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ABSTRACT

The study was stimulated by tfe observation that, theoret}cally,
there appears to be a basic congruence, or at least a basic compatability,
betweé:\characterizations of ,psychological maturity and ch;racterizations'
of teacher professional maturity and descriptions of 'ideal' teacher types.

-~Based upon the assumption tﬁgt the currently desirable 'self-renewing'’
teacher may well be the individual who has attained a relitively high level
of development on both the psychological (as defined by structural theory)
and on the profeésional development continua,;a field study was undertaken
to explore the interstices Vetween states of progression on these two
continﬁa. The 3041 was as guch to generate hypotheses as it was to confirm
or question theoretical positions,

Specifically, the intent. of the study was threefold:

(1) To investigate (describe) residual relationships (a) between
scores obtained on purported measures of cognitive structural development,
i.e. Conceptual Level (CL) as defined and indexed by Humnt (1971b; Hunt et
al., 1977), and noral judgment scores as defined and indexéd by Kohlberg
(19733; (b) between CL scores and teacher development scores (TC) as the
latter are defined and indexed by Fuller and her associates (1969, 1972);
and (c) between scores as obtained ig (b) and scores purported to index
teaching style (RI) as defined by Joyce and Harootunian (1967).

(2) To investigate the relative efficacy 6f a teacher soclalization
program ( 'Teacher ngichment Experience'), designed ;A<accord Wwith the
Hunt model (1972), as compared with a simple"Hawthgrne—expectancy'
treatment with respect to inducement of cognitive structural elaboration
and progression in level of teacher development and }He relation of

selected demographic variables to pre-post performance.
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(3) To discern and describe group profiles based u;on the variablég
central to the study. ’

The field study involved, sequentially, the pre-treatment collection
of data from, two groups of 'select' teachers who had been %pecifically
recrulted for each treatment, engagement in the treatment programs which
spanned the course of a school year, and post-treatment data collectien.
Data were analyzed quantitatively and qualitatively.

Major findings (and conclusions) of the study wWere as follows:

Residual characteristics

The residual psychological level, as indexed by both PC/CL and MJ, was
found to be low, comparatively, whereas the level of teacher development
was found to be mére reflective of a 'select' group. Few exemplars of
teachers who had attained a high level of development on both the PC/CL
and TC scoring continua were found.

Residing relationships

Although there existed a significant positive relation between PC and
MJ scores there was an absence of the theoretically expected high level
stage correspondence.

The pattern of relationship between PC/CL and TC scores was one of
increasing TC level with increasing CL through CL3. There appeared to be
no consistent relationship pattern between reflectivity in teaching, as
indexed by RI scores, and CL,

Treatment efficacy

The 'Hawthorne-expectancy' treatment group evinced a superior pre-post
performance with respect to CL progression than did the 'Teacher Enrichment
Experience' group. The potency effect held across CL groups.

Whereas the 'Hawthorne-expectancy' group recorded no observable

vi



progress on the TC dimension, the ‘'Teacher Enrichment Experlience' group
did record an increment in gevelopment, although not of statistical
significance.

9 The ‘Teacher Enrichment Experience' group recorded a zignificant pre-

post RI increment. .

Factors relating to PC/CL and TC performance

Area was found to interact with PC and RI pre-post performance but

’

.
not with TC perfo”xce. Course recency and age were also found to

interact with PC and TC performance. In view of sampling lases these

factors merit further investigation.

Age-stage and pepformance

Age profiles for psychological development (CL) appeared not to differ
but in the area of professional development age appears to be a meaningful
variable. The pattern evinced showed a comparatively low level of develop-
ment for Agei (20-29 years), a rapid peaking for Agez (30-39 years) and a
prégressive decliné tgéreafter (40-49, 50 years plus).

Hypotheses and implications, with respect to btoth theory and practice,
were advanced. The discussion concluded with the presentation of a model

for the coordliratlion of staff and institutional development.

vii
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CHAPTER |
INTRODUCTION AND OVERVIEW OF THE STUDY PLAN

The study reported herein wau stimulated by the observation that
theoretically there appears to be a basic congruence btetween characteriza-
tions of psychologtical maturity, as advanced by developmental pfychologists
and personologists, and characterizations of teacher professiun?l maturity,

{
as advanced in recent educational literature. Similarly, thers Mould

aprear to be an observahle theoretical relation between maturigy as charac-

%

terized on these two continua and proposed attributes of 'idea

| 4
types as explicated by studies of teacher effectiveness by‘
a t

educators. In short, there would appear to be some

R e
areas of person or psychological developmental maturity and teacher Pro-—

fessional maturity. Such a posited relationship would seem intuitively
reasonat le in that to be in 'effective' teacher 1n today's schools would
seer Lo require a1 certain degree of maturity. In view of tne relative
recency of theoretical advance and instrumentation in both the fie.ds of
aduit development and teacher development, it not surprising that virtually
no attention has been directed tcward a verification and explication of
such 1 posited relaticnship. Inves{igations directed toward this end
should yield information with respect to the popular and important
quection: Are 'good' teachers born (naturals) or are they made or are they
both? It is toward this end--toward an exploration of the interstices
between the state of progression toward psychological maturity and teacher
professional maturity that the study reported herein was directed.

Until recently adults have been viewed in a relatively undifferenti-
ated manner; only within the last decade has adult devélopment become 1

concentrated field of study. Some theorists have sought to descrite



adulthood in termsa of psychosoctal ages and to ldentity pertods of
statility and chan,e therein (Buhler & Messarik, 1968; Gould, 19749;
Levinson, 1978; Lowenthal, Thunher, Cﬁiribuga, & Associates, 1979; Uheehy,
19,76, Vn\llant; 1977)¢ Another apprmuch is afforded through structural
theortes of personality development (Haryny, Hunt, & Schroder, 1961;
Kotilterg, 1973; Loevinger, 1966; Sulllvaﬁ, Srant, & irant, 195/7). The
latter apprnach, in particular the Conceptual Systems model (Harvey et al,,
1961 Hunt, 1971b) and the Moral Judgment model of Kohlverg (1973), by
virtue of their synthesizing and accommodative nature and their adequacy

in terms of built-in change models and accompanying instrumentation, would
appear to be potentially useful in the ®mpirical study of adult psychologi-
cal development. A comparison of the Hunt and Kohlberg cognitive structur-
al models with other structural developmental models--ego and interpersonal
competence--and with the more desériptive age-stage models suggests relatio-
shirs across areas and stages, Such relationships have also teen noted by
Chickering {(1927%), Knox (1977), and Loevinger (1976). Although such
relatisnships remain yet hypothetical they may well be the genesis of a
more comprehensive thecry of adult development,

Results of studies suggest that few adults reach maturity in terms of
their potential for development (Harvey et al., 1961; Kohlterg, 1973;
Maslow, 199 ). Thus there appears to be a generally accepted need to
investigate ways of actualizing the adult potential for development.

Although relatively little is presently known atout the process of
change and develcpment in adults, there appears to be a consensus among
thecrists that experience (environment) is an important component in the
process (Flavell, 1970), Further, it has been proposed by students of

adult socializaticn that the more personal or seif-initiated the experience,
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the greater is 1ts potential for effecting change (Brim, 1968)., Increas-
lnq‘;uareness of the intimate role that occupation plays in the psycho-
logical 11fe of the adult (Argyris & Schon, 1974; Hall & Morgan, 1977;
Herzterg, 1966f1iMciregor, 1960) has stimulated interest 1in examining the
potential of the occupation and of occubatlonal socialization in the
facilitation of individual development (Hershey & Blanchard, 1972), The
parallellsms noted between models of occupational development (stage and
person) and the age-stage and structural psychological models referred to
earlier invite attention. In that teaching by its very nature would seem
to involve 4 very intimate relation between the person and the occupatlion,
teacher soclalization should constitute a potentially good context in
which to study and effect change and development in adult subjects.

A similar trend to that observed in adult study and occupation study
is witnessed in the study of teacher performance. The commonly held con-
ception that following an intensive period of anticipatory soclalization
teachers (like tutterflies) emerge 'full-blown' is being challenged bty an
‘emerging' conception of teacher competence. Toward this end Fuller (12:9)
and Katz (1972) have elaborated stage models of teacher development. of
intrinsic interest to this study is the observation that those character-
istics proposed to define teacher developmental maturity are most compat-
ible with characteristics of 'ideal' teachers and with those characteris-
tics proposed to define psychological maturity.

In part as a reflection of this new teacher development orientation
along with the observaﬁion that the teacher population exhibits few exemp-
lars of the ;ideal' teacher type and coupled with concern with respect to
the increasing threat of cb;olescence. educators are beginning to propose
that teacher socialization programs be growth oriented toward the goal of

producing 'self-renewing' teachers (Jackson, 1971: Horton & Horton, 19764),
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If the observations with respect to the overlap of effectiva tenchor

development.al charactdristics with characteriastion of pé}gQJIOgical matur-
1ty are empirically vertidical then it would seem that optlm{;Tng pasycholog-
lcal muturity\pight be related to uptimiz=ing teacher duvelubment toward

the end of produtifg a 'self-renewlng' teacher.

There appeara then to be an expressed concern for optimizing both
adult and teacher development. There s reason to belleve that teacher
socialization may be a potent context for such a purpose. Such a rapproche-
ment between these two aspects of psychology and education has been of
some concern to Hunt (1971b, 1977). Toward this goal % small, rerminal
body of theory and rgsearch has accumulated. P

The orientation of ;hanglng the individual through intervention
soclalization, so prevalent in the psychologlical and educational literature,
plagps maximal confidence in the power of the adult to transcend any con-
textual limitations of his work space, Tge study reported herein was
commenced upon this assumption but behavioral feedtack from the ;ubjects
belng Suhjncte; to such socialization éalled attenti tb the prctatle
tenuous nature of such a position. Support for such cgncern was found
in the zoclological litgrature and in the content aréa of Organizational
Development‘(OD). Models of organization structures--in particular, the
two polar models of professional practice and interpersonal rélationships
articulated by Argyr%s and Schon (1974) and the 'mechanistic-organismic’
continuum of Owens and Steinhoff (1076)-_suggest tha: the practice of

®* personal developmental agfest 1s possibly built into many of our socletal
tnstitutions, certainly the school as it presently exists.}wrhus it would
seem that the character of the institutional structure must be considered

as an important factor when assessing potential for individual development

within institutions.

[3 L 4
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As ortginally comcenived, tt was the #eaneral bur#uaﬂ of this study to
explore the virtually unexplored interstices between the dtate of progres-
slon toward paychological maturity and the state of progreasion toward

\ toacher profesalonal maturity, The goal was as much to Menerate hypoth-

/eues as 1t wan to confirm or question theoretical positions., More

/

Ve

specifically, the intent of the study was threefold:s (1) To inventigate

(describe) residual relationshlips between and among scores obtatned on

purported measurea of cognitive structural characteristics (eonceptiml
~lével and moral/judgment level), measures of level of teacher development,

felected t ing behavior, and selecgted demographic characteristics;

(2) To 1in stlgate the relative qfflcacy of a teacher -ogiallzatlon pro-
gram, designed in accord with psycholog}cal development theory, in relation
to structural elaboration (cognitive structural development) and progression
in l;vel of teacher development; -and (3) Ta discern and &é;cribe gLroup
profiles based 'ipon the variables central to the study.

In view of the logistics of sambling the nonequivalent control Zroup
design (Desigr 10) of Campbell and Stanley (196,3), although leis desiratle,
was consldered the most feasitle. Hd.ever, the exlgencies of the ;ituation
precluded the possibility of reéruiting a comparison group in the same
manrer is the program group had heen recruited. Recruitment procedures
utilized with respect to the second group do not Justify an assumptian of
'no treatment' but rather this group must be concidered tc have received a
'Hawthorne' type treatment. Such procedures also limited tge opportunity
to assess the roie of situational varla'les. However, the amenitles of the
research situation precluded the same comprehensive testing of the second
Erour as was possibtle with thé progfam groug. o

Clearly the rationale of the study, including tasic assumptions, was
N

dgfived directly from the >{terature of rsycho. o5, education, zocial
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psychology, and soclology. Thus it is to a more detailed discussion,

evaluation, and synthesis of perspectives that attention in this report is

now directeq.
\

A



CHAPTER 11

THECRETICAL AND EMPIRICAL nXIPOSITIONS

male and ‘tasic Asosunptions of the study reports: herein Wwers:

derived fram a consideration of the iiteruturo With respect to the foilow-
ing areas:  (a) rsychological conCPpLiQns o£ maturity and developmental
models of adulthood; (h) occupation and occupational socialization in
relatiocn to berscrnality development and the develcpnert of competence;

(c) the occupational ethos of teaching and ghe teachers, teacher soclal-

izaticn and the emergence of competence; and (d) the coordination of

reychilogical development and teacher development.

Conoegtions Co tturity

and Developmental Models Encompassing Adultheod

rocertlong Of maturity derive from bot:. the formula: erson-

(R

Sinists arnd deve lopmenta) Fsychalogists,  The folliwing coner | v

Pl

gelective itounal g f relevanrt formuln*iong.,
Fulfsllment M 4, -

Fulfi.lment the sricts o ire concernied With the inherent tendencies of
e ooreaniom Which whoeen ningeded cventunxiin poyehulsglical growth,

Roorers, A ol v o theorict ino otk wren, Rogers ( 10‘/‘?) concel ves
LT
of o irnerons pressure Wwithin the croanto- which noves him toward Lecomirg
I 3 4
Wratever 10 inferent trn onig nature.  In numoans thio tendency is termed

Self-wctiiiization' and s defined a5 "the pressure Lo behave and deve! !
Aigxpwrf" : »nexelf-—c»nsistently Wwith ore's coenseions view of wihvit pe

Lot (Mada, YRS L L. L), Tre sense of self, acceriing to Rogers, g

-
socially determined srr-og.r nteraction witr thers,  Every rerc.rn o nas our
irnate need ¢ r ronitive f-resard 45 wel . g4 resttive regara from tners

LUlbiat o wnt o, sometimes Jeads to confltot Witk ot seif-qctuaiining



tendencies (Rogers, 1961). To the extent that one distorts or denies hics
exyeriences tecause Lthey conflict with his need for love and positive
recsard of others, nis self-actualizing tendency is hampered and positive
erewth io impaired (Maddi, 1968).

The tully-fur.cticoning percen, according to Rogers (19€1) is character-
ized bty an cpenness tc experience, ‘existential' living, organicmic trust,
and creativity.

Maslow. Like Rogers, Maslow (199, 1968) htelieves that man has an

inrate motive Lo actualize himself, to realize his potenitialities. However,

3
E.l
%

alsc has a more basic need, the need to ensure physical and psychological
survival. These lower needs must be satisfiled before the higher needs, the
se_f-actualization or life enhancement needs, can strongly emerce. The
hiszher one oo able toc proceed up the need hierarchy, suggest Maddl and

Conr 19700, "the mere individuiiity, humanity, anda peycholoesical healtt

Iv 15 the feciins of Masliow that self-actunlivation ccours only rarely
ard *rern o counlly in clder personc,  He oboerved self-nctualivers Lo Le
chiiracterized ty: a realictic orlentation; an acceptance of celf, otherc,

ard the world; 1 spontaneity and straichtforwardness in approach; hilgh

rientation than self-preoccupation’; 1 sence of privacy;

;endence; aprreciativeness; a spirituality (not necessarily religiaug);
an identitication witrn mankind; and feelings of intimacy. Addicionally,
susn recple tend Lo 2213 demoecratic values, are atle tc distinguich

eetweer means and endo, peosess a marked cense of nuner, are creative, and
are mor-c o nformicts (Masiow, 19%9).

Wniee,  'Coreternce' smotivation- -the aittempt to o ucnieve competence G

v o peroon-

et furnationine--io e Wilte (1959) Lie innate core tendens

allty. Zinmiiar o Maoiow's rligher needs, competernce motivatlon reters o



pursuits that enhance life, and strong survival needs likewise are held to
curtail competence motivation. In order to achieve fulfillment, according
to White, man must seek competamce and experience some measure of success

in thic cearch.

Allport. Sonewhiat like Maslow, Allport (19€1) recognizes two inherent

tenderncies < -an: functioning in a manner expressive of the self--propri-
ate func: ., and functioning to satisfy biological needs--opportunis-

tic functioning. It is propriate functioning which serves an orgariczing
and integrating role and is an impetus to psychological growth., Different
furnctions of the proprium (self) emerge at different ages and are modified
throughout life in the direction of greater differentiation and integration
(conctituting growth). During development, given an environment not puni-
tive or depriving, opportunistic functloning recedes in importance. Devel-
cprert continues intc adulthood and, normally, signs of maturity are con-
comitant. Criteria of maturity, according to Allpcrt (1961, pp. 283306,
iroolades extension of the sense of gelf (egc irvclvement, CCﬁﬁEtﬁent):
warm reiation of self tc others; emotional security (self—acceptance);
realictic perception with respect to skills and assignnents; self-object-
fication; insight and humor; and a unifying philosophy of life.

Thur, according to the fulfillment.theorists, functioning in accord
With ‘'enhancement' needs--the impetus to psychological growth--is contin-
gent ipon an unimpeding, supportive environment., With respect o change
over the 1ife span, Maddi (1972) Summarizqiézheir position in these wWords:

7

When they conaider the entire life-span, fulfillment theorists think
in terms of a fairly continual developmental process such that perscon-
ality changes throughout childhood, adolescence, and adulthood. The
cranges are generally considered to indicate progressively greater

i fferentiation and integration, or psychological growth, At least when
rflict and detfense do net interfere. (p. 185)
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The Course of Life: Seminal Theories

Freud. Although Freud posited no adult stage of developmenf, his
emphasis being on stability of personality after biological maturity, it
is toward an understanding of adult functioning that Freud makes contritu-
tion. Firstly, according to Freud, early experiences form the foundation
for the development of many personality traits which continue into adult-
hood. Secondly, his conception; of two nonhealthy personality states--
regression and fixation--have been of great significance in explaining
less-than-mature functioning. Regression refers to a return to an earlier
stage of psychosexual development and usually results from extreme physical
or emotional stress. Fixation refers td arrested development, a result

presumatly of "an overinvestment of libido, which has come about through
excessive gratification or deprivation and frustration of the person's
needs” (Levy, 1970, p. 151). When fixation or regressicn occurs the
inaividual's attitudes and tehavior become dominated ty the concerns and
interects characteristic of the associated less-than-mature stage. The
third sigrificant contribution is that which is a basic assumpticr €
poychcanalysic--

Almost as tlocked-up plumbing can be 'freed up' with Drano, when
emotional difficulties are worked out during therapy, cognitive
activity 1s 'freed up' so that the patient typically experiences a
new capabllity to deal effectively with the world around him.
(Rappopert, 1972, p. 69)

Jung. Like the fulfillment theorists, Jung telieved that a prime
motivating force in personality is to realize one's potential. The aim of
a healthy personality is to achieve a kind of wholeness in which all parts

»f the perscrallty are fully developed and harmonicusly integrated. A key

concept in this process, according to Jung (1933) is individuation (inter

ind Intra system differentiation).

In one of the earliest theoretical life-stase formulations, Jung con-



conceived of two stages encompassing the period of adulthood. The first
stage, youth (puberty'to 35 or 40 years of age), was viewed as pri.&rily
involving an adjustment to reality and a widening of "the horizon of life".
Characteristics of the period include: "sexual values, ascendent vital
processes,'physical energy, extiaversion, impulse, vigor, and passion,
along with a degree of dependence as the self is established in family and
community"” (Knox, 1977, p. 329). The second period, commencing at about
age forty, was seen to involve a major change which seemingly arises in
the unconscious and eventuates in either the emergence of new traits or
the hardening of one's previous convictions and principles (Jung, 1933,

pp. 12-13). 1Individuals at this stage are characterized as "less biolog-
ical, vigorous, and impulsive and are more cultured and introverted., Self-
actualization occurs as. values are reevaluated, physical energy is dis-
placed bty ¥sychic energy, vigor is replaced by wisdom, and the individual
is tranformed into a spiritual man" (Knox, 1977, p. 329).

Buhler, Based upon a systematic study of biographies collected during
the 193C's in Vienra, Buhler drew a parallel between the biological process
of growth, statility, and decline and £he psychosocial process of expansion,
culmination, and contraction of endeavors. The two curves may not neces-
sarily coincide; the biological curve might well precede an individual's
psychosocial curve (Kimmel, 1974),

Later work bty Buhler (1968) emphasized goal setting and the concept of
self-fulfillnent in the developmental sequence of life, During the first
two decades zoals are gradually established and lead, ideally, to self-
fulfiliment during the niddle years. Frequently a reassessment of goals
occurs at about age 40 to 45 and a subsequent striving for these new goals
may occur tefcre a shift to stability,

Kuhlen (cited in Kimmel, 1974), in a further elaboration of Buhler's

11
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work,.suggests that the growth-expansion motives of the fulfiilment
theorists seem tg'dominate the first half of life and result in an active,
direct gratification of needs whereas with increasing age there is a shift
to more indirect and vicarious gratifications. Such a shift may occur as
a result of satisfaction of earlier needs whléh then allow for the emerg-
ence of other needs, or "it may result from physical or social loﬂ‘és,
from the sense of being 'locked into' a situation or even from the chang-
ing time perspective that results from having lived over half of one's
life" Cxﬁsmmel. 1974, p. 20).

Erikgén. Often credited as the first comprehensive theory of the life
span 1s Erikson's 'Eight Ages of Man' (Erikson, 1950, 1972). It is with
the psychosocial development of the ééo and ego identity that Erikson
addrecses himself. Development is characterized as a succession Pf inter-
actional imbalances within the inaividual's personality structures and the
envircnmental milieu (psychosocial crises). These conflicts, perennially
present,, beccme dominant at certain points and thus define stages., The
stares are presented in the form of an 'epigenetic' chart (see Figure 1),
Successful adjustment‘(readjustment) at each critical step leadé to (2) a
change in personality structures such that the person interacts different-
ly with the environment in the future (although new imbalances and crices
will occur) and (b) feelings of efficacy anq confidence in the face of new
challenges (Langer, 1969). Failures at one stage can be rectified by
successes at later stages.

Addressing attention to the advanced levels of development, one notes
the importance of successful stage 5 resolutlion--a sense of identity--as
prerequisite to the succecsful resolution of the young adult crisls,
‘intimacy versus isolation'. In order to establish intimacy with oneself

(with one's inner life) and to develop the ability to share with others,
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one must have some sense of who he is, where he has teen, wherec he is
going. If the individual learns to relate to others, he later tecomes
interested in establishing and guiding the next generation (stage 7); if
not, he beccnes self-centered and experiences a "pervading sense of stag-
nation and interpersonal impoverishment". Accrued ego integration leads

to wisdom; marked deficit leads to despair, displeasure, disgust (stage 8).

Marturity Ego Integnty

Vi, ... 2 e am et et e — e —— - - —— versus
M
Old Age Duspare Disgust

Generativity
AMiddle Adulthood —~— m e e e e - —ce———— - versus
Stagnation

Vi

Intimacy
Young Adulthood = = ——mm e e e e e e e - versus
1solation

v

Pubcrty and L -~ El"vl’r“':f”"
Adolescence [T T T T T T T T T I T TS
o Roic Confusion
b ——— 4 —— —_
1 Schot age- Industey
v ! e e — e . — versus

3 Lat
b Q‘\cy Infenonty
| Play apg- Initiative

I Locomotor e e e e - - versus
L Gomital Guwlt

v

o

Chary Jluddbhood j Autonomy

N Muascular®, _—— versus
Anal . I Shame Dourt .

| Intanes > Basic Trust
I, Ordi versus
I Sensony Basic Mictrust

Figure 1. Epigenetic matrix of Erikson's 'Eight Stages of Man’.
(Adapted from Erikson, 1972, p. 30.)
Failure to progress to the final stages 1s not uncommon. Fixaticn
or refusal to change or face crises can occur either through the process
of foreclosure (denial of crisis) or in the form of a prolonged moratoriunm
(iratility to rescive crisis). Both processes arrest development and

result in behavicrs typical of earlier stages.

The aforementioned theorists served to call attention to potentiall
sallent transiticns and behaviors in adulthood. While Freud served to

heigriten awareness of developmental arrest and the possitility of un-

arresting development, Jung and Ruhler charted a rath for psycho-soclal ll
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(life-style, age-stago) descriptions of life passage, and the more
structural view of Erikson served as a precursor of enculng strictural
ega and interpersonal competence theories. Attention in this review will
now e directed toward these two ap;roaches bto adu:lthood, commenclng with

the life-style formulations.

Adult Life-Ztyle Theorists

The last decade has witnessed a surge of interest in the study of
adult life styles. For the purposes of this exposition, attention will ve
focussed on the period which encompasses the working years.

Neugarten. The role of age as a marker of stage 1s well articulated
by Neugarten (1968). On the basis of data from the Kansas City study,
which included 700 subjects between the ages of 40 and 90 years, Neugarten
propeses that the content aspects of personality (the relatively external
aspects) remaln rplatively statle across adultheod whereas the process
aspects appear to change with increasing age. Visitie by the mid-forties,
there is thereafter an increasing tenden~y *“oward self-reflection and intro-
spection--an increasing interiority of the personality. Thus with age
there occurs a shift which involves a decreasing concern with external
environmental constralnts and an increasing focus on internal interests
and inner dynamics, Concomitant with the middle-age shift is a shift in
time perspective, from time lived to time left to live.

Lowenthal, Thunher, Chiritoga and Assocliates. In A first phase

report of an ongoing longitudinal, cross-sectional study of four life
phases--high school seniors, newly-weds, middle-aged parents, and pre-
retirement adults--interview data have teen analyzed bty these researchers
in an attempt tc idéntify commonalities in persogll characterisctics and o

investigate the significance of these characteristics with respect te

individual adaptation across the life span., Toward thils end, Lowentha.



and her ssociates (1"',”)) developed 4 typology to reflect the structural
dimensions of four life styles: complex (many roles, varied pattern of
activities), simpiistic (few roles, limited range of activities), diffuse
(fow roles, varied activity p:).f,?,f:rn), and focussed (wide role SCOpR, NAITOW
range o f 1ctiv1fy). Although these patterns were found Lo be distrituted
acress the study sroups, the sex distribution pattern was interesting.

For newly wed men and women (mean age 25 and. 23 respectively) the complex
type was modal; for middle-aged men (mean age 52) the focuss Styie Wwas
most. prominent whereas for middle-aged women (mean age 48) the simplictice
style was modal but not markedly so. For preretirement men (mean are €1)
the focused style was still somewhat modal; for preretirement women (mear
age 59) the focused styie was slightly modal with the simplistic and diffuse

styles close tehind., Alsc noted was half of the niddle-aged and clder group

M

of mern expressed 1 need to maintwin a strict schedule which suggests, acerrd-
ireg o the researchers, that a certain desree of rigidity may “e asscciated
with v focussed style. With respec* to interpersonal accommodation (submio-
sive-nscertive stanéos), males were found tu be less ace.mmoditive than fo-
males; females bLeing 2t thelr peak in accommodaticn during the young aduit
years., On measures of self-actualization, the yourys adults evinced more
openness, curiosity, willingness and courage to experiment and ~nange. The
psychieaily complex (+those high in resources and deficits) were termed
"tuvyant and expansive”--they engaged in 4 broader range of activites, had,

more complex »soals, perceived as significant more events in their Lives,

22
experienced more important events, and perceived more stress in their lives
than did the poychnically simple wheo displayed constriction in =any areas,

¢
experienced few significant events, and perceived few turning points in

thelr ltven, Future orientation and goal complexity ‘ended to e low f.or

the psychically simple,



Levinson. The lives of 40 males, ranging in age from 35 to 45 at
study commencement, wWere probed by Levinson and his research team (Levinson,
1978), From the data they were able to tdentify 'eras', with accompanying

rowth periods, in the life of the adult malc (cee Flpgure 2). Such perlods
»

were identifted on the hasis of the developmental tasks that had to Le per-

formed 1t that particular time in 1life,

Fi,wre 2, Levinscn's eras of adult male develcpment, (Levinson,

1969, p. W1.)

The periods encompassed by the years fronm aprrextmately 17 througn 33

were suboumed under the .Label 'novice' phase and are cornstdered bty Levinsoen

Lo te most imporiant in the course of adult life, Among the many deve.3p-

N

menta. tacks csmmon to this period, Levinson identified four as most

fmreortant, The

re,

iyrst task--and a core element in developrment--is that of

16
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forming 4 Dream and giving it a place in the life structure. The Dream,
sa;s Levinson, "in its primordial form ls a vague sense of self-in-the

adult world‘f It has the quality of a vislon, an imagined posnsitility that

I3
B

i

e

generitas ement and vitality”™ (1978, p. 21). At the start of the
phiase the Dream is "pooriy ;rticulated and only tenuously connected tc.
reality"., Of its import&nce. Levinson (1978) states:

A young man's growth depends a good deal on whether his early life

structure is consonant with, and infused by, the Dream--or 1s oppcsed

to it. If the Dream remains unconnected to his life, it may sirmply
dle, and with 1t will die his sense of allveness and purpose. (p. 22) )

The second important task 1s that of forming a mentbr relationship.
Thq function of the mentor is to support and facilitate the realization of
the Dream and to be a transitional figure--"one who fosters the young man's
development from child-in-relation-to-parental-adults to adult-in-peer—
relation-with-other-adults”,. The mentorship may vary in duratlon from 2
to 10 years.

The third *ask, that of transforming occupational interests into
occuja*ti:n, is a compiéx soclo-psychological process which sometimes ex-
tends peyond the novice period. The fourth crucial task is that of forming
a love relationship, including marriage and family.

Following the 'Age-30 Transition' there is a move toward new cholces
or there may cccur a rededication to past choices. It is during the
'Settling Down' period (roughly age 33 to 40) that "a man works to fulfill
his Drean, pursue his'amhitions, and become the hero in the scenario of his
youth", He then enters the 'Midlife Transition' (roughly age 40 to 45) when
there occurs a reappralsal of his life--he questions every aspect and must
face up to the revelations. It is a time of crises, according to Levinson.
But it is also 1 time when a man experiences an urge to be creative, "to

create products that have value for himself and others, to join in enter-
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Gould and Chewhy. While Levinson':s study was concerned with males

only, uould (1975), ind in collaboration with Sheehy (1974), inclufted
women in thelr studies, Although Gould worked independently of Levinson
there 15 a marked similarity in the periods each identifled. In trier,
according to Gould and Sheehy (1974), adult development proceeds in the
manner of the following sequence, glven a tﬁo year variable on each side
of the age marker.

Age 16-22: Pulling up roots.

Age 22-29: Provisional adulthood--doing what one should to become
adult And competent. {The task is often to create a
balance between the impulée to bﬁild a strong life
structure and a strong commitment and the urge to

explore and experiment.)

Age 29-

(W]
o

Age 30 transition--Question: What am I doing ard why?

Age 32-39: Rooting--the time to widen horizons and statalize; *he

focus is upon external goals.

Age 39-43: Mid-life transition--one becomes cognizant of the gap

between one's dreams and their fulfillmert.

Age 43-50: Restalalization and flowering--'human' experiences are

highly valued.

Al*hough individuals will vary in *heir timing of transitions, 11l
will folluw the same seguence. There 1s some suggestion (Sheehy, 1974)
that females engage in the 'survey of life' stage earlier than do mern-—-
about age 35 as compared with age 40 for mer¥

Vaillar*. The Irant study which followed 4 group of the 'heci' Harvard
men through their college days of the 1940's through their fifties for
the purpoce of studying thelr adaptation to life, found gerneral affirmation

of the Eriksoniarn life stages (Vaillant, 1977). To the period of the achieve-



ment of Intimacy -which was deemed of Hreat importance Lo subsegquent
- .
Mrowth--was uwlded a second substage, 'career consoltdation®. Valll.at
states:
“SFrom fwes 20 o 39, they tended to work hard, consollidate thetr
Coeareers, and levote themselves Lo the nuelear family. DPoor it
seif-ref'lectlon, they were not un!lke their griammar school chlidren;
they were ogood at tasks, caretu. to follow the rules, anxlious for

promotion, and willing to accept all aspects of the system. (1977,
p. 38)

Ltke Levinson, Valliant notes that across this period in impgrtant
inner procésé occurs --that of the "acquisition, assimilation, and final
casting aslde of nonparental role models or mentors™, a process which
becomes complete at about age LO. At 40 (plus or minus a decade) there
oceurs 1 reassessment and reardering of the truth as the indlvidual
becomes an explorer of the world within. Although it 1s a time of pain,
the ndividual 15 now more abile to acknowledge His OWwn pain, he Is less
fnhitited and now has 1 need to be Sf service to otherc. This rrecess
Yall.an* refers to as 1 ‘ripefing' of perscnality.

3y we 50 many cf the men h;d 1ssumed some level of leadership w
pusition ard their careers had broadénéd. As noted by Vaillant:

Instend -t Lecoming more specialized and acquiring progressiveiy
more competence . . . they assumed tasks that they had not been
trained for. Being truly responsible for others is no Job for a
speciaiist. (1977, p. 107) .

Some fifty year olds were still wrestling with career consolidation.

Those whe had advanced were those who enjoyed the best marriages and who

1y

had cultivated rich friendships. Perhaps, suggests Valllant, it is the more

complex brain of the middle-aged adult (a product of continued myelinization)

together with his increased experience that permit the emergence ~f more

mature response patterns at this stage of life,

The aforementioned thecries evince reflectisns of the seminal thecrists

ind tear many resemtlances Lo each cther. EKach ir-ludes a provisicnal stage



of adulthcod--2 novice phase--—wher an initial commitment is made * .-
occupation, narriage, nd fami ly, Qevin:on, ouly, and Sheet; rote an
interim poin* where these initial commitments are examined ind a2t timeg o
Sulsequent redirection occurs. There follows thern 1 sent Ll doawrt piiase
where there occurs = purpeseful striving for visille conpeterce,  Vailiant
sutsures these phases ynder his early adulthood conf-rmic* stace. Leving o

stresses the importance of Yhe Dream whicn ic reminiscent of furiler's AN

p
0
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®
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setting. The nentor ispect seens well estal s Key asrect of wne

yourg adult period,
The mid-1life trarsition at about 4O years of age 15 a commcn aspect of
these theories. Characteristic -f this pcint in 1ife ig an-evaluation of
one's aspirations and accomplishments and a shift to 4 rore reflective,
troader, more humanistic mode of thinking. Concorltgn<.y ‘rers may Le 4
redediizati-n =of life's pirpose 1n line Wit shese newl. prmers L needo,
Not 210 wdulss reach this level, many 4re otil. Strees Lirgs witn proviens
of rrevisus periods,
The r~le of crises irn trancitiong 1s an intesral rart F thenm the ria
The rel:tion of ti.e growth enhancement and self--ictualizati v need:
te dult stages seems Yo have not-yo* beer clearly sneeptualfied. Kunler

\mertioned i thls paper in connection witr Bub.er) feels that growth needs

dominate vre first qt f Dife and thero Appears e bte some support for

trhic in Lewerntroo "G re; rr ocruyg her youry adult grou) ra‘ted Bigher noselt
,Lc;;“xAl.?1ti<x. Serebnre. trar t0r the older subjects, Veilllant, BOoWever
Wollld o seem b gtrent nat rea. creativity and seif-asctualizatiog o
maritestar! o f the mature fif* ie.,. (The dynamics of such needs wver *ne

iife cycie arreur to te intriguing und merit Corener study ) If vrr,

validity to @ th of these rositions then 1% 14 reas nable t. SUggZest tha*

there might Yo two peak periods f ocompeterce inoa person'e eccupationgl
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states of {eveloprent are characterized bty greater rganiasn fiexitility

and freedon.  Developrentally earlior modes of responding nre contirnually

Present und may appear as supportive modes as when a persocn approacnes

a new tler bhroucsh 1 developmental sequence of actions, »>r as 1 sul-

stitute for che mere advanced modes (Langer, 1969, p. 93). -
Werrer posits the coexistence of 'fixity' (an irtrincic trend *oward

an end state of naxinaum st;x:,ility) and "motility' (tecoming) of levels of

Sperations as polar (rineiples of developrent, Once 4
of lntewratiorn 15 reacred, ‘ne poocliility of further develcprent depends
or. "whether or n-ot the tehavicra. ja*terns have become sc automaticed that
they carrct take part in recrganization" (Werndr, 1672, p. 53). In crder

fer further developrment to take place, regression--"increasing dedifferen-

401 3. O . P 3 ey E. £ H . . "
et lonoand disintegraiti o of the R ter organization of actl o on o gsyoterc'--
_~\ ¢ IRy
moon Dlrer o conr (Langer, 19040 00 G20 0 Gr, as stated Ly Weprer (1602
: o) s MO il L verysce d - e mrogress"
s ) U WA e 1N e LC progress .

Filo-cry The wors f Piaget nas proven to te most inflaers
Suloegaent coer ittty eyl opmental formulations.® ALLEhousnh fe o ot L1t

formal operations he has recently expresced intereans

volution from adolescence to o adultheod'.

Acooratos o Dlacer ) the irherent tendencies £ Goe LTee lnr b XTI -
e anowdnp o renile fnoq rurmler of psyche l il st ctires wWhioh o anoioe
188 rery 0 e rovarys lnow falrly regulinr sequence fnrough development,
Thee wmercee e i fifterentlo, suychoo mienl ctrioctures serves o g
v ! Wt Y Ge J(ffJ:{ﬂ"lt,iZfiti‘& Equilitratiin, the <ne reulo]
Corpaernent P Werrer's orthogenetio jrincipio (Langer, 1965, 1o e cor
Ten oy Loonaarne ot puyen Low il shtructures and e requirernents 4o

“The: render's cornversance with Dolasctiarn theory 15 assumed since 14 ig
teyond e practieal [imits o frds paper to preserts cuch an : .




exterr il world. When such a balance is attained, the structures are
sufficiently developed and little exertion is needed to either accommodate
or ascimilate events. The time encompassing this dynamic balance is
desirnated as o stage. The dialect of progressive differentiatlcon and
intesration operates loth between and within stages and increacsing
abstractness characterizes development.

According to Plagetian gheory, stages have the following definiticnal
features {Kenlters, 19635, 1675):

1. There are qualitative differences in modes of thinking or of
solving the same problem at different ages.

2. These different modes of thought form an invariant sequence in

individual development.
3., Bach of these different and sequential modes of thought forms a

'structured whole'.

L. Cegnitive stages are hierarchical

reir*esrate and displace the structural cnaracteristice »f lower

Lowsr str.otares, Fiaget notec, do not disappear; they may continue

te te uged inoappropria‘te contexts or when efforts at protilem solving with

hirner structures fail. But there exists a hlerareni reference or
diu; oitien Lo prefer protlem solution a* the highest level availlatle =o
%

I:. reference to the problem of determining whether a structuril
chanee s coourred, Piawret suggests that the newly acquired tehavior
should ‘e lagtines, transferable, and fundanmentally different from pre-
exicting terasor (Muno, 19714, p. 236). Kahnstarn (cited in Hunt, 1)
ads that tre rew betavior shioudd have been aequired with some diffiouivy
and that Tt sl prove resisocoant to extinertion,

TnoFlacet's ciorarcny, the final stage--forma. perationo--io nort-

4ily o abtaines, wccording Y riaget, letween the ‘ndividual's eleverntn 65
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fifteenth year of life. Piaget understands the structural properties of
formal operations to be based upon "a higher-order integration of logical
groupings" (Rappoport, 1972). Thought at }his level is flexitle and
multidirectional anh tends toward involvement in abstract and theoretical
concerns; nypothetico-deductive reasoning is availatle and the individunal
can now operate on operations (3insburg & Opper, 1969).

The transition to formal operations is rnot clearly explicated in
Piaﬁ?t's writiﬁgs. He invokes the concept of equilitration ard suggestc
a pussitle role of neurological development, but he sees the role of the
enivironment as of most importance, in particular, education (Inhelder &
Piaget, 1958). Although Piaget hints about the role of match of schemata
with environment in promoting developrment, he does not address himself to
an ~xplicition of the principle (Hunt, 1971a),

Tha* .1 adults do not attain formal operaticnal thinking, as deter-

e

mirned by Flagetian tests, is attested to Ly recent empirica. = .dles
addressad to ascertaining the status of the structural atiiities across

the 1ife gpain. Elkind (1962) found only 58 per cent of a collece sample

conserved volume, males being superior. Papalia and Del Vento Bielty
(19W,) found velame conservation to be at its highest level during middle

age With, ¥5 per cent of the subjects passing the task s compired with 50

percent _f colleye-aged studento. Tomlinson-Keasey (1972) found that attuin-

-~ - . < 4
mert of fureal cperations oy females \aged 11 to 9 year:) was rare and
sesmed o e derendent on "avatlatle structures, experiences, ind possitly
.

even preteronce”, Kohiterg and Gilligan (1971) in a study of 205 persons

(awed 10 to 20 years) performing on the pendulum tack suggest that there
sexens to we no further development of formal cperations, as determined Ly
this criterion, after age tnirty. They state: "Fifty percent of

"o/

American adults never reach idclescence 1n Lhe cognitive sense’ (p. 10&5).
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Piaget's response to such findings 1o encapsulated in his statement:

All normal subjects attain the stage of formal operations or

structuring if not between 11-12 to 14-15 years, in any case between

15 and 20 years. However, they reach this stage in different areas

according to their aptitudes and their professional specializations

(advanced studies or different types of apprenticeship for the

various trades); -the way in which these formal structures are used

is not necessarily the same in all cases (1972, pp. 9-10).

Thus, formal operations are only free from concrete thought if "the
situations involve equal aptitudes or comparable vital interests”.

Kelly. Though lacking a developmental aspect, the personal construct
theory of Kelly (1955) would seem to contribute toward a theory of
personality change in adults.

In Kelly's personological view of "man the scientist", intellectual
processes are of central significance in man's overall behavior; man is
continiously, actively trying to make sense of his world of experiences.
He creates "transparent patterns or templiets" (personal constructs) and
"attempts to fit these over the realities of which the world is composed”.
Keilv's construct, according to Hjelle and Ziegler (1976. p. 217), is
"a category of thought by which an individual construes or interprets”
his personal experience. Through the temporal process of experiencing,
interpretingz, and structuring--i.e. construing--experiences are general-
ized in in orderly and meaningful manner. Thus, Kelly's fundamental
postula*e: "A person's processes are psychologically channelized by the
cways in which he anticipates events” (1955, p. 46).

Conctrict.;, according to Kelly, are validated in terms of thelr
rredictive efficiency; they are supject to elaboration in the direction f
either definition or extension; and they become oresanized into a personal

hierarchical system in terms f subordinate and superordinate constructs.

Kelly identifies different types of constructs. 'Preermptive’ constructs



--Wwith frozen, exclusive membership--and ‘'constellatory'--with frozen
realm membership enable stereotyped, unchanging thinking whereas ' propo-
sitional' constructs are open to alternatives. All three types are
considered necessary to construe events. Additionally, constructs.can te
‘comprehensive'--subsume a wide spectrum of events--or 'incidental'--
subsume a small range of events. There are 'core' constructs which govern
a person's basic functioning and 'peripheral' constructs which can be
altered without effecting the core structure. Some constructs are 'tight'
'amq lead to unvarying prediction; others are 'loose' and lead to different
predictions under similar conditions.

One important formal property of constructs is their degree of
‘permeability-impermeability'. A permeable construct "admits to 1ts range
of —onvenience new elements not yet construed within its toundaries"; an
impermesztle construct, "while embracing events that make up its original
forruZation, remainrs closed to the interpretation cf new experiences”
(Fjeile & Ziegler, 1976, p. 55).

Fersons thus differ, according to Kelliy, with respect to their con-
striction of events and the way in which their constructs are organiced.
Only, ty krnowing the perscn's mode of organizing constructs can one make
meaningful statements about his behavior.

Effective interpersconal interaction, according to thic theory,
\requirox that one be atle to put himself into the shoes of ancther person
in order to understand and predict the other's behuvior,

As noted bty Hjelle and Ziegler (1976), according to Kelly's concept-
ualization, if one could change one's constructs, one couid chanse ne's
life. Kelly pomtulated that a construct system charnge occurs most often

when the individual is exposed tc novel or unfamiiiar events whicn do not
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conform to his existing system of constructs, Experiential Feedback
leads £o a modification of constructs which in turn are used as new
hypotheses to progressively change the system. The degree of construct
permeabllity will be a modulating factor in change; the more permeatle
the supercrdinate constructs, the greater the amount of variation or
systematic change within the substructures. If the person has no super-
ordinate constructs for constriuing change, then charnge cannct occur with-

in his system and he remains psychologically rigid.

In passing, one notes that Kelly's 'man the scientist' model appears
to be somewhat of a cognitive analogue to White's model of competence
motivation,
Having thus discussed some of the basic tenants of st¥ructural devel-
opmental theory, attention in this review will now le direcéed to successor

medelc, commencing with ego and interpersonal formulations.

Interversonal and Ego Structural Developmental Models

Sullivan, CSrant, and Grant. Based upon the assumption that individuai

differences in character are largely differences in relative maturity,
Sullivan, %Grant, and 3;ant (1957) developed a characterology of levels of
interperscnal integration (see Table 1).

