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THE DESIGN, DEVELOPMENT AND INITIAL FIELD TEST
OF THE TEACHER-PRINCIPAL COMMUNICATION
INSTRUMENT (TPCI)

By

Richard Ignatius Aquilina

The genesis of this research emerged from the requisite that
the elements of an educational system function cooperatively in
order to develop and maintain personally satisfying professional rela-

tionships.

The continuous opportunities for self-assessment and self-disclosure

are mandated by the need for harmonious relationships among system com-
ponents. The frequency, mode and caliber of the information exchanged
as a result of the needed introspective process is related to the
effectiveness of the system and to the relative degree of satisfaction
personnel ascribe to their work environment.

At times, structural or organizational constraints preclude admin-
istrators from relating to, or working with, staff members on an indi-
vidual basis. The number of staff, the size of the organization,
space, protocol, etc. are all variables which may act to discourage
the establishment and maintenance of individual communication relation-
ships.

Typically, the acquisition of administrator-teacher interface

feedback has been left to chance. For the most part, staff meetings,
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teacher evaluation sessions, conversations which transpire in the
teachers' lounge, school corridor, classroom or principal's office do
not candidly address teachers' perceptions of their work environment.
Moreover, teachers and principals generally do not exchange information
regarding methods or strategies in which the potential disparity in the
level of satisfaction associated with the present and optimal working
environment might become less pervasive.

Consequently, the major thrust of this research endeavor was to
develop a communication device designed for utilization by administrators
(elementary school principals) with staff (elementary school teachers).

The purpose of constructing the Teacher-Principal Communication
Instrument (TPCI) was threefold:

1. to provide teachers an opportunity to reflect upon, and

respond to, factors which purportedly affect morale and
job satisfaction and, ultimately, classroom effectiveness;

2. to provide principals (and staff) feedback information
relative to individual staff member's responses to factors
which purportedly affect morale and job satisfaction;

3. to provide both teachers and principals a data-base upon
which numerous relevant goals, objectives and strategies
can be generated. The focus is upon the mutual develop-
ment of alternatives designed to enhance the teacher-
principal interface and thereby advance the effective-
ness of the educational suprasystem in which they co-exist.

An extensive review of the morale and job satisfaction literature

was conducted. The search provided a foundation upon which the initial
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draft of the TPCI was constructed. Explored were such topics as:

Morale and Job Satisfaction: A Definition of Terms

Morale and Job Satisfaction: Impact and Effect Upon Productivity

Morale and Job Satisfaction: A Multitude of Considerations

General Studies of Factors that Purport to Affect Morale and Job

Satisfaction

Perceptual Variance Among Teachers Regarding Factors Which Purport

to Affect Morale and Job Satisfaction

Saliency of the Teacher-Principal Interface in Influencing Morale

and Job Satisfaction Among Teachers.

The initial draft of the TPCI, based upon data collected in the
literature review and the first pilot study, consisted of 127 items
distributed in nine subscales. Each subscale was defined by its com-
ponent items and represents complex behavioral patterns. The subscales
are listed as follows:

1. Motivational Factors
Services
Physical Environmental Conditions
Group Cohesiveness
Matter (Materials, Supplies, Equipment)

Teacher Decision-Making
Principal Leadership Behavior

Information
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. Communication Relationship
It is important to note that those considerations which purportedly

affect morale and job satisfaction status and are typically channeled
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through professional teacher organizations in their negotiations with
school board representatives have been excluded. The intent was to
direct attention to only those matters whereby resolution might be
attained through the interaction of a principal with his/her teaching
staff.

The initial draft of the TPCI was subjected to the scrutiny of a
reactor panel of experts. Authoritative and knowledgeable persons,
versed in morale research and related disciplines, performed the
dichotomous function of validating each item by responding to inquiries
about clarity, relevance, focus, format and overall construction of the
instrument, as well as providing inputs relative to general design.

As a result of the efforts of the panel of experts, the initial
draft of the TPCI was revised. At this juncture, the TPCI included
113 items, classified in the previously stated nine subscales.

