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.unThé"bﬁ¥;gé;jof‘this st 8, to éFovidc'empirical data ébout
'Negfoundrand xepghers‘whé'voluntéered\io work on cuériculum‘déVc{iggégy
p;éjupts.for-frqject Atlahtig Capada (PkC).‘ These teachers -have been
actiQely involved wilh Project Aélanﬁ%g Cauada_(;AC) since éebﬁémbe;'PQ
Spécifically,.comparisons were made between the Project.Atlantié'Qanéda
(PAC)'Lcachurs and teachbrs who were not involved in Project Aélantic
’badada (PAC). These comparisons focused on three sections in a questio
~naire (sce Appéndix B); Séction A co&tainod data related to cersain
pefsénal ahd.profcssional chargc%eristi Section B consist;d Qf the
Rokeachobogmatisﬁ Scale, Fq;m E, which measured the épenﬁesg and élosedﬁess'
of the belicf~disbeijuf sfstcﬁs of respondents; and Section C which
consisted of the éuryiculum Inventory. , This instrumeng measured respon-‘;
dents in terms‘of their attitudes toward cur;iculum use and pldnning.‘
The data inNthe shudy'we}e obtained f&oﬁ a mailed questioﬁna?ré.
The respondents were Lhe\ywentf-five froject Atlantic Canada éqachers and
one‘hundrcd.and twelve reséondents in the control group, the Qon—PAC
téachers.
The non—PAd teache?s were prqvided with infofmag;on about Project
‘Atlantic>Canadq (PAC) and asked if they would like to become involved at
some futufe date. Some of the teachers in the céntrol érouﬁ volunteqye
gZ@Z). 1ﬁef'became‘tpb XZ group in the study.‘ Other teachers in the
cont¥ol proup refused to become involxed (42%). They_bgcamé the X3 group

in the study. For comparative purpases thirty-five teachers werne randomly '

.
L.
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Purpoge of the Study S - . ' P .

A

o to the attitudes of Newfoundland teachers involved in Projéct  Atlanti

N . 2 ~o , ’

\\/ -, CGanada. ‘-Spccific:jlly, .the s;,ud); was desdigped to compare the att{tu’cjds
. . : < .- : 3 ]

of Newfoundland teachers involved with PAC to the attitudes of teache

\“

not involvéd with PAC. The data gathered for- the study was used to

. [
. o . . R o . .

answer the 'qucsll.ions_l in’ the problem statement) p'ugc 1.
.‘ LT . . , . ' i .. v R . \. .
. Bagkground of the Problem . o, . '
) Tk

¢, . .

- of operation in Kewfoundland.. Prdject Atlantic Canada-is sponsored b
the. Canada Studie$ Foundation (CSF), a pri\vatcly [inan(':ad, nou—profi‘t

-

3 organization.” One of the aims of thc Foundation,”which has been
] - achiieved by PAC in Newfoundland, .is the _iqvolveﬂlent of t:éachers,('
) Q. ) . .

students and - interested citizens in curriculum development projects..
¢ The Newfoundland teachérs who volunteered fox PAC projects,
their” behaviours and attitudes; what they are and how they change,

a a

o R - ' \ S
whether or not. PAC teachers. have more open belief-disbelicf 'systems

. "

T ! - . P4 ot “ ' b}
» thn{: non PAC teachers. The'writer assumed that the teachers wheo
: A - h Lo o ‘ S
ST volunteered for PAC projects wverd ore receptive to deal with new
. B ° LS

*ideas and ‘accept~<change than teachers who@;e[used to become involved
s with PAC. ©On the basis c;f that assumption, the decision élls made to
o . -y M ‘ .

-

. use the lkeach Lk)gnlatism Scale, Form £ in ®rder to dqtez‘miné '<, '
L4 e . . I . °

. N . ;
¥ + - Whether of not PAC teachers had more 0@1 belief-disbelief systems’
~ -7 -_.-tliin teachers who refused:to become involved in PAC. "
B : © “The s'tudy‘fur_ther investigated the attitudes of PAC teachers
~ ~‘. '- hd . -
” : é'p ’ : e t
R X W .
v ) - g .
- f '.‘g’“ 3 .

Tlhic purpose of the study was to gather empirical data related

3

<

rs

"+ Project Atlantic Canada (PAC) is now complcting“- its sccond year

v

y

& -

:

S formed the basis-for this study. In i)artlcular “the study investigated® ..

e



.

. and teachérs who were not involved with PAC, “towards curriculum use
and planning. 'The-writer assumed that PAC teachérs .would show more

»

positive nttitpdqsftoyards curriculum usc and planning than teachers,
T B . . ' st . . . c Le
» who'were not involved with PAC.. That aSSumﬁtion was the basis for v

. 1
081ng the Currlculum Attltudc Inventory in order to c18531fy PAC

- ey teach@rs and nonsPAC teachers according to- their nttltudes toward
LI - 9. . A‘ 9
: .. -® .curriculum use qnd planning. L o o -
£ o : . - . <= '
~ 7 , ) The final questlon which guided the - 1nvestlgat1on of the

t . }ee
t

problem is rglaggd to changes in professional skills and how these

¢ - 9

. ' ~‘ . changee ‘may influence personal attltudes. Téba (19ﬁ°) pomnted ouf

~

SRR that prof0551ona1 skills and personal attltudi go‘hand in hlnd, each

“ 1

a

affectlng_the other; and changes in one both require changes in the ~
. . -« . >

o +
. .

. . other and produce possibilities for further change (p.°462)." With

e - ' ~tnis in'mind the writer set out to determ{ne whether or not the

dcvclopmcnt of curr;culum skills on the part of PAC teachers brought N

"' : ! . .'15'.
, dbout changes in their attltudes toward curriculum use and nﬁpnnlng.‘

- vb.'
. .
N . o v

- It appcars that attitudes of Newfoun&land tcachcrg towarq becoming

(N
. .

* involved in Png‘projects-nérc related to a number of obstacles.

. A - - .~ .,
- . . B Yy ‘ u

H PR o -Teachcré(who becamelinvolvcd in the above PAC projects
A - - R .
<2 e L o : : ; o
. found many obstancles in their,path.« One of the more common obstacles

0‘ B f

- ) . was conv1ncing administrators and other teachers that it was pOSSlble
’ b—

o
. N

». '+ for classroom teachers to dcvelop teachable curriculum. Hlller2£1973)
noted_that-"curriculum,dévelopment in the past has beeén direc&gd mainly
by oducationgl consultants and by specialistg in thc disciplines

o \]
. o . »

«r'f"i' (p. 78)." Consequently, curriculum development is not usually

recognized as part of the teacher's function.”’



1

NLeR U LT T.73)

.
e

.- - -

: . " e, : - ’ .

C e _ 1n addition to the preceding there are other -obstacles to

- - -~ - 4 . .
teachers who are interestéd in expanding thefr‘%kills’to\igzglig'

.,ngéiéulum’aévelopﬁéngi .ghane (1973, p.'SOﬁ) ohtliﬁgd,sonp of th :; -
.'_ - oﬁgtécles common to" all Fehchcré involved in ;ur;ic;lum dcvclqpment
e o pfojccﬁs. Muuy'oﬁ thosé dbstaclés qrcipcttiqéﬁt-tb Ne;foundlahd °
F&;u:r'. projectét "The time fué;or was'cbwmon L; All Ncwfouﬁdl&nd tcﬁms;~a
. A 2ot

. : NS . . . . o !
time to gather material, time to write,.time to meet with other 9

‘team members and make plans for the future:df the project: Many

- -,

‘

t

- teachers” felt insccure because they lacked the background knowledpe
L B - N - N -, N

A : : . © Lol < .

+in’ the areas of curriculum development and curriculum evaluation.

- e

1n mhny cases tcachers were prevented from taking part in curticulum
R ST ‘ o .
development hecduse they lacked. the necessary funds Lo support

their efforts.. Therd were other teachers who watched the failure

o of similar.attempts ‘o chanpge educational practice; as a°result they //
v -

P weré reluctant to become inva}vcd.. N B .
) In the case 6f the Newfoundland feaphers who vélunteéréd for
. . - ° ]
5pAC‘pro§egts, funds were providqd for gatpefing nﬁd producing ' o
.“méterials, as well as for'fravel and purchasing release tin#ﬂ )
\ - . . .

Through the rac workshops teachers were given an opportunity to

< ~ v

broaden their knowledge in needed.areas such as curriculum development
> N X . R “ ° NS ‘ -

and evgluation.

Significance of the Study

.
- ’
T v

Ythe significancce of the study must ultimately be its contribution

) of empirical.data to the field of. teacher initiated curriculum development.
© . The involvement Qf:teacherSyaS major developers of curricula is not a new
N . - "'~ v . & .
4 o '.' )
‘ ¥ “ . , . .
:
] 4 i
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idea. It has been recoﬁmended by. such pedple as John Dédéy (1928) Alice
Mell (19A6), Hilda Taba (1963), John R Joyce (1971) and Philip J. Wafrqp
(1973), In spite of thlb a review of research in Newfoundland edueation

'has revealed that very littre research has been done in the area of teacher

-

initiated currizulum development, ' : R T p

The Newfouqdland.tédchcrs who became involved with Project Atlantic

. . B .-
-, ‘ <, .

Canada were one of the first groups in the province to venture into
- A :

<

co-oberntive cerriculem deveiopment w}th.stedeezs;\universiti professars .
aqﬂ iay peop]e.“ConsequentJy, the findings of the study are related to
basic questibesz * Such questions as: (1) whether or not teachers who became
involved with Project Atlantic Canada have mbre open belief{-disbelief .';

systems than ‘teachers who were .not involved,, (2) whether or not teachers
" involved with Project Atlantic Canada (PAC) have mdre pbsitive attitudes

toward curriculum use and planning than ‘teachers who were not. involved,

(3) ‘whether or not atﬁitudes toward curriculum use and planning changed as

a result of teacher involvement With Projeet Atlahtic Canada. ’ .
) [T

The findings of this study should provide valuable information both:
for. future researchers and for pecople genuinely-.intcrested in a co—operatiVe:~'

curriculum development program. .o ’ .
s\ i P N . . - . . v o,

Definition of Terms - ) S . RN

. The following terms are defined asfthey.apply to this study.

. . . , .
Belief system -~ 1s conceived to represent all the beliefs, sets,

. . A N
expectancies, or hypotheses, conscious and unconscious, that a person at a
& . .

Z~éiven time accepts as true of the world in which he lives (Rokeach, 1960,
p. 33). .~ :

Curriculum -~ 1s a structured series of intended learning outcomes



3 .
_constructing-the substance .of the curriculum, a

. -

(Johnson, 1971, p. 45). o ‘ A

o

Curriculum change —- is conceived as a favorable change in the
‘o . - v . -.~ '
curriculum,'followlqg fromgﬁbé‘turriculum planning and dévelopment process.
Ty .

- -

Curriculum planning?and curriculum development —- is the involvement

of teachcrsn pupils and consultants in the process of otganizing and

Y

Curriculym uge -- is the willingness on the part of the teacher to

pilot new curricula or to usdexisting textbooks coupled with new content '

ideas. "
hY

. O’ ",. ) B .
Disbeliefl system -- is comprised of. a series df subsysteps rather

.

. . . ¢ . ] .
than one single unit and contains all the beliefs, conscinus and uncon-

"scious, that a person at a given time-rejects as false (Rokeach, 1960,

p. 33). '

f

Open and closed be]ief—disbelief systems -- is a'npmerical,rating .

ds measured by the Rokeach Dogmatism Scale, Form E. A high score indicates

- v e

a closed belief-disbelief syétem and a low score indicates ,an open belief-.

disbelief system. ’ : ‘ )

° 4

Project Atlantic Canada (PAC) -- i§'a'iégional curriculum develop-
ment project sponsored by the Canada Studies Foundation. Projéct Atlantic ¢

Canada in turn supports teacher initiated curriculum development préjecps
throughout the Atlantic provinces. ¢ )
. . L) @

+ e .

Limitations of the Study ‘

The following limikatlons of the study should be noted:

1. This study was limited to an investigation of those teachers who
. s *
had volunteered to work on curriculum development projects sponsored

by: Praject Atlantlc Canada (PAC). Thug the results of this s tudy
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"+-may be generalized to teachers who volunteer.

2.° The small size of the sample had an effect on the Qécisions made *

Hl'ln'this study.” When comparing respondents- statistically, in some

instances there wére less than two respondents in a cell. Because

PRENY
.

of this fact, results were possibly not as rel}pble nor as conclu-
- " 5 LA N

sive as thoy could have been with a larger-sample. . - -
] . -
3. The results of the study should be generalized only to teachers ~

I

r . .
similar to those involwved in Project Atlantic Canada (PAC), and

who are teaching in situationsnsiq;lar to PAC. teachers.
o .

-

~A

’ Summﬂ!! RN
oA .
"y,  The first chapter was an introductidn to the study; consequently,

- i
-

the problem, purpose, background to the problem, significance of the sfgdy,

definition of terms, aﬁd limitatigns of the study were set down. In :

) v ";i" . . s .
c R .
Chapter 2, research relevant to.,he study is reviewed. The procedure, -«
p 2 Y . pToO; ’
. . ~ T . - ‘,‘-‘f:“'\ . .
questionnairereturns, instrumentat%gg?’design‘of the study, hypotheses,

and methods of data analysis are set down in Chapter 3. .In Chapter 4, the
: E] [ .

data obtained from thc'questionnaire aqg anai;zea and the findings reported.
. ) .

b .
These findings are interpreted and conclysions are drawn in Chapter 5.