The core structure of personality, which serves an organizing function,

1s comprised of "experience, needs, expectations, and perceptions", all in

some more or less integrated cognitive scheme (Loevingcer, 1977). With
development the individual not only becomes more differentiated but also,
and tecause of the tendency to try to assimilate new stimulil in such a way
as to minimize cognitive recrganization, he teccres more simplified and

intesrated. The consistency and stablility of thne -ore personality is

evinced when under conditlions of stress, superfictal need demands disappear



Table 1

Sullivan,

Interpe

Sranty and

irant's Leve .., of

sonal Maturity and Adult Functioning

Level

Characteristic Adult Functioning

Integration of Separafene a3
discrimination of differen
between zelf and nonself

Integration of Nonzelf
Differences: envir-nment
differentiuated into persons
and objects; minimal
appreciaticn of others

Integration of Rules:
perceives rules and formulae
governing relationships
vetween people and objects;
senses pctential for complex
nanipulation

Individuaticon of Response®

Integration of Continui*y:
rcelves stable actio
tterns in self and others

Integration of Self-
Con51°tency: perceives
differences between self
and one's szociil role

Integration of Relativity,
Movement, and Changce:
perceiv2s integrating

procecses in self and others

Unidimensionai thinking; generaliwed
anxiety; 1ifficuilt; in copia-. pont-
poning, establishing authority,
distingulshing real-unreal, and in
dependency relations; passive

Percelves pecple as (a) 1ldes or
barriers to own satisfacticns, ind
(v) differing only slightly from
objects; manipulates; may be overtly
aggressive or may conceal resentrment
through withdrawal or compliance;
feels greatly misunderstood

Views world as a series of rigidly
organized, rule-bound relationships;
concerned with control and may
respond by constantly testing or
conforming; threatened ty rerceptiosns
of adequate cthers

Characterizes self as jifrerent fron
the norm and from specific pecpile

Relates to otnercs empathically,
er.joys ~thers; anxious under —on-
ditions of role am¥iguity

] J

Defines roles in terms :f relation-
ships and r*er1ct ons Wwith other:s;
self is perceived as distinct freom
any specific relationship with others
and as an enduring statle organisn

Conceives of a variety ~f ways of
perceiving and integratinz;

empathives with less mature modes
of others

vised characteriz

ation of trnis level crted irn

15 rep
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and core personility need demands emerge, For example, under personnd
.

stress albturistic tehaviors many be replaced by e, oceatris, self-protect-
ive activity.

Devel pment 1% jescrited in terms of seven stages, ech of which,
like “rizo n's, 1o defiied in terms of 4 preblem, in this case an inter-
pers nal protlem which aust Lte solved tefore developrent can continue.
S, 1.+t on o at each level involves a cognitive restructuring of - experierce
arna ecxpeotancy wd results lnothe avointion of 1 new reference schene and
4 new Level of integsration. The characteristics of the prevalling organ-
zati-n 2t each level influence the potential for change and the direction,
intensity, and character of reorganization 1t the succeedi:rs level, Wigg\\\\
advancerment, the person becomes better atle to view nimself and the world
mere arccuritely and funections more effectively.

As n the Eriks-ntin cenception, all perscns do nobt oreac:n maturity
2 Aefined Ty the ncdel tut may teconme fixed At 1 partiv.lar integration
Y. . Intensive and crronic threat or stress leads to the adeption of
variet, £ Aefenses to maintain the status quo and, sver tire, 2 charucter-
istic pattern or "style of life' 1is estatlished. Characteristic adult
T

4

furoticoning at each leve] Of ‘tntegration is briefly descrived in Tatle 1.

Or *re tanis of the model, Grant, Warren, and Turner \1953) nave

elit crated and tested with adjudicated delinquents o qifferent il treat-

mrt medel Whion matones level of interpersonal maturity wit:, character-

';tﬁ;::; £ sne *reatment worker. Low matur:

vosubfects are matened witr

tolerant, quyur,;/e, r tective workers; mediunm level surecto witn firr
conwine, Wwilling-to—punich workers and hign level cutlects with wise,
Workers,
ssatte of many pred oninant views, the stractural
stage model ¢f Loevincer conceptuailzes the seqence H>f ego deve_cpment in



terms 1 ¢ ping with increasingly deeper prouvlems at cach stage.  The

stages are narked ty milestones which are defined as "observatle behavioro

that tend to rise and fall in prominence is one ascends the scaite of ego

maturity” (Loevinger, 1966, p. 202). Bacn stage "tuilds on, incorporates,

and trancrotes” the previous stage.
Altn oo the model, detailled in Tabtle 2, is tree of age-specific
contingoncies, this diccussinsn will commence Wwith the second  stage, the

Seif-rrote ., An adult who remains at this stage may, accoriing to
. -t ; ) )

Loevinger (1370), be "oppertunistic, deceptive, and pre.ccupled with con-

trol and advantaze". The extremely externally-oriented person of the

Conformist staze obeys rules because they are group accepted and out of a

desire te av- id disapproval. For him, there is security in telonging.

He 1o particularly pr - to stereotyped conceptions of roeles wnd is nuch

s cerned Wiern. oxtorna.s.  The Conscientious-Conformist, whicr Loevinger

. . , . . v : . .
prefeors * . Tares 1 transition level (rather than stage', 1o ~arked tyv in-

creased el f o uwarene:

5 ard the percepticn of exceptions and alternitives.

The person ovinces 1 nunter of pseudotraits (midway tetWween »sroup stere-

otypes and appraeciation of individual differences). Loevinger feels that

this level s modal Sor adults in present soclety.

(DI R ETo £ .- 3 2 K
At tre Sonselenttoun stage the intermalivation of riles is completed

ard the percon eviluites and chooses rules for himself; he shows respon-

Sitllity £or trers; nhe sees himself as the "origin of nls own destiny

ne qopires to acnievement (as measured bty nis standirds); nisc inner life
15 ricrer wa more difterentiated; and his thought catesories are nore

tited. A second transitiornal Leve., the Individualistic, ‘o

dit forarny

marked ty "4 onelgntencd sense of fraividuaLsity und a concern Dor oemotional

" . . . \ . .
depenaence”,  te.r.e relations are seen s partly antagonicstic to the
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« *
striving for achievement., Greater conceptual complexity along with
notions of psychological causality and psychological development charac-
terize modes of thinking. The Autonomous stage | “irked by the capacity
to "acknowledge and to cope with inncr conflict", There is a «iigh toler—
ation for ambipguity; increased conceptual complexity; cognizance of otrers’
need for autonomy; and the embracing of "broad, abstract social ideals”,

[ ]

The highect stage, the Integziggg, is marked by a consclidation of
the sense of identity. This stage, according to Loevinger and Wessler
(1970), ig comparabtle to the heights of Maslow's self-actualizers and ts
realized by few--about one percent of the population.

A measurement scale has been devised by Loevinger and Wessler (1970)

5
for the purpcses of indexing ego development,

“here appears to be a basic compatabllity emerging tetween character-
ications of maturity as espoused by fulfillment theoricts, the course of
adult development as detalled from A poychosocial perspective, and tne
formulations of the structuralists thus far discussed. Such thecries are
of consideratle value in the attempt to detine (describe) aduiit psycho-
logical maturity and toward an understanding of adul® behavior. What is
abtsent from these models is a theory of change, a model for the inducement
of further development in prematurely arrested adults. It i5 in the Area
of cognitive structural developmental theory that advinces -ave teer made ‘n
this respect and it is to a consideration of these thecries that ittention

will now te addressed.

Cognitive Structural Levelopmental Models

-

Kohlters. 3Stimulated by Plaget's genctyyic apa;bach t. cognitive
development and in particular nis work on moral devlopment (Piaget, 1632),

Kohlberg (1958) elaborated a1 classical structural theory of tre ievelop-
., ,



nent of moral maturtty. Otages were delineated on the basis of an
analysts of the underlylng processes and structural organization of
responses to moral dllemmas. Kohlbergian stages, llke those of Plaget,
are regarded as being quallitatively distinct, forming 'striuctured wholes',
being of invariuant sequenge, sand belng hierarchically integrated. The
core of eiach stage 13 a conception of Jjustice which serves to organize
patterrs f role-taking Vo situations of moral conflict, It 15 the deveing-
rment of this core which gives rise to stage developmernt as detalled in
Tatle 3,

According to Kohlberg, advanced loglical reasoning is a necessary but
not a sufficient condition for advanced moral judgment since most people

measure higher on logical stage (Piagetlan) than on moral stage.

Tomliincon and Keasey (1972) found. trong relationship between formal

perations aind moral developmen

Wi+tn respect to stage tran Kohluerg, like "lage*, places

cer.tra. emphasis nupon 'logico mathematicil' experience--"a perscn's
active interacticn with his environment, in which he or she app.ies and
che:ks the use of :is various schemes of action ind representation”
(Tomiinson, 1974)--and the equilibration process.

Konlierg and Kramer (1969) originally held that stage 5 principled
thowsnt was an wolescent accomplishment with the crystallization of
stage £ thinking ‘taking piace in the early twentles. Any subsequent
develcopment was considered to be 1 matter of droupping chiidish modes and
thus increising the consistency of responses rather thar, *he formation of
new or nigher modes of theought. However, faced with 4

sl vilties in

exrlaining findings where irdividuals who had displayed principied thinking

3

ir. high school (as measured by the Moral Judgment Scale) seemingly

. c o X s - . .
retrogressed to 1 'skeptical egocentric relativism” in ear.y colliege

33
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transitionas

a

Tatle 3

DEFINITION OF MORAL STAGES

]. PRECONVENTIONAL LEVEL
At this level, the child is responsive to eultural
rules and labels of good and bad, right and
wrong, but interprets these labeis either in teims
of the phys.cal or the hedoniitic consequances of
action [punishrment, reward, erchange of favors)
ot in terms of the physical power of those who
enunciate the rules and labels. The level is divided
inte the following two stages

STAGE | T~e punishment and obedience ori-
entation. The physicel consequences of action de-
termine ity goodness or badness reqardless of the
human meaning or value of these coniequences.
Avoidance of pun.srment and unquestioning defer.
ence to power are vaivad in their own right, not
in terms of reipect for an underiying moral order
wopported Ly purishrent and authurity [*he Py, )
being Stage 4

STATSE 2

tion. Right action conmsish o

The instrumaental reiativis? crienta-
f which

one's own remds and ccrascnally

trat rstru-
mentally satisiies
the nesds of cthers Human relations ere viewed
in terms like thoie of the market place. Elerent
of fairness, of reciprocity. ond of nq\m‘ sharing
are present. but they are always interpruted in 2
physical, pragmaric way. Rociprocity s a matter
of “you scratch my back and 'l 1cratch yours™
not of loyalty, aretitude. or justica.

II. CONVEMNTIONAL LEVEL

At this level. maintain.ng the expectations of the
ina.vidual s family, group, or ration s perceived
as valuatle in its own right. regardless of imme-
The attitude
not only ore of conformily to parional especta-
",

d.ate and obvious corsequences. "

tons and social order. but of loyaity 1o of

and iu\'n‘ynvq
the order, and of identifying wi.th the persons or
group
1tages

STAGE 3 The
"qond boy—nice q.rl

actively maintainng  supporting.

inveived in it There are the isllowing #wo
concordance of
Good behevior
is that which plestes or helpy others ard v ap
proved by There ‘o

M’crp-'luﬂcl

or.entat an

tham W much ennformity,

sterentyp-cal images of what s mainrty or Tty
juijed by

~ortant

ral' behavior Benav.or 13 fregquentiy

intantion— he mears well’ btaccmes

APSARDE R oo

firsi

for the time. One earns approval by beiny
“mice.”

STAGE 4. The "law and order” orieniatio
There
ruler, and the maintenance of the social orao-
Right Lehavior consists of doing one’s duty. sh. -
ing
given social corder for ity own sate.

HI. POSTCONVENTIONAL, AUTONCOMOUS
OR PRINCIPLED LEVEL

eflort

values and principles that

is an ornientaticn toward authoriy, fire.

respect for authority, and maintaining T a

At this

moral

define

veidity

level, thera s & clear ‘o
have
and application apart from the acthority of the
groups holding thesa princ pies and
apart trom the indivicual’s own identification with
theie groups. This levei again has two stages:

STAGE &

tation, qenerally wilh utilitaran overtones. "igh?

or perions

The swocralcontract tegatntic cii=n-

action tends to be definad n terms of genmral in.
dividual standards which
critically 64 s~d aqreed
There -

persona

rghts and have Leen
by the
of the
and

rulay

eran vpon

whole socie*s s clear awareness

relativism o values and opincns

a correspona rq emrhasis upon procedural
for reaching corsensus. Aside from vwhat i1 con-
stitutionally and democratically agreed upon, the
and “opin.
The result is an emphasis upon the “legal
point of view,'

right i1 o matter of personal "values”
ion."”
but with an emphasis upon the
pouibility of changing law in terms of reticnal
comiderations of social utility (rather then freer.
ing 1t 1n lermi of Stage 4 "lew and order’). Out
side the legal realm, free aqrocement ond con-
tract are the bind.ng elements of obliqation Thus
it the "officiel” morality of the Amaricen govern.
ment and Constitution.

STAGE & The othical
Right defined by tha dec.sion of ’
conscience 1n accord with taié choten eth.cal pon
appealing
univertality

wniversal grinciple

orientation R}

c ples to loqgcal comprehersiveness,
and contistency These principies ar
abstract and ethical (the Go'den RiL'e the cale.

qor.c-' imparat.ve)

they are not concrete morael

rules tite the Ten Commana—ents Thete are uni.

eguo ity of humaen rights and ot ¢ + ‘OIE
dign ty af human e gy an n_:.':wruon;

verial parciples of juit.re of the rec.proc ty



reanoningeg. The relabelling was accomplished by revising the scoring

syctern of the Moral Judsment Scuoe i reriecl more airectly the slracture

rattier than the content of moral thought. A reanalysic revealed that none

A

St *me cutjects of his current Lonsitudinal otudy wnder o3 yearc -~ uge

dior layed triue citage 3 othinking and, au yel, none f the surject.

!

e 5. nad attained predominantly stuwje © thinking. Koh.terg (1373) ncow

bl that fully-principled thinking is an adult develcopment typlca. iy net
Z‘Q'Ltf-.ﬂ,d until the late twentles . .iter,

Such recensideratiorns led td econsideration of the corntext °f
crance to principled thinking. The context believed conducive tc earlier

Stu-e changes involves an exposure to reasoning one stage higher thar the
sut fect's current level within the context of situations posing protiems

ard sontradictions to the residert coructure.  Inoan atmespnrere of Cper

anee and dilalogue, the situation generates

se errent eyel ind Leads o the adoprion of the more advanosd leve

Weo v Stece ear.lior stages rolrosent inoreacsingly more adeqiaite peroel-

o+

o fothe socin. cystem,

wninking, says Kornlters, 1o

cootalation of principles to which society and the self ougnt *n e

N PRI N . ¢ e I .
committed” (1974, p. 1943, Thuo, 1 different kind of experience seenc
reqiired for progreasion to this level.

Notineg research-ty BElatt whe 'y using the 'toptimal miomaten' techrioie

(desert ted sove) Talled e move hign

by

. ' .
Dostbame 40T o b stinre ) arad LY

comparing iz with research Ly Foyd whe was succensfal Lo vite e per-
.-

cer,t of first and second year collere stage o' ture &, Konliery oon-

Jectires trat trportant for transioion b

2

inciyp Led thosght wre Tieroonia.

exyeriences of ctolce involvings questioning ard ocommitment, lnosome STt p
v A ° . N Ce 2 . 2 1 LN - P . H " 4 . - N
Cnterratlon o with o uuimuaatiorn b oognitive-morag reflectiorn™ 1900, 1. a0,

Yhoin, aceerdine b Korlters, cooial maturity fnoterms of IndepeMdernce uad

\}g
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accountasility plus the stimulation to reflect would ceem Lo connti-

tute necessary rrecenditions for transiticn to princirplied thinvine.

Potentil for change seems rather uncharted by Kohliers., Turiel
(1200), who nes addressed this quection, sugrests that a hish e rree of
stose nixture Tooan index of change potential, a lew degree of mixture
(:.e. censigtency) would indicate a low potential for developrental change,

Empirical werk using Konlberg's instrumentation to index level of

meral development finds few persons at the more mature stages; stage 4

aprears to be the modal population level.

Both Loevinger {(1976) and Kohlterg (1973) have indicated possitle
stase correspondences hetween their two models. Chickering (197¢)

suZeests the following associations (see Table U4):

Table 4

Phaces of Egc Develcpment

sscciated With Moral Develc

Fgo Development Stages

Pre. .ol Impioe- Self-protective Confonnist Conse. ons Autonomeus
Svintiunc riddon, Intecrated
fear{l

Moral  Development

Obedivnce- In<trumental Good-boy, Authonty, rule, & Social contracts,
pumishment egoan and approval and social order legalistic oriented
onented exchange oriented onented

Moral principle

oncntation

Souree:  Adapted #rom Chickering (1970), p. 72.
Lantert (17%77) found that tndividuals who scored nigh on Loevinger's

g depel L pmernt ﬁQ}’”rﬁ 1lco scored high on Kohlbter~' instrurmens.
v .

a -

Alttouct K nlers's model s amenatle to empiriczal study chrousn e
A ’

; U
A

(5w U the v Tudmer t
+ - + + + - o~

1l .2 Va4l gk 10 tnla Lot




guldinge attempts at adult development. [t 1o, however, 1 presnant source

of sucgrestion relevant to adult developrmernt.,

Concerinual Systens Theory. A synthesis of the cognitive and the

affective constituents of personality is found in the eclectic approach
of Harvey, Hunt, and Schroder (1961) to perscnalit development and organ-
izaticn, F_cusing upon concepts as links or intervening media, conceptual
systems thecry emphasivzes the structural components, the networks or
groups of concepts, which underlie evaluation and response to stimuli and
tre adaptive function whi;‘,thpA, serve the individual. Structure and

TR “
AR .

. LRl .

function are assumed to be interdependent. The most important structural
characteristic is the degree of concreteness or abstractness, a point
reminiscent of Werner and Piaget. The self, in this formulation, is

de:fined 1w "the intertwined totality of one's concepts” (1264, p. =),

Classified as an interactional theory, wnd cleariy r-cted in the
.
serninal corceptions of Kelly and Piaget, the formulation 4ssumes that

cencepts develiop nut of experience Wwith the environment--this experioence

telng partly determined by the nature of the environment and partly oy

the internal state of the person.

Development represents progression along + continus. toward greater

atstrictness. Increasing atstractness "assumes an increased avallability

of wlternative conepts for coping with the same stimull'; causality
tecomen less attrituted to external forces and more attritutable to one's
own trarnsacticns with the environment. More abstract thought as opposed

concrete functioning 1s characterized Ly:

Differecrntiaticr. petween the outer and inrer worlds in the eg. and
X « « « - Assumption of A mental et wilfully and conscious-
ly « . . . Accounting for one's 1ot to cneself or to oilters and

e i the act . . . . Atility to shift reflectively from one
aspect »f the situation to another . . . . The simulataneosus holdineg
in ~ind of various aspects . . . . drasping the essentiuls of a

Y
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yiven whole, breaking it up into parts, isolating and synthesizing
them . . . . Reflective abstraction Q} common properties and the
formation of hierarchic concepts . . . . Planning ahead ideationally
and the assumption of the attitude of 'the mere possible'. (Harvey.
et al., pp. 28-34).

Development of conceptual systems 1s viewed in terms of four
hierirchically ordered stages of fixed order, regardless of age (Harvey
et 1l., 1961, pr. 94-100).

Stage 1: Unilateral dependence. Concepts are undifferentiated and

functioning is sensitive to external control; thinking is very concrete

and behavior is geared to reality.

Stage 2: Negative independence. Concepts are not highly articu-

lated; efforts are directed towards self-assertion and definition of self
ty establishing the borderline between the self's authority and that of
others and through questioning of external control and avoidance of

derendence.

Stage 3: Conditional dependence and mutuality.® Self tecores separ-

4te from the cutcide world; concerptual systems are opern Yo new dutag
empathic behaior or mutuality inecreases; locus of causall*ty sniftc

cne's own Lenavior.

Stage U4: Interdependence. External and intermal standards are

integrated in a union of positive interdependence; functioning is
characterized v abstractness; a bank of concepts ®vacome vailatle;

muturlity and auwtonomy are noWw integrated.
Prosress from one stage to the next is contingent upon the precess
of differentiation and integration. As descrited ty Rappoport (1972):

The individual at a given ctage of conceptual development will,
under norma. conditions, recognize the limits of that stage because
of contradictions or inconsistencies in his conceptual system. This
forces him to differentiate elements in the system, to examine thenm
more carefully in an effort to resclve the difficulty. And such
differentiation eventually leads to a new integration--i rearrange-
ment of elements in the system such that the former confustions are
corrected. (p. 106)

Mcvement along the councrete-abstract continuum proceeds if the

environmental oornditions "facilitate openness tc the discrepant

38
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conceptuali ovrderings or differentiations required for progression”™ but if
"environmental pressures are out of synchrony with the conceptual struc-
tures required for the emergence of a more abstract synthesis, fixation

or iwrrestation of development occurs” (Harvey et al., 1961, pp. 87-a1).

Since the 1961 joint publication, each contributor (along with his
cclleagues) has emphasized and further elatorated distinctly specific
dimensions of the original theory. Harvey (1966, 19€7) has concentrated
on the motivational (system—specific content) and environmental character-
istics (training agents) whereas Schroder (1971; Schroder, Driver, &
Streufert, 1967) and Hunt (1966, 1971t) have emphasized information
prccessing and integrative complexity. Hunt (1971) has concentrated as
Wwell upon the development of a matching model for the purpose of optimiz-

ing the development of integrative complexity,

Harvey. The position of Harvey has evolved little from the originyl
statement. Holding with a posited relationship between an individuai‘'s
level of ais+ractness (structural variation) and the content ..r Ntc more

centrial cconcepts, Harvey (1966, 1967) has formulated four self-systems
whicn, Wwith the exception of having incorporated an etiology of child-
rearire, clcsely resemble the parent model of Harvey, Hunt and Schroder.
Based on data from a series of studies, Harvey concludes that the
follicWing are characteristic of concrete system functioning {the reverse
of =2ach would characterize greater atstractness): simple, relatively un-
differentiated and incompletely integrated cognitive structures: categor-
lcal thinking; high dependency upon external cues and authority as suides
t. action; an intolerance of ambisuity; a great nced for cognitive
consictency and reduction of cognitive dissonance; inability to charige

vet, stereotypic solution of complex problems; has available a paucity of
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protlem solutions; insensitive to "subtle and minimal cues” and highly

susceptible to false, obtrusive cues; limited capacity to "act as if" or
assume the role of the other; is opinionated; scores high on dicatatoriai-
ness and manifests the relevant behavioral characteristics; scores low on
task orientation; and forms generalized impressions of others frém incom-
‘plete information (1967, PD. 206—207). Concrete systems, according to
Harvey (1966), have a low threshold for warding off or excluding incom-
patible informatiorn and thus are relatively closed whereas more abstract
syétems, having a higher threshold for such informatlon, are open systems.
Schroder. Emphasizing the information processing aspect of conceptual
systems, Schroder has focussed upon ‘integrative complexity'--"the number
and connectedness of conceptual or 'integratingf rules used for organizing
infornation in thinking, Jjudging, valuing” (Schroder: 1671, p. 240). The
irformation processing model consists 3f two interdependent components:

dimensicrns, "which classify the content of thought and the kinds of dis-

criminations possible by the person”, and integrating rules, "which deternire

how information will be processed, received, stored, and acted upen” (Levy,

1970, p. 285). Basic to the elaboration of integrative complexity is the

perczon's atility to differentilate (locate stimull along dimensions) and to

integrate (to utilize complex rules, or programs, to combinrne these dimen-
stons (Soldstein & Blackman, 1978). Although the number of dimensions is
nct recessarily related to the integrative complexity of the ipdividual,
the ;rotability of more complex combinato%}al rules increases with a greater
rurmter of available dimensions, the re - ‘onship being curvilinear
(Schroder, 1971).

Combinatorial power, expressed as : zration index, increases

with progression along the concrete-abstra ! +inuum and organizational

development proceeds through universal stag: “rom categorical single



dimensional valuing and thinking through multidimensional single rule
structure, multidimensional multirule (unconnected) structure, to multi-
dimensional multiconnected combinatory rule structure" (Schreder, 1971,

p. 263), as shown in Figure 3.

Dimensions

Relatively fixed or

hierarchical organization

Low Integration index

Dimensions

d
Emergence of alternate
combinations of

dimensional scole values

Moderately tow Integration index

Dimensions

Alternote combinations
(penpec'ivex)

More complex rules for

o comparing and relating

Moderately High lntegration Index

Dimensions

Different combinations of

dimensional scale values

Comporilon rules

Structure for generoting

complex reiationships

High Integration Index

Figure 3. Diagrams of levels of integrative dev@pment.
(Schroder, Driver, & Streufert, 1667)
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Whereas a low intesrative index is associated with bifurcated
thinking, externality, absolutistic standards, lack of contlict, Inatility
to "act as if", and general rigidity: a high integrative index is assoc: -
Ated with more degrees of freedom in the integrative process, ieou
certainty, the abtility to apply laws in oreanizing large bodiles of inform-
ation, a theoretical outloock, ability to deal with diversity, creater
discrimination and potentlal for the generation of new schemnata in the
absence of new external input. Such descriptions seem in accord With the
parent model and with Harvey's current work.

Accﬁrding tc Schroder (1971), the learning of categories or dimensions
1s explicatle in terms of classical learning principles but how the
individual organizes scale values of information is a product of the type
ot environment provided for organizational learning. He charicterizes
sucr environments as ranging on a continuum from unilateral, went deter-
miration of combinatorial) rule and atent control of lehavicr, *o inter-
dejendent, Self—generati5n of comblinatory rules and goals with distinctive
feedtack provided and encouragement to use the same information ir differ-
ent ways, Whereas*unilateral, overpowering; or stressful environments
lead to arrestation of conceptual organization at lower levels, inter-
deprendent, inductive environments promote development through the stages.
Long term training effect; in a domain are seen to result in the develop-
ment of rel;tively statle dispesitienal information processing structures,

With respect to the possibility of inducing further development in
arrested individuals, results are cited from iwo sludies——Lee and Carring-
ton (Zchroder, Karlins, & Phares, 1973)--in which training directed towird
increasing the number of dimensions and training directed townrd increas-

ing the number of different concepts used both resuited in score increments



N}

on the Paracraph Sompletion Test (Schroder's measure of integrative

Complexity). Schroder optimistically states:
It is our contention that despite certaln genetic limits, thigs
atility (information-processing abtility) is modifiable and can bte
develcyed--eoven in adults--given appro riite enviroiments, (1973,
43)
P. J
Contemporanecus functioning is dependent upen the lnteraction of

dispositional and situational factors; the posited relation between the

twe as chown in Figure 4.

o High

Z High Conceptual
5’ . Levci*
uJd

O

(@]

&

(-

4

o

— A
< A

>3

8 1]

‘i Low Lonceptual

- leveld

-

(@]

g /

O

T low Z’

Low‘_,___ Tttt T T T T Hivgh
INFORMATION 1OAD AND DIVERSUIY
ERVIRONMERITAL COMIMLEXNY

“leve! oi con tprual structure s o mediating linhcge batvcon ¢ nviienimensol fudiarns
ano nfurraaiion procesting churocterihes

Fisire L. Conceptual level expressed as an interactlon between

dispccitional and situational factors. (Schroder, 1971, p. 264.)

Hurnt, Ccnceptual level (CL) is used by Hunt (1975a, 1977) as an

index of cegnitive complexity (diccrimination, differertiation, and inte-
gritiosn--as in 3chroder's model) and interpersonal maturity (self-definit-
ion ard self-other relations--as reminiscent of Sullivan, Srant & Grant),

Suitsequent to the 1961 joint publisation. studies undertaken by Hunt

[ 4
(1562) and his colleagues led to a slight revisien of the parent model.

He fournd L4 necessary te aad 4 very low ctage, termed Suc-1.  Further

tecare ccnvinced that the mctivational orientation of th
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d1d not constitute v stage. Hunt's pu lished model \'1‘3"1!), 1aes)

elaboraitos bthreo stues of developmenty his manual tor Assessing

—
Conceptual oevel by the Paragraph Completion Method (Hunt, Butler, Noy,
Conceptual tevel ty the laragraph Lomple LD e xlms
& Rosuser, 1) inciudes o transttional leveld tetween the second and bhoir

Stages Loen Tatie 9).  CL Jdevelopment is viewed as continuous under 1de
Z P :

conditions: stare designations functlon only as "ancher polnts™ to

facilitate understanding of the process (Hunt % Sulllvan, 1974,  Develop-

y

mentally, Hunt (1979%i) concetves CL in termo of "fncreasinge &onceptual
complexity, increasing interpersonal maturity, and increasing understand-

ing of oneself and others (p. 222). Higher level functioning is con-

-

sidered lesiratle in that:

A jperson at a higher Conceptual Level is more structurally complex,
more capable of responsible actions, and, most important, more

~apatle of adapting to a changing environment than a peroon it 1
liwer Conceptual Level, (Hunt, 1975b, p. 197)

Tat.le §
Hunn's Conceptual Level Developmental Model
St Characteristics
A S 1) Impulsive, relatively unscclallized, self-centred,

inattentive, defensive

B Compliant, dependent on authority; concerned wilh
rules; thinking is polarized, dichctomous

Trancitiznal Entertaing ideas of others and ccensiders 1lternatives
but does not integrate these in the proliem solution
or decision; concerned with his inner thoughts and
feelings; strives for independence

C Ponders alternatives before finalizing decisi.onsg

shows sensitivity to others by seeking compromise
rut not at the expense of his own values, princiyles,
or beilefs; accepts gesponsibiliity for the
consequences of hid decislons

Tre work of Cenroder (as reviewed previ u"ly) seens b lena validity

to the atove interpretation. Addittonally, Juedfeld ! W) s demon-

A0

strited trat high CL persens are nore capatle of re : ng irndoctirination



-

(or more stress tolerant) than low CL persons. Wolte (‘lk)hj) found that
hirh L persons were better able to look at o problem from 1 variety of
viewpoints,

There 1o 5ome evidence for a stage—yre relation in that in the
poplation of 12 to 18 year olds studied ty Hunt, the proportion nt Stage

" A decreased and the proportion of Stage C persons increased with age.

Sullivan, McCullough and Stager (1970) found a significant relaticn :

between CL and moral Jjudgment scores and also between CL scores and
Loevinzer's ego levels in a teenage population.

Hunt adopted and elaborated the B-P-E (Behavior-Person-Environment)
iradism of Lewin (1935) to serve as the model for his interactive view
and 45 the basis of his matching model. The basic dimension of environ-

,merntal ovariation in this model {s the degree of structure, -~r the degree

£ -rearization provided bty the envircnment, Hisg detin’ o othe

derree Hf structure is as follows:
Ir high structure, the enviromment is largely Jdetermined bty the
training 1gent . . . while the person himgelf . . . has little
responsitvility for what happens in that environment. In low
structure, by cbntrast, the person experiencing the environrent
Ts at least as important In determining the environment as is the
training agent. (Hunt & Sullivan, 1974, pp. 213-214)

Hurt posits the person-environment match in the following manner:

Jiven the characteristics of low CL persons (Gependent on external
standards and incapable of generating thelr own concepts), they
should profit more from a highly structured approach. Given the
characterictics of high CL persons (capatble of zenerating new con-
cepts and holding intermal standards), they should either protit
more from low structure, or be unaffected by varlations in
structure. (Hunt, 1975b, p. 187)

.

in té#ms ot educational practice, or current learning, Hunt uses the

\

A
term 'learning style' to describe the student's CLoound defines it in terms

of now much structure a sctudent needs in order + . lear: best., Filgure 5 1o



LEARNING C . ,
SILE NEENS MUCH NCEDS LOTLE
STRUCTURE STRUCTURE
CONCEFTUAL 4 _ W
LEVES. Low HIGH
DEGHEL OF — — —
STRUCTURE ), O/

Figure 5. Contemporaneous matching model.AV(Hunt, 19751)

Experimental support for this conception has been found ty Hunt and
his colleagues with school students. An eafly study reported by Hunt
(19711) showed that when ninth g€rade students were grouped homoéeneously
by CI., high CL students profited more from independent study, lower CL
fr-m 1 more strmictured presentation. Results from a naticnal evaluation
of ir-ject Upward tound sh wed student impreovenent following *he 1iffor-
entiil matoning model (Hunt, 1971%). Tomlinson and Hunt (12 1) found
that low CL students learned better when a 'rule-example' order (high

strictize) was followed, whereas high CL students performed fairly well

under 111 cenditions (including 'example-rule' and 'example-delayed fﬁ}e')

alticush their jerfirnance was lowest under high structure, McLachlan
and Hunt (1973) found that low CL grade eleven students were able‘to‘sut-

Jectively integrate slgnificantly better under high structure (lecturea

4¢

. H .
thar under low stricture (discovery) while high CL students performel yell |«

under toth cenditions.,

Related evidence from other studies may 1lso be cited
Tuckran 1nd his associates {(Tuckman, 1968; Tucknan & Crafic
"rnat nioh CL :t;de;ts preterred non-directive teacners. Tuéﬁmhn;and

‘ : ;

. . : ‘ b 4 .
Orefice (1273) 1iso note tnat tre type or cognitive level of Ahe, task

PR
4




Iinteracts with the concoptual orientation of the learner and results in
differential outecomes (1 posttion oriyminally posited l‘_‘/"’.ith,'-l ind Slegel,
1), In this respect, Noy and Hunt (1970) found high CL students to be
Supert oroon thae cognttive levels off co®ll, -conprehenston, ol nynthmniu
recardlegs of whether the instructionad approach wWwas student or system
directed, Hunt, Joyce, greenwood, Noy, Held, and Weil (1904) tound thit
all sroups--high to low CL--of junior high scnool students were able to
learn independently through an inductive teaching approach, [t Was noted
that the low CL ATroup proceeded in a moreistep by step manner and that the
higher CL groups indicated a more favorable attitude tuuarg the approach.
Just as behavior is an interactive function of the person and the
envir nment as exemplified in the atove mmjef, so developmental change
(vharnee in the person) ts an interactive function o»f the person's stage of
deve lopment ard the environmernt he ex;eriences, says Hunt (197%),  Feran
AN
croaricteristios, then, will also Index variations in leveloprmental change,

A persorn and nis environme:t are develupmentally natchied, according
°

to Mo oand Sulitvan (1974, "if the c~omuination produces progression”

and dney are mismatched "if the comtination results in arrestition or nc
o
orowression”™,  Developmentally matched en*ﬁrr)nmer:?:x}gfe derived bty Hunt
' e
in wccerd witn the following loglc: -

//f/
Fer the Stage A person to prégress to Stage B, he must understand ind
‘ncorporate the cultural rules. Since rules ire learned best when
they are clearly defined, the matched environment to foster develop-
ment to Stage B is a clear, conslstent, highly structured one.
Following similar logic, the matched environment for progression froom
Stage B to Stage C is moderately structured with encouragement for
self-expression ind autonomy. (Hunt, 1975b, p. 189)

And  "3St.we C persons are assuned to benetflt frem envirnments that
wre rigzhly autonomous™ (Hunt & Sullivan, 1974, p. Z1lu).

Figure t 15 4 summary f the differential developmenta. nmodel,



]
MATC:ED DEVTLOPRENTAL CONCErTUAL
ENVIRONMENT STAGES LEVEL
——— ! l——o-—-———— o
ENCOURAGE STAGE C
EMPATHY ‘ INDEPENDENT
‘ HIGH
ENMCCURAGE STAGE 8 /
AUTONOMY DEPENDENT
ACCEFTING STAGE A ‘ / \/_
2UT FIRM UNSOCIALIZED:
J LOW

Figure A. Developrmental matching model. (Hunt, 1975a)

As noted by Hunt, evidence in support af an interactive developmental
model is difficult to gather. However, Céoss (1973), in a study é%
junicr high schoci boys (of similar age and 1Q), fourd that parents of
Star2 C boys were significantly more ‘nterdependent { the Schroderian term)

and less structured in thelr relationshipc with thelr conoc than were

Like Schrecer, ‘unt uses the Paraeraph Completis method but with nis

own structural scoring system t@ index CL.

Tre contempcraneous view of CL as "an accessitility characteristic
relate? to environmental depgrece of structure” and the developmental view
of CL as "a succession of stages related to long-term goals for develop-
mental prorression” (Hunt % Sullivan, 1974) together wit!. the accomparnying
matchi.ing models and inutruhentatio; suggest a suitable and seemingly
adequate mode! for the planning and examination of the effuects of a given
expertence upern furcticring and development. Although re.ative.y litt.e
work haz 'een done with adult sut nvolved 1 sccupations, the model
shouia licatle unless one ar® . ipates 1 high residual conceptual

level to .raracterize the target population.
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Summary of Fercorallty Maturity and Adult Development

THe: toresoins review served toward the end of (a) defining ;erson-
ality maturity in adu.t sutjects fron Loth -a psycholougical perspective

and 1 peycho-uocial rerspective; and (1) invest the dynamice of P

continuing developrment in adulthood as they s te the facilitatior
of sucor moverment and to the Inducement of fur? er deveiopment in pre-
mature.y arrested individuals.
As discussed by personnlogists and ego psyehologicots, the mature
personality is characterized by: an openness to experience; flexitility
of furnctionirng; 4 self-actualizing, self-fulfilling tent; a capacity for
involvement and enriched living; an independent, self-confident, autono-
mous, vet resporsitle crientation; veridical percepr*ion; sensitivity,
er:wtny, wnd irnterrers nal effectiveness; and allecentriosn, purpose, and
commitren . Mary of srece same choracteristics wWwere reccegnices 1Ty Hezt:r,
(L) troa srudy f moeture percsonality functlioning.
Cognitlve-struictural poycnologicts characterive +he mature Jersor.-

ality in terms :f aistrictness of thought; differentiasted, articulaited,

»
o
a
\
-
¢

rvrated thinking; the multidimensionality and complexity of the
th oLt structures; and the use of logical and principled thinkine. The
tenav:i .ral manitestationg are quite consonant with the finctional
characteristi -, s descrited atove.,

RetZe:ol o0 Ly the developrnental stages as postulated Ly the
strocturaliste (cognitive, ego and interpersonal) and dpen the st L o F
poycho-social development as delineated by tre life structure theorista
would ceemn Lo sugzest a possiule relationship. It wouid seem that khere
wWwouid te 4 feve.cpmental.y advantiweous match Letween [ersons ot
Loevinger's Conf _rmist and Consclientious stages and/ -r Hunt's dependent

(ind transitiona.s) and sequential prassage throusgh the novice jeriod-the

4

.
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tWwentlies, *he age thirty transition, and the 'settling dowrn' reriod.
.

»
Feoprle at Loevinger's Self-Protective Stace, Kohiterg's Instrimental-
1 23 . &

@
ol
B
ry
[
a
[od
QD
[o8
o+
O

Relativizstic stase, and Hunt's Jdow Conceptual Level woul

2 J >

experionce ~uch 4:fficuity in completing the idvelopmental *ioks Of the
ear.y adull stare and thus would provably stasnate at this level of

structuril and functira. developrment. It would seem thoat CnLy thusce wWhic

attnlin the higher leveis of Loevinger's Autonomous and Integrated stiges
(

and Hunt's nigher Conceptual Levels would experience the mature, pro-
duciive, rewarding life styles of the post forties. The cthers, it

<

Wwould seeem, would remain at the general conforming level of development,
a less-than-fulfilled ctage. Such an inte: -~otation seems consistent with

the “rlews f Erikson and Sullivan, Jrant, and Srant.

Trere seems to be a consensus of opinion that under ideal facilita-

tory cenditions, there ig a realization of the natura! rredispostion of

B [ + s
the  rooarmiom e Eroceed townrd maturity. Under tess tharn D1y ond Db onos
I oavero e rontitlong, develcpment ceases, lecomes airrest . vhere mav te

fonerionin! regrescsion and development may stabalize at o less-than-
mature level., It appears that potentiality for functional change and

Clialige 3 11fe Style Is characteristic %f the stage of maturity whereas

b—
e

funetfeny] soans v characterizes less-than- mature perscnalities, The

degree .t stability, pertaps as represented in*Stage mixture, may be an
Importany Cues o oty attempts to induce change ind further levelopnert,

Erpirt ool 1aty suggest that few [ersons in the rresent gocial milie.

maxirite trelr ;otontial for deve!. pment. There i o Appenr tc te oo

Cptimior Wit ronices 4. the pessiiilities f f rtrors ievelopnent .
ulu i tiood--uen vptiniom teing kindled, in vrie malrn, 'y the more recent
serl s considerition of ntersetional theory.  Thoas eXperiorce is a key

fictor related te range in adults (as contrasted Witr the maturationsy



treme of earlier development) seems géﬁerélly agreed upon but experience
potency, accerding to many psychologists, is related to the individual's
present level of structural development. Given the significance of
experienze, 1S5 subsumed by the envircnment, then the most theoretinonlly
adequate and relevant theory to guide action at the present time would
seer to bLe Hunt's interactive matching model. The close relationship
Letweor this model and the work of Schroder would seem to lend scrfe

credibitity to such a decision. (Further, as will be discussed .iter in

tris review, Hunt has elaborated the model tc encompass the socializaticn

It ~ust be remembered that the relationships noted between and among

mode.s remain open to empirical verification at the adult level.

Ve

Tie inpcrtance of occupation and occupational soclallznatisn was

1llided £ by the fulfillment theorists and constituted an integsral part

1 -

‘t +rme L ife structure formulations.  Attentlion Will now be directea

toward r examinition °f this area in relation to developmnent.

Personality and Cccupatlicn

W.rx s : central part of adult life and development was clearly
artis.latei 'y the iife structure theorists. Similarly, Erikson saw work
4t playire 1 role in the resolution of the identity crisis and as cne of
tre: sverues for the resolution of the generativity crisis. The view of
the self--riented theorists is summarized by Lugo and Herchey (1977) thus:

The ot 15 an important source of one's identity. It provides an
important source of self-esteem and is a major aspect ot one's self-

s

concert during the adult years. (p. 527)
Eimrel (1974) concurs that the jo&i,s Poalient aspect of a person'c
‘demtity "ranking in importance along with his name, sex, and citizensnhip'.

The centraiity of work is articulated by many soclal psychclogistis as

wel.l. According tc Henry (1975), work is the thira major sccilalizing
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fOQ’e in 1iTe. Stoll (197&) notes that for men, and incroasingi? so for
Wwomen, a Wwork attachmert seems basic to‘developing a meaningtul conception
of life. Argyris (Ullrich, 1972) speaks of the generalization effects of
arathy toward work into nonwork aspects of one's life--the product of
which is a generally apathetic individual.

Most people, state Warr and Wall (1975), would continue to work even
if it were not financially necessary. Why? Frequently referred to in the
literature on this subtject is man's need for an optimal level of stimula-
tion, as posited by Berlyne (1960); man's need to achieve, ags posited ty

-McClelland (1961); as well as White's need for competence and Maslow's
ccnceptions of needs and self-actualization, as discussed earlier in this
report. In this respect Maslow is quoted as having said "I think 1 an
mcst happy and hoék myself, and most being as if that's what I were meant
ts Le when I'ﬂ% invelved in my work" (Warr & Wall, 1975, p. 10). Argyris

.
(1?57) feel~ that one of the reasons for the general asbsence cof seif-act-
masization in our society stems from our present work environments, from
the lack ~f .pportunity to satisfy the higher-order needs.

Argyfis' Worker Maturity Model

Or. the basis »of his observations of workers, Argyris, a long-‘time
studert of organizational behavior and interpersonal relationships, pos-
ited an tmmaturity-maturity continuum with the following polar character-
istics:  passive vs active; dependence vs independence; behaves in few
wiys vs capatle of behaving in many ways; erratic shallow interests Vo
deeper and sironger interests; short time perspective vs long time per-
stective (st and future); subordinate position vs equal or superordinate
pesition; lack of awareness of self vs awareness and c.ntrcl .ver selft

(Hersey &% Blanchard, 1972, p. 51).

52
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Models of Developmental Needs in Relation to Work Environmento

Hervrerg's Two-Factor Theory. Stimulated by an interest in psycho-
logical growth on the job, Herzberg (1966), on the bases of exteﬁsive
interviews, concluded that the needs of workers fall into two categoriecs
which are essentially independent of each other and affect behavior in
different ways (see Table 6). When people are dissatisfled with thelr
jo»s their concern is with the environment in which they work--atmosphere,
cul*ure, and climate-—-whereas when they feel good about their jots this
has to do with the job itself. The former, Herzbterg called 'hygiene'
factcrs--they produce no growth in output capacity--and the latter were
terned ‘'motivating' factors--they develop the kind of job satisfactlion

that tends to increase performance.

. Tatle 6

Factors in Motivatton-Hygiene Theory

Hygiene Factors Mot onmg Factors
Fovitonment The Job Treelf

Policios and admovsitation Achicvement

Supcryisson Recognition for accompitaliment
W king conmbitions Challenging wark

Lt rporsonal sclationships

Moncy, status, ~scourity

Source: Owens and Steinhoff,

Hall's 'Career Success Cycle'.

Incresed responsibnbos

Groweh amd dovelopment

1976, p. 123.

Incorporating both the individual and

cemditions of the workirng environment, Hall's 'Career Success Cycle' is

tased upon three assumptionas:

(1) people seek rewards and poslitive rein-

foroement frorm their work, (2) work behavior which is rewarded will tend

t¢ be repeated, and (3) whenever possitle people attempt to increase their

cense of self-ecteem and avoild lowering the same

p. 2°5).

E 4

(Hall & Morgan, 1977,

One way of enhancing self-esteem, reason Hall and Morgan, lis
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threngsn the development of competence. Thus, a cyclinél "success Lreeds

success” model was generated, s shown in Figure 7,
! 4
Job

Chailenge Autonomy  Suppon Feedback

l A 4 X

Ay
' Ind dent Goa Psychological
Work Gi ndependen Attainment 5 -
Ettort uccess
(performance)

Increased Job
Invoivement

Increased Self-esteem

Figure 7. Hall's Career Success Cycle. (Hall & Morgan, 1977, p. 2

o
g

With respect to working conditions, Hall and Mcrgan state:
A challersing ot makes it possitle for the person to set difficuls
Wors gZoais, Autcnomy on the job enables the perccn to determine nig
or her own means of attaining work gcals. Support, helr, and coach-
ing from the boss and peers can be helpful in solving problems and
miintalning werk motivation. Feedback--informaticn about how clese
tre rerson is to attaining his or her work goals--is important n tw.
ways, First, it helps the Person direct his or her eff-rt more
effectively tc improve performance. Second, it hel;s the cerson
evaluate or cenfirm the level of performarce that has been achieved.