A method of scoring and reporting the results of the TPCI was then
developed. A Likert scoring system, consisting of five categories,
was applied to each item. The items were constructed so that the

polarity indicating satisfaction was the responses strongly agree and

agree, while strongly disagree and disagree represented the dissatis-

faction end. The neutral response was undecided. Scoring weights
ranged from 5 (strongly agree) to 1 (strongly disagree), while the
range of total scores was computed by multiplying the weights by the
number of items. Results could then be transcribed on three TPCI Scor-

ing Grids:
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1. Overall and Subscale Profile for a Single Respondent

2. Overall Profile for a Group

3. Subscale Profile for a Group

A second pilot study was conducted for the following purposes:

1. to determine internal consistency (reliability) measures
for each subscale, as well as the overall instrument, by
utilizing the Coefficient Alpha technique;

2. to administer the TPCI to a teaching staff of an elementary
school;

3. to further content validate and refine the TPCI by eliciting
the reactions and observations of a teaching staff;

4, to demonstrate that the TPCI will be acceptable to those
participating teachers and generalizable to the population
randomly selected for the field test, in terms of content,
relevance and format.

The TPCI was revised based upon subscale Coefficient Alpha scores

(an overall Coefficient Alpha score for the TPCI was calculated at

;29)’ correlational matrices and the feedback provided by the teachers
participating in the second pilot study. As a result, the TPCI was
once again refined and, at this point in time, consisted of 102 items,
assigned to the aforementioned nine subscales. This was to become the
final revision of the TPCI.

The TPCI was then field tested in nine rural and suburban elemen-
tary schools in south-central Michigan. Over 100 classroom teachers

and principals participated in this final phase of the study.
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Two treatment groups and one control group were established. A
provision for staff feedback differentiated the treatment and control
conditions. A1l nine principals completed the TPCI on two separate
occasions (pre/post) as he/she perceived their staff would respond.
However, only the six principals in the two treatment groups received
feedback information relative to how the teachers did, in fact, respond
to the instrument, and comparing the principals' ratings with those of
the staff. In the control situation, teachers were not administered
the TPCI; therefore, no.feedback mechanism was established.

Treatment Group One differed from Treatment Group Two based on
the following criteria--the three schools in which the principal's and
teachers' scores illustrated the greatest disparity were assigned to
the first treatment group, while the second treatment group consisted
of teachers and principals (in the three schools) whose scores were
most similar.

Specific null hypotheses involving the principals' pre- and post-
scores were stated as:

1. For Treatment Group One, feedback information relative to
teacher ratings will not have an effect upon the post-scores
of the principals.

2. For Treatment Group Two, feedback information relative to
teacher ratings will not have an effect upon the post-scores
of the principals.

3. For the Control Group, the lack of feedback information
relative to teacher ratings will not have an effect upon

the post-scores of the principals.



Richard Ignatius Aquilina

4, Results associated with Treatment Group One, Treatment Group
Two and the Control Group will not reveal different effects.

A t-test was employed to evaluate Null Hypotheses 1, 2 and 3,
while a one-way analysis of variance (ANOVA) was utilized to test Null
Hypothesis 4. The Scheffé post-hoc treatment was used in an attempt
to discern the location and magnitude of the differences obtained in
the ANOVA.

Null Hypotheses 2 and 3 were not rejected, while Null Hypotheses
1 and 4 were rejected in favor of the research hypotheses.

It was concluded that the TPCI can effectively be used with ele-
mentary school principals and teachers whose perceptions of the teacher-
principal interface are varied and widespread. Moreover, it was inferred
that the TPCI can be utilized to reduce the equivocal nature of the per-
ceptual or attitudinal variability between principals and their teaching
staff regarding the interface they share.

Although statistical significance was not attained for Null Hy-
pothesis 2, it was suggested that the TPCI can be sensitive to marginal
differences in administrator-teacher perceptions of factors which pur-
port to influence morale and job satisfaction.

Post-hoc comparisons did not reveal the location of the differences
obtained in the ANOVA.

Therefore, on the basis of the results generated by testing Null
Hypothesis 2 and the ANOVA, further investigation was suggested.

Recommendations for future research, insights relative to
administering the TPCI, as well as implications for administrators,

have also been provided.
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CHAPTER I

INTRODUCTION

There can be no darker or more devastating
tragedy than the death of man's faith in
himself or in his power to direct his
future (Saul Alinsky).

