
Copyright is owned by the Author of the thesis.  Permission is given for 
a copy to be downloaded by an individual for the purpose of research and 
private study only.  The thesis may not be reproduced elsewhere without 
the permission of the Author. 
 



DISEf.l<;IJS rn THE !{OLE SET. THE er.SE ()F THE TE":CHED 

' 

in partial fulfil reent of the 

the de~ree of 1faste r of Arts in 

,..Education a t :fas scy University 

RICJl\PJ) JERE?1Y BATES 

1971 



/'.CKNOHL EDGE ME NTS 

1'he com:'.'letion of this thesis would have been imnossible without 

the assistance of the followin'1 'Yeo;le in w'10s e debt I stand : 

Dr. Raymonr! S. 1\daris ~ for his ~ainstakinR evaluation an<l guidance. 

t1y students; whose coor eration and industry in the collection 

and initial ~recessing o f data ma<le the oroject possible. 

Mr. Tony Weber, Hiss Ro seJT1ary ~~c r::aughan and 1-{iss Nola Hancox ') 

whose assistance with comnuter programmes was indispensible . 

Mrs. Kirsten ~"1:organ; whose transformation of the original 

manuscript into the current document is no mean feat. 

~-fy colleagu~s in the Deoartment of Education, ~fassey University ; 

for their sympathetic encouragement. 

Julia, Pe ter and Kathryn)whose natience and understanding of my 

preoccunation has been narticularly helpful. 



Introduction 

Cha11 t er I 

Chapt e r II 

Chant er III 

Chnpter IV 

T~RLE OF cnnTENTS 

Toward a ~!nrJel of Social Behaviour as Exchi=moc 

Intro :luc t i on 

The Soci<'l Syster:i Pnr:idie"X" 

Dol e T:ieory 

~he Concept of ~ole 

~olc Theory -3.".ld <:;oc i al Str ucture 

~elevant Studi es 

The ~nalysis of ~ole Expectations 

Social 3ehnviour ~s Exchange 

Discuss i on 

fl. Pranework f or the Annl ysis of Teacher l?.ole 

Introduction 

Teacher F'o l e 

i .elevant Studies 

The Cl~ss roo~ as n Behavi our Setting 

Stu~ies of Classr oom Int~raction 

Pesearch }~odel and Hypotheses 

Introduction 

"R.esear ch Mode l : C:0-monents 

Job Satisfaction an<l Sys t e111 Maintenance 

Personal and Systere Variables 

Jo~ Satisfaction and Syste~ VariAb l e s 

Job Satisfaction and Persona~ Variables 

Perrional and Systen Variables and 
Attributed Disensus 

Research '~odel ~ Relationships 

'-lethodolo~y 

Introduction 

ReseRrch Instrument 

Disensus ~easures 

Reliability 

System Haintenance 1·feasur es 

L'ersonal and System Variftbles 

1 

1 

2 

3 

4 

7 

9 

9 

10 

11 

12 

14 

17 

18 

22 

22 

2r, 

30 

31 

32 

32 

34 

36 

36 

36 

38 

41 

42 



Chapter V 

Chapter VI 

Appendix A 

Appendix B 

Bibliography 

Dnta Co l lection 

S.3.mnle Characte ristics 

Dat.:i !malysis 

Dis ens us 

System. 't-'iaint enance 

i erson::i l and System Variables 

Statisticnl Procedures 

Findin(! s 

Introduction 

Personal and Sys t2D Var:!.ab l es and 
Attributed nisens us 

Personal and System Variables and 
System ~faintenance 

Disensus l'lnd Sys tem ~faintenance 

Summary 

Discussion o f ~incin~s 

Introduc;!tion 

Salient >- esults 

Component Relationshi:.is 

Adequacy of Ins truments 

Theoretical l MDlica tions 

Cave.qt 

Questi onnaire 

Coding Hnnual 

42 

42 

43 

43 

44 

46 

48 

48 

69 

79 

82 

83 

85 

87 

38 

94 

95 

96 

103 



LIST OF T:~BLES 

Table 

4 .1. 

4.2. 

4 . 3 . 

5.1. 

Tes t Retest :Pelia~ i lity of Instrur·tent 

Test Re test Peliability , Pro t otypical Scores 

Test Ret i:;st "'.\.elia~ilitv .. C0rrelation 'h.trix 

A.nova fer P0r s onr1l an t~ Svste1'"! 'J -> rL>f-J.es on Seven 
Prot oty~e Disensus Scores 

5. 2 .1. l ;:l tergroun Differ ences ; Qualificot ions/ ~ t atus 

5 . 2 . 2. Intergrou'.) Compa risons~ Qualifications/St atus 

5. 3.1. Intergrou11 Differences : ~ualifications/Utility 

5.3.2. Intergroun Connarisons ; Qualifications / Utility 

5.4. l. Interp.roury !1ifferences: Quali fications/Affect 

5.4.2. Inteqr,roun Comparisons : 0ualifications/Affect 

5 .5 .1. Int er~roun I:ifferences : Oualifications/S~tject H.<itter 

5 . 5 .2. InterPrcun r, onpo.risons ~ nualificntions/Subj ect .,.~atter 

5 .6 .1. Intergroup Di f ferencss : 0ualificntions/r-r oss Dis ens us 

5.6.2. Inter~rouT) !'.or;m'lrisons; 0u3li f icat ions / Gross Dis ens us 

5. 7 . 1. Surl'.l'1.nry of <' r oury Heans ; Ou?.li f ic.:!tionc::: 

5. 7. 2. Surm::.::iry of Intergrou-. Comparisons : Qualifications 

5. 8 .1. Interr.roup :lifferences: 

5 . 8 .2 . Inter p.r ou:i Compar:i.sor.s ~ 

5. 9.L Inti::r~rnu:i Dif ferr~nccs: 

5 . 9.2 . Int er?rouD C0mD:i.risons : 

5.10 .1 .Interpr oup Differe~ces: 

5 . 10.2 . Inter ~roun Co~uarisons : 

5 . 11.1.Inter~roun Differences : 

5 .11. 2. Inte r <·r oup Cor:1.ryarisons ~ 

5.12.1.Intergroup Differences ~ 

5.12.2.In t e r grouo Conp3risons~ 

5.13.1.Intergr oup DifferP.ncP.s ~ 

5.13.2.Intergroun Comparisons : 

5.14.1.Intergroun Differences : 

5.14.2.Intergr oun Comparisons ~ 

5.15.1.Intergroup Differences : 

5.15.2.Intergroup Comnarisons ~ 

5 . 16.1.InterRroup Differences : 

5 .16. 2. Intererour Corr.p :-~risons : 

Experience/Or r,ani sat i on 

Fxperience/Orr.<inisation 

Ape/OrBRnisatio~ 

~ge/Or~3nisation 

s~ecinlism/Utility 

Specia l ism/ Utility 

Reli ~ion/Utilitv 

P.eli~ion/lJtili ty 

·~rital Status/Status 
1 ~ritnl Status/Status 

'·f'lrital Status/Or 8anisation 

Marital Status/Organisation 

Sex / Aff ect 

Sex//\ffect 

Sex/Subject ~fatter 

Sex/Subject !fatter 

Level/Subject ·Matter 

Level/Suhject ~~t ter 

39 

39 

40 

48 

50 

51 

.52 

52 

53 

53 

54 

54 

55 

56 

57 

57 

58 

59 

60 

60 

61 

61 

62 

63 

64 

64 

65 

65 

66 

66 

67 

67 

68 

68 



Page 

5.17. Sumrnary of Results of Chi ·-Square Tests 
Personal ~nd Sys ten Vari2b les and Sys t e P'1 ~(nin tenance 69 

5.18 . Exoected and Observed Fre0uencies ; Job Satisfaction 
and ?fo r ital Sta tus 70 

5.19. Exryected and Obs r~ rved Fr w-; uenci es :• Job S.'l tisfaction 
and Bclfoion 71 

5 . 20 . Exoected r~n d Obs <':rvec Frer~ uencies: J ob Sa tisf."!.ction 
nn.rl f:_;.e 72 

5. 21. Exnected and 01: served 4' reri uencics '. J oh S.'.l. tisfaction 
2nd Exneriencf:~ 73 

5.22. Expected an ii 01-ise r ved "!<'requencie s~ J ob S<i tis faction 
and S c~niori ty 74 

5.23. Expected Rnd Observed Freouencie:s ~ Job "R etention 
an<l Sex 75 

5.24. Exi;i ected ar:.::l '.Jbserved Frequencies : Job Re t ention 
and P.eligion 76 

5.25. Expected and Observed I"requencies: Job Re tention 
and A~e 77 

5.26. Expected Emd Observed Ti' r equencies '. J ob "
0 tention 

and Exnerience 73 

5.27. ExDected and Obs erved ?r eciuencies: Job !~e tention 

and 'leniority 79 

5.28 . Sur.i.nary of Chi- Squa r e Test Pesults 
l is .::nsus nnd Sys ten:. Haintenance 80 

5.29. Exnc:cted [ll'; (~ Observed "!<rea uencies ; .Job Satisfaction 
and Gross Di sens us 80 

5.30 . :Sxuected an-1 ~"!-i serve<i Freauencies ; Job ?etention 
and St a tus l)isensus 81 



LIST OF F!t;U RF.S 

Fip,ure 

3.1. '~trix Disnluyinp Inter~ction of ~ode and Content ni~unsions 24 

3 . 2 . ?redict r~cl Rs l at i ons!-1.i ns f::e t '·'2en ·aari'l!·; les 34 

4.1. Item ~orm~ t 38 



INTRODUCTION 

1-.nv enterprise of this nature is an inevitable comnromise 

between alternatives. In the ~resent case it is also a compromise 

be t ween a theoretical interest in t he socioloRical ~ostulate of 

role, and a personnl invol·J""ment in the study of bc::l~. "'viour in 

educational settii:ws. Selection of a resea.rc11 tonic should not" , 

howeve r . oroceed sin~lv from serendipitous circumstance or from a 

whiM of the auti.,or. It rnus t he i ustified in teri:ls of its uotential 

contribution to t he disciplines ~rhose pers')ecti ves are emryloyed. The 

current study is iustifie~ by appeal to two criteria, one sociological , 

the other educational . Firstly, although the concents of role and 

role set are widely ~ccepted in sociological t~1e ory , sur11risingly few 

investigations havco been desi>med to explore the ir theoretical 

i~plications. Secondly, there has been, until v2ry r ecently, a ~arked 

lack in eclucL'tioPal discussion of bo th theory anr1 e.mnirical analysis 

concerned with the effects nf t he structural ~ronerties of educational 

settinBS on the ex~ectetions and performanc e of Personnel. Th~ present 

investigation is inten?ie<l to contribute to t he discussion of botl1 issues. 

The organisatior of the thesis is a direc t result of this intention. 

Cha7)ter I is concerned with the theoretical n roblell'.s of consensus and 

disensus associated with th~ concents of rnle and role set. Chapter II 

aoplies the gener.'.'!l theoretical perspective to a suecific educationa l 

settin~ . ChaDter III elaborates a research T'lo<lel appro~riate to the 

empirical investi~ation of disensus in the role set of the teacher. 

Chapter IV oescribes the development of the measurement instrument 

and the ~eneral mc~ thodolor.ical procedures employe<i. Chapter V presents 

the findinr:s and r.hanter VI discusses the i mnl ications of the findings 

for the theoretical ryosition outlined in Charyters I and II. It also 

suggests va rious supplementarv analyses which mi~ht servG to further 

clarify the sociolo~ical and educational implications of the study of 

disensus in the role set of the teacher. 



CH/\PTER I 

To0Hc:.rd a Model of Social Behaviour as Exchange 

The intention of this cnnpter is fourfold ~ i) to describe the 

conceptual fram~work on \,•hich this study is based, ii) to explicate the 

concept of role being used, iii) to elaborate the concept of role 

expectations? and iv) to propose a model of social behaviour as exchange. 

Initially, however, sone reco gnition needs to be given to the epistemological 

basis on which t!:le study r~sts. 

Throughout 9 allegiance is given to the position of instrumental 

nominalism. This philosop~ical orientation accepts that i) kn:: ~1ledge 

is measurable, not ag&inst absolute standards, but against its usefulness 

for specific purposes, ii) that the meaning of words is determined by 

the convent ions surro~nding their use, iii) all explanations are partial 

and incomplete, iv) the appropriate criterion of validity in such a 

situation is not veridicality, but predictive ~ower.* 

The strategy adopted in this chapter permits the implications 

of this posit~on to be deve loued. That is to say, the chapter indicates 

the specific purpose for which the particular perspective is appropriate 

and defines the f"l.·arnework of conventions within which subsequent 

discussion will be interpreted. As well, it outlines the partial and 

selective view w:1ic~ has been adopted and sets out the co1:ditions against 

which the predictive power of the research might reasonably be judged. 

T~e Social System Paradigm 

Sociology co~ventionally conceptualises social systems as 

collectivities of positions rather than persons (cf. Wilson, 1966). It 

follows then that the social structure of a particular system can, in 

its turn, be con~eptualised as the organised relationships existing 

between the various ?Ositions in that system. The interaction of the 

incumbents of the various positions will then constitute the dynamic 

character of the social systeill. Because positions are thus seen to be 

ordered and relative to each other, each incumbent can also be regarded 

as occupying a particular social location vis A vis other actors in the 

*· Further elabo~ation of this position may be found in, for instance: 
Meehan (1968), Rapaport (1967)s and Zetterberg (1965), or notably with 
specific regard to sociological enquiry: Blumer (1956, 1962) and 
Wilson (1970). ' 

• 
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system. Social systems can in this way be viewed as networks of inter­

action circumscribed by the social location of the various actors. 

In any particular interaction in an extant social grou~ a 

limited set of behaviours may be displayed. This set of behaviours is, 

to an ap~ciable extent, determined by the relative social locations of 

the actors. For i nstance , if the distance between two positions is 

great, interaction is likely to be restrained, possibly even ritualistic. 

If the distance is small, the inter~ction is likely to be less restrained 

and ~ore snontaneous. It follows then, that the characteristic forms 

of interaction between positions will also be constrained by the 

conventions associated with the particular positions involved. 

Actors within a system develop consistent expectations about 

the behaviour of the incumbents of particular roles. When exhibited, 

these expectations tend to encourage or coerce the behaviour of the 

incumbent. Because , with the passage of time, expectations come to be 

regarded as legitimate by other actors, any incumbent who wishes to 

diverge from the performance expected of him is faced with the problem 

of persuading those performing complementary roles that the proposed 

variation can be considered legitimate. If he fails to persuade them, 

either he, or the system, may fail to survive. 

Whether any social system survives or not depends on its ability 

to socialise recruits and members in accordance with the demands and 

expectations of the relevant interlocking roles . If t he system is 

unable to mnintain a sufficient number of actors whose role performances 

are consonant with the expectations of other actors in the system the 

continuity of that system is threatened. It would seem, therefore , 

that the study of i) factors influencing the willingness of 

individuals to enter and maintain membership in social systems, and 

ii) factors influencing the acceptability of their role performance 

would have major theoretical significance for explaining variations 

in the resilience of different social systems. It might also have 

considerable practical importance for those concerned with ensuring 

the survival of any given social system. 

Role Theory 

Because of the complexity of interaction possible even in 

limited social syste~E, it is necessary, for the purposes of the 



- 3 -

present undertaking, to delimit the field of study. The theoretical 

perspective which is adopted, both permits this delimitation and 

provides a basis for integrating the investigation in a relatively 

parsimonious way. This perspective is that of role theory. 

A role theory orientation is based on an assumption of limited 

social determinism. That is to say, it accer.ts the view that 

individuals are coerced into behaving as they do by factors in their 

external environments - past or vresent. The three most central of 

these factors relate directly to the previous discussion of the social 

s.ystem viz. i) the prescriptive framework of demands and rules for 

performance associated with particular roles, ii) the behaviour of 

other role players as it influences role performance, and iii) the 

individual actor's reaction to these various factors.* 

These three factors are also clearly related to the two 

significant problems identified in the previous section ~ the willing­

ness of individuals to enter and sustain membership of social systems 

and the accep tability of their role performance. 

The Concept of Role 

Because the idea of role is central to the present discussion 

it needs illustration. The concent is seminal in the theoretical 

discussions of psychologists, social psychologists, sociologists and 

cultural anthropologists, but despite this , there is wide divergence 

of definition. The term was introduced into the terminology of the 

social sciences by Linton (1936) . His initial formulation was 

associated with the twin concept of status (now commonly termed 

position). He wrote : 

"A status, as distinct from the inc!ividual who may occuiiy 
it, is simply a collection of rights and duties .•... A 
role represents the dynamic aspects of a status .•••• When 
an individual puts the rights and duties into effect he is 
performing a role ..•.. Status and role serve to reduce the 
ideal patterns for social life to individual terms. They 
become models for organising the attitudesand behaviour of 
the individual so that they will be congruous with those of 
other individuals participating in the expression of the 
pattern." 

* For a detailed elaboration of these factors see Biddle & Thomas (1966). 
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By 1945 Linton had reformulated his position: 

nThe term role will be used to designate the sum total of 
the culture patterns associated with a particular status 
(read position). It thus includes the attitudes, values 
and behaviour ascribed by the society to any and all persons 
occupying the status. It can even be extended to cover the 
legitimate expectations of such rersons with respect to the 
behaviour towards them of persons in other statuses within 
the same systeTI . 

(Linton, 1945) 

In his refori:.ml.qtion Linton emphasises the normative nature of the 

role. For Linton, the role constitutes not the behaviour of an 

incumbent but rather the 'attitudes, values and behaviour ascribed 

by society to any and all ?ersons occupying this status.' Such a 

normative view is accepted by a number of other authors. For example, 

Newcomb (1951) defines role as: "the ways of behaving which are 

expected of any individual who occupies a certain position. I ! Again, 

Parsons (1951) makes use of a terminology in which each position 

consists of comple mentary halves, one (role) denoting obligations 

and one (status) denoting rights. Unlike Linton, Parsons goes on to 

suggest that variations in consensus over the content of roles are 

related to the stability and integration of the system and the degree 

of commitment of individuals to particular roles. For the most part, 

however, he assumes consensus. By contrast, Davis (1949) defines 

role as "how an individual actually performs in a given position", while 

Sarbin (1954) , in a definition omitted from his later work (1968) 

similarly considers role as "a patterned sequence of learned actions 

or deeds ~erformed by a ? erson in an interaction situation '!. 

Despite such diversity both Banton (1968) and Biddle & Thomas 

(1966) detect a growing consensus over definition and usage. Banton 

argues that there is now general acceptance of role as a set of norms 

and expectations associated with a particular position. Similarly 

Biddle & Thomas formulate their definition as : " the set of prescriptions 

defining what the behaviour of a position member should be. t• This 

latter definition of role will be used throughout the present study 

because i) it can readily be operationalised and ii) its normative 

character provides a useful basis for delimitation. 

Role Theory and Social Structure 

Social structure was earlier described as the ordering of 
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positions within a system. This order is directly related to the 

patterns of interaction occurrinp, within that system. For exarnple,the 

regularity of such interaction will deterMine the extent of the 

expectations established for the behaviour of position incumbents. Th us role 

expectations - expectations that consolidate and reinforce subsequent 

interaction·can be seen as constituting the link between social 

structure and role behaviour. Because of t he tendency toward 

consolidation, variations in expectations becone problematic for 

both individual and social system. F0rtunately such variations are 

likely to be rule governed rather than random. They ~ay thus , within 

certain li~its, be predictable. It is for this reason that variation 

amongst role expectations is the central theme of the present study. 

As J:erton (1958) has pointed out s each position in a social 

system can be regarded as having a complement of other positions 

with which interaction is most frequent and salient. Merton terms 

this complement of positions the role set. Initially the concept 

was formulated in his ' Studi es in the Sociology of Medical ~ducation 

(1957) where he pointed out that~ 

"The single status of medical student entails not only the 
role of student in relation t o his teachers, but also to an 
array of othe r roles relat ing the occuuant of that status t o 
other students , nurses, ohysicians, social workers, medical 
technicians , etc. -i 

Relationships between members of the role set are likely to be governed 

by formal rules associc>.t erl with t he structurE:: of the role set, as well 

as informal relationships establisheG independently of the formal 

structure. The n3ture of these relationships are specified in three 

sets of rules, i) those specifying the selection of persons for 

positions, ii) those specifying the ~dnissible relationships between 

positions, and iii) those that allocate tasks to various positions.* 

In each of these areas the rules may vary from strict to lax according 

to the nature of the role set. ~or instance when the number of members 

admitted to a particular role is very small, as in the case of 

astronauts, the selection procedures are likely to be severe and 

highly restrictive. On the other hand, where the role is a very 

general one, such as that of voter, the selection criterion is generous 

and all individuals except children, convicted felons and the insane, 

* For a fuller discussion see Oeser & Harary (1962). 
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it transpires, may become eligible . In the second instance relationships 

between positions can be detailed so that they circumscribe informal 

as well as formal contacts, e.g. severe ly as in military and (other) 

monastic organisa tions, or loosely as in t he case of a socia l club. 

In the third instance the division of labour may either be rigid, as 

is the case with small nroduction t eams consistin~ of highly 

differentia ted specialisms, or negoti able, as in the case o f relatively 

unskilled and undiffe r entiated work gr oups . 

Besides these sources of potentia l var i a tion in rules specifying 

r ole relationships , expectations for perfo!'!!lance can be subject to 

variation because of the multiple roles held by any individual in a 

variety of role systems. People occupying different positions within 

the role set are likely to be subj ect to differing expecta tions 

because of the differential linkage of their position to other social 

structures. For instance Hanson (1962) in his study of hospital 

administrators, hosp ital board mem~ers, and community leaders, noted 

that administrators ex11ressed less obli~ation t o community groups 

than board !!1.embers. He attributed this discrepancy to the relative 

l ack of contact between cor.ununity leaders and administrators in 

comparison ~rith t he greater amount of contact be tween community 

leaders and board !!lembers . It trli ght well be anticipated that sources 

of disensus over r ol e expectations would also be associated with 

more basic non-institutional specific roles such as for example, age 

and sex . What ever the situation, such differences in expectations 

present a potential source of dis ensus ove r role ~efinition, and 

excessive disensus can be dysfunctional for tte system. 

In the face of excessive disensus, t wo results are possible; 

either disruption of the system may occur or attempts will be made 

to achieve adjustment. Logically there are three alternative ways 

to achieve adjustment: 

i) The incumbent of a particular position ~ay assert what he 

regards as most of his rights and obligations and the 

incumbents of compJementary positions may modify their 

expectations accordingly. 

ii) Incumbents of conplementary positions may assert their 

expectations and the incumbent of the focal position may 

modify his expectations accordingly . 
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iii) The incumbent of the focal position may assert his ri ghts 

while the incumbents of comp] · mentary ?OSitions may assert 

his obligations (their own rights) and both may effect a 

compromise modification. 

In addition to these logical a lternatives a number of other factors 

may also contribute to the inhibition or solution of the problems of 

role definition. For examp le ; various coalitions of incumbents of 

a particular role , conditions of nluralistic ignorance , variations in 

observability of performance, and differential involvenent in the 

role set (Merton, 1957). However, as Merton points out , even when 

these mechanisms are ~t work, they may not, in particular instances, 

prove sufficient to reduce conflict of expectations below the level 

required for efficient operation of the role system. Indeed Merton 

suggests that the typical condition of the role set is one in which 

inadequate articulation of expectations, and disensus over expectations, 

inhibit maximum efficiency. 

Seen from this perspective the research problem becomes 

i) the detection of disensus among members of the role set , ii) the 

identification of independent variables associated with varying 

degrees of disensus ~ and iii) assessment of the likelihood of system 

impairment. 

Relevant Studies 

Although there are a number of role studies that have marginal 

relevance for the present undertaking, two are particularly seminal. 

They are the investigations of Gross, Mason & UcEachern (1958) 1.md 

Kahn et al (1964). Both have been selected for brief discussion 

prior to a more detailed research review in Chapter II. 

In particular s the Gross , t1ason and McEachern study accomplished 

three things : i) it pioneered and justified the study of role 

consensus as an empirical variable, ii) developed a language of role 

analysis and iii) elaborated the degree of consensus on a specific 

role (superintendent) among members of the focal position and one other 

component in a role set (board members). The authors observed that 

the varying degrees of role consensus were apparently influenced by 

a number of variables including the degree of prior socialisation, 

the degree of involvement of the role incumbent, the degree of 
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codification of oblip.ations, the degree of nrevious experience of 

complimentary positions , and similarities in background and values. 

These findings led the investigators to question the assumption made 

in most contemnorary role theory studies, that consensus over role 

expectations was invariably high. In fact they asserted that, in the 

specific case of the role of the school superintendent , t he assumption 

of consensus was untenable. Further, the authors presented evidence 

that considerable variation was to be found in the conditions under 

which expectations were learned, and the position of the role set 

member most inflm.:ntial in the definition of role performance. In 

the face of this v3riabilitv, the inv~s tigators postulated that a 

variety of methods of compromise and negotiation were possible. 

These were contingent on i) the particular characteristics of the 

localised system and ii) the oarticular characteristics of the incumbents. 

Kahn et al presented a model for the analysis of interpositional 

conflict in an industrial settinR; . The model was based on three groups 

of variables ~ i) organisational variables i;1hich specified the para­

meters of acceptable negotiation, ii) individual variables which 

influenced incu!nbents nerception of and reaction t o disensus on role 

definition ~ and iii) interaction variables as mediators of the 

relationship between conditions experienced and invoked responses. 

The or~anisation was regarded as an array of overlapping role sets 

which consisted of the focal positio:: and the complemen tary positions 

most closely associated with it. The differing r~actions of incumbents 

were explained in terms which took account of the multiple roles 

incumbents play :::cl in various alternative role sets. Sfecifically, 

attention was directed to i) the role sender's influence on the focal 

position, ii) the clarity of the expectations transmitted, and 

iii) the harmony of the total pattern of expectations communicated to 

a particular focal position. 