(1977, p. 206€)

Thus, a certain optimal level of support, feedtack, and autcriemy in
the Lrganivational climate ig required for the cycle to be cperative,
Freom their studies and these of others, Hall and Morgan conclude that
prozoure Aderrived of opporiunities for psychological success in an
crganivation over many years, they may lose nuch of their desire to utilice
cendlitlons f£or poychclcgical success when challenging work is finally made

avalioatle” (1977‘ p. 2C7).

H man's theory ef vroue pressures. The pestitive benefits of ceer

4!
£
v
[
o
3
fbs
Ia]
T

noted Ly Hall and M ar--in observatlion ithat is reminiscent

f tre positive driving force of ArOuUp pressures noted in the classic

-
-

[~




Hawthorne studies ( Hersey & Blanchard, 1972)--but according to Homans
(1950), group influence can be detrimental to development,

Homans re‘asons that in order fo)gﬁ organization to survive, certain
activities, interaction, and sentimento are required of i1ts membters.
Interaction leads to sentiments and, in a cyclical spiralling process,
increased interaction leads to more positive sentiments and the more
positive sentiments lead to increased interaction. Thus there is a ten-
dency for group members to become more alike in behavior and feelings and
group expectations or norms are developed about how one "ought” to behave.
Deviations from these norms incur group sanctions: The influence that
group pressures can have in achieving uniformity 1s well documented by the
classical Asch experiments (Cartwright & Lippitt, 1971).

McGregor's Theory X-Thgory Y. Since the classic Hawthorne studies of

the 1930's, a few theorists have been interested in looking at mctivating

ervironnents. One of the better known theories is Mciregor's {13 0) Theary

7

.

X-Trieory 1. As descrited by Landry and Trumbo (1976)

Theory X and Theory Y . . . each embody a set of beliefs atout human
nature. Theory X assumes that all people are lazy, irresponsitle,
avoid challenge, etc., while Theory Y assumes that all people are
industrious, responsible, seek challenge, etc., Organizations could
be described on the basis of these two sets of assumptions. (p. 399)

According to McGregor, organizational practices for adherents of the
traditional Theory X are characterizsed by structure, control, and close

ervicion of personnel. Adherents of Theory Y practices expose thelr

pOION

T3

enpl.yees tou lesc external control, allowing them tco assume progressively
mere celf-contrel.

Arryris and Zhon's Model I-Model II. Like McGregor, Argyris and Shon

(1974) nave articulated two models of professional practice (see Table 7).
Model I, they state, s characteristic of many of our social instituticrs

including the family and school. Compliance and identification are learned

55
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throush 4 Model [ process, Chickering (1970) descrite Model I inter-
personal relationships in the follow ing manners

In Model One, interpersonal relationships are gonl-oriented toward
maxinizing winning and minimizing losing, with strong emphacis on
rationality and minimal open expression of negative fooiings,  Rela-
ti‘nuhlpu\tend to be characterised by persuasicon, stere typin:,
intellectualizing., suppression of feelings and information, compe*i .

ten, manipulation, and outward conformity with limited internal
commitment. (p.o 75)
The self-sealing behavior of Midel I, Gaceording te Argyris and Shon,

YoM oL shonificant "becihuse it prevents the improvement of congruence,

corsictency, and "fectiveness of theories-ir-use (operxtiwnal theories)

by rreventing learning” (194, p, 86), Thus, Model I is seen as building
i immaturity with respect to Argyris" inmaturity-maturity continuum.

I

The most significant property of Model II on the othrer hand "is its
Ility v tg he self-sealing, its tendency to permit progressively mee
effortive testing of assunptlions and progressively greater learning aou*
et Bffect {veness”™,  As deserited bty CHiCRQring:

ir. Mode] Two, the emphasis is on creating valid informatisn so that
intermal commitment +o free and informed cholces can occoriur, and o
*rat actions can be openly and continuously monitored. Interpersonal
re.ationships call for initiative, collutoration, direct olservations,
attention to one's own biases and inconsistencies, minimal defensive-

S, trust and respect for individuality, and open confrontation on
fcult issues. (1976, pr. 75, 78)

Model IT, iccurding to Argyris and Shon, is conducive to cumulative

fersorol development or progress along the Immaturity-maturity continuum.

Owens and Steinhetf' s Mecharistic-Organicmic model. In 4 parallel
fasrion Owens and Steinhot€ (197 icknowledge the existence of twe styles

turodiesignate them as '‘mechanistic® and organismic’ and ;refer +o place

fhers onoa continuum to allow for different ¢ nditions faced Ly ovraaniza-

o+

,‘
.

-
Irn oraer to assume o more adequate perspective on dovel prent ard

vecuriatioonal context sttention will rnow re iddressed - +he dimension ct



time, of cireer passage.

Career Stage Mudels

Schein's capeer stages. Analogous to the life structure models of
deve lupment 1o Schein's model of the ;;truct,ure‘()r basic stages Hf 4
carver. The model 1s based upon the assumptlion that career development 1.
vasically "a“proceuss of learning or socialization {Quring which organiza-
tirnal influence is at a maximum), followed by a process £ pertformance
Qﬁuring which individual influence on the organization is at 2 maximum),
rfollouea by a process of elther becoming obsolete or .earning new skllis
which lead to further development" (1971, p. 310). The stages are out-
lined sequentially although some may occur simultaneously (see Table 8).

Althouzh movement within an orranization may occur along three

dimenct ro--vertically (change in rank), radlally (change in centrality),
and oiroumferentially (change in function)--the dynamics of the career are
in terms of a sequence of boundary passages. Schein posi*s three types of

voundaries purported to characterize the internal structure of the ocrgan-
ization: (a) hierarchical; (b) inclusive--"separate individuals or groups
who differ in the legree of thelr centrality”; and (¢) functional or
departmentil boundaries.

Following from the model, Scheln (1971, pp. 314-316) has developed
the folluwing hypotheses about organizational influences ".the individual
(socialization) and individual influences on the organiza* - (tnnovation):

Yypotnesis 1, "Organizational socialization will occur primarily 1in
connection with the passage through hierarchical and inclusion
Loundarties; efforts at education and training will occur primarily
©. ‘snnection with the passage through functional btoundaries.” The
individizal is most ~rulnerable to socialization pressures immed iately

nefore and after passage.
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Table 8 ]
Basic Stages, Positions. and Processes Involved in a Career
. T - ' ¢ .
Bas . Stages and Statuses or Psychological and Organizational  Procssses
Transitions Positions transactions Delween urthividudl and orgameation
1 Pra entry Aspirant, Preparation. education. anticipdlory socidhzation
apphcant,
rushee
totry (trans ) Entrant, Recruitment rushing testing, screening selection .
Postulant. acceptance { hinng ), passage through external °
recruit Nclusion boundary . rites ot entry . induction and
onentation
2 Basic traiming, Trainee. Traning. indoctnnaton. socialization, testing of
noviliate novice, the man by the organization tentalive acceptance
pledge into group :
Inthation. Inmbate. Passage through tirst inner inclusion boundary
first vows graduate acceptance as member and conterring of organ:
(trans ) rational status. nte of passage and acceptance
3 Fustregular New member Fust testing by the man of his own capacity to
assignmens function. granting of reat responsibiity (plaving o~

Sub stages
3a Learning the
job
3b. Maximum per
formance
3c Becoming ob-
solege
3d Lessang new
skills, etc

Promotion or level-
ing ott [trans )

4 Second assign- Legitimate member

ment (tutly accepted)
Sub stages
5 Granung ot Permanent mgmber
tenure
Termination Otd timer senior
and exit citizen
(trans )
6 Post exit Alumnus
emeritus,
retired

Sourse: Schein, 1971, p. 311

"Ir general,
prevaient in the early stages

tion late irn the career, but
ar ,

(These patterns are shown in Figure 8.)

A Tres YR TA T -
A.WA D oecur LD some extent

processes wnicn are functional for

must be reascnatly well integrated

the prncess of socialization

both

tut in

for keeps) . passage through tunctional boundary
with assignment to spectfic job or departmaent

Indocirination and testing of man by immaediate
work group !eading to acceptance of rej@ction
it accepted further education and soctalization
(learning the ropes). opreparation for higher
status  through coaching sesking visibsiity,
finding sponsars. etc

Preparation, testing. passaqe through hierarcnrical
boundary. nte of passage. may involve passage
througn functional boundary as wet (rotanon)

Processes under no 3 repeat

Passage through another inner conclusion boundary

Preparation !or exit, coohing the mark aqut
e&xit (testmomal dinners, etc )

rtes of

Granting of pernpheral status

"Innovaticn . ., . will sccur in the middle of a given

of the career, at a maxinun dicstance fron boundary passage.”

will be more

of a career and the process of ilnnova-

prccesses occur at all stages”.

Individual inncvaticn will

order to lead to new ideas or
the organizaticn, sub-gr-up norms

witr. organizational norms and gsals,
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igure 8. Socia(ization and inrnovation during the staxes of

\

the c;;égi. (Schein, 1971, p. 315)

Hypothesis 4. “Soctalization or influence will inv>lve primarily the
mores 1att1® social selves of the individual, while inncvation will
irvolve primarily *tne more stable social selves of the indtividual".

¥

('S »ctal gelves' includes bellefs and attitudes, according to Schein.)

Hrirothesis "A crange in the more stable social selves i1s 2 resu.*

of socializa*i.n will occur only under conditions of coercive per-

.

suasion, l.e, wher: the individual cannct or does not psychologically
feel free tc leave the organization.” The individual in this sit-

ruation may well begin to conform to organizatinnal norms even in

terns of 215 more stable self and become virtually unatle to inno-
yat;. Tﬁis pattern is but a special instance and should nct be con-
fused "with rnormal processes of soctallzaticn, thcsg involving the
né;e latile parts of the person's self and the more pivetal role

requirements or rnorm; of the organization", cautlorns Schetin.

Hail's integrative model of career stages. In contrast to the Scheln

mrdel Wwhich tracks pecple'’s movements throusgh the or anizaticn, Hall shcows
fu 2 g

career passage in terms of changes in the person (Hall % Morgan, 1977).

Tre mudel (see Figure ) i3 derived frem relating the career stages as
derirea by Super (Super, !'957; Zuper & Zohn, 197C) to stages of adult




development ae defined by Erikson and the life structure theurists,

The Eriksonian period of 'identity' and the life structure pericd cof
'Getting into the adult world' (G.I.A.W. in the Hall model) coincide with
Super's exploration period of career development. It is during this tize
that self-examination, role tryouts, and occupational exprloratiosn take
place, Thg stage terminates im a trial period where the individual tests

berson-occupation fit; goal conflict may be evidenced and jot change may

result. This obtservaticn was also made by Ullrich (1972) in a study cf
fit between aspired needs and capacity of the environment to provide
fulfillment.
High
l’ :
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Flgure 9. Hall's integrative model of career stages. (Hall &

Morgan, 1977, p. 208)

The next stage (approximate age 25 to 44) 1s one of establishment

and, according to Hall, consists of achievement, performance, and advance-

ment., ‘The earller part of the period corresponds with the life structur-
4lists' 'Settling down' (5.D.); subsequently, the severing of mentor ties

resuits in 'Becoming one's own man' (B.0.0.M.). The period encompasses

62



Brixsonian 'intimacy' and overlaps with his ‘generativity' phave. A mid-
, . s .
bcareur plateau, the maintenaqge stage, follows in the forties. Accordirg

to Hall's interpretation of the literature, this period may be une of

modernted continuation or it may be a period of "searching, reappriical,

Fa

depressicn, and redirection”. Depending on how successful the person is

in ccnfronting and overcoming the developmental tasks of this crisis
period, there may te continuing growth or stagnation and early decline.
The final =*uze, termed decline ty Super, involves transition to retire-
ment and corresponds with Erikson's period of ‘integri‘ ',
o~ L]
Hall has posited training needs--task and persoﬁal-—associatﬁgvliﬂ\_

’ 3
each of the career stages. These needs are delineated in Table 9ojl' *

Table 9
’ .
Training Needs Within Career Stages
. Stage Task Needs Emotional Neetls
Triai 1. Varied job activities 1. Make preliminary .
job chuces
2. Scif-exploration 2. Sctthing down
Estublishment! 1. Job chullenge 1. Deal with nvalry and
Ad.ancement competition . face fattures
2. Develop competence wa a 2. Deal with work-family
specialty area conflicts
3. Develop creativityvnd 3. Suppont
innovation o ! N Lid
4,. ate 1nto new req- d 4. Autonom
bd ~n ’%ﬁq # e ’

Mid career

Laie career

after 3-5 y@rs P
1. Technical updn’ng

2. Develoup skills in trfining
and coaching others
(younger employees)

3. Rotation into hew job
requinng new skills

4. Develup broader view of
work and own role in
orgamzation

t. Plan for retwrement

2. Shift from power role
to one of consultation
and guidance

3. ldentity and develop
SUCCESHOrs

4. Begin activitics outsude
the organization

¥

. Express {celings about

mid-hfe

Reorganize thinking about
self in relauon 10 work,
family. community

. Reduce self-indulgence

and competiltiveness

. Support and counschng to

sec one’s work as a platform
for others

. Develop sense of identity

in extraorgafizauonal
aclivities

Source:

Hall & Morgan,

1977, p. 218,

S
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Adnmg' rreservice professional developrnental stasmes.  Adanmc (1909),

in a1 study ~f peostsraduate students undergoing a professionil socilaliza-

+
1%

C
[o))
o]
4]
¢]
8]
[
(T'
<

tion program in Organizatignal Behavior, generated a framework

thelr psycho 1l develcpment (passage) from being primarily self-

¢

A
\«E,..

b

ori-nted tec involvement-oriented to instrumentality—orientéh. Each of
‘these levels was further elaborated to include four paraliel phases:
'situation dependent’ and 'reaction to situation', both considered
rei~*ive; 'coordination of self and situatiqn' and 'integraticn of self in

situation', both considered proactive. The transitions are shown in

Figure 10, .
PHASE
! 1 tH v
Reaction Coordination tntegration
Sityation to of self and of seif in
dependent situation situation situation
A Focus on Shock Detensive Acknowiedgement Adaption
saif M retreat and change
Self as a "2“ of the situation
LEVEL B Focus on Inhibition Action or Conceptualisation Internalisation
. involvement opposition
Self as a part of the situation
Py
[od Focus on Observation Retlection Formuianion tmplementation
instrumentality or testing
Self as instrumencal in the situation

9 .
gs Figure 10. Adams' phases of personal and professional development,
) (Hopson % Adams, 1976, p. 10)
Adanms obuerved different rates of passage and that all students did
n-t complete the sequence. Hopson and Adams (1976) believe this model has
wide apriicatility in understanding transitions across life. -+
As suggested above and in addition to major influences as already

discussed, indlvidual variations in competence and career development are

. . 7
t ic toward Kaufran's discussion of such factors that atteption

=

evinced.

will now bhe directed.
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Person Factors in Career Development

From a review of the:research on prufcssionai obsolescence, Kaufmar
(1974) noted three reported types of relationships bLetWeen age and pro-
fessional competence: (a) a competence peak early in the career (ip the
thirties) and a decline thereafter; (b) a peak in the post fifties; and
(c) voth an early and a later peak. A possible explanation for these
findings, according to Kaufman, 1s that there are two populations--after
the early peak one group becomes obsolescent and the other group remains
current deepite increasing age.

Intellectual and cognitive abilitles seem related to professional
achievement and effectiveness. Kaufman cites studies involving engineers
and managers which show that the adoPtion of new ideas is more likely to

occur among persons who pore intelligent, have a greater avility to

, »
deal with abtstractions, 4M 8sess more technical knowledge". According
3 :

™~

ty?éxfmaﬁ} many older proﬁéésionals as a result of accumulated experience
- 7

may be :u;eriJ; &1 cognitive strength ;s compared With younger colleagues

(12 point made earlier in this paper by Levinson and currently of much

interest to stggents studying adult abilities). "

A second factor related to currency is that those individuals who
manifest a strong inner motivation (self-motivation) do not experience the
ear.!y declire sometimes noted in the forties but rather tend to prolong
their achievement over a1 broad span of thelr career.

Kaufmar identifles three aspects of self-motivation which relate tc
indivijual career development. Firstly, a proféssional's fundamental
interests, which are developed and staballzed bLefore career entry, are
relatedq#? the degree of professional currency maintained. A second factor

has to do with the way needs change during career passage. Lower leve®

security needs, according to Kaufmany are very strong at the beginning of
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the career but then sharply diminish in strength within five years. But
during that period the higher order growth needs (achievement, esteem,
self-development) increase intensely regardless of career success, The
stronger these growth needs, the weaker the predisposition to obsolesce,
pesits Kaufman., Individuals with high achievement needs are, says Kauf-
man (197%, p. 58), " more dependent on their own skills for success, are
nore willing to take risks, assume greater responsibility for making
decisions, and tend to anticipate future exigencies by taking current
action with respect to future developments.”" Individuals experiencing
successful careers are able to satisfy their owth needs by the fifth
year but for those who do not experience succﬁs the satisfaction of sueh
newlumeats. If frustration of growth needs continues into mid-career
tHe , %ccording‘zo-Kaufm%?, these needs may be replaced by protective-

¢ .
security needs, 4 process aﬁﬁi} to psychological regression. If the‘“j &
A
»

growth needs are satisfied they ¥evel off, reagn a plateau, and other types
of needs may emerge that will direct lateﬁécareer goals. Individual
Strivings may then be directed toward serving his professit}; famil" o
comnunity, or the like. Kaufman also notes that goals areﬂﬂhﬁect to the

" goal emphasis of the organization and "there is a socializatiog process
whereby the(individual's goals become more congruent with those of the
organization” (1974, p. 58).

Growth needs can be satisfied by attainmgnt of either goals that are
local (unidimensional)-—doing the best job——or'goals that are cosmopolitan
(multidimensional)--directed to the professiqn. (Aévanced education seems
Po Le associated with more cosmopolitan goals.) Kaufman suggests that

obsolescence is more likely td occur: among those who lack some degree of

cosmopolitan goal orientation.

P



Ano\ﬁor change that occurs during career 1life is in respect to the
exrenditure of effort: Young persons have more energy, more reason to
expend energy, and do expend more energy than gheir older colleagues.
Initiative, which relates to success and independent efforts at updating,
may diminish over time but for some individuals may increase with age,
says kaufman. LRigidity shows a similar pattern: Individuals generally
beccme more rigid with age bu? some of the old may be more flexible than
4

the young.

As suggested by Kaufmén, entering behavior (Chagacteri tics) may well
"

have a predisposing effect upon subsequent caree Super

(1957) posits that both career selection and sa . functions of
£

one's_totaliﬁfrsonality and life style. Rosenbe ound that

" ’

students who scored high on -oriented scale (were cbmpliant)

cr.ose sceial work, medicine g m.and soclal science; those who

$
sc red high on his self-expre scales (Were detached) chose architec-
L 2 . °
re, jcurnalism, and art; and those who scored high on extrinsic-reward

.
orientition (were aggressive) chose sales, hotel management, estate agency,

-«

A search ~f the literature reveals tha&_some attention has been

and finance.

directed tcwird 4 deliberate coordination of worker charicteristics and
»
manager/leaaer styles for the purposes of maximizing worker effectiveness

and fucilitating the development of worker maturity. It is toward this

topic that discussion wi!.. now turn.

-

'Managerial—Worker Matching Models

Graves. It has beeqy§uggested by Graves (Loevinger, 1976)_that
deteriorating work standards may be the result of incongruency between the

Psychological lev 8f the worker and the managerial style of the manager.

L3
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Based on the assumption that the mature adult tends to change his psychol-
oy a5 the conditions of his existence chiange, Graves has delineated
seven hierarchical adult stages of worker development--"leveis of human
existence"--as follows (Loevinger, 1976, pp. 102-104):

(1) Autistic behavior--responds only to giving and to care.

(2) ‘Animistic existence--requires close supervision

(3) "Awakening and fright"--responds to rigidly prescribed and en-
forced rules

(u) Aggression and power orientation—--resists fitting into a pre-
scribed organizational desi&n but responds well to incentives

(5) Sociocentric orientation-—-after physical and material security
have been ensured the worker desires a congenial, comfortable
working environment and responds well to group efforts to insti-
tute labour—séving devices (MismatcHing of 5th level managers
with 3rd and 4th level workers can bb%d¥sastrous.) -

.{‘Afﬂ Aggressive individualism--a responsibﬁg, creative person wWno
insists on attaining goals in his own’way ‘(May aprear threat-
ening to 4th or 5th level managers. )

(7) Facifistic individualism--also resists domination, coercion, and

restrictio‘n‘.but less oppositional than 6th level; @ves on

trust and respect ~
@
Hersey and gmnchard's 'Life Cycle Theory' of leadership. In a \
more comprehensive manner, Hersey and Blanchard (1972) have developed a \

leadership model based on the theory that

3

As the level of maturity of one's followers continues to inerease,
appropriate leader behavior not only requires less and less structure
(task) while increasing consideration but should eventually entail
decreases in sociocemotional support (relationships). (1972, p. 134)

The developmental matching model, shown in Figure 11, proposes that
teginnins with the structured task behavior, which 1s appropriate top’
working with immature pecple, the leader should move, as h1§ followers
move along the immaturity-maturity continuum, through (1) high task-low

rela?ionships behavior to (2) high task-high relationships to (3) nigh
. Y ‘ ek Zha

P
ho 3
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relationships-1bw tack behavior to (4) low task-low relationshipu

a
behavior.

EFFECTIVE STYLES
} T
i |
1

!
High Relationships High Task b
and ’ i ond ~
Low Task High Relationships
i /“‘Q\_\ i
l:g' '
' 3
A
AT I
Low Task - Migh Task
Aand | t and
Low Relationships Low Relatiorships
|
2 :
- ] ]
S ' 8 4
TASK BEHAVIOR —————e— (High)
(Mature) L | {immature)

N
High)

’
)

(Low)
$ ———RELATIONSHIP BEHAVIOR ——=

=
0

N\

ABOVE | AvERAGE | seLow
AVERAGE § MATURITY | AVERAGE

Figire 11, 'Life Cycle' leadership—followdrJmatcﬁing moltel.
(Hersey & BliAnchard, 1972, p. 142)

Althzuzh Hersey and Blanchard originally defined maturity as
"achieverent-motivation, the willingness and ability to take responsiti.-
ity, and task relevant education and experience" (1972, p: 134), the model

' immaturity-maturity conception

was easily extended to encompass Argyris
(sen Figure 12). The relation of Ma. «'s hierarchy of needs and
Hgrzterz's Motivation-Hygiene theory tc¢ 'ne Life Cycle model is also
indicated in Figure 12. Also, it woula seem that McGregor's Theory X-
Tglory Y, Argyris and Shon's Model I-Model II, and Ow;ns and Steinhoff's
Mechanistic-Orzanismic cenceptlions are readily accommodated by this n&el.
Employing the Lewinian concept of change--unfreeze, change, refreeze,

Hersey and Blanchard usq the model to show the change sequence, as

illustrated in Figure 173.
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Motivarors
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RELATIONSHIP BEHAVIOR ——e=
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Figure 1R 1:3elationships between Life Cycle theory of leadership
,,l.".',@nd Maslow's hierarchy of needs, Herzbterg's motivation-
i 4 hygliene theory, and Argyris' immaturity-maturity

(Hersey & Blanchard, 1972, p. 174)
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Figure 13, Relationship between Life Cycle theory and the process

of change. ( Hersey & Blanchard, 1972, p. 178)
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Using the Lehavior.modification technique, leader knh¢<&or tor the

\

sharsce cycele is described as follows:
When working with immature people, at tirst you tend utoback on
the structure, ziving the individuals an opportunity ' “ike some
rasponsibiiity. When the leader gets the smallest apr e Aimation of
mature tehavior, he lmmediately increases the coclio-emotional support

1S positive reinforcement. This stairlike process (cut tack on
structure, then reinforce soclo-emotional support) continues until
the change or changes start to Lecome a hatlt as the people mature.
t that point, the leader tends to cut Yack also on reinforcement as
moves toward quadrant 4 and a low structure- low consideration
stylé. (Hersey & Blanchard, 1972, p. 178)

L4
Sumrary of Psychological Development and Occupational Development

Substantive ideas from the foregolng review when considered in
relation to the earlier reviewed literature on psychologlical dev?lopment
enatle the statement of two related propositions: (1) occupation
represents a central means through which the innate predisposition of the
organism to proceed towar@ maturity can bve reallzed; conversely, CQCCULA-
tional experience may play a key role in the arrestation of development
and trie demise of indigenous individual motivational dynamics; (2) there
exists a parallel, dynamic interactive relationship between progression
toward psychologicai maturity and progression toward occupational maturity.

Among the many potentially relevant issues ralsed in the foregoing
review of literature, a few general obgservations merit mention at this
pcint.

Noted is the similarity between characterizations of worker maturity
as expressed by Argyris ( and as indirectly implied‘gn the Herzberg model)
and characterizations of pslchologically mature and less-than-nature
persons as posited by the structural developmentalists.

The role of environment appears central in many of these theories
(c¢f. Hall, McGregor, Argyris and Shon). McGrejor's Theory Y and Argyris

and Shon's Model II seem quite complementary to Schroder and Hunt's con-



ceptions of the 'interdependent’ envirgnment, When development s of
centril concern, then more embracing would seem to be the 'mechanistic-
ormanismic® continuum model of Owenus and Steinhoff,

. 4

The delineation of career stages provid's‘anuther more specific
franework for the coordination of person and environment characteristics
for the purposes of maximiving performance and facllitating development.
Accirding to Schein's tracking model, it 1s durilng the early stages of
career and Mumediately before and after boundiary passages that the effects
of the organization on the individual (socialization) are most potent.
And, if one applies Hunt's CL developmental model, it is precisely at
these times (the unsocialized stage and the early dePendent stage) that
devel,é;pr%entany the indivifual is in need of structure, direction,
and supportive distinctive feedback, as proposed by Hunt, Hall, Hersey

arud 2 lanchard.

Innovation, according to the Schein model, if
]
iiter in passage ana btetween boundary tg?nsitions. a poln
K )

s, comes
also predic*-
atle from the Hunt model. Kaufman's c;sarvations that 1ew ldea receptiv-
ity is more characteristic of the cognitively competent, the more abstract
thiéker, and the person who possesses a wealth of technical knowledge,
would also seem to lend credence to this position.

Frequently noted is that the course of career passage 1s not always
in the direction of constfuctive worker innovation and maturity. Relevant
is Kaufman's inference that when the career ig experienced as successful
normal growth needs are usually satisfled during the first five years,
thereafter they level off and higher, more allocentrically-directed
needs emerge. Continuing frustration of the early growth needs into

mid-career, according to Kau:-an, results in the replacement of these

needs by protective-sccuri‘y needs. Such a situation suggests arrested



psychological and vccupational development; the staballzing and
debilitating effects of which have been noted by Hall and Schein. Further,
one ia reminded of the characteristic 'life styles' of Sulllvan,. irant and
Grart's less-than mature adults and of Werner's automatized behavior
patterns.

dall's matching model of 'Training needs with career stages' and
Hersey nand Blanchard's 'Life Cycle leadership-follower' matching model
designed to facilitate progression toward worker maturity, appear to be
the psycho-social analogues of Hunt's psychological structural mocel.

It seems to follow from the preceding reviews that in order to
develop a specific plan of action for thb coordination of occupational
and psychological development, one must have knowledge of the organiza-

tional structure, the demands of the occupation, and the nature of career

1)

passage for that target occupation, in this case, teaching. Attention in

this review wi!. now te addressed to such considerations.

Teaching and Develgpment

Some Characterictics of Teachers and the Ethos of Teaching

According to data gathered by Fuller and Brown (1975) the stereo-
type of the teacher is changlng:

The new teacher is younger and less experienced, buwW better

qualified. Still typlcally a female, more and more of her

colleagues are males. She has higher economic status, and is more

ltkely to’'come from a professlonal family background and to have an

advanced degree. She expresses more commitment to teaching and is

more likely to teach continuously with no breaks in service. (p. 27)

These researchers found three distinct sex/age groups within the
teacher population. A first group is comprised of older females who have

higher social class origins, less preparation, less commitment, and more

interrupted service than do older men. Younger males and females, . iiﬂi
/ -

exemplars of the new teacher image, comprise a second group. A third‘;);-f‘;
-

.

o
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&roup is comprised of older males, tncluding administrators, who are
lower In class oriein and less committed to teaching per se.

Distinct differences have also been tound to characterize teachers

"

of ditferent grade levels. Teachers of younger children are warmer,
Y

more hopeful, more supportive, less critical, more exhibiticnistic, more

orderly, more dependent, less bright, more consistent in their views, 'Y

more directive and teacher-centered, and more encouraging ot dependence '
1)

than are thelr secondary counterparts (Fuller % Brown, 1975). - ®

-

Employing a multifaceted approach--historical review, surweys, ir'

)

views, and findings from other studies--Lortie (1975) examined the

patterms of orientations and sentiments pecullar to teachers. Intensive

study of the development and perpetuation of the occupational structure
of teaching--patterns of recruitment, socialization, and the system >f
WOrK rewards-lled him to conclude that such processes give rise to

Q

characteristfc outlooks--conservatism (continuity), individualism (of a

muted quality), and presentism. The circle is completed, according ‘o
Lortie, "as the strwcture produces orientations which reinforce it"; the

. Co
institution becomes self-perpetuating. He found that teachers define

their tasks and reflect sentiments congruent with these three outlooks.

Defining Attributes of ‘'Good' Teachers

Much of the early research on teacher effectiveness was concerned
with the identification of personal, universal qualities of thé teacher
which could ve related to pupil growth and contextual variables were
usually ignored. Im the main, the search has been considered less than
suceessful and the more recent trend has been toward the identification

of teacher behavicrs associated uhxh gtudent performance (Dunkin &

oyt 1
g&ﬂhﬂe, 1974). A few stalwarts still insist that competent, effective,

L4



sod teacher:n can be tdentitfied on the tasis of personal characteristics,
th;t these characteristics are manifegteln teacher behavior,

That there are pervaslve: conﬁistént differences in teachers seem:
well documented. Ryans (1960) ased r:sa"l;;;{ sciiles In the tdentitication
of 1ifferentiating charactgristics and thén valldated these against
several presage, context, and process variables. The factors so ident!-

fled were: teacher warmth (understanding), teafher responsibiiity

(businesslike classroom conduct), and teacher stimulation or imaginative-

DNess.

Lage (1973), on the basis of a review of the voluminous literature
to date on teacher effectiveness, concluded that the following four
attritutes are valid in terms of ldentifying effective teachers: warmph
(15 evidenced in approving, accepting, supportive behavior based on
respect for, trust in, and liking of others); indirectness (Flander's
conCeptlon plus the 'guided discovery' approach to instruction);

cognitive organization (reflects the teacher's grasp of the content):

and enthusiasm.

Rosenshine and Furst (1971, 1973), who used category systems to
monltor teacher and student %“ehaviors, identified nine *eacher —-ariables
which related to student achievement: clarity, variability, enthusiasm,
task-orlented and btusinessllike manner, criticism (negatively related),
indirectness, provision for students to learn criterion material, use of
structur;ng comments, and multiple levels of cognitive discourse.

In a summary of major research on teacher effectiveness, Klausmelr
(1975) states:

During actual teaching, kaowledge of the subject matter, being warm,

~  underdtanding and friendly, being responaible, businesslike, and

" systehatic, béing stimulating, imaginative, and surgemt, and being
enthuslastic and flexible have consistently been found to correlate
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positively and moderately high with teaching effectiveness as

rated by observers or as assessed by measures of student achievement
and attitudes. (p. 180) :

And, Klausmeir concludes

A warm, effective environment can be maintained in an organizational
context characterized by a businesslike approach to instruction,
orderliness, flexibility, and fairness. This kind of emotional
climate and organization, combined with a variety of particular
objectives, produces high student achievement, emotional security,
and zest for learning. (1975, p. 192)

Qualifications with respect to a geﬁeral acceptance of the teacher
attributes as described in the foregoing accounts have been noted. For
example, Popham (1971) states that in the achievement of narrow instruct-
ional goals

There is . . . clear evidence that widely divergent instructional
tactics can be used to promote identical instructional goals. For
one teacher a nondirective approach may be ideal, while another
teacher might find a highly directive approach preferatle. Yet,
because of thelr idiosyncratic personalities, prior experiences,
and other variables, both teachers' approaches may be equally
effective. (p.599)

In a similar vein, Averich, Carroll, Donaldscn, Kiesling, and
Pincus (1972) note that
A teacher who works well (is effective) with cne type of student

using one method might be ineffective when working with another
student having different characteristics, or when using another

method. (p. 12)

Andrew (197&), with respect to teacher competence, makes the follow-
ing observation:

The competencies needed for effective teaching may not exlist

separately; the successful teacher may be the one who can utilize

a variety of skills . . . Effectiveness 1s really the unique

combination of competencies. (p. 35)

Humanistic conceptions of the ‘good' teacher similarly lock more
broadly at student growth and include affective and motivational influ

ences. According to Hamachiek (1969) 'good' teachers can bte differ-

entiated for 'bad' teachers with respect to the following:
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1. Personal attributes--'Human' teachers possess a sense of humor,
are fair, empathetic, and democratic; they relate well to students;

they are open, spontaneous, and adaptable to change.

2. Instructional and interactional styles--Good teachers range over
a continuum teractional styles; they are sensitive and responsive
to the situation and to the student's point of view; they personalize
their teaching; are immovative, skillful in qguestioning, knowledgeable;
they use a conversational style; provide study helps and use credible

examination procedures.

3. Self and other pefceptions—-Good teachers see themselves
positively, they are optimistic and self-accepting; they hold positive

views of others and see students as capable individuals.

Thus, concludes Hamachek, a 'good' teacher is a 'total' (well-
developed) person; he 1s flexible in that he has available and can use a
wide vatriety of teaching skills.

Although studies bent on discovering a persocrality trait predictive
of teacher behavior Q;Oe been somewhat less than successful, there appears
ta be one exception ir the work of Harvey and his colleagues {Harvey,
Prather, White, Atler, & Hoffmeister, 1966: Harvey, Prather, White, &
Hoffmeister, 1968). Stemming from Conceptual Systems theory, their study
indicated that, in. a population of kindergarten teachers, teacher abstract-
ness-concreteness was related to both teacher behavior and certain
dimensions of pupil behavior. More specifically, they found that:

1. "More abstract teachers were warmer, more perceptive of children's

need:, mcre flexible in meeting needs, maintained more relaxed

relationships with children, encouraged greater responsibility, freer
expression of feelings and creativity, were less rule-oriented, invoked
unexplained rules less often and were less punitive than more concrete

teachers" (Beller, 1973, p. 585).

2. "Greater abstractness . . . was accompanied bty greater involve-

ment, greater cooperation, more activity, less nurturance seeking,
higher achlevement, greater helpfulness and less concreteness on the
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part of the students” (Hafvey.et al,, 1968, pp. 161-162).
- VE }

3. Tha highest and most consistgnt correlation was found between
student factors and the teacher®s needg for structure-order.
Teacher resourcefulness showed a sigpificant positlve correlation
with student behaviors while dictatorialness and punitiveness '
correlated negatively with student behaviors (Harvey et al., 1968).

. Information on the teachers showed that they did not differ on level
‘ - I ¢
o£ education, kind of degrees held,.a:‘ﬂ.‘:n f teaching, so 1t was con-

cluded that the results could be ™ pioullly apd directly” attrituted

vey et al., 1968)F

~olumbla have ﬁrobed the relationship between level of abstractness and
teacher bpehavior. Inspilred by an earlier Qtuﬁd b& Joyce which suggested
that conceptually more abstract teachers helped cglldfen define and
advar.ce problems and were nore integrative 1?;their contacts with child-
ren than were more concrete teachers;ljoyce,lLémb, and Sibol (1966)
followed with another study. Here it was found that in responding to
data related to decisions regarding diagnostic and remedial measures for
children, abstract teachers assumed more definite positionsd as they

received more information whereas concrete teachers did not--a finding

4

that the authors attributed to be a result of the greater stress involved
in remedial positions, concrete persons exhibiting low stress tolerance.

In a collaborative study, Hunt and Joyce (19677 irrvestigated the
relation of CL to the initlal teaching style of freshmen trainees. They
found the higher the CL, the greater the occurrence of reflective teaéhihg
(as contrasted with 'digestion and regurgitation'). (Not surprisingl%‘i'
few subjects scored high on CL.) |

Similarly, iurphy and Erown (1970) used the Joyce and Ha;éotunian

(1967) observational scale (as used by Hunt and Joyce above) to study



9

level of conceptual complexity (as defined by the Harvey, Hunt, and
Schroder model, 1961) and student teaching patterns. It Was foﬁnd that
Wwith increasing teacher abstractness, teachers increasingly helped students
to theorize and express themselves and were more\encouraging of student
search behavior. System 1 teachers were high on questioning for Precise
answers; System 3 teachers were high on sanctioning group relations,

(The System 2 pattern did not occur in the sample.)

Joyce now views CL as representing potential for teaching effective-
ness, effectiveness being defined in terms of an extensive, accessible
repertoire of skills and styles (Joyce, Weil, & Wald, 1973). Hunt, on
the other hand, holds that CL development is a legitimate goal of educa-
. tion and that teacher effectiveness should be viewed in terms of the
accomplishment of that objective,

Characteristics ;f 'good' teachers are frequently discussed in
reference to the demands to be made on the teacher by the directions
education might take in the future. Rubin (1971b) notes that with the
demand of individualization of instruction, "the bencb-mark of master
performance will lie in an extensive repertory of technique" (p. 270).
Bush (1971) also stresses the neceséity of an extensive repertory of
;kills in order for the teacher to cope with the demands of 'heuristic'
teaching (in the Brunerian sense). But copgtifiual effectivensss, accord-
ing to Rubin, requires an endless des%}é/;n the part of the teacher to
become more adept. He labels such eachers 'self-evolving' (Rubin, 1971).
Similarly, Horton and Horton (1974) speak of self-renewal as constituting
the foremost characteristic necessary for teachers of the future. The
teacher most likely to be self-aneuing, according to these educators,

will: (a) be receptive to and ahle to cope with the "ambiguities and

N .
N
N

/
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vicissitudes” of cont8mporary 1ife; (b) be highly sensitive to the needs
.and feelings of otheré,'hold a positive concept of.s;lf and others, be
confident of his ability to cope, believe that he 1s the architect of hiq
own destiny; (c) be independent in thought and action; (d) be skilled in \
communic¢ation; (e) be able to make rational decisions about his wown
learning;‘(f) viewnlife in a broad co?text and celebrate 1ife; and (g) be
cba;itted to democratic principles of the highest level (Horton & Horton,
974, pp. 111-112). /.

In sum, there aépears to %e a relation between psychological matur-
1ty. as d;scussedﬁin thé first section of thils review, and the posited
Cha?acteristics of ‘'good' teachers. Another way to probe teachef
mat?rity }s in respect to professional development} as suggested in the

previous review sectdon.

Stages of Teacher Growth and Development

Katz. Based on observations of kindergarten teachers, Katz (1972)
has conceptualized four stages of growth "linked generally to experience
galned over time". Briefly, after resolving the stage ! survival concern,

the teacher enters stage 2, consolidation, where she is ready to "consol-

idate the gains made . . . and begins to differentiate tasks and skill to
be mastered next”., It is during the next stage, Perhaps during the third
or fourth year of teaching, 1n which the individual experiences a need for
new ldeas and stimulation, a need for renewal and refreshment. Stage 4 is
one of maturity, the concern is now with deeper and more abstract
educational questions. Individualé may vary greatly in dhration of"stay
in each stage. These stages togethér with projected training needs are

summarized in Figure 14,

\

“
“
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0 1 year®
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Figure 14, Stages of development and training needs of preschool
teachers. (Katz, 1972, p. 51)

‘Fuller. Anather sequence of professional progression is outlined in
Fuller's developmental concerns model (Fuiler & Case, 1972). The sequence
of concerns through which most teachers progress 1s shown in Table 10Q.

Table 10

Levels of Teacher Concerns

Phase_i——Canerns about Self -
Level 0--Concerns unmelated to teaching

Phase II--Concerns about Self as Teacher
Level Y--Where do I stand?
Level 2--How adequate ag I?
Level 3--How do pupils feel about me? What are pupils like? _

Phase ITI--Concern about Pupils
Level 4--Are pupils learning what I'm te&ching?
Level 5--Are pupils learning what they need?
Level 6--How can I improve myself ag-a teacher?

— L T
Adapted from Fuller & Case (1972) .
L
Phase III concerns are with pupil needs. Level 4 indicates concern
with pupil gain in knowledge and processing skills, with teaching methods,

and evaluation of; pupil. learning. Level 5 indicates cohcern with the
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needs of pupils as.persons and relevant teaching methods. Hall and Jones
(1976) see teachers at th1§ level as searching for and receptive to in-
formation and proéedures that will help them to individualize instruction.
Level 6 demonstrétes concern with lqarning..learning conditions, and the
interpersonal infiuence of the teacher. Hall and Jones (1976) see these
teachers as being most amenable to trying out alternative ways of
instruction if there appears to be "some predictable degree of pupil
satisfaction evident".

It should be noted at this point that there seems to be a rather
compelling parallelism suggested between the Fuller model and the Adam's
model (as reviewed in the section on occupation)--self as a result of the
situation, self as part of the sltuation, and self as instrumental in the
situation.

The Katz and Fuller models suggesf the relevance of matching pro-
fessional socialization Programs to the level of "development of the
barticipants. It is toward a consideration of socialization——programmed
(preservice and inservice) and gituational (institutional)--and the
efficacy of such socilalization that discussion Will now be centered.

The Socialization of Teachers

As discussed earlier in this seétion, Lortie (1975) concluded from
his ;ntensive study that the processes of recruitment, socialization, and
the system of work rewards in teaching lead-to the characteristic outloqks
of conservatism, individualism, and Presentism in the teaching profession.
This section of the report will examine in more detail the relationship

between pParticipant characteristics and the processes of soclalization,

Entrant characteristics and preservice socialization. Lortie (1975)

discerned five attractors to teaching: the interpersonal (working with
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children), the 'valuable' service attraction, the opportunity to continue
a pgrsonal attraction to schooling, certain material benefits, and
compatible worklng schedules. These attractors give rise to certain
propensitiés, as described by Lortie:

There is a relterated emphasis on conserving the past rather than
changing educationa}l institutions, implicit in the themes of service
and continuation. e tendency of teachers to stress the interper-
sonal suggests conventionality rather than a special, deviant point
of view; the operation of time compatability is prdbably indirectly
csh?.rvative. (1975, p. 33)

Noting that facilitated entry through highly accgssible training and

"nonelitist admission policies" has result 1f-selection and

diversity within the teaching population, Lortie pfoposes that sudif
recrultment system has fostered a conservative orientation among entrants.
Not only doe; the system éncourage those who have only a limited interest
in the affairs of teaching but also it appeals to people favorably dis-
posed toward the existing system. Thus recruitment policiesvlead to
reaffirmation, to sustained stability. Such a speculation is reminiscent
of Stern's thesis that institutions evincing certain environmental press
characteristics tend to attract stulents whose need patterns are person-
alized versions of the prevailing press.

Conditions of entry then are thought to play an important role in
socializing aspirants to teaching., Additionally, according to Lortie,
the "apprenticeship—of;observation" whith, from the vantage point of the
students, serves to familiarize the aspirant with the tasks of thé teacher
and fosters identification, does not however "lay the basis for informed
assessment of teaching technique or encourage the development of analytic
orjentations toward work". Preservice experiences, concludes Lortie,
lack the impact necessary to offset the conservative influences of the

v

individualistic and traditional experiences. As a further indication of



the prominence of the self-soclalizatlion process, both Lortie (1975) and
Fuller and Brown (1975) note the general depreciation of formal social-
ization by both neophytes and experienced teachers. o

Fuller and Brown (1975), iﬁ summarizing research regarding changes
in teacher tralnees, state:

Education students have been found to become more likely to recog-*

nize 1individual differences among pupils, to become more positive

toward young people, and to become more committed to teaching as a

career. Most studies, however, find few benefits and many noxious

effects, particularly during student teaching. Student teachers
become more impersonal, more negative, rigid and authoritarian, and
change from a humanistic to a custodial approach, stressing bureau-

cratic order and control. (pp. 41-42) .

Miller (1974) found students to be more child-centered than did class-
room teachers although both groups percelved themselves as more child
centered and tender-minded than the system. Wragg (1974) notes that

Q
research seems to indlicate that attitudes show a movemant towards child
centeredness during training but by the end of the training period !
become simllar to those current in the school.

McLeish (1970) concluded from his research on student attitudes that
while changes 1in pedagogical and procedural preferences can be modified
or even created by teacher training, "the more deeply held personal
values or 'life philosophies' remain intractable™.

The rarity of personal transformatiom seems exemplified in a long-
itudinal study by Olmsted, Blackington, and Houston (197%) of teacher
trainees, On the basis of entering data, four entrant stances were
identified: seekers of security, authority, achievement, and self-

actualization. Following completion of internship, seven teacher stances

were ldentified: the child focuser, the pragmatist, and the task focuser,

Wwith commitment viewed as the central organizing factor; *+he contented

conformist and the timeserver, with the 'job' orlentation as a central
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theme; and two other stances--the amblivalent and the alienated. Of the

relation between pntering and exit stance, Blhckington and.glmsted state:

They exlted’. . . having moxre Qr leas s ed their work as teachers

to theilr original ideas about teaching .. . The security seekers

become in order of likelihood, time servers, dropouts, contented
conformists or allenated. The authority seekers become . . . COn-
ented conformists, time servers, task focusers, or ambivalents.