The phenomenon that Alinsky has described focuses upon one of the
most critical determinants of social reinfortement, that is, whether or
not rewarding life experiences are a matter of internal (self-directed)

or external (environment-induced) control (see Figure 1).

INTERNAL EXTERNAL

Choice . = « ¢« « ¢ « ¢« ¢« « « «» » No choice

Free Wi1ll . . . . .. .. . . . Fate

Control . &« ¢ ¢ ¢ ¢ ¢ ¢ o o & . Chance
(Inner (Environmental
determinants) determinants)

Figure 1. Control continuum.

Alinsky implied that one must develop full potential to exercise
power over external behavioral determinants or one shall be destined to
exist as an impotent cog in the life system. An obvious dilemma which
arises is how much internal influence is sufficient to regulate one's

own life, concurrent with Tiving in harmony with environmental forces?



Alinsky's message provided a caution--not to become totally
suppressed by external variables so to lose the uniqueness and positivism
associated with oneself. It is precisely this condition, when external-

ities bombard one's daily 1ife, prohibiting self-directed behaviors,

N

that the ability to shape one's destiny is forfeited (see Figure 2).
Job
Peers

Society

PERSON Religion ENVIRONMENT

Education

Family
Culture
Figure 2. External control factors

Reference Groups

/

More significantly, the structure for what might have generated
otherwise healthy, positive self-perceptions as regulators, adaptors or
manipulators of the environment, is undermined.

A commitment for total control represents the antithesis of the
position that Alinsky described (see Figure 3). Both attitudes are
extremes. Ostensibly, both are unrealistic, irrational and unattain-
able postures. Attempts at total internal control conspicuously dis-
regards a wealth of salient environmental influences, such as family,

peers, culture, religion and reference groups which help define one's



PERSON ENVIRONMENT

Beliefs
Values
Energy
Effort
Skills

Interests
Perceptions
Attitudes

N

Figure 3. Internal control factors,

lifespace. It seems naive to think that as a human system one can avoid
addressing the multitude of external forces which permeate one's life's
boundaries, in an attempt to live as a "closed" system. These external-
ities affect in one manner or another perceptions, attitudes and the
direction of how one behaves whether at work, play or in the home.

Ostensibly, it is more reasonable to assume the position by which
the importance of external influences is recognized and seasoned with
personal thoughts, feelings, perceptions, abilities, etc., so to develop
a transactional relationship with the environment. By doing so an
harmoniously balance between internal and external control factors can
be realized (see Figure 4).

The concept of intérna] and external control which was introduced

by Rotter in 1966, in studying the effects of reinforcement in complex
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Beliefs Job
Values Peers
Energy Society
Effort Religion
Skills Education
Interests Family
Perceptions Culture
Attitudes Ref. Groups

PERSON ENVIRONMENT.

T
XA

<

Figure 4. Synthesis: Internal-external control factors,

learning, has now gained prominence in many diverse areas of research.
Rotter defines internal control as a person's belief that rewards are
contingent upon one's own behavior. It is the assertion that what
happens in life is the result of one's own attitudes, perceptions,
skills, abilities and effort. Conversely, external control represents
the belief that rewards are controlled by forces outside oneself and
may transpire independently of one's own actions. An external explana-
tion asserts that success and failure are determined by chance, fate
or specific constraining forces. The latter position reflects the
Alinsky caution.

Gurin and Gurin (1969) stated that researchers have emphasized the
need to assess how realistic it is for a person to perceive that events
are beyond his control and whether he considers external forces to be

benevolent or malevolent. Alinsky's position adds clarity to this



issue--1ife becomes progressively more futile, as events become
proportionally more and more attributable to external controls rather
than to internal forces.

It has been assumed in the literature that a belief in internal
control represents a person's assessment of one's own life experiences,
that one can influence, manipulate or control the consequences of a
situation through one's own actions. It can then be further suggested
that internal control is analogous to a sense of competence or personal
efficacy, whereby variance in the level of internal control generates
divergent self-perceptions. Alinsky characterized this relationship
when he spoke about degeneration of self-concept (loss of faith in one-
self) and ability to direct one's own destiny. Further ellucidation is
provided by Gurin and Gurin (1969):

It has usually been assumed that internal beliefs represent

a positive affirmation. . . . When associated with success,

an internal orientation can lead to feelings of competence

and efficacy. When associated with failure, however, it can

lead to self-degradation and self-blame (p. 32).

