10. There is so much to be done and so 

little time to do it in. 

11. Once I get wound up in a heated dis
cussion, I just can't stop. 

12. In a discussion I often find it neces
sary to repeat myself several times to 
make sure I am being understood. 

13. In a heated discussion I generally be
come so absorbed in what I am going to 
say that I forget to listen to what the 
others are saying. 

14. It is better to be a dead hero than to 
be a live coward. 

I—» 
h-» 
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Write +1, +2, +3, or 
how you feel in each 

+1: I AGREE A LITTLE 

+2: I AGREE ON THE 
WHOLE 

+3: I AGREE VERY 
MUCH 

-1, -2, -3, depending on 
case. 

-1: I DISAGREE A LITTLE 

-2: I DISAGREE ON THE 
WHOLE 

-3: I DISAGREE VERY 
MUCH 

33. Most of the ideas which get printed 
nowadays aren't worth the paper they 
are printed on. 

34. In this complicated world of ours the 
only way we can know what's going on 
is to rely on leaders or experts who 
can be trusted. 

35. It is often desirable to reserve judg
ment about what's going on until one has 
had a chance to hear the opinions of 
those one respects. 

36. In the long run the best way to live is 
to pick friends and associates whose 
tastes and beliefs are the same as one's 
own. 

37. The present is all too often full of 
unhappiness. It is only the future 
that counts. 

38. If a man is to accomplish his mission 
in life it is sometimes necessary to 
gamble "all or nothing at all." 

39. Unfortunately, a good many people with 
whom I have discussed important social 
and moral problems don't really under
stand what's going on. 

40. Most people just don't know what's 
good for them. 



APPENDIX C 

DESCRIPTION OF TEACHING FUNCTIONS OF THE UNIVERSITY OF 

UTAH REVISION OF THE PROVO CODE FOR 

THE ANALYSIS OF TEACHING 



CONTROLLING FUNCTIONS 

Within the large category of controlling functions are placed 
the functions of: 

Structure Standard Set 
Regulate Judge 

The teacher serves as a director of learning activities. He is 
a manager of the classroom with prerogatives that accrue to the position. 
He tells children what they are to study and to do. He designates who 
is to do it. These activities designating the thing to which children 
are to give attention, and the individual or group that is to do it, 
are coded Structure and Regulate and placed in this overall category of 
controlling functions. A structure is always accompanied by a regula
tion. 

Another act of controlling is that in which a teacher states or 
asks for a recall of the proper and accepted way of doing things. This 
act is known as Standard Set. 

All classrooms have situations of altercations. They range from 
one of "He won't let me play in the playhouse," or "She took my notebook," 
to one of conflict of interest. The latter is very often between teacher 
and children. For example, nine children may wish to make their history 
report on Henry Hudson; however, the teacher decides that only five 
children can study about Henry Hudson. These acts of the teacher, in 
cases of such altercations and conflict of interest, are coded as Judge. 
They are, of course, very controlling. 

IMPOSITION OF THE TEACHER 

The functions placed within this category arei 

Regulate Self Inform Appraisal 
Moralize Inform 
Teacher Estimate of Need 

The overall category known as Imposition is comprised of those 
acts of the teacher that project him as a person into the situation. It 
was discovered, for example, that some teachers quite consistently regu
lated themselves to pass the paper. Other teachers had more routine ways 
of distributing paper and other supplies. Some teachers allowed children 
to go to the cupboard for materials} others alyvays responded with "I'll 
get the paper," "Take your seat and I'll bring it to you," or some other 
self-regulation. 
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The continual regulation of self in situations similar to these 
described resulted in different patterns of interaction with children. 
The lack of routinized procedures often set up situations wherein more 
children were admonished or reprimanded as they crowded around the teacher 
for the necessary materials. More directions to children also became 
necessary and were given. 

Teachers project themselves as arbiters into situations that 
have not developed, through the expression of an opinion that carries 
some overtones of value. To illustrate! an expression of "ought to," 
as in "These problems will be easy for you," "It won't take you long "to 
do this." 

From our efforts to determine children's reactions to such state
ments, we have found that many children feel threatened by them. A few 
even resent them as shown in expressions such as, "He knows I can't do 
it," or "He wants to show me how dumb I am." 

Statements of teacher value and opinion for which there are no 
data in the situation are coded Inform Appraisal and are considered as 
imposition. They are often placed into the situation before the child 
has had a chance to find meaning for himself within the experience. 

Moralistic statements also impose—either the teacher's abstract
ed values or cultural cliches and truisms. 