The achievement seekers become . . . pragmatists, tagk focusers,

ambivalents, or child focusers., The self-actualizers become . . .

child focusers, dropouts, allienates, or pragmatists, In fact, if

significant change--as contrasted to elaboration--occurred, 1t was
in the direction of fragmentation, disillusionment, and destruction
of the belief system . . . without that belief system being replaced

by an integrated alternative system of bellefs. (1974, p. 107

Thus, in the opinion of these researchers, preservice changes are
attritutable to selective elaboratlons dictated by the original entering
stances. In view of Kaufman's observation regarding the currency of
strongly motivated people (as discussed in the sectlon on work), it ﬂeuld
seem reasonable to suggest the efficacy of selective criteria related to
the child focuser, the pragmatist, and the task focuser. Related here
is Cegan's (1975) lack of optimism regarding the possibility of-develop-

7’
‘seif-renewing' characteristics in people who arrive in teacher training
programs with minimal evidence of such qualities. Edgar (1974+) feels
that one of the reasons for the lack of success of most preqarvice pro-
grams 1s the over-rellance on a predefinition of the ‘good' teacher to
the neglect of the individual tralnee's needs and values.,

Joyce and his associates have deliberately built into thelr preser-
vice program a cansideratlon of the individual personality in terms of
Hunt's CL. The program is geared to facilitate structural development of
the trainee through the use of Hunt's developmental model (optimal mateh/
mismatch) and behavioral effectiveness through content designed to
develop repertoire and flexibillity.

In early research concerned wi velopment of an instructional



flexibility program component, Joyce, Dirr, and Hunt (1968) found that
individuals seemed to be differentially affected bLy the training
procedures. More recent publications (Soyce, 1972; Joyce et al., 1973)
claim that flexibility training does increase functional repertoire.

Hunt (1970) and Heck {1968) report increases in post a?aptébility training

scores on Hunt's Adaptability Index--an instrument designed to measure

“skill in modulation from one environment to another under apfropriate
circumstances",

As reported earlier in this section, Hunt and Joyce (1967) found a
relationship between initial~student teaching style and CL. Joyce (1968)
reports that as the program progressed, the differences disapﬁ%ared but
then reappeared toward the end but with less strength than originally.
More recent studies (Joyce et al., 1973) have led to the suggestion that
conceptual flexibility seems related to acquisition of repertoire or
ability to embrace a varieiy of models and techniques of teaching.

That such a program can induc;\ﬁbhavioral flexibility seems to have
been tentatively demonstrated, whether it induces structural elaboration

seems not to have been ascertained.

Institutional soclalization. I} is generally concedéd that teachers
carry on their work in a bureaucratic organization (Anderson. 1968;
Goodwin, 1977: Owens & Stelﬁhoff, 1976). The context of socialization
is summarized rather succinctly by Good;in (1977)

Schools are commonly termed tureaucratic as a synonym for settings

that thwart teacher creativity, reward confqrmity, reduce teachers

Eo c;?pulsive rule followers and increase insulation from clients.

SE&ilarly. Owens and Steinhoff (1976) comment that such bureaucratic
organizations as the school are not oniy not likely to provide "even

highly innovative people with opportunities to perform in innovative

ways" but will alsb tend to stronsly mold neophytes in its own "enduring

&
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image” (p. 35). Cogan (197%) also speaks of the "levelling, homogenising

forces operating 1n.schools" upon the personalities of entrants.

Hétrison and Mclntyre also laud the efficlency of the schoo) training
system., Of the novice period they comment:

’ it is probably during th;s period that ona's basic teaching skills
are acquired, but the skills which are acquired in these circum-
stances tend to be directed towards the maintenance of social control
and towards ‘getting on with the work', goals which are most readily
achieved in ways wiich are not likely to be most effective for
achieving longer-term Reaching objectives. (1973, p. )

Lortie (1975) notes that one etriking feature of teéching is the
abruptneas with which full responsibility is‘aaaunod; another is the lack
of distigctive feedback on how well the novice is doing. QP' novice must
learn to cope, as notbd by Kats. ,

The beginning teacher, according to the findings of Eddy (1969) and
Fuller and Brown (1975), learns to cope by seeking advice from the older
group of teachers (as discussed on page 7 )--a situation seemingly related
to the mentor role in life structure theories (see Levinson, page 17).
Such advice is given in respect to such thipgs as how to handle clerical
work, how to deal with the principal, when and when not to complain, and
numerous tips are offered on how to keep the class busy and in order.
Fuller and Brown (1975) suggest that it is probably the best novice
teachers, the ones for whom pyeservice ‘takes', .the most "altruistic,
commigt;d. realistic, and prepared”, who suffer most ;t this time.

Discussions with teachers of five or more years of experience led
Sarason (1971) to conclude that (a) many had lost their or¥ginal interest
and zest for teaching, (b) many felt they were as competent as they ever
would be, and (c) although many were taking advanced courses, 1t was to
satisfy a need for intellectual stimulation and horizon expansion and they

did not perceive these courses as relevant to their teaching.



¥ith r.-poot to teacher respect for the Wmucsl a study by
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Hotyat (yeported by Delandabeere, 1974) addressed the question: Do .
teachers place more confidence Q!n practical suggestions by v;luod . . )
colleagues, in an official statement of a new princip\l'o. in the rol\:ltl of ’,
oxporinonta. or in a revision of the objectives a‘) education and tuchln‘?
Ro-ult.u from 1,357 teachers from all levels (cxcluding uni\:rlitiol)
lndicatod rogu:dloll of age, sex, university tyained or not, that the °
v‘-ugbltion- of collucuo. were by far the most valued. Thu’, concluded
DelLandsheere, i,tuching is stil} umvilling to emerge from the "rule-of- -
thumb” .t‘.go. Lortie ebeerved tho sane sentiment’ uong his teachers.
 Lortie (1975) also observed that with roipoct. to goals, teachers rely
, heavily upon personal comvictions (which are heavily influenced by past
experience) a.n‘d obtain high u‘tisfa.ctio.n from outco-os_that are less than
‘universalistic; with reaspect to change, they prefer "more of the same"” -~
remedio" lie in changing the environment, no? 151 finding more efficacious
ways to lnstruct. They seem prooccupiod. notes Lortie, with a.n;"unlouh
e” attitude and with the availabilify of resources--a concern which is -
reminiscont of Herzberg's no-growth 'hygiono factor. (

Thus. according to Lortie, Dregentiss 1s refnforfed by teachers'
porcdptidn of paychic rcvu'd; as "scarce, erratic, and unpredictable”;
the -lack of standard techniques douplo(f with ghe sink-ax--uin 1nductory .
sociali?tion encourages a hesitany¥, uneasy, isolated indi iin; and
toaching Problematics pluas the of a ro&‘ﬁmnce structure may lead to

~

a level of anxiety that serves to reduce innovation and -:; well lead to
' confgitx. (It ghould be noted at m:int that such a suggestion seems

consonant with recent research with r to the conservative and debil-

-

itating effects of stress generally.) , *

Y o . : 7



The pervasive effects of tnstitutional socialiczation are als:
suggested by the findings of Goodlad (1976) in his search for eviderce of
-
the implementation of "fre;uently discussed and recommended practices for

schocling”. Tradition was found to predominate in that it was not the
'how' but the 'what"to learn that was central in the classroom, student
exercises were teacher determined, the textbook predominated, instruction
was primarily with the total group, there was little use of learning
principles, interactlon was predominantly teacher-child, and so forth.

Thus, 1t appears that not only does anticipatory soctalization fail
to offset personii predispositions and inductory instituti mal socializa-
tion effects but also continuing professional socialization has been less
+ran efficacious in altering the traditignal ethos of teaching, in counter-
acting contextual impact. It is toward a consideration of programned
srservice socialivation that attention will now be directed.

Incervice professcicnal socialization, In spite of the fact that

11++le has tLeen reported in respect o weil-conducted ovaluntions of
specific inservice programs, there seems to be a consensus [ opinion
that such programs as presently conceived, have lacked effectiveness
changing teachines style (Wragg, 1974), a sentimen* nct inconsistent Wwitn
the immediately foregoing discussion. Owens and Steinhoff (1G7-) ca *‘on
that we forget the "systemic nature of the organizaticn ind confuée
irdisidual change with change in organizational func;i;ning". Tr:. ning
the individual, they feel, may Ye helpful *~ him as an tndividual nut
once ne 1o awriin enmeshed 1in'the ongoling social syster there is littie
effect of such traininge.

Jackson (1971) at*ritutes such prosram fallure, b Leant inopart,
the 'defect' anpproach--the need for repilr and remediat L n- -nnat hat

dominated these programs. He feels tnat such an orterntaticn results in an
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emphasis on the molecular aspects of teacher behavior and serves not only
to reduce the range of a teacher's choice but also de-emphasizes the
rationality behind his actions. Cogan (1975) comments that inservice has
bomtarded the teacher with ‘come-and-go' inncvations, the result of which
has teen "fatigued, disillusioned, and cynical" teachers.

Again, Lortie (1975) notes that inservice efforts have teen minimal,
not well developed in the teaching profession.

That there is a need for continuing prcfessional socialization seens
uncontégted (Bush, 1971; Lortie, 1975; Rubin, 1971a): the present search
seems to be for new directions, new orientatibn§ to guide such attempts.
One such direction has taken the form of institutional development, the
thrust of which is to shift the institution and its administration to a
more organic mode of functioning (Owens & Steinhoff, 1976). Another
direction, at present independent of the first, deriyes from studies of
the professional growth of teachers (as discussed in thics section) and

thus advocates teacher growth-oriented programs.

Growth oriented inservice. According to Jackson (1971), the centrul

goals from a growth oriented persp- tive would te to (a) progressively
sensitize the teacher to what is happening in the classroom and (t)
support his efforts to improve on what he ‘s doing. From the perspective
of the teacher, the motive for learning more about teaching would be to
galn greater fulfillment as 31 teacher, seemingly a psychologically sound
gonl. ‘

With respect to professicnal training, Rubtin (1971a) stat;s the
protlem in thls Wway:

We must . . . devise some system through which we can help teachers

acquire the skills with which to accomplish a particular goal, in a

particular educational setting, with a particular kind of learner
. .+ Hence, one of our crucial proctlems is to invent procedures
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through which professional growth can be personalized, allowing
teachers to cope with their own idiosyncratic needs, to begin at
their own level of sophistication, and to progréss at their own
optimal rate. (p. 250) ‘

Bush (1971) strongly recommends the adaption of 'heuristic' methods
of inservice education and the necessary tailoring of such programs tc
fit the precise needs of specific individuals and groups.

Toward the end of personalizing training, Fuller and Brown (1975),
drawing upon Lewinian concepts, have elaborated a change model in terms

of a conceptualization of the teacher's life space (see Figure 15).

2
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Figure 15. A representation of the teacher's life space
(F&ller and Brown, 1975, p. 43)

Change, according to this model, involves the reduction of
discrepancies between and among the teacher's ongoing experience, her
goalcz, and her perceptions of the observations of others. Réq.ping
discrepancies between 'experiencing' and 'goals' leads to satisfaction;
tetween 'éxperiencing' and 'observations' leads to greater congruence or
genuineness; and between 'performance' and ‘goals® leads to increased self-
control. It is suggested that there needs to exist some optimal ievel of
discrepancy tefore changes become evident (Fuller & Manning, 1973).

Using the Lewinian concept of change--unfreeze, change, refreeze--
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a.5crepancy reduction issdefined in terms of four major instructional
processes (Fuller & Brown, 1975, pp. 44-45): (1) assessment; (2) aware-
ness (sensitization of subject to his own experiencing, his observations
of himself, and to reasonable goals); (3) arousal, confrontation, disrup-
tion (identification of discrepancies, awareness of the neeed to change ;
and (&) resources, remedies, and change.

In relation té the three levels of the developmental '"Teacher
Concerns' mddel, Fuller and Brown (1975) stress corresponding types of
cpnfrontation: self confrontation, performance confrontation, and impact
confrontation. They suggest the appropriateness of impact confrontatjion
at the inservice level because it provides more sophisticated goals and
a "route to autonomous self-improvement™.

The effects of growth oriented pPrograms have yet to be defined and
reasured empirxically., In respect +*o éépasity for behavioral flexibility,
Joyce (1975)‘found that insefvice teachers-~even those with an habitual
recltaticn strategy--cpuld learn new strategiés even more rapidly than
preservice teachers. Do such programs produce central effects? Do they
facilitate the development of the self-renewing teacher and an evolving
system?

In view of the discussion with respect to institutional socialization,
1t Wwould seem that occupatiocnal context--and especially the match between
the environment and +he developmental level of the teacher--must be kept
in miad when assessing program efficacy. A further factor, noted by
Lortle (1975), *o be considered in occupational development is that in
contrast with many other careers teaching is 'unstaged', there are no
progressions in status within teachning which can occur without shifting

to administrative positions.

)
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Having thus far in thi;‘tepoég discussed in some detail the
litefature with respect to adult psychological development and with
;espect to occupational development, and having noted the somewhat nar-
ro; and indiscriminate approach to both teacher as person and teacher as
professional that has predominated.in the edqcation field, attention will
now be addressed to a model designed specificaily to coordinate psycho-

’logical {structural) development with teacher profeséional development,

L '

The Coordination of Structural Development

and Teacher Professicnal Development

in his concern for facilitéting the realization of the developmental
goal of conceptual complexity and interpersonal maturity as an educational
goal, Hunt (1971b) has realized the necessity of highly trained, highly
developed teachers. Toward this end he has formulated a model for teacher -
training which coordinates teacher effectiveness in tef;s of teacher
behaviors and structural development of the trainee, A ba;ic assumption
of this matching model is that "one begins with the ;?ainee——where he 1is
now and his change-relevant characteristics--in order to intervene to
produce change"” (Hunt, 1971b, p. 70). Following this 1line of thinking
and relying heavily upon the Hunt model, Joyce (1968, 1972) has also
developed (and piloted) a teacher training program designed to gradu;te

innovative teachers.

Hunt's Matching Model for Teacher Training

Basic to the Hunt model is his definition of teaching effectiveness.

Y
(Teaching effectiveness is) . . . the capacity to radiate a wide
variety of environments, to select from this variety a specific
environment to be radiated towards a particular person or group of
persons (with the aim of producing a particular behavioral outconme),
and to shift from one environment to another under appropriate
circumstances. (Hunt & Sullivan, 1974, p. 279)

This definition enables and leads to‘the specification of training



objectives as described in Table 1i. Individual level of competence in
these skills determines the content (what he needs to learn) and the
trainee's aptitudes or "accessibility” characteristics determine the‘gggm
of the intervention program (see Table 12).

Table 11 r

Hunt's Teacher Training Objectives

Objective Definition of Objective
Skill in To discriminate To discriminate To discriminate
discrimiuation between betwzen behaviors ~ between persons
environments .
E,/E, /B, B, /B, /B, P,/ Py /Py
Skill in radiating To radiate a variety To radiate that To radiate that environ-
environ‘neou of eavironmenty environment which will ment which will produce
produce a specific a specific bebavior fsom
behavior & particular person
E,;: B,: ~» B, E: P - Bl
B, By — B, ) E, Py B,
B,:
SKill in flexible To shift from one ¢
wnodulation from eavironment to another
one envirvament under appropriate
to another circumstaoces

(Time 1) E_;: P; » B,
(Time 2) E,: Py -» B,

Cod2: I .- Envirooment B .= Delavior P=s1Person

Source: Hunt, 1971b, p. 53
Table 12

Training Intervention Based en Trainee Accessibility Characteristics

Accessibility chacacteristic Prescribed form of intervention

Cognitive orientation Degrer of structure

Low Conyeptual idwet - High

High Conceplual level Low or intermediate

Motivational orientation . Form of feedback and reward

H?gh ?o:'urxl fupmuv'.nl Extrinsic reward and/or aovimative feedback
High intrinsic motivatioa Intrinsic reward and/or sell defined feedback

Value vricntation Value context of presentation

Withia “latitude of acceplance”

Sensory orientation Modaliry of presemtation
Adapted to primary sensory ‘chaanel”
i.e. visual, auditory

Source: Hunt, 1971n, p. 75.




95

h e,
. e,

Intervention content. The skills (as desigmated in Table 11) are

arranged in hlerarchical order fram top to bottom, each skill level being
-prerequisite to the ensuing level. thus, before one can radiate a variety
of environments he must be able to discriminete between various environ-
ments, between behaviore. and between persoh;. Discriminative skill
entails being able to classify environments, having knowledge of different
behavioral 1evele kas in taxonoﬁles), and having knowledge of individual
differences. Hunt suggests that knowledge from jpsychophysics might have
implications for the development of pfocedures for increasing discrimina-
tive skill as well as variations of sensitivity training (e.g. Heck, 1968).
Once able to discricinato, the trainee is then required to radiate
different environments. Hunt stresses the need to ascertaln the preferred
or natural etyle of the trailnee (through use of an interactional system)
before such training is commenced. Subcomponent skills involve: skill
in radiating a variety of environments, skill in producing a specific
environment to elicit a certain result and skilf in modulating the
\environment to produce a specific behavior from a particular individual
(symbolized by Hunt .as E: P{B) Hunt feels that there are probably many
different appropriate procedures for such skill development but that the

3

more complex subcomponents should be embedded in a theoretical network.
He has found that dlscussing etudent differences in terms of accessibility
channels seems to facilitate the teaching of the E: PeB 'skill. Hunt (1970)
has experimented with a prototype communication task which may be potent-
lally useful in both assessment and training of the E: Pe#B skill.
Coafrontation with one's performance (bearing in mind that its effective-

ness is related to trainee self-esteem as revealed by Salomon and

McDonald, 1970) is still another suggested method.



Trainees must also learn to distinguish between functional and
developmental goals anéﬁ£he1r requisite environments. Component 3, skill
in flexible modulation--flexing--requires the acquisition of a develop-
mental perspective, a theory of "how behaviors combine in the course of
«continuous development”. Flexing‘ls also required in a group where there
is individual differential re&bptiv%ty to the learning environment,

The. assessment and t;;ining procedures discussed for compoﬁent 2 may be

-variedland adapted for training skill in flexing.

Intervention form. Hunt also uses the now familiar Lewinian concept
of change—-unfregfe, change, refreeze. The first requirement for the
intervention process, according to Hunt (1971b; p. 71), is to charactérize
the trainee in terms which can be directly translated to that mode or form
of training intervention.to which he is most open or accessible (see
Table 12).

The first accessibility characteristic listed by HQnt is cogéitive
orientation or CL. CL indicates how a tra}neg will organize and inﬁ%rpre;
his.experience. The related intervention dimension is structural variation
which "1nclﬁdes both the structured-flexible dimension or the degree to
which the trainee can interact responsively with the material, and the
degrée of ofganizational complexit& of the material” (Hunt, 1971b, p. 74).
Intervention involves modulating the structure of the presentation to the
subject's CL as prescribed below.

- The higher the trainee's CL, the more likely he is to be aécessible
through a more complex presentation or one which is interdependent;
conversely, low CL tralnees are likely to be more accessible through
a more structured, less complex presentation. (Hunt, 197ib. pp. 75-76)

Another characteristic, motivational orientation, "affects preference

for and reaction to different forms of feedback and reward" (Hunt, 1971b,

p. 71). As indicated in Table 12, tralnees who evince a high need for.
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soclial approval function well under conditions of extrinsic reward and/or
normative feedback; tralpees who evince high intrinsic motivation function
well under conditions of intrinsfé reward and/or self-defined feedback.

Value orientation refers to the trainee's feelings, positive or

negative, about the intervention material. The most effective training
position is thought to be that which 1is optimally disparate from the
trainee's previous position but within his "latltude of acceptance” (the
area on the dimeﬁsion to which the person is open to information). The
problem is one of determining an individual's "latitude of acceptance”;
the solution to which Hunt (1970) is searching through refinement of his

Attitude to Teaching instrument.

L

Sensory orientation ref%rs to the trainee's preferred sensory

modality for receiving stimuli. Where possible, such preferences shculd
be considered in program presentation, according to Hunt,

The Hunt model thus provides a gui&e for individualizing instruction
toward the objective of teacher effectiven=zss and CL development. Althougn
Hunt seems to have “mind preservice programs, the mode’ would seem to

have applicability for inservice socialization as well.
I

N

Joyce's Teacher-Innovator Program

The Teacher-Innovator program is based on two assumptions: "First,
if a teacher masters the theory and practice of a wide range of models of
teaching then his flexibility in teaching and decision-making is increased”,
and "Second, if the primary mode of teacher education is self-instruction,
then the teacher's ability to educate himself--to master and generate new
educational forms--is enhanced" (Joyce, Well, & Wald, 1973, p. 47).
Hunt's matching model is foundational to the program in two ways: 1t

serves as the structural context in which to implement models of teaching
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(the core of the program) and it is one of the models included in the

- 1

content.
Models of teaching (specifications for learning environments) are
related to CL in the following ways: (a) they provide an operational

basis for describing the goal of CL development. (to inﬁrease the range of

¢

learning style); (v) they have been described in termsaof their degree of

13

structure and task complexity and are thus differentia Y suited to dif-

ferent CL's, as shown in Table 13; (c) the interacti alysis system

used to describe the models was devised with "an aim %i etecting CL

relevant responses” and so the various leve 0 1

in the objective coding system have the sam oretica

s

different levels of CL; and (d) CL has been found to be an index of

processing

as the

flexibility in teaching or "learning to learn” models of teaching (Hunt,
Joyce, Greenwood, Noy, Reid, & Weil, 1974, p. 21),

Joyce and his colleagues have found three instructionkl skills
requisite to the acquisition of certain models: structuring——th; ability
to "negotiate, to direct, or to facilitate student control, whichever is
appropriate”; modulating cognitiwe level--"to establish a certain level of
intellectual activity and change 1t whenvappropriate"; and focussing--
used to draw, maintain, or shift the student's attgntion to target aspects
of the subject (Joyce et al., 1973. pp. 49-51),

In order to reach the world of the learner, according to Joyce (1972),
teaching must be adjusted to "the competence of the learner and his pre-
ferred modes of working". Thus, another key component of the program 1is
flexibllity training--an attempt to sensitize the teacher to the world of
the learner and modify his behavior accordingly.

Modulation to the characteristics of the trainee 1s provided for in
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the following ways,

selft -pacing

in skill mastery.

99

A sélf-udminlatering instructional system allows for

Modulatlion to accessibility characteristics

Y
1s the responsibility of the faculty member as he works with small enquiry

groups.,

He may modifty the amount of structure and task complexltﬂ the

Individual; he may provide authority feedback accordingly and arrange for

peer judgment when required.

Joyce's concern 1s with providing a controlled

optimal mismatch environment to induce growth, an environment where "the

amount of structure is somewhat less and the amount of task complexity

i1s somewhat greater than what is 6pt1mal for achievement" (1972, p. 16).

> Table

Classification of Models

13

by Amount of Structure

Appropriate

. Name of Model Amount of Structure Conceptual
Level
t Inductive (Taba) Moderate . Moderate
2 Inquiry Traming (Suchman) High Low
3 Science Inquiry Model (Schwab) Modcrate Moderate
4. Jurisprudenual [eaching (Olnver High low
and Shaver)
3. Concept Attainment (Bruner) Moderate Moderate
6. Develnpmental (Piaget) Can vary from low to Low
high (usually high)
7 Advance Organizer (Ausubel) High lLow
8 GCroup Investigation (Thelen) l.ow High
9 Social Inquiry (Massialas and  Moderate Moderate
Cox
10 Laboratory  Mecthod (Nauonal The T.Group is ex- High
Training Laboratory) ceedingly lou structure
while the exerciscs can
be moderately struc-
tured
11, Non-Directive Teaching (Rogers) low High
12. Classroom Mecting (Glasser) Moderate Moderate-High
13. Synectics (Gordon) Modcrate Modecrate-High
14 Awareness Training (Shutz) Moderate to low High
15. Conceptual Systems (Hunt) Varies from low o ——
High
16. Operant Conditioning (Skinner) High Low
Source: Joyce and Weil, 1972, p. 305,

Extensive use is made of interaction analysis for self-analysis of

behavior,

The model nastery ccmponent has been extended experimentally to

practicing

teacrers.

{

Kelly (197%4%) found that elementary teachers were able
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to operationalize the 'asynectics' model. Joyce (1975) holds that exper-
fenced teachers can master new strategies more rapidly than preservice
teachers, or as he states: "0ld dogs can learn new tricks and need to."
It would se;; that the program content of the Hunt and Joyce models
places primary emphasis on the development of teacher affectiveness in
terms of behavioral skills while the contextwal form of the program
»concentrates on optimal learning, the development of self-propelled
learners, and CL development. There is data to suggest that programs of
this type effect behavioral flexibility; do they effect conceptual
flexibility? do they facilitate development along the teacher maturity

continuum? R)

Summary: A Theoretical Framework

and Ratlionale for the Study

As discussed in the foregoing review of literature, psyohologically
mature ‘people are frequently characterized by personologists and ego
psychologists in terms of: openness to experience; flexibility of
functioning; evincing a marked capacity for involvement and enriched
living; an independent, self-confident, autonomous, responsible, self-
actualizing orientation; véridical perception; sensitivity, empathy, and
interpersonal effectiveness; and a sense of ge;erat1v1ty. purpose, and
commitment, Structural psychologlsts characterize tﬁe mature personality
in terms of abstractness of thought; differentiated, articulated, and
integrated thinking; the multidimensionality and camplexity of thought
structures; and the use of logleal and principled thinking. The behavioral
and motivational manifestatiéns of these thought structures are'seen to be

quite consonant with the functional characteristics descrited above.

Apparent in the literature is a cautious optimism with respect to

-
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the continuation of development 1n the adult yonxs; Glven a facilitative
environment, personologists and structural paychologists have falth in the
inherent beQ} of the organism to proceed toward psychological matgg}&y{
to tran;cend periods of arrest. That occupation represents a central
means through which this innate pr;ﬁllpOlition can hbe realized or,
conversely, that occupatiodal experience may play a central role in the
arrestation of development and in the demise of relevant indigenous
individual motivational dynamics seems well-rooted in the work of the
occupational psychologists and the life-structure theorists.

Frequently noted during the coufso of the ongoing reviews were the

v

parallel characterizations of 1ife and career passage with passage on the
developmental continuum as defined by psychologists, of‘the mature and
1$mature worker with the psychologically mature and less-than-mature
person. Also noted periodically was the explanatory (predictive) power
of structural theory, in particular of the Hunt CL matching model. Level
of psy®hological development would seem to lLimi\ career progression in
that one may never reach the innovative stagq iflone fails to develop
beyord the 'dependeqé' stage; thus, the importance of developmentally
1nducing (éatching) environments during the inductory and novice stages
of career passage. Some occupational psychologists, notably Hall, Schein,
Hersey and Blanchard; have recognized the problem and have subsequently
developed differe;tiated models to facllitate opgamal career passage.

(Ir. view of the positéa intimate relationship between life passage and
career success, such models should also facilitat?rpelf&actualiza;ion in
life passage.) These models, although developed 1Adependently, are seen
as consonant with Hunt's model of decreasing structure with increasing
psychologicai maturity.

x L 4
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Additionally, one .;nao- in the lltor:bdlo on 1life p...;go and
occupational passage and particularly in the expositions of k&uf.&n. T
where the issue is more directly addresased, that residually 'strong’
péopla (perhaps those who have actualized development at every relevant
point in their lives) will likely bacome innovators (in Schein's sense),
they seem able to tolerate and transcend a falr amount of developmental
inhibition in their surrounds; whereas the 'weak', s0 to apeak, will tend
to become willing or unwilling (disgruntled) followers, arrésted in their
develgfmént toward independence, maintalners of the status quo. It'qould
sepfh that the larger the number of ‘strong’' people in an occupation or
P ion, the more dynaalc ;nd innovative should be the organisational
’climate and, according to theomsy, this more qualitative climate should
in turn facilitate Qrouth-oriented socialization of modﬁars. other things
being equal, Thus 1t seems reasonable td suggest that there 1s a need to
investigate ways and means of facilitating the development of strong
peopfz.in occupations as one means of: promoting currency>and development
of the institution, of facilitating progression on Owens and Steinhoff's
continuum from mechanistic to org;;isnic style. |

With respeqt to teacher 'strength', again one is 1mﬁ;essgd with the
functional similarity between descriptions of 'ideal' and 'mature’

teachers ard those af the mature personality as defined by psychologists.

Desirably competent teachers are frequently characterized in tpfms of
J -

being understanding, warm, and empathic; behaviorally flexible; cognitively

competent; enthusiastic; committed; and seemingly concerned with educa-

tional questions of competence, purpose, and relevance..Thé 'ideal' teacher

would appear to manifest the behavioral characteristics of tﬁc structurally

mature personality and the mature self-actualized pefsonality.
/‘\ :

'~
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However, 1t i1s uniikely that the developnent f teacher ~ompetence
[] J A t S
as usimple us the obtserved overlap tetweern desiravle teacher character-
istlcs and characteristics of structurally mature persons would suggest.

Lendirs complexity ta the issue is Lortie's ohbservation that urlike the

e

~jQ§t@ged careers, as discussed in this review, teaching is unctaced; thus,

lI‘}"-‘there are no temporally corresponding career levels in teachineg. Rather,
the aevelopment of professional maturity (competence) is viewed as
temporally related to a mcre qualitative enactment of teacning, as
exerpiifled in the Fuller model. Higher leve.s of the Fuller model are
conce}%ed with issues that rise Qbove concermn with one's teacher image
ard witr. curriculum; teachers at these higher levels are concerned with
the needs of pupils as persons and Consequently/subsequently with the

B

recevance of educaticnal environme: ts. Pt 1 it not here that the

eilpped thron fralning with tennllory ayiropriate for the nigrer

Leve . rientatisrno--Tor exanple, knowledre and skilli with, res ect o the
Irdiviiialleaci o of irstruction--and assurming 2 er - ronment conducive

Lo osucno ractlice, may be functioning at a high level of teacher develcp-
mert a1 et remain at a4 low {dependent sevel) of psychological dev?lop-

mer.s” I so, it would seem to follow that such a ‘competen* ' ‘eacher
‘l

Woull e timited en seif-renewing atilities,  Sucek issue:s, 1long with the
cinervaticon that there are Yew exemplars of "ideal' d, v mature teachers
to e fount in the teaching population (Howe, 1672; Schultz & Wolfe, 17973)

Jaotify crrcern with ex:l ring tre interstices tetweer, Lre state of
progrescion toward o oo | Lrieal maturity ana teacher professions.

maturity,
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Figure 16 is a simple conceptualization of the areas of conrern A

point of departure for the study described hereln,

L1/ fi )] ’
—3 // r7///// ST

/L /// /// ol

TTTFTTTTT7 A

Psychological Develcopment

Figure 16. A conceptualization.of the problem area of the study.

ir. view of the fact that the study is prébing a virtually unexplcred
area, it seems reasonable to sugegest that thevintent of such a probe
should be as much with the gerneration of hypotheses to guide further
explorations as with efforts to confirm or question a theoretical position.

As indicated in the previous review of the literature, a model which

affords a rapprochement of the areas—-adult structural development
ari tewxcher development--is the Cor.ceptual Level Mateh’ : - of Hunt
(19717. In addition to its seemingly comprenensive a: = vicai
adequacy, CL has been linked empirically to teacher eft.- .cness (in

terms of 'desiratle' teacher characteristics by Harvey et al., 1668 and
Murphy and Erown, 1970) and to capacity to embrace skillc for competercr
(Joyce et al., 1973). Additionally, Hunt has extended and detailed the
model to the demain of teacher education thus prcviding not only an
obiective for socinlization but also some expiicit guidelines for the
formulation and presentation of teacher training expertence.

With technology avallable then a logical flrst step or study woulid
seem to te ar investigation of the efficacy of an inservice teacher
SO0 “-ation program designed in qccord with the Hunt model in relaticon
te tndacenertt of str.:tural elaboration (CL prcgression) ind crogressicn.
ir. level of teacher developmert, as defined and indexed bty Fuller and

Case (1972). 1Ir. vi.w of the mentor relationship, the noae. effect, und



the observation that the new teacher requires a beriod of experience to
'gear up', so tc speak, it follows that in order tc enable 1 measurable
cortemporaneous experimental effect as well as to maximize more generally
any veneflts of the experiment through a possitle 'riprle' effect, the
tarset population must te comprised of relatively experienced teachers.

Further, it seems important to collect as much descriptive data
relevant to the issue as possible in order to enhance or clarify the
experimental results and to contribute toward the generation of further
hypotheses. In view of these purposes, the rather lengthy and comprehen-
sive review of the literature as presented in this chapter seems quite
Justifiable. ) ¢

Having sketched the general theoretical framework and basic rationale
cf 'ne study attention will now te addressed in Chapter III to a more
sp<=-ific delineation and discussion of the ctudy purposes and hyrotheees,

deflinitin of terrms, and instrumentation.
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CHAPTER IIT
THE PLAN AND CONDUCT OF THE STUDY

As stated in the clusing section of Chapter I1I, the general purpese
ot the study was to explore the interstices between the state of
progression toward psychological maturity and the state of progression

ird teacher professional maturity. The intent was as much to enable

weneration of hypotheses.as it was to question or confirm certain
theoretical positlons. The study thus involved both descriptive and
experimental research.

This chapter will (a) delineate in detail the purposes and hypotheses
of the study and discuss the logical and theoretical bases of their
selection; (b) describe the research instruments and the rationale of
seleoctiong (c) discuss the plan of the study and the derivation of the

s*udy groups; and {(d) present the details of the conduct =f +he study.

Purposes and Hypotheses

Siecific Furpose 1: To investigate the residing relation between scores

ottained on measures of psychological maturity as defined by Conceptual

Level theory and as indexed by the Paragraph Completion Method and moral

Judgrent as definedfﬂy\Kohlberg ard as indexed by the Moral Judgment Scale.
SN

As artirculated in ahapter 1T, there appears to be a tasic congruence
or 1t least corpatability between the different maturity prosression \\\-
models even though they are concerned with different areas of personality
development and, in particularszhe upper stage characteristicc would seem
tu share A great deal of commo;afity. This observation would seem to hold
Wwith respect to the cognitive models of Kohlbereg and Hunt. The empirtcil
evidence of such a relationship is, however, not unequivecal. Whereas
Cullivan et ai. (197¢), in a study of groups of teenagers (twelve, four-

teen, and seventeen years of age) found a significant correlation (r -.3&)
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between CL and moral development level (with the effects of age bPartialled
out), Cavanaugh (1976) found that such a positive relationship between the
theoretically similar Schroderian conception of integrative complexity and
level—of moral development did not hold with a sample of college students
(effects of age controlled). In fact, he found that "low'complexity did
not prevent subjects from achieving higher stages of moral development”,
The present study provided an oppertunity to test the following

hypothesis and to examine the consigtency of such a proposed relationship
across the levels of conceptual development.

Hypothesis 1: There exists a significant positive relation between

individual scores on the Hunt measure of Conceptual Level (PCM) and the

Kohlberg measure of moral Judgment (MJI),

Specific Purpose 2: (a) To investigate the residing relation between scores

ottained on the FCHM, a5 3 measure of psychological maturity; and scores

obtained on the TCS, .as a measure of teacher maturity; and (b) To investi-

gate the relation of the Scores obtained on the PCM and the TCS to scores

obtained on the behavioral index of "teaching style', the RJ,

In the review of the literature the observation was made that there
appears to be an overlap between the upper levels on the “inuum of
teacher development and the upper region--independence--on the continuum
of Conceptual Level development,, However, the question of the contribution
of technical éompetence to the advancement of what Fuller and Case consider
to\?e maturity in teaching was also raised. Further, although 1t woulg
seé% logical to expect that both the well-developed person and thq well-
developed teacher would use a more reflective style of teaching than their
lower scoring counterparts, the relatlionship remains virtually unexplored.
Thus, throush inclusior of the behavioral variable of teaching style, an
OPFOrtunity was provided to replicate with experlenced teachers the sole

investigation by Hunt ang Joyce (1967) which probed the relationship
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between characteristiq or usual teaching style and CL Wwith pre-service
teachers. As in the Hunt and Joyce study, the indicatofﬁ&f teaching style
used in this study was degree of reflectivity--i.e. the comparative use of
teacher behavior designed to stimulate higher level student cognitive
activity as;compared with behavior concerned solely with the reception of
information on the part of the students. (It is suggested in the work of
Hunt and Noy (1970) that reflective teaching behavior is related to the
facilitation of CL progression in students and the implicit implication is
that teaching that is persistently at the factual level tends to keep the
Students at a dependent level of development. ) Further, the inclusion of
this variable enabled a gentle probe of the relationship between the
theoretical and the practical.

Specific Purpose 3: (a) To investigate the relative efficacy of a 'Teacher

Mhrichment Experience' program treatment, designed to enhance flexibility
in teaching, and a simple 'Hawthorne—expectancy' treatment upon inducement
of progression in Conceptual Level (as indexed by PC scores) and upon
progression in level of teacher development (as indexed by TC scores) and
the relation of Conceptual Level (CL group membership) to both PC and TC
progression; and (b) To investigate with the Program group (T4) changes in
teaching style, as indexed by the RI (Reflective Index), over the pre-post
time period, and the relation of CL group membership to such performance.

In view of the well-known Hawthorne effect and the possibility of the
operation of the 'Pygmalion' effect (Rosenthal, 1966), plus the implica-
tions of the 'supportive environment', as reviewed in Chapter II, one can-
not predict the outcome of the comparison of the two treatments. Also, as
indicated in the close of the last chapter, there are as yet no sound
theoretical or empirical bases upon which to formulate a hypothesis with
respect to the impact of a program designed to enhance conceptual flexibil-
ity upon the advancement of teacher maturity, such being in part a purpose

of the study described herein,
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Further, the opportunity was provided to lnvestigate the impact of a

pers@nal-growth oriented inservice pfégram upon teaching behavior 16 the
clasaroom, Although one would expect a pre-post increment in RI, the
design of the study did not permit the testing of this expectation in the
form of an hypothesis, '

(Ideally, and as was indicated in the original sﬂuhy plan, the
purposes of the study could have been more adequately addressed if the

contrast group could have been a non-treatment group. )

-, Specific Purpose 4: To selectively investigate the relation of (a) area
N )“(geographic school jurisdiction) to PC, TC, and RI performance for the Tq
group; (b) sex, teacher experience, and teacher training to PC performance

for the study groups; and (¢) course recency and age to both PC and TC
performance for the study groups.

As mentioned in the overview of the study (Chapteg 1), area or geo—
graphic school Jurisdiction was not originally designated as a variable of
concern; however, upon program commencement it became apparent that there
Seemed to be differential responsiveness or receptivity, seemingly by area,
to the program. Thus, althou;h the design was less than 1d§al to permit
an adequate investigation of the role of this variable, in the interests of
Serendipity, it was included for whatever consi&eration Was permitted with-
in the confines of the available study data.

Sex of subject, years of teacher experience, years of teacher training,
Trecency of training, and age, are the usual variables investigated or

controlled in studies of teacher effectiveness, thus they were so included

in this investigation. Following from the review of literature, there was

burposes of the study.



This type of descriptive and summative purpose would seem to follow

.

logically from the foregoing delineation of study purposes. Identification

of the groups will depend, in the main, upon the results of the preceding

analyses.

Ancillary Purpose 5: To discern and describe age g€roup performance

profiles,

’Although age was examined as a factor in PC and Td performance in
connection with Study Purpose 4, the intent was to now view performance
through the lenses of the life-style theorists and thus to sketch age
performance profiles for this particular study sample (i.e. select
teachers), 1In addition to PC and TC performance, RI performance Will be

related to age group.

Reference has been made to the operational definition of some of the
variatbles and it is to a consideration of instrumentation that attention
Will now be focussed.

Instrumentation and Definition of. Variables

Paragraph Completion Method (PcM)

Designed by Hunt and his colleagues to index CL, the Parégzagh

Completion Method consists of six open-ended sentences about topics

related to how one handles conflict or uncertainty and how one thinks
about rule structure and authority relations (Hunt, Greenwood , Noy, &
Watson, 1973). The subject is required to complete each stem (‘-om wi+h
three or four sentences within a three-minute time limit,

Scores (0-3.0) correspond with the CL stage metaphor. A C°
obtained by averaging the highest three scores on the protocol
version of the 'high Jump’ rationale. Scoring requires specials -

raters and is in accord with a 1977 scoring manual (revised editi“

According to the manual, trained inter-rater rellability ranges from

110



111

«79 to .91 for adult protocols.
With respect to the meaning of the scores, the manual states:
CL is a developmental variable and a CL score, e.g. 2.0, has an
absolute rather than a relative meaning. Therefore the variation 1is
expressed in terms of the proportions at each of four levels rather
than by standard deviations. (Hunt, Butler, Noy, & Rosser, 1977,
p. 38)
These four levels (described in terms of learning style or need for
structure) with the corresponding CL scores are shown in Table 1k,

Table 14

CL Score-Learning Style Categories

Learning Style gi?ﬁctzigh Some Less g::iciiizle
CL Score 0-1.0 1.2-1.4 1.5-1.9 2.0+

Source: Hunt et al., 1977, p. 39.

Although the PCM is considered useable--in fact, has been used sever-
al times--with adult subjects, 1t must be acknowledged that the manual
was developed primarily for use with teenage protocols although adult
responses are included. The results (norms) for two separate samples cf
adult education students (graduates) are given as follows:

Percent of Students Requiring Differing Degrees of Structure*

Much Some Less Little
Sample 1 0 14 30 56
Sample 2 3 18 32 47

Construct validity of CL was discussed in the review of literature
section. With respect to the relation of CL scores to IQ/ahility/ achieve-
ment, Hunt reports no significant relation is apparent in homogeneous or
older groups of subjects. Observations across earller age levels leads him

to conclude that:

The specific pattern of relation between CL and ability/achievement

* Selected from Hunt et al., 1977, Table 2, p. 41.



1s that persons very low in ability/ach;;vement are almost always

also low in CL; however high ability/achievement persons vary

enormously in CL, This is the major reason why the relation of C[L

to ability/achievement generally decreases when high ag;iil and‘

university student samples are considered since they ar ess likely
to include persons very low in ability/achievement. (Hunt\et al.,

1977, p. 45

The nature of the subject and the conceptual level of the task, as
discussed in the review of literature on CL, appear to influence the
rela£ionship between academic achievement and CL score.

Hunt (1971b,pp. 38-42) notes that middle ciass subjects generally
score higher than lower class although there seems to be more variability
in lower class samples; and that females tend to score higher in childhood
tut that sex differences seem to disappear by adolescence.

The incidence of delinquency has been found tao be much higher for }ow
CL scorers. CL scores have been reported to be significantly related to
future orientation, non-alienation, and internal control and inversely
related to dogmatism and authoritarianism. A positive relation has teen
found between CL scores and nmoral maturity scores (rv.}b): tetween CL
scores and Loevinger's Ego Developnent Scale® scores (r-.23); and a general
relation (not high) has been reported hetweem CL scores and Sullivan,
Grant, and Grapt's Interpersonal Maturity Level assessments. (Hunt,
1971t, pp. 38-42)

Hunt (19277, p. 42) cites a report of test-retest reliability of r
.67 for a group of college students over a three month period.

Although CL does not change quickly, in a study involving grade nine
students where CL facilitation was the focus of a program, significant CL
scogz increases were otserved over the course of a school year (Hunt, 1977,

p. 51).

Considered in the selection of this instrument for use in the study
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was the possibllity of encountering a celling effect; however, based on
A review of the llterature, it was felt that this would te an-unhtkely
problem with the target po;ulatlon.

The_ggﬂ Wwas used to index CL before intervention and agaln approx-
imateli t year later. All protocols were scored by Ms Rosser, a co-
author of the scoring manual, at the Ontario Institute for Studies 1in

Education.

A copy of the Paragraph Completion Method along with scoring criteria

for one stem are included in Appendix A.

Teacher Concerns Statement (TCS)

Level of teacher professional development was indexed through use of

the Teacher Concerns Statement, a simple measure devised by Fuller and

Cace (1972) that requires the subject to respond to the ques*:-n: "When
you think about your teaching, what are you concerned about?” Coding

corresponds to the six developmental levels of concerrs (as discussed on

pr.81,32) and is in afgord with A Manual for Scoring the Teacher Concerns
Statement (Fuller & Case, 1972).

Although the measure has been utilized* the author of this report is
unawar« of any published material Wwith respect to validity and reliability
other thar that originally presented by Fuller (1969). At that time,
Fuller reported that with her study subjects, 60-64 percent of preservicé
teachers® concerns were at the Phase I and II levels whareas 60-64 per-
cent of the inservice teachers' concerns were at the Phase II to I[II
levels. The sresent study thus provides an opportunity to further
@xplore the use of this instrument with experienced teachers and as a

¢

research instrument, ¢ .

* Personal communication, A. George, Director, The Research and
Development Center for Teacher Educattion, The University of Texas at
Austin.
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The Teacher Concerns Statement (TCS) was used to lndex level of

teacher devalopment before and after intervention. All.protoéols were
f&ed by Ms Case, co-author of the scoring manual.

A copy of the Teacher Concerns Statement, an ‘Overview of the

Concerns Codes', and illustrative examples of one code are presented in

Appendix B.