Clearly, internal control variables are powerful sources of reward.
However, the road to the acquisition of such satisfaction is paved with
potential failure. In a finding that is often forgotten in the focus
on the positive aspects of internal control, Rotter noted that the
relationships between internal and external control dimensions and
personality adjustments are somewhat curvilinear. He discovered that
due to the potential for failure (intra-punative implications) of an

internal orientation, peopleewho are predisposed with extremely internal

perceptions, as well as those who are predisposed with extremely external



perceptions, tend to be psychologically maladjusted and, therefore,
inefficacious.

The Rotter research implied that there is a strong need for synthe-
sis of internal-external control factors. There must be a balanced
interface of personal and environmental influences if a functional
system is to be developed.

Further corroboration of this homeostatic position has been provided
by Gurin and Gurin (1969), when on one hand they illustrated the lack of
efficacy associated with a belief in external control, and on the other
stated how an external force can be utilized effectively:

The Tliterature to date indicates that people who believe in

external control are less effectively motivated and perform

less well in achievement situations. . . .

Instead of depressing motivation, focusing on external forces

may be motivationally healthy if it results from assessing

one's chances for success against systematic and real external

obstacles rather than exigencies of overwhelming, unpredict-

able fate (p. 33).

A critical distinction is made. It matters for persons in social
systems whether the assumed external orientation refers to chance or to

more systematic constraining forces, the identification of which becomes

a substantive issue.

A Systems Approach

Human groups and their interactions with the environment may be
studied by means of analysis of the function of the structure of the
social system governing their activities. A system is defined by Hall
and Fagan (1968) as:

- « « a set of objects together with the relationships between
the objects and between their attributes (p. 81).



VonBertalanffy (1968) provided credence for scientific investigation
based upon a systems analysis approach:

In the last two decades we have witnessed the emergence of

the "system" as a key concept in scientific research.

Systems, of course, have been studied for centuries, but

something new has been added. . . . The tendency to study

problems as an entity rather than as a conglomeration of

parts is consistent with the tendency in contemporary science

no longer to isolate phenomenon in narrowly confined contexts,

but rather to open interactions for examination and to exam-

ine larger and larger slices of nature (p. 11).

Simply, a system is a set of objects or elements (individual parts
or separate components) in interaction. Any system must be so organized
as to maintain some degree of integration among its parts and some degree
of adaptation to external controls. Generally, structures that foster
integration and adaptation are functional, while those systems which
inhibit integration and adaptation are dysfunctional. Entropy is the
state of being dysfunctional. There is disorder, disorganization, or
randomness of organization in an entropic system. It can no longer per-
form its function. Entropy may occur from changes within the system,
changes in the environment, or changes in input.

Integration of system components and adaptation are inextricably
bound. The adaptation of parts to one another determines the integra-
tiveness of the system and, in the long run, the system's integration
depends upon its adaptation to itself and its environment. If part of
a system is changed, it may cause the system to operate inefficiently.

A state of inefficient functioning is called dissonance. One of the
properties of systems that helps it cope with dissonance is adaptation.
Adaptation is a system's ability to react to change in the system or the

environment in a way that favors the continued operation of the system.
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Schools are systems. They consist of a set of objects or elements
which are interrelated. The dynamic interrelatedness of the school, as
a system, binds or ties it together. The school is composed of physical,
as well as abstract, elements; that is, people, materials, supplies,
equipment and regulations, laws, and processes, respectively.

For the purposes of this investigation, systems terms and principles
will be applied to the educational milieu. This approach is not an at-
tempt to adhere to a specific systemic base, such as general systems
theory or cybernetics, rather it is a treatment of educational notions
with systems language.