Lastly, the investigation is suﬁharized, implications are drawn, and

recommindations for further study are suggested in Chapter 6.

7
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. ] © ' Review.wf Literature = . _ ) .

;
.

.. .. ‘The' present study is focuSed on the attitudes of classroom teachers-

-

involved in curriculum development and ch’ange. With "that.in mind the
- . . ’ «

writer set out to review the literaturé pertinept to the following areas:

(‘l) the rol.e'c?f_t:he change-agent in—;t]"le light of present social. and . . L

educational cl':,ange; (2) the major app;oa_qlle’s' to ot/T¥iculun development and

. - . . s : t
-change; and (3) the role of the tcacher in the framework of curriculum

5o
PR

change.

<9

. The Change=Agent in Sociadl and ' . .
Educational Change . < . - .

There is no doubt that in present day.society change is a common &

-

. . everyday 1oc:currence. Moore (1_963‘) pointed out that: - - v

-

By any crude‘measurement, the contemporary world appears - .
to.be changing more rapidly than at any othet time in Human )

] ) histoty, partlculaﬂy if we accept an arbitrary division and - - ,
define the contemporary period as the twentaeth century (p. 2).

a

Ryan (1968) stated t:hzit "the whole weight of knowledge in modern social

-

science pqshes toward the concluslon that social chang 1s one t 1ng that

Tl
Vs

1s here to stay (p. 13)." Ryan fxﬁthe'r noted. that ''socia ?Jc.:hange arises -
when the ~relatib‘nships among persons or groups are mndified (p.:3)." The .
-te.chnologies‘of '.s'ti’énce,. communication and travel have,created al: rapidit
of social change'tllan is un:iqu'e.‘ to this. tenturys -
‘From the above— then it appe'anlrs ;hnt change itself“’is' ohe of tng

gredtest problems facing society today and a major obstacle to this problem =

g .



" the ability to make rzipid and adequate adaptations to our last changing

Y

. ’ . . s .
w @ .
or dealing with change (Reckinger,

.

lg the inadequacy of our social systems

<1973, p. 513). TIn the case of our udu(‘.ntlonafsysilcms we have added all

the new techniques and acceessories; yét [t appears that the schools lack

. ' !

4

timads (Carlson, 1969, pp. 3-7). ) ¢

One reason sugpested by Carlson for the delay of change in-cduca-
! B y $

tional systems is .the absence of a change-agent. Qe said:

.

L .
N Parc of the explanation of the slow rate of change in public
schools, according to many students of organizational change, / ¢

lies with the absence of an {nstitutionalized change agent pesi-
tion in public education. A change agent is a professional who
has as his major function the advocacy and Introduction of lnno-
. vations inhto practice.

However, Bennls (1966) made a strong case for "planned change,"” a
’ ) . ¢ &

process that appears to off-set what Carlson has sald.
. - ‘ E o .
Bennis saw planned change as follows: "A consclous, deliberate,

and collaborative effort to improve the operations of a system, whether it

be sclf-system, soclal system, or cultural system, through the utilization

. of sclentific knowledge (p. 2)." In his paradigm Bennis viewed pldﬁned

" change has emerged as a professional “person' whose tasks are those of '

. -
\

N . R 4 . .
!change as being superior to all qgther types of change. It has a change-

agent-client relationship that iLs beneficial to both sldes. ' v
" Any person who aides the change prbcbss in any way is usually a

referred to as the él\ange-:agen't. The group, organization, individual, etc.

. ) . 1] , ~
befng helped Is called the client system. In recent years the agent of
: . - . ) . i

.~

helping ‘comnunifics,‘éd@ational systems and otlier groups to plan develop-
A * . . . .
ment or reform ob jectives, to focus on problem situations, to sce possible.

’

(_solutio’ns and to ecvaluate the results of planned effort. .

P
.

Lippit, Watson & W:éétley ('1958) proposed a definition of planned

.o

f"‘
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change similar to the one presented by Bennis, ‘with one ecxception. As they

-

4 . ’ ' Y B
sce it the change-agent is from outside the #lient system, a person or team

9
~

brought.iqto the system to help. This appears to he a narrow vicw when %
- t° 2

%
one looks at the large number of well—educateéﬂzsaiuiétrdtors, specialists
and classroom tcachers employed-in any one school district. =°In fact 'there

. N .

should be no lack of change-agents. School boards should éncourage those

pcople whé arc open to change to becofie*involved in the planning of change.
N ] . e
In this way the educational system will build into itself a vigorous

. \ E oo

change-~agent function which will enable it to adapt to a coﬁtinuallﬁ ) .

-

changing environment (Bennis, Benne .& Chin, 1961, p. 16).

. FAN AP
In thé opinion of the writer the change-agents In cducation-are

the superintendents, consultants, supervisors, principals and teachers;

In recent years it appears that the process of curriculum develqpmen;>hhs

;
N ’ -

B .

. N i . R

taken on the chhrgq&%ristics of a change-agent. 1In the case of Project

e, e
+ .

Atlantic anada'thg_yniber;ifyipr?feééors.and tedchers of‘the regiéﬁalJ
stecring committec were Ehe d}iginaliéhange—agents: The role was 1at§r..A -
.a55qmed by classroom teachers_wHo,véiun;eered;to bécomq invoived in tﬁe
development of lo;al curriculum units. At the present time ft appears -

that these local curriculum projects will become the catalyst of change

in that the high level of work in each unit will inspire the development

€

3

of further attempts to change the curriculum. . : o

- ‘
Appro®ches to Curriculum Development
- and Change *° | ¢ S E ) .

~ WS o s

<

.- AR ) :
Currlcqzhmidevelépmeﬁt as an agent of change is not a new idea.

% -~ .

\ h . . P - ’ g . : K
"Sequel (1966}, Caswell WL966) and Kliebard (1968) agreed that the 1920's,

n

saw the emergence of curriculum as a fiéld for professional activity. Lt

-

was during. this period tﬁat Bobbitt (1924) demonstrated how écientific

- 1

. L)
‘
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‘. SR ) ,“,T _ | “ t»/f 1;:;11
prlnclplesqmlght be ngpliéd to the }ractical pr;b]cms‘of de#eiopmégﬁﬁ@&ﬁp
“the same decade the tltle "activity curriculum" came into éener;l use.
John De;ey had used the expression as early as 1897, in reference to his

laboratory school at the University of Chicago (Smith, Stanley-& Shores,

v
r

1957, p. 264). o a s

. 'The curricylum of the Dewey school "was desigried to utilize in the™

14 ’ -

education of young people those basic impulses toward saying, making,
finding out, and creating (Dewey, i9b3, pp. 30-33)." John Dewey, as an '
agene of change durlng the 1920's and 19130's, was to become one of the

major contributors to twentieth'.century progressive educational theory and

‘v
.

practice (Ragan, 1966, pp.AZO—Ql). The Progressive Education Movement:,

' a .

another agent of change during the same period, was not crecated by Dewey
. -

although he played an lmpbrpunt'rolb in-its-growth. Cremin (1964) noted

.~

. . .
that "the progressive movement was a many sided effort to use the'schools
X

- .

: / _ _ ‘ ‘ . 4 "
to improve the tives of indlviduals (p. 21)." : “

- 4 J

From the 1920's until the mid 1950's the Progressive Movement

A . ’ -

brought the work of curriculum development and curriculum change to the

point where it became a significant part of most major school systems..

,.'The mowement advocated a comprehensive approach to curriculum development, -

»

so that all levéls of child growth would receive equal attention. It was’ e

- L% B . ’ -~ .
zggsidered important to have feachers participate as change-agents in the ’

T

work of curriculum development so that total acceptance of new changes ‘

would occur, at the classroom level (Verduin, 1967,'pp. 22-23). .

\

It was during the late 1920's and through the 1930's that the

A

. - T '
rcconstruction of the curricula became popular. Bagley (1934) pointed out

) -

that "by 1?33 there were no fewer than 35,000 differept curricula on file’

in theé curriculum laboratory.of Teachers' College, Columbia University .
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(p.. 140)." VUnderneath this cano of curriculum reconstruction lay a
. 4 y

hd -

dispute centered around the ‘responsiblilities of teachers as changé-agents

. : . - I
in curriculum development. Whipple (1930) and Bag]e§}(1936)lkith felt that

3

the work of tcachers In this field was amateurish and a wasté of time. . On
the other hand Caswell®s Campbell (1935) and Bauernféind (}930) believed

\33Mt sincé teachers were closer to the classroom thanthe specialists they

hd
P LI .

- : s, hemnrhtisd
shiould have a say in curriculum developments s {3V

«
* ’

In spite of the controversy over the teacher's role in curriculum »

v ,

development, the movement to develop curricuja thrived. More and more .

. - “
N

,School systems accépted it -as essential t& have system-wide, organized

currlculum programs; schools of education began to include courses on o

.

curriculum in their programs, in addiklon large .nuhbers of books; articles
and studi’es’ were written around the tbpic (Caswell, 1966, p. 2).

LIS

The curriculum movement which began’ in the 1920's and included

.teachers, university pro?essors, speclalists and curriculum development as -

. t

-change—agcnts, has now bersistéd for ovet fifty years. OGwynn.& Chase ) \\‘
(19699 reported thit over that period of time there have been six stages
; . , _
of change azxl grohth in the curriculum field. They are: - ~

1. The aims;and—objeccives stages;

r

2., ghc survey movement; P
;Tﬂ_;;:\§§velopment of the unit teéhnique; - 6 ~T
. . S _ .,
. 4. Systewwide-curriculum revision; . .
5. The core curriculum and large-unit procedures, including - .
L the fusion movement; . o N

6. Subject-matter curriculum revigion by college disclplines'_
amd resgarch psychologists, gjith some help from high school ’
teachers (p. 143). ’

.
‘. .
.

Thc.precéding periods of growth and change in the curriculum field

2

PR
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.,appear to have comeg about .as a result of four major approaches to curri- .
culum éhange. Tﬁ;ﬁe of these appréaéhes a;e discussed in deéth by Smith, |

S?nnlcy.& Shores (1956, pp. 426-449). Thcy are: - < o ‘ﬁzif#\
. . The administrative approach; - g

. Tﬁc_graSSLroots approhch;

0 3.- “The demonstratioﬁ/apprdach.

The commi ttee approach receives such wide support (Taba, 1962; Oliver,.

- . 1965; and Doll, 1970) that the present writer will Ereatuit hsnthe fousth

-
A

i approach, : :

/ \

The administrative approach. 1In this approach the administfgkor

decides when the curriculum needs revision, what revision is needed and
: :. :how it shall be dome. .There are cases where the adﬁiniétrative approach
appears to be democratic, because of.the appointment of teaéher éommigtces;
. However 1in most césés the administrators direct every move of the committees ™
- ‘ (Miel, 1946, p. 151). Courses of study produced by tbis type of curriculum.

"development, where teachers had very little impact, were often used ineffec--.

y or not at all (Taba, 1962, p. 447)- SR

<

The administrative approach to curritulum development was popular -
diring the 1920's. Although the approach has resulted in some curricula

improvements: it has ndw been abandoned in theory and in most places in
[ ] . ' ) . . l A
practice, largely because of its undemocratic approach (Smith, Stanley &

Shores, 1957, p. 428). -

. ¢ »
-
- -
L.

The "prass-roots" approach. The big wtakness of the administrative

* approach appears to be in its failure te invol those teachers who are
. | : : .
open to and intgrested in changing the curriculum. The "grass-roots"

approach involves teachers, administrators, consulgants and lay people. in

a . . -
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?

the process of curriculum development and change.. In this approach the
role of thé district administrator is to provide®leadership, rcelease time

and whatever else nfay be needed. The approach has been used primarily as

a catalyst to have individual schools improve thelr programs. Goodlad
s . xis

(1971) suggested thatsthe "key unit for education@al change is the indlviduatl-
:L“":;V [

school, with its principal, teachérs, students, parents and community |
setting (p. 160)." ' . e

Saylor & Alexander (1966) pointed out "that the real "grass-roots"
level of curriculum planning is thé pupil himself (p. 23).'"" After teachers,

adminlerators and other members of a'plﬂnning group liave had their say,

then finally it is the individual pupil'nnd hils present lcvel of learning-

that will modify the curriculum, . -

There are many techniques that might be employed to introduce the o

grass—roots approach. However Stratemeyer, Fo;k{%r, McKim and Passow

,61963) reported éhat "workshops and similar procedures can have particular

value for groups of teachers working toward the development of curricula g

o

(p. 688)." Whatever techniques are used, the\jmportant thing in the

. - § * e L ] ) :“ g -
"grass—roots'" approach is to have teacherg, "administrators, lTay people,

students and consultants working together as change-agents; in an effort

to solve curticulum problems, for the betterment of all levels of society.

.
o

The demonstration approach.  This approach 1s primarily interested
N - P . * ) . . .

in having teachers become involved in curriculum development and change on

a small scale, before making changes in a whole disgrict or school system.

a

The approach has two basic methods. "The first involves setting up

.an experimental unit within the school, This unit usually consists of.