The key conce?t in both studies is role expectation, while the 

connnunication of differential role exoectations is seen as the immediate 

origin of perceived disensus on role definition. In both studies 

disensus was found to be endemic rather than incidFntal, and two main 

forms were distinguished: i) disensus on the part of those holding 

different comp]6mentary positions, and ii) overload of expectations 

i.e. a greater total set of expectations than could be immediately 

executed thus requiring the establishment of priorities. 
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The Analysis of Role Expectations 

It would appear then thut two basic types of disensus over role 

expectations occur i) disensus arising fro~ interryositional differences, 

ii) disensus arisin~ from intranositiona l differences. In the first 

case disensus occurs between incumbents of different positions in the 

role set as a result of i) differential task specific3tion, ii) 

differential linkage to other social systems, iii) differential 

socialisation and selection procedures . In the second case intrapositional 

disensus arises beti·:reen incumbents of the same position because of i) 

wide tolerance in selection procedures, ii) differential participation 

in alternative role sets, iii) differences in role involvement . 

On the basis of the preceding analysis it should, theoretically, 

be possible to identify i) the characteristics of incumbents 

experiencing varying degrees of role disensus, and ii) the characteristics 

of systems displaying varying rates of disensus. One way of doing so 

is by employing a model of social behaviour as exchange. 

Social 3ehaviour as Exchange 

Role exnectations can only be commu~icated through behaviour. 

For the role theorist such behaviour consists of the interaction between 

incumbents of various specified positions in a social system. In order 

to understand rcle behaviour it is therefore necessary to employ a 

theory of social interaction. Fer the purposes of this study Adans' 

(1971) theory has been adopted , mainly because of its potential for 

the parsimonious explanntion of social interaction. 

A<lans sees exchange theory as pr.ovidin~ a basis for a view of 

social systems as involving an exchange of ' commodities 1 between members. 

The commodities, gros•ly classified as Status , Utility and Affect, are 

manifested as behavio~r and artifacts in the system. Every social 

system, the argument goes, has accepted procedures by which Status is 

given or denied, and by which Affect and Utility are also given and 

denied. Adams briefly cate~orises the commodities in this way : 

Status. Individuals engage in Status behaviour when they 
engage in pecki1g order practices, i.e. they allocate or deny 
rank and recognition. Ingratiation, deference, respect, 
insult, contempt are terms characteristically associated 
with statusing behaviours. 

Affect. Individuals engage in Affect behaviour when they give 
or deny love or hate to others. Affection, care, friendliness, 
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warmth, dislike, hate are terms characteristically associated 
with affect behaviours. 

Utility. Individuals engage in Utility behaviour when they 
give or deny goods or services to others. Profit, less 
advantageous, useful, profitable, unhelpful, are terms 
characteristically associated with utility behaviour. 

In any given socinl system however , all commodities may not be equally 

dominant. For example , in a marital system Affect is presumed to 

dominate; in a military system Status does ; in an economic systems 

Utility does. Nonetheless, all three elements are to ~e found to a 

greater or lesser extent in all systems. Adams attempts a 

rationalisation of this thesis on the grounds that each component 

can be identified in all known huraan societies : all societies have 

institutionalised forms of stratification, care, and economic 

specialisation. In passing, the affinity of this categorisation with 

the concepts of political, social and economic man was also noted. 

Discussion 

In summary , this chapter has presented a conceptualisation of 

a socia l system as consistinR of a network of positions whose incumbents 

interact predictablv and in accordance with the expectations held for 

their performance but whose performance is nonetheless subject to 

modifications when expectations a re changed. In their performance of 

such roles, incumbents are seen to exchange the 'commodities' of 

Status, Affect and Utility according to their relative positions, and 

the surrounding environment of ~ole expectations. This conceptualisation 

presents a basis for the more specific analysis of a single role - that 

of the teacher - presented in the following chapter. 



CHAPTER II 

A Framework for the ;~nalysis of Teacher Classroom Role 

This chapter is concerned with fitting the current investigation 

into the context of earlier 9 related studies . It is arranged in three 

major sections : i) an examination of the current literature on teacher 

role , ii) an examination of the literature on the classrooI!l as a 

behavioural context, and iii) a synthesis of literature and theory 

into a context specific framework for the analysis of teacher role. 

It ie a corollary of the conceptualisation presented in the 

previous chapter that because the relative positions of actors 

determine the nature of their interaction, both the positions under 

consideration and the context of their interaction need to be specified 

before predictions can be made. An initial survey of the literature 

on teacher role indicates that the teacher position, the pupil position 

and the positions of princinal, school superintendent and school board 

member feature most frequently in discussion . On occasion occupants 

of such positions in the educational role set have been further 

differentiated according to their membership of alternative role 

sets such as : e thnic or religious sets (Fishburn, 1962; Mays, 1963; 

Terrien, 1953, 1955) : occupational sets (Koopman , 1946; Trabue, 1953): 

socio-econoI!lic sets (Cheong & Devault , 1966 ; Collins & Smith, 1965 ; 

Hart, 1965 ; Phillips, 1955): and community sets (Chilcott, 1961; 

Jordan, 1929 ; Mayi;;, 1963 ; Reitz et al, 1965). 

Contextual differentiation has been mainly confined to: 

school level (e.g .He.rrill & Jex, 1964 ; T. Smith, 1965; D. Smith & 

Cooper, 1965; Yamamoto & Dizney, 1966): school type, such as religious, 

public or indepen.c!ent (e.g. Allen & Seaberg~ 1964; BP.cker , 1953; 

Hatfield, 1961; Siedman & Knapp, 1953; Yourglich, 1955): connnunity 

ecology (e.g. Barker et al, 1964; Campbell, 1970a; Chilcott, 1961; 

Mays, 1963; Pace, 1967; Reitz et al, 1965): classroom or home (e.g. 

Allen & Seaberg~ 1964 ; Bogen, 1954 ; Mcsweeney, 1970a, 1970b ; Twyman 

& Biddle, 1963 ; Watts, 1970a, 1970b). In some cases, differentiation 

has been based on highly specific contexts such as lessons concerned 

with particular subject matter (e.g. Greenhoe, 1940; Story , 1950; 

Yamamoto & Dizney, 1966). Studies of teacher role expectations 
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specifically related to classroom performance have been few in number 

and limited in scope. Horeovcr, where such studies have been pursued 

they have predominantly been concerned with psychological rather than 

sociological explanation. The present study attempts to expand from a 

sociological perspective the information available on teacher role. 

Necessarily, however, the paucity of relevant liter e.ture and the 

currently restricted focus on the classroom contsxt restricts the 

ranr.e and scope of the overview. 

Teacher Role 

As Biddle (1969) has pointed out , two broad (and surprisingly 

isolated) fields of investip:l'.tion into teacher role can be distinguished 

i) studies of role behaviour, where teacher performance is observed, 

and ii) studies of role expectations held for teacher behaviour. Only 

the second of these is relevant to the present investigation. 

Studies of role expectations can conveniently be differentiated 

according to i) the position held by the actor expressing the 

' expectations, ii) the characteristics, behaviours, or) as Biddle and 

Thomas call them, the 11pro!'erties " about which expectations are 

expressed, and iii) the behavioural context specified. Of the 74 

studies of teacher expectations reviewed by Biddle (1969), some 48 

reported data from teacher subj ects, 43 from pupil or student subjects, 

12 from administrator subjects and 4 from guidancG counsellor subjects. 

A variety of further criteria was used to identify sub-groups holding 

specific positions. For instance, incumbents of the position teacher 

were differentiated according to ethnic, religious and racial back­

grounds (Fishburn, 1962; Mays, 1963 ; Terrien, 1953, 1955): school 

level (Adams, Kimble & Marlin, 1970; Merrill & Jex, 1964 ; T. Smith, 

1965 ; D. Smith & Cooper, 1965; Yamamoto & Dizney, 1966): number 

of years within the school (Champlin, 1931 ; Haggard, 1943): school 

type (Allen & Seaberg, 1964; Becker, 1953; Hatfield, 1961; Seidman 

& Knapp, 1953) ~ the training received (Arkoff & Shears, 1961 ; Brenner 

et al, 1962): and the subject matter taught (Brookover, 1943; Dunlop, 

1965 ; Fishburn, 1962 1 Lacognata, 1965). Significant differences 

have consistently been associated with the following variables; 

seniority, qualifications, experience at primary, secondary and tertiary 

levels, subject specialism, level taught, age, sex, race, religion 

marital status and training. 
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Studies reported have also indicated a wide variety of interests, 

from the physical features of the teaching µopulation (Jones & 

Gottfried, 1966): through the back?,rounds of teachers (8ogen, 1954; 

Hart, 1965 ; Ryan, 10 66) ~ to traits of teacher behaviour (e. g . 

Becker, 1953 ; Kei~hin, 1948; Richey S Fox, 1948 ; Rogers, 1950 ; 

Yamamoto & Disney, 1966 ~ Yourglich, 1955). For the most part such 

studies have focussed on expecta tions for performance. 

Performance, as previously suggested, is linked not only with 

the position held, but also with the behavioural context. Thus a 

variety of strategies have been adooted for limiting the behaviour 

under consideration by soecifying particular contexts. Of the studies 

reviewed by Biddle (1969) for instance, some nine specified a physical 

location such as classroom, home or community (e.g. Allen & Seaberg, 

1964 ; Bogen, 1054 ; ~tcGill, 1931; Twyman & Biddle, 1963). Further 

studies of this nature specifying the classroom as the behavioural 

context are those of Adams, 1970a, 1970b ; Dunkin, 1970~ Evans, 1970; 

Jackson & Lahadern~, 1967 ; Schmuck, 1963 ; Silcock, 1970 ; and Thomas, 

Becker & Armstrong, 1968 . nther studies emn loyed hi~hly specific 

contexts such as narticular kinds of lessons or fi eld trios (Greenhoe, 

1940 ; Hanson & Umstattd, 1037 ; Story, 1950 ~ and Yamamoto & Disney, 

1966). 

One further and necessary distinction ~ust be made : that between 

actual and attributed exoectations. Actual exryectations are those 

exnressed by nosition holders. Attributed exoectations are those stated 

by one position holder to be held by the incumbents of compl«tnentary 

positions. The present r enort concentrates on comparisons between the 

actual expectations of teachers and the expectations they attribute 

to various other members of the role set : parents, pupils and other 

teachers. This emphasis is justified by the arguMent that actual 

discrepancies in expectations between members of the role set are 

unlikely to influence teacher performance under conditions of pluralistic 

ignorance. Rather, perceived discrenancies, whether or not they 

correspond with actual discreuancies, are more likely to affect both 

teacher performance and job satisfaction thus relating directly to 

the issues of system maintenance and inmairment. 
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Relevant Studies of Teacher Pole 

Because of the considerations outlined above, and dGs~ite the 

increasing number of studies rc~orted in t~~ literature concerning 

teacher role, there appear t o be only t1•ro s tudi2s with which they present 

study can us J.efully be com9ared; The Uissouri Compar a tive Study of 

Teacher Ro le, and the study ur.dertaken in Enp:lan<l by ~fusgrove and Taylor 

Society and the Teachers Ro l e . Both ar8 treated in turn below. 

The l1issouri Study. 

Four countries were involver\ in the Hissouri study : the U.S.A., 

U.K., Australia and New Zealand. The principal relevance of the 

study to the present one inheres in a shared interest in role conflict, 

the classroom context and a specified role set. The data of the study 

were derived from answers t o a questionnaire, oart of which includes 

items relatin~ to 'perceived interpositional conflict ; . The relevant 

ite~s had been derived from an intricate analysis of structured 

interviews previously undertaken in the part iciDa tin? countries. 

Itel!lS were selected on the bas is of whe ther or not they ?.enerated 

variation. These ten areas were translated into statements and 

respondents were asked to indicate on a Likert-type scale , the extent 

to which they thoup.ht tha t various members of the role set sanction 

their engar,in~ in the activitv specified . These ten s t atements were: 

1. Your r egular attendance a t meetings of P.T. A. 

2. Your willing acceptance of non-professional duties. 

3. Consistently maintaining orderliness and quiet in your 
classroom. 

4. Emphasis on a broad ran?e of goals in your instruction. 

5. Usa~e of cor;-oral punishment for the control of 
difficult vuni ls . 

6. Confining your activities during free periods to 
professional matters only. 

7. Strict adherence to administratively provided curricular 
olans in your classroom instruction. 

8. Your avoidance of speaking out on controversial topics. 

9. Your havinR an occasional drink at a local bar or hotel. 

10. Emphasis on social advancement in your instruction. 

The various positions in the role set specified for the attribution of 

expectations by teachers were: school officials, principals or head­

masters, other teachers, and parents. 
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Jones (1970) in his discussion of the results derived from some 12,000 

teachers, ranked the t en itens according to the degree of sumroated 

conflict Renerated. His conclusion was that the items that generated 

most conflict were those whose focus r,.ras the professional role of the 

teacher (items 7, 2, 6). Thos e ~enerating lesst conflict were those 

concerning moral issues (iter1s 5, 10, 3). Interestingly enough, those 

items claimed by Jones to represent moral issues are those most closely 

related to classroom practice, i.e. the use of corpnra.1 punishment, 

emphasis on social advancement and orderliness. 

The framing of the 1'1issouri items, however, nresents them as 

highly generalised issues which may tend to divorce them from the 

actuality of classroom performance. Again, the atheoretical nature of 

the item construction tends to focus on those features most likely 

to generate conflict rather than on the central features of classroom 

interaction. Thus, although significant differences were found between 

the norms stated for each of the positions sampled , very little can be 

said regarding teachers1 ~erception of ex~ectations for teacher class­

room role. 

A second section of the Missouri study focussed on various 

'perceived teaching styles ' (Adams , 1971). This section of the study, 

although confined to teachers' estimates of their ovm classroom 

emphasis (thus precluding comparison aflonp. role set members), showed 

the following factors to be most significant in explaining variance in 

preferred teaching style : school level, sex of resnondent, age level 

of pupils, qualifications of teache r , sex of school, religion of 

responrlent, in that order and with school level accounting for three 

times the variance of the next closest item . 

Society and the Teachers Role (Mus grove & Taylor). 

Taylor and Musgrove (1969) conducted a series of studies of 

i) the expectations held by parents, nuoils and teachers for the role 

of the teacher, and ii) teachers perceptions of the expectations of 

various role set members. The oriP-inal questionnaire was derived from 

the analysis of some 1,379 essays on 'a Good Teacher ' , and 'a Poor 

Teacher' written by children in junior, secondary modern and grammar 

schools. Statements about teachers were sorted into four categories ~ 

1) Teacher Personal Oualities , ii) Teacher Organising Abilities, 

iii) Method of Teaching and, iv) Hethod of Disi?li:ne. The most 
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frequently occuring statements were then translated into four 

corresponding scales. A fifth scale consisting of the two most 

frequently specified items from scales i , iii and iv was also 

constructed. Respondents were asked to rank iterris in order of 

preference. Thes e five scales were ndninistered t o 897 school 

children, and the composite scale was administered to 131 teachers 

and 43 teachers colle~e students. ~he results of this administration 

indicated that the stated ~reference of ~upils placed most emphasis 

on teachin~ l'lethod and least on nersonal q11alities. The emphasis of 

teachers was the reverse , ratin~ the importance of t eachers ' personal 

qualities high and teaching method relative ly low. 

In order to investigate further the apparent differences 

between teacher and pupil expectations, Taylor and Musgrove devised 

another scale for use vi th teachers. It was based upon the questionnaire 

previously used with pupils. In this case, teachers were asked to 

attribute expectations for teacher role to Headmasters, Colleagues, 

Parents, Pupils, an hypothetical i<lealised teacher and to themselves. 

The four dimensions used earlier - Teaching ~1eth0d, Organisation, 

Personality and Discipline, were ap;ain chosen nlthough they were less 

explicitly stated than in the previous instrument. 

Analysis showed the ~ost sip,nific2nt discrepancies to appear 

between those expectations attributed to Headmasters and those attributed 

to Pupils, with Teachers and l?arents anoearing midway between the two . 

Disparities were grea t est on the Personality and Discipline dimensions, 

with teachers stressinp the supnosed pupil e~?hasis on Pe r sonality and 

supposed headmaster emphasis on Discipline. It would appear from the 

discussion of their results that Taylor and 11us grove have managed to 

provide an index of pe rceived conflict capable of measuring both 

intensity and direction. 

Given the l argely atheoretical bases of these stu<lies and the 

generality of the scale items it must be conceded that they have a less 

than direct relationship with the present study. What is needed to make 

good the intentions of the present study therefore, is a more precise 

theoretical definition as well as an explicitly stated context of 

reference. Part of the p,roundwork of such a theory has been presented 

in the previous discussion of social behaviour as exchange. The second 

major component is derived from the study of classroom interaction. 
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The ClassrooM as a Behaviour Setting 

By the nature of their office teachers engage in interaction 

with students more frequently thGn with any other members of their 

role set. Much of this interaction is circumscribed by the behavioural 

setting of the classroom. As Barker and Wri~ht (1955) have shown, 

behavioural settings can be regarded as complex systems with internal 

and external dynamics, comprehensive in character and, most importantly 

for this study , coercive of behaviour. To this extent. the classroom 

as a behaviour Retting can be seen to limit, define and differentiate 

the behaviour of its inhabitants . If classrooms coerce behaviour, 

and if the most frequent interactions between teacher and student take 

place in the classroom setting, it would seet'!l reasonable to take this 

setting into account when studying teacher role. The subsequent 

discussion therefore centres on an analysis of studies that have 

displayed an interest in classroom interaction. 

Studies of Classroom Interaction 

Studies of classroom interaction h~ve, until recently, been 

limited by the techniques available for observing and recording 

behaviour in situ. ~ecently, with the advent of magnetic tane, and, 

especially, video-tape facilities, such studies have proliferated 

at an increasinP- rate (Adams, 1965 ~ CaI'lnbell, 1968) . However, the 

study of this phenomenon, like the study of r ole behaviour, shows 

as yet only the most tentative theoretical unity . Two main reasons 

can be given for this situ8tion, i) the imr.i.ens e variety of behaviour 

displayed in classrooms, and ii) problems associated with 

conceptualisation (see Biddle, 1967). 

Despite these problems, several reviewers have consistently 

detected similarities in 0rientation of the various instruments used. 

Meux (1967) classifies studies according to Affective, Cognitive and 

Multi-Aspect systems which consist mainly of Cognitive, Affective and 

M~nagement components. Amidon and Simon (1965) similarly categorise 

systems into Cognitive, Affective and Multi-Dimensional, noting that 

those studies classified as Multi-Dimensionetl consisted of three major 

dimensions: emotional climate, verbal emphasis and social organisation. 

Campbell (1968) in discussing the studies of Adams (1966), Flanders 

(1962) and Gordon, ~ McNeil et al. (1962) notes their concern with 

management, affective and cognitive interaction. 
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As a result of such attempts to survey the fi e ld, there ~ppears 

to be growing agreement over p,ross classification categories. This 

agreement has been acce lerated by the trend noted by Simon & Boyer 

(1970) towards shorter, easier to use systems which collapse the 

innumerable precise categories.of the ~arly systems into a more 

limited number of concise cate ?,ories. 

A variety of specific studies have some relevance to the present 

investigation. Most however are psychological i n orientation and show 

concern with individual rathe r than ~roup characteristics. A degree 

of translation is thus required before they can usefully be related 

to the sociological perspective of the present study. 

Selected Studies of Classroom Interaction 

One of the most comprehensive of the more recent studies of 

classroom interaction was tha t of Medley & Mitzel (1958) based on the 

work of Cornell , Lindvall f, Saupe (1952). After subjecting the 

detailed r e cords of their observers to centroi d factor analysis, 

Medley and ~itzel extracted three fact or s which they termed Emotional 

Climate, Verbal Emphasis and Social Or ganisation. These ca t egories 

dealt respectively with the degree of warmth and fri endliness, the 

extent of verbal interaction and the social organisa tion of the class­

room. As such, thes e categories closely parallel the affective, 

cognitive and nanagement functions previously mentioned. Si~ilarly 

Oliver & Shaver (1966) in the context of the .deve lopment of a problem 

oriented social studies curriculun produced a classroom obset.TVation 

system consisting of three main cate~ories of teacher style ~ Socio­

emotional , Coenitive and Procedur al. Likewise , Smith (1967) 

reviewinR some of the main conditions influencing classroom learning 

emphasised pupil social relations, and the cognitive and affective 

aspects of teacher behaviour. Recently, Simon & Boyer (1970) in 

their classificati on of some 75 observation systems noted that 64 

include affective categories, 48 include cognitive categories, 27 

include routine/procedural categories and some 14 include all three. 

There would seem to be growing agreement among psychologically oriented 

studies on the ubiquity of such categories. In the single sociologically 

based study reported in the literature (Adams, 1965 ; Biddle & Adams, 

1967 ; Adams & Biddle, 1970) clasqification of functional con~ent into 

Subject Matter, Sociation and Organisation was employed. Adams (1965) 
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describes the classification as follows ~ 

"Subject Hatter meanings are concerned with 1 task elements 
which are derived mainly 5 but not exclusively from syllabus 
and curriculun prescript i ons . 
Sociation meanin7s r e late to l nter-personal exchanges concerned 
with affective, s ocio-emotionnl behaviours . 
Or~anisation meaninPs a r e identified in those communications 
which are directed t owards the maintaining and p8rpetuating 
of the classroom ~s a functi0ning system. They 3re essentially 
administrative in character. 

Such a classification of the content of cla ssroom interaction i s 

consistent with the previously described studies and is adooted as 

the basis of diff~rentiation of content in t he pr esent study. 

Such a catep,orisation does not need t o rely only on the degree 

of coIIUllunality perceivec in previous research. Despite the limitations 

of functional theory (Davis, 1959) , good reasons have been provided 

in the litera ture for considering each of the ~reposed categories as 

associated with essential functions of the school. These have 

related t o the or~anis ational characte ristics of educati onal 

institutions , and the transmission of culture in both i ts skill­

oriented and norm-orient ed dimens i ons. Bo th a r e discussed below. 

Organisational Characteristics 

Schools , maintained Willard Waller (1932) in his classic 

SocioZog-y of Teachinq s are or ganisations in a cons tant state of 

perilous equilibrium. Thi.s is so b ~cause their order rests upon the 

authority orinciple which is const nntly being threatened by students. 

Despite this contention and the argument of Gross (1959 ) concerning 

the ambiguity of consensus over ?,oals and r ole behaviour i n schools, 

classrooms do for the most part fulfil• Etzioni 1 s organisational 

definition ; that is, they depend on i) a de liberately planned 

division of labour , ii) the direction of activities from one or more 

power centres, and iii) the substitution and reallocation of personnel 

on the basis of performance (Etzioni, 1964). Furthermore, they also 

exhibit the genotypic organisational properties identified by Fraser 

(1967a, 1967b) as associated with problems of goal-sfecification, task 

accomplishment , internal integration and adaptation. Moreover, the 

conditions of crowds, praise and power, identified by Jackson (1968) 

impose problems of routinisation, queuing and frustration similar to 

those found in most bureaucracies. Activity in classrooms becomes, 
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for the most part, organised so as t o meet these nroblems in as orderly 

manner as possible. Crdar, routine and structure are essential components 

of the learnin~ context and as such are likely to consume a si p,nificant 

s egment of classroom time . The proportion of time devoted to the 

establishment of routines and order is likely t o reduce as students 

accommodate to the general or~Fmisational ritua ls of classrooms. But, 

as Smith & Geoffrey (1968) have i n<l icated, 'grooving the children' 

into appropriate role and activity patterns is an important constituent 

of the establishment of control. 

The Transmission of K.nowle<,R·~ and Skills 

The instructional content of classroom activity is often 

considered as a major, if not the major, function of the school 

(Goslin , 1965; Shipmen, 1968, r.rambs, 1965). In its technical 

aspects the trans~~ssion of culture is a necessary prerequisite of 

the continuance of societies based on the extension and application 

of science and technolop,y. In fact~ the chief cnerpies of many 

educationists 3.re devoteci i.:o the processing of information (through 

the development of curriculum plans and materia ls) into structures 

that will con:ununicate knowlerlqe and skills to the uninitiated. 

Attempts have been made to analyse the "Realms of Heanin£t, 1 (Phenix, 

1964) and 'Structures of Knowledgev (Hirst , 1966, 1969) so that an 

adequate rationale for the communication of knowledge can be developed. 

Similarly, attempts have been made to achieve a theory of instruction 

(e. f. . Bruner, 1966) which incorporates psychological orinciples 

believed to facilitate the transmission of knowledge and skills. At 

another level, the contribution this process of transmission makes 

to nationa l econo~ic dev3lopment has been increasingly recognised 

during the past two decades (Schelsky , 1957 ; Vaizey & Debauvais, 1960 ; 

Schultz , 1961 ; Hurd & Johnson , 1967). In all these cases the assumption 

is made that a central activity of the school is the transmission of 

knowledge and skills through its subject matter. 

The Transmission of Norms and Values 

Equally important in the socialisation of children is the 

inculcation of certain value and belief systems. As Swift (1969) 

puts it ; 'education is designed to develop in children the beliefs, 

habits of thought and of action which are thought to be necessary and 
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desirable in s0cicty'. What these beliefs, and habits of thought and 

action are ~ will vary fro~ society to s ociety, but for contemporary 

western society , DreelJen (1970) fol lowi nV; P.':lrsons (1959) paper on the 

function of the school cl~ss in American society ~ has d~veloped a 

persuasive case for the s chool as I:! social settinr, whe r e 'pupils h~nrn 

to accept principles of conduct ~ or social norms , and to act accordinf 

to them ' . ThG nrincinles of conduct that Dreeban hol ds to be central 

to contemporary Ameri can classrooms are t hose of independence, 

achievement, universalism and speci ficity. These norms can be learnt 

only in a social situa tion and 9 Dreeben contends ? are learnings 

essential for contemporary man. Whether Dreeben is correct or not -

and there are telling criticisms to be made of his functionalist 

stance, see Loubser (1970) and Etzioni (1970) - there can be little 

doubt that norm"ltive behaviour is an essential component of classroom 

interaction. 