Moral Judgment Interview (MJI) '
Originally designed by Kohlberg to derive s stages of moral judg-

ment, the Moral Judgment Interview (with subsequent refined, content and

scoring) was used to index level of moral dézelopment in thils gtudy.
Although the test purportedly consists of nine hypothetical dilemmas
representing conflict between legal-social rules and human needs, most
studies have utiliged only a few of the dilemmas because, according to
Kohlberg (Tracy % Cross, 1973), level of moral Jjudgment can be reliably
assessed f;om fewer ltems, thus reducing the qmands of task administra-
tion, responding, and scoring. However, toward the end of dériving
maximally discriminant items, Kohlberg seems to be constantly révising
both content and)scoring. In addition to posing a quastion of the
comparavility of the interpretation of results across past studies that
have employed tée instrument in different forms, as noted by Kurtines &
Groif (1974), such a situation presents a real problem to researchers
contemplatiﬁg the use of the instrument. For example, ln the planning
stages of the present study the most recent available version of the
instrument was in a format consisting of two forms: A and B, with two
dilemmas each, dated March, 1976. However, upon submission of the pro-

tocols to the Harvard Center for Moral Development and Education for

scoring, the researcher was informed that an "o0ld" version of the test
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had been used and consequently there was 21 question of score validity.*
(The most recent revision of the test was enclosed, dated July, 1977.)
Although oral Interviews conducted by a skilled, speciélly tralned
interviewer is the preferred method of administration--a procedure which
enables probing and clarification of response--an unpublished gulde
prepared by the Center states: '"Written interviews are adequate for

correlational studies using more than 50 to 75 subjects whare the subjects

-

are college students, adults, or literate high, school students.*™ Thus
it was feit that for the purposes of this study, the written form would
ve sufficlent and most convenient.

Although in the past,different methods of deriving a moral judgment
score have bean reportedly used (Kurtines & Greif, %97“; Lake, Miles &
Earle, 1973), currently (at least with respect to the scoring of the
protocols for the study at hand) two methods are used at the Center:

Each issue 1s scored separately by using a scoring manual. A total
score 1s calculated for each issue where material has been found.
Points are assigned as welghts depending on whether the score is a
pure match or a guess and whether the lssue 1s the subject's chosen
or favored issue or not. The scores are then multiplied by the
number of weighting points and averaged. This provides a Moral
Maturity Score (MMS) which ranges from 100 (pure stage 1) to 500
(pure stage 5). In addition a Global score is also calculated. A
ma jor stage is determined by identifying the modal stage of reason-
ing. If another stage represents more than twenty percent of the
subject's reasoning, 1t is considered a minor stage and 1is indicated
by parentheses. For example, “L(3)" represents a major or modal
stage 4 and a minor stage 3. A score of 3/l represents a tie for
modal stage between stages 3 and Ly

*Personal communication, Dr. in W. Berkowitz, Center for Moral
Development and Education, Harvard University

*%'How to Interview', unpublished manuscript received from the Center
for Moral Development and Education

»*#*Eycerpt from a letter recelived from Dr. Marvin W. Berkowitz, Center
for Moral Development and Education

B e
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~ To return to further'lsauos of validity and reliablility, inter-
rater reltability for prétocols\is reported to range from .83 to .93
and test-retest reliabillty from .65 to .80 (Lake, Miles, & Earle, 1973).
Internal consisterny( in terms of correlations across items) seems
to have improved from eafly.reports of .31-.75 to correlations in the
.80's more recently (Lake et al., 1973). For small samples, predictive
validity studies have shown correlations of .72 between scores at age
16 ard the mid-tiwentles; .92 between scores at ages %3 and 24; and ,88
between scores at ages 16 and 24 (Lake et al.,, 1973). :
Although Kohlberg has ofifered some evidence in support of the in-
variant stége sequence, such evidence is not considered at all conclusive
by such ar authority as Deanna Kuhn (1976) or by such critics as Kurtines
~—=und Sreif (19%4). Moral Judgment scorﬁl (however derived) have been
found to correlate positively with CL scores, with Loevinger's ego develop-
ment scores for adolescents (Sullivan et al., 1970) and adults (Lambert,
1972) as well as with Erikson's ego identity status (Podd, 1972).

. @
Tomlinson-Keasey and Keasey (1972) found a genegal relationship between

formal operations and moral judgment, - )

Although Kohlberg's framework does not require that moral reasoning ‘
be related to moral action, he does suggest that there should be some
relationship. Some such support has been found in studies relating moral
developmen't to cheating (Schwartz, Feldman, Brown, & Helngartner, 1969),
to student activism (Haan, Smith, & Block, 1968), to obedience (Milgram,

1963), and to teachers' patings of children's moral consciocusness and

fair-mindedness (Lake et al., 1973).

Form A of the Moral‘lgggpent Interview was administered to all study

subjects prior to intervention. All protocols were scored by Dr. Marvin
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W. Berxowite 1t the Center for Moral vevelopment and Education at Har—ard

A copy of the Mcral Judagment Interview (MJI), ic included .
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Craracreristic or usual teacning sty.e was defined and indexed ir tne
study Ir the nmuarner of the Hunt and Joyce (1907) study- - 1.e. throusn the
uo= “f a 'Retflective Index'. Fror a four-category coding systerm that nad

N R . N b 7 .. . -~
ceen origiraliy desligned ty Joyce (Joyee & Harootunian, 173¢

~r

to quantifiy
teacner behavicr relevant tc 'Conceptual Systems Theory', ore category--

Irforration--was selected as appropriate for definition of +he reflective

pattern. of teaching. The five sub-categories for "Hand.ir.

]
—
I
L)
C
8]
3
ae

Wrltr, qccordirg 4o Hunt oand Jeoyee (19£7) are "ordered TOUSILLY O

rellorr lve-siructured dimer ot or troclude the following:
I-1 M"Helis crild evaluate intormation, raise Nyl otnieses, maxe

inferences, defire cr advarnce protlems."”

I-~¢ "Heirs child find information '; Asks child to vbtserwe or

speciliate; Helps child toward self-expressiorn.

cstions studernt  for precise answers.

1
{
)

~

I-4  Jives informiticon (makes statements).

-5 aives conclusions { dellvers an opinion, states a criteri.n,

=

defires 4 protier’,

2]

nothe manner Sf Hunt und Joyee, reflectivity in *eachirnes was detired
J ] J "

ac e totas of -1 g I-o tehaviors divided by the teota. numrer ot

tenaviurs codea For o tre Inf o reation category (times 100).

Althongr osnorns can te coded live (Simon & Eouyer, 1570), dn v
presernt Stuay (o Ln o troe rtoard Joyee study lessons were taped Dyt
Sutect and sutritted £ or oluter codire, The taped lessons were then

transcrited ard the transcripts coded irdependently by *we traired raterc.
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A urit of communication was defined 1s one teacher communication orn
one topic and addressed to one audience.
An inter-rater reliatility of .87 was reported for the Hunt and Joyce
v
]
study.
Teaching style was rated for the 'Teacher Enrichment Experien~"

group only, before and after intervention.

A copy of the coding criteria from the Manual for Analvzings the Oral

Communications of Teachers (Joyce & Harootunian, 1967), explanatory

.

material on 'Levels of Cognitive Activities' as they reiate tc the

reflective-structured continuum (from 'The Teacher Innovator Intera on
Analysic System' descriptive material*), and a sanple coded protoco¥ are

included .in Appendix D.

Defiri-isn and Assessment of Other Variables
Information with respect to sex of sut ject, age, yearc of ‘eacher

tralrlieg, years »f teaching experierce, and school Jurisdiotionyl aren
“ii. rollected through use of a study registration form (see Appendix £).
[nformation with respect to recency of training was ortained Ly way of a4

5tudy ending questionnaire, \\\§\\

)

orally, in regard to the 'Teacher Enrichment Experience' zrougp,

o

Add i+
boervitions were made with respect to the facilitative provisions made ry
the wrea wdnministration--i.e. in terms of cn-the-ct ‘time all.%ted {:.r
shee o0 Ly seminars--as one indicator of supportiveness and hosstl 1y
elated to study receptivit

t

fe 'Teacner Enrichment Expe. e’ Definition

"te intervention prosram, desisned in accord with Hunt's matchilne
- ’ b}

‘el for tescher tralning, was termed a1 'Teacher Enrichmert Expericnce'

-

*Unput.lished material received from Dr. b, Joeyee, Columbta Jniversity.

11&



119

for the express purpose of conveying the idea that it was a program

designed to enhance ard enrich the participart's teaching experience,

>

The program is descrited in detail in Chapter 1V of this report,
. Plar. of the Studvy
a4l 0 the otudy

Desisn and Limitaticrs

Two research aprroaches were used in this field study: a descriptive,
cerrelationa) technique was used to investigate the relationship questions
as posed in first section of this chapter, and a quasi-experimental
techriique was used to Investigate the efficacy of programmed intervertion,
as posed in Ciecifl Pur:.e 3 (see p. 108), Although the original pla:

a
called for a more rigorous experimental design, the exigencies of the fieig
Si}uation clearly precluded its implementatisn and the researcher was forced
tr resort to the ‘nerequiviaiaent control group! design (DEsigx 1¢) or
Camrtell ang Starnley (196£3) whien irciudes pre and PCot testing as we 'l ag
the rariant self-celection of sut ects,

In view of the limitations placed on the study thr- v ge of this
procedure--in particular, questions with respect to the interpretation of
treatment effects-~{cf. Campbvell & Stanley, 1563 ; Christencen, 1 ™) as
well un daty limitations which may well result from the uge of rrojective-
Lty mercires with yet questicnatle validity and reliatility--1.e, the
Poscsicility of considerat e Srror--it was felt that it nignt well be
cencidered an over-extension of the limits Sf the ‘iaty ¢ rely Soiely upeorn
statictiog] Araiysecs.,  Thuo. . tithough rather elatorate statistioni
ANALYoes Wwere performed, Yhe !!;criptive, TETe qualitative analyses of

the dty were considered ‘o te more Appropriate and contritated much

LiWarse 4 tetter understarding of the study resalts,



S l:citation and Description of the Study uroups

[Xaa)

The program group. The participants for the 'Teacher Enrichment

Experience' were selected in the following manner. The general study
plar., including the rationale, was first discussed with the administrator
in chnrze of elementary personnel within the local scheol jurisdictional
N
areas outside the metropoligan Edmonton area. Response at this level
scemed very positive and the administrators cooperated in sanctioning and
n.tifying the prospective schools of the study request and sanctioning
arrarzerents for a similar type meeting with the local schcol leve:
admiristrators. At this meeting the school administrators were informed
of the purposes and plans for the 'Teacher Enrichment Experierice’' and
partizipant eligibility criteria. To be eligible for program partici-
pi*icrn thae teather must, at mininam, be - nis/her third year of teaching
rractice and e in teaching contact with children of the age levels

rres; onding to grades three through six. The administratcr then called

proEram as he/she had briefly described 1t to
-
Tre researcner/program digector talked ra

informally to the
teacher ~rcoups, discussing with tiem the Fuller research with respect to
trhe contrasity °f their position und the lack of distinctive research
firdinrs with respect to the effects of inservice programs and then

[r ceeding to i explanation of the ‘Teacher Enrichment Experience' (see

Apyendir E, hand-out ;ace entitled 'A Teacher Enrichment Experience: Over-

view f the irosram®). It was explained that the program had bteen develop-

ed wit!. experiernced teachers in mind--teachers with extensive teaching

gkii(?«—xnd wis oo designed to enhance 'good’ teaching and, hopefully,

>

to neightern the intrinsic rewards (joys) of the teacning experience,

120



121

Participant requirements in terms of the research context of the study
were discussed--i.e. the necessity of'cooperating with respect to pre
and post program questionnaire completions and the submission of taped
lessons before and after the program as well as the requirement of a
sincere commitreri to complete the study. Teachers who»so elected to
participate in the program then completed a program registration fornm
(see Appendix E).

Thirty-seven subjects were so recruited and distributed as follows:
'10 teachers from Area A (4 schools included); 8 from Area B (3 schools);
10 from Area C (initially all in 1 school, subsequently divided into 2
schools); and 9 from Area D (2 schools included). At time of registration
the numter of participating teachers varied from 2 to 10 per school.

It was felt that the procedures used in subject selection should
Justify an assumption tliat the participating teachers were relatively
cemnitted professionals--'committed' as defined in terms of willingness to
allocate personal resources of time and energy to professional self-

improvement with no expectation of ‘'merit' points.

The comparison group. To ensure group comparability it was deemed

necessary ndbt only to recruit equally as committed +teachers for the

comparison group but also to 'Hawthornize' them in a manner comparable
-

to the program group.

It was the intended plan to recruit comparison group subjects from
the more outlying schools within the same school jurisdictions as the
program subjects. However, and because initlal recrultment efforts had
concentrated on obtaining a program group (in order to get on with the

program), by the time efforts were directed toward recruitment of a

comparison group, news of the program had spread and upon approach to

two school staffs there was a definite indication of an unwillingness to
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Participate without benefit of the program. The following procedure was
then instituted.

Consultants/educators/administrators who had contact with teachers in
other adjacent school Jurisdictional areas were asked to recommend teachers
who might be professionally-minded enough to participate in this study
g&roup. These recommendations were acted upon by bersonally contacting
the teacher and informing him/her that the communicant (from the Univer-
Sity of Alberta) was engaged in a research study involving teachers, that
one part of the study was Concerned with investigating how teachers think
and feel about certain issues related directly or indirectly to teaching
and education, and that he/she had been recommended as a berson who might
make a valuable contribution to such a study. They were informed that
they would be asked to complete two questionnaires at this point and
agair at the end of the teaching year. Of the twenty recommendations
recelved, all agreed to participate. Near the close of the teaching year
the comparison subjects were again contacted and asked to conplete the
questionnaires, the stated burpose of the second measurement being to
enatle a look at stabllity and change in thinking and attituce over the

course of a teaching year.

Delimitatlons

The sample of teachers obtained for the purposes of this study was

considered to be representative of a larger body of 'committed’ teachers--

1.e. of a select group of professionals. Specific findings are thus
applicable only to the defined group.

Conduct of the Study

The study was initiated in the Spring of 1977 with subjects in Areas

A,B, and C, and in the Fall of 1977 with subjects in Area D and in the v

comparison group. Post testing was concluded in the late Winter and Spring
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of 1978 in the sequence of Areas A,B, and C in February and March, and

Area D and comparison group subjects in May and June.
Pre and post testing was conducted during lunch and after-school

hours. The Paragraph Completion Method (PCM) and the Teacher Concerns

Statement (TCS) were administered in one session, on an individual school

v

basis, to all subjects. Pre testing for the program group included another

session for the Moral Judgment Interview (MJI). In view of a rather

negative response to the instrument from this group, it was felt adviseatbtle
to discontinue further use of the instrument. During the intervening
period between questionnaire taking and program commencement (10-14 days),
the program group subject submitted a tape of a lesson--a lesson with which
they felt comfortable and thought was rather reflective of their approach
or style of teaching.

The format of the 'Teacher Enrichment Experience' called for an
initial time block of about 2%-3 hours for a core seminar and subsequent
shorter periods of time (about 1 hour) throughout the year for short
seminars to be held at the pleasure of the participants (about ! per 'free'
teaching month). The researcher had, upon completion of program registra-
tion, approached the administration of school area with respect to arranée-
ments for the conduct of the programewith the following result. Core
seminars for participants in Areas A and D were conducted during school
time (elther morning or afternoon) withh teacher relief from the classroom
provided; the Area B core seminar was conducted on teacher private time
after school; and in the case of Area C, in lieu of difficulties involved
in relieving so many teachers from the classroom in one school, an after
school seminar was combined with a dinner paid for by the local school
board. A%1 subsequent short seminars were held during lunch or after

school hours at the participating school.



CHAPTER IV
THE ‘'TEACHER ENRICHMENT EXPERIENCE'

Purposes and Objectives

The ‘'Teacher Enrichment Experience', an inservice program designed
by the‘researcher specifically for experienced teachers, was the mode of
intervention used in this study to investigate the possibility of inducing
both progression on the Conceptual Level continuum and progressicn on the
continuum of teacher development and to thus probe the interstices ’
hetween these two states of development.

With respect to the ‘teacher training' aspect, the program was based
upon the belief of Hunt (1972) that 'ideal’ teachefs, certainly teachers
who possess the requisite technology if not a high level of CL development,
are necessary for the purposes of inducing student CL progression and
efficient contemporaneous learning. The program was modelled in accord
with the guidelines developed by Hunt for the selection of teacher
training objectlves, content, and procedures. The primary purpose of the
experience was to enhance and intensify the teaching experience through
a process involving sensitization (with respect to self, the nature of
students, behaviors, educational environments, and the inter-relation of
these components in the educational experience); exposure to the availa-
bility of various kinds of educational environments and behavioral
acquisition of selective skills and strategies; and, hopefully, an ultimate
selective incorporation and reintegration of knowledge, skills, and ideas
at a more functionaily competent and personally satisfying level. Thus,
i1t seemed reasonable tc expect that wit! “he given program focus there
might well Le a facilitative effect upon progression on the teacher

development continuum as defined and indexed by Fuller and Case (1972).

4 h
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With respect to the CL development aspect, neot only the content of

the prcsram with its emphases on enlarging repertoire but also the mode

of prcgram presentation, which was based on Hunt's environmental-CL optimal

'mismatch’  conceptualization, were so designed for the express purpose

of facilitating progression along the CL developmental continuum.

“  Rationale of the Program

Definition of Teacher Effectiveness

Basic to the program 1s Hunt's definition of teacher effectiveness:

Teacher effectiveness is , . . the capaclty to radiate a wide variety
of environments, to select from this variety a specific environment

to be radiated towards a particular person or group of persons (with
the alm of producing a particular behavioral outcome), and to shift
from one environment to another under appropriate circumstances.

(Hunt & Sullivan, 1974, p. 279)

Hurt's Trainineg Objectives

Following from the foregoing objectives, Hunt (1972) generated a

frarmework of training objectives which in turn served as the basis for

selection of experlences for the 'Teacher Enrichment Experience'.

Table 15

Hunt's Training Objectives

Definttion of Objective

Objective
Skill in discrimination To discriminate between
environments
' EE K,
Skiil in radianng To radiate a variety of
environtrients cuvironments

E,:
E,:
E
Skill in flexible modulation

from one rnvironment to

another

Code: £ = Environment
8 .+ Behavior
P = Person

Source: Hunt, 1972, p. 53.

To discriminate between
behaviors

B,/8, 3,

To radiate that environment
which will produce a specific
bch.]vlnr

E,: -+ 8,
E,: ~ 8

To shift from one
enwironment to another
under appropriate
circumstances

(Time 1} E,: P, — B,
(Time 2) E,: P, ~ B

To discriminate between
persons

PP, Py

To radiate that environment
which will produce a specific
behavior from 4 particular
pcr!on

E,. P -8

E,. Py -+ B,

After Hunt, 1966b
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The Selection of Experiences and Mode of Presentation

The theoretical framework of the study provided for three core com-
ponents which focussed on the development and enhancement of the three
training objectives as delineated in Table 15:

Core Component I: Skill in Discrimination
Core Component II: Skill in Radiating Environmerts

Core Component III: Skill in Flexible Modulation

Thus, in relation to professional training, experiences were selected
not only on the basis of their contribution toward the enhancement of
knowledge and behavioral repertoire but also on the basis of their contri-
bution to the process of "sensitizing" teachers to "read" stu&g;\i and to
"flex" (modulate) to these perceived needs (Hunt, 1976a). The core program

components included the following material:

1. Personal sensitization activities or making the "implicit"

"exprlicit", It is the contention of Hunt that "when teachers become aware
of their owr ideas or theories, they are more able to ~onsider alternate

theories” (1977, p. 15).

2. Hunt's Conceptual Level Theory and his matching modei. This

material provided a basis for the recognition of individual differences
beyond the usual age and ability differences as well as provided a tasis
for the recognition and use of different environments (in terms of structure)

ard thus for the coordination of P, B, And E.

3. Levels of cognitive activities. rMaterial included here--as related

to taxonomies--provided a basis for the recognition and use of different

levels of cognitive discourse, learning activities, and learning objectives.

“. Joyce's Models of Teaching. This material served as a sulstarntive

5

tasis for the purposes of increasing repertoire and, for the teacher, as a
way of differentiating instruction. Two models were introduced as part of

the core program, two were suggested by the particlipants, arnother participant -
Suggested model was optional (was not processed by 4l participants), and

a few teachers workad yet independently on another model of their choice.
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5. Learninggggg‘!;!ﬁand contracting. This material provided still
another basis for the coordination of B, P, and E.

Qith respect to communication of the program, the objective was to
"practice what was preached" and conversely "preach what was practiced”.

As stated by Hunt,

To preach what he practices, a theorist communicates with practi-
tioners bty his actions as well as his words. When you do what you
are suggesting others do, you are most likely to influence what they
do. This increased effectiveness of a theori;}'s preaching what he
practices may be partly due to his providing the practioner with an
opportunity to "model"™ or imitate his behavior. However, more

important . . . is the practioner's experience of how a client might
feel. (1677, mimeographed copy)

Thus, the program consultant attempted to "read" and "flex" to the
needs of the participants, and encouraged and supported their efforts to
chart and develop their own personalized programs.

The mode of prooram implemer tation was in accord with Hunt's
Matoning Model relevart tuAthe developmental objective and contemporaneous
functioning. Ar attempt to modulate structure was made through semirar
presentations in terms of provision of information, questionine, and
sgggestion of activities., Modulation of complexity was attempted through
sequencing and selection of acQEvities. The inte:t of such modulation

Wwais to keep "the amount of structure .

. . somewhat less and the amount of
tack complexity . . somewhat greater than what is optimal for achieve-
®

nent” (Joyce, 1972, p. 16).
In keeping with the theoretical ideal, an attempt was made to create

arn 'interdependent environment' and the expectation was that the partici-

pant would get cut of the experience what he/she was willing to put into

1t. Thus, although it was expected that the teacher would make this a

'latoratory’' experience (as discussed at time of registration), there was

no direct attempt to monitor the extent of idea usage or skill develop-
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\

.
ment of the teacher 1n the classroom apart from the feedback provided by
the interaction analysis of lesson activity (performed in connection with

determining the participant's 'Reflective Index').

The Procram: Content and Procedures

Corn Component I: Skill in Discriminatlion

Ot jective: To enhance the skill of the teacher ‘o 2iscriminate
bLetweer varlous kinds of students (with an emphasis on CL discrimination),
tetween varlous educational environments (with an emphasis on structure),
and btetween vardious behaviors (with an emphasis on cognitive levels).

Format. Sensitization activities and the conveyance/acquisition of
‘new' substantive material was accomplished through a major core seminar
(2% hours duration) and a follow-up individual session with each teacher

held within the next 7 to 10 days (approximately 1530 minutes duration).

Core seminar experiences.

1. Orientation activities: Making "implicit"” theories and ideas

exp.icit". The following are variations of the Role Construct Repertory

(RET) test of Kelly, 1955, bp. 219-26€6. /

Pupil classification (The Fox and Lippitt, 1964, adaptation of the

REP test). The teacher was asked to write the names of her/his students,
each On a separate card, in advance of the seminar ses§ion. She/he Was

then asked to sort the set of cards into as many groups as occurred to her/
him as she/he thought about these students (*--:e sorting). iShe/he was then
asked to record the main organizing ideas ir-.nd which the piles were sorted
and to give descriptive titles for each plle. The procedure was repeated
about three times in“order to exhaust their list of characteristics-in-use.

Post activity discussion was at the pleasure of the participants.

Classification of classroom practices (Fox & Lippitt, 1964). The

teacher was asked to suppose that a visiting teacher from Russia had en-
gazed her/him in conversation about school practices ™ this country. She/
he was to assume that the visitor knew very little about Canadian teaching

practices and was particularly interested in learning about mental health
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conditions in the classroom and what the teacher considered to be good
conditions. The teacher was asked to list as many ideas as possible for
the visitor and, subsequently, to group them ind asslgn priority ratings.
A similar set of cards was then generated with respect to practices
and conditions deemed by the teacher to be conducive to effective learning.
The teacher was then asked to note any connections or relationshlps
gpat she/he could see between the mental health variables and the con-

ditions for effective learning. Discussion followed the notatlon of such
relationships.

Classification of behaviors (Suggested by Hunt & Sullivan, 1974,

p. 278). The teacher was asked to respond (list in writing) to the
question: "What are those things students do or say that make me feel
that I am succeeding?" The responses wWere subsequently grouped, descrited,

and assigned a priority rating by the teacher. Dlscussion ensued.

Matching (Suggested by Hunt, 1976b, p. 9). After the teacher had
identified her conceptions of students, environments, and behaviors, she/
he was then asked to put them in relation to one another in response to
the questions: "Which approach seems to work best with this kind of
student?" and "What are the likely outcomes from this approach with this

kind of student?" Discussion ensued.

2. Substantive material. The orientation activities were followed

by an explanation and discussion of Hunt's conception of CL development
and his contemporaneous and developmental Matching Models (with accompa-
nying handout printed material excerpted from Hunt, 1975b) and Joyce's
levels of cognitive activities (see Appendix D).

3. Bridging activities. The core seminar was concluded with an

activity that required the teacher to re-sort her set of cards containing
the names of her students according to their learning style or the amouat
of structure they required in the learningigstuation.

A brief explanation was given of the ;gle of the taped lesson
activity (which had been submitted prior to the seminar), ‘'models of

teaching', and learning centers and contractjing in the foregolng concept-



1)0

ualization and, the ensulng program.

Individual sensitization and feed-back session on teaching style.

The purpose of thls session was to alert and inform the teacher of
what she/hé was already doing naturally, as demohstrated_by his/her taped
lesscn, to facilitate CL development in students. Following a reference
to 'levels of gognitive activities', as discussed In the core seminar and
as outlined on the nand-out sheet, the focus of the session was on an
explanation of the coding grid and the derivation sf the Reflective Index
(see Appendix D).

In preparation for the next Segment of the program, coples of Joyce .

and Weil's Models of Teaching (1972) and a hand-out sheet on 'Models of

Teaching' excerpted from some prepublication material supplied by Joyce*

.

were distributed to the® ticipants,

Core Component II: S Radiating Environments

e teacher's skill in radiating environments

Objectixe: To ex

to include the behavioral capacity to radiate a variety of environmen@s
and to present the same lesson in a variety of instructional ferms; to
radiate ar environment or employ a model which will produce a specifjied
behavior; and to radlate an environment or employ a model which will

produce a specific behavior from a Particular person.

Format. A basic acquaintance with the various teaching strategies
was accomplished through independent study of printed matertal and through
seminar sessions, each seminar being devoted to the processing of one
Strategy. Model use and extent of mastery in the classroom was left en-
tirely to the teacher although there was provision for discussion of
experiences prior to the commencement of the rext seminar topic.

Teaching strategies included in the program. 'Synectics' and the

"Inquiry Training Model', both from Joyce ard Weil (1972) were presented

*Thethand-out sheet 1is avallable from the author of this report,

A



as the first two mogdels, at the discretion of the program consultant,
Tabza's 'Induntive Teaching Model' and Tlasser's 'Classroom Meetirng Model

(Joycc & Weil, 1972) were presented as requested by all bparticipants and
3
L

H

Sirmulation' which was requested by only a few was thus an optional model
fier e other groups.* There was some independent study of other models--
e.#Z. Behavior Modification--and the consultant supplied materials from the
University Litrary for the interested teacher. Learning centers a;d
contracting in the elenartary school were presented to all groups, at the
discretion of the consultant,vand multl books and materials were made

avallable to the teacher in connection with these stratesics.

Core Component III: Skill in Flexible Modulation

Obiective: To enhance the skill of the .teacher - . duLdate Ylext:

tc the individual needs of the students.

Format. Other tha: in the context of seminar d4i. SUorand Wit
respect tc individual discussions upon return of the post ;: —. Yo
lesson, the enrnirncement of this skill was the independer* : . ...: .i the

teacher, **

Fost rroeram taped lesson., At the end of the program the teacher

Was agaln asxked to submit a tape »f a _esson with which she/he felt
confortitle ind which was deemed +o be rather reflective of her/his
<teaching style, Following analysis, as in the ‘pre program lesson, the
tape and codiry grid were returned to the teacher and discussion centered
arcund the queztion: "Lo you feel that there has beer any change in your

N B . s
teaching style sSince the time of the first taped lesson? If so, what dc

-]
X

*Samples of hand- out materials used in connection with the processing
of these models are avallatie upon request from the study consultant,

**The origina. pluan called for the use of the 'Adaptability Index' of
Hunt (1970) out as the program unfolded it was considered inadviseable to
implement use of the instrument with these experlencedMteachers.,

&
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you feel has changed?"

Conclusion

At the close of the last session {as above) the participants ‘were
glven an opportunity to articulate their thoughts with respect to the

program (see Appendix E). Arrangements were made for the completion of

the final research questionnaires.



CHAPTER V
PRESENTATION OF RESULTS: DESCRIPTIVE AND STATISTICAL ANALYSES

“The results of the study will be presented in the order of the
stated purposes, as delineated in Chapter III, with the exception of
Specific Purpose 5 which is concerned with the discernment and description
of group profiles with respect to residual and change characteristics.
Such profiles will be sketched when appropriate as the analyses of the
central variables proceed.

Before proceeding directly to the presentation of results, information
with respect to protocol scoring and coding as well as blocking procedures

for the purposes of analyses will be presented.

Information With Respect to the Scoring and Coding of Protocols and

Blocking Procedures Used in Analyses

PC Protocols. All PC protocols were scored by Ms M. Rosser, a conjoint

author of the scoring manual, and thus scoring is assumed to be reliable
and commensurate wWith previously reported reliabilities. For purposes of
comprehensive analyses, PC scores were blocked in accord with the categories
so delineated by Hunt and his associates--i.e. subjects who scored 0-1.0
were assigned to Cly; 1.2-1.4 to Clzi 1.5-1.9 to CL3; and 2.0 plus to Cly.
TC Protocols. All TC protocols were scored by Ms C. Case, co-author of the
scoring manual, and thus scoring is assumed to be reliable. Subjects who
scored zero were included .in the score vector for purposes of central

4
analyses but were exciuded for certain stated contrast purposes. For
purposes of}statistical analysqs the discrete TC levels (0 through 6), as
delineaggﬁfzy Fulleé and.Case (1972), were utilized.
RI Protocé?s. Two traired raters independently coded all the transcribed
rrdtocols. Reliatllity was computed to be .30 on percentage of reflective

1 3 3 A
G
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teacher communications. ‘

MJ_Protocols. All MJ protocols were scored at the Center for Mbral

Development and Education, Harvard Univeristy, by Dr. Marvin W. Berkowitz,
staff member, ir accord with the latest scoring proceddres, and thus the
scoring is assumed to be reliableX For purposes of statistical analyses,
and because of the heterogeneity of designations wilthin stages, numerical
values were assigned to the designated points (stages) on the continuum,

Other Variables

Sex and course recency were bil-categorical assignments in this study.

A recent course (Bﬂ} én)b)ect was one who was currently engaged in a Univer-
sity credit coursé or‘uho “had been so engaged within the last three years.

For purposes of correlation, teacher training entries were in years

of training (lncluding half years); for purposes of blocking, two categories
were used: (1) up to and including & years of trairing, and (2) 4.5 years
and over (post degree).

For purposes of correlation, teacher experience entries were inu_rs;

for purpocses of blocking, three categories were used: (1) up to and
including 9 years of experience, (2) 10 through 19 years, and (3) 20 years
and over,

For correlational purposes, age entries were in years; for blocking
purruses, four categories were used: (1) up to and including 29 years of
age, (2) 49 through 39 years, (3) 40 through 49 years, and (4) 50 years
and over,

Entering Characteristics of the Study Sroup(s)

Wwith Respect to the Variables of Concern to the Study .

The purpose of examining entering characteristics was twofold: (1) To

enable the sketching of residual performance levels of 'select' teachers

* The protocols were rated by Dr. Berkowitz to be of 'poor' quality.
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Wwith respect to the variables of psychological development and teacher
development (considered separately aqbthls point) and, where possible, to
compare these profiles with the norms of other populations; and (2) To
compare the two study groups (T1 and T2) in terms of entering character-
istics in order to provide context for the analyses and interpretation of
results.

Description of the Program Group (T1) on MJ
"

The distribution pattern of the 33 scoreable protocols with respect
to designated points on the MJ continuum 1is shown in Table 16.
Table 16

MJ Scoring Pattern of Program Group

Stage N Percent of Sample

Stage 1 0 : 0

Stage 2 0 ? 0

Stage 2(3)* 1 3.03
Stage 3 3 6.06
Stage 3(4) L 12.12
Stage 3/4** L 12.12
Stage 4(3) - 14 42 .42
Stage U " 24 .24
Stage 5 0 0 0 .
Stage 6 0 0

33

* (n) indicates the minor stage
#%/ indicates a tie

It is noted that no subject in this sample scored above the Stage L
level which, according to Kohlberg, is the modal general population level.
In comparison with the distribution pattern of collece students reported by

Cavanagh (1976), 66% of the present sample scored in the 4(3) and 4 stage as
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compared with 15.4% of the college sample. (Cavanagh also found no subjects

scoring in Kohlberg's upper level Stages 4 and 5.)

Description of Study Group With Respect to CL and TC Level

The distribution of the gtudy subjects with respect to the purported
need for structure, as indicated by PC scores, is shown in Table 17.
: Table 17

CL Group Distribution of Sample

Need Much
G 2 SR N
() & () % % (n)
Program Group (Ty
(n=34) (10) 29  (11) 32 (7) 21 (6) 18
Comparison Group (T2)
o e ar20)” (3) 15 (&) 20 (9) 5 (&) 20
Total Sample
(n=54) (13) 24.1  (15) 27.8 (16) 29.6 (10) 18.5

A comparison of these percentage distributions with those reported in
other studies of college and university subjects (see 'Norms for Learning
Style--Adult Sample’', Appendix F) suggests a lower proportion of CL3 and
Cly subjects and a consequent higher proportion of CL{ and CLz subjects in
this 'select' group of experienced teachers. In fact, the norms for this
group are more comparable with the 'Alcoholics in Treatment' group!

With respect to treatment group distribution, it is noted that 61% of
the T1 group are classified as CL{.2 as compared with 35% of the T2 group,
leaving only 39% in the upper two levels for T{ as compared with 65% for Tp.

The comparative categorical distribution of the study groups with respect
to level of teaching concern is given in Table 18, 1In comparison with
Fuller's report of 60-64% of inservice teachers scoring at Phase II-III, 93%
of this group scored at these levels, the relative proportions at each Phase

level being 7%, 26%, and 67% respectively.



Table 18

TC Category Distribution of Sample

Phase 1 ° 11 : I1I
Level 0 : 1 2 3 : 4 5 6
(n) % (n) 2 (n) % (n) % (n3 £ (n) £ (n) %
Ty (n=34) (3) 9 () 12 (6) 18 (11) 32 (10) 29 -
T2 (n=20) (1) s (2) 10 (2) 10 (5) 25 (9) 45 (1) s
Total (n=54) (4) 7 (6) 11 (8) 15 (16) 30 (19) 35 (1) 2

With respect to discrete study group TC distribution, it is noted

that 42% of the T{ group are classified as Phase III as compared with 75%
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of T2 or, more selectively, at Levels 5 and & the incidence of T1 subjects

is 29% as compared with 50% of the T2 subjects.

PC performance,

Thus, as was evinced for

there is a higher proportion of high performance TC sub-

Jects in T2 than in Tqy.

®
The means, medians, variances and standard deviations for each study
L

group on PC and TC pretest performance are given in Tatle 19.

Table 19

Means, Medians, Variances, and Standard Deviations

for Study Groups on PC and TC Pre

Standard

Mean Median Variance Deviation
T4 PC (n=34) 1.45 1.28 .22 L6
T2 PC (n=20) 1.55 1.53 .13 . .35
T1 TC (n=34) 3.70 4,02 2.16 1.47
T2 TC (n=20) 4,21 L.® 2.85 1.69

An examination of the PC me ..

1
skewed distribution for the T{ & -

two independent means ylelded a nosu

> and medians indicates a positively
A t-test for a difference between

Miflcant t value of .43 (df-s52).
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Although the variance and standard deviation are both slightly greater
for Ty than for T3, a homogeneity of variance test indicated that there is
ne significant difference in score dispersion for the two groups,

With respect to comparativ; group levels on TC, it is noted that the
mean of Ty falls within Level 3 whereas the mean of T2 is within Level 4.
Again, a t-test indicated no significant difference in TC scores between
the two groups (_E value=1,20, d4f-52),

Although the variance and the standard deviation are slightly higher
for T2, a homogeneity of variance test agaln indicated no significant
difference in score d1§persion for the two groups.

Program Group (T1) Ferformance on Pre RI

The residual mean percentage number of teacher communications above

the factual level was 22.94% for this 'select!' group of teachers.

Characteristics of Study Croups on Selected Study Variables

Teacher experience, teacher training, and age. A summary of the

relative composition and descriptive statistics for each study group with
res,ect to teacher experience, teacher training, and age is given in

Table 20. P

There would mewm to be little variation between the" two groups with

respect to teacher experience, half of each group has experience up to and
including nine years.

With respect to teacher training, the T{ sroup contains a much higher
proportion of teachers with & years and under than does Tz, the ratio of
teachers in each training category being more equal.

-,

. With respect to age, 1t is noted that T{ contains a higher proportion

of older subjects than does T2--the proportion of people over 50 years belng

T2 1s 6 years less “han Tq.

more than twice that of T2. The median age ig
[4
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Homogeneity of varilance tests indicate no Significant difference on

any »f the three variables.

Sex and recent course work. A summary description of the two &TrOours

With respect to sex and recent/nou recent course Wwork 15 given in Table 21,
Table 21

Entering Characteristics for Study 7roups:

Sex and Recent Course Work

Sex Course Work
Male Female RC NRC
(n) % (n) % (n) % (n) %
Ty (n=24) (8) 23.5 (26) 76.5 (14) s1.2  (20) s8.8
T2 (n=20) (5) 25 (15) 75 (?) 35 (13) 65
(13) (41) (21) (33)

With respect to Sex, approximately three-fourths of Loth groups are
females. With respect to recent courses, a slightly higher Froportion of
the Program Group (T1) appear to be so engaged.

Description of Program Group by Area

In view of the fact that this group was drawn from four distinct areas
and that there was observed differential supportiveness on the part of the
area administration, consideration of the contributing characteristics of
the area participants would seem to be an important factor in the consider-
ation of Program Groué performance. It should be noted at this point that
one subject withdrew from Area A (reason: pregnancy) and two subjects with-
drew from Area B (reasons: too busy).

Characteristics of T1 area participants: CL, TC, and RI. Tabple 22

is a summary of the relative contributions of the four areas with respect
to CL, TC, and RI Pre program performance,

With respect to CL, it is noted that Areas B and D have ro represen-



tation in CLy with Area C contributing four of the six subjects. Also

noted is that eight of the nine participating Area D subjects fall within

CL1-2. The PC mean for Area D is also the lowest mean,
Table 22

Entering Characteristics of Ty Group by Area: CL, TC, and RI

A. Entering CL Mean
CLq CL2 CL3 ClLy
N A (n) % (n) % (n) # (n) #
Area A 9 26.5 (3) 30 (2) 18.3 (2) 28.5 (2) 33.3 1.5
Area B 17.6 (2) 20 (1) 9 (3) 42.9  (0) o 1.4
Area C 10 29.4 (2) 20 (3) 27.3 (1) 14.3  (4) 66.7 1.5
Area D 26.5 (3) 30 (5)4s5.5 (1) 14.3  (0) o© 1.2
3L (10) (1) (€] 8)
B. Entering TC «
Phase 1 Phase I1 Phase T11
(n) % (n) &% (n) %
Area A (0) o (5) 50 (L) 19 3.7
Area 3 (0) o (2) 20 () 19 4.1
Area C (1) 33.3 (2) 20 (7) 33.3 3.9
Area D (2) 66.7 (1) 10 (6) 28.6 3.3
3) (10) (1) ;
C. Entering RI
Area A 24,8
Area B 21.0
Area C 23.5
Area D 21.8

*Proportion of Program iroup -
With respect to entering TC, it is noted that Area C is the highest
contritutor to Phase III and Area A has the highest mean. Again, Area D

ranks low with o contriuuﬁkun of two of the three Phase I subiects and

with the lowest mean score>\\
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With respect to eptering RI, 1t 15 noted that Areas B and D evince the

lowest means, Area A the highest.

Table 23 represents 1 summary of the comprising area groups with respect to

Characteristics of Ty urna_garticlpants:‘ESeleCted study variables,

teacher exverlence,

teacher training

!

prle 23

and

age.

Entering Characteristics of T{ Group by Area:

Teacher Experience, Teacher Tralning, and Age

Area
Area
Area

Area

o Q w >

QO W

@)

w3

)

|®)]

A. Teacher Experience
- 10-19 20+
N S @) % () %
9 (6) 35.3 (2) 22.2 (1) 12.5
6 (5) 29.4 (0) o (1) 12.5
10 (3) 17.6 (4) 4.0 (3) 37.5
(3) 17.6 (3) 33.3 (3) 37.5
€¥2] ) [©))
B. Teacher Trairing o
-4 yeatrs L+ years
(n) % (n) %
(5) 20.2 (&) w0
(&) 16.7 "(2) 20,
(7) 29.2 (3) 30
(8) 33.3 (1) 10
(245 (19)
C. Age
-29 years 30-39 L0-49 50~
(n) % (n) 4 (n) % (n) %
(#) 50 (2) 25 (o) (3) 27.3
(1) t2.¢ (3) 37.5 (2) 28.¢ (0)
(1) 12.5 (1) 12.5 (5 ~t.» (3) 27.3
(2) 25 (2) 25 (¢ (s) 4s.4
) 87 77 (1T

Mean

9.4
9.8
15.9
15.0

14

2

)”

3.5
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With respect to teacher experience, it is noted that the majority of

Area B subjects have up tb and including 9 years of experience (5 out of 6

- e ————

subjects); out of Area A's 9 subjects, 6 have relatively little experience
also.

With respect to teacher training, 8 of Area D's 9§?ubjects have
training up to‘and including 4 years and it is noted that Area A contributes
LO% of the advanced training subjects in the program group (T1).

A pattern which parallels that 3{ teacher expexdence for Areas A and
B-is noted with respect to age; Area A contributes 50X of the young age
group, Area B 1s not represented in the oldeat age group. Area D tends to

have a bimodal distribution with no representation in the LO-49 age group.

With respect to sex distribution and recency of cqurse work by area,

the pattern is shown in Table 24.
Table 24
Entering Characteristics of T1 Group by Area:

Sex and Recent Course Work

Sex Course Work
Male Female - RC ~ NRC

(n) % (n) % (n) % - £n) ’!‘ . PR

v

Area A (2) 25 (7) 26.9 () 2.4 - (6) 307 -
Area B (2) 25 (&) 15.4 () 28.6, . (2) 10 7
Area C (3) 37.5 (7) 26.9 (3) 218 (@ 35 v "
Area D (1) 12.5 (8) 30.8 (Q) 28.6 "“‘QS)' 25 . .?
. . in L.y d

T8) (287 wy- 5 L@y, |

4}. .

- S
From Table 24 it 1s noted that 8 out of the 9 ji
.

Y
T

paxticipants

are females; Area B contrlbuted the smallest proporf;bn f NRC subjeats.
Ll N

The foregoing description of sample characteri&ﬂ?ésfwill'be utilized

in the consideration and interpretation of study r

is now addressed.

v

L

>
3

re .
{ts te which ?ttentlon
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Results in Relation to Study Purposes and Hypothesesa

Study Purpose 1: To investigate the residing relation between scores

obtained by subjects on the PCM (as an index of Hunt'a CL) and corresponding
scores obtained on the MJI (ag an inde: of Kohlberg's moral judgment lavel),

~
The Investigation in this respect was directed by the following

hypothesis:

Hypothesis 1. There exists a significant positive relation between

individual scorés on the PCM and scores on the MJI.

T

As noted in the immediately preceding section, no subject scored
above the pure stage 4 level on the MJ scale, therefore MJ scores that
are considered statistically to be high scores are in fact medium MJ scores,

.

A Pearson r betiween MJ scores and PC pre scores Ylelded a significant
3
positive correlation of ,421 (2(.0?).
A one-way Analysis of Variance performed on the MJ scores of the
four 2L groups indicated a tendency toward CL group differences (B .12),
as summarized in Tabl; 25.
Table 25

-

Summary of One-way Analysis of Variance: CL Groups on MJ Scores

LA —~x - " .‘r"
a
Source S.S. . -M.S. D.F. F ho)
CL Sroups 10.5659 ‘ 3.5220 "3 2.1231 A2
Error ' W 7895 1.6589 27

A Bartlet-Box Test of Homogeneity of Group Variances indicated a
significant difference in group variances (p=.05). These differences are
reflected in the scatterplot, Figure 17, in which the frequency of MJ
scores by CL group is shown.

From Figure 17 1t is noted that high CL subjects also scored at the



upper end of MJ sample score range but that low CL scorers ranged across

the MJ score range. This observation 1s in accord with the finding of

Cavar ..zh (19706).

2.7 1
2.6
2.5 1 ,
Cly 2.4
2.3 1
2.2
2.1
a i_o 2 1
j
S -2 1 2 1
S 1.8
. ° 1
Cu} 1.7
4 1.6
1.5 1
1.4
" 1.3 2 3
Cle 1.2 1 1 1 1
1.1
~ CLy 1.0 1 1 P 2 L 2
2(3) 3 3) 34 u(3) &
[MJ Score®

Figure 17. Scattercran of MJ scores by CL groups.

m
Iy

hus, with qualifications, there is some support for the posited

re.a’ . . ~etWween MJ and CL, such a relation being most consistent at the

upper scoure ranges.

Study rurpose 2: (a) To investigate the residing relation between scores

otrained on the PCM, ac a measure of psychological maturity, and scores

ottaired on the TCC, as a measure of teacher maturity; and (b) To investi-

gate tne relation of the scores ottalned on these two develoupmental indices

tc scores

©htaired on the behavioral index of 'teaching style', the RI.

Tre residing correlation between TC and PC scores was found to te

small and not significant for T{ (r=.112), somewhat larger but still not

significart for 7o (p .4231:  und not significant for the combined sample

.<23). (See 'Correlati.: Matrices for all Variatles, Table 73,

vppendix FL)
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However, a one-way Analysis of Variance on the TC scores of the four
CL ¢roups indicated a trend toward CL group differences (2 .07), as
“sunmarized in Table 26.
Tatle 26

Surmary of One-way Analysis of Variance; Groups on TC Fre Scored

Source S.S D.F. F p
L Sroups 15,6404 5.22 3 2. 5% .07
Errcor 102.7051 2.05 50

The descriptive statistics with respect to the TC scores of the CL

groups are given %n Table 27.