In an educational environment a multiplicity of elements must inter-
act harmoniously if it is expected to function effectively. The physical
and abstract elements must be placed in a meaningful juxtaposition if the
system is to be functional. The functional school is one in which inter-
nal and external control factors coexist harmoniously within and among all
of the (human) elements. Consequently, school personnel must be afforded
opportunities to temper environmental inputs with internal sources of
influence. Well-regulated individuals provide a foundation for the rela-
tional well-being of the entire system. Transactional exchanges between
internal and external control variables (for each person) enhance the
likelihood that a healthy, cohesive, adaptive system will be developed.

Because systems are relatively defined and there is no such thing
as the school system, it becomes necessary to delineate the collection
of integrated components which are to be designated as having central
importance. The boundaries of the defined system determine the inter-

dependent group of elements that function together for a predetermined



purpose--in this instance for the educational well-being of children
and youth.
An elementary school is an example of an ecosystem; that is, it is
a system that has living elements. The group of "organisms" which lend
themselves to analysis in the elementary school system are the principal,
teachers, students, ancillary, secretarial and custodial staffs, parents
and other community reference groups, etc. These essential components
have the capability of developing complex interrelationships, some of
which are more important for system maintenance and survival than others.
Anderson (1972) described three basic types of relationships that
can be established in a system:
1. a relationship in which the organism affects the environment
(0--+E). For example, how teachers draw upon internal controls

in order to affect external factors (see Figure 5).

N

Beliefs
Values

Energy
- Effort SCHOOL
TEACHER Skills ENVIRONMENT
Interests
Perceptions
Attitudes

N

Figure 5. Internal control factors: For a teacher.
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2. a relationship in which the environment affects the organism
(E-—>0). For example, how external factors affect the behaviors

and attitudes of teachers (see Figure 6).

—

Students

Parents

Colleagues

Principal SCHOOL

Central Admin.
School Board ENVIRONMENT

Community
State Dept.
Federal Level

A N

Figure 6. External control factors: For a teacher.

TEACHER

3. a relationship in which an organism affects another organism
(0--+0). For example, how teachers affect the behavior of other
teachers, and how teachers affect the behavior of their students
and, perhaps, most significantly, how a principal affects the

behavior of teachers, etc. (see Figure 7).

These relationships may be either in dynamic (something is happen-
ing) or static states (no interaction). If the elementary school system
is to properly perform its function, it must be in a dynamic state;
that is, there must be a flow of information, matter, energy, service

among its components--principal, teachers, students, etc. (see Figure 8).
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Figure 7. Synthesis: Internal-external control factors:

For a teacher.

However, it has been alluded that one cannot sufficiently study

the elementary school system without defining and analyzing its sub-

systems--students, teachers,and ancillary,secretarial and custodial

staffs, parents, community groups, etc. It is virtually impractical

to thoroughly investigate all of these subsystems which affect the

functioning of the elementary school system. Therefore, it becomes

necessary to identify the most salient subsystems which influence or

regulate the suprasystems' overall effectiveness.

Hall and Fagan (1968) summarized the difficulty involved in resolv-

ing this problem:

To specify completely an environment one needs to know all

factors that affect or are affected by a system, the problem

is in general as difficult as the complete specification of

the system itself. As in any scientific activity one includes

in the universe of system and environment all those objects

which he feels are most important, describe the interrelationships



12

‘Wa3SAS009 ue Sy :|00yos Auejuaul|d dYy| °g a4nbry

9313 ‘s43y3lQ
juedLjLubLs
Ledioutad
sJdaydea}
sjuspms

404
uoL3tsinbay
Leoy

°239 ‘|eLpoisnd
ML-JE L ENEET

s49y3Q J8ydea] “Aae| | 1OUR--3D L AUDS

juedijLublLs

. *339 ‘juswdinbs

Juapnis saL|ddns *s|eluajeu--4d33ey
*339
‘sdrysuaLiejad
[euoL3estLunumod

¢ Leuot ssajoud

¢ LeuoSuaduajuL=~-uoLJeuMOou]

nnnnnn ----\

-
|
!
|

(Suor3Lpuo) |ejuswuoJLAul [eLsAyd) Bulping Looyss :wejsAseddns



13

as thoroughly as possible and pays closest attention to those

attributes of most interest, neglecting those attributes which

do not play essential roles, . . . It is no mean task to pick

out the essential variables from the non-essential; that is,

specification of the universal and subsequent dichotomy into

system and environment in itself, apart from analysis of the

interrelationship, a problem of fundamental complexity (p. 84).