N -

administrators and teachers and is résponsible for developing and evaluating

Y



".a curriculum project wlithin the school. 2 - T,
proj 4 lQ\

.

A,

The sccond method in this approach involves‘idcnti(ykgg teachers

- within a school who are dissatisfied with the repular program and interested

in bringing about curriculum change. . These people are given relecase time
and encouragement by the administration .in order 'to develop neW programs

\ ot
. 1
LY . .

)

at.the level of’c]aésroom practice.

Provided the teachers in either oﬁ;;he abové mthods are successful,

““~then they are given an opportunity to demonstrate their success to other

teachers in their-districts. _
— ",‘_'-\ -
s -

The demonstration approach dictates that a gdu&ksystcm of communi-

cation be set up betweeﬁ“ﬁﬁose tenc?ers who are involved.in the curritulum
development projects undﬂthosg who are not involved; in an attempt to avoid
negative feelings and confrontation between the two groups. The appreach

avoids the open conflict that may result frometotal staff involvement. The

approach avoids conflict between teachers and administration in that the

support of administrators is available when teachers are ready and willing

to use it. The demonstration approach serves as a catalyst to gradually

—— .

involve teachers who will not change or get involved in any investigating

activityyr - . , - . .-

3 -

The committee approach, The committee approach resembles .the

«,

"grass-rookg" arid_ the demonstration approaches. However because 'of its
' * -

-
-

5 drpte . .
consistent appearange in the literature, the writer has considered it -

s —

as a separate approach Lo’curnicu}um°development and chanpe.
“Wewton (1966) noted that "dissatisfaction is often represséd with -

the first threc. approaches (p» 11)." The administrative approach does not

-

involve classroom;teﬁthers; consequently, programs produced are usually

-

-

.

-
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not employed ef fectively by teachers. The "grase-roots" approach involves

‘- [

the personnel of each school in ‘a dlstrict and usual]y results in too mueh.

-

diversity (Taba, 1962, pp. 447-448). . ! o
. 3 . - . . N
e N ] . .
. » R " . . .
, The demonstration approdch usually results In negative-'attitudes ‘s
. ‘ . ¥ . TR -’ N
- toward the. new programs and toward tecachers involved in their deverbpment."

Thcse ncgntlvc effi£9¢05'are often dlsplayed by tquers not involvbd in

\

the program (Smlth, Stanley & Shores, 1957, P. 436) o
ey Tod ‘. 7 .
One of the most popular and richest natural resources available to

F) o . Yo e

the education community is the curricuilum development committee (O'Hanlon

& WOOd;t]97i,'P. 157). As change-agents these committees may be used to

: ) : .. -
-t

<\¢d>p¢eﬁ{ha a general framework for'the curriculum of a province or district,

and on another scale to plan a course of study for a particular subject .- =~

l.—/\_'_( ) - - . . 'Q ’_/'
area. It appears that the basic idea'Behind the committee aﬁproach is to

provxde peop]c who arg_interested in changlng the curriculum with an

. .
] °

opportunity to comc together and ement their ideas info a plan of action.

These committees of interested teachers, administrators, professors

\ .
z Ll

and lay peoplé provide each other with clear, ﬁeaningful objedtives}fﬁlong

with a gense cohesiveness and belongingness which-encourages exploration
. . . b

o RS oY

of new ways;‘ short a clima%;-ffiendly to the Cesting of ideés and

-~
.

procedures (McNally & Passow, 1960 PP. 44-45) . McNally & Passow furthe;
suggested that_{p 'such a grdup it is p0551b1e to create an atmosphere

which stimulates growth towards mutudldy accepted goals (p.¢¢5)ﬂ'

o T A » a A

. The kind of curriculum development'imp}ied above doeg not happen

3

]

- -

simply by br&nging'ﬁagethez’peoﬁlé of like interests. Fish (1968) pointed

out that "it has to be planned'By professional educators who understand

the'impoftanceqof such involvement (p. 330)." These professidnal .educators

o

are to be found at the classroom level, the district level and the univer=

o' -
2
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mentioned in this chapter.

deeléioqsﬁhas Qeen one of thelmost signiﬁicané’movements in.e4ucation

llowever’

3

-, They ares

¢

McNal%ﬁdirgassow"(}960).ooflined'the more common types of

Grade 1eve1 commltte
: withln a,single- achool or from single schools.

Ay

Unit leveﬂ committees:
Junlor high or senior hlbh school units.

‘.

When these cﬁange-aéents plan and work with

’

es:

Dcpaxtmental committees:

System-wide committees:

“on cumulative -records).

v

»

.

sity leveriall across the‘qpqptry.

{

»

.17“‘ .

These afe the.change-agepts previously .

At

5

.

©

.

Y

h

.

€

Geographical area or-regional committees:

Special committees:

; -

'organized for speciai purposes .with
personnel- who have appropriate competenc1es or status
\positlons.

[

organized for sifgle graaes either

R

‘ organized by Subject-areas in
either a dingle schopl gr {rom several schools.

organized by
geographicals sections in large school systems,’
2 T

s

organized by pr1mary, intermediate,

organized by representatlﬁes from
various levels and areas in the school system (for example,
kindergarten™=- Grade 12 committee on mathematics; or junior -
" senior high'school committees on artlculatlon, or commxﬂtee

Teachérs and other ﬁrofess{onal workers may particioate'in

‘the improvement projects of other organizations. -
include provincial (sfate),

These may
regional or national profes-

v

eonpdttces that exist Qton*the school level np to the provincial level., .

.

sional bodies; university- or college-5ponsored schodl study
councils; state departments of education curriculum studies;
edusational foundation projects; and nonprofessional otgani-

zations at the loqpl

(pp: 46-47). e

N

° .

state, ;eélonal and national level

A

"The 'number and types of coﬁmittees vary with each school district.
a2 ' 4 . .

-~
L3

pe

The committee apﬁroach'on the $urface appears to be the thread. to.

=

1nterested poople at the c0mm1ttee level the results are often gratifying.
. \

;'Sand (1971) has ‘said that “more general partlcipation in curriculum
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b

L i " . o ' ‘ -
_ bind .the fabrlc of curriculum development {rom.thie classroom teacher to the

. R R o . : . N ?
depaftmeht'o[ficial,‘including students and lay people along the way. - Doll.

(1970) stated that "piannihg by equals scems to have the greatest long-term

N ) . ! ..

‘ onogg cslrable. Lffect (p. 167) " AR o o !

N ]t’may.nppear from the above .that working committees are guaranteed
to he successful change-agents. ﬁéweygriit is also'tque that committee

e

awork may become isolated from the teal proo]ems of the.curriculum and,

unrelated to currlculum improvement. The. committec, system may be unpro-

-

duetive un]ess it is accompaniedioy'an adequate methodo&pgy'of work and is

able to penerate the dyuamice of involvement within the group (Taba, 1962,

p. 4&2). McNally & Passow (1960) guggested six poaitive directives which, *

if formulated at the outqet may help a committee reach its goals. They

are:” )
=
1]

1. Define sharply the task’or purﬁose. . Cl
a 1
2. Select the; committee membership so that participants repre-~
sent a balance of competencies, intcrests and vieWpoints.

3. "Indikate-the life span of the committee. ) y

4. Establish the relationship of the.committee's work to the
* total curriculum program.

R 3

5. . Clear the avenues of communication.

«

.-6. Allot time and resources so that members can mesh committee </
i functions with other responsibilities (p. 47). .- \\\.’_’__,//v

n

- R ' & '
When the kinds of assistance and commitment described above are provided ’

hd »
’

to curriculum committees, the chances for successful completion of their

tasks is greatly increased

o' Hanlon & Wood (1972) suggested that the payoff from the committee

L e 2

approacﬁ for the school and school system will-include such outcomes as’

the following: | T !
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1. Curriculum committees which have the support of other staff .
mémbers In the bchool.communxty, especially those mos t

dirLLtly a(fected by thelr final product. = ) .
. ! ) ! ' ) '
2. Currlculum commltteeq which -complete -their taqks, determine
: take

©' >  'steps nccessary to, implement their produgts, b
aLtlon- on thcs7 steps. :

- '

3. Curriculum committeas whOSe‘membefq believe the ef\{orts in-
volved in curticulum planning .arc worthwhile and of valuc to

~

4. Curriculdm @bmmittees whose mcmbers are skilled in currlculum .
devulopmtnt and in working as. teams” (p 159)

. . - f

.

If these, outcomes are possiblq then the_currlculum commi ttee

appioach is indced one of the, richest resdurces of the educational commu-
. - . : [
N & P ‘ ’ . -
nity. This’ resource could be. the catalyst for teachers intedested in -

o\

inditlating curriculum development, i
’ ' Co IS ‘ ‘n. ) . T
The success or [ailure of Sﬁﬁhﬁg\the apprOdchcs to curr1Culum s
. . . \?

development and change mentioned above appears to depend on the role which
. . b . >
the classroom teacher accepts in the process. of cliange. .o

. This range of teacher différencq& toward beeBming.idVleed in

N

change activities is one of the stumbling blocks in many attempts to bring

about positive changes in the curriculum, with,the‘heip of classraom

teachers. In the 1ight of the prcceding’it is interesting to see that
Y 4
réqearch reveals evidence to support the fact that when teachers do become

involved in currltuthm_dgvelopment projects they display more positive
attitudes towards all levels of‘education, asa regult of their Involvement.

The next-section of this chapter-will examine the role of the
classroom teaclier 4s change-agént and attempt to support the generalizations
made above. - - ' I ’ ‘ .

The Role of the Teacher in Curriculum

Qhange _ N ; .
- . ; . . S
s - . r i N
By’ the nature qf\their work, teachers are change-agenhts.” In the

'

°
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specilic .atmosphere of their own. classrooms the .curriculum becomes what

they want it to be. " Connel ly (197‘3) noted t‘hat:

[} B
) .

teachers, wil]y nilly, already interpret and modi[y
materials. For the most part, it can be assumed that these

interpretations ar(, in response to situational chaructcrlstics,

¢ such as the teacher's own .1p'1bilitlc.5 (p. 171).

[

In many cases the changes thlncc.red by t:eachers are unplanned and cofe on’

- . -

the spur of the ‘moment. ]lowcver there is little doubt that changes in

N -

,educntion;‘\ﬁkc other types of s?ali .change, must be planned if the

greatest benefits are to be realized” (Bennis, Benne & Chin, 1961, p. 31).

1
T

'l‘hc'involvement of teachers as change—agents in a planned program

: ’ -' : t. .
of change appears to be possible through the committee "approach more so
than any of the other approaches. In this method the initial leadership

is provided by admin(strators, specialists or university professors, while
\ - .

classroom ,teachers have the. opportunity to apply their knowledge of the

leaming situation within the classrgom. Sabey (1973) pointed out that:

L.

.A\ i .. Py

.

"in. this manner the teachers become fully functioning professionals; ©

. diagnosing, brescribing- and treating thelr clients in a manner designed to

-

meet both-soclal and Individual geals (p. )13)." . i

) The involvement of-classrobm- teachers, university professors and
‘{‘Q R ¢ - ’ ¢
others on curriculum committces will require a particular kind of field

work, since many teachers-are not aware of the .theories or the practical

A\

. -application of the theories surrounding curriculum development and
évolution, Anderson & Roald (1973), in citing the Canada Studies

Foundation example, stated that:

£

- This fleld work, if it is to.be successful, should be of a
~longitudinal nature rather than of the single experience variety..
. « « - The teacher-initiated currlculum development work spon-
d sored by the Canada Studies Foundation has .involved education
professors as advisors and consultants over a-long period of
time. 1In many Instances, an individual education professor is

.
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involvéd as a consultant throughout the life of a particular
project. This type of longitudinal field work is beneficlial to
all concerned. It enables a positlve rapport to be developed
between the consultant and the teachers in the field (p. 5).

With this type of co-operative effort the classroom teacher is soon able

to couple his knowledpe of the classroom sit;umlo?x with the theories of '

curriculum development. These factors then become the tools of curriculum

1 ‘ ‘ - . 3
devel opmentgy ! :
s
3

Teacher differences.  Teachers who-volunteer for curriculum develop-

mient projects such as PAC appear to display dif{ferences in their opinions

and actions from their colleagues who refuse to become involved. The type
- ‘o “ .
of teacher involved in the PAC projects refuses to be bound by the existing

curriculum, Miller (1972); in his anhlys-is of tc.d'cl;ers in the Project
Cm\;;dn West 'pr\ojccts, pointed out that "the teachersgyho participatedm
Projxct Canada West were highly motivated toward involvement In curriculum
de&pmcnt (p. lé(w)." Thi:':‘- is not to say -'that tcachers who do not become
involved in curriculum de,veloprment have no complaints about existiné -
programs. However in their eyes the obstacles énd the risks of trying to
bring about change are overpowering. Or}-ev of therbig obgtagles ,according

to Duncan (}973) 1s that "generally a teacher is not expected to develop

curriculum, . Npr does teacher preparation sufffciently.involve the.novice

r

in curriculum development (p. 5).)' In the words of Taba (1962), '"'teachers

‘have to consider the risks., of m.aking mistakes, discovering deficiencies,

of not’ succeeding or of proceeding without suff,icient skill (p. 463)."

i
-

From the above it scems that teacher initiated curriculum develop-
ment will come about as a result of the efforts of "Sei.t"Reviewing"
teachers. Horton (1973) describes that person as follows: "He will cope

successfully with chaoge and uncertainty, wel.éome it and seek 1t out as
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means for adding zest to his teaching and his life. e will Iccl'nd need

for closure (p. 25)." Rogers (1963) mentioned similar types of teachers; .