\
~

Table 27
Treatment Group Distributions, Means, Variances, and

3tandard LDeviations: CL lroups on TC Scores

TC Distritution
Phases I, 1I Phase ITI

Ty(r) To(n) #* T1(n) Tu(n) % Mean Variance S.D.

€L113) (5) (2) 53.8 (5) (1) L6.2 2.95 3.6110 1.9003
-

%inc) (3) . (1) 2¢.7 (8) (3) 73.3 4.0 2.0011  1.414e
n-ois

%§31c (2) (2) 25 (5) (7) 75 L.3k 1.1440  1.0696
Cly; (3) (0) 30 (3) (&) 70 L.12 1.5773  1.2559

(n--10) .

*% of CL group N
From Ta-le 27 1t is roted that there is an increasing proportion of

Fhase II1 concerns wilth increasing CL level from CLy through CLy, the

patterm belrg troken ty Cly. A Scheffé Multiple Comparicor. test indicated

group differences between CLq and CL} at-p=.99. A homogeneity of varlance



.

test indicated no significant differences in group variances.

An inspection of the visual repgyssentation of TC scores by CL groups
according to treatment group indicates an interesting performance differ-
3 ” -
ernce (not of statistical significance) between T1 CLL and T2 Clyg (see

Figure 18).

TC
NN WWW W WWWWWW EEFEFFEEEEFN

NWE NNV ORNWF ROV ORNWFEFNO~N OO O

4 i 1 L A
Cl4 CL, CLj Cly
Figure 18. TC scores by CL group for each study group.

Although there seems to be somewhat of a discernitle pattern when
TC performance 1s related to CL groups, there also appears to Le some
interesting variatility evinced.

With respect to the residing relation of RI to PC and TC performance,

as indlcated in the 'Correlation Matrices for all Variables' (Appendix F),

14
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the correlations were small and not significant (E’:OS and r—.276 for pre
PC and TC respectively). A~one-way Analysis of Variance on the RI scores
of the four T{1 CL groups indicated n§ significant group differences, as
sur;marized in Table 28,

Table 28

Summary of One-way Analysis of Variance: T{1 Groups on RI Pre Scores*

Source sS.S M.S D.F. F » p
CL Groups 328.9844 " 109.66 3 .53
Error 5970.894 5 205.89 29

*Ire scores of 33 Ss

Examining the patterning of the three variables in another way, this
time considering only the high or ‘*top' scorers on the Egﬂ_(i.e. Cly's)
ard Ln the TCZ (Levels 5, 6), three groups are identifiable: High PC only,
Hiz:: 7C only, and Jointly High PC and TC. The distribution of these groups

for 71 and T2 together with the T{ RI scores is given in Table 29.

Tatle 29

Pre Distribution of 'Top' Scorers for T1 and T2 and Respective RI's for Ti

T1 % of % of
Total N Top N o>
N (N=54) (N=24) T1 RL

Higyn FC (W) 11.8 (1) 5 5 9.3 20.8 30.3

Hich 7C (8) 23.5 (6) 30 14 25.9 58.3 27.4

Jointly High  (2) 5.9 (3) 15 5 9.3 20.8 18
(€] (10Y 2L

The Hizh PC iroup ranged‘ﬁp TCMscores from 2.0 through 4,0; the High
TC Group ranged on FC scores from 1.0 through 1.8. Thus, although there is

an overlap for a certaln group of subjects, high PC scores do not seem to
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assure high TC scores nor vice-versa. It is interesting that the Jointly
s
High group had the lowest mean RI, the High PC group the highest RI.

Study Purpoce 3: (a) To investigate thelrelative efficacy of a 'Teacher

Enrichment Experience' program treatment, designed to enhance flexibility

in teaching, and a simple 'Hawthorne-expectancy' treatment upon inducement
of progression in Conceptual Level (as indexed by PC scores) and progression
in level of teacher development (as indexed by TC scores) and the effect

of Conceptual Group level (CL group membership) upon both PC and TC pro-
gression; and (t) To investigate with the Program group (Ty) changes in
style of teaching, as indexed by RI {(Reflective Index), over the pre-post
time period and the relation of CL group membership to such performance.

PC performance. As shown in the 'Correlation Matrices for all Variables'

(Appengi%.F), the correlation between pre and post PC for T4 was r=.525,
signiﬁigaﬁt at p=.001; for Tp, pre and post PC correlation was r=.325 and
waslgot significant. ’

A two-way Analysis of Varilance involving pre-post PC scores (repeated
measures design) vy treatment group, the results of which are summarized
in Tatble 30, indicated a significant interactive effect of treatment group
and pre-post (p=.03); a significant treatment group effect (p=.026); and a

most significant pre-post effect (p=.000006). %

The mean scores, variances, and standard deviations for each treat-
ment group are presented in Tatle 31 and Figure 19 is a visual represent-
ation of these resultg.

It is apparent that T, (the Comparison group--the Hawthorne-expectancy
treatment) did better than T{ (the Program group--the Teacher Enrichment

Experience treatment) on overall PC performance.



Summary of Two-way Analysls of Variance:

Table 30

150

Treatment Group by PC Pre-Post

Source

Between subjects
Treatment groups
Error

Within subjects
Pre-post

Treatment group
x Pre-post

Error

Means, Medilans, Variances, amd Standard Deviatlons

for Treatment Groups on PC Pre-Post

Mean

Pre Post

T1 1.45 1.62
T2 1.55 1.98

P
5.2L47 .026
25.525 . 000006
4,763 .03
Standard
Deviation
Pre Post
46 42
.35 .30

A e N

Figure 19. PC pre-post performance by treatment groups. i&ia
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PC performance in relation to CL group. The data were analyzed 1n

several ways for the purposes of examining thiS)relationship.

Firstly, analyzing Pre-Post scores (repeated measures) in the context
of each treatment separately, two-way Analyses of Variance indicated that
for T{ there was a very significant CL group—Pre—fost interaction (2:.006)
along w most significant CL group effects (p=.0000002)--which might well
have be@xpected in view of the CL blocking technique. T4 Pre-Post
effects were not significant. For T2 the analysis indicated that in add-
ition to the CL group-Pre-Post interaction (2=.03) and CL group effects
(25.00006) there was a significant Pre-Post effect. These analyses are
summarized in Table 32.

Table 32

Summary of Two-way Analyses of Variance:

CL Groups on PC Pre-Post for Each Treatment Group Separately

Source S.S. M.S. D.F. - F P
T .
Between subjects
CL Zroups 8.087 2.696 3 28.891 . 00CCocCs
Error 2.799 .093 30
Within subjects
Pre-post 209 .209 1 2.963 .095
CL group .
x Pre-post 1.066 .355 3 5.047 .00598
Error S2.112 .07ch 30
5 n
Zetween subjects
CL Groups 2.332 777 3 15.338 .000C0s8
Error .811 .051 16
Within sutjects
Pge-post 1.878 1.878 1 33.728  .0000275
CL greup
x Fre-post .6e8 .20G 3 3.763 .032
Error _-’ﬂ.891 . 056 16
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The relative performance of the CL groups for each treatment is

shown 1n Figure 20.

2.3
2.2
2.1 _CLy—
2.0
1.9
1.8
1.7
2 1.6
1.5
1.4
1.3 c
1.2
1.1
1.0
Pre Post Pre Post
T1 To

Figure 20. Comparative PC performance of CL groups for each treatment.

-—

Noted is the performance regression for T1 CL} and Cly. It is inter-
esting to observe that when the 'developmental' score (the sutject's higher
score) is substituted for the regressed score, there is no difference for
T (performance scores = developmental scores) and on a two-way Analysis
of Varlance involving treatment group on PC Pre-Post, the only significant
effect remaining is that of Pre-Post (see Summary of Two-way Analysis of
Variance: Treatment Group by PC Pre-adjusted Post, Table 74, Appendix F).
As 1t stands, T2 CL groups all 4id better than T{ CL groups.

Approaching the problem from the perspective of 'change' scores, a
tWwo-way Analysis of Variance involving Treatment group by CL group on PC
change scores indicated significant main effects of Treatment group (p-
.002) and of CL group (p-.0005). These results are summarized in Table 33
and the visual pattern of change score performance 1s shown in Figure 21.

Within the context of each treatment analyzed separately, one-way

Analyses of Variance on change scores by CL group also indicated significant
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CL group effects for both treatment groups (T{ p—=.006, Tz p=.045). These
analyses are summarized in Table 34, Scheffe Multiple Compariscn tests
indicated significant differences between CL{ group and CL3 group (Er.Ou)
and vetween CL1 and Cly (p=.04) for T1 only.

Noted‘again 1s the superiority of Ty for all CL groups. Also noted 1is
the pattern of a1minishing returns with increasing CL, the pattern being

more marked for T1 than for Tp.

Table 33
Summary of Two-way Analysis of Variance:

Treatment Groups by CL Groups on PC Change Scares

Source S.S. M.S. D.F. F p
Treatment groups 1.40809 1.40809 1 10.7874 .0019
CL groups 2.80376 .93k 59 3 7.1599 .0005
Treatment group

x CL group . 090398 .03013 3 .2309
Errors 6.00443 .13053 L6

' 4
.8
. 7
5o ls L
L
© .3 p
.2 FNE
5 Y '
’c [
© .0
2 -1
.2
CLq CL, CL3 CLy
-4

Figure 21, CL groups by treatment on PC change fﬁoxes.



Table 34
Summary of One-way Analyses of Varlance:

CL Groups on PC Change Scores for Each Treatment Group Separately

Source S.S. M.S. D.F. F p

T1
CL groups 2.1277971 .71 3 5.04 . 006
Error 4,222778 14 30

T2
CL groups 1.1203327 .37 3 3.35 O S
Error 1.7816620 .11 16

Finally, one-way Analyses of Variance on Post scores for each treat-
ment separately indicated CL group differences for T1 but not Ty (see Tatle
35). Scheffé tests indicated that Ty CLy differed from 71 Cly (EE.OB) and

Ty Clz differed from T{ CLy (p=.05).

Table 35
Summary of One-way Analyses of Variance:

CL Groups on Post PC Scores for Each Treatment Group Separately

Source S.s. M.S. D.F. ¢« F o)
T4
CL groups 1.6607361 .55 3 3.85 019
Error 4.3086090 L4 30
T2
CL groups .23582458 .08 3 .83
Error 1.5216522 .10 16

Thus it appears that T2 was better for all CL groups; the performance

pattern 1s one of diminishing returns with higher CL and markedly so for

Ty.
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TC performance, As shown in the 'Correlation Matrix for all Yariatles®

(Appendix F), the correlation between pre and post TC for T{ was small and
not significant (r-.255); tor T2 pre and post correlation was r—.665 and
wis stgnificant (Q'.001).

A two-way Analysis of Varilance involving Pre-Post TC scores ({epeated
measures) Ly treatment group, the results of which are summarized in Taule
36, indicated no significant effects of treatment grour or Pre—Post;

The mea"rcores: medians, varilances, and standard deviations for
each treatment group are presented in Table 37 and Figure 22 is a visual
representation of relative performance. It 1s noted that whereas the
med ian was raiéed at post for T1 it was lowered for Tp. Homogenelty of
variice tests indicated {a) a difference in variability between T4 and To
Post scores at p=.10 on a two-talled test (F=2.66, d4f=33/15) and (v) for
T{ a Pre-rcst difference at p 10 (=172, df :32),which represents an
increase in variance, and for T2 a Pre-Post difference at pr.001 {t-4.931,

df 1%),whicn represents a decrease in varilance.
L3

Tabtle 36

Summary of Two-way Analysis of Varlance: Treatment Sroup by TC Pre-Post

Source 3.S. M.S5. D.F. F p

BetWween subjects

Treatment groups 3.378 3.378 1 1.111
Error 158.052 3.039 52
Within sutjects
Pre-post . 780 780 1 . 538
Treatment group
x Pre-post 464 6l 1 . 320

Error 75.380 1.450 52
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Table 37
Means, Medians, Variances, and Standard Deviations

for Treatment Groups on TC Pre-Post

Standard
ﬁean Median Variance Deviation
- Prg¢ Post Pre Post Pre Post Pre Post
T1 3.70 4,02 4,02 L.79 2.16 , 2.85 1.47 1.69
Ty L4.21 4,25 4.95 4,70 2.10 1.07 1.45 1.03

-

.5
Lk
o3 I F
4,2
4.1
2 39 .
3.8 P
3.7 .
3.6
3.5
Pre Post

Figure 22. TC pre-post performance by treatment groups.

Figure 22 shows that T1 did do better although not statistically so.

It is interesting to note that when the TC scores are ad justed to
extlude all 'zero' scorers, the picture changes dramatically. A two-way
Analysis of Variance involving non-zero Pre-Post 7. . cores by treatment
group, the results of which are summarized in Table 38, indicated a
significant Treatment group by Pre-Post interaction (p=.04), the form of
which is portrayed in Figure 23.

The elimination of zero subjects appears to have minimally affected

T2 whereas T{ was quite markedly affected.
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Table 38 S i '
Summary of Two-way Analysis of Variance: 'Y . -
. - l -
Treatment Group by Non-zero TC Pre-Post

a - x'\%
Source S.S. M.S. D.F. F . ] d '

Between subjects ' »
Treatment groups .181 .181 1 127
Error 64,103 1,425 4s
Within
Pre-post - 1.524 1.524 1 2'8911
Treatment group
x Pre-post 2.356 2.356 1 L,477 .0399
Error 23.683 . 526 45
L.8
4.7
4,6
4.5
bk T
4.3
e u4.2 A
4.1
4.0
3.9
3.8
Pre Post

Figure 23. Non-zero TC pre-post performance by treatment groups.

TC performance in relation to PC scores and CL group. As with the

residing correlation pattern, the post PC and TC correlations were very
small (r=.015 for Tq; - .060 for T2) indicating no consistent pattern
between the two post variables. Interesting though, is that for Ty, TC
post correlated significantly with PC pre (r-=.386, p=.05); for T2 the

pattern was r=.35% which failed to reach significance. g
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¥

When TC Pre-Post performance by CL group . examined in the context
of each treatment separately, two-way Analyses aof Variance indicated

slgnificant CL ganaﬁeffects for Tz“gz.OB) and group effects approaching
s @

significance for T1 (Q-.O?S?). These results are summarized in Table 39.

Table 39
'
Summary of Two-way Analyses of Variance:

0

CL Groups on TC Pre-Post for Each Treatment Group Separately

Source S.8S. M.S. D.F. F P
£S5 ’
Between subjects
CL groups 21.205 7.068 3 2.533 .0757
Error 83.719 2.791 30
Hi%P;n subgects
Pre-post 2.979 2.979 1 1.505
" ocL group
" x Prgewpost 4,387 1.462 3 . 739
Error 59.396 1.980 30
T
. ~Petween subjects
CL groups 2Lk.253 8.084 3 3.994 .0267
Error 32,385  2.024 16 .
Within $ubjects
. Pre-peést .032 .032 1 .0k6
ot CL group :
) x Pre-post , .775 .258 3 - .372
N Rrror 11.118 .695 16

A three-way Analysis of Yariance (Crossed design) which included -
treatment group by CL group on TC Pre-Post scores, the results of which
are summarized in Table 40, indicated significant main effects of CL

group membership.

TC means are summarized by group in the presentation of Table 41 and

Trepresented visually in Figure 2&4.



Summary of Three-way Analysis of Variance:

Table 40

Treatment Groups by CL Groups on TC Pre-Post

159

Source S.S. M.S. D.F, F p .
Between subjects
Treatment groups .gu93oz 249302 1 . 09877
CL -groups 38.7305 12.9102 3 5.11498 1,01
Treatment group i :
x CL group 3.82973 1.27658 3 .50578
Error 116.104 2.524 L6
Within subjects
Pre-post 1.35239 1.35239 1 .882235
Treatment group
x Pre-post SPH797 CTHTI7 1 L52394
CL group
x Pre-post .732827 244276 3 .1593 5k
Treatment group
x CL group .
x Pre-post 2.97433 991444 3 L6712
Error 70.514 1.532913 L6
Table 41
.E'e and Post TC Means by CL Groups for Study Groups
T1 To Joint
(n) Pre _Post (n) Pre Post (n) Pre Post
CLy (10)  3.14  2.90 (3) 2.33 =2.87 (13) 2.95 2.93
CLp (11)  3.92  3.96 (4) 445 440 (15) 4.06 4,08
CL3 (7) s.24 5,01 (9) 4.2 4.49 (16)  L4.33 4,72
Cly, (6) 3.62 4,72 (4) 4.88 4,58 (10)  4.12 4,66
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Filgure 24. Compﬁ&a‘#ve TC performance of CL groups for study groups. -

The pattefq of differential performance displayed in Figure 24 is
intriguing. Firstly, the CL1 groups are consistently low TC performers.
Secondly, the CL3 and Cly groups, who “avinced regressed means on the post

PC, increased quite noticeably for T{ but appeared not to perform well under

{
To. I

»

One-way Analyses of Variance on Post TC seores by CL gnqsis for each

treatment separately, the results of which are summarized in ble 42,
-

indicated a 'near-miss' for CL group effects for T1 (25.056);|jof€P2§n2r;10. o
o .

»
. L cr . *&
“- -
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-*
(A Scheffé test indicated differences between T{ CL1 and T1 CL3 at p~.095.)
»
Table 42
Summary of One-way Analyses of Variance:

CL Groups on Post TC Scores for Each Treatment Group Separately

jf
Source S.S. M.S D.F. F P
Iy
CL-groups 2131.5234 210. 51 3 2.82 . .056
Error 7560.7422 252.02 30
12
CL groups 676.64453 225.55 3 2.48
Error 1456.3086 - 91.02 16

Homogeneity of variance tests indicated no significant differences on
the TC Post scoré variances for the T2 CL groups but significant differences
(chi square = 16.0724, p=.0011) were ev}nced in vartability for Ty CL groups,

The variances and standard deviations for the groups are presented in

Tatle 43. ‘ ..

Table 43

TC FPost CL Group Variances and Standard Deviations for Treatment Groups

T1 TZ'
(n) Variance S.D. (n) Variance S.D.
CL1 (10)  51.9389 2.2790 (3) 22.5334 2.2790
CL, (11)  25.4456 1.5952 (&) 5.8000 L7616
CL; (7) 4.0145 .6336 (9) 9.6863 * 9842
Cly (6) 2.0170 491 (&) 1.8917 L4349
—

P
For T1, the amount of variance is seen to decrease as CL 'increases,

Interesting is that when TC scores are adjustgg:to exclude zero

.
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sut jects (pre and post), two-way Analyses of Variance on each treatment o
separately (see Table 75, Appendix F) indicated a significant Pre-Fost
effect (F--11.163, p=.0027) for T4; a three-way Analysis of Variance involv-
ing Treatment groups bty CL groups by TC Non~zer; Pre-Post indicated a
sigrificant Treatment group by Pre-Post interaction (F=4.93¥6, p-=.05)
(see Table 76, Appendix F). T{ in this context performed better thar Tp,
CL group effects were erased. An examination of the six zero T1 sut jects
shows that 4 of them were CLy and 2 were CLz; 1 zero T, subject was CLq.
Such a distribution explains the Pre-Post effect for Ty, the interactive
effect (treatment x pre-post) and the moderating effect upon CL group
differences.

In sum, 1t appears that the CL{ ~roup had the lowest TC mean and
evinced tge greatest variability. Low PC su® jects in T4, seemec somewhat prone

to 'striking out'

_groups who did n 3 6rm well on Post PC did make a nore favorable
showirg with respecy to TC Fost.

RI pétformaqge for Ty (Teacher Enrichment Experience program). The

’

corfolation betwgen pre and post RI was found to be r=-.406 gsee 'Correlation
Matriceeefor all Variables', Appendix F) and is significant a:_p:.OS.

A one-way Analysis of Variance on RI Pre-Post (repeated measures), the
results of which are summafized in Table 44, indicated a significant

difference betweer. the two sets of scores (BF.OOOB).
Table 44

Summary of One-way Analysis of Variance: RI Pre-Post

£ 4

Source 5.5, M.S. D.F. F o)
Yre-Post 2600.4180 2600.4180 1 16,6801 . 0003
=fiT or 4521.0820 155.89937 29
2
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The pre RI mean for T4 was 21.57, the post mean was 34.73.

Rl performance in relatioh to PC scores, CL groups,and TC scores. In

keeping with the already cited re;idual patiern of low and not significant
correlations of RI with PC and TC, post RI correlations were also low
and insignificant ( r=-.186 between RI post and PC pre; r=-.068 between
RI post and PC post; r=-.040 between RI pre and PC post; r=.226 between
RI post and TC pre; ;?.gﬁu between RI post and TC post; and r=.284 between
RI pre and TC post).

With respect to the relation of CL group membership to RI performance,
a two-way Analysis of Variance indicated a possible trend toward CL group

effects (p=.09), as shown in Table &

Lt '
L Table &5
-4
Summary of Tuo~r‘b Analysis of Variance: Ty CL Groups on RI Pre-Post
. y T
e
- r ¥ — &
Source aS5.5. M.S. .. D.F. F P
i S
Between subjects . -
: ”
CL groups 2214.049  “738.017 ‘).7 2.379 ;09
Error 8066.512 310.250 26, e N
Within subjects '
Pre-post 1690.602 1690. 602 1 11.345 . 0024
CL group ’
x Pre-post 911.457 303.819 3 2.039
Error ) 3874, 520 149.020
”»

Figure 25 is a visual representa?ion of CL group performance on
RI. The comparatively low residual QI levél of Cl4 and the subsequent
pcor performance is poted. With respect to CI4, it is to be noted at this‘
point that the number of subjects was reduced to 4 (2 subjects did not
complete post RI's), 3 of these subjects were from Area C and were In the

rx

LO-49 age grouﬁ.'thua focussing attention on the relation of area and
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ar{ age to study group performance. (Analyses of these variables will
follow in a subsequent section of this chapter.)
L 4
RI pre
) RI post _
]
z

Clq } CL2 CL3 : Cly
Figure 25, RI pxke and post performance for Ti CL groups.

i
The pre and post meQ.ns in relation to Figure 25 are, respectivelys

" ~

CL1, 23.2 and 36.4; CL2,186a.nd33?. CL3, 26.2 and 46.0; Cl4, 19.3 and

16.8. o

~In on'ler to present a Lonprehensive profile of 'top' scorers, the

X

role of s*d:’d varia.bles will now be oxa.minod. )
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Study Purpose 4: To selectively investigate the relation of (a) area

(geographic school jurisdiétion) to PC, TC, and RI performance for the Tq

group; (b) sex, teacher experience, and teacher training to PC performance
" v

for the study groups; and (c) course recency and age to both PC and TC

performance for the study groups.

-

Area. The contribytion to CL groups by area was discussed in the

o

section on entrance characteristics and it was noted that all areas did not

v

contribute proportionately to these categories, thus results need to bg .
’ -y

examined with respect to 1rea. It will be recalled that there were no SR IO
slgnificant residing effeots of area on PC Pre.

A two-way Analysié of Variance involving area groups on PC Pre-Post,
the results of which are summarized An Table 46 indicated no significant
main effects of area but did reveali§v§!gnificant 1nter&ctive effect of

area and Pre-Post (p=.038). . ,gr

Table 46

Summary of Two-way Analysis of ¥fariance: Area @roups on PC Pre-Post

% — tﬁ
Source S.S. * M.S. ». D.F, F

P
- N\
Between qubjects i
Area groups 1.014 .338 3 1.102
Error 9.203 . 307 30
Within subjects ‘3
Pre-post «359 «359 1 4,415 Ol
Area group
x Pre-post <775 .258 3 3.179 .038
Error- 2.437 .081 30
: . T
The Post PC means by area are as follows: A-1,64; 371.27; C-1.7; and

P
D-1.7. Figure.26 is a visual representation of these results.

- .
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PC

Pre Post

Figure 26, PC pre]eost.performance by amea groups.

From Figure 26 it is noted that Area D started lowest and ended the
_a%ghest Area B regressed slightly in post performance It will be recalled
from Figure 21 (p. 153) that the CL1 and CL, groups evinced the greatest
increases in PC scores and further that eight of the Qine area D subjecty
were CL1/2 subjects (see Table 22, p. i“i)t thus the performance of area D,
as de’monstrated in Figure ’, .is to be expected. There would appear to be
a confounding of effects. With respect to the poor performance of area B,
the picture 1s more complex. Three of the six subjects’wefe Cl3's with one
of three evincing a slight increase,but it is noted that only two of the
remaining Ty CL3 group member: evinced a PC Pre-Post increase (f.from A, 1
from D)., However, the CLy and 1L, group subjects from area B also did
poorly, thus suggesting a possi-ly real area ‘B poor performance,

With respect to area and TC Pre-Post, a two-way Analysis of Variance,
the results of which are summarized in Table 47 1indicated no aignificant
effects of are; nor of interaction. The pre—;ost means respectively by area
are: A-3.69, 4.%1; B-4.12, 3.33; C-3.87, 4.27; and D-3.26, 3.79. Although
not of statistic;l significance, the high start of area B and the 1owffinish

is of interest.
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Table 47

Summary of Two-way Analysis of Variance: Area Groups on TC Pre-Post

Source S.S. M.S. D.F. F P

Between subjects

Area groups 3.457 1.152 3 336
Error 102. 741 3.425 30
Within subjects

Pre- post . 779 779 1 .396
Ar.‘

Pg:—post , 5,683 1.894 3 .963
Error- » 59.032 1.968 30

. . »

LY
With resped‘ to area and RI Pre-Post, a two-way Analysis of Variance

indica"ﬁ‘n significant area by Pre-Post interaction (IF O4), as shown in
-’

Table wg.
R

‘.

Table 48

,Sumﬁary of Two-way Analysis of Variance: Area Groups on RI Pre-Post

Source S.S. M.S. D.F. F P
—3
Between subjects
Area groups 537.802 179.267 3 .514
ExrTox’ 9068.488 348,788 26
Within subjectis
Pre-post 2876.025 2876.025 1 23.358 .00005
Area group
x Pre-post 1145.224 381. 741 3 3.100 .pu
Exrror 3201.352 123,129 26

-~

The interactive effect is shown visually in Figure 27. The Post Rl

means by area are: A-37.88; B-39.75; C-22.78; and D-41,67.
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Figure 27. RI pre-post performance by area group.

v

is noted that, relative to the other areas, Area C did not perform

.

PR ) .
QQQ&gﬁﬁHowever, seven of the ten area C subjects were from CLz and Cly

groups (see Table 22, p. 141) which were the two groups evincing relatively

poor RI performance (see Figure 25, p. 164), Again there appears to be a

confounding of effects.
In sum, although there is indisputably #ome confounding of effects, :-
Seems reasonable to agsume, on the basis of CL group performance in other

areas, that there is some basis to Justify the relatively poor performance

of area B as evinced on PC scores and as suggested on TC scores.

168



Sex, teacher experience, and teacher training in relation to ¥C

performance.

With respect tu sex, a three-way {crossed design) Analysis of Variance
Involving treatment group, sex group, apd PC Pre—Post,‘ﬁndicated no slgnifi-

cant effects, main or interactive, related to sex, as shown in Table 49,

Summary of Three-way Analysis of Variance:

Treatment Groups by Sex on PC Pre-Post

-

Table 49

Source S.S M.S. D.F. F = B
Between subjects
Treatment groups 1.36431 1.36431 1 5.3289
Sex ‘ .001 564 . 001 564 1 .00610
Treatment group
x Sex 131749 131749 1 . 514604
Error 12.801 . < 5602 50
Within subjects
Pre-post 1.25823 1.25823 14.01459 .01
Treatment group L9 : ’
x Pre-post 364042 364042 1 4,0548
Sex .
x Pre-post .111988 .111988 1 1.2474
Treatment group
x Sex
x Pre-post .0057587 .0057587 1 LO6L 14
Error 4.489 .08978 50

The respective Pre-Post PC means by sex for each treatment group are:

Tt Males-1.46, 1.49; Ty Females-1.4k, 1166; T2 Males-1.66, 2.00; and

Tz Females-1.51, 1.97.

With respect to teacher experience, it is noted that all correlations
between teacher training (in years) and PC for both groups were small and

not significant (PC Pre: r=-.140; PC Post: r=.099) as were correlations

169
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with TC (Pre: r -.022; Post: = ,023), Y

A three-way Analysis of Variance involving treatment groups, teacher
experience groups (up to 9 years; 10-19 years; 20 years plus), and PC Pre-
Post indicated no significant effects, main or interactional, of experience

group membership, The results are summarized in Table 50.

Table 50
Summary of Three-way Analysis of Variance:

Treatment lroups by Teacher Experience on PC Pre-Post

Source S.S. M.S, D.F. F P

Befween subjects

Treatment groups .339096 .939096 3.6131
Experience AL34337 .217168 2 .8355
Treatment group

x Experience .0951168 .O475584 2 .1830
Error 12.496 .2599166 48

Within subjects

Pre-post 2.16246 2.16246 1 22.9843 .01
Treatment group

x Pre-post . 3402246 . 340224 1 3.6162
Experience

x Pre-post 0735374 «0735374 2 3908
Treatment group

x Experience

x Pre-post . 0295988 . 0295988 © .1573
Error 4,516 .09408 48

The respective Pre-

9 years-1.51, 1,64; 10-19 years-1.,40,

For T2 the respective Pre-Post means are:

years-1.55, 1,88; and 20 years plus-1.35, 1,88,

Small and not significant correlatlons were found for B}

- I X
training (in years) and PC Pre (r=-.273) and PC post (r=.092) adtkith TC

Post means by experience group for T{ are: up~to
1.57; and 20 years plus-1,36, 1.64,

up to 9 years-1.62, 2.07; 10-19
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(r=-.160 Pre and r=.010 Post)., For T2, teacher training correlated with

.

r=,407 Wwith PC pre (p=.05); the correlation with PC post was small and not

.slgniflcant (r=.192) as were the correlations with TC pre (r=.2u9) &lﬂ

‘4

TC poat (r=.087).

A three-way Analysis of Variance involving tfeatment groups,
training groups (up to and including 4 years training; 4.5 y“ and
PC Pre-Post indicated no slgnificant effects, main or interact

teacher training group membership. The results are summarizal W Table

51. \'

)
Table 51
Summary of Three-way Analysis of Varlance:
Treatment Groups by Teacher Training on PC Pre-Post
8gurce S.s. M.S. D.F. F *p
[4
ar
Betwgen subjects
Treatment groups .869529 .869529 1 3.6176
Training .853205 .853205 1 3.5497
Treatment® group e
x Tratning .0073053 00730529 1 .0304
Within
Pre-post 1.97862 1.97862 1 21.s5021 .01
Treatment group
x Pre-post 428758 428758 1 4,659, .05
Training
x Pre-post 0231744 0231744 1 " .2518
! v
Treatment group
x Training
x Pre-post . 0004264 . 0004264 1 0046
Error 4,601 . 09202 50

The respective Pre-Post means by training.group for T{ are: up to
M L ’
.

and including & yc&rs-1.38;~1.57; 4.5 years plus-1.62, 1.74, For T£ such

‘ o
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means are: up. to ald including 4 years-1.46, 1.91; 4.5 years plus-1.66,

-
2,06, : T

L3 W,

Course recency in relati 9 PC and TC performance. A three-way

(érossed design) Analysis of Viiignce involwing treatment groups, course
recency (RC: course work within the last three years; NRC: no recent
course work), and PC Pre-Post, indica a slgnificant interactive effect
of all three factors (p< .05) but nﬁn effect of course recency. These

results are summarized in Table 52.

Table 52
Summary of Three-way Analysis of Variance:

Treatment Groups by Course Recency on PC Pre-Post

Source S.s. M.S. D.F. F P .

Between subjects

Treatment groups 1.861213 1.86123 1 8.6224 .01
Course recency .189723 .189723 1 ‘ .8789
Treatment group .

x Course recency 1.47003 .147003 1 .6810
Error 10.793 .21586 50 .2159

Within subjects

Pre-post 1.82683 1.82683 1 21.7428 .01
Treatment group

x Pre-post .209343 209343 1 2.4916
Course recency

x Pre-post . 0687099 . 0687099 1 .8178

Treatment group
x Course recency
x Pre-post 419600 419600 1 Lb,9940 .05

Error 4,201 . 08402 50

4 .
, :Lln the context of each treatment separately, two-way Analyses of

M3
Variance indicated a significant course recency effect faw T1 (p=.01) and

'3
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an interactive effect of course recency and Pre-Post for Tp (p=.04).

Table 53 13 a summary of these results.

Table 53
Summary of Two-way Analyses of Variance:

Course Recency Gréups on PC Pre-Post for Each Treatment Zroup Separately

Source S.s8. M.S. D.F. F P
Ty
Between subjects
Course recency 1.908 1.908 1 7436 .01
Error 8.211 .257 32 7
Within subjects
Pre-post . 562 . 562 1 5.851 .02
Course recency
x Pre-post .105 .105 1 1.089
Error 3.071 . 096 32
To '
Between subjects
Course recency 234 234 1 1.633
Error 2.582 L1433 18
Within subjects
Pre-post 1.270 1.270 1 20.242 . 00028
Course recency
x Pre-post .321 .321 1 5.120 .036
Error 1.130 . 063 18

A two-dimensional representation of these effects is presented in
Figure 28. The accompanying pre and post means are: Ty RC-1.20, 1.46;
T1 NRC-1.62, 1.73; T2 RC-1.77, 1.96; T2 NRC-1.42, 1.99.

From Figure 28 1t is observed that the distance between Pre RC means
for the treatment groups is myrked. (A Tukey test indicated a significant
difference at p=.05; C. diff. .319, df-50,4.) The marked increase of

T2 NRC 1s also apparent. (A Tukey test indicated significance at p=.05;

173
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C. diff.-.319, df=50,4.)

2.1 .
2.0 Y RC —
B 1.9 ~ NRC _ _ _

A 8
2
o

A e
= N W
\\

PC

Pre Post

Figure 28. PC pre-post performance by course recency.

The CL group compostion and area distribution of the RC and NRC

groups are given in Table 5S4, +

Table 54

RC/NRC Compostion by CL Group and Area for Treatment Groups

% of Area
N T Group .CL;y CLg CL3 Cly A B C D
T1 RC 14 41 5 7 2 0 3 4 3 4
T1 NRC 20 59 L 5 5 6 6 2 7 5
T, RC 7 35 0 1. 2
T2 NRC 13 65 * oy 3 4 2

It is noted that the Tl RC group (low Pre PC) contained an overwhelming
proportion of CLq and CLz subjects.(12 out of 14) whereas the T RC group
(high Pre PC) contained an overwhelming proportion of CL3 and CLy subjects
(6 out of 7). Thus, it appeafs there was a selection difference. Although
there was a slightly higher pfoportion of CL3 and Cly subtjects in the Ti

NRC group (CLj's and Cly's being poor pre-post performers) which might
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. . o o p
have slightly mitigated performance, 1t would’ Appeqr that T» NRC's did

- i . °
better than their T4 counterparts. .

With respect to the relation of course rec?ncy fo TC pérformance, a

three-way Analysis of Variance involving treatment groups, eourse recency
8roups and TC Pre- Post Scores, indicated a significart 1nteraction Qf
treatnent group and course recency (p<.0l). These results are sumnarized

-
-

ir Tatle 55, ;

¢

Table 55
Summary of Three-way Analysis of Variance:

Treatment Gr wips by Course Recency on TC Pre-Post

3]
. e § : L
Source S.S. M.S. D.F. F 4p
Between subjects - ) * :

Treatment groups 7.98192 7.98192 1 3.1984
Course recency 2.61304 2.61304 1 1.0470 '
Treatment group

x Course

recency 23.3833 23.3833 1 9.3696 .01
Error 124,783 2.49566 50
Within subjects .

Pre-post 601766 . 601766 1 4006
Treatment group

x Pre-post 142877 . 142877 1 .0951
Course recency

x Pre-post .392811 .392811 i 2615
Treatment group -

x Course regency _

x Pre-post 05244273 . 05244273 1 . 0349
Error 75.115 1.5023 50

In the Context>of each treatment separately, two-way Analyses of
Yariance indicated a significant course recency effect for Tq {P:.001) but

not for T2. These results are summarized in Table 56,
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Table 56
Summary of Two-way Analyses of Variance:

Courseé Recency Groups on TC Pre-Post for Each Treatment Group Separately

- <4 -

Source S.8. M.S. D.F, F P
T - '
Between subjects
'Cburse Trecency 29.244 29,244 1 12.106 .00147
Error 77.300 2.416 32
Within subjects
~Pre-post 1.382 1.382 1 .697 =
Course recency
x Pre-post .259 .259 1 131
Error 63.389 1.981 32
12
Between subjects
Course recency J.OZB 4,023 1 1.525
Error 47.483 2.638 18
Within subjects
Pre-post .010 .010 1 .015
Course recency
x Pre-post . 007 . 007 i .011
Error 11.726 651 18

These effects are represented in Figure 29. The accompanying pre

and post means are: T4 RC-2.99, 3.16; T4 NRC4.20, 4,62; T%/ngdizii 4,66;
T, NRC-3.96, 4.02, ‘

From Figure 29 it is observed that the same separa ion occurs between
T1 RC and Ty RC as in PC performance. Thus the Tz R Subjects were residually
high; comparatively, on both‘fé and TC and the Ty RC Bubjects were low on
both, Inté?esting, however, is the inverted performafice of the NRC groups
on TC as compared with their performance on PC althou;h\thp effect fails
AN

to reach significance on a Tukey test. However, there is<é ;hggestion
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. ) . . v
to the effedt that T2 is not as efficacious for NRC groups as is Ty.

)

X t'g B ‘ RC
4.6 —L— > . NRC__ __
4.5 . / ' I
4.k Ao
4.3
- 4.2 s
T
4,0 T —
3.9
. 3.8 .
2 3.7
3.6
3.5
3.4 :qp
3.3 A
3.2 :
3.1 e
370 );/
2.9
2.8

Pre Post

Figure 29. TC pre-post performance by course recency.

Location of gzero subjécts reveals that in Tq all six were RC subjects.
The pre and post means adjusted for zero subjects would be: T4 RC-3.55,
L4.55: T4 NRC-no change; T, RC-no change; Tj NRC-4.29, 4.21, Thus it seems
that the %1 RC group suffered most from 'zerqf' but 1t still maintains its
low position even when adjusted for zero suﬁjects. ‘

Age in relation to PC and TC performance. Small and not significant

correlations were found between age (in years) and PC Pre (r=-.112) and
Post (r=-.070); between age and TC Pre (x=-.038) and Post (r=.026). (See
‘Correlation Matrices for all Variables', Appendix F.)

A three-way (crossed design) Analysis of Variance involving treatment

groups, age groups (blocked: up to and including 29 years; 30-39 years;
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L4O-49 years; 50 plus years), and PC Pre-Post, indicated a significant
interaction of the three factors--treatment group by age group by PC

Pre-Post (p<.01)--but no-mein effect of age. These results are summarized

in Table 57. . ‘ :

Table 57
Summary of Three-way Analysis of Variance

Treatment Groups by Age Groups on PC Pre-Post

Source S.S. M.S. D.F. F P

Between subjects -

Treatment groups .924601 .924601 i 4.9196
Age groups « 539314 179771 3 L7621
Treatment group

x Age group 1.23781 \ugzéoz 3 1.7491
Error"- 10.851 .2358913 L6

Within subjects .

"Pre-post 1.98996 1.98996 1 23.5741 .01
Treatment group

x Pre-post 493934 493934 1 5.8514 .05
Age group f

x Pre-post . 396006 .132002 3 1.5638
Treatment group v

x Age group .
- x Pre-post .228316 761052 3 9.0158 .01
Error 3.883 . .084413 L6

These results are représented in a two-dimensional form ié Figure 30.
The accompanying pre and post means are: Tq Age1—1.66,_1.7j; T}/ﬁéeg—l.Zu,
1.41; T Age3-1.74, 1.71; Ty Agey-1.26, 1.63; T2 Age 1-1.&5,'2?12: T2 Agen-
1.70, 2.02; fé Age 3-1.56, 1.78; TziAgeu-i.MO, 1.93.

From Figure 30 it is observed that there is a marked distance between

T1 Agep and T2 Agez. (A Tukey test indicated a significant difference at

-
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w
p=.05; C. diff.=.536, df=50,8 for the Post test means.) Also noted is
that Agey appears to do better under T, than under Tj. (A Tukey test

indicated a significant difference in change scores at'p=.05; C. diff.-

» [ ]
.536, df=50,8.)
2.2
2.i \; T{ Age Groups
o/
2.0 ?2/ ¥, Age Groups -
’ 1.9 #”I#l/ - ——. —_ ——
. RY /¢
1.8 P4 )
L7 S
g 1.6 "/
1.5 / /A
1.4 / .
1.3 /aa*)/
1.2
1.1
Pre Post

Figure 30. PC pre-post performance by age groups.

The CL group composition, érea distribution, and ﬁC/NRC composition of
the age groups are presented in Table 58. The data suggest that with respect
to Agep there appears to be a residual selection bias in that T1 Agez subjects
are overwhelmingly from CLy and CLp groups (RC and NRC being balanced).

With respect to the ciked better performance of T2 Ageq as compared with
T4 Age1, CL group representation appears fairly well balanced but an over-
whelming proportion (5 out the g subjects) of T2 Ageq subjects were NRC--the
NRC group being statistically significant PC Pre-Post increasers.

With respect to age in relation to TC performance, a three-way Analysis
of Variance involving treatment groups, age groups, and TC Pre-Post, indi-

cated a significant age group and Pre-post interaction (2<,O5). These

results are summarized in Table 59.



180
\
N
Table 58

Age Group Composition by CL Group, Area, and RC/NRC for Treatment Groups

% Area

gioﬁp cLy Clg CLy Cly A B C D  RC NKC
T{ Agey 8 23.5 1 3 2 2 v 1 1 2 TR
Ty Age, 8 23.5 3 4 1 0 2% 3 1 2 b
Ty Age3 7 20.6. o 2 2 3 o ‘2 5 0 1 6
T{ Agey 11 32.4 6 Bn 2 1 3 0 3 5 b 7
T, Agey 6 30 1 2 2 1 1
T2 Age2 6 30 1 0 3 2 3
T2 Agey 5 25 0 2 2 1 3
T2 Agey 3 15 1 0 2 0 0
Table 59
Summary of Three-way Analysis of Variance:
Treatment Groups by Age Groups on TC Pre-Post
Source 5.5. M.S. D.F. F " p
Between subjects
Treatment groups 1,30034 1.30034 1 L1184
Age groups 11.5715 3.85716 3 1.2410
Treatment group
x Age group 6.0821 2.02736 3 .6523
Error 142.976 3.1082 46
Within subjects .
Pre-post .357469 .357469 1 .2885
\; Treatment group ’
= x Pre-post . 565559 . 565559 1 4565
Age group
x Pre-post 14,2823 4 ,.76078 3 3.8425 .05

Treatment group
x Age group
x Pre-post 2.66351 .887835 3 L7166

Error 56.993 - 1.23898 L6
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It is interesting, however, that when TC was ad justed to exclude
zero subjects, a three-way Analysis of Variance involving the same factors
Indicated a significant main effect of age group (p<.05). These results

are summarized in Table 60, .

Table 60
Summary of Three-way Analysis of Variance: .

Treatment Groups by Age Groups on Non-gero TC Pre-Post

Source S.s. M.S. D.F. F P

Between subjects

Treatment groups .116045 116045 i . 0991
Age groups 11.0395 3.67983 3 3.1425 .05
Treatment group
“x-Age group 9.66967 3.22322 3 2.7525
Error L5.669 1.171 39 )
r
Within subjects
Pre-post 1.35680 1.35680 1 2.6438
Treatment group
x Pre-post 2.51160 2.51160 1 L ,8040 .05
Age group
x Pre-post 1.81090 .603634 3 1.1762

Treatment group
x Age group
x Pre-post 2.26756 .755853 3 1.4728

Error 20.015 . 5132051 39

The results of the foregoing three-~way Analyses of Variance .are
represented visually in Figure 31, The accompanying means are presented in
Table 61 together with the medns of the Age groups for each treatment
separately. '

The quite narkedly negative performance of Ageo on the un;djusted TC
1s noted from Figure 31. (Tukey tests indicate that Age; differs signifi-

L
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;e

cantly fromAgey at p=.05; C. aiff.=1,365, ¢f=46,4 c;n change acore:.) And

it 1s the performance of Kgoz that is .ll.rkodly improved by the exclusion of ‘
zero subjects. Examination of the troatmopt group m;ana in Table 61 .
l’ates that whereas the adjl'mtaont did not alter the T2 Age2 profile

(which shows a negative c!}ange). the Ty profile then reflected a positive
change. Also noted from Table 61 is the comparatively low mean and negative
change of the T2 Agey group (not of statistical significance and the number

of subjects was only 3). A further observation frem Figure 31 1s the

residual age group rank order of performance. A one-way Analysis of Variance
on TC pre scores 1nd.16a.ted signifiocant age group differences (p=.02), as
summarized in Table 62. Scheffe tests indicated significant differences >=

between Age groups 1 and 2 (F=3.12; df=3,50; p=.03).

OFRrNWEFNRNOANVNDODVORRPNDPWEANARIODOO ~NW

TC

Pre Post Pre Post
Non-zero

Figure 31. TC pre-post and non-zero TC pre-post by age groups.