The argument of this chapter has been in e~nce, that as r ole 

behaviour is constrained by the social setting of the actor 9 the 

context of interaction must be suecified befo r e ~redictions concerning 

behaviour ca~ be formula t ed . Secondly, as the cl~ssroom is a najor 

context of t eacher r ol e ryerformance , it would seen appron~iate that 

the characteristics of this particular social setting were specified in 

the examination of t eacher classroom role. Thirdly, because both 

existing research ~nd functional the0ry provide gr ounds, the designation 

of three conten t c1t ep,ories of classroom interection as Or ganisation , 

Subject Matte r and Sociation see~s justified. In the next chapter the 

arguments ryresented here and in the preceding chapter will be integrated 

to provide the research model which constitutes the basis for the 

current investigation. 



CHAPTER II I 

Research Model 

Previous chap t ers hav~ es tablished that ~ i) role behaviour 

can be diuensionalised accordin2 to the nodes of interaction 

characteristic of relntionshi?s be tween two or more pos itions, and 

ii) in the specific case of t eache r role behaviour in the cl~ssroom 

context, interaction can be further dimensionalised according to 

its characteristic content. It was alee argued that ; iii) disensus 

in the role set is likely to predict to system impair~ent ; iv) the 

unwillingness of individuals to retain menbership of the role set can 

be taken as an index of system breakdown ; and v) the identification 
• of personal and system variables associated with dissatisfaction may 

consequently provide useful explanatory information. 

Accordingly ~ the present chapter is concerned with the 

construction of a research model for investj_gating such factors, and 

with the settin~ out of relevant hypotheses. 

Research Model Comrionents 

The model is designed to permit the measure~ent of relationships 

between role disensus and systeB impairment and between role disensus 

and a nunber of personal and system variables. Central to the model, 

because it provides th8 basis for educin~ the extent of disensus, is 

a matrix of teaching 'styles'. These· styles, which are seen as 

archetypical, are derived when the two role dimensions, content and 

mode, are opposed to each other. Each dimension is facetted into 

three cate~ories which are mutually exclusive and collectively 

exhaustive of the specified universe. Elaboration of the teaching 

suyle matrix follows . First, each dimension is treated separately and 

then the integration of the two dimensions is discussed. 

Content. Consistent with the earlier discussion, the three 

categories of the Content dimension are: Organisation, Subject Matter 

and Sociation. They have been constructed on the assumption that 

comraunication provides the key to classroom behaviour. They may be 

described in the following way : 
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i) Organisation. 'Jost ongcing socinl groups exhibit certain 

structural characteristics and organisational properties which 

are pursued in the interests of consistency and continuity. 

Predictably, certain of t he interaction in claesrooms is 

directec1. toward the maintenance of the classroom as a functioning 

system. The co""1Inunica tions that result are essentially 

administrative in charecter 9 referring to routines, timetables, 

the allocation of tasks and responsibility, the disposition of 

plant, people and equipment, and the description and justification 

of the resulting manoeuvres. The uniformity and stability of 

organisation in classrooCTs has been pointed out by Jackson (1968) 

and the amount of classroom interaction devoted to organisational 

interaction has been assessed at approximately 15% (Adams, 1967). 

ii) Subject !fatter. Subject Hatter interaction is concerned with 

the content of curricula and syllabi. It includes both the 

disseminn~ion of inforT'lation and the intellectualisation 

associated with it. The ~.lominance of Subject Matter interaction 

in classrooms is widely acce!)ted. Its extent has heen documented 

by Adams (1967) wh o reports some 72% of classroom time devoted 

to various forms of Subj ect Matter interQction. 

iii) Sociation. Sociation is the internersonal exchan8e of 'feeling'. 

Its basic character is socio-emotional. As such it includes 

both the spontaneous expression of sociability and adherence to 

recognised soci~l conventions. As well as the display of 

conventions it also includes exhortations about the appropriateness 

of forms of social behaviour. Ritual elements in classroom 

activity are included and may well be an important element in 

the orderinR of classroom relationships (Bernstein, Elvin & 

Peters, 1966) - although both Flanders (1962) and A<lams (1967) 

have noted with surprise the small amount of verbal sociation 

observable in classroom s ettings. 

Mode. The three categories of the Mode dimension are Status, 

Utility and Affect . These are seen as col'lll!\oditics available for exchange. 

The nature of the associated behaviour as it is manifested in classrooms 

is briefly described below. 

i) Status. Statusing behaviour is essentially a matter of giving 

or requiring recognition or deference. As such it relates to 
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the conventions associated with rank. When engaging in 

statusin?, behaviour an individual either seeks recognition 

from others or p.ives it to the~. 

ii) Utility. Utility behaviour has as its focus the exchange of 

~oods or services. Utility behaviour for the role teacher 

can be regarded ns educative behaviour , for example giving 

information, the eliciting of r easons, the training of skills, 

etc . Pupils, on the other hand , may r e turn different kinds 

of Utility, for example collecting books, recounting experiences 

and so on . 

iii) Affect. Affect is concern~d with exchanges of expressions of 

personal, subjective feeling. It covers such asnects as the 

display of warmth and friendliness, likinq or disliking. In 

social exchanges individuals may either get or give both 

positive and negative affect or they ~ay deny or be denied it 

also. 

The matrix providing the founda tion for the present study amalgamates 

these two dimensions. Nine individual cells are formed, each of which 

Content 
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represents a unique combination of Mode and Content (Fig. 3.1). Each 

of the nine can be seen as a distinctive teaching style which gains 

its identity from the character of the combination . Traditional 

concentualisations of teacher style have, f or the most part, been 

somewhat less complex than the jlOSition taken here. For tnstance, 

some studies have presented a dichotonous division into ' t-raditional' 

versus 'progressive ' styles (Chamberlin & Cha~berlin, Drought & Scott , 

1942 ; Gooch & Kellmer-Pringle, 1966 ; Hopkins & Mendenhall, 1934 ; 

Helbin~, 1940 ; Jersild et al., 1941; Sax & Otina , 1958) . Others 

havr:: been concerned with the Lewin , Lippitt & White (1939) classification 

of Authoritarian, Laissez Faire and Democra tic styles - and adaptations 

of it into oupil-centred versus teacher-centred, dominative versus 

integrative styles (e.g . Anderson & Brewer, 1945, 1946; Baldwin et al., 

1945; Cogan, 1958; Flanders, 1970 ; Krumboltz & Farquhar, 1957 ; 

Lorge et al. , 1958 ; Rehage, 1951 ; Thompson & Thom , 1957 ; Tiedman, 

1942; Withal!, 1949, 1951). Because t he conce~tualisation of the 

present study includes more than t hes e convention;:il ly accepted major 

types, each needs brief elab8ration. The styles have been named 

according t o tl:le particu·lar comb ina tion of !'lode and content involved. 

1.1. Organisation/Status. This tenc~inf style emphasises the 

organisat ional e lements of classroo~ activity and, in the 

process , stresses the principle of status differentia tion. 

Such a ciassrooM is likely t o be dominnted by routines and 

procedural rules and is like ly to emphasise au~hority and 

obedienc2 as essentials for the maintenance of classroom order. 

1.2. Organisation/Utility. This teaching style emphasises the function 

of organisational nrocedures in facilitating the execution of 

tasks. The organisation employed at any one time is likely to 

be selected on the b3sis of its anticipated efficiency because 

the predominant criterion of value is utility a r 'pay-off'. 

1.3. Organisation/Affect. This teaching style stresses the importance 

of organisational procedures but, concurrently, manifests 

regard for interpersonal relationships. Rather than placing 

emphasis on authority based order, Organisation/Affect in its 

most optimistic form, subscribes to the idea of happy efficiency. 

2.1. Subject Matter/Status. In this case the tea ching style places 

predominant emphasis on Subject Matter. It also subscribes to 
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the -;-i rJnciple of Status differentiation . Thus, Status tends to 

be accorded the Subject Hatte r and individual Status is judged 

on the basis of facility with Subject Hatte r . 

2.2. Subject Matter / Utility. In this cas e the em:ihasis on Subject 

Hatter is again pr edominant but appeal is ~ade to a criterion of 

usefulness rathe r than status. Teachers here ~re likely to be 

concerned wi th the relevance and demonstration of vocational 

applicability. 

2 .3 . Subject Matter/Affect. Teachers who display this style stress that 

Suhjec t ~"atter is important, but a r e also concerned about the 

personal f eG lines of n~~bers of the group. Rather than emphasising 

the Status derived from knowledge, or its Utility, the focus is 

placed on social relationships and group learning. 

3.1. Sociation/Status . In this style, social relations are emphasised 

but so is the authority princi~le. Thus the ordering of social 

relationships accordinp t o Status is paramount and the regularity 

and facility cf interaction is orRanised on this basis. 

3. 2. Sed ation/Utility . Here soci.'il relations a re viewed as facilitating 

mutual interests. They are seen as important and useful in 

achievin~ the individuals desired ends and cooperation is 

r egarded as mutually bene f icial. 

3.3. Sociation/Affect. This teaching style emphasises social relations 

and intc r oersonal feeling. In this case the i mnortance of 

socially sensitive interpersonal behaviour is stressed. 

Casual observation woulrl sugges t that these s tyles h ave their 

adherents in the world of the teacher. For instance , s e condary school 

teachers are frequently regarded as subj ect centere<l while primary 

school teachers are exnected to be pu~il centered and more conce rned 

with affective and social behaviour. Similarly , snccialists are 

thought t o be more concerned with subject matter than are non-specialists. 

Again , some teachers gain reputations as authority fizures and may, 

indeed, deliberately encouraP,e such an imap,e as supportive of control 

and discipline. The nine styles presented above should be regarded as 

ideal types r a ther than as total descriptions of actual teacher 

behaviour. It is not assumed that teachers :ue slavish adherents of 

one particular style to the exclusion of all others, for the preference 

for, or exhibition of any particular teaching style may well be specific 
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to certain si t ua tiona l nnd population characteristics. Frequently a 

combina t ion of styles anµropriate to di f f erent situations and 

di ffercntially C!r.1phasised is likely t o be charact"2ris tic of any 

particular t .:: ::icher. Th F:re are , however , like ly t o be consistencies 

both in the behaviour of te~chers and the situa t i ons t o which they 

are exposed. For a ~iven t eacher or e. given sibtl~tion it should 

therefore ? be nos sible to de t ermine the pattern of such consistencies -

the rule governed char ac t er n f his behaviour. In t he present instance , 

this can he done by cons tructing a ~refile bas cn on the emphasis ~iven 

to each of the nine cate~ories. Such a pr ofile mi~ht well indicate 

emphasis on a s ingl e najor category , Alternatively , the distinctions 

between individua l s cores on the nine categories may be minimal. 

However , the nine styles, t hough plausible~ were derived, As 

such t hey are s trictly sryeak.inp; . a theoretical. On the other hand, 

the Content anci Hode dimensions through their separate ca tegories have 

a more direct relationshi:' with a theoretical nos i t ion . And i t is 

throu~h the organisation 0f the matrix that six nrototypical scores 

consistent with the theory can also l:ie a,enerated . They represent , 

resn ·::c tively , St~tus, Utility and Affec t styles and Orp;anisation , Subject 

tfattcr .and Socintion Cont ents. This is achieved through combining cel l 

scores in s e ts of three, s o that th~y become r eprcsent ntive of the 

origina l components of the t wo theoreticnl dim£nsions. Prototypical 

scores, r ep resenting the s i x compone'1t s of the :"':oc e anf', Content 

dinensions can be derived f r om summation of :-.ach of the three vertical 

and three horizontal columns of t he matrix. Each of the prototypica l 

scores will then comprise three r elnted scores displaying sioilarity 

in one dimension : Orr:,i=misa tion, Subject Matter , Sociat ion , Status , 

Affect and Utility. Or 7anisation will comprise 1.1 .• 1 . 2 , , and 1.3., 

being emphasis on Or ganisation Content i n all t hree Modes. Subj ect 

Matter will comprise 2.1. , 2.2., and 2 .3 ., being Subject ~fatter in 

all three Modes . Sociation will conprise 3.1 ., 3.2., and 3.3. , being 

Sociation in all three ~.fodes . Status will co!nprise 1.1. • 2 .1. s and 

3 .1. , being Status in all three Contents. Utility will comprise 1. 2. , 

2.2. , and 3.2., being Utility in all three Contents . Affect will 

comprise 1.3. , 2.3., and 3. 3. , being Affect in all three Contents. 

From assessment of each of thes e prototypical categories a 

further profile can be cons tructed indicating the relative emphasis 
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placed by respondents on each of these dimensions. Comparisons between 

profiles can then serve to differentiate among respondents on the basis 

of differing emphasis on Status 9 Affect an<l Utility, and on Or8anisation, 

Subject Matter and Sociation. 

The question now arise<; of t he vcridica:Lity of such a 

categorisation. To what extent can scores on such a profile be said to 

represent the r eality of t~e teacher's world? The issue is the 

conventional one of instrument validity . HO\WVL:r, it vill be recalled 

that the philosonhical oosition on which this study rests (see Chapter I) 

does not permit the question. Nn thinp, may he measured ap,ainst reality 

because reality is unknowab le. Thus the answer to the veridicality 

question has to he re~hrased in te~s of the power of the instrument 

to discriminate between teachers with admittedly differing styles. 

This is an empirical issue and as such is dealt with in later chapters. 

Job Satisfaction and System ~aintenance 

The research is desi~ned t o nredict t o system maintenance (or 

impairment), the second Major comoonen t of the model. Ho~ever, its 

definition of system maintenance poses certain problems . The 

measurement of the condition of a system requires reference to 

criteria. In the Dresent case t wo criteria seem possible. The first 

would measure the 'heal t h' of the systeM against some ~bsolute standard. 

The second would measure the condit i on of the sys tem ~t two different 

points in time, r elyin? on a relative jud?,ement to ind: ~ate whether 

the ~econd condition is better or worse than th~ fir s t. Because of 

the considerable value overtones present in the first a lte rnative 

the second will he emp loyed here. hxain, because of the des ir,n of the 

study , present time and near future time (within 5 years) have been 

selected as the criteria. ~hus the problem r esolves itself into the 

comparison of the state of the sys tem now as against its future 

condition. Given the range and variet y of concliti..:;ns possible, it 

follows that a selection has to be made. The selection has been made 

here on the assumption t hat social systens are i~paired if members leave. 

In fact , decline and demise of the system is in~vitable if members 

continue to leave and replacement is not made - even i f replacemen t is 

made, then the original social system is modified and to this extent 

ceases to be identica l with the origina l one. The research problem 

is to arrive at some index of rersonnel retention. Statements of 
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(i) job satisfaction and (ii) length of intended stay in the profession 

have been chosen to provide such an index. This is discussed below. 

It is contended here that members of the focal role 'teacher' 

who ex;1erience low job satisfaction are likely either Lo (i) reduce 

the cohesion of the role set , or (ii) l eave the role set. Each of 

these alternatives threatens the stability and maintenance of that 

social system. Indications of job satisfaction an<l expressions of 

likelihood of leavin~ the system can then be taken as indicators of the 

stability of that system. The continuance and stability of the role 

set is, as was argued in earlier chapters, dependent also on the 

consonance and comnatability of expect3tions held by me~bers of the 

role set for each other's behaviour. It follows, therefore that 

where any member of the role set attributes to others exnectations 

for his performance which arc at variance with his own, a state of 

dissonance or disensus is likely to occur. Presuming that a state of 

dissonance is uncomfortable for the individual (Festin~er . 1957 , 1958) 

then a high degree of teacher discnsus is likely to lead to low job 

satisfaction and to an increased likelihood of leaving the profession. 

Indications of the de~ree of such disensus can be derived from the 

stated exnectations teachers attribute to v~rious members of the role 

set. The extent of the differences between the teachers' own definition 

of his role and the definitions he attributes to si~nificant others, 

provides an index of the degree of ,1isensus. Previously this kind of 

disparity has been callerl role conflict (e.r.. Biddle , 1969), intra role 

conflict (e.g. Musgrove & Taylor, 1969) and felt conflict (Kahn et al., 

1964). None of these terms is entirely sntisfactory. 'Role conflict' 

is ambiguous because of its failure to distinguish between inter and 

intra role conflict. Similarly intra-role conflict may be the result 

of incompatible task accomplishment components and does not necessarily 

involve disparite expectations of various role set aembers. Further­

more, 'role conflict' has overly dramatic connotations, suggesting a 

physical confrontation which is seldom, if ever, consistent with the 

operationalisation of the concept. Felt-conflict is perhaps more 

satisfactory but suffers, as do the other terms, from the overstatement 

implicit in the us~ of the word 'conflict'. On the other hand, disensus 

does not inevitably imply physical confrontation or violence. Indeed 

the disensus that arises from disparities amone attributed expectations 
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may be entirely artifactual and need not be equated with the expectations 

stated to be held by role set ~eMbers themselves ( for example, see 

Foskett, 1969 ; Schank 3 1932 ; Whee l er, 1961). In an attemp t to avoid 

these ambi guities the current s tudy labels the disensus arising from 

disparities betr.reen own and a ttributed role ex-pectations a ttributed 

disens us. It should he noted however, that the <lisensus is the result 

of diffe rences rrenerated fron statements of c-1 ttributed expecta tions and 

as such is not necessarily exnlicitly ry2rceived or accep t ed by the 

subjects theMelves. In other ~-lords it i s the researcher who attributes 

the disensus, not the subj ects t hel!lselves. 

It is now possible t o state a s eries of hypotheses about the 

relati0nships expected between attributed disensus and job satisfaction. 

The hypotheses listed below follow from the preceding argument. 

H.l. The Greater the a ttributed disensus the ~reater 

t he prospect of sys tem impairment. 

This hypothes is is ger.eral in t hat it makes no mention of the specific 

components of the di sensus nor the nature of the system i inpairment. 

However , if sys tem impairment is taken t o mean 1) low job satisfaction , 

and ii) intention to leave t he nrofession , t he followinp more specific 

hypotheses can be advanced : 

H.1.2. to 1.7. The gr enter the a ttributed disensus over respectively 

Status , Utility, Af f ect t Organis a tion , Subject Matter, 

and Sociation : 

a) The.- less the job satisfaction, and 

b) The less the likelihood of staying in the profession. 

These hypo theses deal with only two basic components of the model -

attributed disensus an <l system maintenance. The third component , 

personal and system variables i s dealt wi th next. 

Personal and System Variables 

The identification of variables associated with varying degrees 

of disensus and job satisfaction has been recognised as a potential 

source of explanatory information. It has been suggested that two 

major sets of variables are relevant : i) variables w4ttich are 

associated with the position held by the incumbent, and ii) variables 

asso~iated with the specific characteristics of the incumbent. They 

will subsequently be referred to as system variables and personal 

variables respectively. As noted in Chapter II, those system variables 
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which have previously b~en identified as associated with significant 

differences in role orientation are: seniority, qualifications, 

training , exnerience 9 specialisn and class level. Each of these 

system variables can be seen ns a cmup onent in the orgd..1isational 

differentiation ·o f positi0n nnd task-allocation. In the real world 

of the system they provide conveni.::nt bases for discriminntion between 

personnel. Th'1 thus anpe3r to provide plausibl.e r,rounds for prediction. 

Personal variables are frequently associaterl with system variables 

but can be differentiated fron them according to the degree of uncertainty 

over the relevance as grounds for discri~ination. For instance, seniority 

is norr.ially associated with ar,e. However. syste1T1 variables such as 

qualifications and training are expected to take precedence over age 

(other things being equal) when selection for a particular position is 

considered. Similarly, certain personal variables such as religion 

are in many school systems deliherately and officially regarded as 

irrelevant (and illegal) criteria for distinguishing among position 

incuMbents. Such variables may~ none theless , be associated with 

differences in the percention of role expectations. Those personal 

variables regarded as especially significant in this study are age, sex, 

race, religion and marital status. 

Relationships between Joh Satisfaction and System Variables 

~raser (1967a) reports tha t job satisfaction decreases with 

(i) increasing specialis.:i.tion , (ii) experie::ice of the "'eacher, and 

(iii) level of the school. Job satisfaction might also be associated 

with seniority, qua lifications and teecher traininr. because seniority 

generally implies identifica tion with the system, at least to the 

extent that sufficient time has been spent in the job for seniority 

to be achieved. One might therefore expect that t he more senior 

teachers will be more satisfied. On the other hand, increased 

qu.'llifications increase the possibilities of alterW,\DJ:ive careers. 

The increased possibility of an alterno.tive career might well, taken 

by itself, decrease job satisfaction, particularly when more satisfactory 

working conditions are experienced by peers in alternative occupations. 

Teacher training, however, might be expected to increase the level of 

job satisfaction because of the attandant degree of socialisation into 

the profession, and the fact that most entrants, being young on entry 
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to teachers college~ have seldorn seriously considered alter-po.tive 

careers. The followin~ hypotheses are therefor e advanced : 

H.2.1. The ~reater the seniority , the gr eater the job· 
sRtisfaction 

H.2.2. The higher the qualifications, the less the joh 
satisfnction 

H.2.3. 

H.2.4. 

H.2.5. 

The lc;-:ger the traininp,, the freater the job 
satisfaction 

The greater the specialisation, t he less the job 
satisfaction 

The greater the experience, the~fi.-.,.the job 
satisfaction . 

Job Satisfaction and Personal Variables 

Precedent exists for also predicting an association between job 

satisfaction and the variables of age, sex and religion. Fraser (1967a) 

has shown job satisfaction among teachers to be associated with age 

and sex. Again, Colombotos (1964) reports that female teachers are 
1more professionally committed' than oales s and Protestants more than 

Catholics, and Horn (1966) reports higher levels nf job satisfaction 

among women teachers. 

On the basis that minority status inf luences role perception 

(Clarke & Clarke, 1952 ; Kenny, 1956 ; Simpson & Yinger, 1959 ; Westie, 

1964) the present study also assumes that race may be associated with 

job satisfaction. ThP. followin~ hy1 )theses arc therefore advanced : 

H.3.1. Job satisfaction is a function of age of teacher : 
the gr eater the age the r,reater the job satisfaction. 

H.3.2. Male teachers will experience l es s job satisfaction than 
female t eachers . 

H.3.3. Teachers of minority racial status will experience 
less job satisfaction than teachers of majority 
racial status. 

H.3.4. Protestant teachers will experience greater job 
satisfaction than Catholic teachers. 

Personal and System Variables and Degree 

of Attributed Disensus 

The fourth major set of predictions of association arises from 

the relationships between personal and system variables and attributed 

disensus. Biddle (1970) reporting on the Missouri comparative study 

indicated that among the best predictors of role conflict were, 



- 33 -

respectively; qualifications of res~ondent, age, sex, race, grade level, 

and denominational affiliation. ~urther, it may also be argued that 

system variables are likely to predict to attributed disensus because 

an incumbent 1s identification with th~ sn2cifications of the system 

will lead to a decrease in disensus. For this reason hypotheses 

relating System Variables to Disensus follow the general pattern of a 

predicted decrease in Disensus with increases in the System Variable . 

The following hypotheses are therefore presented , 

H. 4.1 . The greater the Seniority the less the Gross Disensus 

and the Disensus over Status» Utility, Affect, 

Organisation, Subject ~.atter and Sociation . 

H. 4.2. The greater the Experience the less the Gross Disensus 

and the Disensus over etc. 

H. 4.3. The greater the Qualifications the less the Gross 

Disensus etc. 

H. 4.4. The greater the Len~th of Training the less the Gros~ 

Disensus etc. 

H. 4.5. The h~rher the Grade Level the iess the Gross Disensus etc. 

H. 4.6. The greater the Specialism the less the Gross Disensus etc. 

In the case of Personal Variables only one linear prediction is 

made, the assumption being that Age will in general be associated with 

Experience and Seniority and will therefore predict in the same 

direction . Thus ~ 

H. 4.7. The greater the Age the less the Gross Disensus etc. 

Hypotheses relating to the remaining Personal Variables are dichotomous 

and rely on the same assumptions made when relating Personal Variables 

to System Maintenance, the major assumption being that Personal Variables 

which predict to low Job s~tisfaction will also predict to high levels 

of Disensus. The following hypotheses are therefore presented: 

H. 4 . 8. Male teachers will experience greater r.ross Disensus 

than Female teachers and greater disensus over 

Statu~ Affect etc . 

H. 4.9. Teachers of Minority Racial Status will experience 

greater Gross Disensus than teachers of Majority 

Radical Status and greater Disensus over Status etc. 

H. 4 . 10. Protestant teachers will experience less Gross Disensus 

than Catholic Teachers and less Disensus over Status etc . 
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H. 4 . . 11. H;irriec teachers will ex~ :::. rience les s Gross Di~onsus than 

Sin :-:1.::: ta~c1i. <ffS and . less Disensus over Status etc. 

Research Model 

It is now possible to present the research model that contains 

the components and their specified r elationships. The three major 

components of the model have been specified as : i) attributed disensus , 

ii) system impair~ent 9 and iii) a r ange of personal and system 

variables. As well 9 the direction and nature of relationships have 

been predicted and the rationale for the predictions exposed. 

Fig. 13.2. 