The study of any object system should take into account the rela-
tionship to its suprasystem; that is, the larger system of which it is
a part. Therefore, global analysis of the teacher object system must
incorporate relationships with students, peers, administration, parents,
secretarial and custodial staffs, professional organizations, community
groups, etc, This task can also become too cumbersome an endeavor.
Although all possible relationships within the system can assume sig-
nificance, there are some relationships which affect outputs more pro-
foundly than others. Despite the fact that a teacher's relationships
with parents are important, their relationships with their principal
carry added significance. It is assumed that this teacher-administrator
relationship is the most critical interaction within the school, as a
system. Specifically, this relationship is to be considered a major
determinant in defining the level of satisfaction teachers ascribe to
their role as vital elements within the system. Moreover, the degree
in which teachers employ internal controls or influences to regulate
this relationship (external control) is also assumed to be a critical
determinant of the success or failure observed in the teacher-principal
relationship and in attaining overall program goals (outputs) of the
system,

Brademeier and Stephenson (1962) conducted research which disclosed

that action of one person in one status (teachers) is contingent upon
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action of a person in another status (principal). In other words,
there is an interdependent social relationship that is guided by the
status of the participants in a system. Such interrelated statuses,
Brademeier and Stephenson call a social system. Statuses and the rela-
tionships of persons holding the status are the building blocks or

constituent parts of a social system which determine its effectiveness.

The Teacher-Principal Interface

Considering its primary significance, the interface of the systems,
teacher and principal, becomes the focal point of investigation (see

Figure 9).

Exchange (Flow)--Information, matter, service, etc.
|

PRINCIPAL

Figure 9. The teacher-principal interface: A critical
relationship in an elementary school.
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The teacher-principal interface is defined as the juncture in
which various commodities (flows) of the teacher-principal relationship
are, or can be, exchanged. For the purposes of this research, the
teacher-principal interface shall be limited to those events, situations,
variables or conditions in which the principal and/or the teaching staff
can exercise influence or bring resolution.

At the teacher-principal interface,matter (materials, supplies,
equipment), services (ancillary, custodial, secretarial) and information
(for interpersonal, professional and communicational relationships) may
be exchanged. These exchanges or "flows" occur under specific physical |
environmental conditions.

Certain interface dimensions, such as interpersonal, professional
and communicational relationships, may be perceived as having direct
impact upon the interface, while variables such as services and physical
environmental conditions may be considered as having indirect influence.
It is assumed that in order to globally analyze the teacher-principal
interface, both the direct and indirect factors must be considered.

An additional aspect of the interface is introduced when considera-
tion is given to whether or not the teachers (and principal) have acti-
vated internal control factors in order to influence the nature of the
exchanges.

Optimal satisfaction is associated with interface exchanges that
afford teachers, as well as principals, opportunities to regulate,
influence or control external inputs; that is, through decision-making
and management, so that maximum programmatic 9utputs can be achieved.

It is this cooperatively functioning interface, one which combines
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internal factors--beliefs, attitudes, skills, perceptions, effort, etc.--
with external variables (for both the teacher and the principal), that
is most satisfying and productive.

Ultimately, the effects of the teacher-principal interface can be
reflected in such measures as staff morale, job satisfaction and class-
room performance.

Obviously, attaining a suitably functioning interface is an arduous
task. To prescribe a single delivery system would border on over-
simplification. Several strategies may surface which attempt to enable
teachers and principals to function independently, as well as in an
interrelated manner. However, characteristic of most remedies is a
need to communicate openly and regularly about the variety of situations
or issues which facilitate positive perceptions of self within the job
environment.