2

[y
"

he called them "innovators." "They are the first members of a soclal

system to adopt new ideas (p. 252)."
‘ ]

v

The type of teacher described above is sharpened by contrast to

whad Rogers (1963) cklls the "laggard."  "Their point of reference is the™

past, and thuy interact primarily with those peers who have traditional
values like theirs (p. 253)." Héugh & Duncan (1970) further defined this
type of teacher as follows: "They are sp bound by the suggested content

and .time schedule of their school system's course of study that they do

s

not make the responsible professional decisions that they .as teachers

’

should make (p. 30)."

[3

Apart from thes¢ traditional risks and obstacles ‘there are other -

factors-which tend to influence teacher involvement in projects seeking to

-

change the curriéuluﬁ,n Hough & Duncan (1970) suggested that "teachers‘pake

decisions about cxistihg érograms according ‘to the values they hold

{(p. 33)." Hough & Duncan further stated. that:- . -

A teacher's concept of self and others represents an extremely
important set of internal forces that determine in part what
“curriculum decisions he will make and how others will influence
him in the decision making pracess (p. 33).

Rokeach (1960) pointed out, that closely related to the idea that

attitudes and values are difficult to change, is the tendéncy to label
attitudes that resist change 4% rigid, abthoritarian, and closed~minded;

~ .

while attitudes that accept.change may be labelled 'as progressive, mdture

and open-minded (pp. 355~338). Loweke (1966), adopting the work of H. H.

V"

" Anderson (1961), noted that: -
X

of
- The open system is a system of relationships which -accepts

-

uniqueness in perception and thinking; it permits originality,

2




experimentation, initiafive, and invention. A closed system
encourages conformity and resistance to change. The develop-
ment of creativity is clearly related to learning and contri-
buting, which take place within an open system (p. 27).

{ .
It appears possible to hypothesize from the above that teachers

. A
. .. ) “

wlth open beliel-disbelief systems would be recepfive to new ideas and

)
[y

o) ' .
willing to accept change such as involvement in curriculum development
projdcts. The teachers with closed belief-disbellef systems would be

reluctant to accept change and try new ldeas.

.

In spite of the many factors working against them there are

teachers and ddmlnl@tr1t0rb who will volunteer to bQCOme 1nvolved in

«
a

curriculum devclopment projects. Wood (1973), reporting an the findings

of Gross (1965, Halpin (1967), and Stern (1950), noted that the teachers

and administrators who do become involved have some or all of the following
| :

factors working in their [avor.

’

I3

1. They believe that they can create new programs and strategles
which will improve the qunlity of education In their schools.

2.  They and the board of education have a feeling of mutual
trust and understand?ng.

'

3. ° They believe that they will receive psychological and finan-
cial support for their efforts .to develop, implement, and
‘evaluate innovative. programs.

4. They believe that it is more important to seek better ways of

educating young péople than to be absolutely sure\ that what °
they try will be successful. \\\,_n*;-»

« 5, They have a commitment to and. an understanding of the long

-

range goals of thelr school. - Yo \

et .

- 6. They feel free to communicate openly with each obher about
) . their concerns, beliefs and ideas (p. 518)

)
It appears from the research that'the factors mentioned above could

be used as guidelines.for teachers who are interested. in initiating curri-

- A3

culum development. Reichdrt (1971) pointed out that such -an "approach

°
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‘COu]d result in teachers becoming lcaders as they rightly should be b

3 ; .

using change as.something to create upon rather than having change control’

them through external prassures (p. 15)."°

Teacher changes.- Although the barriers to teach¢f involvement In

‘ ~ " eurriculum development are varied and complex, it appears that once teachers

- become inyolved there Is a positive change in their attitudes towards.

.ud'ucational “prdblemg. McKim (1957,.p. 31) reportéd that; one of the

v\ o "'..‘lexrii‘esL'mz;jo_'r attempts to invdlve teachers in LYrriculum development was

" made by t;hu Su.u.thern Association of Sceondary Schools and Colleges. Miiler
. (1972)? rc.portlng ‘Lhe findings of -Jenkins (1946a, 1946b), noted that t:heup .
Souihgrn A:}s.ociz;tioﬁ study began in lI938 and continued ;mtil; 1945,  The \‘

- proj'ect'was (designéd by educators in the Upited States ‘to encourage pharti-
cipating school staff members to develop their own local curricila. An

analysis ‘of the projdct revealed that the classroom teachers who were
e ' S involved were successful in conducting curriculum development at the

building level. The analysiy also revealed an awareness on the part of,

no

the teacher participantsg of positive changes in attitudes toward education.

'l‘eachér'init.iatcd\*curriculum development and the involvement of |
v . r

classroom teachers In.co-pperdtive curriculum devélopment projects boomed

.

v

in the United States from 1955 to 1968. Such groups-as the School
E -+ I : .

" Mathematics Study Groub, The Biological Sclences Curriculum Study Group,
. . .

r

The High School Gédgraphy Project and ‘many others involved classroom

Y " B T . - “ +
-teachers- as curriculun developers. In aﬂlmost all cases the final reports

. Ty :
' from these national projects revealed how teachers bencfited from their

involvement. 1In_many casgs new,skills were developed for classroom use.
. . ~p

: In.other cases teachers.were.exposed to the process of curriculum research

i
X -~
f . - R il

4 Y - . .-

.\'.‘ .o O . . . . © : ] .

'i . . R KRV .
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these projects, 4tated the Iolloding:

" .curriculum development (p. 115)."

.
[
-

for the first time.  But most important of all, appears to be the r_\ch'uwo

of ideas between tlassroom teachcrs and experts in the field of curriculum
development (Wooton, 1965; Patton, 1970).

In addition to the national projects there were regional projects
. * . 3
in the United States and Canada. One such effort was the teacher initiated

1

projccts-in Sonoma County, California. Loweke (1966), in her analysis of

Y

e

The chief value of participation as perceived by the teachers
were intelléctual stimulation, a sense of achicvement, the pride. .
of accomplishment, the experience of leadership and heightened -
professional self-respect and self-confidence (p. 78). N
- . “ . i
Verduin (1.9()7) reported that te:;chcrs involved with the Cassoplis , O
5 Yp—

Co-operative Curriculum Study in Michigan "showed a substantial increase

in intecrest towirds all phases of education as a result of involvement in
: , .

¢
»

Miller & Dhand (1973), in their analysis of teacher involvement

with Project Canada West, found that tlie vast majority of teachers
. ) . y,

, _ .
perceived an increase in their knowledge of educational skills and class-

room. techn_iqurr As a result of their involvement, the same group'reported

g,reatLr interests in readlng, educational literature, the ﬂCC]lJlSlthn of a

new undcrstanding of curriculum and instructicnal design, the realization

of -the benefits of greater exposure to the ideas of curricylum consultants

and the paining of a greater awareness of the nceds of students (p. 29).

v These findings are supported in the writings of many leading
. . )

curriculum theorists, Smith, Stanley & Shores (1957) stated that "the com-

.

petence of teachers will be imptoved only as the teachers become involved
personally in the problems of curriculum revision ('p. 428)." . Doll (1970)

‘reported,that "classroom teachers behave more insightfully and effectively

¢

"
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as a.conseqience of their expericences in curriculum improvement activities

(p. 399)." Table (1962) noted that teachers who become fnvolved in curri-
. . N . . 0

culum development projects usually "clmncgcd_ in the ways of thinking about

. . . - . {xw

and tackl ing educational problemse as well as in skills L\h:g make possille

- .
v . l-‘ . .
an experimental approach to curriculum and teaching (p. 492)." Saylor &
’ \ L P

Alexander (1960) wrote that the fundamental values which accerue ' to the

teacher participant in curriculum planning are those of changes in know- .
. ~ o -
ledge, insights and self-perceptions (p. 439).

A review of litcerature has rg#caled that although the 7re$u1ts of

° .

teacher involvement in curriculum projects may be fragmentary, there is
t

cnough empirical evidence and opinion to Ssupport the claim that there arc

distinct differences between teachers who volunteer for curriculum projects’ .

v .
B

.

a
Ts

.and those who refuse to become involved. Research also supports the claim |+

that teachers who become involved display positive changes in their

attitudes towards education as a result of their involvement.

Symmar

Throughout this chapter the writer has attempted to show that the

role of change and change-agents is bt something new for education. In

. $ - /_../
fact curriculum development has been a econsistent change-agent since the

1920's., But most important of.all the success of curriculum development
— ® bl

as a change-apgent depends on whether or not classrgbm teachers are involved.

The chapter also supplied evidence to support the hypothesis that

teachers who volunteered for curriculum development projects .have more open

belicf-disbelief systems than those who do'not, and that teachers who-do

become involved in curriculum development projects have gore positive

attitudes towards educational practices ‘than teachers wi;g have not been

®
-

(=" .

g - ’ ]
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. . . Chapter 3 ) - .
A o .
Method of Investipation of' the Problem ”
) - » : .
Preseated in. this chapter is a desceription of the methods, used
. . to collect data and the fnstruentation, “The dcsi);,n of the study and

the hypotheses are explained and the methods of. data analysis are outlined.

]

Mo t.jm dolopy ) . ’ "
[ .
t o o B

. . - : » /
The experimental group consisted of twenty~five tceachers who hawve
beonn working on Project Atlantic Canada projects in yewfoundland since

- ' e : .
September 1972, "and are still actively lavolved. ‘The control group

- A LN ———— e e e e
NN o -

-, consisted of one hundred and sixty teachers who were randomly selected from”
specific school diericLﬁvin' Newloundland. ;
. . ' . . . 4 4
' ro The non=Project ‘Atlantic Canada teachers were selected from school
districts which were matched .with the dlstricts in which PAC projects were
. . '
', . 0 ) . ‘ (] -
: being conducted. The matching was carried out on the basis of geheral
4 ) - - ‘ .
S , ceonomic and social conditlons In the districts.  The PAC arca of North
3 4 . . ’ ‘ . - . N
est lver, Labrador was matched with the South West codst of Newfoupdland,-
." LA -~ . . i ‘ r'. . _b . .
. ineluding the islands of Ramea and Rurgeo. The PAC avea, which includes
! + . [ 4 ’ . .
parts of the Explotts Valley, was matched with Wabush and Labradoy City in
Labrador.. The Bay St.- George -PAC area was matched with the arca around
Port aux Bus,quu& The PAC area on the Byyin Peninsula was matched with .
L} . . ¢ )
the Bonavista Peninsula. St. John'sTas a I’A‘g district was matchoed with
. s ' E . '
Corner Brook. ]
—~— ' : ' In all nuu-.-l’AC/d‘Dstricts each school was assigned a numper and . .
seven schools were selected at random from cach district. The total number

» B R - ) ) 28 - M ' O
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of sc?lools selected from all nou-rPAC areas was thirty-five, with an average
. ~»
of four questionnaires pgoing to cach principal. In all casces the principal

S T2

received a covering letter (see Appendix A).

Teachers in tlte experimental group, all of whom were ‘involved in

PAC, received a questionnalire which included the Fekeach logmatism Scale,
.

"Form L oand the Currleculum Atti tudé InvRaotory. ' '

B

A JLhe teachiers in the non-PAC districts were divided into two groups.
4 N .

The first group was made up of one hundred and twenty-five teachers” in

ten schools of the original thirty-five non-PAC

X .\\
twenty-five schools selected at riandom from thie original thirty-five non- _.

PAC schpols, ‘Ihese teachers received the logmatism Scale and the Curri- | :
. 7 - : . N

culun”At t i tude lnventury plus a lotter from Lr. I. M.Anderson,” Rewfoundland

- Co-—ord'inn;tcfr of PAC, outlining the aims of PAC and L ts accomplighments to 7
date, These people were asked to lndicate whetier -or not .they ;doulci 1ike‘ _ -
to ‘vol\mLc‘cr to work on PAC projects (:l:uc Appendix A). ~I'cf:|)6:{sio.g'to this
letter provided the busils for forming tl.l(l d;wo main contral groups-in the c

’ -]

study. The tecachers ‘who responded "yes'" became control group one and, those

~ .
.

became control group two. T

who respounded '"no'

. L - L v
The other group was made up of thirty—five teachers in’ emaining

received tiie logmatism Scale and utrricalum Attitude luventory. ‘They -

‘had no indication rhat"€he study was connccted with PAC. These teachers

are referred to as the no-program group.

o
. hd .

Questiomraire returns, Questionnaires were mailed to teachers in .
) .

the experimental group (PAC teachers) and the control group (non-PAC

teacliers) in late February 1974, - . - - . . 8
[y . - . .
The data in” Tabke 1 show that the above procedure resulted in the

<

- . - Av ‘ . » " N
. - . - , /
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= oreturn of 112 questionnaires (702) Lrom thd control group (non-PAC teachers)

P - ° .
* u

S oand the return' of twenty—five questionnajres (1007) from the experimental :
L3 EIY .
- " N - ? ' \.
proup (PAC teachers), : L 3
— ’ - R v ) . . A - ~ T
- Al - . * . N L f
’ R o Table 1 ‘ ¢ S : ' .

r?