Predicted Relationships between Variables 

/ Personal/System 'lariables 

~ 
Attributed Syst~m 

Dis ens us ,/ Maintenance 

~~~~-. assumed direction of prediction 

Figure ~ .2 . summarises these components and the predicted relationships. 

For instance , predictions are made in the hypotheses from Personal 

and System variables as Independent Variables to i) Measures of system 

maintenance and ii) ~easures of At tributed Disensus as De~endent 

Variables. The third direction of prediction is from Attributed 

Disensus as an Independent Variable to System Maintenance as a 

Dependent Variable. However , the problem of cause remains a vexed 

one. Some antecedent-subsequent relationshi~s are clearly defined, 

e.g. the sex of the teacher preceded his experience of job satisfaction. 

Consequently it can hardly be argued that the degree of job satisfaction 

determines the sex of the respondent . But neither does the reverse 

necessarily hold. All that is being measured is a tendency towards 

association. The discerning of relationships nerely increases 

descriptive power . For example, if sex and job satisfaction are shown 

to be significantly related it f ollows that one may predict with some 

greater degree of accuracy what proportion of a ~iven population of 

females is likely to ex~erience job satisfaction. Similarly, in 
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predicting to individual cases, one may incre ase (slightly) the odds 

of predicting correctly. It is for this reason that some of the 

correlational studies reported in the literature have to be viewed with 

caution. For instance, correlations have been reported between 

consonance of expectations and job satisfaction of t eachers (Bernstein, 

1959 ; Bidwell, 1955 , 1957; Campbell, 1958 , Ferneau , 1954 ; Guba & 

Bidwell , 1957; Moyer , 1954). Investigators have reported such 

correlations as indicatins that greater consonance over role expectations 

leads to greater job satisfaction, a conclusion unwarranted by the 

studies (Charters, 1963). The presentation of relationships between 

groups of variables in Fig.3.2should, therefore, only be accepted as 

displaying the procedure adonted in defining which components shall be 

treated as dependent variables and which shall be treated as independent. 

The operationalisation of the research ~odel , the methods of data 

collection and the data analysis employed provide the substance of the 

following chapter . 



CHAPTER IV 

Methodology 

This chapter is concerned with the operationali&ation of the 

research model. Specificallys it deals with i) the construction, 

interpretation and evaluation of the research instrument, ii) population 

characteristics, iii) methods of data collection , and iv) techniques 

of data analysis emp loyed. 

Research Instrument 

Data were collected by means of a ten page questionnaire.* The 

organisation of the questionnaire was a direct result of the explicit 

theoretical basis developed in preceding chapters. It incorporated 

measures of the three major sets of variables : i) attributed disensus, 

ii) system maintenance, and iii) personal and system characteristics . 

The followinR discussion details the weys in which each of the 

variables was measured. 

Disensus Measures 

The measure of attributed disensus emµloyed the nine archetypical 

categories described in Chapter III. The archetypes were generated by 

opposing the three Mode categories with the three Content categories 

thus producing nine distinctive types . For the operationalisation 9 

each tyµe was converted to a statement that d~scribed, in general 

perforrnance terms , a corresnon<ling teaching style. Such descriptions 

were designed to be i) consistent with the theoretical framework, 

ii) equally impartial (no style was~ a priori~ better or worse than 

any other), and iii) relevant to the respondent's situation. An 

additional opera tionalisation problem was posed by the fact that the 

instrument was to be administered to nine year olds as well as to 

Intermediate and Secondary school pupils and adults. 

In order to meet these requirementSthe following procedures 

were adopted. During the initial generation of items the authors 

were at pains to arrive at descriptions of each style that treated each 

in an equally favourable light. To this end, attempts were made to 

eliminate unintentional value intrusions as far as possible, by 

subjecting the statements to the scrutiny of collear,ues. Any 

* A copy of the questionnaire is to be found in Appendix A. 
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statement about which objection was expressed was eliminated and 

another statement fror.1 an orir.inal larger pool was substituted. The 

resultant statements were presented in random order to some ten post­

graduate students of education, t oo;e the r with descriptions of the 

archetypes. Th~ s tudents were asked to ident ify the statements 

according to the coEb inat ion repr<~sented . Any stntement about which 

doubt or uncertainty was expressed was e liminated and replaced by an 

alternative sta tement fror.1 the original pool. This nrocess was 

continued until agreement was ~chieved. The nine resulting statements 

were : 

1. Helps the. class work well by having pupils follow his 

directions carefully (Organisation/Status). 

2 . Helps the class work well by having pupils be concerned 

with gettin~. on with the job (Organisation/Utility) . 

3. Helps the class work well by having pupils do thinp:s 

in ways that they like (Organisation/ Affect). 

4. Helps pu'2- ils to learn by showinr, tha t he knows t he 

subj ec t mat ter well (Subj ect }fatter/Status). 

5 . He lps pupils t o learn by showing that the subj ect 

is useful (Subject Matter/Utility). 

6. Helps pupi ls t o l earn by shot..ring t h;:i t the subject 

is enjoyable (Subj ect Hatter/Affect). 

7. Helps pupils to ge t alonp, wi .:h people by h:win,; them 

respect people in authority (Sociati on/Status). 

8 . Helps pupils to ge t elong with people by having them 

understand t he advantages of doing so (Socfation/Utility). 

9. Helps pupils t o ge t a long with people by having them 

show concern for others (Sociation/Affect). 

It will be seen tha t attempts wer e a lso made to achieve a consistency 

of phrasing between statements representing simihtr dimensions. For 

example~ 'Helps the class work well' became the stock expression for 

the Organisation component. 

Presentation Format. To adapt the statements fot the 

questionnaire each statement was paired with every other statement to 

produce thirty-six separate items . Respondents were then asked to 

indicate which statement in each pair was in their opinion, the best 

way for a teacher to teach. Respondents were thus faced with thirty-six 
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forced choice items which featured each of the nine statements eight 

times. In order to equalise the number of cases in which a p .~rticular 

statement occurred first, al ternct ·:.: pairs were reversed. The order 

of the presentation of itens was then randomised and became ~ 5/7 . 8/2, 

4/2 , 6/4, 9 /1 , 9/6, 4/9, 1/6, 5/3, 3/8, 2/5 , 7/8, 8/4' 8/9 , 5/9 $ 2/7 , 

8/6, 2/9. 1/8 , 5/6, 4/7' 6/2, 7/1 , 3/1, 8/S s 9/3, 4/5, 3/4, 7/3, 2/3, 

1/2' 7 /6 . 1/4 , S/7 • 5/1 , 3/6. The format wh ich is illustrated in 

Fig. 4 . 1 shows that f or each pair of statements the respondent was 

asked to indicate ~ i) his own preference, ii) the strength of that 

preference, iii) the choice like ly to be made by parents, iv) the 

choice likely to be made by pupils, and v) the choice likely to be made 

by other teachers . The strength of preference indicated for 'self' 

choice was moderated in order to leave open the possibility of 

correcting scores for respective emphasis in subsequent analyses. 

1 
A 

or 

B 

Fig. 4.1. 

Item Format 

Helps pupils t o learn by showinf, 
tha t the subj2ct is us e ful 

Helps p•1pils to get along with 
people b y having them respect 
people in authority 

( ) 

Very Strongly 

Strongly 

Slightly 

Par ents 

Pupils 

Other 
Teachers 

( ) 

( ) 

( ) 

Preceding the items were instructions for self administration and a 

list of the separate teachinr, style statements in randon order. A 

practice item was included and the introduction stressed that ' there 

are no right or wrong answers or good or bad ones. We just want to 

find out what you really think about teaching'. 

Reliability 

The reliability of this portion of the instrument was obtained 

through a test-retest check with some 30 first year teachers college 

students, 27 of whom were available for retesting five weeks later. 

Means~ standard deviations, and Pearson product/moment correlations 

were computed for each of the archetypical categories. They are 

presented in Table 4.1. 
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Table 4.1. 

Test/Retest Reliability 

Test 1 Test 2 

Arche type 1'1 , -1 S.D . 1 H2 S.D. 
2 

r 

1 2.815 1. 280 2 .630 2.084 .492 

2 2.519 2.050 2.333 1.636 .525 

3 4.704 2 .252 4.852 2.754 .756 

4 3.000 2. 027 2. 778 1. 393 .510 

5 5 .9 26 1.358 5.630 1.230 .547 

6 6.222 1.554 6 .667 1.387 .739 

7 2 .593 2.004 2. 963 1.470 .395 

8 3.889 1.632 3.481 2.149 .566 

9 4.25? 1.661 4.556 1.574 .349 

average .543 

TGst/Retest reliabilities for the six proto typical scores, Status, Utility , 

Affect " Organisation ~ Subject Matter and Sociation were also calculated. 

They are presented in Table 4.2 . 

Table 4.2. 

Test/RStest Reliability. 

Pro totypical Scores 

Tes t 1 Tes t 2 

Prototype ..,,,. 
'-·'·1 S. D. 1 M2 S.D. 2 r 

Status 8.841 3. 289 8.259 3.481 .671 

Utility 12.333 3.078 11.481 3.247 .636 

Affoct 15.296 3.897 16.184 3.798 .769 

Organisation 10 .037 2.987 9.852 2.705 .379 

Subject Matter 15.074 2 .493 15.148 1.908 .525 

Sociation 11.519 3.291 11.037 2.545 .641 

average .604 

It will be seen from Table 4 .1. that the reliabilities for ai::chetypical 

scores range between .349 and .756 with an average of .543. The 
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reliabilities for prototypicnl scores range between .379 and .769 with 

an average of .604. The r e lationships between correla tions can perhaps 

best be seen in Table 4.3. which arranges the correlations according to 

their position in the matrix. 

Table 4.3. 

Test/Retes t Reliabilities 

Status Utility Affect 

Organisation 1 .492 
2 

.525 3 .756 D .379 

Subject Matter 4 .510 5 .547 6 .739 E .525 

Sociation 7 .395 8 . 566 9 .349 F .641 

A .671 B .636 c .769 

The rel.ationships can be seen to be complex. For instance , 

a lthough the correletion for the Organisation Prototype is .379, each 

of the archetypical components of this dimension (1 , 2 , 3) display higher 

correlations , r anging from .492 t o .756. Conversely, while the 

correlat ion on the Sta tus prototype (A) is .671, tha correlations on 

the relate<l archetypicRl scores (1 , 4 , 7) are lower in all cases . 

Again, whereas the correlation on the Sociation prototype (F) reaches 

. 641 , the vari ~tion on the associated archetypical scores (7 , 8, 9) 

r anges from .349 to .566 . In general 9 correlations on the prototypical 

scores ere higher than those on the ~rchetypical categ0ries . 

Comparison with ot her similar instruments employed in similar 

research is difficult. Comparisons with the instruments prepared by 

Taylor and Mus p,rove and for the Missouri Comparative Study are not 

possible as neither study r eports , nor apparently undertook, any form 

of reliability check . The only instrument of comparable nature tested 

under similar circumstances in New Zealand was Broadley's (1970) adaptation 

of Fishburn's (1965) measure of the dimensions of the teacher ' s role. 

This study r eported correlations ranging from .31 to .48 between tests 

using a similar teachers college student population. In terms of this 

comparison ~ the reliability of the current instrument can be considered 

satisfactory. 

In terms of comparison with other kinds of instruments the current 

measure can also be considered satisfactory. Although not reaching the 

,7 level of some attitude scales the majority of correlations reported 
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exceed the .6 level - a l evel commonly accepted in initial development 

of new sca l es wher e previous research has failed t o explicate with any 

degree of nr ecision the dynamics of the f Rct ors under consider a tion 

(Fox, 1969). 

Several f act0rs may have influenced tl1e l evel and nature. of 

t he correla tions . Firstly, t he instrument r equires a f orced choice 

among two alterna tives. It follows fr on t hi s that nlteration on one 

dimension neces s ar ily ente.tl s a ltcrati::m on '1no t her. thus leadin~ t o 

an automatic exaqf!erati0n of differences r:ind in turn to l owe r correl:itions. 

Secondly, th.:? population concerned was undergoing a process of initial 

socialisation into tc~chinP through a trainin~ nrop,ramme designed to 

reinforce certa in attitudes and modify others. Change of preference 

among this population on such an instrument mir,ht therefore be expected. 

As a result , the employment of such a population in a reliability 

check may well r enresent exposure t o unusually strineent conditions. 

Thirdly, scor es on each of the archetypes were derived from eight 

items. This is a relatively small number ~f items and may well have 

served to r educe t he correlations . Finally t he r e l atively small number 

of respondents (27) involved in the t es t/re test situation mipht a lso have 

served tn have th~ same e ffect. r.iven the character of the instrument, 

the na ture of the test/retest popul a tior., and the fact that comparable 

instruments have ve t to <lemonstr~te higher levels of r e liability, the 

reliability of the current instrument can be considered adequate. 

Measurement of System Maintenance 

Two ~e~sures of sys t em maintenance were emµloye<l: i) job 

satisfaction, and ii) pr o j ected length of stay in the profession . 

Job satisfaction was measured on a five point Likert-type scale and 

classified tea cherA into pr oups who were: 

i) Very Satisfied 

ii) }foderately Sntisfied 

iii) ~either Satisfied nor Dissatisfied 

iv) Moderately Dissatisfied 

v) Very Dissatisfied. 

Projected lenP,th of stay in the profession was measured on a similar 

five-point scale and classified the po~ulation into those : 
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i) Very Likely to Leave 

ii) Quite Like l y t o Leave 

iii) T.lncertain 

iv) Ouite Unlike l y t o Le:we 

v) Very Unlike l y to L e::tve 

withi n five years . 

Both iteas f .'.")l l owe.:i the fcrma t used in the T·-'issouri s tudy although some 

modification of phrRsinR was undert aken . 

Personal and System Variables 

In a<ldition t o t he measures discussed above, various system and 

oersonal information was r equested as a basis for differentiatin~ the 

population. I n terms of the system variA.bles six characteristics 

based on rrevious r esearch results were selected as the most l ikely 

nredictors. They were: Seniority, Qualifications, Teachin P, Experience, 

Lengt h of Training, Specia lism, Level at which t eqching is pursued. 

The snme criterion of nrevious ly es t abl ished predictive power 

was employed in the sf2lection of the five Der son.:il variab l es about 

which infor mat i on v.ms sought. These five variables were : Age , Sex, 

Race, Relip;j_on, and 1 •.arital Status. 

Dat .'.l C:ollect ion 

Data f or the pres ent study was collect2d by some forty graduate 

students enf a p:ed in r esearch work f o·,_ a Diploma in Education. For the 

most ?art t hes e students i;ere extra- mural (correspondence) stuJents 

and were located in nrimary s choo ls , intermediate schools, secondary 

schools ~ the inspectorate ~ t eachers college staffs and vari ous advisory 

services in a variety of l oca tions throughout the country . Each 

investigator was r equired t o obtain some thirty respondents from among 

teachers of his local district. Complete participation of staff members 

of particular schools was sough t in order t o 80 some way towards 

ensuring randomness of the tota l sample . Eieht hundred and forty 

teacher sub jects were aop roached of whom six hundred and ninety seven 

(83%) returned questionnaires . 

Sample Characteristics 

Because of the data collection procedures used, the sample was 

not a consciously ob tained random s amp le. Neither is it uossible to 
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assert with certainty that the samole is representative of New Zealand 

teachers although it contained both primary and secondary teachers of 

both sexes and varyinp aRes, aualificntions and exnerience. Although 

the ;,:ioryulation s r1.r-1ples was not desif!,H2d as a systcnt1tic nnd renresentative 

sample, various characteristics serve t o reinforce th0 impression that 

it may not 1:) e particularly :Jtyoical. No reliable statistics are available 

concerning the demor.raphic charncteristics of the New Zealand teaching 

force . How":'ver it is known, for excunplc , that the sex ratio approximates 

1: 1. Our sample ratio also apnroximates 1 :1. Sirr,ilarly the age 

characteristics of our sample are what one 1night well expect : viz. a 

large number of youn? teachers; 

of women, in the middle years ~ 

effect during the later years. 

considerable reduction, particularly 

and a definite stabilising and tapering 

In addition, the relif,ious affiliation 

of our sample anT> roximates the national norms drawn from the 1966 census. 

On such evidence it would be possible to arf ue that our sample shows 

signs of beinp, close to a rando!"l and representative sam11le of New 

Zealand teachers. However, despite such evidence , no representativeness 

will be clained nnd only relationshins between particular variables are 

specified and 1")redicted. It may well be however, that the results of 

the investi?,ation warrant greater generalisability than is claimed. 

Data Analysis 

Dis ens us 

The questionnaire , besides requirin~ the respondent to state his 

own exnectations, also required him to attribute ~xpectations to three 

other reference froups: Parents, Pupils and Other Teachers. Four sets 

of scores were therefore p.enerated. Each set yields nine archetypical 

scores and six !1rototypical scores. Comparisons between the sets on 

each of the prototypical scores yield discrepancy scores. For instance, 

when the respondent's or 'Self' score for Status is compared with the 

Status score derived from responses attributed to Parents, the resultine 

difference is a Status discrepancy score. Similar ~rocedures when followed 

yield discrepancy scores between Self and Pupil, Self and Other Teacher 

responses, also beyond this again, from the different comparisons (Self­

Parent, Self-Pupil, Self-Other Teacher) discrepancy scores can be added 

together to yield an index of the total amount of disensus. The three 

individual comparisons can be taken ~s indicators of a directional 

disensus in that they measure the amount of disensus attributed to 
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members of two positions in the role set, in this case between the focal 

role 'Teacher' and the other role s e t members ·- Pupil, Parent and 

Colleap,ue. The current study focuses on the conbined effect of 

disensus ririsin~ from all s ources within the role set. In this fashion 

the total disansus ari sinr from attributions o f expectations to various 

role set members can be su!.'."JU~ted on six 1?rot otypical dinensions ~ Status, 

Affect , Utility 9 Cr p:anisation, Subji::ct J'!..atter c<md Utility . These 

dimens ions cg,n be used for discri1:;iinatin? betueen rroups of respondents 

on the basis of the characteristics ove r wli.ich disensus is typically 

generated. For instance s it may well b e th::it one group of teachers 

displays hir,h disensus on the Status dimension a!'ld another group high 

disensus over Affect. It is also possible t o sutmnate the disensus 

scores on the six prototy~ical dimensions to r,ive an index of the tota l 

amount of attributed disens~s from all dimensions and all sources 

within the role set. This gross score can a~a.in be used for 

differentiation. 

In summary, seven discrerancy scores are used. The first six 

corresrond to the composite discrepancy scores sum.~Eted fro~ ~11 role 

set comparisons on each of the six d imensions. The seventh, Gross, 

score is the result of summation of the previous six ~n<l gives a 

composite indication of the total of attribut ed disensus. 

System ~faintenance 

Differentiation accordin::; to t~e system m<lintena:lce variables 

was according to the previously described Likert- type scales with a 

scale point ranp.e of i - 5. 

Personal and System Variables 

The classificatior:. procedur es used as a basis for analysis 

between groups was as follows : 

Seniority· Code Ill (High) Principal or Head Teacher; 
Vice-Principal or Firs t Assistant; 
Sup- ervisor of Junior Classes. 

Code #2 (Medium) Senior Assistant Mistress; 

Code 113 (Low) 

Head of Department; Sole Teacher. 

hssistant Master; Assistant 
Mist ress ; Specialist Teacher. 
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Code fl l (Hip.h) 1fasterate ; Masterate with Honours; 
D0ctorate. 

Code tf 2 ('~edium) Bache lor 1 s Degree; Bachelor 1 s 
Des:,rce !"; lus Dinloma ; Double 
na ·:chelor 1 s degr e C:!. 

Code fl3 (Low) Trarle or Technical Certificate; 
Tra ined Teacher ' s Certificate ; 
Undergraduate Di ploma. 

Teaching ExEe rience : Code l!1 (Long) 20 yea rs and over. 

SEecialism: 

Sex : 

Race ~ 

Code 112 (!1edium) 10 t o 19 years. 

Code 113 (Short) 0 to 9 years. 

Code #1 Humanities ~ English ; Languages ; History; 
Geo gr~?hy :, Art & Craft ; Music. 

Code 112 Sciences : Physics ; Chemistry ; BiOlogy; 
General Science ; Maths. 

Code 113 Vocational: Agriculture/Horticulture ; 
Homecraft; Metalwork ; Woodwork; 
Enp;ineerinp,; Commercial Typing ; 
Eock-kecpt:ig . 

Code Ill ITr t o 29 years old. 

Code n From 30 t o L;9 years. 

Code #3 Over 50 years. 

Code ff l lfole. 

Code 112 Femal e. 

Code Ill European. 

Code 112 i.faori. 

Code #3 Other. 

Note ~ Three cate~ories were established accordin~ to the 

proportions of the population reported in the census. 

Religion : Code Ill Roman Catholic (incl. Catholic). 

Code #2 Anglican. 

Code 113 Other Protestant. 

Code #4 None/Atheist/Agnostic. 

Marital Status : Code f/1 Single. 

Code #2 Married. 

Code #3 Divorced/Separated/Widowed. 

Training : Code #1 No trainin3. 

Code #2 1 - 2 years training. 

Code #3 3 or more years. 
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Statistical Procedures 

In order to cope with the considerable number of possible 

comparisons between and within p.rour-s , and in order to present the 

relationships be tween variables as cl.early as possible, statistical 

procedures were chosen with two main criteria in mind: efficiency 

and power. Unfortunately availeble coflputer facilities were inadequate 

to cope with complex progrnmrnes such as the Automatic Interaction 

Detection Programme developed by the University of Michigan's 

Institute for Snci.n.l Research .* Reliance had , necessarily 1 to be 

placed on less complex procedures . Various design and population 

characteristics indicated that the following procedures would prove 

effective : 

1 . When comparing the variance of paoulations tlifferentiated 

according to personal, system, and syste~ maintenance 

variables on the measures of role disensus, a single 

classification analysis of variance was emnloyed to detect 

the presence of one or n0re varinnt sub-group distributions. 

2. Subsequent to the detection of such variance at better than 

.05 levels , the Scheffe test was applied to individual sub­

group means in order to detect those comparisons which lent 

most weight t o the overall variance. 

3. Where populations were differentiated according to nominal, 

ordinal or interval data and ~·1ere beinp, compared with measures 

of a similar kind, the chi-square s tatistic was employed. 

Because of the gross error factor produced by the ap?lication 

of multiple analysis of variance to grossly unequal cell N' s and 

populations of other than normal distribution , the use of multiple 

analysis of variance was considered inaporopriate . 

The single classification analysis of variance was chosen 

instead of multiple t group comparisons because of its ability to 

test simultaneously whether the means of a number of groups were 

significantly different. The analysis of variance was carried out 

using ANOVl , a programme adapted for this study from a routine 

programme of the Hassey University Computer Unit. 

Subsequent to the analysis of variance it was necessary to 

determine in what ways the means varied between groups, and further, 

* Sonquist, J.A. & Morgan, J.N. (1964) The Detection of Interaction 
Effects. Institute for Social Research~ University of Michigan. 
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which interp,roup comparisons contributec most to the overall significance 

detected by the analysis of variance. In order to cope with the 

probl ems caus ad by 8r oups of unequal sizes while r e taining suitability 

for any comparison , the Sch-.:ffe·k rri.e t nod of Multipl e comparisons was 

employed in preference to eHher the t method vh ich is insufficiently 

robust to cope with unequal N's amonr, multiple groups, or Duncan's 

multiole Ran~e t est , whose mathena t ice.l derivation has r ecently been 

called into question . The Scheffe test has the virtue of being 

relatively insensitive t o departures fr om normality and homogeneity 

of variance , can cope with multip le comparisons and overcomes the 

problems pr esented by unequal cell N' s. The Scheff~ test was computed 

on a programmable Canela 164P from means generated through another 

local IBM 1()20 i:) rogramme . 

Chi·-square statistics were applied to cate~ories where a 

mixture of nominal , ordinal, interval data precluded the use of 

ANOVA . It was chosen as being the riost powerful non-parametric 

statistic available. Chi-squares were computed on the Canola 164P 

from frequency t ables compi l ed during pr evious analysis on the IBM 1620 . 

The fo llowing chapter presents t he f indings . 

* For a discussion of this statistic and its application, see Glass & 
Stanley (1970) Statistical Methods in Education and Psychology, 
?rentic·~ Hall , '"1-. 388ff, or H.<iys, Williat!l L. (19 r.. 3) Statistics 
for Psychologists ., Holt, Rinehart & Winston, p . 485£. 



CH/\PTER V 

Findings 

The rese;>.rch model presented in Chapter III had three najor 

comvonents : i) attributed disensus, ii) sys t eM maintenance, and 