Katz and Kahn (1966) illustrated the critical importance of infor-
mation and meaning within a system:

Communication, the exchange of information and the transmission

of meaning, is the very essence of a social system or an organ-

ization. The input of physical energy is dependent on infor-

mation about it, and the input of human energy is made possible
through communicative acts. Similarly, the transformation of
energy (the accomplishment of work) depends upon communication
between people in each organizational subsystem and upon com-
munication between subsystems. The product exported carries
meaning as it meets needs and wants, and its use is further
influenced by the advertising or public relations material

about it (pp. 223-224),

Meaningful interface between a teacher and principal permits the
educational system to flourish. The absence is devastating--conditions
for learning, conditions for teaching and conditions for supervision

degenerate.
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Need for the Study

In an educational system it is important that all elements
(teachers, students, principal, parents, etc.) function cooperatively
so that they may develop and maintain satisfying interrelationships.
Comparably as important is the development and maintenance of satisfying
attitudes or perceptions of the work environment, an influence of pro-
fessional effectiveness. The engenderment of such positive perceptions
is complex, but nonetheless, an attainable objective.

At this juncture, within educational systems, there is minimal
opportunity for self-assessment and self-disclosure. Typically, teachers
are not afforded an appropriate forum to express their perceptions
(internal) concerning the variety of external factors which help define
the environment (suprasystem) in which they teach. Typically, Feachers
are not canvassed as to how the present educational work environment
compares to optimal working conditions, Moreover, teachers and prin-
cipals typically do not exchange information regarding methods in which
the potential disparity in the level of satisfaction associated with the
present and optimal working environment might become less pervasive.

Structural or organizational constraints sometimes preclude prin-
cipals from working with or relating to individual staff members. The
number of staff, the size of the organization, personal commitments of
both principals and teachers, community pressures, space and protocol
(checking to see if a person is available, etc.) are all variables which
tend to discourage individual communicational relationships. If oppor-

tunities to relate on a one-to-one basis are stifled, then the need to
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develop an assessment tool which yields individual information is
corroborated.

The acquisition of interface feedback is typically left to chance.
Such information may provide the key ingredients so that teachers are
able to perform with greater satisfaction and efficacy.

For the most part, staff meetings, teacher evaluation sessions,
conversations which occur in the teachers' lounge, school corridor,
classroom or principal's office do not candidly address such issues as
information, matter, services, physical environmental éonditions, etc.,
which are critical to the teacher-principal interface. Nor would these
activities be sufficient in generating the kind of information necessary
for the analysis required to develop strategies for improving the vari-
ous interface dimensions.

Currently, many evaluation techniques exist which purport to
measure attitudes, morale and general job satisfaction. Typically, these
devices address a conglomerate of general environmental variables-
Activities which occur at the teacher-principal interface are dealt with
in a cursory fashion. A more in-depth, comprehensive analysis is man-
dated by the impact the interface has upon the rest of the educational
system.

In addition, most assessment instruments yield group or mean scores.
Although this form of data is necessary for generating particular infer-
ences about groups of teachers, it is not sufficient for identifying
how individual teachers react to varying external variables. There is
no such person as an "average" teacher. Each teacher presents unique

qualities and properties to the larger educational ecosystem, To infer
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that all teachers'reactions to external factors are similar 1n{nature
is a presumptuous conclusion. Because all teachers are not alike, there
is a need to identify their individual differences.

Therefore, just as teachers are asked to identify the strengths-
weaknesses, likes-dislikes and satisfiers-dissatisfiers for each of their
students, so too must principals "individualize" with their teaching
staff. The attainment of this objective would be facilitated if prin-
cipals abandon the utilization of techniques which tend to define
teachers generically.

It is assumed that principals will be able to obtain practical data
if teachers' perceptions of the teacher-principal interface are treated
individually.

The transition from generalization to individualization is not an
easy task. However, the use of a survey assessment instrument such as
the one being developed in this study enhances the potential of obtain-
ing information specific to an individual or a group. Learning more
about individual teachers and a staff in general facilitates the identi-
fication of recommendations for improving the teacher-principal interface
and in the long run may enable principals to perceive each teacher as a

unique system.

Statement of Purpose

The major purpose of this research is to develop an instrument
which provides an assessment of factors which university personnel,
teachers, principals and previous research describes as influencing

morale or job satisfaction. However, the intent is not to develop a
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measure which generates scores that are indicative of stagnant morale

or job satisfaction status, within a dynamic system. Rather, the intent
is to develop a communication instrument or vehicle which affords
teachers the opportunity to express their perceptions of external vari-
ables which purport to affect their level of job satisfaction or morale
and ultimately affect their classroom performance.