L8

- . ' =~ ' . '
o . rea [ - . . .
Fabulation of Questivimaire Ivtarns

o e - A m = e e ——— e .

-~ o 0w e e
. .

o PAC Teachers Non=PAC Teachers
Questionnalres o o o . .
‘ 4 0 Al " " K
’ No. % dotal * No. s Total

e e el Uh dN B e B i S e A S A el T o s et e e = e W A N e e ————— —— ey o - e i o

Lturned by respondents | <25 100 . 112 70

V. A 30

—_— e e de et & s o e e s
ST

- - ) . o
L Duadeounted for . . 0

tdtal Mailed 7 o 25 0o 4 16D 100

0y

“

) Q N T o e - .
*The data in Table 2 show the distribution of guestivinajres for,
. . - o
0 _ . "
o . thosge respoadents who volunteered Lb'l)uu\)mu involved in futwrre curriculum

. “ . L .
o, -

? Co . . :
cdevelopment” projects (control group one) and those respondents who refuse

o [} v ' . .

- . . —_— 3

- - " +

-7 . .. 2 Cd N . ..-”/ 4
—""to becatie involved (control group two). These groups combiped-"teceived |
v e 3 e (U ot - .

s . 0

N . a . E A °

/ R 125 quﬁ:;Liommlr_us ?u)g t‘hirty-Lhrcu "fl‘,l,‘}ﬁf'yw‘” '('z()‘,'{,) whi le "l’ifl);_—_un.c « -

s
Lt .
5 Tea ’,—-/ o - .

! ir / \-—‘_—‘ i g . . g ey LY N *
responded ¥no'' (4274) . Forty-one qhestionmaires (327) were unaccounted for,

A} 3

& « -
. , o Juocan be seen from Table 3 that thewa. program proup received
* P ‘ ‘ a? . .

. , .- -

13

- - ’ i w AT i <
) thirty-Tive-questionnaires and twenty-cight responded” (80%). |, Seyen ques- .
S T T, -
- . ) 69‘ . .
tionnaires.(20%)"vere unaccointed for.t .

’ \ - It appears. that .the bulk of non-returns were in the X,, group (those
. ’ = . o

« who volunteered) and the XJ proup (those who refused involvement). ‘Fhose
groups had 12Z2-more” non-returns than the XA group (no, program proup). .

. . —_— . : ) P .
" - : This may be due to the fact that I;he")\'z group and the X3 group iiﬂd::to S ;,k
T ST S ; . . \

.
+
.

make' g decision about PAC involvement.



[a)

questionndires may be small.

. : v

“ansﬁer them completely.

°©

"Furthermore, there can be 1i

h

9

.

ttie aséuranée xﬁat"

-

Another limitation is that the respohdents

.'may net answer all of tlfe questions asked; or if they®do, they may not
' . » L . . N .

“ ~. w '
€ * 3 - ° : N
. . 31
o * B . o
Lo e Table 2 - "
._-" o .v. . -. N - .~ ot - o,
‘ ’ Questionnqirg'keturné for Control - - . -
~ ’ Groups }.and 2 ' i
F. X N-o- - o . 79’ ' ":
o Retugned . ~ " 'Total ‘| L
oo L IR i .
N o Yesi(xz)-- * 33 ’26 , '
. - , ' . . . : A . . » *,:‘ I .
5w ) S No (X)), T 51 | T 42 ‘
A . € - . B : R 4 “
" Unaccountéd for 41 . 32 D,
Total Mailed 125 ) 100, "
- B T ’ ’
’: e LT Table 3 . * d -
Questionnéite Returns for Control : .
L : >, Group 3
L4 ’ . .
A v ) . .
. Sl — .
£ v . - g w . .
C No. Ca % .
R Bl . . Beturned . ' " Total
o . En;.No'program (XZ) 28. 80
’ ’ Uﬁaccoﬁntgd\for 7 ' 20 .
Totsl Mailed - > 35 100 a
o . . ' . ) 1 .
‘ . v. . 8 2 . . . Lo ‘
Instrumentation. The data for this study have been gathered by,
" squestionnaire.” Although it is one of the most widely used irstruments in
educptioﬁar research, the quéstionnaire has been subject to more dritici§m
than any_ other researéh instrument (Mouly, 1970, pp. 241-242). .Some_of A
the more common faults 'of questionnéirés were outlined by Turney d?d’Robh‘ -
' " (1971, p..L30);' These include the ﬁbqsibility that the returns on mafledf.l

€«
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. m~ P * ! . B - . .

I

N L . 1

© all tﬁq respohses will be truthful. o et

The prcspﬁt"qqitér ugrces that Lhe questionnalre -does have limi-

taLlona, hOWLVLr the llmlLatlons ‘are ovcrcome.by advantqgcs as outlined by

e -
-

SLllLlZ, Johbdd, DLUtbLh & Look (1962) Thcsc advantages are as follows:. .

Jh' The Impersonal hature of a quesLiunnalrL - lts stﬂndardlzed
.-wording, . its. standardized order of’ questions, its sLandardiZLd
) ‘Instruction’ for wording responsés == insures some’ unlfonnlty
<. from oune measurement situation to another,
3 ZN. The- quesLlonnaLre as opposcd to an lntcrvltw may place less
, pressure on the bubject for immediatc response which in some
.cases is lacking In- carclul\sonsideraclon.
P 1 " : -
- 3.5 Respondents may have grcater confidence in their anonymity
and thus feel fieer Lq\prcbept unblased informaLion. .
4.. With a g1ven quunt of funds, 1L is usually possible to cover . ?
" °  a wldex arca and ‘to obtaln Ifnformation {rom more people
. (pp. 238-241).

The questionnalre in this study offers a-rclalegly“easy, economlcal way

.
T ..

to gather Information from a large number of people over a wide geographical

‘area. "
. R " .

CThe unbLlonnairL for thc prLbLnt sLudy ié divided Into thrce

-

sectlons (sec Appendlx B). Parc A hdb questions that are related to the

. 3 ]
A}

» personal. and professional characteristics of the respondents. Part B is

o

made up of the Rokeacl Dogmutism’Scale; Form E. This Instrument was used
to ldentify q;[ferénces between PAC teachers and non-PAC teathrs in temms

. & - 3 e ° L
. of the=Bpeniess or q&oscancss of thelr belief systems. Thls questionnaire ~

has Iort; Ltems and has becn revised on'fivc_diffcren occasions, A high .

-

score on the questionnbiire indicates a persod wi n dpen bgllcf;Aisbcliéf

- system; a person who is willing to aeRpt the experimental situation and )

. new systems of thought.: A low score indicates a person with a closed
. ) - ' ‘; . '\ ‘ - N ) o
belief—d}sbeiief system; ‘one who will treject the experlmental situation. . °

.

"Rokeach reported rékiabilities 6f 0.08.~ 0.93 for the Dogmatiémi
.2 . v -~
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and Grccﬁc.([972) support these Cindipgs. - ‘ : . l

. ‘ ‘ v
" without such experience (p. 38). ‘ .

N f
. I3 . . a

ScaldLﬂ In a tLHL rLLuat s;;uatxon w1Lh flVL Lo hlh months bLLwecn LLth Q
L 3

relidbxlxgy of 0 71 was recorded (Ibkcach}’l9?0 P 90). Johmson (1969). .-+

P2 ber L,

: . _ ' 3 R :
JThe other major instrument to be wused in the study is the Curri-

A M 3
. i . . ’

) _ p )
'culum.AtLiLudu Inventory (%Al) develdoped by Lungunbuch (1972). The CAL

was usod tu Lla&&;fy the subjects of tth sLudy inLu twvo grOUps - those

who have poéitivu.nttitudcs'tUWQrdé'curritulum.hsc and planning and those
1 M * ‘ B R ‘

with negative atLiiqdcs towards curriculum-use and'plﬂnnﬁup
The CAT conslists of [ifty items and reyeals areliability coeffi-|

3 ‘ o N s s . .-
cient of .54. NuyL $ unul is of variance technique vas 'ysed to ubtain
. N o

. . = ‘ 2
the uﬁliubility covflicient aud\standnrh crror of medsuremeht., The
' ¢ N ‘ o . .
Langenbach (1972) study was an empirical test for the validity of the CAL.

s

pangenbnch (1972)'fcp9rLcd‘LhuL it was evident {rom the analysls that '

teachers with curriculum planning experience had more positive attitudes

- . -

toward curriculum use and planning as measured by thé CAl, than teachers
. - ' L

RS . ;n‘ . V) ' o ',,ji':{.‘
B _ - Langenbach (1972) has concluded from his *study "that’ teachers can  ~ =

be differentiated on tht' basis of their attitudes toward curriculum usc

hnd'plunning be means ol the CAl (p. 38)." o o . )
. | ) )
lesign of the Study w ~ T CoF ,

. The design of the study and the various groups used in the investi-
» s, = ) e
gation can be scen in Table 4.
! ) o - . . ~ ., - < -
In Table 4, X represents the.PAC teachers prior to involvement in

. . (8]

PAC projects. Xl represents the PAC équchefs after involvement with

N

curriculum development. Xz represents those teaghers in the control'group
...\- o ' . ' ' . ) ’
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-

A\

. qhg‘volunteéred to work on curriculum dcvclopment'grojetts'at some time in

the future. X, represents those teachers who refused to become involved
in curriculum development projects. XA represents the no program.group;

they received no information about PAC.

Comparisons were made between all groups, based on the mean -
4 o ' )
response to the Rokeach Dogmatism-Scale, Form E. These comparisons were
. ’ '

usedltO'detcrmine whether or not teachers who-have been involved with PAC |

/

2 had more .

open belief=disbeliel systems. than thos¢ teachers who-refused to become

.

.projects Xl and teachers whé&:?lunteercd to bccomé involved X

involved‘XB;' The teachers in the Xl, X2, X3 groups were ‘compared with

tecachers in the no‘progfam group Xa. That comparison was made to determine

whether or ‘not teachers in favor of.curriculum development projects and
& .

A

teachers not in favor of 'these projeéts differed from a randomly selected
¢ ) .

.

group of teachersg,
»

All grohps were further compared-on the basis of ‘responses to the

Curriculum Attitude laventory. That instruﬁent measured attitudes toward

L

. curriculum use ard plannfﬁg~ The teachers in the PAC group Xl were

v

compared to teachers in the "yes'" group Xz; That comparison revealed

Al a
£ Y
changes ip attitudes toward curriculum use and planning. The “yes" group

X2 have volunteered but lack the experiéncé of being involvéd with PAC

projects. - Thelr attitudes toward curriculum use and planning are thcor-

A

etically similar to the attitudes of PAC teachers at XO when they agreed

~

to become involved with PAC. Consequently, changes in attitudes revealed

the influence of PAC involyemcnt>on attitudes toward curriculum use and

-~ ¢
N ra

planning. - ' . - °
-

The teachers in the X3 group, those who ‘refused to be come involved,

v

were '‘compared with teachers in both the Xl and X2

« [ . .

groups. These comparisons

o

‘
W
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‘o

(/l’(. N . ’

1

- .
Toahe ™ :
werc-mudg in order to determine if differences in attitudes existed
. . . : .
buswecn teachers who refused to become involved, teachers who have been

r

involved, ‘and those who lack involvement but are willing te boecome
. ‘e - .

involved.  All groups were again compared to the no program group XA' :
- * '

N ’ i

4
{

“ -

, ‘ é Table 4 ' | ' . N
. ' - lesdgn of the Study L
Expurimuntullgrnup ﬁo PAC involycmcnt v : X]
Control group |1 Those who VOJnntbcr ~ Yes Xy -
Contrul grqdp 2 - Thuse who refuse ;INU - " X3 .
Cuxirul proup 3 . "_ No p}ogrnm - . - Xa

’

1 ~

_. Table 5 represents a general lincar deseription of the study.

The lincar table provides a basis for the examination of data’

"gathered in the study.  Lifferences that occur between cxpgrimudtul Xl and

B

-~ . - ) . . '
control group I may be attributed to treatment effeet plus the interaction |
between treatment and pasitive motivation. Xi‘muy be compared with .control
. 3 K - ) N . ‘ *
. . . vET T . ' . . .
group 2 where. the. effect of nepative morivatdion is measured against posi-
. - LY - *

. | S

tive motivation and treatment. & comparison of control group 1 and control

group 2 reveals the effect of positive motivation against negative moti-
. B

vation. .Teachers who voluntecered and became, involved in curriculum projects

.
-~ .

are positively motivated. Those who refused are negatively motivated,

~
'

ConLrol-group 3 will provide additional information about randomly selected

[

teachiers and their attitudes toward curriculum use and planning. This group

N s

will also be cumpared'tp'the other groups in the study in terms of their
'responscs on thellngmatLSm.Scalc

-

and the Curtriculum Attitude ILnventory.

4

“
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N
. _ Table 5
Linear Descripﬁion of the Study
S m— =
' orienta-', histo . [ ‘ .
Exp. X ? a ‘_qt°F¥ + treatment + Po?itiYe + error
_ 1 tion maturation - motivation
‘c. | X, orientation +>history maturation + po§1t1Ye + error
) 2, - . motlvat%on
; ; . . S negative ‘ <
c.. 2 X orientation + history maturation + legatl. .+ error
. 3 motivation -
c. 3 Xa history maturation + error
. Hypotheses o,
’ g RS
' The investigator assumed that PAC teachers differ from non-PAC .
. ; .. ,
teachers. Teqchers whq have been involved in PAC projectg (Xl) 1

" .display more open bclief~d1§bc]1ef,systems than teachers who refused to

’ .
become involved (X3).