iii) srecified personal and system variables. Re l a tionships among 

these comryonents were also specified viz. between i) attributed 

disensus and personal and system variables, ii) system maintenance 

and personal and system varial, les, and iii) attrihuted disensus and 

system maintenance. The present char- ter has three sections which deal 

respectively with the findings resultins from an examination of these 

sets of relationships. The implications of these findings are 

considered in the fin~l chapter. 

Personal and System V<iriables and Attributed Disensus 

In this section the personal and system variables are considered 

as independent and the attributed disensus as dependent. Initially 

simple analyses of variance were applien to all seven attributed 

disensus scores differentiated according to each of the independent 

variables. The instances where the significance level exceeded .OS 

level are reported in Table 5.1. The principal items of information 

contained in Table 5.1. are discussed briefly below. 

Table 5 .1. 

Anova for Personal and System Variables 

on Seven Prototype Disensus Scores* 

s u A 0 SM 

Seniority 

Qualifications .01 .01 .05 .OS 

Experience .01 

Specialism .OS 

Age .01 

Religion .01 

Marital Status .OS .01 

Sex .OS .01 
Race 

School Level . 05 

Training 

so 

* Only significance levels beyond .05 level are reported; 
are considered non-significant. 

GR 

.005 

all others 
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Three of the independent variables (Seniority, Race and Length 

of Trainine) uroved to have no predictive nower significant at the 

.OS level or better. School Level, A~e and Experience nredicted on 

only one dinension (Orvanisation)--at .OS, .01 and .01 respectively 

while Srecialism and ReliRion both ,redicted on the Utility dimension 

alone--at .05 and .01 levels respectively. Sex of resp0ndent predicted 

on two dimensions,Affect (.05) and Subject Matter (.01). Marital Status 

also predicted on two dinensions, Status (.05) and Organisation (.01). 

The independent variable with the greatest nredictive power was 

Qualifications which discriminated on five dimensions, Status and 

Utility at the .01 level, Affect and Subject Matter at the .05 level 

and on the Gross dimension at .005 level. 

The various dimensions displayed different de~rees of discrimination. 

For instance, the Organisation dinension displayed significance with 

four independent variables (Experience, Ap,e, Marital Status and School 

Level) ; Utility discriminated on three independent variables 

(Qualification, Specialism and Religion) ; the Affect and Subject 

~atter dimensions discriminated twice, both with Qualifications and 

Sex as independent variables; Status discriminated twice also, but 

with Qualifications and Marital Status as independent variables. The 

Gross dimension, surprisingly, . discriminated only oncc, with Qualifications 

A.S tfic in·foT'cnrlent variable, but was significant in this case at . 005 level 

Sociation did not appear to discrim~ nate at all in this particular 

analysis, 

The fact that different independent variables appear to be 

associated with ,Ifffering dimensions and discriminate on differing 

dimensions at different levels of significance implies that the 

dimensionsof the instrument are relatively indeoendent. In other 

words, they measure different things. Of further interest however. 

is the nature of the differences manifested within each independent 

variable. 
I 

Subsequent to the analysis of variance the Scheffe test of 

multiple group comparisons was used to determine in what ways the 

scores varied between groups and. further, which intergroup comparisons 

contributed most to the overall significance detected by the analysis 

of variance. Subsequent discussion presents the results of these 

analyses of the findings for each independent variable in turn. Only 
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relationships whicb reached the .05 level of significance on the 

original ANOVA are comnuted or discussed. In each case two tables 

contain the results-- the ·first records eroun means and the second, 

intergrou~ comparisons. Each set of tables is followed by brief 

discussion of the findin~s. 

Qualifications and Disensus 

In the analys is four qualification categories were used. They 

are : 1. Unqualified 

2. lTn~a rBr aduate qualification 

3. Bachelor 1 s degrees or equivalent 

4. ~aster's degrees or higher. 

Five of the dimensions were detected as displaying si~nificant 

differences between r,roups on the simple analysis of variance: 

Status (.01), Utility (.01), Affect (.OS), Subject Hatter (.OS) and 

Gross (.OOS). Intergroup comnarisons for each of these dimensions are 

presented in turn below. The Status dimension iR dealt with first. 

Qualification anrl. Status Disensus 

Tahles 5.2.1. and S.2.2. disµlay, respectively, group means and 

intergroup comparisons for status scores on the aualifications cross-break. 

Table 5.2.1. 

Intergroup Differences : Qualifications/Status 

Group 
rv'\ ~..,.._ i"-2 M~~ "' 

1 (No Our1ls) 9.880 42 415 5203 

2 (Undergred) 9. 945 421 4187 S7173 29.917 

3 (Bachelors) 11.940 165 1971 33169 

4 (Hasters) 11.430 69 789 3496 
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Table 5.2.2. 

Intergroup Comparisons: Qualifications/Status 

Comparisons 1'- " ], " ~/( 
'+' 1 Cf ~/~ f 

t. 1-2 .065 • 77 8 .!382 .074 

B 1-3 2.060 .897 . 947 2.175 

c 1-4 1.550 1. 238 1.112 1.394 

D 2-3 1. 995 . 239 .488 4.088 .01 

E 2-4 1 .485 .479 .692 2.146 

F 3-4 .510 . 599 . 773 .660 

G 1-(2 + 3 + 4) 1.225 .788 .887 1. 381 

H (1 + 2)-(3 + 4) 1. 772 .349 .590 3.003 .05 

I 1 -(3 + 4) 1.805 .865 . 930 1.941 

J 2 -(3 + 4) 1. 704 .224 .473 3.679 .01 

. 95F = 2. 792 

. 99F = 3.367 

From Table 5. 2 .1. it can be seen that , al though differences between 

group meann are not l a rf.e , the group mean increases with higher 

qualifications. The results of the Scheffe test presented in Table 

5.2.2. indicate that only three of the intergroup comparisons were 

significant beyond the . 05 level. These wer e: 

1. Between Grou~ 2 (Undergr Piuate) and Group 3 (Bachelors) 

2. Between f;roups 1 and 2 combined (Unqualified and Under­

gr aduate) and Groups 3 and 4 combined (Bachelors and Masters) 

3. Between Group 2 (Under graduate) and Groups 3 and 4 

conbined (Bachelors and Masters). 

These results indicate that the 8reatest contribution to the overall 

significance was made by comparisons including Groups 2 (Undergraduate) 

and 3 (Bachelors) ~ and those possessing Graduate qualifications 

exhibited significantly more disensus over Status than those possessing 

Undergraduate qualifications. These bring the hypothesised relationship 

into question. However, it is not certain ~ from the lack of continuous 

variation between groups, that the converse of the hypothesis is 

necessarily viable . 
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Qualifications and Utility Disensus 

Tab les 5.3.1. and 5.3.2. disnlay , resuectively, group means and 

intergrou~ coMparisons for qualifications as the independent variable 

and Utility dimension. as the dependent variable. 

Table 5.3.1. 

Intergroup Differences ; Qualifications/Utility 

Group 

1 (No Quals) 

2 (Unde!"grad) 

3 (Bachelors) 

4 (Masters) 

N\ 
5.166 

5.684 

6.690 

6.202 

\''I 

42 

421 

165 

69 

'f'Y- ~ ~ 
1-

496 7046 

2393 18803 

1104 9942 

428 3496 

Table 5.3.2. 

Intergroup Comparisons: Qualifications/Utility 

Comparisons " f- z ~,_ ~1<~ 'Y C:--·"' ._, 

A 1-2 .518 .369 .607 .853 

B 1-3 1.524 .423 .650 2.345 

c 1-4 1.436 .536 .732 1.962 

D 2-3 1.006 .113 .336 2.994 

E 2-4 .918 .226 .475 1.933 

F 3-4 .088 . 282 .531 .166 

G 1- (2 + 3 + 4) 1.159 .372 . 610 1.900 

H (1 + 2)-(3 + 4) 1.221 .162 .402 3.037 

I 1 -(3 + 4) l.480 .408 .639 2.316 

J 2 -(3 + 4) .962 .099 .314 3.064 

.95F = 2.792 

• 99H' = 3.367 

tv\ sv0 

14 .101 

.05 

.05 

.05 

From Table 5.3.1. it can be seen that increases in group means occur 

with increases in levels of qualifications. From the intergroup 

comoarisons presented in Table 5.3.2. three comoarisons can be seen to 

be significant beyond the .05 level : 

1. Between Group 2 (Undergraduate) and Group 3 (Bachelors) 

2. Between Groups 1 and 2 combined (Unqualified and Under­

graduate) and Groups 3 and 4 combined (Bachelors and Masters) 
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3. Between Groun 2 (Undergraduate) and Groups 3 and 4 

combined (Bachelors and }"asters). 

As with the Status dimension the greatest contribution to overall 

si?,nificance was made by comparisons includin?: Groups 2 (Undergraduate) 

and 3 (Bachelors). Similarly , the group ~ossessing graduate qualifications 

exhibited more disensus 8ver Status than the group possessing under­

graduate qualification. These results cast doubt on the hypothesised 

relationship which was not confirmed. 

Qualifications and Affect Disensus 

Tables 5.4.1. and 5.4.2. display, respectively 9 grouµ means 

and intergroup comparisons for qualifications as the independent 

variable and Affect disensus as the dependent variable. 

Table 5.4.1. 

Intergroup Differences: Qualifications/Affect 

Group 

"" 
~)'.. ~ ... 

z. 'IA S,,.; V\ 

l (No Quals) 11. 8 42 496 7046 

2 (Undergrad) 11 . 35 421 4781 69861 44 . 766 

3 (Bachelors) 12.98 165 2142 38326 

4 (Masters) 13.04 69 900 15488 

Table 5.4.2. 

Intergroup Comparisons : Qu2lifications/Affect 

Comparison ,\ 

~"k ~~ "/~ ~ ~ i r I(~ t'" ? 
A 1-2 .450 1.172 1.082 .416 

B 1-3 1.180 1. 337 1.156 1.021 

c 1-4 1.240 1.691 1. 300 .952 

D 2-3 1.630 .358 .598 1.701 

E 2-4 1.690 w755 .808 1.947 

F 3-4 . 060 .890 .943 .063 

G 1-(2 + 3 + 4) .657 1.157 1.075 .610 

H (1 + 2)-(3 + 4) 1.435 . 534 • 730 1 . 960 

I 1 -(3 + 4) 1.210 1.291 1.136 1.065 

J 2 -(3 + 4) 1.669 .312 .558 2 . 975 .05 

.95F = 2.792 

.99F = 3.367 
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The Group means shown in Table 5.4.1. increase with increases in 

qualifications, thus not confirming the hypothesis. Interp,roun 

comparisons presented in Tab le 5.4.2. indic~te that only one comparison 

was significant at the .05 level ~ t ha t hetween Groups 2 (Under­

~raduate) and (~rou:-is 3 and 4 com'ti inecl (Bachelors and Masters). There 

is again a tendency for the hyrothesised relationship to be reversed 

with graduate groups showin~ sif,nificantly more disensus over Affect 

than the undergraduate group. 

Qualifications and Subject Matt er Disensus 

Tables 5.5.1. and 5.5.2. disolay , respectively, group means and 

intergroup comparisons for qunlifications as the independent variable 

and Subject Matter Disensus considered as the dependent variable. 

Table 5.5.1. 

Intergroup Differences: Qualifica tions/Subject Matter 

Group 
M f x ~"-L (\ 

1 (No Quals) 6.142 42 253 2254 

2 (Undergrad) 5.997 421 2525 21319 16.606 

3 (Bachelors) 6.709 165 1107 9855 

4 (Masters) 7.231 69 499 5861 

Table 5.5.2. 

Intergr oup Comnarisons: Qualifica tions/Subject Matter 

Comparison " z ,.. ,_ /'' 'r' ~-- C-~- i ry ? 
't' I 

A 1-2 .145 .432 .657 .221 

B 1-3 . 567 .498 .705 .804 

c 1-4 1.089 .631 . 794 1.372 

D 2-3 . 712 .133 . 364 1.956 

E 2-4 1.234 .280 .529 2.332 

'F 3-4 .522 .332 .576 .906 

G 1 - (2 + 3 + 4) .504 .399 .631 .799 

H (1 + 2)-(3 + 4) .900 .764 .874 1.030 

I 1 -(3 + 4) .828 . 482 . 694 1.193 

J 2 -(3 + 4) .973 .116 .340 2.862 .05 

. 95F = 2.792 

. 99F :::: 3.367 
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The ~rour- means in ~ab le 5. 5 . 1. indic<!te '.l slight but not completely 

consistent tendency to rise with hiPher ~ualifications. Once again, 

becaus e of the l3ck of sirnificance between p; roups taken in se1uence, 

this tendency cannot be taken ns the converse of the hynothesised 

relationship . although, clear l y, t he hy~othesis that hipher Qualifications 

were associated with lower levels of rlisensus was not confirm<:-!d. 

Inteq~roun cot:1r:•".risons i:t 'Table 5. 5. 2. incicate that only one com,,arison 

reaches the .05 leve l of significance : between Gr ouo 2 (Undergraduate) 

and Grou;:is 3 and 4 comb ined (Bachelors and Vasters) . Those possessing 

~raduate qualifications n~pear therefore to expres s rre~ter disensus 

over Subject '~atter than those with unrl.ergraduate qualifica tions. 

Qualifications and r.ross Disensus 

Tables 5.6.1. and ~.6.2 . ~resent, r espectively, the grou~ means 

and intergrcu'.1 co!'lnar isons bet«1een 0ualifications as the inde9endent 

variable 1md Gross Disensi.:s :is the deoendent v2riable. 

Tn~le 5 .6.1. 

Intergrou~ Differences· nualifications/Gr0ss Disensus 

GrouD 
M ~~ i )( 2. ~ ( 

" _. °"'/ 
l (!fo Quals) 4 7 . Lf 7 42 po4 57173 

2 (Undergracl) 47.24 421 19892 1088350 314. 927 

3 (Bachelors) 53.4() 165 882f. 547548 

4 (Fasters) 53.07 69 3662 226948 

The grour- means presented in Tat-le 5.6 . 1 . indicate a tendency for means 

to rise with qualifications thus mo<lifyinp, the hyDothesised relationshiD 

that the higher the qualifications the less the gr0ss disensus. 
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Table 5 . 6. 2. 

Intergroup Comparisons : Qualifications/Gross Disensus 

Comparison •' " £.. ;.. 

~!~ 'f ..---- ,., V-t p . __ , I 
A 1-2 . 230 8.818 2.861 .080 

B 1- 3 6.020 9 .488 3. 073 1.959 

c 1-4 5 . 600 11.%7 3.459 1.619 

D 2-3 6 . 250 2.519 1.587 3.938 .01 

E 2-4 5. 830 5.039 2.244 2 .598 

F 3-4 .420 6.299 2.509 .148 

G 1-(2 + 3 + 4) 3. 797 8.188 2.861 1.327 

H (1 + 2)-(3 + 4) 5.925 3. 779 1.943 3.049 .05 

I 1 -(3 + 4) 5.810 1.575 1.254 4.633 .01 

J 2 -(3 + 4) 6.040 2.205 1 . 484 4.070 .01 

.95F • 2.792 

.99F = 3.367 

The si p,nific~nce levels of comparisons pr esented in Table 5.6.2. indicate 

four comparisons significant beyond the .05 level ~ 

1. Between Group 2 (Undergraduate) and Group 3 (Bachelors) 

2. Between Groups 1 and 2 combined (No Oualifications and 

Undergraduates) and Grouos 3 and 4 combined (Bachelors 

and t.fas ters) 

3. Between Group 1 (No Qualification) and (1roups 3 and 4 

combined (Bachelors and V.asters) 

4. Between Group 2 (Undergraduate) and Groups 3 and 4 combined 

(Bachelors and Masters). 

For Qualifications considered as the independent variable 

Table 5.7.1. presents a sunnnary of the group means on those dimensions 

identified as displaying significant differences. 
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Table 5.7.1. 

Sunnnary of Group :Means: Qualifications 

Group Means s u A 0 SM so GR 

1 (No Quals) 9.880 5.166 11.8 6.142 47.47 

2 (Undergred) 9.945 5.684 11.35 5. 99 7 47.24 

3 (Bachelors) 11. 940 6 . 690 12. 98 6.709 53.49 

4 (Masters) 11.430 6. 20 2 13.04 7.231 53.07 

It can be seen from the r,roup means that in all cases there is a tendency 

for disensus to increase with leval of qualification. The hypothesised 

relationships must therefore be rejected in all cases. Although there 

is a tendency towards the converse of the hypothesised relAtionships it 

should also be noted that the most significant comparisons occur when 

combined categories are compared. Thus the differences indicated as 

significant may to some extent be a result of the statistical manipulations 

employed. 

Table 5.7.2. 

Summary of Intergroup Comparisons: Qualifications 

Comparison s u A o: so GR 

A 1-2 

B 1-3 

c 1- 4 

D 2-3 • 0:1 .05 .01 

E 2-4 

F 3-4 

G 1-(2 + 3 + 4) 

H (1 + 2)-(3 + 4) .OS .OS .OS 
I 1 -(3 + 4) .01 

J 2 -(3 + 4) .01 .05 .05 .05 .01 

Table 5.7.2. presents a summary of the intergroup comparison 

levels of significance. This table indicates that three comparisons 

provided the majority of significant differences, comparisons D. H. 

and J. Each of these comparisons included comparisons between those 

with graduate qualifications and those with undergraduate qualifications. 
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It would appear therefore, that the best pr edictors of disensus are 

those associated wi th graduate status. As might be expected, the 

Gross disensus s cores praved the most highly significant indicators 

of differences between groups , followed by Status and then Utility and 

then Subject Hat ter and Affect. The Organisation and Socia tion 

dimensions apparently offer little, i f any, properties of discrimination 

when the population is differentiated according to qualifications. 

Experience and Disensus 

The experience categories used in the analysis were: 

1. Betweon 1 and 9 years 

2. Between 10 and 19 years 

3. More than 20 years. 

Of the dependent variables only Organisation displayed significant 

differences between groups on the analysis of variance. The inter­

group comnarisons on this dimension are presente<l below. 

Experience and Or Ranisation Disensus 

Tables 5.8 .1 . and 5 .8.2 . display, respectively, the group means 

and intergr oup co~parisons for Experience considered as the independent 

variahle and Organisation disensus as the dependent variable. 

Table 5 . 8 .1. 

Intergroup Differences: Exoerience/Organisation 

Group ('/\ ~~ ~ ....... 
2. 

Y\ 

1 o.-9 years) 6.942 346 2402 22446 

2 (10-19 years) 6.226 225 1401 12235 15 . 247 

3 (20 years and over) 5.747 123 707 5363 
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Tab le 5 . 8. 2. 

Intergroup Conoarisons : Expertcnce/Organisation 

Comparison 
,. ,\.. 

,, , ... ,_ 
·~ 1··· 't" C-f <?:- if c-1· ? 'r 

A 1-2 . 716 .n61 .246 2 . 911 ,05 

B 1-3 1.195 . 168 .409 2 .922 . 05 

c 2-3 . 479 .133 .427 1.122 

D 1-(2 + 3) .955 .091 .301 3.173 .01 

E (1 + 2)-3 .837 .152 .389 2.152 

.95 F • 2.499 

.99 F 3.036 

Inspection of the ~roup means (Table 5.8.1.) indicates that group 

means decrease with experience , thus supporting the hypothesised 

relationship. Table 5.8.2. indicates that three intergroup comparisons 

proved significant beyond the .05 level: 

1. Between Groun 1 (1- 9 years) and Group 2 (10-19 years) 

2. Between Group 1 (1-9 years) and Group 3 (over 20 years) 

3. Between Group 1 (1-9 years) and Groups 2 and 3 combined 

(over 10 years). 

Such comparisons would seem to indicate that those with less than ten 

years experience exhibit significantly more disensus over Organisation 

than their older colleagues, thus supporting the hypothesis that 

greater Experience is associated. with lesser Di s ensus. 

Age and Disensus 

Three age categories were used: 

1. Under 29 

2. Between 30 and 49 

3. Over 50. 

As with the previous independent variable 'Experience', only 

'Organisation' reached the .05 level of significance. The intergroup 

comparisons on this dimension are presented below. 

hge and Organisation Disensus 

Tables 5.9.1. and 5.9.2 . present, respectively, the group means 

and intergroup comparisons for Age considered as the independent 

variable and Organisation disensus as the dependent variable. 



Group 

1 (1-29) 

2 (30-49) 

3 (So+) 

Comparison 

A 1-2 

B 1-3 

c 2-3 
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Table 5. 9 .1. 

Intergroup Differences : 

M n 

7.055 236 

6 .366 379 

5.565 76 

Tc>.l:ile 5. 9 .2 . 

Intergroup Comparisons: 

/\ , ... "2 
t.Y .,,-- ·" '-' i' 

.689 .107 

1. 490 .271 

.801 .246 

Age/Organisation 

Z ::-.. / 2 
·z...,. 

1665 15229 

2413 21627 

423 3319 

Age/Organisation 

t-. " 
~4' 
.327 

.520 

.495 

"'t'' If ~f 
2.107 

2.865 

1.618 

.9SF 2.280 

.99F = 2.747 

MS,._; 

15.568 

p 

.01 

The group means presented in Table 5.9.1. indicate that less disensus 

over Organisation is disolay~d by the old than the young. Inter~roup 

comparisons nresented in Table 5.9.2. support the significance of 

this trend but only for comparison ~etween Group 1 (under 29) and 

Group 3 (over 50). The level of sig1ificance of this re lationship 

is however , at the .01 level and the comparison between Groups 1 and 

2 approaches significance at the .OS level. It anpears then that the 

old experience less disensus than the young with regard to Organisation , 

thus supporting the hypothesised relationship . Because of the logical 

relationship between age and experience ~ the decrease of disensus with 

increasa~ in both variables is mutually suoportive . 

Specialism and Disensus 

Four specialism categories were used: 

1. No specialism 

2. Arts subjects 

3. Science subjects 

4. Vocational and special services. 

Of the deparident variables only the Utility dimension approached the 

.05 level of significance or better in the analysis of variance. The 
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intergroup comparisons are presented below. 

Specialism and Utility Disensus 

Tables 5 .10 .1. and 5 .10. 2. pr .;sent , respectively, group means 

and intergroup comparisons for Snecialisn' considered as the independent 

variable and TJtility disensus as th e dependent variable. 

Table 5 .10 .1. 

Intergrou~ Differences ~ Specialism/Utility 

<;roup 
M ~ )I. 

z. N\S ~,.J (\ <Z .. 
1 (No Specialism) 5.823 329 1916 14996 

2 (Arts) 6.126 134 821 6795 12.411 

3 (Science) 6.766 90 609 5423 

4 (Vocational) 5.503 127 699 5357 

Table 5.10.2. 

Intergroup Col!lrya risons: Specialism/Utility 

Comparison f.. " ,_ /'. 

ili--f 'Y 
_.,_.._ c-,? --· 'f 

A 1-2 .303 .124 .352 .861 

B 1-3 . 943 .174 .417 2.261 

c 1-4 .320 .137 .370 .865 

D 2-3 .640 .223 .L172 1.356 

E 2- 4 . 623 . 186 .431 1.445 

F 3- 4 1.263 .236 .485 2.604 

G 1-(2 + 3) .623 .099 .314 1.984 

H 1 -(2 + 3 + 4) . 309 . 074 .272 1.136 

I 4 -· (2 + 3) .943 .161 .401 2.352 

J 4 - (1 + 2 + 3) .735 .124 .352 2.088 

.95F = 2.792 

.99F = 3.367 

Table 5 .10.1 . presents the gr oup means , indicating that Science 

specialists display the greatest disensus, Arts teacher the next 

greatest, Non specialists next and Vocational specialists least. 

The comparison between the highest and lowest degrees of disensus 

(Table 5.10.2. comparison F.) comes nearest to significance at .OS 

? 
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but does not reach that level. Similarly, the contrast (H) cetween 

non-snecialists (~roup 1) and all specialists combined (Grouns 2, 3 

and 4) fails to reach the .05 level of sipnificance. The hypothesis 

that specialists exhibit greater disensus than non-snecialists is not, 

therefore, confit'T"'.l.ed. In fact, none of the rylanned or post hoc 

comparisons display· significance at the required level, despite the 

ANOVA of .05. This can be accounted for by the fact that ANOVA is I'\ 

more coMnrehensive and sensitive statistic than the Scheffe test 

and is likely, in marginal cases, to indicate higher levels of 

siBnificance. 

Religion and Disensus 

For religious affiliation a fourfold categorisation was employed: 

1. Catholic 

2. Anglican 

3. Other Protestant 

4. None/Agnostic/Atheist etc. 

Only the Utility dimension of the dependent variables reached the .05 

level of significance as a result of the analysis of variance. The 

intergroup comparisons on this dimension are nresented below. 

Religion and Utility Disensus 

Tables 5.11.1. and 5.11.2. present, respectively, group means 

and intergrou~ comparisons for Relip,ious Affiliation considered as the 

independent variable and disensus over Utility as the dependent. 

Table 5.11.1. 

Inter~rou~ Differences: Religion/Utility 

Group 
M f" f.,. 2 

'f\ 

1 (Catholic) 5.420 107 580 4364 

2 (Anglican) 5.852 190 1112 8884 

3 (Other Protestant) 5.690 242 1377 10623 . 12.679 

4 (.H-:' Reli~ion) 6.839 106 725 6753 



Comparison 

1-2 

1-3 

1- 4 

2-3 

2-4 

3-4 

1- (2 + 3) 

(2 + 3) -4 

(1 + 2 + 3)-4 
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Tab le 5.11.2. 

Intergroup C::om~rnrisons : R.elip.ion/Utility 

1' f'.- i: ,. 
f~;-f ..p ,,.,...--_,,.,, ·"""':. 

~t' ~ 1' 
. 432 .178 .421 1.026 

.270 .HS .406 . 665 

1. 41 ') .228 . 477 2. 975 

.162 .114 .377 .481 

. 987 .17 8 .421 2.344 

1.149 .165 .406 2.830 

.351 .139 .372 .944 

1.068 .139 .372 2. 871 

1.185 .139 .372 3.185 

.95F = 2.7 92 

.99F == 3.367 

p 

.05 

.05 

.05 

.OS 

Table 5.11.1. indica t es t hat only one of the four means differed 

greatly , that of C.rouD 4 (No Religi on). Tab l e 5.11 .2 . indicates that 

only co~n arisons involvin~ Group 4 proved significant at the .05 

level. T~ese f our comrarisons were: 

1. ?e trveen Grouo 1 (Catho lic) and Gr oun 4 (No Religi on) 

2. Be t ween r.roup 3 (Other Pro t estant) .<lnd r.roup 4 (No Religion) 

3. Be tween Gr oups 2 and 3 coflbined (Ca tholic and Anglican) and 

Groun 4 (No Religion) 

4. Between Groups 1 , 2 and 3 comb ined (Catholic , Anv.lican and 

other Pr otestant) and Group 4 (No Peligion). 

These results woul d seem to i ndicate that there is little distinction 

to be made along t he hypothesised Catholic/Protestant dichotomy, the 

only significant differences resulting from the group labelled No 

Religion. One rathe r sur r i sing factor was the size of this group 

(nearly 1 in 6 of our s amµ le). 

Marital Status and Disensus 

Marital Status flade use of a three fold categorisation : 

1. Single 

2. :"1arried 

3. Widowed, Sent}rateCl. or Divorced. 

Two dimensions of the dependent variable reached the .05 level of 
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si?,nificance as ~ result of the analysis of variance: Status and 

Orp:anisation. The intergroup comnarisons for these two dimensions are 

presented helow. 

Marital Status and Status Disensus 

Tables 5.12.1. and 5.12.2. pr esent, respectively , ~rou~ means 

and inter group co'.nnarisons for ~farital Status considered as the 

independent varia~le and disensus over Status as the dependent. 

Table 5.12.1. 

Intergroup Differences: ~1arital Status/Status 

Group 
M :2_ 7 f_)( z 

~"'' n 

1 (Single) 9.906 204 2021 25999 

2 (Married) 10 .670 459 4901 74221 42.434 

3 (Seoarated/Divorced) 13.330 27 360 6212 

7'able 5.12.2. 

Comparison t- I\ l.. ... " i/C--C-"' 'r' c--:f ::--r 'f 
1- 2 .764 .297 .544 1.404 

1-3 3.424 1. 782 1.334 2.548 .05 

2-3 2.660 1.655 1.286 2.098 

1-(2 + 3) 2.094 . 637 .79 8 2.624 .05 

(1 + 2)-3 3.042 1.655 1.286 2.365 

. 95F 2.499 

.99F = 3.036 

From Table 5.12.1. it can be seen that the ~roup mean for married 

respondents is higher than that for single respondents, thus supporting 

the hynothesised relationshin. However, the groun mean for the third 

group {Se~arated and Divorced) is considerably hiflher than either of 

the other ~eans. Su~sequent analysis presented in Table 5.12.2. 

indicates that the only significant differences at .05 level are 

com:-iarisons which include Group 3: 

1. Between C.roup 1 (Single) and Grau~ 3 (Separated and Divorced) 

2. Between Group 1 (Sinp,le) and Groups 2 and 3 combined (Married, 

Separated and Divorced). 
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Comnarisons between Single and ~farried groups did not approach the .05 

level of si tmificance . Neither rl id co:maris<m between Married and 

Separat ed or Divorced groups. The hypothesis was therefore not 