The evaluation device will focus upon teachers' perceptions of the
interface they experience with their principal.

Factors will be explored which relate to information, matter and
service exchanges (flows), as well as to the physical environment and
energy conditions in which the interface occurs. For example, teachers'
perceptions regarding degree of decision-making responsibility and
influence over such areas as communication relationship (between teacher-
principal and teacher-teacher), materials, instructional supplies, equip-
ment, etc., as well as the principal's leadership behavior will be given
careful scrutiny.

The intended purpose of gathering such data is threefold:

1. to provide teachers an opportunity to reflect upon and

respond to external control factors which purportedly affect
job satisfaction and classroom performance.

2. to provide principals information about individual staff

members and the ways in which they respond to external
control factors.

3. to provide both teachers and principals a data-base from

which numerous goals, objectives and strategies can be

generated. The focus is upon the mutual development of
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alternatives designed to enhance the teacher-principal
interface and the improvement of the effectiveness of
the educational suprasystem in which they co-exist.
In no sense is this research an attempt to develop a manual Tisting
key ingredients necessary for the implementation of the optimal work
environment. The intent is to identify certain situations toward which

the mutual efforts of teachers and supervisors can be directed.

Delimitation of the Study

This research addresses itself to the various exchanges, i.e.,
information, matter, services, etc., which transpire when the system--
elementary school teacher interfaces the system--elementary school
principal.

At the foundation of this study is the development of an assessment
instrument which affords teachers opportunities to express their per-
ceptions (internal) of environmental factors (external) which purportedly
affect the level of morale or job satisfaction. It is imﬁgrtant to note
that those considerations which affect morale status that ;re typically
channeled through professional teacher organizations in their negotia-
tions with school board representatives have been omitted.

The rationale for this exclusion is that issues such as salary,
fringe benefits, due process, etc., mandate the services of persons from
many levels of the organizational hierarchy. The reconciliation of such
issues is not typically enacted by a decision made at the local level--
by individual teacher and his or her principal. Therefore, the intent

is to direct attention to only those concerns which may attain
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resolution through interaction between principal and teaching staff
(teacher-principal interface).

Further constraints are placed upon inferences drawn from the sur-
vey results, by administering the assessment instrument to suburban and
rural, mid-Michigan elementary school principals and their respective
teaching staff.in districts of 5,000 students or less. This procedure
has been adopted due to the differing impacts rural, suburban, urban and
inner city environments have upon the educational milieu.

Ingemi (1957) and Ross (1960) provided further substantiation for
including rural and suburban schools in a single study when they deter-
mined that comparatively, rural and suburban teachers react similarly
to factors affecting their morale status.

Elementary schools will be selected as the basic unit of analysis
due to the inherent structural differences in the organizational hier-

archy of elementary and secondary schools (departmentalization, etc.).

Overview of the Study

In Chapter II a review of the literature is presented. Components
of Chapter II include:

Morale and Job Satisfaction: A Definition of Terms

Morale and Job Satisfaction: Impact and Effect Upon Productivity

Morale and Job Satisfaction: A Multitude of Considerations

General Studies of Factors that Purport to Affect Morale and Job
Satisfaction

Perceptual Variance Among Teachers Regarding Factors Which Purport
to Affect Morale and Job Satisfaction
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Saliency of the Teacher-Principal Interface in Influencing
Morale and Job Satisfaction Among Teachers

Summary and Conclusion

In Chapter III the overall research effort, including the design
and development of the assessment instrument, is described and identi-
fied as the Teacher-Principal Communication Instrument (TPCI).

Chapter IV describes the results of the field test, provides implica-
tions for further research and lists recommendations for future utiliza-

tion.



CHAPTER II

REVIEW OF THE LITERATURE

Morale and Job Satisfaction:
A Definition-0f -Torms

The field of education has been overwhelmed with a proliferation
of articles dealing with morale, a term that was in virtual obscurity
prior to World War I and which was addressed marginally until World
War II,

Educational literature has mirrored the rapidly increasing aware-
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