~

‘The investigator also assumed tﬁ%t.PAC teachers will display

changes in their attitudes toward cqrriculﬁm use and planning ‘as a result
. N .

of their involvement in PAC. The Pﬁbfteachers will display more positive

tow

attitudés toward curriculum use and planning than teachers who volunteer

to beqdme involved (XZ)’ but lack the experience.

. ' . . Ao '
- The dnvestigator further assumed that teachers who volunteer (XZ)

will display more open belief—diébelief systems than teachers who refuse

_to_become involved (X3). The teachers who volunteer (Xé)°will also display

3 ’

nl i : . _—
more ‘positive attitudes toward curriculum use and planning than teachers

who refuse to‘bécome'involved (XB)' R Lo ': ‘

The above assumptions generated the following null hypotheses.

v

1. There will be no significant difference between PAC teachers (Xl)

and teachers who refuse’ to become involved in -future PAC curriculum
\ .

e
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;rojects (XB) on tbe Rokecach Dogmatism Séﬁlc, Form‘E. .
2. There will be no signlfican£ diffefeqcé between ?AC tedchprs (Xl)
5?% and teachers yhé volunteered fof.futuro PAC projects kxz) on the
Curriculum Attltude Inventory: '°
. } 3.0 Thegye will be no ;[gnlficaﬁt QLffcreﬁqgﬁpetweuq Euﬁ%herg who;
volunteered for PRC p;ujects (le nﬁd teachers’ who ;efnseh té‘
become involved {n PAC (XS).on the Rokeach Dogmatism Scale, Form E:
“4. There will be no significant differénce between teachers who
* voluntecred for l’_A-C .proj.ects (X?.) and teachers who refused t;)
bccqme'involved';n'PQC (¥3) on the Curriculuﬁ Attitude Tnventory. -

et

—— s
s ¢ “

’ - . ‘“_ . . ) ’ ..
Hethods of Data Analysls . - .
. \,. : N -
A . - . .
’ : The ANOVI5 Computer program was uscd to test for the significdance

of difference between and amgng the PAC teachers and teachers in the three
’ A . ' -

- -

. / )
control groups., That program tested for the signifleance of difference on

. : .l i ’t, ]
scores obtained from the Rokeach Dogmatism Scale, Form E and the Curriculum +f

- . . ) . 4
Atticude Iﬁventofy: The ANOV1S program supplied the fo}ldwing }nfdrmatlon._
T, * 1. Means, variance, standurd\deviétfons for cach group and -total. .Y
. o ’ , .
2.' Homogénlty'df vnriunéc, Chi-Square and probability- level.
‘ 3. Standard analysis of variance table.
v 4:’ Newman-Kceul comparisons Szgwcch érdcred mcuné (program documentation
< . 60/67, 1969, pp. 1-3). . . o« : S
v - ' The Chi-S&uarc tcét of iﬁdeﬁcndence was used to test for differ-

ences in the data obtained from Part A of the.questionnaire (personal and
n

professional characteristics)., All Chi—Squares'chc calculated by hand.
. . 'Throughout the study, the null hypotheses were rejected at ﬁhe .05
level of .eonfidence.

¢ . .9
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theses two and four; and (4)_3 rief sumary of the chapter. -

Chapter 4 v

°

Aﬁalysis of Data

o
¢

The purpose of this chapter is to present an analysis of the ‘data.

-

The chapter is divided into four major sections: (1) an analysis of the

data related to the personal and professional characteristics in Part A

)

of the questionnaire; (2) an analysis of the data related to null hypo—

+

théfes one and three; (3) an aqqusis oq the data-related to null.hypo-

y

Personal and Professional Charfacteristics

/ :
In the treatment of the data related to personal, and professional

‘characteristics, the Chi—Squafe CjCZ) test for 1ndependencé was ngd to
‘test for significant relationships between the four groups in the study.

The specific characteristics treated were years teaching experience,

teaching certificate, age of respondenf,-gfade level taughg. As well the

to ‘'sex. In all cases the frequencies
9 . N

resenteq in tabular form. In all

¢ted PAC teacheré; x2, teachers who

development projects; X3,

rriculum development projects;

T -

*

Years teaching egperieﬁce. A study ®

-

that there were no significant relationships between the groups. It can

° . . . .

) 38 . 0

the agga-in Table-6 revealed .
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group (PAC teachers) were almost -

also be séen from the table that the,xl
’ »

- ' o . ’
.~ evenly divided between the three to ten year category (447) and the more

than ten' year category (48%). The teachers in the X2 group (those who

. -. II
volunteered) were clu%%fred at the three to ten, year category (58%). The

N L4
same was true for teachers in the XJ group (those who refused), 48% of

¢
.

-«

which are in the three to ten year category. The X, sroup (the no program
group) revealed 50% of their respondents in the three to ten year category
and 36% with more than ten years experience.

\h\\“’// . , Table 6 _ '

A
, "« Distribution of Respondegts by
Teaching Experience

-
e ' ‘
£ ’ X, » X X X
t‘ﬂhﬂﬁ 1 2 3 4
Experience S ¥ 7% F A F %
3 yrs. 2 8- 731 14 21 b 14
3-10 yrs. .12 48 19 58 T24 48 " 14 50
" 10 yrs. 11 44 7 21 13 25 10 36
Total 25 100 . 33 100 51 100 28 100
, aThc above categories were used for their simplistic and
oS - > succinct method of displaying data. .

- .

el = 7.41, af = 6, P> 0.05

v Teaching certificate. The Chi-Square analysis of the data

3 prcsénted in Table 7 revealed that there wefh siggificant relafionships
between the groups. A study of the table showed that more of the PAC
teachers (X1 grQup) were élustered at the ée;tif}ca&e six ieveI (447%) as

- '"i “Eoméaredgto 27% of. the Xz'hroup (teachéfs who volunteercd); Theuxg group ~
(teachers who refused iﬁvprgment) revealed 15% in the same category, while

u:)'

.
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- . o

the Xaigroup (no program) had 18% at the certificate six lc;d{. A étudy
of;theifable further showed that,§2% of the X3 grouﬁ_(téachers who refused)
were at the cer@icate five level, while the Xl group (.PAC teacl{ers)
reported-28% at thé samé level. The X2 group (tposc who volgnpéered) had ¥

30% and the X& group (no program group) showed 36% also at the certificate

o

five level. o o ' -
Table 7 . ! -
. .Distribution of Rcspéhden;s b;
s . _ Teaching Certificate
.Cértificatc - N 'x25 " > XA.
; % F % F % F %
1 0 0 o 0 0 0 3 ¢ 11
2 1 4 2 7 2 4 4 14
3 1 4 1 3 5 10 2 7
4 312, 10 30 421 L F, 2 7
5 ‘ 7 28 10 30 ) IR TRRNPP A 10 36
b _ 11 44 9 27 8 15 5, 18
7 ) 2 28 ' 1 3 1 2 2 7
fotal /25 100 33 . 100 517 100 ¢ 28 100

aTeaching certificates are defined by the‘Department of. Education
for Newfoundland and Labrador. They are similar to University training.
: ¥~ = 30.73, df = 18, B 0.05 |

. L}

¥ .

Age. The data presented in Table 8 revealed no significant rela-"

tiohshiés bgetween the groups. However, a closer examination of the data
revealed' that the X1 group (PAC teachers) were mainly.clustered.in the
thirty to thirty-nine age cateéory (56%). The respondents in thq'other

*

P
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groups were for the most part in-the twenty to twenfy—nine age category.
',That category contalned 60% of thL X2 group (thosF who volunLeered) 63%

:of the %? éroup (those who refused), and 50% of the XZO group (the no .

prog am,group).

2 . a . ’ "\

' A. ' . Table 8 . | é?

Distribution of Respondents by Agca

~ R % &) %
Age’
; % F % F % T F %
20 0 o 0 0 0 o0 0 0
.. 20-29 10 40 . 20 . 60 32 63 14 50 -
'30-39 14 56 10 30 16 31 12 43
© 40-49 5 1- 4 3 10 3 6 2 7
50-59 o o0 o 0 o 0 .0 0
60 ., 0. 0 0 0 o, .G 0 0
Total © = 25 100 "33 100 51 100 * 28 100
a, ¢ i - N .
The above age categories .wgre used to determine as close as : ‘o
. possible the age level of respondents. . y [ -

2 _ ot o g
* ~_ = 8:01, df.= 6, P >0.05

/

Crade taught. A study of the data presented in Table 9 revealed I

. that significant relationships existéd bktwecen the four groups in the
g P | g p

1 . R
study. A further study of the tdble showed that more of the X, group (PAC I}

1

"teachers) were loecated at thg‘high school level (56%) than any other level.

The:high school level also dontained 52% of the X2 group (those who volun-.
) ) s ‘ o . -
teered). The elementary 1e¥é§h:optéineq-the majority of teachers in,dygu .

Xj'group (teachers who refused) 52%. The teachers in the Xg group (no
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’program) were almost evenly distributed between . the clémentafy‘le&el'(47%)
’and the high schooi lével (50%). The ir,group_had 32% of its'tocﬁl at the
‘elementary level. t < : " ' o ‘

{

*

. L : ”a
Table 9 { o . )

v Distribution of Respbﬁgents by
Grade Taught

1 2 3 4
' | "F oz . F % F'oo% F %
‘Primary = K-3 . 1 8 0 0 .7 13 13
. Elementary ~ 4-8 8 32 16 48 2¢ 52 13 47
", ligh School 9-11 16 56 17 52 18 - 35 14 50
Tatal " o~ '25 100 . 33 100 51 100 28 100

%The above grade divisions’ are common in Newfoundland'schools.

2 ) R
f x_~ 13.20, df = §, P < 0.05

v
r]

Sex. The‘Chi—Squaré anaiysis of tﬁe data contained in Table 10

showed that no significant relationships existed between the groups. A
3 - . . ‘

- study of the table revealed that the mq&grity_of parficipaﬁts in each group

e

were male. The,x1 groyp (PAC teachers) were 84%-male. While the X2 group. -’
. . . I

e

o

(those 'who volunpeeréd) were 647 male,,the'XB group (those who refused)

‘were 71% and the X4 group (the no” program group) were 01% .male.

T
v . P4
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Table’ 10

. 3

Distribution of Respondents by Sex

_ 1 2 3, 4
Sex

F % F % F* v % ¥ %

" Female 4 16 12 3% 15 729 - 11 - 39

Male © 0 21 84 21 64 36 71, 17 6l

Total =~ 25 100 - . 33 100 51 100 . 28 ', 100,

L

*‘7(2-= 4.15, df = 3, P »0.05 : ’ '
- An Analysis of the Data. Related 'to Scorcs

on the Rokeach Dogmatism Scale, Form Lk . : oo

>

.
A

In the treatment of the .data related ta null hypotheses ohe dnd

thred, means and standard deviations were calculated for cach of the four

-

groups, on the basis of scores obtained from the Rokeach Dogmatism Scale,
- - - LI '

a

Form E. The means and standard deviations are presented in Table -11.

wf

s v

- »

o : V4 . .
Null hypothesis one =-- there will be no significant difference between

the teachers in the X -érodp (PAC teachers) and teachers in the X3

1

’ group (those who refused to becogé‘involved), on the, Rokeach Dogmatism

v
’

b

€

'Scale, Form E.