confirmed at an acceptable level , the only s ignificant differences 

occurrine i n co~varisons including Gr oup 3 (Separated or Divorced) . 

Marital Sta tus and Or~anisation Disensus 

Tables 5.13.1. and 5.13.2. present , resnectively, the ~roup 

means and intergrour com:iarisons for ~fari tal Status considered as the 

independent variabl e and disensus over Organisation as the dependent. 

Table 5.13.1. 

Interp,roup Differences: ~arital Status/Organisation 

Group 
M L ~ )( 

z.. M Sw ( "\ .(. ~ 

1 (Singl e ) 7.102 204 1449 13867 

2 (Married) 6 . 180 459 2837 24211 15.574 

3 (Separated / Divor ced) 7.703 27 2()8 1942 

Table 5.13.2. 

Inter~roun Comparisons : Harital Status/Or ganisation 

Comparison ,. i\. l I' ~ ,, 
y .... -"- c:;- A y ('/- f p I... ' 'f 't 

A 1-2 . 922 .109 .330 2 .794 .05 

B 1- 3 .601 .654 . 808 . 774 

c 2-3 1.523 .607 • 779 1. 955 

D 1-(2 + 3) .160 . 156 .394 .406 

E (1 + 2) - 3 1.067 .607 .779 1.363 

. 95F = 2.499 

.99F = 3.036 

From Table 5.13.1. it can he seen that the mean for married respondents 

is lower than that for singl e r espondents , the direction of the 

relationshin bein?, consistent with the hypothesised relationship . 

Group 3 (Separated or Divorced) shows a higher mean than either of the 

other gr oups. Table 5.13.2. confirms only one of these comparisons as 

significant : that between nroup 1 (Single) and Group 2 (Harried) . 

The dat a t herefore confi rm the hypothesised rela tionship , as Harried 
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respondents dis~lay significantly less disensus over Organisation 

than single resoondents. 

Sex and Disensus 

When categorised on t he basis of sex a-~ the independent variable, 

two dimensions of the de~endent variable r eached t he .05 l eve l of 

significance on t he ~naly s is of variance ; Aff ect and Subject Matter. 

The intergroup comparisons on these dil"lensions are nresented belm·1. 

Sex and Affect Disensus 

Tables 5.14.1. and 5.14.2. present , resnectively, the group 

means and intergroup com:•arisons for Sex as the independent variable 

and Affect disensus as the dependent variabl~ . 

Table 5 .14 .1. 

Intergroup Differences : Sex/Affect 

Group 
M / / 2- f.\Sv.J (I ~ y. 7-. 'l< 

1 (Male) 11.34 326 3699 56629 44. 728 

2 (Female) 12.44 368 4581 73499 

Tab le 5.14.2. 

Inter gr ou? Cor.i.p arisons ~ Sex/Affect 

i '- ,, l, .._ "--'' I'/~ ~ p i' Lf, ~,, 0-'( c. r ._.. 'f 
Comparison 

1-2 1.100 .268 .517 2.12 8 .05 

.95F 1.959 

,99F = 2.574 

The gr oup means pres ented in Table 5.14.1. indicate that the female 

resnondents exhibit Rr eater disensus over Affect than the male 

respondents thus reversing the hypothesised relationship. The level of 

significance reached the .05 level (Table 5.14.2.). It must therefore 

be concluded that female respon~en~ display significantly more disensus 

over Affect than male respondents. 

Sex and Subiect Matter Disensus 

Table 5.15.1. and 5.15.2. ~resent, respectively , group means and 
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intergroup comparisons for Sex as the dependent variable and disensus 

over Subject Matter as the dependent variable. 

Table 5.15.1. 

Interzroun Differences : Sex/Subject Matter 

Group fv'\ {y ~ )( 
Z- MSv-.1 n 

1 (Male) 6 . 696 326 2183 20613 16.354 

2 (Female 5.913 368 2176 18254 

Tab le 5.15.2 . 

Intergroup Coraonrisons: Sex/Subject Matter 

Comparison I\ ,. 
"I:.~ l\ f ::7"'-t ~ ·~c.r 

1-2 . 783 . 098 . 313 2.502 .05 

.95F = 1.959 

.99F 2.574 

The group mean for male respondents presented in Table 5.15.1. is 

higher than that for female resnonnents. The direction of the 

relationship is, therefore that predicted QY the hyoothesis. Table 

5.15 . 2. shows the relationshi? to be significant at the .05 level. 

The hyoo thesis that males will exnerience more disensus over Subject 

M...atter than females is therefor2 confirmed. 

Grade Level and Disensus 

The final categoris a tion to display significance as a result 

of the analysis of variance was that of Grade Level. Two categories 

were employed : 

1. Primary Levels 

2. Secondary Levels. 

Only one dimension proved significant : Subject Matter. This is reported 

below. 
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Table 5.16.1. 

Intergroup Differences : Level/Subject Matter 

Group 

1 (Primary) .5.955 

6.545 

290 

255 

1727 

1669 

14309 

15527 2 (Secondary) 15.491 

Table 5.16.2. 

Intergroup Comparisons ; Level/Subject Matter 

Comparison ,. ,, l A. " ~(( 
~ r--- 1' ~c-w p .., lf c-t 

1-2 . 590 .108 .328 1.799 .05 

.95F 1.959 

.99F = 2.574 

The group means dis~layed in Table 5.16.1. confirm the hypothesis that 

the higher the level the 8reater the disensus • . Table 5.16.2. indicates 

that the difference hetween groups is significant at the .OS level. 

The hypothesis is therefore supported and secondary respondents shown 

to display greater disensus over Subject Matter than primary respondents. 

Summary 

At this noint several of the f indinf,S stand out : 

i) Only fourteen of the 77 hypothesised relationships reached 

the .05 level of significance although several others approached 

it. 

ii) The independent variable with greatest predictive power was 

Qualifications which displayed consistently higher degrees 

of disensus associated with higher qualification levels over the 

dimensions of Status, Utility, Affect, Subject Matter and Gross. 

iii) The de~endent variable dis~laying the greatest modification as 

a result of variation in independent variables was Organisation 

disensus in which a decrease resulted from increase8 in both 

Age and Exµerience. School level and Marital Status also 

predicted to differinp, disensus over Organisation. 

iv) tn the case of the independent variabl~s of Religion and 

Marital Status, although the predicted relationships did not 
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prove significant , one particular sub-group displayed, in each 

case, considerable nredictive ~ower. 

Personal and System Variables and System Maintenance 

For this section of the analysis Personal and System ~ariables 

were conside red as independent and the two ~ensures of System Maintenance 

(Job Satisfaction and Job Retention) as de~endent. As the chi square 

statistic was employed the estimation of expected frequencies is 8!1 

issue of some importance. The procedure followed was t o calculate the 

proportion of the total sample falling into each of the independent 

variable categories. ~ null hypothesis was then employed which 

predicted that the frequencies occurring in each of the independent 

variable categories for each sub-sample distinguished according to 

dependent varinble, would be proportionally the same as for the total 

sample. Any deviation from these expected frequencies could then be 

taken as an indication of non-random effects. 

The results of these analyses are presented. in surmnary form in 

Table 5 .17. 

Tab le 5.17. 

Summary of Results of Chi-Square Tests: 

Personal and System Variables and System Haintenance. 

Independent Variable Joh Satisfaction J ob Retention 

F df. P· F df. p. 

Personal: Race 3. 790 8 5.592 8 

Sex 8.520 4 54.490 4 .001 

Marital Status 78.300 8 . 001 6 . 379 8 

Religion 29.040 12 .01 36.260 12 .001 

Aae 22.560 8 .01 104 .456 8 .001 

System : School Level 1.084 4 .696 4 

Traininp, 7.241 8 5.557 8 

Specialism 6.981 12 16.244 12 

Ex:eerience 20.238 8 .n 89.258 8 .001 

Qualifications 5.421 8 10. 364 8 

Seniority 24.757 8 .01 77 .397 8 .001 

It can be seen from Table 5.17. that for Job Satisfaction as the 

dependent variable three Personal ¥ariables (Marital Status, Religion 
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and Age) and two System Variables (Exper ience and Seniority) showed 

predictive power. For Job Retention as the d~pendent variable three 

Personal Vadables (Sex, Religion an<l Age) and two System Variables 

(Experience nn<l Seniority) showed significance. The following 

discussion of si~nificant findings is ordered first by dependent 

variable and then by independent variable. In each case the frequency 

table from which the chi-squares were calculated is presented and then 

briefly interpreted. 

Job Satisfaction 

Five independent variables predicted to job satisfaction: 

Marital Status, ReliRion, Age, Experience and Seniority. The nature 

of the relationship in each case is examined below. 

Job Satisfaction and Marital Status 

~farital status was associated with Job Satisfaction at the .001 

level. The frequency table on which this result is based is presented 

in Table 5.18. 

Table 5.18. 

Expected and Observed Frequencies : Job 

Satisfaction and Marital Status 

Job Satisfaction 
j

1 

Marital Status!. 

l Sinr,le . Married Separated/ !Total 
Divorced 

Very Satisfied i. l 43* -15*** 198 -9 12 +25 
28** 89 37 154 

i l 

Moderately Satisfied 2 · I 95 + 11 217 - 3 127 -12 I 335 106 214 15 

Neither 3. j 21 I. so 
47 

+ 6 
27 

-3 I 76 
- 4 

2 

- 5 
24 76 Mod. Dissatisfied 

1
29 4. 65 +11 -- 7 ! 101 1 

- 1 
6 

Very Dissatisfied 5. j 7 
18 

16 + 2 2 - 1 I 25 1 

Total 191 444 56 691 

* Expected Frequency ** Observed Frequency 



- 71 -

Inspection of Table 5.18. indicates two abnormalities in observed 

frequencies. Firstly, a much higher number of separated and divorced 

respondents than expected indicated that they were very satisfied. 

Secondly, the tendency for married respondents- was for the distribution 

of observed frequencies to indicate greater dissatisfaction than was 

predicted by the null hypothesis. Interpretation of the frequencies 

for Single respondents is difficult but ~ay indicate a slightly higher 

degree of satisfaction than predicted. The hypothesis that Married 

respondents would indicate higher levels of Job Satisfaction was not 

confirmed. 

Job Satisfaction and Religion 

Religion was associated with Job Satisfaction at the .01 level. 

Tile frequency table from which this chi-square was calculated is 

presented in Table 5.19. 

Table 5.19. 

Expected and Observed Frequencies: 

Job Satisfaction and Religion 

1
. Religion 

Job Satisfaction Catholic 
• 

An~~lican 
I 

t 0t1-ir: r Pr. i 1fonr: 
I 

l Totnlr. 

Very 
Satisfied 

Moderately 
Satisfied 

. Neither 

Hoderatcly 
Dissatisfied 

Very 
Dissatisfied 

Totals 

1. 

2. 

3 . 

4. 

125 33 

i53 
43 

i 

11 
9 

16 
19 

I 

107 

+ 8 43 
42 

-10 90 
98 

I 

- 2j20 

1 23 

+ 3127 
21 

6 

i 190 
' 

- 1156 - 3 
53 

+ 81118 + 9 
127 

+ 31 26 + 1 
27 

- 6 36 - 5 
31 

- 5 
4 

t 242 

; 
' 24 I 
I 

50 

111 
15 

- 4 
20 

- 7 
43 

- 2 
9 

+ 9 
24 

+ 6 
10 

106 

148 

311 

' 68 

I 95 

23 

645 

If, in Table 5.19. , those expressing some degree of satisfaction are 

compared with those expressing some degree of dissatisfaction, two 

trends become apparent : 

i) slightly more Anglicans and Other Protestants express satis­

faction than dissatisfaction. 
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ii) considerably more respondents in the No Religion category 

express dissatisfaction than was nredicted. 

For the Catholic group little, if any, varintion can be observed. 

Overall, these results indicate that teachers with no religious 

affiliation are likely to express considerably more dissatisfaction 

w±th their job th~n either C11tholics, or Protestants who expressed 

slightly greater satisfaction than the total sample. The prediction 

of greater job satisfaction of Protestants was only marginally 

supported. 

Job Satisfaction and Age 

The third of the Personal Variables, Age~ showed significance 

at the .01 level. The chi-·square table is presented in T.able 5. 20. 

Job Satisfaction 

Very 
Satisfied 

Moderately 
Satisfied 

Neither 

Moderately 
n· issatisfied 

Very 
Dissatisfied 

Totals 

1. 

2. 

3., 

4. 

Table 5.20. 

Expected and Observed Frequencies : 

Job Satisfaction and Age 

- 29 I 30 - 49 I 50 + ~ Totals l 
I 

52 -15 I 84 + 9 17 + 6 l 37 I 93 23 153 
I 

11!1 - 6 I 186 + 9 37 - 2 I 108 195 35 338 
I 

25 + 6 I 41 - 5 8 0 l 31 36 3 75 

34 +14 i 56 -10 11 - 4 l 4 101 48 6 7 

8 + 4 13 3 0 
12 9 3 24 

236 379 76 691 

It can be seen from Table 5.20. that when those expressing some degree 

of satisfaction are compared with those expressing some degree of 

dissatisfaction the association of youth with dissatisfaction and age 

with relative satisfaction becomes obvious. There are, for instance, 

much larger numbers of the under 29 age group expressing moderate 

to considerable dissatisfaction and many less in the moderately to 

very satisfied categories. Within the 30 - 49 age group the tendency 



- 73 -

is reversed and this trend is continued and reinforced in the 50 + 
age grou? . The data therefore support the hypothesised relationship 

between age and job satisfaction. 

Job Satisfaction and Experience 

The first of the two System Variables with significance above 

the .OS level is Experience . The chi- square distribution is presented 

in Table 5. 21. 

Job Satisfaction 

Very 
Satisfied 

Moderately 
Satisfied 

Neither 

Moderately 
Dissatisfied 

Very 
Dissatisfied 

Totals 

2 . l 
3. I 
4. 

5. 

~ 

Table 5. 21. 

Expecte<l and Observed Frequencies : 

Job Satisfaction and Experience 

Experience 

- 9 10 - 19 20 + ~ Totals 

76 -15l 50 + 
2 l 61 52 

27 

169 - 31110 + 
6 I 166 116 

60 

38 - 2 t 13 
23 t 

51 +14l 33 - 5 .l 18 
65 t 28 ! 

12 + 11 8 - 2 4 
13 6 

346 t 225 l 
t 

+ 13 . 
40 

57 - 3 I 
- 1 

12 

- 9 
J 

l 9 

+ 1 i 5 

123 t 

153 

339 

76 

102 

24 

694 

As might be expected, the pattern for Experience is similar to that 

for Age. From Table 5.21. it can be seen that more less experienced 

teachers express dissatisfaction and ~ore experienced teachers express 

various levels of satisfaction. The positive relationship between 

ex.perience and job satisfaction would therefore seem established for 

our sample, thus confirming the hypothesis. 

Job Satisfaction and Seniority 

The second of the System Variables with predictive power (at 

the .01 level) is Seniority. The chi square distribution is presented 

in Table 5.22. 
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Table 5.22. 

Expected and Observed Frequencies: 

Job Satisfaction ancl Seniority 

I Seniority 

Job Satisfaction I High l Hedi urn t Low j Totals 

Very 1. l 21 +15 I 21 - 4t 113 -121 Satisfied 36 17 101 154 
1 

Moderately 2. 45 - 2 l 45 + st 245 - 6 
Satisfied 43 53 

I 239 335 

Neither 3. t 
10 - 2 j 10 - 2 t 56 + 

5 I 8 8 61 77 
! I 

Moderately 4. i 14 - 9 I 14 - 11 75 + 
9 l Dissatisfied 5 I 13 84 102 

' 

Very 
5. I 3 - 2 l 3 -1 l 18 + 

3 I Dissatisfied 1 2 21 24 
I 
' 

Totals 93 l 93 506 l 692 

It can be seen from the Table that those with high levels of seniority 

are over-represented in the satisfied c ateRories while those with 

lower levels of seniority are over-represented in the <lissatisfied 

categories. The association pointed to by the .01 significance level 

would therefore appear to indicate pos itive relationship between 

seniority and satisfaction. This result is logically consistent with 

the positive relationships established between age and satisfaction 

and experience and satisfaction , and consistent with the hypothesised 

relationship. 

Job Retention 

Five independent variables predicted to job retention: Sex, 

Religion, Age, Experience and Seniority. The nature of each relation­

ship is briefly examined below. 

Job Retention and Sex 

The relationship between Job Retention and Sex of respondent 

was significant at the .001 level. The chi-square distribution is 

presented in Table 5.23. 
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Table 5.23. 

Expected and Observed Frequencies : 

Job Retentio~ and Sex, 

Job Retention l Sex 

Male Fenale Totals 

Very Unlikely 
to Leave 

Quite Unlikely 
to Leave 

Neither 

Quite Likely 
to Leave 

Very Likely 
to Leave 

Totals 

1. 

2. 

3. 

4. 

5. 

I 69 
82 

63 
85 

71 
78 

I 52 

t 43 

t 70 
36 

324 

j i 
I 

+ 13 ! 78 -13 
65 147 

+ 22 J 71 -22 

t 49 134 

+ 7 ! 80 - 7 
j 73 151 
! 

- 9 I 59 + 9 
68 111 . 

- 34 79 +34 
113 149 

368 692 

It can be seen from Table 5.23. that Women are considerably over­

represented in the Likely to Leave categories, while Men were over­

represented in the Unlikely to Leave categories. This would seem to 

indicate that men are more committed to teaching as a career than 

women. 

Job Retention and Religion 

The relationship between Job Retention and Reli gion was 

significant at the .001 level. The chi-square distribution is 

presented in Table S.24. 
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Table 5.24. 

Expected and Observed Frequencies ~ 

Job Petention ar.-1 Religion 

i Religion 
Job Retention 1 Catholic i Anglican J Other Pr . I None Totals . 

j I 

Very Unlikely 1 l 24 +1oj 42 - 3 I 54 + 2 I 24 -10 
to Leave ·1 39 ! 56 14 143 34 ; ! I 1 

2 
I 20 

I 

I 46 Quite Unlikely + sl 36 + 1 6 i 20 - 2 
to Leave • 1 28 i 37 t 40 . 18 123 

I 
3 I 23 -10 1 40 

I 

+15123 Neither + 1 l 52 - 6 
·f 13 I 41 1 67 17 138 

J I ! I 

Quite Likely I - 2 ~ 29 - 3 138 - .7 ! 17 +11 4. I 17 
to Leave 15 26 I 31 28 100 ! l . 

I l 

I 

- 6141 l s3 123 Very Likely 5 ! 23 + 5 - 5 + 6 
to Leave ·1 17 46 l 1~8 1 29 140 I 1 ' ! ' I 

Totals 107 189 242 106 644 

Table 5. 24. inrUcates that Catholics as a group were rather positively 

committed, being over-repres anten in the Unlikely to Leave categories. 

' Anglicans and Other Protestants were somewhat ambivalent being over­

represented in the Neither category and unevenly distributed through 

the other categories. Those indicating No Religion were , however, 

considerably over-represented in the Likely to Leave categories. Two 

relationships with Job Retention are thus established: 

i) A positive relationship with Catholicism 

ii) A negative relationshir with 'No Religion'. 

Job Retention and Age 

The third of the significant Personal Variables was Age. This 

relationship was significant at the .001 level. the chi-square 

distribution is presented in Table 5.25. 
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Table 5.25. 

Expected and Observed Frequencies : 

Job Retention and A~e 

Age 

Job Retention - 29 30 - 49 50 + Totals 

l 80 
I 

Very Unlikely 
1. 

50 -34 +29 t 16 + 5 
I 

to Leave 16 ' 109 I 21 146 I 
I 

I 

Quite Unlikdy 
2 • l 46 ·-15 '74 +16 114 - 1 

to Leave 31 I 90 13 134 
l ! 

Neither I 52 - 3 183 + 6 116 - 3 
3. l 49 I 89 13 151 

! I 

t 

i60 Quite Likely 
4 · l 38 +11 - 9 i12 - 2 

to Leave 49 I 51 I 10 110 
t 

Very Likely s. j 51 +41 181 -42 116 + 1 
to Leave 92 I 39 17 148 

I . 
Totals 

I 
237 378 I 74 689 ! 

I 

From Table 5.25. it can be seen that the relationship between Age and 

Job Retention . as with Age and Job Satisfaction, a positive one. The 

under 29 age group is significantly over-reµrescnted in the Likely to 

Leave categories, and the 30 - 49 and 50 + age groups are over­

represented in the Unlikely to Leave categories. Older teachers are, 

therefore s less likely to leave than younger teachers , thus supnorting 

the hypothesis of greater connnitment with age. 

Job Retention and Experience 

The first of the two significant System Variables is Experience, 

significant at the .001 level. The chi-square distribution is shown 

in Table 5.26. 
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Table 5.26. 

Expected and Ob served Frequencies~ 

Job Retention an0 Experience 

i Exoerience 

l Job Retention 1 - 9 10 - 19 20 + Totals 
' 

Very Unlikely d 73 -35 47 +11 25 +25 
to Leave 38 58 50 146 

I 

Quite Unlikely 2~ 67 - 18 44 +19 23 - 1 
to Leave 49 63 22 134 

I 

Neither 3 t 75 +12 49 0 26 -12 
·1 87 49 14 150 . 

i 

l Quite Likely 4 56 +14 36 - 9 19 - 5 
to Leave 70 27 14 111 

Very Likely 
5 ·1 

76 +27 I 49 -21 26 - 6 
to Leave 103 l 28 20 151 

Totals 347 t 225 l 120 697 

From the table it can be seen tha t those with l east experience (1 - 9 

years) are over-represented in the Likely to Leave categories while 

those with medium and long experience (10 - 19 and 20 +) are over­

represented among the Unlikely to Leave categories. There appears 

to be positive linear r e lationship between intention to stay and 

experience, again supporting the hypothesised relationship. 

Job Retention and Seniority 

The second of the significant (.001) System Variables is 

Seniority. The chi- s quare distribution is presented in Table 5.27. 
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Table 5.27. 

Expeeted and Observed Frequencies ~ 

Job Retention and Seniority 

Job Re tention 

1 Seniority 

l Hiizh ! Hedi um Low Totals 

l I i 
Very Unlikely 

1. 120 +251 19 +14 ! 108 -29 
to Leave I 45 I 23 l 79 147 I 1 ! . 

11 ' Quite Unlikely 2. i 18 + l 18 +121 98 -13 
to Leave 19 I 30 85 134 I 

J 

l I 
Neither 3. 120 - 7 , 20 - 1 l 110 + 7 

13 ! 19 117 149 l 

I 15 

l 

Quite Likely - 91 15 
I 

82 +15 4. - 7 I 
to Leave 

I 6 8 97 111 . 
Very Likely 5. 

l20 - 11 t 20 - 9 110 +17 
to Leave 1 9 I 11 129 149 I ' l 

J 

Totals ! 92 91 507 690 

Table 5.27. indicates over-representation of High Seniority respondents 

in the Unlikely to Leave categories and over-representation of the Low 

Seniority respondents in the Likely to Leave categories. This would 

again indicate a positive relationship between Seniority and Likelihood 

of Leaving the profession , thus supporting the hypothesis of greater 

commitment with increases in System Variables. 

In surmnary 9 Job Retention seems to be positively associated with 

Age, Experience and Seniority, with men rather than women and Catholics 

rather than Protestants. It is negatively associa ted with young, 

inexperienced, junior, female and agnostic respondents. 

Disensus and System Maintenance 

The third section of the analysis was concerned with the 

prediction of association between Attributed Disensus and System 

Maintenance~ the general hypothesis being that the greater the degree 

o~ disensus the gr eater the likelihood of system impairment. In the 

analysis only two of fourteen relationships were identified as 

significant at better than the .05 level: 

i) Between Job Satisfaction and Gross Disensus (.05) 

and ii) Between Job Retention and Status Disensus ( .05). 
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Table 5.28. 

Summary of Chi-Square Test Results: 

Disensus anrl System Maintenance 

Independent 
Variable Job Satisfaction Job Retention 

Status 

Utility 

Affect 

Organisation 

Subject Matter 

Socia ti on 

Gross 

F. 

10. 730 

8.019 

9. 456 

10 .177 

14 .082 

12.257 

15.284 

df. 1.), 

8 NS 

8 NS 

8 NS 

8 NS 

8 NS 

8 NS 

8 .05 

F. df. p 

15.989 8 .05 

6.493 8 NS 

4.926 8 NS 

8.337 8 NS 

7.150 8 NS 

3.365 8 NS 

6.765 8 NS 

Table 5.28. presents the full results of th~ chi-square tests. 

Job Satisfaction and Gross Disensus. 

Table 5.29 presents the chi-square distribution for the variables 

of Job Satisfaction and Gross Disensus. 

Table 5.29 . 

Expected and Observed Frequencies: 

Job Satisfaction and Gross Disensus 

I Gross Disensus 
J i Job Satisfaction l Low Medium High I Totals 
I 

I 
1 I Very 

1. 52 + 6 I 52 - 2 52 
- 1 I Satisfied 58 50 51 159 

' 
Quite 1113 - 6 ! 113 + 21113 + 4 
Satisfied 2

• . 107 i 115 117 339 ! 

Neither 3. 24 +10 i 24 + 1 24 -11 l 34 I 25 13 72 l 
I 

Quite 4. ! 34 - 8 t 34 + 1 34 + 7 i Dissatisfied 26 35 41 112 
I .. : 

Very s. 8 
l I 8 - 1 8 + 3 

Dissatisfied 7 7 11 25 

Totals 232 232 233 697 
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It can be seen that the negative relationshi p predicted between Job 

Satisfaction and Disensus is supported by the data, those exhlbiti~g 

high degrees of Disensus being over-represented in the Dissatisfied 

groups and those exhibiting low Disensus being over-represented in 

the Satisfied groups, The relationshin does not however, reach a 

particularly h igh level of significance. 

Job Retention and Status Disensus 

Table 5.30. presents the chi-square distribution for this 

analysis, significant nt the .05 level. 

Job Retention 

Very Unl ikely 
to Leave 

O·.iite Unlikely 
to Leave 

Neither 

Quite Likely 
to Leave 

Very Likely 
to Leave 

Totals 

Table 5 . 30. 

Expected and Observed Frequencies: 

Job Retention and Status Disensus 

· Status Disensus 

Lo-w 

1 ; 49 
. ; 51 

+ 2 

- 1 

3. i 51 
66 

+15 

4 l 37 - 6 
I 31 

151 -11 5 • I 40 

232 

49 

45 

51 

Medium High 

I 
+ 2 :49 - 4 

51 

38 

50 

4.5 

- 7 145 + 7 
52 

- 1 : 51 - 14 
37 

I 

37 + 2 37 + 4 
39 41 

I 

51 + 3 :51 + 7 
54 i 58 

232 233 

Totals 

147 

134 

153 

111 

152 

697 

It can be seen from the table that there is significant under­

representation of those experiencing Low Status Disensus in the Likely 

to Leave categories. Conversely there is over-representation of those 

experiencing High Status Disensus in the Likely to Leave categories. 

There would _ therefore , seem to be a significant (.05) positive 

relationship between Disensus over Status and Likelihood of Leaving. 

This supports the general hypothesis outlined in Chapter III. 
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Summarv 

The three sets of analysis proved to have varying degrees of 

predictive power. In the first leg of the analysis s the relationship 

between Personal and System Variables and Disensus Scores, 14 out of 

77 comparisons proved siRnificant nt levels ran?,ing between .005 and 

.OS. In the second s e t of analyses, concerninR the relationshi?S 

between Personal and System Variables and System 1·!aintenance, 10 

out of 22 comuarisons were significant at between .001 and .01 levels. 

In the third set of analyses, the relationships between Disensus 

Scores and System }iaintenance, only 2 of 14 comparisons proved 

significant, bothat the .05 level. The implications of these 

findings and in narticular variations in their predictive power are 

discussed in the following chapter. 
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CHAPTER VI 

Sunmary and Conclusions 

The central tenet of role theory with which this investigation 

has been concerned , is that variations in role consensus are related 

to the stability and integration of the system and to the committment 

of individuals to particular roles . Accordingly, initial discussion 

of the study's conceptual framework centered on Merton's (1957) 

theoretical formulation of the concept of the role set. This discussion 

led to the suggestion that three sets of rules govern relationships 

between '1embers : 

i) those governing the selection of persons for positions, 

ii) those specifying admissable relationships between positions, 

and iii) those allocating tasks to different positions. 

These rules were seen as being modified by the effects of different 

expectations of various role set members. Several sources of such 

variation were advanced, among them the influence of differential 