A teacher projects himself into the situation when he gives help 
without being asked. For example, a teacher bends over and writes a 
child's name on his drawing. Some children have been heard to say, 
"I wanted to do that." Others accept the action without comment or may 
appear pleased. Another examplej a teacher notices that a child's 
paper is covered with erasures and, in general, appears untidy. A clean 
sheet is given to him and his old one ip discarded. All such acts are 
coded as Teacher Estimate of Need. This phrase appeals to describe the 
act performed. The "judgment" of whether or not the teacher read the 
cues correctly and the service rendered proved acceptable to the child 
is one that often cannot be made from the record. 

The act of giving information outside the on-goingness of the 
situation (that isn't clarify procedure), is coded Inform and placed in 
the overall category of ImpositionT More often than not, the facts given 
are extraneous. The information is given because the teacher believes it 
is needed and valuable to the child; however, the teacher is working 
without cues from the child and the efficacy or usefulness of the infor
mation for the child depends upon his readiness for it, therefore may be 
viewed as imposition. 

When the teacher has to respond to his own structure, the com
munication is coded as Inform. In this case, the topic or question is 
outside the knowledge and ability of the children to respond, thus may 
be seen as imposed. 
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FACILITATING FUNCTIONS 

The functions placed in this category arei 

Clarify Procedure Demonstrate 
Checking for 

information 
involvement, or 
routine 

This category includes those functions that are f3cilitating 
to structure; that is, such functions facilitate the movement of the 
content (activity) already underway. These functions are the most near
ly neutral in affectivity and non-controlling (so far as teacher is con
cerned) of all functions performed. 

One criterion can always be applied when the classification of 
a function is considered in this overall categoryi "Is the function 
performed really neutral?" Are the requirements of the situation so 
well known by student and teacher that the teacher-act cannot be per
ceived as performing any other function than one of facilitating and 
one that carries at best limited affectivity? 

For example, with the lunch program operating in most schools, 
the question, "Do you have lunch today, Bob?" or "How many go to lunch 
today?" is Checking. Presumedly this information is secured each morning 
and the fact of eating the hot lunch or not eating it is not a matter of 
evaluation on the part of the school personnel. Each child is free to 
do as he and his family wish, Parenthetically we might say that this 
function of Checking is neutral so far as the teacher is concerned; 
whether or not the child feels neutral about eating or not eating is 
another problem. Any teacher function opens up different associations 
for each child. At a level which we do not code, it may be argued that 
Checking is not as neutral as we assert. 

To continue with examples, "Who brought balloons today?" "Who 
thinks that his mother might take us to the dairy? I'll call her if you 
believe that she might drive us." The?e questions are information-seeking 
and the information is well within the personal experience of tl^e child. 
In fact, he is the only one who has the information. The situation 
changes when the teacher says, "Do you remember what Miss Q. (the art 
supervisor) told us to do when this happened?" This is Structure since 
it asks the child to recall a specific piece of instruction. 

Checking-involvement is a rhetorical question. More often than 
not, teacher does not expect or wait for a response. "Wasn't that fun?" 
"We're finished, aren't we?" "Did you enjoy it?" Response, if any is 
given, may be with a chorus of "Yes." 
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Such checking performs the function of bringing the group to
gether and is oftentimes seen by many of the children as an act of "ask
ing our opinion."! 

The function of Clarify Procedure, to be neutral and not a 
direction, must leave the immediate situation relatively unchanged. A 
note from the office is received. The teacher announces! "We shall 
have music at 2 o'clock today." A future structure is coded Clarify 
Procedure. To illustrate! "This is what we're going to do. Monday 
morning we'll look through and choose some stories we especially like 
to read and see if we can read them," said at the close of a reading 
lesson. 

"Everone can't have a turn today, but the ones who don't get a 
turn today can have a turn tomorrow. We'11 talk about shells again 
tomorrow." The underlined material is Clarify Procedure. 

The function of Demonstrate carries two different meanings al
though we have not traced them out through the use of a subscript. One 
meaning refers to "show-how," and the other meaning refers to the use of 
material. When the teacher makes use of cards, flannel boards, maps, 
charts, or pictures, the use and presence of such materials are coded 
Demonstrate. These materials usually accompany Structure? therefore, 
are coded but once, except as the materials change (a new set of cards, 
a different chart) or the group with whom the teacher is working is re
placed by another. 

FUNCTIONS THAT DEVELOP CONTENT 

The functions placed in this category arei 

Resource Clarify 
Stimulate Evaluate . -

Content Development in this analysis has a particular meaning; 
namely, that of responsiveness in the situation. It differs from 
structure in its utilization of cues and information the children aipe 
placing in the situation. 