- .
Null hypothesis three -- there will be no significant difference

5e;ween teachers in the X, group (those who volunteered) and teachers

2

in the ¥, group (théSe who ré[usea), on the Rokeach'Dogmatism Scale,v

3
Foxm E. - ¢ L . R

A Btudy‘of Table 11 revealed that the Xl group {(those who volun-
teered) reported a more closed belief-disbelief system than aoy-of the

other groups, with a mean score of 146.3: That'group also showed a lérggr

(vstandard deviationi(BI,S) than any of the-other groups. 'A study of the
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B . ’ . a, " ‘ , :
- table further roevealed that the h3 grodp (those who refused involvement)

“;;“??Qé?fcpprtcghthc lowest mean score (131.8). The standard deviation for that

Y

. - 5 -
' * L] N ’ Iy . !
: . proup was 24.06. This 'score‘indicated a more open belief-disbelicef system
. -

. *  than that revealed by the X2 group (teachers who volunteered). The Xl

group (PAC teachgrs) had the sccond highest mean score of *139.8 and the

.

smallcét-stgndnrd deviation of 23.0. Thus, ‘the Xl group also revealed a-

mufﬁzclosé@‘bcl%u[—disbe]icf system than the X3 group. The Xa group (no -
J . -, CiThe 4 .
program group):gzgz;tﬁﬂ\ﬂ\mggn score uf\135.4°nnd a, standard!deviation of
¢ . ' ’ . : . ° n . ) - ' 0
231010 . : : i . - )
. > -\ . : N N .
o The analysjs of variance tonducted, performed an homogenity of
*variance test in order . to test for normality of distributien. That test . “
i . . - . - .
C revealed a. chi-squage value of 3.76 and a probability of 0.29.
: - Table 11 : : , T
2 N S .
- o 0oL . . :
Means And Standard leviations for Scores Obtained from
"I the Iukeach logmatism Scale, Form E -
" ) . R
s e . . .
. : . Groups ) * Means . . 8d ' -
. " ! ’ . 3
4 . ( - ' . '7
kl . 139.8 . 23.0
o - ‘ ° ° . . . \
X, . ¢ 146.3. : - 31.9 - B
- 4 1/ . ‘ . .
T X3 Lo 131.8 . : 2417. o o
~ \. ¢ . e . ' 0.' ° ’
Xa . £ 135.4 31.1 .
v - T .
. - . Total * 138.3 T 27.9 . o
- . : 4 . ) .
m_ * - . "" o L} . *a -
! ) - Presantcd\}h\Tablc 12 are Lh&~f3§u1ts of the analysis of variance :
RS s n '
for phe groups on the scores obtained from the Fokeach logmatism Scale, -
. . . . \‘ . X . E N .
Formy E. The within group variance was large enough to result in a low-'F'“h
- = F »
X - . - R .-
. ratio, cousequently, null.hypotheses one and three were - mnot rejected.
4 . ' P \
o . . ‘
Qo * -
t g N -
. . . v
p " b N .\‘,, N . -."{
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- - : o c ) N ‘o :
e 07 Table 120 R ’
E?Z . u Analysis of Va iance for, bcores Obtalned from the :
Hpr -F . -+ Rokeacll Dogmatlbm Scale, Form. L e ,
- ) - ..' - ‘ a ‘- l i ;“» Cet
- "bourcc of i bum.og - df S ;Mcnn - Tk .
T Varldncc Squarces PRI Squares
. Between" . L R - R A .
: cr , 2907.00 .3 +969.0 1.2 - ¢,
‘Groups "~ S _ e o . .
o Wi }d t z . : : . '
Cor o WIthIno T 505700+ 95, . 781.8 Y
. uﬂé-roups e . o . . .
. . .':I ) 70 *P>'0.0§ - -, y_', o ‘. N ’ . --“ ' . , ‘.
T . - * ey i [4
An Ang;ygis of the'Data Related to Stores * . Lo
on the Curriculum Attitude Inventory.. ot “ )

. _Nul] hypotheésis two —- There w111 be no signiflpant dliference between
; T Lhe teachers in” the (l group (PAC teaehers) and teachers in’the XZ L?
‘group (those who volunteered), on’ the\Currrculum Attitude Inventoryl
{ .Null hypothesis four - 1here will: be no 51gnificant difference between
. ,."'teachers in the X2 ‘group (those who volunteered) and teachers in the
y M X3 group (those who refused); on the Curricplum Attltude Iﬂventory. )
‘I‘-b" A «“‘.
i A StUdYJOf Table 13 revealed that the X group (PAC*teacHer) had
ﬁmore p051tive attitudes Loward curriculum use and p]ann1ng than any of the
- - -g.- . .;“ PR ' b . ' ! .’~
othet groups;.”Thatfgroup revealed a mean score of-35,6 and a étanuafd
deViatiOn of S.DL“'The X2 group (those who—volunteeted) reported on}y a*
.slightly lower mcdn ascore of. 32. 4'with a standard’ dcviation of 4 4 ‘1e
K3 grohp (teachers who refusetho hecome involved) .reported the' lowest mean
. . o . IR e - '
.' L ’ ~ .

i ‘. ‘A - . » - . '.‘ . < , L ‘. -
*In the treatment. of the data related to null hypothesess two and

° . . 3 -

four,” means -and -standard deviations were dalculated .for each of the Qﬁhr‘

N o . “ N . . . : - ’
e N ‘ e - . ‘s °

groups, on the basis of scores obtained from the Curriculum Attitude

A w

'ﬁzlnventoryJ The means and standard deviations are presented in Tablé:l3.

B . *
s
'

H
H

o

“d



" score (26.2) and a standﬁrd deviation of:5.3. .Th% X, sroup (the no ﬁfpgram

.
syt .

grqup) %@pqrfég»tﬁc second highest e an sqofc (32.5) with a stundnrd~‘w

. . L ’ v - ] -
devidtion of 3.9, \
% . " .
‘o 3§ Table 13 - . A
- e  Means and Stdndard Dcviations for béorCSaObt1ined1 , .
. ' a from the Curriculum Attitude Inventnry i
a . ~ . . . . vt PN i ’ ' ’ ' [}
3 . “Ir , .
AR T _ Groups - Meahs " Sd.. c . o .
N e T : — :
v ’ BN IEND § .. . .
X ERE 35.6 ' 3.0, - e
. -t l i i } ) . X 0
) X, . B 32.4 ) . 4.4 . ‘
© X 32.5 1.9 \
. 4 . o
Lo - ; - i ? : - ?
“t Total, - ) 3107 . 5.4 - " .
F - ) : 4 i - )

el . . ' ’ \ .ot
. , . .

C The data were subjcbted to an analysis 6f Varlancc in order to

determlnu slgnlf]cant dlffcrenceq between the groups based on their atti—

.

tudes toward curriculpm‘use and planning. The andings are presented in "
Jabié 14. The "F" ratio of 21.87 was significant at the .05‘1evcl of. " )
S ‘ ; 2 o . . .
. confidence.’ 2 . i W T . /
~

M . e r - . . )
~ The analysis of variance performed an homogenity of variance test

. .0

'whidl revealed a Chl—Squarc value of 7 13 and a probability va1u¢/of 0.068.

>

" lhe Newman-Keuls technique was applied to the data subsequent to

 finding® a significant "F" ratio in the analysis of variancp. It served to

provide the differénce ‘between the largeét and smallest means in the sfudy,

o {(Winer, 1971, p. 77);‘ These dlfferences are prpsented in Table 15. The

,'{indings prcsentcd in Tablc 15, 1nd1cate that teachers in the- X, group (PAC

teachcrs}*ﬂiffeppd sigan;cantly from teachers in the XZ group (thqse‘who

y

N R - . : 5 * . T
;. volunteered) and tedchers in the Xs,grOUp (those who refused to become - . ’
: - R - c. = - ’ '.
- 3 . -
) Co ' .:\,‘;"-, N ’ e o SR



Y ‘e

:Tqblb }A

- Analysis of Variance for Scores Ubtaincd
- frow the Curriculum Attitude InvuntdEY'
. ° &

%

Source of* Sum of . Mean

k-
Variance Shuares - dﬁ_ Squares B i
Between  1176.500 - 3 . 392,17 21.87 . -.
Groups : : . . : .
‘Within  1721.625 . 96 L 17.93
Groups . ' N

*Significant at the .05 level of confidence.

-

inVu}vcd): The fipdings further indicate tha achers in the X2 group

differed signlfihnntly from tcachers in the ‘3'group. The teachers in the

u
.

o £ o . ) :
oup (no program) diff¢red significantly: from tcachers in the XB group -

re
[3

fused).‘ Lt appears that differences between the X, and X,

v
. » ~
-~ ot

w

Jhave-been caused by involvement in 'PAC projects.

.

The differences indicated in Table "15 appear’ to support the premise

—

“that teachers: who volunteer for curriculum develdpment projects (the X, -
- [ e

group) have more positive uttitudes toward curriculum use and planning than

teachers who refuse p become involved (thc.xj‘group). The teachers in .
boteli tht X, groﬁp and the X3 group lacked the experience of being involved
- - . . o
. & ) . ' .
with curriculum development projects. The giffcrcucus indicated in Table
. L <

'
.

15 also supported the premise that teachers who have been involved in
1) N M ! . ]

. X ~ 4 " . v .
curriculum development projects (the hl group) have more positive attitudes
L} N ot -7 ~ -
toward curriculum usc and planning; than,teachers who are willing to become

-~ -

_involved buﬁ lack the pkperiencc of having devedped curricula. g .
\ . L 4 . . ) .

. f

) The fiundings preSented in Table 15 verc the basis for rejecting

null hypotheses one and four at the' .05 level of qon[idence.

-

. v



; Table 15 . : : . -

L@
" . Lomparlsou of Mean bcorcs ObLnLnLd from the S
o Cufticulum Attitude Inventory Using, the ‘
L : i Newmnn-heulb TLChnquL . oW
.. Croups X - ¢ e o . .
Lo TEOURS X L _ X, .‘ - R ‘ “\3 c.
. X, - T 3.04 3.20% 0 9uhgw o -
X, o - 0. 12 0. 30%
. . o x
X, L 6. 24
X.B- N L \ - -~
5f =-0.85 ° ’
’ df = .96
Ordered Means xl ‘ ' ‘4 ‘ . le" . XJ
o 35,6 - " 32,5 . - 32.4 26.1-
VN i 4

v ¥%Sipnificant at the

A L ]

( Summary . ‘ ‘e . . .,
. ‘ - . [ ¢

This chapter ‘has presented the statistical analysis of the data

gaLherud by ‘the qucsL}onnairb in the study (éuc Appdndix B). The final

LY [‘ K "
5-"

rcqulL was Lhat null hypotheses one and thrce weré nut rclcctcd at the .05

B _1~
level of SLgHIFICJHLL, witile null hypothcs;s two'and four were rLJLCLLd at

Tthc .05 level of signi{icnnce. *?he'data related to hypothcéus one and

A

three werce.obtained from the lokeach Iogmptism Scale, Forst E. . The ddta

‘related sto hypotheses two and four were obtained from the Curriculum
s . - ¢ . H

- Attitude Inventory.
. : . @ +
" conclusions of the study. . e L T C

° '

The next chapter will present the .interpretations and

14
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. Chapter 5=~
- . " \ . & « ) .
lnterprctntionsl?nd Conclusions

[\ ' ’ . =
' S - . .

Interpretations . <
.o - . P v?l.\'\ 'Y

\
fl . . -

- s study’ made comparisons between Newfoundland teachers who have
. : . ' ¥
been involved with curriculum projects sponsored by Project Atlantic Canada
[ . ' ’

- ] . . - .
and other Newfoundland teachers who have not been involvad with Project \

Atlantic Canada.  The PAC participants and the teachers in thé control |
. ' + ’ ' . ° ! ’ v
groups were compared on.the basis of theilr responses to a questionnaire.
L4

1ybse responses were in three major arcas.  They are: (1) Personal and

professional characteristics. (2) -The Rokeach Dogmatism Scale, Form E.

This Instrument was usced to determine the depgree ol openness or closedness

b

in the belicet-disbelief systems of the ruspondghts. (3) The Curriculum
Attitude Inventory was used to determine which group showed more positive

attitudes toward cirriculym use and planning. e
42 ' .

. . ¥ - . !
Pindings related to personal and:professional characteristics. In

o

t

the section dealing with personal and-professional characteristics, the

‘Chi-Square test of independence was used to analyze the data related ‘to

. N 4L
teaching experience, teaching,ccrtificati%n3 age,. grade level taught and

SCX,. - ’ ' E
. ' : N 8

" Ihe data presented in Table 6,'pbgc 39, revealed Ehat‘there were

: . L
no significant relationships between the groups, based on data related to
) . - . o, .

teaéhing experience. Ilowever a {further study of the data presented in the

. . [ w
table revealed that the X, group (PAC. teachérs) had more teachers (44%Z) of

1
49 " .



)

between cleven und;Liftgcn years experience: T

the more than ten year category, than any of the control groups. The

"majority-of teachers in.all gtoups were clustered at the three to ten yedr

category. MLl]cr (1972) found that Lhe mnjorLLy ol Prujcct Ldnadd Wesgt
¢ .
tOdCerH (35.6%) hﬂd buLwcen six dnd ten years cxpcrlcncc, while 20. 3% had‘

L. -

. ~

e, -

L f L L
. M § ~

.

1 the analysis of data rcldtud'to ténchihg certification the Chi-.

-
e * .

Square analysis involv;d a a[gnifxcunt relntionship at " the .05 level. The
data presented in :ﬂhlL 7, page 40 shnwod that the majotity of thc Xl

group (PAC teachers) had more unfvursity cducation than teachers in any of

~

) . - ) . s . ’ &
the control groups. 1L can also be seen from the, table that the ‘teachers

Y

in Lhe'X7 grouﬁg(those who vdluqtucred)'hnd more unfversity education than

teaclicrs.in the X, group (those who refused to become Involved) and teachers

3 B d
T

in the XA group (no program group). This appeared to Indicate that Ecaghers
wha hrave been involved and those who have VOf;;?ccred to become Iinvolved

had more university education than teachers who refused to become involved,

- %

) - i ,
cMiller (1972) found that 647 of all Project Canada West’ teachers had”

- baccalkaurcate wgrees and mbre than 20% had post graduate degrees,

An analysis of (the data in Table 8, page 41, revealed fio significant

rclulfbnship between the groups based on data related to the age of respon-

dents. A further study of the data in the table revealed that a majority

- »

of the Xl gnnﬁ\ (PAC teachers) were older ﬂxdp teachers in the control

groups. This finding is also supported by Miller. He found that 33.9% of

.

the Project Canada West teachers)were in.the thirty to thirty-nine group

.