Means of Age Groups on TC and Ad justed TC

Table 61
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TC Ad justed TC
N Pre Post N Pre Post
2 _ 4 .
T1 Agey 8 2.95 4,15 7 3.37 4,06
T2 Ageq 6 3.57 . 4.38 5 U,ZBI 4,86
Joint Agey 1 3.21 4,25 12 3.75 B39
Ty Age2 8 4.53 3.29 5 4,54 5.26
T2 Age2 6 5.22 9.50 (3 5.22 4.50
Joint Age; 14 4,82 3.81 11 4.91 4,85
Ty Age3 7 4.10  4.53 V4 4.10 4,53
T2 Agej 5 L4.08 4,52 5 4.08 L,s2
Joint Age; 12 4,09 L.53 12 4,09 4.53
T1 Agey 11 3.40 4,12 94 L.16 4.70
T2 Agey 3 3.67 3.00 3 3.67 3.00
Joint Agey 14 3.46 3.88 12 L,03 4,28
Table 62 ™~
Summary of One-way Analysis of Variance:
Joint Age Groups on TC Pre

Source S.S. M.S. D.F. F P

Age Groups 21.648438 7.22 3 3.73 .016 -

Error 96,704834 1.93 50

With respect to the relation of zero subjects and course recency to

the age group performance, it will be recalled that TC pPost zero subjects

were all Ti1's and all RC's.,

as follows:

Zero subjects were located in the age groups

Agei- 1 T2 pre and 1 Ty post; Agez- 3 T1 post; Age,- 2 Tq post.

The pre TC Age, ratio of RC and NRC was balanced (7:7); the pre TC Agey
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ratio was overbalanced in favor of NRC (5 of the G. subjects being T2
subjects)--a point of minor significance, apparently--(see Table 58 and
Figure 29). |

Thus it would seem ‘that Age{ membership and NRé in the coatext of T2
g0 with a -good PC increpent; Ageq no-borship alone goo- with a good TC in-
Crement; nothing much can be said about Agep momborship in rolstlo‘,to PC
because of the aeloction blas; but in rupogt to TC performance, A;oz
subjacts having attained a relatively high level, tppoar not likely to re-

spond woll to either treatment although vtriability in Tq porfornanco was noted.

Study Purpocse 5: To discern and describe group profiles based upon

the variables central to the study and directly relevant to the’€:ntrnl,
purposes of the study. '

Groups of individuals who appear to merit such attention are:

(a) 'top' scorers, (b) stabalizers and regressors, and (c) zero TC scorers.

'"Top' Eéorers. It will be recalled that in connection with Study
Purpose 2 (which was concerned with an investigation of the residing reia-
tionship between PC and TC) a consideration of the 'top' scorers (i.e. Cly,
and TC Levels 5 and 6) led to the identification of three such groups:
High PC only, High TC only, and Jointly High PC and TC. The pre and post
distributions of these groups are given (for purposes of conpariaon) in
Table 63 along with the respective RI means for Tj. .

In cormection with Table 63 it is noted that there was an increase in
high scorers fof T1 from 41.2% (of the 34 subjects) on the pre to &+.7% on
the post, an increase of 23.3%; for T, the change was from 50% pre to 80%
post, an increase of 30%. T1 increments wgre rather consistently distrib-
uted across the three groups (High PC group increased by 2 subjects; High

TC by 3 subjects: Jointly High by 3 subjects) whereas the T2 increment was
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most noticeably concentrated in the High PC only p;mp (an increase of 8 _
subjccrit.h a marKed decrement of 4 subjegts in the §T only group.

/ In terms of internal dynamics, the following observations were made:
' [4

(a) With respect to t;ho nunber of shifts across groups (in and out), Ty \
recorded 4 as compared with 6§ for T2, (b).vith respect to the number ofY
‘newcomers’, T{ recorded 9 as compared with ? for T2 (c) With respect to
'stabalisers’, Ty red0fied 9 as ogmpared with 3 for T2; and (4) With respect
to"dro’-outa'. Ty recorded O and T, recorded 1. In terms of movement, it

would seem that T2 was the more dynamic group.

)
Table 63

‘Pre and Post Distribution of ‘Top' Scores for T{ and T2

and Respective RI's for Ty

Ty o £ of - %of
Total N Top N*  Pre Post
(n) % (n) % N (N=5) RI  RI
Pre ] : ‘
High PC (4) 11.8 (1) 5 5 9.3 20.8 30.3
High TC (8) 23.5 (6) 30 1 259 58.3 27.4
Jointly ’
Migh (2) 5.9 (3) 15 5 9.3 29.4 18.0
(1%) (10} F
Post . ‘
High PC (6) 17.7 (9) b5 15 27.8 39.5 26.0
Righ TC  (11) 32.4 (2) 10 13 24.1 W.2 9.6
Jointliy ' ,
High (s) .7 (5)25 10  18.5 26.3 X 35.4
(22) (16) 38 |

. * Pre N=2h, Post N=38 ¥
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of interest is ﬁhe pattern of mobility to the top post groups.

With respect to newcomers to the Top PC group, for Ty, 3 came from CLy/2
-

and 1 frgm CL3, and quite similarly for T2, j'came from CL1/2 and 2 from
CL3. Newcomers to the Top TC group came, like their resident predecessors,
from all the lower CL g¢roups in somewhat similar proportions; pre TC scores
ranged from 2.0-4.7. There was one newcomer to each Jointly Hish treat-
ment grou:; . each came from the immediately preceding level (CLj, TCL ).
Clearly, r imbers are inadequate to permit the formulation of generalizations
except that low residual levels do not preclude high post performances.

With respect to RI, it is noted<from Table 63 that the High PC group
recorded the highest residual mean but regressed to the position of lowest
post mean. Altbpugh the High TC group recorded the highest.fost RI mean,
it was the jéi%tly High group who started from a low residual mean but
recorded the greatest increment (17.4 points).

With respect tu Top scorers by area, the data are presented in
Tarle oAb,

Table 64

Pre and Fost Top Scorers by Area for T1

Area A B c D

Pre
High PC 2 0] 2 0
. High TC 2 2 3 1
Jointly High O 0 z 0
L 2 7 1

Post
High PC 3 0 2 1
High TC 2 3 L 2
Jointly High 1 0 2 2
& 3 8 5
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P ’
i Thus, not only did Area C contribute the most people to the Tq{ sample

(10) but also the highest number of Tdp scorers as well as the highest pro-

portion of Top scorers per contributed sample (70% pre and 80% post). Area

B, which contributed only & people in total, was noticeably lower than Areas

A and C with -respect to the number and proportion of Top scorers, and it is

noted that there were no Top PC or Jointly High subjects from this area, pre

or post.

On the other hand, Area D (sample size=9) was the lowest contrib-

utor of pre Top scorers but recorded the most consistent and greatest pro-

portionate increase of the four areas.

The data with respect to the constitution of the’top score groups by

course recency and age is presented in Table 65.

Pre and Post Top Scorers by Age and Course Recency

According to Treatment Groups

Table 65

Age1 Ageo Age3 Agel
T1N T2N T4 Tp Tq1 T2 T1 Tz T1 T2
Pre
High PC 1 2 0 0O O 1 1 0 1
High TC 8 6 2 11 1
Jointly
High 2 3 o 1 0 2 2 0 0
1L 10 LT 2 3 5 L 2 22
Post
High PC 9 2 0o 1 2 2
High TC 11 L 0O 2 1 3
Jointly \/.‘
High 5 5 1 3 o<y 2 1 0 5
22 16 5 5 6 5 L 3 58

RC NRC
T1 T2 T1 T2
4 0
3 5 3
0 1 2 2
3'%5 11 %
2 L 7
0 6 2

0 2 5
7 L 1512
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¥ith respect to pre Top scorers, it is observed from Table 65 that:
High PC's were not Agey but that H%gh TC's were visibly a comﬁg;itively
high percentage Agep; Jointly High's (few in comparison) were not Agey--1in
fact few high scorers were Agey (comparatively); and, with the exception of
1, High FC's were not RC's. With respect to post Top scorers, it is observed
that: High PC's were visibly Agez and with the exceptior of 1, Jointly
High's were not Agez; Top scorérs were most infrequently Age3 and most
frequently Agey; and, just as Pre Top scorers tended to be, comparativel:,
“RC's so also did the post Top scorers.

Stabalizers and regressors. Descriptive data with respect to PC

stabalizers and regressors are summarized in Table 66 and data with respect

-~

to TC stabalizers and regressors are summarized in Table 67.

Table 66

2C Stabalizers and Regressors: Descriptive Data by Treatment Groups

TC
Area CL Performance Age

A B C D 1 2 3 4 + = - 0 1 2 3 4 RC NRC

Stabalizers
Ty N-7 3 5 1 0 3 2 0 2 32 02 1t 4 0 2 b3

To N=4 0] 0] 1 1 2 2 2
Regressors
T1 N=8 2 2 3 1 0 1 4 3 6 2 0 0 2 2 3 1 2 6
To N=0 0O 0 0 o 606 0 0 o 0 0 0 © 0 0
55441 3387 1ZL+ I T 5 %3 BI11

From Tatle 66 it is noted that the proportion of T1 'nil progress'

sutjects was higher than T, (44.1%:20%) and that there Were no regressors

in T2. Area D recorded only 1/9 'nil progress' subjects; Area B, 5/6. The

total rumbter of CL3/4 'nil progress® subjects was “i1gher than that of



Cli/2. The majority of 'nil progress' subjects was observed to pProgress
dn the TC continuum. No particular patterns would seem to emerge, on the

basis of these data with respect to age and course recency, )

Table 67

TC Stabalizers and Regressors: Descriptive Data by Treatment Groups

PC
Area ) Ic Performance Age
A_B C D 2 3 4 5 ¢ + = - 1 2 3 4 RC NRC

Stabalizers
T1 N=10 2 2 5 1 0 0 3 72 o 6 2 2 1 2 4 3 2 8

T, N=6 1 0 4 6 3 1 2
Regressors*
Tl N=4 2 0 1 1 2 0 1 1 o 4 0 0 3 0 1 o 1 3
T2 N=8 0 0 2 5 1 7 1 0 0O 6 1 1 L 4y
L 2 % 2 30 717 71 23 3 2 7 8 7 % B2

*Zero subjects excluded

It is observed from Table 67 that the number of 'nil progress' TC

sutjects was the same for each treatment but the proportion per group was

higher for Tp (70%:41.2%). Again Area D had few ‘nil Progress' TC subjects

as Wwell as Area B (which was high on PG 'nil progress' subjects). Again,
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the majority of the *'nil progress' subjects was observed to Progress on the

PC continuum, Again, no definite patterms are visible with respect to age,

however, when age totals are combined across PC and TC, it is observed that

there is a suggestion that there is a higher proportion of Agep subjects

and possibly fewer Agey subjects. There appeared to be § larger represent-

ation of NRC's among the TC 'nil progress® people and on the combined number,

the patterr fs accentuated.
Scrut;ﬁy of the subjects revealed that there Were 2 sutjects who were
¢

[
stable across both dimension--1CLy ang TCs; the other CL4 ang TCy.
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Zero TC_performersf Descriptive data with respect to zero TC per-

formers are Presented in Table 68.

‘ - o Table 68

Zero TC Performers: Descriptive Data by Treatment Groups

Arga TC Range Perfigmance Age
A B C D ' Pre Post + = - 1 2 3 4 RC NRC
Pre v
Ty N=3 0 0 1 2 0-4.8 3 0 0 1 0 0 2 3 0
T2 N=1 2.0 1 0o 1 0o o -
Post
T1 N=4 0 2 1 1 0-5.0 2 0 0 3 0 1 4 o
T2 N=0 0 00 000 0. 0 o
02 2 3 620 2303 BT

It 1s observed from Table 68 that‘Area A had no zero performers; PC
performance generally increased; Age3 had no zero performers and 3 out of
the 4 post TC zero subjects were from Agep; and all zer§ subjects were RC's.
Scrutiny of the subjects revealed that all pogt TC zero subjects were CLq
and CL2 on their pre PCM scores and that one subject was zero both pre
and post TCS,

Ancillary Purpose 5: To discern and describe age group performance profiles.

Age has been examined as a factor in PC and TC performance in connec-
tion with Study Purpose 4. It is now the intent to view performance
through the lenses of the life-style theorists and thus to sketch age
performance profiles for this particular study sample. Primarily, this
section will consist of a consolidation of the previous analyses with
respect to PC and TC but will be extended to include the RI performance

of T1.
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It will be recalled that tﬁe Analysis of Variance involving treat-
menf groups, age groups, and PC Pre-Post, indicated a significant inter-
action of the three factors. Ignoring selection bias at this point, a
one-way Analysls of Variance on PC pre scores only of the combined treat-
ment groups'by age, indicated no significant age group differences. These

results are summarized in Table 69.

Table 69

.. Summary of One-way Analysis cf Variance:

Joint Age Groups on PC Pre

e

Source S.é. M.S. D.F. F P
Age Groups 1.0904388 .36 3 2.05 .12
Error 8.8646088 .18 50 .

On the other hand it will be recalled that the Analysis of Variance
on the TC pre scores indicated significant age group differences (p=.02,
see Table 61, p.183). These performance profiles are presented visually
in Figures 32 and 33 (see solid lines).

From these figures it can be seen that there was little variation in
PC mean among the age groups with the exception perhaps of Agel where a
comparatively lower performance seemed to be evinced. In contrast, the
performance profile of the age groups with respect to TC showed considerable
variation., Noted is the relati&ely low level performance of the youngest
age group (up £§ 29 years), the peak performance recorded by the second
age group (30-39 years). and the progressive decline thereafter by Age3
(40-49 years) and Agey (50 years plus).

With respect to the residual (pre) performance level of RI, the pattern

is conveyed in Figure 34. There appears to be a slight tendency for Age3
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to have evinced a comparatively low RI residual performance level (not
statistically significant).
With respect to performance change over the pre-post period, the post

performance age group means are also included in Figures 32, 33, and M.

g’i PC Pre__ __ ___
2:0 PCTPost
1-9 1—“‘ hannd
1.8 Toa
1.7
1.6
B 1.5
1.4
1.3
1.2
) 1-1
Ageq . Age, Agesy Agey
Figure 32, PC Pre and Post means by age groups,
5.0
4.9
o b.8 . TC Pre
t:g TC Post ___ _ _
4.5 b
4.4
4,3 ¥
4.2
4.1
o 4.0
3.9
-.3.8
S 3.7
. . X6
.35
3.4
3.3
3.2
- 3.1

Age1 Ageo Agej Agel,

Figure 33. TC Pre and Post means by age groups.



193

/ R1 Pre
RI Post __ __

RI
N
ot

Age1 Age2 Age3 Agey,
Figure 34, RI Pre and Post means by age groups for Tq.

The accompanying means, pre and post, for these profiles are glven
in Table 70,

From Figure 32 and Table 70 the non-growth of Agej (both T1 and Tp),
as compared with the other groups, is noted. Agep, and to a lesser extent
Agey and Agey, would seem to have prospered within the T2 group. On the

other hand, with respect to TC, a startling regressed post Age2 mean was
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recorded, as shown in.Figure 33. A glance back at Table 60 (p. 181) indi-
cates that Tq{ zereo subjects contributed to the lower mean but regardless,
the Ty Agep meah‘(no zero subjects) was still regressed, T2 Ageq recorded
the greatest PC increment and Agei also recorded the greatest TC increment.
On the RT it was Agey who not only recorded the largest increment but also
finished in the highest position. A one-way Analysis of Variance on RI post
scores by age groups lndicated a trend toward significance of age group
diferences (p=.07), as summarized in Table 71. A Scheffe test indicated

differences between Age3--the lowest group--and Agey at p=.09 (F=2.40).

Table 70

Age Group Means on PC, TC, and RI

PC TC RI
N Pre Post Pre Post Pre N Post N
Ty 1.73
Agii 14 157 1, 2.12 3.21  4.25 25.0 8  33.5 6
T, 1.4
Age, 14 1. 4.82  3.81 2,.9 8 30,9 7
Ty 2.02
Age? 12 1.67 T11-7 4,09  4.53 13.3 7 23.7 7
Agey, 1 t.29 "1 163 346 3.88  27.3 10 45.9 10
Table 71

Summary of One-way Analysis of Variance: Age Groups on RI Post

Source S.S M.S. D.F. F p

Age groups 2211.,1758 737.06 3 2.61 .07
Error 7332.6914 282.03 26
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The sifuificar.ce of these findings in respect to age group performance
.)

will be interpreted in the context of life-style theory and occupational

development_theory, in the next chapter of this report,

Summary of Key Findings

Residual Profile Levels and Selective Characteristics of the Sample(s) |

(a) MJ. T4 sample subjects ranged in scores from Stage 2(3) through;x

b

Stage 4, the majority scoring within Stage 4 (modal unselected population

3

B
(b) PC/CL. The CL group distribution of the total sample was: CLq- 31,

level).

24.1%, CLp-27.8%, CL3-29.6%, Cly-18.5%, These proportions are

university trained subjects. There was a larger proportion of CL3 and ClLy
subjects among the T2 volunteers (subjects) than in T{ and a consequent
higher proportion of CL1 and CLy subjects among the T4 volunteers.

(c) TC. 93% of the Jjoint sample scored at the Phase II-III levels,
a figure ;hich compares very favorably with Fuller's reported finding of
60-64% of her inservice teacher sample at this level. Again, a higher
proportion of high performance subdects was recorded for T2 than for T1
(75%:42% at Phase III; S0%:29% at levels 5 and 6). '
(a) RI. The mean residual percentage number of communications above

the factual level was 22.94% for Tq.

(e) Other selected characteristics. With respect to sex, approximately

three-fourths of the subjects in each sample were females. Approximately
half of the subjects in each treatment group had?up to and including 9
years of teaching experience. 64.9% of the subjects had up to and in-
cluding 4 years of teacher training; a higher proportion of T1 subjects

Was so located (70.6% as compared with 55% of Tp subjects). 38.9% of the
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subjects were engaged in course work oréiid been recently so engaged; a
slightly higher percentage of T1's being so engaged than Tp's (41.2%:35%),

With respect to age, 48.2% of the subjects were 40 years and older
and the percentage of T{ older teachers was somewhat higher than Tp (33.3%:
4.8 %; T{ mean 41.06 ye;;s. T2 mean=38.30 years).

(f) T4 sample by area. The method of sampling (volunteer solicitation)

resulted in unequal numbers of subjects in the areas: Area A-9 subjects,
B-6 subjects, C-10 subjects, and D-9 subjects. Similarly, sampling resulted
in unequal CL representation by area: Areas B and D had nb Cly subjects
while Area C had 4 of the 6 Cly subjects; Area D had 88. 9% of its sample
in CLy1/2 groups. With respect to TC, agaln Area D recorded the lowest mean
score, 2 of the 3 Phase 1 subjects were from Area D. Area D along with
Area B recorded low RI means; Area A recorded the highest mean.

With respect to the other selected characteristics, noted imbalances
were: Areas A and D had no Age3 (40-49) representaticn: 4 of the 6 Area B
subjects were NRC (no recent course ) people.

Study Purpose 1: MJ in relation to PC/CL

Hypothesis 1: There exists a slgnificant positive relation between
irdividual Sscores on the PCM and on the MI.

The value of the Pearson product moment correlation between the two
sets of scores was r=,421 (p=.05). (It is to be remembered that the actual
pairing of the scores was such that high PC scores Wwere paired with medium--
Wt high for this sample--MJ scores. ) Analysis of Variance showed a ten-
dency toward CL group effects (p=.12) and this took the form of a pattern
in which the upper CL subjects scored at the upper end of the MJ score
range for this sample whereas the scores of lower CL subjects ranged across
the MJ score range (from end to end). Thus, the hypothesis is accepted only

with considerable reservation. 1
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Study Purpose 2: Residual relation between PC/CL and TC gcores and their
relation to RI

No large or significant correlations were found between any of these
varilables. There was a suggestive trend toward CL group effects in‘rola—
tion to TC sco:es (p=.07). The pattern appears to be one of increasing
TC scores with inchasing PC scores through CL3, the pattern boins broken
by the Ty CLy group's negative performaice (seemingly a selectién bias).
There were no significant CL group effects with respect to RI scores.

Three 'top' scoring groups were discernible: AHigh PC (9.3% of the
total sample), High TC (25.9 % of the sample), and Jointly High PC and TC
(9.3% of the sample). The High PC group recorded the highest RI--30.3,
the High TC next--27.4, and the Jointly High the lowest RI--18.0. -

Study Purpose 3: Relative efficacy of treatments and Tq changes in RI

PC. There was a significant Pre-Post effect and a significant treat-
ment group effect but most evident was the superior performance of T2.

The findings of ; number of analyses which probed the relation of CL group
membership to PC performance suggest that while the CL groups retained
their relative postions across Pre-Post, group changes were not uniform.
Although Tz CL groups did better'Fhan T4 CL groups the pattern appears to
be one of diminishing retdrns with increasing CL, most mafkedly so for T1
(T1 CL3 and CL4 recorded regressed post scores).. The final post postions
showed no significant differences for T2 CL groups but‘significant differ-
ences for T1 CL groups.

TC. There was no significant Pre-Post effect (nor treatment effect)
on TC scores although T{ was observed to perform somewhat better than T2
and when zero subjects were %:cluded from the analyses, the trend was
accentuated to the point of statistical significance. Variances were

observed to have changed: the variance of T1 increased while that of T,

Eadi
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decreased.

TC in rela.tlcm'fto PC/CL. In the main, amall and not significant
correlations existed between TC and PC, pre and post (T{ TC post corzv'l'aTojd
. .

. signifiéantly with PC pre).

There appears to be differential porfomnce by CL group; the effect
being more marked for T2 CL p:oups. A conaistont pattern across the two
treatments was the markedly low performance (pre and post) of the CLy group. "
The T4 Cla and Cly groups were observed to perform relatively well whereas
the T2 CL3 and Cliy groups recorded 'nil progress'--an inversion of the PC
performance patternm. Exclusion of sero subjects resulted in the erasure

of CL group effects; the lower CL groups were effected more by -‘strike-outs’,

T4 RI performance. Interestingly, RI pre correlated negatively and
significantly with™RI post (r=-.406; p=.05).
A significant difference was recorded between pre and post scores, the

pre mean being 21.57 and the post mean, 34,73.

8
There was a suggestion of a trend toward differential RI perf ce
by CL groups. Noticeable was the substantial pérformam:e increment rded
°

by the QL. g'oup and the platively low rank position (pre and post) a.nd the
negative mrfoma.nce recorded by the CL4 group although in the latter case,
there was insufficient data to confirm the trend--there were only 4 subjects
and there appeared to be some confounding with area.—se}ection effects.

Study Purpose 4: The role of selected variables

® Axea. There was a siéhifica.nt interactive effect of a.rt'ea. and PC pre-
post, the patiern being one of a marked increase for Area D ;.nd a reg.‘essa
Post mean for Area B Scrutiny of the subjects revealed that AreaDd sub-
Jjects were primar}ly CL1/2, the CL1/2 groups being the groups who evinced

i

the greatest pre-post increments. It was tentatively surmised, however,

L 4 .
that the poor performance of AreaB was likely a true area effect.
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With respect to TC area was not a aignificant factor. ‘

There was a significant interaction of Area and R! Pre-Post, the pattern
being one d a very favorable performance pattern for Areas A, B, and D, -
and ‘'nil progress’ for Area C. Scrutiny of the subjects again indicated
the posaibillty of a confounding of area and CL group effects.

Sex, teacher experience, and teacher training in relation to PC. There

were no significant effects, main or interactive, of sex, teacher experience,

or teacher trainl/!.g.

Course rbquéx,ln relatfon to PC and TC. There was a significant inter-
active effect of treatme &roup, course recency, and PC Pre-Post, the
pattern being one of a superior T, RC group (pre and post positions) and

'
a conaratively inferior Ty RC group (pre and post poditions), reflecting
an inftial selection blag; and a slightly superior performance over the
pre-post perioa recorded bty the Tp NRC group as compared with T{ NRC.

Uith.ifspect to TC, there was a signiflcant interaction of treatment
group and course recency, the pattern belng once again a superior perfor-
mance recorded by the T2 RC group and % markedly inferior performance by
the T{ RC group (even when ad justed for zero subjects). T1 NRC's were
this time observed to perform better from pre to post than their T2 counter-
partse

Age in relation to PC and TC. Small and not significant correlations

were found to exlst between age (1n years) and PC (pre and post) and TC
(pre and post).

A significant interactive effect was found between treatmen£ group,
age group, and PC Pre-Post, the pattern being one of a significant differ-
ence between the T{ and T Age group (30-39 years) which existed on the
pre and thus must be attributed to selection bias. Predominant also in

the pattern was the superior performance across the perioed of T, Ageq| as



200

cormpared with T{ Agel. Scrutiny of the subjects indicated that T2 Ageq ~

3ublects were overwhelrmingly NRC sutjects, T, NRC subjects being good

™
@D
H
]
IS
8]

mers across the pre-post period.

With respect *c 7C, there was a Significant interaction of ige group
and fre-rost, the pattcrx.of which was interesting in that Agep which
rarked iﬁ the tcp p&éiifon on the pre TC exhibited a narked regression on
the Fost test to rlace the group in the bottom post performance posi*ion.
When the zerc subjecte were excluded, Age2 held the top post rank positicn
tut 3till recorded 'nil progress'. Observaticn of Agep performanrce by
treatment group revealed that when zero subjects were excluded, the perfor-
mance pattern of T1 was positive but that of T, remained negative. Ancther

feature of the age group Pre-Post pattern was that Ageq recorded the most

e the period. interesting also was *he rarnk order of the age

Zrourst Fre (from top - 1cttcm)——Agez, Ages, Agey, Age+ arnd ?ostA—Age},

SnS LtoWould seen trat Ageq, NRC, and T2 80 together toward a favoratie
Utoormance Wwherdais Aseq tends to prosress nicely o the T2 -continuun.
wdenzy to 'strike out' seems to occur mainly within the Agep group,

serme do ard seme den '+, but 1t appears that in the mair, Agez sutjects did

rnct respand Wwell in terns of’hS progression to elther <reatmert.

- ~ Lo} . /
Study ruryp cse S Profiles

Lias L . - \'- ~ 4+t A + -~ § P y & +

lor' scorers, -he preporticon of top scorers ir.creased from pre ‘¢
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o ~

[ost, the ircrease teing more marked for ’z. Whereas the .1 increases were
1lutrizuted across the three categories, the Ty increuases were :oncentrated
Lrotne Hipn (2 ourour. The T, group was the more dynamic group i: terms of
SLLfrlirst . UL scorers oiame from across all CL categories.

¥Y ooup, Wnlen was residually the ﬁiahe:z RI zroup, endea L.

N T - B . o~ . . R .
coWest RI positiorg *he Higr TC group endsd ir the nighes+t RI position;
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and the Jointly High group recorded the greatest RI increment (17.4 points).

The highest prorortionate contributor of top scorers was Area C, the
lowest was Area B which did not register in the High PC o>r Jointly High
catezcries. Area D,-also a low proportiona‘e contriputor of top scorers,
reccrded the -reatect ar.d most consistent proportionétg increase.

With respect to age, Agey, although low or pre contributors, made a
faveratle post showing; Agep, which was high on pre TC but low .on pre FPC,
made a favorable post PC showing; and Age3 added just 1 subject over <re
period and thus ended with the least number of top scorers.*

Stabalizers, regressors and zero TC's. The proportion of 'nil progress'

FC's was higher for Ty tut lower for TC. T recorded no FC regressors,
Ared B was high on PC 'nil progress' subjects (5 ‘ts 6 members) but was

low on TC 'nil progress'; Area D recorded the fewest overall 'nil progre

ects, Mcre '

nll progress' PC subjects were CL3/4 and i post 7C gze:
sul jects were CL1/2. The only suggestion of an age pa'terr was wiih respec-
LC 2=ro sutjects where 3 of the 4 post zero TC'é'were Agep. The preportion
of NRU's was somewhat greater than RC's overall but more marked with respect
te TC "nil progress' patterns and the exception was that all zero TC':s were
RC'5,

Ancillary Purpoce 5: Age group profiles

The residual PC performance by age groups indicated ro significant
differences but it was observed that Agel, performance was slightly lower.
Thére were significant age group performance differences on TC, the pattern
beings ore of 3 low Agen ~-rformarce, a rapid peakine for Ager and a pro-
#Fressive declire thereatter not Qulite reacning the Apey performance leve..
Altrouzn not of statistical significance, the R] residua. performarnce level
of Axe3 was somewhat lowe; than that of ‘e other age groups.

In the main, post trofiles were higher *han pre profiles with roticeatle
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exceptions being the 'nil progress' oh PC recorded. by Age3 and T4y Agep,
and the markedly negative post TC performance of Agep. The largest PC
increment was recorded by T2 Ageo; the largest TC increment by Ageq; and

the largest RI increment by Agey.

The results of the study which have been presented in detail in this
chapter will be interpreted in Chapter VI within the context of the

theoretical and empirical findings reviewed in Chapter II.
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CHAPTER VI

SYNTHESIS OF FINDINGS, INTEGRATIVE CONCLUSIONS,

AND PRESENTATION OF PROPOSITIONS

The purpose of this final chapter is twofold: (a) to interpret and
evaluate the findings of the study, as detailed in Chapter V, within the
research context and - *hin the broader theoretical and empirical fabric,
as discussed in Ch . II; anq (b) to extend the research effort through

the generation of pPropositions to guide future research in the area,

Discussion of Findings, Conclusions

Some Descriptive Statistics Re Composition of the Sample

With respect to this ‘volunteer-select’ group of teachers, descriptive
Statistics indicate that: the majority are female; about one-third of
the group have a University degree in Education; about half have less than
ter cears of experience; over a third are involved (or have been recently
invelved) in university course work; and about half of the group are forty
years of age or older. How these statistics compare With the unselected

Ps
teacher statisties 15 not ascertainable at this point but, in general,
such statistics would seem to be consistent with the trends in teacher

population as described bty Fuller (sge Page 72 of this report),

Residual Psychological and Professional Profile Levels of Study Teachers

In the main, the psychological level of this 'select’ group of
teachers appears to be low. The higher CL group propogtions are visitbly
below the proportions reported in other studies for uJ?versity students
art, it may he surmised, for the general unselected population. Further,
the MJ sceres do not exceed the modal gerieral population level--i.e. they
de nut exceed the 'law ard order' orientatisn, These firdings, in beth

ci5es, seem to be inp accord with other reports (cf. Hunt & Joyce, 1967;
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- Cavanaugh, 1976) but, to the author's’knowledgeJ they are the first to be
reported with respect to experienced inservice teachers.

With respect to level of teacher development, the results, when
compared with those reported by Fuller (1969) for inservice téachers,

Wwould seem to confirm the 'select' nature of the present group. Compara-
tively, a much higher proportion of the present group recorded scores at

the Phase III concern level (concern about pupils). However, it seems
important to note that with the 'select' sample the pre TC peans and medians
hovered at the fourth level: 'Are‘pupils learning what I'm teaching?'

(1.e. concern with pupll mastery of the curriculum). Such an observation

is consistent with the reported observations of Goodlad (1976) and Lortie
(1975) of unselected teacher populations.

In view of the lack of any normative scores for RI, no conclusion can
te drawn with respect to .favorability of a mean of 22.9% of teacher com-
munications above the factual level. As a quantitative figure it seems
low but such a finding would seem to be consistent with the 'content mastery'
theme and with the conlusions of Lortie (1975).

Residing Relation Between Measures of Psychological Development: MJ and

CL

The scoring pattern in this study indicated that whereas the subjects
ranged across the CL continuum, they failed to score higher than the
Conventional level on the MJ continuum. Such a pattern is in accord with
the findings of Cavanaugh (1976). Thus, although the obtained correlation
between the two sets of scores was significant--although small (r=.421)--
the correspondence 1s between high scores, theoretical and attained, on PCM
as compared with theoretical and attalned medium scores on the MJI at the

upper score ranges.

The analysis of CL group membership in relation to MJ score attainment
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suggested a possible relation of such membership (2=.12). The CL group
score dispersion pattern on MJ showed that the CLB/Q subjects consistently
scored at Stage 4 ('law and order' orientation) whereas CL1/2 subjects
ranged across the score range from Stage 2 (instrumental relativism)
through Stage 4. o
On the basis of the limited results of this study, it would seem that
high CL is not a sufficient condition to ensure principled thinking in the
moral arena for this 'select' group of teachers; whether high CL is a
necessary condition for principled thinking was not testable in ‘the present

study.

Residing Relationships Among Measurements of Conceptual Level, Teacher

Development and Teaching Style

As indicated by thlbsmall and ‘insignificant correlations obtalned
among the pre scores of ihe dependent variables, there appear to be no
consistent linear relationships across the score continua. However, there
was a suggestion of a relationship between CL group membership and TC score
attainment, the pattern generally being one of increasing TC mean with
increasing CL group through CL3 with the largest difference residing
between CL{ and CLp. The pattern of CLy reflected a bias in the self-
selection process: the Tp Cly volunteer subjects were, on the average,
highly developed teachers whereas Tq Cly volunteers were not.

The pairing of low CL and low TC level is seen as consonant with
theory as is the mutually ascending curve through CL3 and the Tj Cly
group performancé pattern.

No significant consistent pattern was found between CL group member-
ship and reflectivity in teaching, as indexed by the RI. Thus the pattern
found by Hunt and Joyce (1967) with preservice teachers--i.e. that high

CL subjects tended to evince higher RI scores than did low CL subjects--

‘o,

W
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v
appears not to hold with these 'select' teachers.
¢ ]

The tracking of- high scoring subjects--ile.'CLu subjects and/or TC
Level 5/6--led to the identifization of three top scorer categories: High
PC, High TC, and Jointly High. Again noted is the small percentage of the
'select’ sample subjects assignable to these categorieé. Such data would
seem to lend support to the allegations of those who insist there are few “3
exemplars of the 'ideal; teacher in the teaching population‘?cf. Howe, 1972;
Shultz & Wolf, 1973). Noted also is the comparatively small number of
High PC's aqg {ointlyiﬁ}gh's; the highest proportion of the top scorers
falling withi; the High TC category. Suggested agalin then is that there
is a dearth of psychologically mature teachers among.so—called 'select’
teachers. Rarely, it would seem, does mafurity occur on both develop-
mental dimensions for the same individual.

With respect to RI performance of these top scorers, the High PC group
did perform best (but only slightly higher than the High TC group), an
observation that tends to be supportive of the finding of the Hunt and
Joyce study (1967) to the effect that CLy subjects tend to use a more
reflective teaching style.

Treatment Efficacy, CL Group Performance

The results of the experiment indicated significant CL progression
over the time period, as indexed by PCM performance; no significant
progression in level of teacher development, as indexed by TCS performance;
and, for T{ (the Teacher Enrichment Experience group), a significant
increase in teaching reflectivity, as 1ndexed by the RI. The study did
not permit an assessment of the degree of progression that might have
occurred naturally without the benefit of any deliberate treatment.

The most important finding of the study was the indisputably superior

performance evinced over the time period by the T2 group--the 'Hawthorne-
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expectancy' treatment--as compared with the performance of the T1 group
with respect to CL progression. Further, T2 was better for all CL groups.
The CL group performance pattern, as charted on change scores, was one of
diminishing returns with increasing CL. This pattern was somewhat more
marked for T{ in, that the CLy and Cly groups actually recorded regressed
PC scores. Thus, at the time of the post test and with this 'select'’
group of teaéhers, it appears that the simple 'Hawthorne-expectancy'’
approach to the inducement of CL progression is more potent--and more
potent for all CL groups--than the ‘'Teacher Enrichment Experience' treat-
ment which was modeled in accord with Hunt's CL theory and his derivative
model for the training of teachers.

Although there was no statistically significant growth effect on the
TC dimension the T4 group did show progression whereas the Ty group did

v

not; the differences did not, however, reach the point of statistical
significance. CL group performance differences were once again signifi-
cant. The CL{ group (joint composition) evinced a markedly low TC
performance (as they did on the TC pre also)--absolutely (concerns were
at Levels 2 and 3--'adequacy' and transitional) and comparatively. The
Clp group appeared stable at Level 4--'Are pupils learning what I'm
teaching?’' while the CL3 and Cly groups registered the TC increment but
failed to rise above the Level 4 concerns. It should be noted however
that separately the tWwo treatment groups showed a great deal of variability
in CL group performance-—-different CL groups performed differently within
each of the treatments--although these differences were not statistically
significant withir the context of the two treatments together. Of

particular interest is the noticeably better performance of the T4 CL3

and Cl4 groups as compared with the T2 CL3 and Cl4 groups.
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It is interesting to note that the exclusion of zero TC subjects--
1.e. 'strike-outs'--from the analyses resulted in a statistically sig-
nificant interactive effect of treatment group and pre-post in favor of
the Ty group. CL group effects were also erased, the lower T1 CL groups
registering the most effect of the 'strike~-out' phenomenon.

With respect to the T{ performance on the RI, there was a suggestion
of differential CL group performance. The CL3 group evinced a better
performance than the other groups and the Cly group evinced a very poor
performance although in the latter case the 1inadequate number of subjects
precludes any definitive trend statement.

The proportion of top scorers was observed to have increased on the
post tests, the increase being more marked for T, but also more concen-
trated in the High PC category whereas the Ty increases were more evenly
distributed acrcss the three top scorer categories. Thus, again there 1is
the suggestion that the ‘Hawthorne-expectancy' treatment is more successful
in moving these 'select' teacher subjects into the top PC/CL scoring
position than is Tq but T2 appears to be somewhat less than successful in
moving such subjects into the top scoring TC Levels.

It is alzo to be noted that T1, on the post measures, recorded a
higher proportion of 'nil progress' subjects on the CL dimension and a
lower prcportior. of such subjects on the TC dimension than did Tz. Tp
recorded no PC regressors (T1 had 8 regressors) and no TC ‘strike-outs’
(T{ had 4 such subjects). Agaln it is suggested by the data that T2 had
a more positive effect on all subjects with respect to the inducement of
CL proggession than did T1. However, upon consideration of the number of
T1 'nil progress' subjects on thé PC/CL dimension and the number of 'strike-

outs' on the TCS, might these phenomena not be indicative of some process
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of 'dedifferentiation and disintegration' of present structures (as con-
ceptualized by Werner, 1972, in his regression interpretation of progres-
sion), a process which accompanied the Teacher Enrichment.Experience but
not the 'Hawthorne—expectancy' effect. An alternative explanation would
seen to reside in the possibility of a selectlion bias--a bias which
predisposed the T4 group more to 'nil progress' and 'striking-out' than
the Tp group. Although Homogenei£y of Variance tests indicated no sig-
nificant differences in variability between the two treatment groups on
pre PC and TC scores, there were indications in the data of bias in the
self-selection process. In particular, one such blas (cited in the dis-
cussion of residual relationships among the dependent variables) was in
the form of the Ty CLy subjects being, on the average, at a higher level
of teacher development than were their T4 counterparts at the time of the
pre test. Thus location of these selection biases and other factors which
relate to performance on the dependent variables would seem important
toward the assessment of the 'predisposing' factor explanation.

~

Other Factors Relating to PC/CL and TC Performance

Of the factors deemed worthy of investigation in this study, three
were found to relate in some meaningful wWway to the performances of concern:
area, which was examinable only in relation to the performance of the Ty
group, course recency, and age. The analyses indicated no significant
effects of sex of subject, teaching experience, or teacher training.

There was an interactive relationship found between Area and PC Pre-
Post and also between Area and RI Pre-Post. Area did not relate in any
way to®C performance. .

The performance pattern in relation to PC Pre-Post showed that one

area, which was In the lowest rank position on the pre PC {there were no
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significant area differences on the pre PC), evinced a significant score
increment on the bost test which plaéed the area in the final top rank
position. It was noted that the study group from this area was comprised
almost entirely of CL{ and CL2 subjects--these being the CL groups wh%ch
evinced the greatest Ty ?C/CL increments--so thére may be at least a partial
confounding of area selection and CL group effects in this case. It is to
be noted though that the performance of this area on the TC dimenslon and
the RI dimension was favorable, thus suggesting a differentially responsive
area effect. The other different PC Pre-Post pattern took the form of a
regressed post score mean. The generally poor.BC Pre-Post performance of
the subjects of this area, across CL, together with the observation of a
similarly regressed TC post mean (not of statistical significance) suggestsu
a real area effect, a real lack, comparatively, of ;evelopmental progression
on either dimension. The poor performance of this aréa undoubtedly mitigated
somewhat the over-all T1 performance record.

With respect to the role of course recengy }hefe was clear evidence of
a selectlon blas. The Ty RC group (recent course work group) was clearly
a higher scoring group on both PC and TC pre tests than was its T4 counter-
part. Both groups were observed to perform similarly with respect to pre-
post increment. However, on the amount of change induced on the PC dimen-
sion, Ty was found to be significantly better for NRC subjects (no recent
course work) than was T{; but on the amount of change induced on the TC
dimension, T{ was found to be significantly better for NRC subjects,
Although the evidence is far from conclusive, it 1is suggested that perhaps
subjecis who have not had recent university professional training might
find the 'Hawthorne—expectancy' treatment, or similar motivational

programs, conducive to personal development but unless there is a content
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dimension to the inservice program, TC progression will not be induced.
With respect to age 1%' elation to PC performance, agaln there was
clear evidence of a select& blas: Ty Age2 (30-39 years) was a higher
scoring group on the PC pre test than Ty Agez. The joint Agep, group was
observed to be the high#st group with respect to'residual level of teacher
development (pre 7C mean score). Whether this finding is peculiar to this
particular sample or is more generally true in a ‘'select' teacher population
would seem to be a task for future research. ] -
Hiﬁh respect to age and the degree of change oxer the Study périog.
T2 Age1 (20-29 years) did better than Ty Agei on the PC dimension and the
Age1 group, although lowest on the TC pre, recorded the largest change score
from pre to post. The joint Agep gfoup did not respond well to either
treatment althoﬁgh the regression was considerably less marked upon the
“exclusion of zero TC scorers; the Agez group being most visibly affected
by the presence of such 'strike-outs'. Thusy with this sample, the for:Ln—
ate combination of Ageq (20-29 yeérs), NRC (no recent course work), and T2
(a 'Hawthorne-expectancy' treatment) seems to go with PC/CL progression,
and just being Agei seems associated with TC progression under either
treatment, whereas just being Agep seems associated with a markedly poor
response, in terms of TCvscore increments, under eilther treatment. Again,
such age group differential responsiveness requires further investigation.

Summary of Age Group Performance

The results of the pre PC score analyses indicated little variation in
mean CL across the four age groups of this 'select' teacher sample. Thus,
age per se does not seem to be a major factor in relation to level of
conceptual development. Such a finding (and conclusion) would seem conson-

A\
ant with CL theory and research; however, in view of occupational develop-

mental theory and life-style theory, the operation of a selection factor in
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tffe formation oflthis pool ahouid not be readily discounted.
’ It is with respect to level of professional development that age
appears to be related. The pattern, with this 'select' teacher group, was
one showing a comparatively low level of teacher development for Agei, a
rapid peaking for'Agez (although not theoretically optimal), and a progres-
sive decline thereafzer for Agej and Agey. The pattern exhibited by the
pre-forty ages would seem to be consonant with both life-style and occupa-
;1onal developmental theory--seemingly evidence of the achievement thrust,
the self-aggrandizement motive, the making of one's professional self. The
absence of a post-forty peak seems rather significant. Whether this phenom-
enon 1s attributable in some way to selective atﬁrition. developmental
arrest, generational socialization differences, or some other unknown
factor(s), the situation merits investigation.

The age group performances on the behavioral variable of teaching
style, as indexed by the RI, showed little variation across the pre means
for the age groups with the exception of Age3 where a visibly lower mean
was noted--the low rank persisfing through the post RI as well. Thus, if
i1t can be assumed that the issue is one of acquisition of technology, then
it would appear that Ageg, for some reason, evinces a comparatively lowerl
technical level of competence. On the other hand, Agel, appears to be a
very receptive group, as evinced by RI increment, to the acquisition of

teaching technology of the type presented in the Teacher Enrichmefit

Experience. N

If it can be assumed that pre-post differences serve as some indica-
tlon of receptivity to program effectiveness (and/or receptivity to change),
d

then, on the basis of such changes in PC/CL, TC, and RI scores, Ageq (20-

29 years) would seem to emerge as a growth-oriented age group, personally,
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.yrofeuuinn&lly. and behaviorally, This generalizatlon would sesm to be
conslstent with Hall's profile of career ustages (Hall & Morgan, 1977) and
with the occupational socialization theory of Scheln (1971 )--the individual
is most susceptiblc/rnsponslve to the influences of sociallization in the
early stages of career deve lopment.,

Although personal and behavioral changes seem to be positive for Agep
(30-39 years), this period appears to very unpredictable with respect to
attempts to programmatically induce further professional development.
According to theory, this period 1is characterized by an initial 'soul-
searching'--What am I doing here? Why?--followed by.'footing' (Gould,
1979; Gould & Sheehy, 19743 Levinson, 1978). Perhaps the 'striking-out’
(becoming philosophical and negative instead of focussing upon,obntempor-
ary personal teaching concerns) is related to this period of 'soul-
searching' and 'becoming one's own man' (Hall & Morgan, 1977), especlally
when.one foresees the rconstralnts of the professi:on, when answers do not
seem tc be immediately forthcbming. :

Agej (LO-49 years) appears to be a period of comparative performance
abatement and statility. The trend seems to be ;ontinued with Agel
(50 years and over) with respect to professional development although
the pattern is more variable Qith respect to personal development Where
the residual level was comparatively low but the tncrement was poslitive
and substantial, and with respect to teaching style where the increment

was much greater and the post position much higher than any of the other

age groups, Thus, with this 'select' group of teachers, the post-forty
period which encompasses the mid-l1ife transition and the restabalization
period of the life-style theorists, appears to be one of maintenance

(Hall & Morgan, 1977) of the residual performance level followed by some
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recovery (7) with respect tc psychoiogical development--an observati-r
—_

Wwhich seems consistent with the purported reflective crlentation-- and a
surst of perfurmance with respect to the acquisition of a techrnicai skill,

4 renavicr which muy be associated in some Way wWith accrued experierce,

~huc, i oo Tfar 4% conmpetence 1s evinced ir vehavior, the pust-forty peak,

wnicr. 1o predictatle or the vasis of theory, is cbserved in +this 'select!
3
teacter grouy; Seerningly in response to inservice rrogramming.

e W
It should Ye noted that the atcve obtservations are tased por grour
mean jerf-ormance level:s and that there iz -uch variatility armong individ-

N

uals Wwithin these groups. And, as with the evaluation cf residual perform-

ance levels, the cross-sectional method of comparirg perf-rmance across

w
Ty

<

e eroups 1s descriptive only, it does net permit valid causal inferences
¢ much a reed fir lorgitudinal

wdies Yo otrack these relatimships across *the 1ife and ~areer sparn.

aenera. Statenent of Major Zonclusiins

Descrir-ive Sharacteristios of 'Select! Teachers

1. Ir terrms of Concerptual Level and Moral Judgnent Leve!, the psycho-
loginil level of development of the ‘'select' teacher ZLroup Seems quite
descriy-~ivs f the generul unselected population arnd is nct ccmparatle to
the nlgrer rorms of university educated s Ljects.