linkage of role set members to other social structures. It was 

further suggested that disensus might arise from differences in 

expectations that were associated with non-institutionally defined 

roles; for example sex and age roles. Whatever the source of such 

disensus, however three logical alternative responses to overt 

expressions of disensus were seen to be possible: 

i) The incumbent of a particular position may assert what he 

regards as his rights and obligations and the incumbents 

of cornpl~'!!lentary ~ositions may modify their expectations 

accordin3ly. 

ii) Incl.lmbents of complementary positions may assert their 

expectations and the incumbent of the focal position may 

modify his expectations accordingly. 

iii) The incumbent of the focal position nay assert his rights 

while the incumbents of complementary positions may assert 

his obligations (their own rights) and a compromise 

modification may be effected. 

The statement of expectations and the resultant role definition is not 

necessarily unambiguous however. Typically~ as Merton argues, the 

cond!Pion of the role set is one of inadequate articulation of 
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expectations where disensus inhibits maximum efficiency. The situation 

is further complicated by such factors as the emergence of coalitions 

of incumbents, variations in the observability of role performance, 

conditions of pluralistic i gnorance and differential involvement in 

the role set. 

In view of these issues the general research problem was 

reformulated in a more specific fashion as ~ 

i) the <letection of disensus among menbers of the role set, 

ii) the identification of variables associated with varyinr, 

degrees of disensus , 

iii) the assessment of the likelihood of system impairment. 

Such reformulation demanded a theory of social interaction which 

specified the nature of the relationships involved. The theory 

employed (Adams, 1971), viewed social behaviour as the exchange of 

three bommodities 1
, Status , Utility and Affect. These commodities were 

incorporated into the Mode dimension of the present study. 

The theoretical framework was then applied to a specific role -

that of the teacher ; but performed in a specific context - that of 

the classroom. The s pecification of a precise context allowed a 

restriction to be placed on the number of behaviours about which 

expectations could be solicited. The classroom context was specified 

because of the centrality of classroom performance in the rol~ of the 

teacher. After reference to a numbe r of observational studies and 

discuss ion of certain functional theories , the Content of classroom 

interaction was classified into Organisation, Subject Matter and 

Sociation dimensions. 

The three Mode and three Content dimensions were then integrated 

to provide a nine category typology of teaching styles. These styles 

could be variously sunnnated to produce a profile indicating the 

relative emphasis placed by respondents on the six categories in the 

Content and Mode dimensions. Comparison between profiles could thus 

be used to detect disensus among respondents and , more especially, 

between respondents holding different positions in the role set. 

Such comparisons provided the first component of the research model . 

The second component of the model was an index of System 

Maintenance. The argument was advanced that incumbents of the teacher 

position who experienced low job satisfaction were likely to either 
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reduce the cohes ion of the role set or leave the role set , thus 

threatening the stability and maintenance of that social system. 

Statements of Job Satisfaction and Job Retention were therefore sele cted 

as indices of System !'fa intenance. 

The third component of the research model was a variety of 

independent vnri2b les concerning personal and system characteristics 

of respondents. The selection of these variobl~s was based on prior 

empirical research into t c::acher role and included Age , Sex, Marital 

Status , Religion, Race, Position, QualificationR, Experience, Specialism 

and Length of Training. Likely r e lationships between these three 

components of the research model were specified in some detail in 

Chapter III and the hypotheses discussed at some length in Chapter IV. 

Salient Results 

The discussion that follows is directed toward an examination of 

the relationships between the theoretical basis of the investigation 

and the actual results. Further elaboration of the findings will not 

be attempted but , in order t o facilit a te discussion , a brief sur.nnary 

of salient findings for each of the major directional relationships 

will be presented before their overall significance is discussed . 

Personal and Systen Variables and !\ttributed Disensus 

Increases in Disensus over Status, Utility, Af fect, Subject 

Matter and Gross Disensus were found to be associated with increases 

in Qualification level. Decreases in Disensas over Organisation 

were found to be associated with Age and Exrerience. In rtddition 

certain dichotomous r e lationships were evident : the No Religion 

group displayed high disensus over Utility ; the Seoarated and 

Divorced grouµ disolayed high disensus over Status; the Single 

respondents displayed high disensus over Or~anisation ; the Female 

respondents dis ~layed high disensus over Aff8ct; the Male respondents 

displayed high disensus over Subject Hatter, as did Secondary 

respondents . What these results seem to indicate is that those factors 

which are most closely related to professionalism - qualifications and 

experience - are the most consistent predictors of attributed disensus . 

Other results seem to indicate that basic, non-institutional roles 

exert an influence on attributed disensus i~ highly specific areas. 

For instance, the associations of Femininity with disensus over 
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Affect ; and of '1as culinity with disensus over Subj'.ect Hatter, agree 

quite well with the generalised association of Female roles with 

expressive and Hale roles with instrumental orientations (Banton, 1965). 

It might also be argued that the high rate of disensus over Utility 

expressed by those claimin~ No Religious affiliation , was associated 

with a generalised utilitarian bias characteristic o f rationalist and 

humanistic philosophies . The association of hi~h disensus over Status 

with the Separated or Divorced Might be the result of general diffidence 

over Status on the ])~rt of a group whose role is atypical nnd whose 

status is uncertain. The hi gh r ate of disensus over Subj:ect Hatter for 

Secondary respondents is consistent with the traditionally heavy 

emphasis µlaced on subject m~tter content by post-primary , academically 

oriented schools. In genernl the findings for this section of the 

research are consistent with the theoretical model presented earlier. 

Personal and System Variables and System Maintenance 

The results of this section of the analys i s showed linear 

relationships to exist be tween the t wo criterion varinbles, Job 

Sa tisfaction and Job Retention , ai~c th:!independent varinble s of Age, 

Experience and Seniority . Increases in Age , Experience and Seniority 

were associated with marked increases in both Job Satisfaction and 

Job Retention. These results were consistent with the hypothesised 

relationships. In addition , severa] dichotornous relationships were 

discovered. Femal e responde:nts , although undiffe rentiated on Job 

Satisfaction showed markedly lower likelihood of Job Retention ; 

respondents who were Separated or Divorced <lisvlnyed unexpectedly high 

levels of Job Satisfaction; respondents claiming No Religious 

Affiliation displ nyed lower l evels of both Job Satisfaction and 

likely Job Retention ; while Anglicans and other Protestants indicated 

high Job Satisfaction and Catholics high likely Job Retention. 

The results indicated a low retention rate for females - a 

finding compatible with the tendency of young women to regard teaching 

as an interim occupation (Watson , 1966) . In the case of the high Job 

Satisfaction rates of the Separated and Divorced group these may well 

be attributable to the occupational role set's replacing the family as 

the unit of major role committment. 

In any case, it would seem that the system variables of 

Experience and Seniority, and the allied personal vatiable of Age are, 
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in general, more hi~hly predictive of Job Satisfaction and Job Retention 

than the other Personal variables , which tend to indicate highly 

specific and limited relationships exDlicable in terms of participation 

in alternative role sets or in roles of a flor o bRsic , non-institutional 

kind. 

Dis ens us and Sys te:.1 '~'1in tP.n.'lnce 

The third set of pr edictions were concerne~ with the relationship 

between Discnsus and Sys t en Maintenance. Of the two sii;:nificant 

relationships, one predicted to Job Satisfaction and the other to Job 

Retention. High Gross Disensus was found to be associated with low 

Job Satisfaction but not significantly associated with low Job 

Retention. High Status disensus was Rssociatcd with Low Job Retention 

but not with J ob Satisfaction . In the first case , the association of 

high disensus with l ow Job Satisfaction supports the hypothesised 

relationshin - although the ab sence of any significant relationship 

between Disensus and Job Reten tion must be taken as an indication that 

while disensus rectuces Job Satisfaction an~ ~ossibly the cohesion of 

the group, it docs not necessarily lead to sy:"tem breakdown through 

the defection of dissatisfied members. This however , may be a mixed 

blessing. In the second case, where High Status Disensus predicts to 

Low Job Retention it may well be that the ~reates t single cause of role 

set members' leaving is discrepant expectations over Status. Although 

this study emphasises St ntus relationshins in t!1e classroom context, 

it is likely that high emphasis on any one :;nrticulnr dimens ion mieht 

be an indication of differences of the dimension into situations other 

than the classroom. this being so , it could be ar gued t hat Status 

pre-occupation is an uncomfo~table compnnion to the relatively low 

occup ational ~restige of teaching. Inconsistencies of this kind may 

very well be powerful in motivating individuals to 2lter their occupational 

role sets. 

Component Relationships 

The previous chapter noted that the rate of prediction for 

each of the major relationships varied. The highest r a te occurred 

when predicting from Personal and System Variables to System Maintenance 

(1 in 2) ; the second highest when predicting from Personal and System 

Variables to Disensus (1 in 5), and the lowest when predicting from 
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Disensus tc System Ma intenance (1 in 7). This would s eem to indicate 

that for System Maintenance , greater pr edictive power can be gained 

from Personal and System Vari ables than from thG measures of Disensus. 

Similarly, wh i l e Personal and Sys tem variab l es were pr e<lictors of 

Disensus on n nul!lber 0f dir1ensions , the pred i ction does not seem t o 

carry through to the prediction of System ~~aintenance. Explanations of 

these f indings ra.'.3.y be of two basic kinds . Th e first concerns the 

adequacy of t he inst ruments us ed and the second concerns t he theoretical 

formulation on which the r esearch is based. Each is dealt with below. 

Ade0uacy of Instruments 

The immediete response to an appar ent l ack of predictive power 

is to question the precision of t he instruments employed. In this 

case, two measures ar e involved: 

i) the measurement of r isensus, and 

ii) the measurement of System M:Jintenance. 

I n the firs t st np,c enalysis s t he instrument anDeared to be highly 

c iscriminating in the measurement of Disensus. All ~imensions except 

Sociation pr oved t o be si~nificantly associated with one or more 

independent variables~ and indeed different independen t variab les were 

individually relat ed t o different dimensions of Disensus; i.e . 

Religion to Utility : Marital Status to Statu~ : Singl e Status to 

Organisation ; Fe;-.1a le Re spondents t c Af feet ; Hale Res1Jondents t o 

Subject Matter ; ~x<perience and Ar,e to Organisation ; and 

Qualifications t c St atus , Uti lity , Affect, Subj ect Natter and Gross 

dimensionq , ~hat Sociation did not discriminate does not imply that 

the dimension is necessarily insensitive. It may well be that the 

lack of inc~i cution of differentiation i s a direct reflection of the 

degree of agreement existing i n respondents' ""linds over the importance 

of Sociation i n classrooms . It would ap~ear then t hat overall, the 

measures of disensus emp loyed exhibited suff icient degreesof sensitivity 

and discrimination for confidence to be placed in their precision. 

Similarly with the measures of System Maintenance . Although 

measures of Job Satisfaction and Job Re tention are of limited useful~ 

ness , the fact remains that both measures discriminated on a variety 

of occasions i n t he second stage of the analysis and, moreover, 

discriminated in a manner compatible with the theoretical position 

and in directions consistent with the f indings of previous research. 
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This being so, the theoretical implications of the findings merit 

due at tention . 

Theoretical L.plications 

Th~ findi ngs of t his s tudy h3ve implications for three major 

theoreticcl areas : 

i) the sources of disensus in the role set ~ 

ii) the mnnaeemant af disensus in the role set , 

iii) the effects of disensus on the maintenance of the role set. 

Sources of Disensus 

The major source of Disensus in the Role Set has been suggested as 

residin~ in the differential linkase of members t o other social 

structures. In particular it was considered that the assumption of 

non-institutional r oles such 2s !,~e . Sex , Religion , Racial and Marital 

roles would discriminate between respondents. With the exception of 

racial roles . the fi!ldin gs suT)1)ort this contention. This exception 

:foes not necessarily invalidate the hypothesis however, as the sample 

of those frarr. minorit/ racial grou? S was too small t o generate 

s tatis tically significant results. The small s ize of this group may also 

be cons!stent with t he possibility that their socialisation into the 

norms of the teaching profession and contiguc'Js socialisation into the 

normative patterns of the majority group would have been substantial 

anyway o 

The findings , for the . r er.1aining Personal varic.ble s displayed 

a complex s rather than simple sl!t of relationships . Hhile they did 

in general lend support to the overall hypothesis , t hey did, on 

occasion, reverse the predicted direction of relationship. For 

instance, greater Disensus wa.s predicted on all dimensions for Hale 

teachers over Female teachers . The hypothesis was confirmed on one 

dimension - Subject Matter - but reversed on another dimension - Affect . 

This may well be a reflection of the greater importance a tt ached to 

each of these dimensions by the respective eroups. Again, the 

hypotheses predict ed lower levels of Disensus for Harried respondents -

a hypothesis tha t was confirmed with relation to Disensus over 

Organisation - but when a third category - Divorced or Separated -

was included in the analysis, a non-predicted relationship resulted. 

High:!i~vels of Disensus over Status was found to exist for this 
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group than for eithe r Married or Single respondents. A simila r pattern 

occurred with Eeligion as th~ ind en end en t variable . Al though no 

significant differences vre:re found between the Catholic and Protestant 

groups, when a third categ:ory - Ne Religi ous Affiliat ion ·· was introduced 

into the analysis t his grou~ dis?l.:lyed a s i 1pificantly high~~ r l evel of 

Disensus over Utility. 

It appears from these results that not only does menbership of 

alternative role sets i nt roduce elements 0f ~isensus into the role 

s e t of the teacher . '.Ju t tha t the nature of tbe Disensus is a lso fairly 

specific accordinR to the nature of the alternative role. The 

implication of such evidence for th~ r ole set of the teacher is that 

while sele ction procedures are generous rather than restrictive, 

Disensus of these kinds will remain an intcRr al part of the system. 

Mana?ement of Disensus 

If the selection ~:rocedures governing entry to teachinf 

virtually ensure that the sources of Disensus i dentified above are 

continued, tJuestions arise as to i) what f or:ns of r;ianagement 0f such 

Disensus exist within ths role set, and ii) what effects the Disensus 

and its attempt ed management have on the system. 

It hns a lreac1.y been pointed out tha t role systems in :which 

members hold t he same values and exoectations nr e relative ly r are 

although th e ideal model where incunbents of dif f erent positions in 

a social svstem agree o~ the rights and o'.:: ligations as sociated with 

each others positions is s till be has is of much discussion in role 

theory. In this latter (idenl-typical) situation it is reasonable to 

assume that <l2viant behaviour will be sanctioned by other group members 

so t hat the deviant 'corrects' his behaviour or leaves the role set. 

However . in a situation where members hold var:yin P; definitions of 

their r oles , the same behaviour may result in the app lication of 

negative sanctions by some members and positive sanctions by others. 

Similarly, if one group member perceives that there is a lack of 

consensus , he may well be prevented from applying negative sanctions 

when another ' s behaviour deviates from his oi-m expectations because 

of the ambiguity of the overall definition of the situation. 

It has been suggested (Fraser, 1967n ~ 1967b) that the. school is 

notoriously subject to ambiguity over both goal specification and 

methods for task accomplishment. It would seem to follow that if 
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the definitions of goals and ~ethods are ~ultiple, vaguely stated and 

in conflict, the statement of role expectations by incumbents of the 

social syster:: misht well be :~roblematic. In such a situation where 

the variety of disensus over role expectations is a reflection of the 

general ambiguity of the setting:, se•Jeral of the management mechanisms 

suggested by :Merton ~rould seem to anply. 

First among these are the mechanisms surrounding the condition 

of pluralistic ip;norance Hhich exists with reg."!rd to teacher role 

definition. Ne i ther parents nor other teachers have any means of 

determining with accuracy what actually happens in the classrooms of 

particular teachers, Nei ther do parents or pupils have any official 

channels where expectations of t eacher performance can be effectively 

articula ted and co~municated. In such a situation the condition of 

pluralistic i~norance may lead either to the unfounded assumption that 

expectations are uniforr:ily shared or , mor e important in the present 

case, that they are unshared. Thus the inadequate articulation 

associated with conditions of pluralistic ignorance may serve to 

mitigate or at least obscure the effects of disensus over role definition. 

It is also true that the structural proper ties of schools tend 

to allocate teachers considerable autonomy over t heir classroon 

behaviour. Unlike the situation in th~ factory described by Kahn et a l. 

(1964) the adequate ~erformance of complementary roles does not depend 

on the intimacy of association of nle set nembers. Thus, greater 

diversity of . mode and content can b·2 tolerated than in more tightly 

knit, closely interdependent role sets. 

The teacher's independence, allied to the age differential 

between teacher and pupil and the lack of channels of communication 

betwe<:n teacher and parent als c. leads to a situation where the power 

differential of nembers of the role set is very considerable. Thus 

the possible opportunity for the modification of teacher role definition 

by those closest to the teacher (pupils) is offset by the lack of power 

to implement such modification. 

In such a situation it is quite reasonab le to predict that 

teachers with confidence in their teaching skills may be able to 

withstand disensus without major modification of their own role 

definitions. The findings that those with higher qualifications tend 

to exhibit 8reater degrees of attributed disensus, but not notably 
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less job satisfaction lends support to t his ~osition. 

Ano t her mechanism of management is associated with the increased 

Job Satisfaction which apparently c0rnes with incren.sed identification 

with the role set. If • as was argued earlier, ex::)crience and seniority 

are accerited as indica tive of co111I'litment to the role se t, one would 

expect not only increased Job s~tisfacticn but also a decrease in 

Disensus. Such a decrease has been shown to occur on 0ne dimension 

in particular - Organisation. Disensus over Organisation was dis covered 

to decrease with Age and ~xperience. This may~· of course• simply 

reflect a chan~e i i! perspective of those who l.;rere 0nc.e the organised ar.d 

are now the organisers. However, it is equally nrobable that with 

age comes increased ncce~ tance of the o~erating norms of the role set 

and the conventions surrounding this aspect of the definition of roles. 

Alternatively , it ~~y indicate tha t only those wbc make such acceptance 

stay with the system long eno1gh to accumulate the experience necessary 

for the incumbency of senior rositions . 

It has been sugp,es ted that i) variations in commitment to the 

role . ii ) varL1tions in Disensus associated with r~embership of 

alternative role sets ~ and iii) the '.'1nnap,ement of dis ensus within 

the role oet all hold im9lications for the naintenance of the role set 

throueh time. Indeed, the major premise that disensus leads to 

diminishMent of cohesion of the role set is predicated on just such 

arguments. It is to the i nplicatim1s of the findings for this position 

that attention ~ust now be dravm. 

Disensus and Maintenance of the Ro le Set 

Pred ictions from Disensus to the two measures of System 

Maintenance were supporte11 by two significant results. The first was 

that high levels of Gross Disensus are associated with reduced Job 

Satisfaction. The second was that High levels of Status Disensus 

are associated with reduced likelihood of Job Retention. There are 

however certain anomalies in these resul ts. Firstly, although high 

rates of Gross Disensus reduce Job Satisfaction, no significant 

relationship was found with Job Retention . Secondly , although high 

rates of Status Disensus appeared to pre(!ict to low likelihood of 

Job Retention, no significant relationship was found with Job 

Satisfaction. These findings imply t hat although Job Satisfaction 

may be reduced by overall Disensus~ low likelihood of Job Retention 
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is a function of a very specific kind of Disensus wh i ch does not affect 

levels of J ob Satisfaction. 

From a t hecretical point of view thes e results nre imoortant. 

It will be rem9r.1bered that earlier argument established two likely 

results of varyin~ der,ref. S of Disensus : i) ~xtreme cisens us will l ead 

to withdrawal frora the role set , ar1c ii) residual dis t~n sus may interfere 

materia lly with t he effective performance of the roles in question. It 

was further ar~ued that the ty~ical condition of the role set is one of 

considerably less t hn:-i fully efficient operation . The ar gument that 

extreme disensus initiates the withdr~wnl of memb2rs from the role set 

is supported in the case of teacher role by evidence of one particular 

kind of disensus. The more interesting situation arises however , in 

the second case where disensus l eads t o lower Job Satisfaction but 

not to withdrm .. ra l from the sys tem. This would seem to support the 

contention that such levels of Disensus ao e'> ist together with the 

generally low rates of Job Sat i sfcction mi gh t :naterially interfere with 

the effective ;c2rformance of role set :nembers . However , it has alr~.::idy 

been pointed out t hat there ar e a variety of types of Disensus appearing 

within the teacher population e ach of which is associated with the 

simultaneous me'.r:bershiD of certa:i.n altern::itive roles. This suggests 

that within the general franework of Gros s Uisensus the specific 

nature of the Di sensus ass ociated with various Personal variables 

leads to a hi p,hly structured di vers -: ty of aqrumen t over r ole definition 

"t-ri;t.hin the ·t e.<Lcher population . In gener.n.l , r,;erton 1 s hypothesis th.:i.t: 

such disensus ove r role definition reduc~s efficiency may well be 

acceptable. There are , however, certain aspects of the teaching 

situation ~vhich i n•1.icate that t he teacher roL~ set operates under a 

r a ther different condition. 

Firs tly , little agr e ement has been established theoretically 

or pragmatically on the criteria for :efficient ' teaching. Secondly, 

the diversity of the pupil population faces the system with a non­

standardised input which demands a variety of reactions on the part of 

the system. Thirdly, the 'output' criteria of the s1stem are various. 

What these factors imply is tha t teaching is an occupation where 

ambiguity and co:npl exity of expectations over performance .:ire wide­

spread, with the result that effective support can be provided for a 

variety of alternative performances. Indeed , during the operationalising 



- 94 -

of the present instrument it becarae a?µarent tha t ench of the nine 

styles proposed could be justified on a variety of criteria common in 

educational debate. 

In ~he face of s uch d iverse conditions and as a result of the 

ambi ~"'.uity of critGria 0f efficiency and performance it may wel l be 

that the 9resence of a variety of re rspectives on teacher role de finition 

is a necess <lry guarar:tee of diversity in teachinf! practices. Thuss 

al though by the crite rion of ' efficiency' the extent of r ole disensus 

among the teaching ryopulation might be conside red to interfere with 

effective perfor:'!ance of r oles , it may well be tha t the effective 

per formance of the education system in the face of considerable diversity 

of demands and in~uts depends upon the existence of such a variety of 