It is oriented to the child's response to the content rather than 
the extension of content from the standpoint of the teacher's desire and 
intent to put over a given amount of information in a predetermined man
ner at that particular moment. 

It is believed that children involved in content have something 
to say and are able to say it. This will be true when the content is 
within their comprehension. They are encouraged in this by the teacher 

1. Carin, Arthur. "Children's Perception of Selected Teaching 
Acts." Unpublished doctor's dissertation, The University of Utah, 1959. 
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repeating what the child has said, stating }.t in different words, and 
elaborating on what has been said. It is shown in another way by the 
teacher requesting the personal opinion and attitude of the child. Such 
acts of responsiveness are coded Clarify, 

Some examples of the teacher accepting and elaborating content 
follow: 

/ 

Record 0435 
1. A child has told about China being called Cathay. 

Teacher replied, "Good. Very good." (Codedi Support-
Stereotype) "In the years Marco Polo lived, China was 
called Cathay." (Codedi Clarlfy-content^ 

2. Another child in talking about the wonders seen by Marco 
Polo mentioned the "Bells of gold ..." The teacher 
responded, "Bells of gold . . . and we can probably say 
pretty safely that the things he saw there were new-rnew 
at the time, anyway." (Codeds"*Clarify-coritent) 

Record 1527 
3. The class had been talking about different ways to make 

use of stories and book reports. Diorama and pantomime 
had been given about which one child queried, "Is a 
pantomime the same as a play?" The teacher's answer was, 
"In a, play, you talk and in ai pantomime, you don't talk. 
Margaret is talking about a diorama." (Codedi Clarify-
contentT ' 

The responsiveness of the teacher that asks for personal 
opinion may be illustrated by a teacher saying, "How would you feel to 
be in the woods like John?" "Is there anything more that you can think 
of for Mary to do?" These verbal units are coded Clarify-rcontent. 

The teacher responds to children within tfye general area of con
tent with another function, namely that of Resource. The teacher serves 
as a resource when the child asks the question or requests help with 
work and it is given in a qualified manner, that is, the question is 
answered. 

Occasionally teacher may be said to perform the function of 
Stimulate. This function is defined as a suggestion on the part of 
teachers of ..three or more things that an individual or class might doj 
however, the initiative of doing it is left entirely to the children. 

The process of evaluation is important in the development of 
content. It is placed in this category since it involves response to 
the situation, although the teacher might well be the initiator. To be 
coded Evaluater the content must be made explicit instead of "That's 
good," or an "All right." Such statements as these are coded Support. 
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An example of a response within content or with the content as a direct 
referent is, "Make a map. That's a good idea." 

FUNCTIONS OF PERSONAL RESPONSE 

The functions placed in this category arej 

Meets Request Interprets 
Clarify Personal Acknowledge Teacher 

Mistake 

As children go about their business of learning, even under 
conditions of like assignment, they have different needs and problems. 
The problem may be as small as that of asking for another piece of paper 
or as important as telling the teacher about the latest cute thing that 
baby brother has said. The responses to requests made by children are 
coded Request-routine or Request-makes arrangements depending upon the 
nature of the teacher's response. 

Other functions that ere placed in this category are the re
sponses that clarify the problem presented by the child and those that 
ask for his personal experience. For example, "Have you watched the 
ducks at your grandfather's farm?" asks about personal experience and 
is coded Clarify Experience. 

The statements that clarify a personal problem are often those 
that reflect back the meaning of the. child's difficulty. "You have lost 
your lunch." "You are worried about your brother." These are coded 
Clarify-Problem. 

There are times when the teacher responds to a child in a manner 
that expresses relationships and factors present in the situation and 
available to all. Upon occasion, the teacher initiates such statements. 
The function is designated Interpret-situation. For examplei 

Charles: I don't have a saw. 

Teacher: Charles, remember this is the day that the 
committees are supposed to work. They have 
first chance at the saw, so you can't use it 
unless they are through with it. As soon as 
they are through, you can use it. 

Another kind of responsiveness to the situation on a somewhat 
personal basis is the teacher's handling of mistakes that he makes. 
More often than not such mistakes are noticed and commented upon by the 
children. The teacher's non-defensive acceptance and recognition of the 
mistake is coded Acknowledge Teacher Mistake. 
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FUNCTIONS OF POSITIVE AFFECTIVITY 

Functions placed in this category are» 

Support-specific Solicitous 
Support-stereotype Encourage 
Does for Personal 

All teacher acts of praise, recognition, and commendation are 
placed in this overall category under the general designation of Support. 