<. inocomparison Witk ~ther reported norms for experiernced teachers

’

the (vl of protesst nal {teacrer) develcpment 1s favceratle, indicative

o w 'seieect! teachner sroub. However, the ~.xdal level of the group, wWnicn
7 L L)

Wit Uoind to center around rcorcern with puril mastery of the curriculum,

Wisoiens than the more optiral or mature levels of concern, 1.e, oorocerng

T2iratea Lo puri s learning what they reed 45 persons and concerns with

improving self asc teacher and all that influerces pupils.
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3. As indijcdted by the proportion of the 'select' group which attained
top or cptime& sQéreS on the #ndices used in this study, there is a dearth
.of 'ideai'/ma£u;; teachers, Furgher, the highest proportion of these top
scorers are High 7C only subjects; very fgw are High PC only and Jointly
High PC and TC., Thus, if the theoretically-derived assumption that the
deuvle-based state of maturity (i.e. the Jointly High PC and TC state) is
most conducive to 'self-renewal' of teachers, then not cnly is there a
dearth of 'self-renewing' teachers but also the forecast for the advance-
ment or evolverenrt of currently more adéquate schooliing, shor* of inter-
vention, would seem gloomy indeed.

Recidual (Undisturbed) Relations Between CL and Other Central Variables

1. CL and MJ. With the 'select' teacher group, the prevailing
pattern of CL-MJ relaticnship would seem to be one in which higher Concep-
tual Levels go with normatively located MJ scores (Conventional Level,

Stace L), there being nc Pos*-Cornventional scoring sublects in the study
sanp.e; whereas, the rarnge of MJ scores for the lower Conceptual Levels is
from low (Pre-Conventional Level, Stage 2) through Conventional Level, Stage
L, Thus, study daté precluded an investigation of the theoretical overlap
Wwilh respect to the higher levels of these two developrmental centinua.

2. CL and TC. The pattern of the relationship betweer CL group
mentershir and TC score attainment appears to be cne of increasing TC level
witr irncreasing CL group thr‘dgh CL}. ('Dirty' data precluded investigation
of the relaticrchip for the CLy group.)

3. CL and RI. There appears to be nc consi.. pattern between CL
group memberchip and reflectivity in teaching, as indexed Ly“RI, with the -
‘select' teacher group.

Treatment Efficacy

1. The 'Hawthorne-expectancy' treatment is associated with a greater

A
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degree of pregression on the CL continuum than is the '‘Teacher Enrichment
Experience' treatment--a treatment designed in accord with CL theory ard
Wwhich was designed to increase flexibility in teaching. Further, the
potency =ffect seems to hold across CL groups.

2. Thnere appears to be a minimal effect of either treatment upon
inducement of progression on the TC continuum although the ‘'Teacher Enrich-
ment Experience' group did evince some progression whereas the 'Hawthorne-
expectancy' group did not.

3. A further indication of a possible CL-TC differential effect of
the iwWwo treatments 1s seen in connection wi''. change in the proportions
of the top scorer categories. The ‘Hawthorne-expectancy' treatment appears
to be more potent in moving subjects into the high CL category (Cly ) where-
as the effects of the 'Teacher Enrichment Experience' aprear to be more
gereralized in that the increases are more evenly distributed across the
three high scorer categories. There is some indication that the 'Teacher
Enrichment Experience' may have a more disruptive effect upcn behavior
thar does the 'ﬁawthorne-expectancy' treatment.

4., Although the evidence 1is far from conclusive, 1t appears that the
'"Teacher Enrichment Experience' type programs may well be efficacious in
increasing reflectivity in teaching style.

Factcrs Relating tc PC/CL and TC Performarce

1. CL group membership. Treatment effects with respect tc PC/CL

progrescion  would seem to distribute in a pattern of diminishing returns
with increasing CL, the pattern being somewhat mor?!g?rked for the upper

01, groups of the 'Teacher Enrichment Experience' group. The pattern with
respect to TC progression appears to bLe somewhat similar with the exception

of the possibility that the upper levels (CL3 and CLL) of the 'Tsacher
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Enrichment Experience' group do better than their counterparts in the
'Hawthorne-expectancy' group. In view of the observed low score level of
the CLq group(s), pre and post, on the PCM and the TCS, it is concluded
that such subjects are 'poor risks on the professional market'.

Although the CL3 group recorded the greatest RI increment and the Cli

group recorded the poorest performance, there is insufficient data to

(9

warrantdthe formulation of any generalization with respect to the relation-
ship of CL group membership to change in RI leveil.

2., Area. With respect to the 'Teacher Enrichment Experience', there
is some indication that some school jurisdictional areas seem more prone
than do other areas to treatment effects upon CL progression. Area does
rct seem to relate in any consistent way to TC progression.

3. Recency of course work. There is some suggestion tha: a

'Hawthorne-expectancy' type (motivational based) treatment* nay be more
conducive to CL progression for subjects who have not nad any recent course
work whereas a 'Teacher Enrichment Experience' type (with a content dimension)
treatment may be more conducive to TC progression for subjects who'not
had any recent course work. ,
4., Age. Although the study evidence is far from ®onclusive, there is

1 suggestion that the youngest teachers (up to 29 years, in this study) seen

* receptive, or respond best, to socialization influences in terms of
both psychological and professional development. Also, the period which in
this study encompassed the years from 30-39 appears to be one of heightened
sersitivity, professionally, and unpredictable responsiveness tco socializa-
tion influences (as indicated by 'strike-outs' in the Teacher Enrichment

Experience and a general decremental pre-post performarnce).

Age aroup Performance Profiles

In the main, the age group performance profiles of the study subjects
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conformed to patterns which might have been expected on the bases of
life-style theory and the situation-specific context of teaching. In the
main, the early stages of the teaching career seem to be characterized by
professional growth and a relatively high performance peak, consonant with
Kaufman's (1974) notation of a pre-forty perfornance peak. However; it
would seem, at least with this 'select' group, that with the post-forty
teaching population the second performance peak does not occur, at least
with respect to_"ychological or professional development, although there
is some indica££on of a behavioral peak in the oldest group (50 years and
over). The pattern of the post-forty population with respect to perform-
ance on the developmental dimenslons, and most visibly on the professional-
development\dimension, is one of a comparatively and progreséively lowered

™

level of development.

Reflections, Implications

Relationships Across Models/Levels of Development

The absence of major level correspondence between the two continﬁa
of Conceptual Level and Moral Judgment would seem to suggest either (a)
domain specificity of development yith respect to these two dimensions, or
(b) theoretical and/or measurement inadequacies/errors. If the differences
in the plumb lines represent credible observations then the questlon l1s
posed as to whether such discreteness 1is a phase in the development toward
maturity followed by an 1ntegfation at a higher developmental level, or
do the domains remain as discrete entities at maturity? Also, in view of
the purported role of aprropriate experience in the transition to Post-
Conventional thinking (Kohlberg, 1973), 1t might be helpful to ascertain
whether such discreteness holds with subjects in other oeccupations. Not

to be readily discounted in connection with a discussion of the absence of
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major level correspondence is the Scoring credibility of the Moral

Judgment Interview of which mentlion was made in Chapter III of this report.

It might also be useful to investigate developmental level correspondence

between Conceptual Level, as indexed by the Paragraph Completion Method,

and Loevinger's ego development, as indexed by the Sentence Completion

Test (Loevinger & Wessler, 1970).

Although age was not investigated in relation to Moral Judgment in
the present study, in view of the age and generation diversity evinced in
the study group, 1t would seem that the longitudinal method of studying
such developmental relationships--i.e. the tracking of individuals across
an extended period of career development-—might well constitute a more
credible method of study. .

The evidence of a minimal overlap between the upper levels of the

Conceptual Level continuum and the teacher development continuum, as

indexed by the Teacher Concerns Statement, suggests that co-occurrence of

maturity on these two continua is a rare phenomenon and not a 'given' in
this educational centext. However, in connection with the theory and
measurement of teacher development, the content dimension and the role
of learning may well be confounded with the developmental dimension

thus obscuring the relationship between the developmental components,

Obviously, there is a need for further work with the Teacher Concerns
Statement in order to ascertain exactly what it does index, as well aé

a need to validate the theoretical basis of the instrument through‘long—
ltudinal studies designed to track teachers across their formative career
years. However, and not withstanding these concerns, if the state of
conjoint ﬁ;turity on both dimensions is deemed desirable--if the logic of

the argument is accepted--then surely there needs to be a deliberate
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attempt to uncover ways and means to promote such an end.

Residual Levels of Development and Intervention (Inservice) Efficacy

If, given the appropriate environment, it is the natural predis-
position of the organism to proceed toward maturiiy, then the compara-
tively low level of psychological development (and low q}timal degree of
professional maturity) evinced by a ‘select' teacher groub would suggest
that this natural predispostion is not being nurtured in the context of
teaching. (The wider implication of the foregoing statement is that
higher level ;tudent development is also being discouraged, possibly
curtailed by the overwhelming presence of 'dependent' teachers.)

If the pre-forty performance peak is construed to be in part a
functior. of socialization and the post-forty peak to be in part a function
of innovation (using Schein's 1971 terminology), then 1t would seem that
person and context are more compatible in early career passage for the
purpoiés of socialization than they are later in career passage for the
facilitation of teacher innovation. Such an interpretation would seem to
follow on the bases of the literature reviewed with respect to models of
institutional/organizational practice (cf. Argyris and Schon, 1974;
Hersey and Blanchard, 1972; McGregor, 1960; Owens and Steinhoff, 1976)--

. .
that 1s, while bureaucracy may facllitate a socialization proceés it may
well discourage innovation. 1In view of the purported importance of
inductory socialization to later‘career development (cf. Cogan, 1975;
Fuller and Brown, 1975; Hall- and Morgan, 1977; Lortie, 1975; Morrison and
McIntyre, 1973), the mature of the teacher inductory socialization process
merits attention. It would seem that the lack of a personalized, differ-

entlated counselling process #or neophytes, the lack of distinctive

feedback in terms of desirable behaviors--desirable in terms of a scienti-



221

-

fic base and expert opinion--results in a socialization for conformity.and
ad justment rather than for progressive personal and proéessional develop-
ment, ’

With resp?ct to the capacity of adults to continue on a path toward
maturity, psychologlical and professional, the results of the present study
indicate that such progr%ssion can occur and occur across different
residual levels of development (low to high), different age levels (23-64),
and teachers with and without recent training. Although these factors may
be influential in some way in determining the degree of developrental
progression, 1t seems that area may well be related tc program (intervention)
responsiveness with respect to progression on the psychological develop-
mental continuﬁm but perhaps not on the professional development continuum.
The finding that area interacted with PC pre-post coupled with the obser-
vation that the area which performed poorly (regressed) was alsc the area
which received minimal administrative support for participation in the in-
service program as reflected in allocation of teaching time for program
partlicipation strongly suggests the potency of the developmental context.

Although the lowest CL group was observed to progress on the CL
continuum it was concluded that ¥he low relative standing on both PC ard
TC post scores justifies a recommendation that this group is a poor risk
on the professional market. Thus it would seem that attention should Gte
glven to either preservice entrant screening or to the generation of pre-
service programs designed to optimize CL progression.

With respect to the comparative efficacy of the two treatment
approaches used in this study, it would seem that the clout of the simply-
administered motivational treatment in the inducement of CL progression

merits conslderable and deliberate attention. Similarly, although the
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'Teacher Enrighment Experience' program in this study was seemingly not
as effective with respect to the inducement of éL progression, the obser-
vation that participant effects were more generalized across the three top
Scorer categories, would seem to Justify its potential usefulness as an
efficacious inservice program. It would seem that the issue may be one of
the orchestration of motivation and content in inservice programming,
Clearly emergent from this total discussion is the implication that
a broader view of professional development seems warranted--one that
inciudes administrativé:}nstitutional development as well as a concentration
on teacher development. There is a need to Investigate the efficacy of such
leadership-follower developmental models as the one proposed by Hersey
and Blanchard (1972); there is a need to introduce variation and flexibility
into the institutional environment as 1in being able to mcve back and forth
acrcss the 'mechanistic—organismic' continuum (Owens and Steinhoff, 1976)
in deliberate response to the developmental needs of staff ard to document
such effects. There is also a need to investigate the possible effective-
ness of specially trained developmental consultants Wwith respect to the
facilitation of teacher development, personal and professional, institutional
develcpment and the coordinatxpn/orchestration of both. It is toward this
end--toward the objective of producing self-evolving teachers and self-
evolving institutions--that the following conceptual model is presented as

a basis for practice and research efforts.

A Model for Congeptualizing Staff-Institutional Development

The following is a Simple conceptual model for the coordination of
staff and institutional development. It is an interactive model premised

upon generalized CL theory, that is, theory applicatle to both person and
v

institution. (/
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The model, as presented in Figure 35; consists of two parallel
developmental continua; the one on the left indexes person development,
the one on the right indexes the development-inducing properties of the
Institution. Both continua are scaled from low level to high level. The
person development scale is defined in terms of Hunt's developmental model
(Hunt, 1975a; Hunt and Suilivan, 1974). With respect to the scaling of
the development-inducing properties of the institution, points at the lower
end of the continuum indicate an emphasis upon socialization for adjust-
ment (conformity), the result of which is a jolnt static state of person-
instﬂ?ution equilibrium which, by definition, is able to tolerate little
diversity. By contrast, points at the upper end of the continuum indicate
an emphasis upon socialization for growth, development, and innovation,
the result of which is a jointly dynamic state of person—in;titution
equilitrium which thrives on qualitative diversity. The results of the
exposure of individuals to these varying practices are schematically

represented within the parameters of the two continua.
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Figure 35, A model of staff-institutional development,
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The broken line indicates the likely ttlapctory of what happens
when a highly developed teacher is placed i;};.closed, low developmental-
inducing institution. Such a projection, and other possible person-
institution interactions, needs research documentation.

Not only is there a need to develop an instrument for the purposes of
indexing the developmental-inducing properties of the institution, but
also attention needs to be directed toward the identification of the
analogues of CL development in the institutional sphere--the strﬁctural
characteristics of the institution at varying levels of development, the
sequence of development, the nature and kinds of experiences which induce
structural development of the institution., As was indicated in the review
of literature on occupation/institutional development, there'is available
a pool of related, compatible thinking on the topic. It is the co-

ordination of the two areas which represents the new venture.
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The Paragraph Completion Method (PCM)

Male

Name Female

(Last) ' (First) ' ' (Inttial)

School Grade

On the following pages you will be asked to give your ideas about
several topics. Try to write at least three sentences on each topic.

There are no right or wrong answers, so give your own ideas and
opinions about each topic. Indicate the way you really feel about
each topic, not the way others feel or the way you think you should
feel.

You will have about 3 minutes for each page.
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What I think about rules...

Try to write at least three sentences on this topic.



2. When 1 am criticized...*
3. What I think about parents...
L, When someone disagrees with nme...
5. When I am not sure...
6. When I am told what to do...
p‘,;
L ]
a

The test format for each of these stems is the same as stem 1,

F
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Scoring Criterla for 'Rules’ from the Scoring Manual of Hunt et al,, 1977

RULES

Score 0O:

Score 1:

Score 2:

§Pecifj£_Characteristics and Examgloi_pz Topic

Rules are reacted to negatively because they interfere with
one's own self gratification or wishes. Typical reactions

are complete rejection of rules and/or authority.

Rules are seen dichotomously (e.g. good - bad, right - wrong).
The function or appropriateness of rules is mot evaluated.
Rules are frequently considered necessary to maintain order

and control. L

Rules are evaluated according to their function. While rules
are seen as necessary the app?bpriateness or value of rules for
certain situations is questioned. The necessity of rules being
flexible and adaptable to change is stressed. Rules may be
reacted “to negatively because they interfere with personal

freedom and independence.
1 {f
Rules are evaluated by considering the particular situation
to which they are being applied, and the effect upon himself
. e '
and others. A decision is then reached according to the
relative importance ascfibed to these variables by the

individual. His freedom of decision, and the impermanence and

flexible nature of rules, are paramount .
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'What I think about rules.. .

score 0

tJ

Scoge 1

Score 2

10,

"1 hate authoritv. I don't like to be told what to do.
Why can't we give rules.”

"There should not be more than there are. 1 feel like
I am in prison. The rules that the teachers make up are
stupid.” ’

"I hate rules. 1 never obey them. Me and my friends criticize
them."

"I don't like them. Rules are made to break. 1 feel they
are also made to get you into trouble."

o~ ¢

"Some rules I think are good. Some rules 1 thimk are bad.
I think we always should have rules.'

"Rules are good. They teach us different things. Some rules
I don't like because they are too strict. Some rules need to
be stricter.”

"They keep things and people safe. They are good to have
around. There should be more.' -

"Rules are made for a purpose. They are made for the protection
of you or something. Rules are needed to direct our life.'"

-

"1 think some rules are very good but some of them are a little
over done. They dopit give 'you a free will to do some things
you want to or havg to do, to do your best. Some are very
usetul to us too."

"1 feel that rules should be oheyed and that before they're
made it should be discussed with the person who has to follow
them, bhecause sometimes they're just not tiir to some people.”
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"What I think about rules.. . "

Score

Score

RULES

Score

~

11.

3

13.

14.

15.

<.

(Contd.)

"I think rules are very important because people can't
always do anything they want. Some rules though ca
unfair and I think people should speak up and gj
opinion. Rules are also important because of
guess they're not all that bad.'

L

"I think rules are very important, but sometimes it is

better not to stick to them directly. That is, there . ’
are always exceptions. It is necessary to have rules, but

too many of them take away personal freedom. Something

which is essential to all of us."

"Must be used to fit the situation - man made without
penalties of law. Good to define parameters of situation.
May be used for control of situation or persons - open to
interpretation and change as no longer serve purpose(s)
for which created."

"Rules, if they are not too restrictive of my abilities

to make my own judgments when the situation warrants it,
are okay. I don't need rules for every detail of my life."
"Rules are a necessity in a complex society such as ours.
However, rules cannot be applied in the same manner for
atl circumstances. A change in circumstance could make

much difference in how much or how strictly the rules
should be adhered to."

Like the 1 response there is some recognition that rules
are necessdry to maintain order. However there are still
traces of 0 level negativism and hostility when rules

intertere with egocentric needs and wishes.



Score 1.5:
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v a,
* ‘o
The response is similar to the | response in that’fhe
person describes rules according to their social agceptance
(good-bad, right-wrong) and sees the value of rules in
keeping things organized. However there is a beginning

. . . ( .
evaluation of rules but the criteria may be more egocentric

or not as clearly defined as at the 2 level.

A score of 2.5 may be given if the person evéiuates both
the situational applicability and/or impermanence of rules,
and the effect of the rule upon others and himself, but
he does not weigh these considerations to arrive at some

conclusion or position about rules.

"What [ think about rules...'

Score .5

16.

17.

Score 1.5
o 2

18.

19.

"1 think rules are getting in people's way of having fun.
They should also be remembered. Rules are alright just

so they don't knock out any or too much fun, and there
isn't very many of them. I think that there really
shouldn't be too many rules."

"I think rules are stupid, because the biggest pqaaion of
the rules get broken anyway" so why make them, but*ih some
cases it is very nice t® have rules."

"I think rules are very important. They make people do
things right in the right way. Some rules seem to me awkward
or they are strict. But people need them to live. Rules
have to be made."

"I think rules are gocd to have. But when they go too far
that's when they get me mad. Like 1 second late at school,
and you get a detention."



"What

I think about rules..."

Score 1.5 (Contd.)

Score

20.

to
w

t‘:.

ro
N~

23.

"1 think rules are needed in most places. If there
weren't rules things would get out of hand. Some
rules are not needed, like don't talk in class. I
think you should be able to discuss things with your friends
not during tests but in class." .

)

»

"1 have mixed feelings about rules. Obviously there are
rules which are very necessary and we need them to run
the country or anything else. There are however very
unreasonable rules. Some rules of notifying parents of
things when under age. In some areas rules should be
loosened, in others, rules should be tightened. It
depends on the specific rule and circumstance."

"I perceive rules as guidelines for behavior. Their
necessity varies with the needs for structure of the
group; as does their enforcement." ’

¢ Rules are made to protecy people not always for safety
“but greed.’ People make up rules to protect themselves

from maybe losing their position in a job. So some rules
are made to be broken. Rules can help if they are for
your own good like rules that protect people from injury.
I disagree on rules that are made by one person. I think
in some cases they should be made with the people they
effect."
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A TEACHER CONCERNS STATEMENT

Name . . . . . . .. .. .. .. .. . Date ¢ ¢« « « o« Time: 10 minutes

The purpose of this form is to discover what teachers are concerned about
at different points in their careers. With this information, teacher
educators can include in teacher education what teachers feel they need.

WHEN YOU THINK ABOUT YOUR TEACHING, WHAT ARE YOU CONCERNED ABOUT? (Do not

say what you think others are concerned about, but only what concerns you
now.) Please be frank.

Do not write
in this space.

.0

’lease place a check by the thing that concerns you most.

&

3
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OVERVIEW OF CONCERNS CODES )
(Fuller, F. & Case, C. A Manual for Scoring the Teacher Concerns
Statement, 1972, pp. 3-5.) P
I. Concerns about Self .
Code 0. Non-teaching Concerng
Statement con , information or concerns which are un-
v related to teal &
: Codes 1 through are always concerns with teaching. All
- other statements are Coded O.
11 Cdlicerns atout Self as Teacher
Code 1. Where Do I Stand?
Concerns with orienting oneself to a teaching situation,
i.e., psycholcgical, social, and physical environment of the
classroom, school and/or community. Concerns about super-
visors, cooperating teachers, principal, parents. Concerns
about evaluation, rules, or administrative policy, i.e.,
concern about authority figures and/or acceptance by themn.
Code 2. How Adequate am I?
Concern about one's adequacy as a person and as a teacher.
Concern about discipline and subject matter adequacy.
Code 3. How Do Pupils Feel About Me? What are Pupils Like?
Concern about personal, social, and emotional relationships
( with pupils. Concern about one's own feelings toward the
teacher.
III. Concern about Pupils
Code 4. Are Pupils Learning What 1'm Teaching?
Concern about whether pupils are learning material selected
by the teacher. Concern about teaching methods which help
pupils learn what is planned for them. Concern about eval-
uating pupil learning.
Code 5. Are Pupils Learning What They Need? 3
Concern about pupils' learning what they need as persons,
Concern about teaching methods (and other factorsg which
infYfuence that kind of learning.
Code 6. How Can 1 Improve Myself as a Teacher? (And Improve All That

Influences Pupils?)

Concern with anything and everything which can contribute

to the developwent not only of the pupils in the class, but

of children generally. Concern with personal and professional
development, ethics, educational lssues, resources,

community problems, and other ents in or outside the
classroom which influence pup¥ ain.

”
a

L X
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To summarize, Code O indicates that the teacher is not concerned
about teaching. Codes 1 and 2 are basically selfzoriented teachlng
concerns. Code 3 is tranéitional, but here the hcher's concern is
already more pupil oriented. Finally, in Codes 4, 5, and 6, the teacher

is definitely pupil oriented in a clear teacher-pupil relationship.

Illustrative Example

Code 4. Are Pupils Learning What I'm Teaching?

Concern about whether puplils are learning material selected by the teacher.
Concern about teaching methods which help pup{ls learn what is planned for
them. Concern about evaluating such learning.

Examples .

Right now my chief concerns seem to be am I getting across to them?

The question still arises in my mind as to how well I have challenged my
students.

I am most concerned with finding the most effective way to teach reading.
Will it hurt if you change a left handed child to right?

I want to present information in a manner to provide the greatest possitie
learning situation.

Individuals with a lot of potential, who are not using it, are my mairn
concern. .

I feel now that I can use ideas no matter where I find them so long 1s the
student gets the effect.

I want to be sure they understand the fundamentals.

I had some real problems in the beginning with their handwriting. They
could not write so that a human being could read it. I've been working
about 15 minutes with each child trying to get the incomprehensitle gartle
put down in some acceptable language.

I want them not only te understand what is saild, but also tc be able +o
apply what is said.

My concerns presently deal with finding out mutual areas of interest and
ability so I am able to get new subjects and new concepts across to them.
That 1s, I'm concerned with their understanding what I'm attempting *to teach.

I'm more concerned now about the general things they learn rather than the
facts, I am always behind on lesson plan schedules because I am not as
concerned about getting everything covered and done. If there is a word
or concept they don't understand, we stop and g0 over it. I realize more
clearly now how little they know and how lacking their background is.

If I teach Spanish I'll be concerned about how to give my pupils a mix-
ture of emphasis on speaking skills while learning grammar for reading

the literature that reflects the cultural differences of Spanish-speaking
people.
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I worry about finding the means of presenting the material in such a manner
that the maximum number of students can grasp it easily.

My desire 1s to have everyone understand the problem, idea, or whatever,
before we move on to the next area. This is not always possible. I am
troubled when I have presented a lesson and when I have finished I know
no one benefited.

Flaying each different instrument involves many different techniques and
there are many ways to present each concept or technique to each individual.

I am concerned about being able to correctly and fairly asses the work of
my students.

I am concerred that the students learn the objectives that have been set
forth.

I want to make the subject allve and meaningful to the student so that he
can learm.

I want to be open-minded in evaluatirg a student's artistic progress. I
want to think, this is good, whether I like it or not.

(From Fuller and Case, 1972, pp. 21-23.)
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Moral Judgment Interview (MJI)

Questionnalire

Name

The purpose of these stories and questions is to get at your opintons and
ldeas. Please write dowm all the ideas or feelings they bring to mind

rather than giving 'yes' or 'no' answers. He sure to answer all questlions.

In BEurope, a woman was near death from a special kind of cancer,
There was one drug that th‘octors thought might save ner. 1t was
a form of radium that a druggist in the same town had recently
discovered, The drug was expensive to make, but the druggist was
charging ten times what the drug cost him to make. He paid $200
for the radium and charged $2,000 for a small dose of the drug.

The gick woman's husband, Helnz, went to everyone he knew to borrow
the mcney, but he could only get together about $1,000, which is
Palf of what it cost, He told the drugglist that his wife was dying,
and asked him to sell it cheaper or let him pay later. But the
druggist said, "No, I discovered the drug and I'm goiné‘to make
money from 1t." So Heinz getls desperate and considers treaking

Into the man's store to steal the drug for his wife.

1. Should Heinz steal the drug? Why or why not?
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(Fage 2 of test)

2.

4,

If Heinz doesn't love his wife, should he steal the drug for her?
Why or why not?

Suppose the Yberson dying 1s not his wife but a stranger. Should Heinz
steal the drug for the stranger? Why or why not?

What's to be sald for obeying the law in this situation or in general?

(Page 3 of test)

5.

Heinz might think it's important to obey the law and to save his wife,
but he can't do both, Is there a way to resolve the conflict tetween

law and life, taking the best arguments for both into account? How

or why not?

(Page 4 of test)
-

Heinz did break into the store and get the drug. Watching from

a distance was an off-duty police officer, Mr. Brown, who lived in

the same town as Heinz and knew the situation Heinz was in. Mr. Brown
ran over to try to stop Helnz, but Helnz was gone by the time

Mr. Brown reached the store. Mr. Brown wonders whether he should

.

lock for Heinz and arrest hime.

Should Mr. Brown, the off-duty policeman, arrest Heinz? Why or why

not?

Mr. Brown finds and arrests Heinz. Heinz 1is brought to court and

found guilty. Should the judse sentence Heinz or let him go free?
Why? '

(Fage 5 of test)

3.

3a.

L.

Tre judge has to think about society. Thinking in terms of soclety,
wa* is the best reason for the judge to give Heinz a sentence?
If you disagree with this reason, why?

Why is it important gZenerally to punish people who break the law?

(Page 6 of test)

5.

If you had to make a declision atout whether to steal the drug, how

would your conscience enter into the decision? '



6: Is Heinz's problem a moral problem? What makes something a moral
problem?

(Page 7 of test)

7. Heinz's problem involves the law, 1t involves his feelings, and it
involves his thinking or reasoning about right and wrong. How should

these things enter into a decision about moral problems?

8. Some people would say there is a morally right cholce in problems like
this. Others would say the choice is arbitrary, 4t's a matter of
‘personal opinion. Can morfl decisions like this be more than a matter

of personal opinion? If So, how? If not, why not? &
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THE REFLECTIVE INDEX

Criteria for the Coding of Lesson Protocols

(Excerpted from B. Joyce and B. Harootunian, Manual for Analyzing the Oral

Communications of Teachers, 1972: The System of Coding--The Handling of
Information, pp. 229, 234-237.)

The System of Coding <

A unit of communicatlon is defined as one oral communication by a

teacher on one topic and to one audience . .

The Handling of Information

A communication should be claésified infofmatiqnal whenever the teacher is
presenting facts or ideas or demonstrating or explaining some skill or when-
ever he is inducing the students to give information, collect facts,

develop ideas, or practice some skill. In the first two subcategories (I-1
and 1-2) the teacher tries to encourage a student to form an opinien,
develcp an idea, and work on data for himself. In the last three categories
(I-3, I-4, and I-5) the teacher controls the development of ideas and the
ways in which they are explored.

I1-1: Helping Students to Theorize. The teacher tries to get the students

to assume responsibility for doing the thinking in class.. Thus he en-
courages them to collect data, raise hypotheses, make inferences, evaluate
information, and define c"QQVance problems. The study involved may range
from pursuing an explanation of a scientific event to appralsing the
qualities of a plece of literature or a work of art. Very often the
students are asked to defend or justify a position or judgment:

"Do you agree with Alfred's conclusion?"

"Why?" (following a previous question or statement)

"In his posjtion, how would you feel?"

“"Can you imagine how the play would be different if the soldiers were
from the South rather than from the North?"

"What evidence is there that this is not a true story?"

“Suppose you had lived in those days. How would your life be different
from what it is now?"

"What do you think made the fluid turn blue?”

I-2: Helping Studemats Toward Self-Expression. The teacher asks a Student

to express himself creatively or originally in writing, music, or art, or
asks him for some opinion on an issue for which there are no precise
answers. The teacher, however, does not demand that the student Justify
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.n of creation (rigorous Jjustifications are reserved for sub-

"Why not Weite a story based on your experiences?”

"Which among the European nations seem friendliest toward America?”
"What are some other ways of saying this?"

"Who did the problem another way?" -

"What will our main character do next?"

I-3: Questioning Students for Preclse Answers. In questioning a student,

the teacher here 1s usually seeking but one possible answer, one requiring
no analysis, hypothesis, or justification. The student is merely asked to
retrieve some memorized fact or idea or to recall some observation.
Sometimes the observer recording the teacher's communication must draw a
'line between an informational statement of this type and a procedura.
statement; for instance, the statement '"Sing the song"” would be infor- ~
mational (1-3) i1f the teacher were seeking an accurate recitation %ut r;/
would be procedural (P-B) if the teacher were simply getting an activity
under way. (In this subcategory the observer records an R on the coding
grid whenever theé teachef repeats his questlon--usually because tge student
in&ktially questloned failed to answer correctly.) Examples: {

"What did the book say were the three major causes of the American
Revolution?”

"When did Caesar live?"

"Tell me the rhyme scheme of the Shakespearean sonnet."”

"What did you see at the zoo?" ‘

"Recite the poem from memory."

“Define the concept 'balance of power'."

I-4: Delivering Informaxion."ihe;$?gcher 511.‘  ormation or degonstrates
or describes a skill. The kind Of informa¥l e g

data ("Voltaire and Rousseau both died in 1 .
relatively stable theory or knowledge in Joseph‘B. Schwab's sense ("Kan-
garoos are mammals."” "Genes are molecules that transmit hereditary
characteristics”). In this‘subcategory the teacher can be reading stories,
poems, or passages from a beook; or he carn be lecturing, demonstrating, or

showing a film and commenting on 1it. Fraom the observer's point of view,

elivers compri!%s either

“The gas is helium") or

the teacher's information or demonstra}ion may be good or poor, but this

is irrelevant. Sometimes this informational subcategory borders closely

on the procedural category P-3; for instance, telling a student to Yead from
the encyclopedia would be procedural, whereas telling him. how to locate an
article in an encyclopedia would be informational, in that it woull be an
explanation of a skill. (In'this subcategory the observer records an R on



»
the coding grid whenever the teacher repeats a statement made by a
student.) Examples:

"The square root of 121 1is 11."

“True, John, fish are vertetrates but not mammals."™ (This information,
echoing a student's statement, is recorded as an R or repeat.)

"The war ended in 1865."

"The rhyme scheme of the Shakespearean sonnet is ababcdcdefefgg.”

"We always weyglj overshoes when it rains.” (given as a statement of fad
rather %than as 'a direction or sanction)

' I-%:. Giving Conclusions. The teacher delivers an opinion or conclusion,

St

states a criterion or a measure of evaluation, or defines an issue or

_problem. Unlike subcategory I-4#, this subcategory involves more fluid

ﬁnowledge in Joseph J, Schwab's sense or even the teacher's personal

)udgmen; or point of view. Contrary to subcategory I-1, in this supcat—

egory the teacher, not the student, is dolng the origindl thinking. He is

doing all the analyzing, syntheslzing, hypothesizing, and evaluating.
-
Examples:

"The five causes of the war were . . . "

"This experiment will prove that =« . . "
"The Japanese I met in Tokyo were always . . "
*“The best way I know is to . . M

N
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Joyce, Weil, & Wald: Cognitive Levels and Activities

Cognitive Levels Cognitive Activities

¥
Factual Recalling information
Recognizing or identifying information
Gathering or enumerating data
Translating information into one's own
words

Conceptual Building categories and forming concepts
Generating examples of concepts
Comparing and contrasting
Making inferences about Ccause and effect

Theoretical Developing a principle or generalization,
as in interpreting or explaining data
Testing a hypathesis
Making predictions
Making value judgments based on criteria
or developing c¢riteria

—

From Basic Teaching Skills by Bruce R.

oyce, Marsha Weil, and Rhoada Wald,
p. 51, 1972, Science Research Associa -

hnc.

-

— ~.
Description of Fevels: >

- 7

The Factual Level. The ®gnitive ' processes at this level are recalling,

{dentifying, enpmerating, describing, and translating information
from one medium ‘or mode to énother (e.g., written to spoken, iconic
to symbolic). Themssumption 1is that data are not maripulated,
interrelated or transformed in any way at this level, but are

8iven or used as given.. N
s

The Conceptual Level. Cognitive processes at this level are those

which interrelate - pPleces of data in order o compare and/or
contrast, to draw cause-effect inferences, to interpret data (for
example, what the s pe of a curve Reans, what the implications of
an author's symbolis are), to apply what is given of general know-
ledge to a problem-solving situation, and to form concepts.

The Theoretical Level. This is the level at which concepts and facts

are generaliged and synthesized into a larger theoretical structure

(how the concept of international economic interdependence relates
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to the workings of a capitalist economy), and at which problems

are creatively or synthetically solved. Othef cognitive activ-
ities at this level include hypothesizing, developing criteria,

and making judgments of value ("good" or "bad", "important" or
"trivial", e.g., in literature, political policy, ethics), and

the creative process (e.g., writing original poetry, composing a
\Plece of music, designing an experimental study). In all of this,
it is assumed that the thinker has taken data given or remembered
and manipulated and transformed them te the point at which theoret-

ical structures become the focus, rather than the actual facts.

From Manual for Interaction Analysis, a mimeo forwarded by B. Joyce,
NeanAamias- [ Nsle74
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e Coded Sélgle from a Lesson Protocol

Grade 5 class, Social Studies: Ontario. The lesson begins with a review
of the geographical divisions and features of Canada, proceeds4to a dis-
cussion of the indusirial features of Ontario, and concludes with a

detbate re Jjustification of Ontario’'s right .to vast industry.

(The following excerpt 1is froQithe beginning of the lesson.)

T: . . . Who remembers some of the land form regions--the different land
structures that we'll find in Canada?. . . Biata--Can you name one of
them? (3) }

S: The Canadian Shield 4

T: The Canadian Shield. Right. (R) Can you locate the Canadian Shield
for us? (3) - ;

T: OK--It goes a little further over though, doesn't 1it?--Can you iﬂﬁt’a'
you're showing me--right--Not too much %f Alberta, though, is {‘lrQZ—
dust a little corner--right--just a little eastern corner q ‘
right? (4) OK, Northern Ontario and what other provinces
to cover?--Part of northern % (3)

S: (Inaudible response

J

T: Part of northern Queba Goodg (R)' The sdian Shield ;thal
a good portion of Canada. (4) What ki A are we going to find
in the Canadian Shield?--Dianne? (2) NS

S: Rocky - ) ) N

T: Rocky land. (R) Anything else will yfllF M- the Canadian Shield
besides rock?--Sherry? (2) _

S: Forests  { 48 » .

T: A lot o ests, right. (R) So then what kind of industries will we
find 1:’ Camadian Shield?--Norman? (2)

S: Lumberi )

T: A lot of lumbering (R) and what else?--Cynthia? (2)

S: Pulp and paper

T: Pulp and paper. Right. (R) Anything else with lots rock?--What
else are we going to find?--Leslie? (2)

S: (Inaudible response)

T: Building furniture from the wood products--that's righ! (R) OK,

. Patty? (2) '

S: Mining »

T: Mining. Right--So we're going to find a lot of mining industry being

carried on there. (R) OK. We've had the Canadian Shield, what's
another land form?--Tom? (3)

S: Appalachian redton ”

T: Appalachian region. (R) Could you locate it for me on that chalk
map of Canada, please? (3) -

.o (from ‘the concluding section)

T: Now going back to the fact that many people say: Why should Ontario
have all those industries and Manitoba so few and Saskatchewan so few?
Uh--Who would like to take the part#®f Ontario and say: Well, we're
entitled to these industries.' Who can give me some rationale, some
argument for the fact that ey should have as many industries as they
have down there?--You're gofgeto justify--you're going to say why it
is that Ontario shquld have all those industries. (1)

’
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RESEARCH PROGRAM REGISTRATION FORM*

FACULTY OF EDUCATION

DEPARTMENT OF EDUCATIONAL
PSYCHOLOGY

TELEPHONEK (403} 432-8248

$

THE UNIVERSITY OF ALBERTA
EDMONTON. CANADA
TeG 2Gs

TEAC_HF“ ERRICHMENT EXPERIENCE

Directors goyce'B. Krysowaty

Participant Registration Egs'hﬂvaﬁ
#

Name . . . &%, o o .0 o . 0.

s s Surname -

Teaching Position . . . . .‘?Vj\,

Schcol Fhcene No. v e s e

Homedddress . . . . . ., W . .

Teacher Trainirg (1in years) . . .

.

N .
. . . . . . . . . . . . . . . . . .

Given name
e « « « « o Grade . v . ... e . .

. « « Home Phone No, . . . . . . . .

. Teaching Experience (years) . -« . .

Age . . . . Do you plan to teach next year? Yes No

[}

*For the comparison group the title read: Teacher Research Progran

264
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A TEACHER ENRICHMENT EXPERIENCE <

Overview of the Program

Discussion and effort Will center around the following componeﬂes:

I1.

I1I.

Iv.

Three basic dimensions in interaction: Students, Objectives, and
Methodology

Focus: Y studengts . Integrating theme: learning style

Examination of different credible medels and strategles of teaching

and selection of models to master. ’

Question: How does your idlosyncratic model relate to other models?
Focus: Trying out selected models and evaluating them

Putting 'it' together as your unique style, for your students, for
the desired purposes.

Learning centers and contracting in the elementary school.

Extension of teacher interests agd competenclies through provision

of relevant lfterature from the University Library.
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CONCIUDING FORM FOR PARTICIPANTS

Teacher Enrichment Experience . <

Would you indicate in order of priority (1,2,3,...) those segments of the
Enrichment program that you feel are/were of value to You as a teacher.

Core Seminar (Sensitization techniques, learning style) . . . .
Lesson Analyses (Levels of cognitive activ1t1e2§

Models of Teaching: Learning Centres C ot et e e e e e e
Contracting™ . . . . . . . . . ¢ e e e e s
Synectics ?Gordon) vt v e e e
Inquiry Training (Suchman) . . . ., . . .
Classroom Meeting (Glasser) . . . . . . .

Inductive Teaching (Taba) . . . . .
Simulation . . . . . . . . . . . . .. . .
' Others (e.g. Behavior Modification) . . .
Additional material provided in response to your request . ., ¢

I

Any comments re progfaf . . . . . . . . .62 e e e e e e

. L] . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . Ll

b ] ' '
Are you presently engaged in University course study or have you been so
engaged at anP time within the past three years? Yeg ¥ No (Circle)

If relevant could you list experiences that you have had during the. time
encompassed by this program that you believe have had an impact upon you
(e.g. courses, travel, birth of a child, divorce, difficult teaching
assignment, etc.).

. . . - . . . . . . . - . . . . . . . . . . . . . . . . . . . . . .

Would you indicate with a check (¥) which of the following you think best
describes the environment in which you work.

(a) __Twemendous

__Moderate press for 'withitness', practice of\QQality
_Minimal innovation
__No . '

(b) __ Tremendous
__Moderate support for ‘withitness', innovation
_Minimal

No

- )

Thank you vexry much for your cooperation in the study. All information is
confidential. You wlll be informed of the results of your questionnaires
and the study when they become available.



' 267

Addendum: Teacher Research Program*

Are you presently engaged in University course study or have you been
so engiged at any time within the past three years? Yes No (Circle)

If relevant, could you list experiences that you have had during the course
of the school year that you believe have had an impact upon you (e.g. courses,
travel, birth of a child, divorce, difficult teaching assignment, etc.).

D L T T T, ¢ e & ¢ & s e 2 & s 4 e e o

Would you indicate with a check () which of the following you think best
describes the environment in which You work.

(a) __Tremendous
——:izii;;e press for 'withitness', practice of quality innovation.
e
(b) _ Tremendous
erate £ "with .y o1
" Minimal support for 'w itness', 1lnnovation.
"No

Thank you very much for your cooperation in tbe study. All individual
information is confidential. You will be inTormed of the results of your
questlonnaires and the study when they become available,

*Comparison group form
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NN o W

~ -

Comparison Group (T2)

2

PC Pre .325

PC Post

PC Adj. Post

TC Pre

TC Post

Age

'Teacher Training

Teacher Experilence

*p<.05
*¥*p e, 001

C.

Joint Group (T4+T2)

® N o owm Fow

3 4
325 L4731

1,q‘l' .176

, 176

PC Pre LTenw QLo 2073

PC Post

PC Adj. Post

TC Pre

TC Post

Age

Teacher Training

Teacher Experjlence

*

p<¢.05

**pe.01
*#%p¢.001

LIl 121
. 086

>

5 6
.35  -.008
~.060  —.35
-.060 -.35
L665%%%_ 000
-.219

.382%% _ 112
.031  -.070
431 -.093
361%% 038
.026

N7 Yl

.192
.192
249
. 087
-.293

35 5 ol
.181
<194
.020
.0u2

-.320*

-.131
-.173
-.173

.087

-.286

.8@3***

-.291

140
.099
.120
.022
.023
LBOg**x
253
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Table M .

R - : .
Sumnary of Two—way‘Analysis‘qf Yariance: ~
Treatment Group by PC Pre—ﬁdjuste&.?bst
Ce & " :

[
a

. 272

——T

M Y

Source ) S.S. M.S. D.F. ' F P
Between subjects . 1

Treatment groups .835% ©.835 1 %{915

Error “15.723 .297 53 ;
Within subjects C © )

Pre-ad justed post  3.013 3.013° 1, ‘u48.181 .0000004

Treatment group ' ‘. ~

x Pre-adj. post '.178 .178 1 - 2.854,
Error . 14 .888 286 2 & -




Table 75

Summary of Two-way Analyses of Variance:
CL Groups (Non-zero Ss) on TC Pre-Post for Each Treatment Group Separately

-

Source . S.S. M.S. D.F. F P
I
Between subjects
CL groups 2.182 727 3 539 "
Error 32.354 1.348 24
Within subjects
Pre-post 5.533 5.533 i 11,163 .0027
CL group
x Pre-post 1.860 620 3 1.251
Error 11.895 496 24
12’ .
Between subjects '
CL groups 7.351 2.450 3 1.488
Error 24,705 1.647 is
Within subjects
Pre-post .105 .105 1 . w165
CL group
x Pre-post 42 047 , 3 .075
Error 9.505 634 15




Taﬁle 76

Summary of Three-way Analysis of Variance:|

T;gatment Groups by CL Groups on TC Pre-Post (Non-tero Ss)

Source” - 8.8, v M.S. D.F. F ‘ P
Betu;gn subjects
{
Treatment groups 0375684 - . 0375684 ,0257
CL groups 5.553262 1.84421 3 ) .2605
Treatment group
x CL group 3.40222 1.13407 3. 77514
Error 57.059 1.46305 39 ’
Within subjects
Pre-post 1.25641 ot 25641 1 '2.2898
Treatment group .
x Pre-post 2.70730 2.70730 1 4.9339 .05
CL group /
x Pre-post 632696 .210899 3 L3844 -
Treatment group R
x CL group .
x Pre-post 1.04563 B3 3 6352
Error - 21.400 . 87179 39