discnsus within t he system . To the ext ent that disensus over role 

definition could be an integral and ess entia l nart of role-performance 

because it ensures th~t teachers are as diverse A S their clientele . 

~he role of the teacher may in fact be aty~ical . In other words , there 

may be featur es of the t eacher r6let~at ~nke it exemp t from some of 

Merton ' s uostulations. 

Caveat 

The possibility tha t the r ole of the t eacher is aty-r>ical merits 

close r examination because no fina l conclusions can be drawn from the 

current exploratory investiga tion. For one reas on , the Disensus reported 

is a particular kind of Disensus derived from t eachers' perceptions of 

the expectations of var ious role s et members. Further, no analysis 

has yet been un<lertaken of the direc tional nature of this disensus or 

the role set positions to which teachers attribute the gr eatest 

divergence of eXf.·ectation. Similarly , analysis of actual disensus 

derived from stateraents by Parents and Pupi l s has ye t to be completed. 

It may well be that the t eachers 1 percep.tion of others 1 expectations 

are inaccurate - a result that would underscore the condition of 

pluralistic ignorance su·~,ges ted by the present study. Finally, any 

analysis of a r ole performance as complex and wide-. ranf"inr. as that of the 

teacher must take a ccount not only of the generalised context of 

'the classroom 1 but also of other specific educational settings. 

The possibility tha t disensus is a function of various characteristics 

of the school such as location, size, level, community ecology, racial 

composition and staffing r atios must be considered. Such subsequent 

analyses are the natural outcome of the present investigation. 
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This is a questionnaire to find out what you think about the teacher's role. 
Teachers can teach in many different ways and we are interested in finding out 
which ways of teaching you prefer. To do this we have listed below nine 
different ways of teaching. Please read them through and make sure that you 
are clear about the meaning of each statement. 

The Teacher: 

1. Helps pupils to learn by showing that the subject is useful. 

2. Helps pupils to get along with people by having them respect peole in 
authority. 

3. Helps pupils get along with people by having them understand the advantages 
of doing so. 

4. Helps the class work well by having pupils be concerned with getting on 
with the job. 

5. Helps pupils to learn by showing that he knows the subject well. 

6. Helps pupils to learn by showing that the subject is enjoyable. 

7. Helps pupils to get along with people by having them show concern for 
others. 

8. Helps the class work well by having pupils follow his directions carefully. 

9. Helps the class work well by having pupils do things in ways that they 
like. 

In the questionnaire these descriptions of ways of teaching are put together 
in pairs. You are asked to show which one of each pair is, in your opinion, 
the best way for a teacher to teach. What you have to do is to take the letter 
(A or B) belonging to the one you prefer and write it in the brackets alongside. 
There is an example below. Please do it for practice. 

Place either A or B in the brackets alongside the item to show which alternative 
you think is best. 

or 
A Helps the pupils understand subjects by using films and field trips. 

B Helps the pupils to get to know each other by getting them to 
work together in groups. 



In the questionnaire you will sometimes find the choice is hard to make 
because you will like both ways of teaching (or disli ke them both). Nonethe­
less please be sure to select one alternative. To allow you to show how much 
you prefer the one you have chosen, the words 'very strongly', 'moderately' 
and 'slightly' have been written below the brackets. Please draw a circle around 
the word which best describes how strong your choice was. 

Please give each pair careful thought. There are no right or wrong answers 
or good or bad ones. We just want to find out what you really think about 
teaching. 

Would you also please indicate, in the brackets at the extreme right which 
choice you think parents pupils and other teachers would make. 

1. A Helps pupils to learn by showing Parents 
that the subject is useful. Very Strongly Pupils 

or 
8 Helps pupils to get along with Moderately Other 

people by having them respect Slightly Teachers 

people in authority. 

2. A Helps pupils to get along with Parents 
people by having them understand Very Strongly Pupils 
the advantages of doing so. 

or Moderately Other 

8 Helps the class work well by Slightly Teachers 

having pupils be concerned 
with getting on with the job. 

3. A Helps pupil s to learn by showing Parents 
that he knows his subject well. Very Strongly Pupils 

::>r 
8 Helps the cl ass work well by Moderately Other 

having pupils be concerned with Slightly Teachers ( 

getting on with the job. 

4. A Helps pupils to learn by showing Parents 
that the subject is enjoyable. Very Strongly Pupils 

or 
Moderately Other 8 Helps pupils to learn by showing 

that he knows his subject well. Slightly Teachers 

Please check to make sure that you have a letter in every pair of brackets. 



Please check to make sure that you have a letter in every pair of brackets. 

5. A Helps pupils to get along with Parents 
people by having them show Very Strongly Pupils 
concern for others. 

Moderately Other or 
B Helps the class work well by Slightly Teachers 

having pupils follow his directions 
carefully. 

6. A Helps pupils to get along with Parents 
people by having them show Very Strongly Pupils 
concern for others. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that the subject is enjoyable. 

7. A Helps pupils to learn by showing Parents 
that he knows his subject well. Very Strongly Pupils 

or 
Moderately Other B Helps pupils to get along with 

people by having them show Slightly Teachers 

concern for others. 

8. A Helps the class work well by Parents 
having pupils follow his directions Very Strongly Pupils 
carefully. 

Moderately Other or 
B Helps pupits to learn by showing Slightly Teachers 

that the subject is enjoyable. 

9. A Helps pupils to learn by showing Parents 
that the subject is useful. Very Strongly Pupils 

or 
B Helps the class work well by Moderately Other 

having pupils do things in ways Slightly Teachers 

that they like. 

10. A Helps the class work well by Parents 
having pupils do things in ways Very Strongly Pupils 
that they like. 

Moderately Other or 
B Helps pupils to get along with Slightly Teachers 

people by having them understand 
the advantages of doing so. 



Please check to make sure that you have a letter in every pair of brackets. 

11 . A Helps the class work well by Parents 
having the pupils be concerned Very Strongly Pupils 
with getting on with the job. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that the subject is useful. 

12. A Helps pupils to get along with Parents 
people by having them respect Very Strongly Pupils 
people in authority. 

Moderatley Other or 
B Helps pupils to get along with Slightly Teachers 

people by having them understand 
the advantages of doing so. 

13. A Helps pupils to get along with Parents 
people by having them understand Very Strongly Pupils 
the advantages of doing so. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that he knows his subject well. 

14. A Helps pupils to get along with Parents 
people by having them understand Very Strongly Pupils 
the advantages of doing so. 

Moderately Other or 
B Helps pupils to get along with Slightly Teachers 

people by having them show 
concern for others. 

15. A Helps pupils to learn by showing Parents 
that the subject is useful. Very Strongly Pupils 

or 
Moderately Other B Helps pupils to get along with 

people by having them show Slightly Teachers 

concern for others. 

16. A Helps the class work well by Parents 
having the pupils be concerned Very Strongly Pupils 
with getting on with the job. 

Moderately Other or 
B Helps pupils get along with Slightly Teachers 

people by having them respect 
m>nnlP in ;:u1thnritv 



Please check to make sure that you have a letter in every pair of brackets. 

17. A Helps pupils to get along with Parents 
people by having them understand Very Strongly Pupils 
the advantages of doing so. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that the subject is enjoyable. 

18. A Helps the class work well by Parents 
having the pupils be concerned Very Strongly Pupils 
with getting on with the job. 

Moderately Other or 
B Helps pupils to get along with Slightly Teachers 

people by having them show 
concern for others. 

19. A Helps the class work well by Parents 
having pupils follow his directions Very Strongly Pupils 
carefully. 

Moderately Other or 
B Helps pupils to get along with Slightly Teachers 

people by having them understand 
the advantages of doing so. 

20. A Helps pupils to learn by showing Parents 
that the subject is useful. Very Strongly Pupils 

or 
B Helps pupils to learn by showing Moderately Other 

that the subject is enjoyable. Slightly Teachers 

21 . A Helps pupils to learn by showing Parents 
that he knows his subject well. Very Strongly Pupils 

or 
B Helps pupils to get along with Moderately Other 

people by having them respect Slightly Teachers 

people in authority. 

22. A Helps pupils to learn by showing Parents 
that the subject is enjoyable 

or 
Very Strongly Pupils 

B Helps the class work well by Moderately Other 

having the pupils be concerned Slightly Teachers 

with getting on with the job. 



Please check to make sure that you have a letter in every pair of brackets. 

23. A Helps pupils to get along with Parents 
people by having them respect Very Strongly Pupils 
people in authority. 

Moderately Other 
Jr 

B Helps the class work well by Slightly Teachers 

having pupils follow his directions 
carefully. 

24. A Helps the class work well by Parents 
having pupils do things in ways Very Strongly Pupils 
that they like. 

Moderately Other 
Jr 

B Helps the class work well by Slightly Teachers 

having pupils follow his directions 
carefully. 

25. A Helps pupils to get along with Parents 
people by having them understand Very Strongly Pupils 
the advantages of doing so. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that the subject is useful. 

26. A Helps pupils to get along with Parents 
people by having them show Very Strongly Pupils 
concern for others. 

Jr Moderately Other 

B Helps the cl ass work well by Slightly Teachers 

having pupils do things in ways 
that they like. 

27. A Helps pupils to learn by showing Parents 
thzt he knows his subject well. 

)r 
Very Strongly Pupils 

B Helps pupils to learn by showing Moderc;tely Other 

that the subject is useful. Slightly Teachers 

28. A Helps the class work well by Parents 
having pupils do things in ways Very Strongly Pupils 
that they like. 

Moderately Other )r 
B Helps pupils to learn by showing Slightly Teachers 

that he knows his subject well. 



Please check to make sure that you have a letter in every pair of brackets. 

29. A Helps pupils to get along with Parents 
people by having them respect Very Strongly Pupils 
people in authority. 

Moderately Other or 
B Helps the class work well by Slightly Teachers 

having pupils do things in ways 
that they like. 

30. A Helps the class work well by Parents 
having the pupils be concerned Very Strongly Pupils 
with getting on with the job. 

Moderately Other or 
B Helps the class work well by Slightly Teachers 

having pupils do things in ways 
that they like. 

31 . A Helps the class work well by Parents 
having pupils follow his directions Very Strongly Pupils 
carefully. 

Moderately Other or 
B Helps the class work well by Slightly Teachers 

having the pupiis be concerned 
with getting on with the job. 

32. A Helps pupils to get along with Parents 
people by having them respect Very Strongly Pupils 
people in authority. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that the subject is enjoyable. 

33. A Helps the class work well by Parents 
having pupils follow his directions Very Strongly Pupils 
carefully. 

Moderately Other or 
B Helps pupils to learn by showing Slightly Teachers 

that he knows his subject well. 



Please check to make sure that you have a letter in every pair of brackets. 

34. A Helps pupils to get along with 
people by having them show 
concern for others. 

or 

35. 

or 

36. 

or 

B Helps pupils to get along with 
people by having them respect 
people in authority. 

A Helps pupils to learn by showing 
that the subject is useful. 

B Helps the class work well by 
having pupils follow his directions 
carefully. 

A Helps the class work well by 
having pupils do things in ways 
that they like. 

B Helps pupils to learn by showing 
that the subject is enjoyable. 

Very Strongly 

Moderately 

Slightly 

Very Strongly 

Moderately 

Slightly 

Very Strongly 

Moderately 

Slightly 

Parents 

Pupils 

Other 
Teachers 

Parents 

Pupils 

Other 
Teachers 

Parents 

Pupils 

Other 
Teachers 



Professional and Personal Information 

Would you also please answer the questions below by giving the required 
information or by ticking the space provided. 

1. What is your official title? (Headmaster, first assistant, assistant master 

etc) .................................................................................................................. . 

2. List all academic degrees and/or other teacher qualifications you hold 

(Teachers Cert. Dip.Teaching, B.A., M.A. etc.) ................................... ........ . 

3. Including this year, how many years teaching experience have you had? 
(Exel ude practice teaching). 

1. At primary level ........................................... . 

2. At secondary level ....................................... . 

3. At tertiary level ........................................... . 

4. Do you regard yourself as a specialist? Yes ( ), No ( ). 

If yes, what subject(s) .................................................................................. . 

5. Do you teach S.4, F.11, F.IV, F.VI, F.Vll ? (Please circle) 

6. What is your age? 

7. What is your sex? 

8. What is your racial background? .................................................................. . 

9. What is your religion? .................................................................................. . 

10. What is your marital status? ........................................................................ . 

11. When you were an adolescent, what was your father's principal occupatio 

(a) Title of father's job ................................................................................ . 

(b) Type of organisation employing him ..................................................... . 



12. Did you attend Teachers College? If yes, for how long? ... ........... ..... .. .. .. . 

13. In comparison with other teachers how satisfied with teaching are you? 

Very Satisfied 

Moderately satisfied 

Neither satisfied nor dissatisfied 

Moderately dissatisfied 

Very dissatisfied 

14. How likely are you to leave the profession in five years time? 

Very likely 

Quite likely 

Uncertain 

Quite unlikely 

Very unlikely 

If you are likely to leave, what would be your reason for leaving? 



/\PPENDIX B 

~ · A S S E Y U N I V E R S I T Y 

P.ole Set Study. 

Coding '~anual ~art I Teache r Questionnaires 

Preamble ~ The resoonses to the ite~s in the questionnaire have to be 

converted to numerical terr:is and entered on t he I.B. M. coding 

shee t. The sheets are desifned so t hat each horizontal ro~ 

reoresents one computer card and each of the vertical columns 

repres ent one column on that card . It is only possible to 

have one single di~it number (O - 9) _ in each column. Each 

questionnaire r,1i11 consume at least two and sor:ietimes three 

cards . "? lP.:ise follow this ritual. 

Step 1. 

Step 2. 

Sten 3. 

Step 4. 

Step 5. 

Step 6. 

Step 7. 

Assem~ le tc,gether: coloured codin?-l;.ey sheet 

one sharry cobblers - t ype knife or razor blade. 

Take eacl: coloured l<.ey 3heet and carefully make apertures on 

each sheet by cuttin~-out the printed ~oxes. (The holes will 

be visio:.1 p;:inels in ;;.rhi c11 the questionnaire responses will 

aD'.lear '·Jhen t he code-key is placed over the too of the (right) 

page. ~he letters arinted alongsirle tbe boxes are the codes -

they Dust not be disfigured. (Tve~re sorry about this chore, 

but h ;winp it done commercially ~wuld haw~ delayed us considerably.: 

Eow take all t eacher quest ionnaires and out them in nunerical order 

.Ass emble toge ther : all teacher questionnaires 

the blue coding keys 

a p~ncil 

: the IoBo?1. sheets o 

Take the I.B.1·~. sheet and write in the fi.rst space (underneath 

column 1 and alongside row 1) the nur:ibe r 1. This is to show 

that t his card is number one for t~is respondent . (All 

entries in column cne indicate the cari number). 

Write in the arlj acent s pace in column two , the number 4. 

This indicates that it is a teacher questionnaire. All 

teacher cards should have 4 1 s in column two. (All pupil 

cards have 3j and home cards have Gither 1 or 2). 

In the next adjacent spaces (columns 3 - 8) write the number 

belonging to the questionnaire you are coding. Leave columns 

9 and 10 blank. 



Step 8 . 

Step 9. 
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Your I.B.H. Card should now look s or:iething like this: 

1 10 

1 2 3 4 r: 6 7 8 9 0 _, 

1 1 4 0 6 2 0 3 7 

This code sheet tells tha t t his i s the first cci.r d of a teacher 

fron school numb e r ')62, w:-iose mm identification number was 037 . 

(Note . If t he school number is less than one hundred you should 

put an 0 in column 3, If the teacher va number is less than 100 

you should have an a in column 6 . If it i s less than 10, you 

should have 0 1s in coluTins 6 and 7,) 

Now you are ready to start coding the questionnaire it ems . To 

do so you need Coding Key nun~er 2.1. 

Pl ace coding key over the open page of the questionnaire , ensuring 

that t he numbe:- alongside t he sraallish b ox (No. 1) coincides with 

the nur::ber showinf t h rou8h and also t hat all resuonses on the 

uage apnear in t he other apertures. 

Frol'.l. here on there i s a ritual to follow f or each response. Two 

entries in two ad jacent coluwns have to be made . The first entry 

is th2 nuMber associated with the li. - B response. The second is 

the number associated with the ' very s trongly 1 
- ~ moderately' -

's lightly ' r esponse. 

The number appropriat e for the .t-.. or B response is printed on the 

scoring key directly above t he ap2rture . Select the right one and 

write it in column 11 on the I. B. ~L sheet . 

~Jext identify whether t'ie res i:rnndent has circled very strongly, 

noderately or slightly and enter in colul!lil 12 t he ap~ropriate 

number (all very strongly ' s get 3 , moderately 1 s 2 and slightly 1 s +). 
Step 10. Leave a gap in the next column - column 13. 

Step 11. 'R.epeat ~rocedure for next iter.l on questionnaire , i.e. A - B 

entry in column 14 ~ ' strongly ' etc. entry in column 15 AND 

leave gap in column 16 . 

N.B. There should always be a gap after each pair of entries so 

that the followin?. columns must have no entries i n them. 

13, 16 . 19 . 22' 25. 28' 31, 34' 37 ' 40' 43 ' 46 ' 49' 52 ~ 55 ' 58 

61, 64 , 67 , 70 , 73, 76, 79 (and 80). 

Step 12. Continue on through the questionnaire changing coding key as you 

turn the page. You will need for the present ouestionnaire 



~~ .B . Always check to ensure that th2 little box ~ s number 

coincides with the one disolay2d. 

You will finish t~e row on ttem 23 and with your last entry in 

colur:in 78 . 

SteT) 13. Check by; 1. ensuring that the gaus a r 2 in the right place. 

7. t ha t in each pair of item entries, the second 

one is a lways l~ 2, or 3. 

You are nov r eady to b.: e;in r.- utting entries in the next horizontal row . 

Step . 14. Enter in column one: of the new row , the numbe r 2. 

(Indicates 2nd card) . 

Step 15 , Enter in colurm two the ~umber 4 (Teacher) 

Step 16. I::nt c:: r in cc lurm three through eight the ques tionnaire i dentification 

numbers (the same ones as i n the row immediately above). 

r\ .B . At this point , check these six numbe rs against those on the 

booklet itself. 

Sten 17. Still using the l ast coding key now record in columns 11 and 12 

the two responses t o item ~l1, leave a one column gan and continue 

on (changing keys) until you exhaust th r:: itf~w.s . 

At that 1Joint your last entry will bf' a 1 , 2, or 3 in colul'll1 48 . 

N.B. At this ~oint , check to ensure that there are gaps in 

columns 13 , 16 , 19, 22 , 25, 28, 31 , 34, 37~ 40 , 43 , 46 and 49. 

Step 18. Leave another ga11 in colurm 50 

Now for the renaininP, columns you have to enter the code number for the 

independent variab les listed in the bi:ick of the booklet. 

To do this you must r-efer to categorisations used below. 

Column No. 51 ; 

(Title) 

Code 1. Principal or Head Teacher 

2. Vice-Principal or First Assistant 

3. First Assistant Master or Suncrvisor of Junior Cla~ses 

4. Senior Assistant ~1i s tress 

5. Head of neDartment. Sole Teacher 

6. Assistant ~:iaster/Histress 

7. Specialist Teacher 

0. No entry. 



Column No. 52: N.B. For this response select the hig~est qualification 

(Acade~ic listed according to the rankin~ below. 

Qualification) Code 1. Trade or technical certificate 

2. Trained Teac~ers' Certificate 

3. Undergraduate diploma 

4 . Bachelor~ · degree 

5. Bachclcro degree plus diplo~a 

6 . 0ouble defree 

7 . ·~aster2te 

S. Fasterate r.Tith hons. (1 or 2) 

9 . Doctorate 

0. IJ0 entrv . 

Columns No. 53/54 ~ P , B. Code actual nuMber of years using two columns . 

(Teaching 

experience primary) 

Thus 21 years = 2 in column 53 and 1 in column 54. 

If l ess than 10 record 0 in column 53. 

(Put 00 if no primary teachinp. ) 

Columns No. 55/5 6~ 

(Teaching experience secondarv) 

Columns No. 57/58 : 

As above . (Put 00 for no experience) 

(Teaching experience tertiary ) ~s above. (Put 00 for no experience) 

Columns no . 59/6() ~ n. B . If 1 no' put 01. If ' yes 1 r e fer to code below. 

(Specialist areas) H. :a. Us e two columns. 

Code OL None 11. I'~ys . Education 

02. Eqq;lish 12. Homecraft 

C3 . Other !~anguaP-:es l3 . 1-fetalwork / Tfood/Eng . 

Ol1. History 14. Comnercial/Typing/Bookk. 

05. r.eogr;i.phy 15 , Liberal studies 

06 . ~,{aths 16. Remedial reading 

07. Art & Craft 17. Special class 

08. Science 18 . Counselling & Guidance 

09 . A~ric./Horticulture 19 . Administration 

10. Music 20. Other 

00 . No entry. 

Columns 61-68: N.B. One column is orovided for each of the following 

(Teaching l eve l) responsess S.4, F.1 9 F.2, F,3, F.4, F.5, F.6 9 F.7 

in that order. Each is to be treated as a yes - no 

DB RARY 
:y I lllJIVCDC:ITV 

resoonse. 

Code 1. Yes 

2. No. 
rm_ _____ ,_ _ __ ,...'.I ,__ _ _ _J ..__ 'f ____ - " - -- - , ..# .- -- - r ,.__ .,_ - - - 1 -- - -



- } 1)0 ·- · 

61 through 68. ~lso note that F.l s F.3 and F.5 were not 

provided fo r in the auestionnaire but we t hink respondents 

nay have written then in. 

Columns 69 /7 0 ~ 1IJ. B. Code actual a1>.e us ing two colunms. Thus 37 = 3 in 

(Aee ) 

Column 71: 

(Sex) 

colum..1 69 and 7 in column 70 . 

Cede 1. r!ale 

2. Femal e 

Cl. ~Jo entry . 

Column 72: Code 1. Euroryean 

(Racial l3ackground) 2. ~Iaori 

3. Other Po lvnesian (Cook Is. , Samoan, I1iuean) 

Columns 73/74 ~ 

(Re ligion) 

Colur:m 75 ~ 

0 1arital Status) 

tJ. B . 

Column 76 ~ 

(Teacher Training) 

4. Fijian 

5. Chinese 

6. Indian 

7. Other 

I). ?-."!o entry 

Code 01. Church of England 

82. :?resbyterian 

03 . F . C. (incl. Cat holic) 

01+. Fethodist 

05. :Saptist 

06. Brethren 

IJ7 . Protest~1t (undefined) 

08. Fatana 

Code 1. Single 

2. Harried 

3. Separated or divorced 

4. Wi dowed 

5. Mo entry. 

Ignore it em 11. 

Code 1. 1 year 

2. 2 years 

3. 3 years 

4. 4 years 

5 . 1fo re than four years 

9. None 

') . No entry. 

09. L. D. S. (Mormon) 

10 . Salva tion Army 

lL Church of Christ 

12. Ringatu 

13. Atheist 

14. None 

is. Other 

00. i'Io entry 



Column 77. 

(Satisfied with 

teaching) 

- 101 -· 

Code 1. \ lery satis Hed 

2. Moderately satisfied 

3 . neit'1.er satisfied nor dissatisfied 

4. Moderately dissatisfied 

5. Very dissatisfi ed 

0. ~~o entry . 

ColuDn 78. Code 1 Very likely 

Quite likely 

Uncertain 

(Leaving profcsaion) 2. 

3. 

4. Ouite unlikely 

5. Verv unlikely 

Step 20. ~J.B. The responses that t he teachers gave to questions about 

parents, uupils and other teachers have not been entered yet . 

This has to be done now. 

Open t he ques tionnaire at the first page. &nc suoerimpose 

coding k~y # 3.1 (the first of the green ones). 

Step 21. Begin a new I. B . •~. row and ou t in colurrm 1 the number 3 (3rd card) 

then ~dd in columns 2 through 8 the sam~ numbers as in the line 

(row) above. Onit columns 9 and 10 . 

Step 22. Take the set of responses appearing in the first aT)erture (they 

will be A' s or B's--three in all). Assign to each A or B the 

app ropriate code number from the key and then enter these three 

numb ers starting with the top one first in columns 11, 12 and 13. 

Leave a ~ar in column 14 . 

Step 23. Continue in this fashion using the keys 3.1 , 3.2, 3.3, 3,4. in order 

as you turn the page , BUT GO STRAIGHT ON TO NE~~T ITB-~ WHE'!-1 YOU 

GET TO COLUHN 77. DO NOT LEAVE A GAP. You will find that when you 

ge t to column 80 you uill have comp l eted the three entries for 

item 18. 

Step 24. Start a new row on the I.B. '1. sheet. Put 4 (4th card) in the 

first column. Repeat num~ers in columns 2-6 above, leave gaps 

in columns 9 and 10. 

Step 25. Record s2ts of three responses as previously leaving a gap 

after each three EXCEPT IN COLUMN 78 (i. e. run responses to 

items 35 and 36 together.) When you ge t to column 80 you will 

have entered the last answer in item 36. 

Step 26. You have now finished the questionnaire (finally). 

Please undertake the followin~ checks: 
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1. Ens ure that for the last two cards (rows) there are gaT_'ls 

in columns ; 14, 18, 22 , 26, 30, 34 , 38, 42, 46, 50, 54, 

SP, 62, 66. 70 , 74 . 

2 . Enscre that you have four rows com~letec . 

3. Check that th2 firs t four entries in e ach row are , in order 

fron the top, 1 , 2, 3 , 4. 

4. Put a ci~cle rounc the I D (identi f ication) number on t~e 

que3 t ioeln ·-lire, 

5 . Put t he questionnaire (well) t o the side. 

You are no"J r ec.dy to go t h rough t he whole dam...'1 business again with the 

next questionnaire. 

After a r.1hile :vou will get quite quick at it, 
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