There are other acts of a teacher that serve a function which 
carries positive affectivity. These are acts of solicitousness and of 
encouragement. For example, a general offer to help that leaves the 
child free to accept or not is considered Solicitous. An indication 
from the teacher that work which has been started will likely turn out 
well is coded as Encourage. 

FUNCTIONS OF NEGATIVE AFFECTIVITY 

The functions included in this category arei 

Admonish Accusative 
Reprimand Threat 
Verbal futuristic Ignore 
Negative response personal 

This category includes those functions of reproof, admonishment, 
threat, and accusation. 

The statements that suggest to the child before he can act to 
"Be sure to close the cupboard door," or "Walk quietly down the hall," 
are coded Admonish. 

A direct request or command to change behavior is a Reprimand. 

Accusations are most often quite direct. "You had plenty of time 
to finish," "You didn't work hard enough," "You aren't listening." 

The responses of the teacher that refuse a child his request 
whether the request is to sit with someone else or to be allowed to give 
an answer to a question are coded Negative response personal. 

Response to a request that is a kind of "brush-off" indicating 
that it may be granted in the indefinite future is a Verbal Futuristic. 
To illustrate! A child suggests a game to play and receives the reply, 
"Some other time." 
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PERSONAL DATA SHEET 

Name 

Single Married _ 

Widowed Divorced 

Ages 20 - 24 

25 - 29 

30 - 34 

35 - 39 

40 - 44 

45 - 49 

50 - 54 

60 or over 

Years of experience 
(count this year)s 

0 - 4  

5 - 9  

10 - 14 

15 - 19 

20 - 24 

25 - 29 

30 or over 

_____ Assignments Grade Level 

Other ___ 

Number of students 

Number of semesters 
beyond bachelor's degree 

Master's degree Yes 

No 

Number of semesters 
beyond Master's degree 

List college major if 
other than education __ 

List other grade levels 
you have taught _ 

Years taught at this school 
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CLIMATE DESCRIPTION QUESTIONNAIRE 



INSTRUCTIONS FOR ADMINISTERING THE ORGANIZATIONAL CLIMATE DESCRIPTION 
QUESTIONNAIRE 

The instructions are being read to you because more than one per

son will be administering these questionnaires and we are anxious to keep 

the conditions as nearly alike as possible. 

We have requested this 20 or 30 minutes of your time to assist 

us with a research project. It goes without saying that certain condi

tions must exist if the results of the research are to have any meaning 

for educational improvement. So in the very beginning, let me emphasize 

the extreme importance of each one of you expressing your honest reactions 

and feelings to each statement in the questionnaire. And let me assure 

you that you can do this without any personal risks. The anonymity of 

each one of you will be scrupulously protected, and your individual re

sponses will not be shared with your principal or any other District #1 

staff member. Furthermore, no reporting of any kind will permit identi

fication of your personal responses with you. 

All of you should have an envelope and a special marking pencil 

before you. Please open the envelope and take out the single sheet 

labeled PERSONAL DATA SHEET. 

Please fill in the requested information on the sheet and then 

pass the sheet to me so I can separate your name and personal data from 

the questionnaire you are about to fill out. When all of you have com

pleted this sheet, I will read the instructions for the next step. 

Now, will you please open your envelope and remove the question

naire and IBM answer sheet. To assure your anonymity, please do not 
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place your name on the answer sheet or fill in any of the other informa

tion blanks. Now for the instructions. 

You are all familiar with "personality tests, and how a profile 

can be constructed to describe an individual's personality. In similar 

fashion, we are attempting to measure the "personality" of your school. 

It is important that your answers be "independent", so please do not dis

cuss your answers with the other teachers. 

We would like to have you mark your responses directly on IBM 

answer sheets to facilitate scoring. There are a few points to remember 

as you mark your answers on the sheets, 

1. You will notice the scale used to describe each item is 
printed at the top of each sheet of your Questionnaire. 

2. Make your choice on each item according to the scale at the 
top of each sheet of the Questionnaire, but mark your answer 
sheet under the number that corresponds to thei scale heading. 

3. Please do not mark more than one answer space, but do mark 
one space for every item. 

4» If you are not sure of an answer on any of the items, guess; 
your first impulse is likely to be the most accurate. 

5. If you need to change your response to an item, please erase 
the old response completely, and then mark in the new answer. 

6. There is no time limit. When you have finished, please go 
over your answer sheet to be sure that you have a response 
for every item, and then place your Questionnaire and answer 
sheet back in the envelope. The envelope and pencil should 
be left with me. 

70 It will take you about 15 to 20 minutes to complete the 
Questionnaire, and you are free to leave the meeting when 
you have finished. 

Are there any questions at this point? 

If there are no more questions, you may begin immediately. 
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