_category and 25.47% were in the forty to forty-nine ape category. . (:,

The analysis of data in Table 9, puge'AZ; revealed significant

relationships between the groups, based on data related to grade taught. -
. : e

~The data in the tgble revealed that the majority of the teachers in:thé X1
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~

group (PAC teachers) wctc clﬁstercd at the high school level, The teachers
" in the“X2 group (tﬁose who éoluntecrcd) wefe almost evenly divided betwe;n
thc'high school and clementary lévels, “Wwhile the majority of tcachers in

the x3 group (those who refused to become involved) were at elémentary

level. Teachers in the X4 group were almost evenly divided between the

» . .
high séhopl fevel .and the elementary-level. This indicates that teachers

« who have been involved, -and those who volunteereqﬁto become involved, are

+

for the most. part teaching at the high school level. Miller foung that

64.4% of all Project Canada West teachers were located at the high scheol

'
o

level., . - ' T

‘table 10, page 43, presented a distribdtion of respondents by sex.

,'The‘Chi—Squure anal&sis of that data revealed no significént difference

" between the groups. 1t can be scen from the table that the majority of
respondents'for all groups were male. - e ‘,

The analysis of data related to the personal and professional
~ 4 -
characteristies, did not reveal significant relationships between the
N
groups on all the characteristics, However a study of the data appears to

suggest that the teéchers who werc most likely to voluntecr and become

v r

-

invblved in curriculum development projects were male between the ages of
thirty and thirty-nine and working at the high school level. These teachers

also appear to have more tcaching experience than teachetrs who refuse to

- -

" become involved., Teachers who appeared most likely to refusce invglvement
4 N .

in curriculum development projects were also male between the ages of

twenty and twenty-nine with less than ten years experience and working at

(4

the certificate five level or below. These teachers in most cases; were

teaching at the elementary level.

ot n.‘-i
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* Dogmatism Scale, Form E.

+

positive changes occurred in their attitudes toward curriculum use and

Lo ~r . 52
-.,»-":-

4 | " ;

Findings related to the Rokeach Dopgmatism Scale. The analysis

of variance (ANOVA) was.used to analyze the data related to the Rokeach -

4

The analysis of variance presented in lhble'IZ, page 45, revealed

. ] - [3 Al 3 A
a non-significant "I ratio at the .05 level. As a result, there was

no nced to explore the Newman-Keuls procedure for multiple comparison
2 ' ’ \ ‘

3

mecans. -

N .

f

Findings-rcluted to the Curriculum Attitude Inventory. The

ﬂnalysis'ofvvurlance (ANOVA) was® also used to analyze the data related
to the Curriculum Attitude Inventory. A study of Table 13, page 46,

revealed that the teachers in the X, group (PAC teachers) and the
' - -~ : .
teachers in the Xz group (tTrose who volunteered) had higher mean scores

than teachers in the X, group (those who refused to become involved).

3

This indicated a more positive attitude toward curriculum.use and

planning o% the part of teachers who were involved in curriculum

development and those who wished to become involved, compared to

tecachers who refused involvemong. -
. \ ® - N . I

’

The Newman-Keuls procedure (Table 15, page 48) supported the

? ©
above findings. That procedure revealed significant differences

between the legrqnp (PAC. teachers) and teachers jn both the X2 wroup

(tliose who volﬁpteurcd) un%athe X3'gpnup (those who refusLd).
‘The significant differences between the Xl\group'tPAC teachers)

o N : ‘e 3 N (3
and the x2 group (teachers who volunteered.) indicated a change in

. attitudes toward curriculum use and planning., This implied that once .

“teachers have been involved in curriculum development- projects, °

Iy

1
1l - PSR
' .

<



planning. - ) kT : B \ ‘ . ‘

The attitudinal change mentioned above was revealed when the

.
.

investigator compared the Xl group and the x2 group. In Tﬁble 4, page
35& the design~f the study showed that the xé grouﬁ represented the

PAC teachers at the X; positioda. That was prior to involvement in
B - . . o -
PAC. Consequently, any differences betwu"%n the Xl group (PAC teachers

after involvement) and the Xz group (teachers who volunteered)

* -

. indicated a‘chnngc in nttitudps-towurd curriculum use and planning.
1n this case, the changes _wore“p'osit:ive. IL :1bp0;1rcd ‘that these changes
6pcurred bec™ige of involvement in PAC. i '
‘The signi.ficant.dif[orence between the XZ group and the X

3

. group indicated that teachers who voluntecred for curriculum development

N ’

“  projects _had more positive attitudes toward curriculum use and planning

than teachers who refused to become involved. This implied that
curriculum specialists should ask for volunteers from their teaching
staffs, rather than try to involve all teachers in curriculum development

projects. Taba's. (1962) commonts- on this point are thought provoking.

1 .

She pointed -out the following: . v

A 3

Tnsisting on a 100% participatioff from the start is a
strategical error which creates many problems. One of these
is the inclusion of many "reluctaut dragons,' who by their
resistance dampen the' atmosphere and impede progress at a
time when the participants are the best source and when

resistince and doubt, therefore, have the greatest impact
(p. 469).

These comments concur with the ideas of the present writer.

. Although it was not .Tl‘ypothesi'zed, significant differences were

revealed (Table 15, page 48) between teachers in the X3 group (those

" who refused) and teachers in .the Xl‘ group (no program). This ‘implicd
. , - /

/

- ] R ’ ,
- _ o/
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that a randomly. selected group of teachers are more positive in their

ttitudes toward curriculum use and blanging than a group of. teachers

¢

N

who refuscﬁto become involved in curriculum development projects.

. *
Conclusions . . - -

o

L

-

The analysis of data related to the personal and p'rofcssiona‘l

characteristics provided the invesfigator with the fol imﬁving

L
.

conc lusions: - . ’

\

1.

teachers from the beginning. -

e | ' .
The fact that some teachers have more open belief-disbélief

"systems than others has little or no bearing on the decision

-
w ]

to bccomc. involved in'curriculum-development projects. There
‘an‘:, many fﬂctprs which_ may influence the teachers with a
closed system to become involved, whlile a different set of
factors m.:_ly influence. the teacher with an 'opc;n system to

refuso involvement. The [adtors, other than belief-digbelicf

systems, which might iafluence a teacher's decision to become
involved in curriculum development projects were beyond the

scope of this study.

)

Teachers who -are involved in curriculum development projects

and thosé who have not been involved, But would like to

- Lo~

become invd;‘L‘_\Le'(_l, display more positive attitudes toward ' }

o«

. . 1
curriculum use and. planning than teachers who refuse

involvement. ' The administrator or ‘curriculum specialists

who would like to involve teachers for the first time in a

curriculum development pr—oject, should ask for voluntecrs.

. . 42 . . g
This may insure successimore so than trying to involve all
. ‘1 . ”

(& e U
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t4

‘ lp_lanning as measured by the Curriculum Attitude Inventory. . S

Summary - . . S ' .
¥

The preceding chapter has presented an interpretation of the

o~ o

findings related to these areas: (1) personal and professional

characteristics; (2) data reldted to the Rokca“ch Dogmatism Scale,

Form E; and (3) 'cla;}a related to the Currictlum Attitude Inventory.

.

The chapter revealed no significant-differences between the groups
on be Rokeach Dogmatism Scale, Form E, while there were significant

»

differences on the Curkiculum Attitude Inventory. [t appearéd to

the writer that this.difference may be related to the fact that

teachers who have been inyolved ‘with PAC and wish to become

i

involved are positively motivated toward changing one agspect of °?
. , _

education, the curriculum.  This does not mean that they have to

revceal complete open-mindedness on the Rokeach Dogmatism Scale,

S
- ' >

Form E.

It further appeardd in this-case, that teachers who had

~
_negative attitudes/toward curriculum use and planning were open-

S

minded 6ccording to the Rokeach Dogmatism Scale. Those teachers

were not motivated toward curriculum davelopment. On the other

LY

hand-there is no reason why that should influence their open -

belief-disbelief systoms as measurdd by the Rokeach Dogmatism,

Scale, Form E. ’ ) ‘L
M 4

- These finding's indicated to the wri‘tc_r that in this Stl:!dy

there was little or no positive relationship between open and .
closed belief-disbelicl systems as measured By the Rokeach ™
(Y e . . 2

Dogmatism Scale, Form E and attitudes towards curriculum use and ~ e
. : ©t N - -

- LY

-
-

ey
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. Summary, Implications and Recommendatlions ) e. T,
- for. Further Study - .

T t : N
. - K

\";..—L

The purpose of this chapter is to present a summary of the problem -
A T, L . N . .

g

{nvestigated, the methodology, instrumentation and the methods of data

. .

analysis. The findings revealed by an Kmalysi_s of the data are also

prcscntcd.y Finally, implications of the study are presented, and recommen-

B L ~ V 0 b k] s
dations for further study are discussed..
¢ . . “ K] -
Summ v
[unmary , "
. ool

The problem. The major purpose of this study ‘was to compare
Newfoundland teachers who have been involved: in curriculdm'devc]opment

[}

p‘ro_jec‘ts sponsored by PAC, with other Newfourdland teachers®ho have not

been involved in PAC projects. The ‘problcm- was gulded by the following

ques tions: ) - -
. v “ N
1. (a) Do teachers who 11av'e been involved with PAC_have more open

s & .

3

; belief-disbelief systems than those who have not become’ ~TN

o

involved? : - ' -

-

-

- (b), Do PAC teachers have more ébsitive attitudes :toward curriculum’

. use and plann@ than ‘non—P.AC teachers?

2. Do PAC teachers display charges in attitudes toward curriculum use

and planning as a result of involvement in ~PA%? .

-

1

-

Instrumentation. The major data gathering instrument of this s;:ucly

was a questionnaire. The @uestionnaire had three major sections. Section

'

57 T ' o
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A asked questlohsr'relatcd to personal and professional characteristies,
Section Bat’:on.tained the Rok‘cach'Dogmatism Scdle, Form E. This section wds

- AT -

: L -) -~
¥ntended to measure the belief-disbelief systems -of all® respondents,

ot

\

measpred the attliudes of respondents toward curriculym use and planning.
. . . . ~

.

.- - . .

Sectlon ¢ was made up of the Curriculum Attitude lnventory. That instrument

+ Methodology. The PAC participants conslsted of twenty-five. teachers

who have l)ecxi.’»iorl(il1g on PAC. projects since September, 1972, and were still

[ - -

actively involved ln:*January, 1974,  The control group, the non-PAC teachers

who were rapdomly selected from specific school districts wére matched on

- .
»° «

general social and economic conditions, withe the districts in which PAC

¢

. .-
teacliers have been working.

, r ' s ..

- o

' . ANl 'I:AC teachers, the XI group, received tlre‘quest'ionnaire in its
entirety. The non-PAC teachers received the questionnaire with a letter

»~ . .

. c:g_plainin;_;ll'AC uctljy,u;ies in Newfoundland,-alang with plans for th‘e future,

A 4 ) . | ’ ‘
These teachers wure}‘.‘askcd 1f. they-would like to becomejiinvolved with PAC
\ -v;\‘ ) o ‘ ’

+  projects at some futurd date. Some/qf those respondents (26%) replied =

- .

:positive]y and became the X, group (those-wl{b vo‘hmte.ere-d). Others <

. [y

2
'res‘pun;decdi, negpt.iv‘el.y (42%) and became the X

4 group (téachzs who refused

. involvement). s The remaining teachers who ‘received questionnafres (32%)

' failed 18 respond. The X4 group (no program group) "recelved no information

3 ' .
.gbout PAC. They were not asked to make a decision concerning involvement
f N . A} ' ‘

°

in future .curriculum deve,lqpment' projects.

-1 *

. a

Q'Ge,scionnaires were mailed in early.March, 1974, A étampefd self-

addressed envelope was enclosed so that the 'completeq{\ questionnaires could

o
» ) Al

bé forwarded directly to the investigator., All prgspective‘fespondents.:

1 -

2 .
s A}

»

0

received two follow-up le tters (Appendix A) .. This efforf resulted in a. *.:
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Nethads of data m alys @, ThoChi=Square test of Jdadopiondence wis

usedl Lo séteming whetler ur‘ lm't: thére were u('y,n'(l'l cant’ retat fonshiips

lwtwu'n “the proupa Jn.tvxm- of thelr responses ln'l‘m( B 1 he question-
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walro, A one way |Jy--£; nl_ varfance was tis W Lo test Lhe nall hypotheses
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related to llw Rnlw'nch L)c;)'!!LL( sm S\".rl‘u' " Form B .'md lh:' (:lll‘l’il‘\'lltsllll ALL'I Ludc
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ol the q(u':al'h_u\uh\i res Thwese ru:mnu:w:; hl(“l('.ll(‘d that male hiph weliood
. " . ' . . . -

’

Ueachors wilh Ky ;;rm]v siX teaching cervtifleate and bhetween the apes of

03 » - .

lhh ly aid thir tv—nim- are the people most 1 llu'lv to become involved-in
‘ ‘ - ° ) : " : LY
. N -
'unrhulnm du\'vlnpmvnt projects. However l‘l“..‘lhiu dappeared that male

. .

. " . . . o ' L . , . .
clementavy teachers. lw(,wu_c:n the apes ,‘ul Lwenty amld l‘wvnl.\"—uiuv with' Touy
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than ten vears experience and Lc w him‘wilh RIS ulv va Les aclitny, certiticate
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or helow are, the people wmos Hkuly Lo rvl use i.nvnl\.'mm'ut {n curriculum
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dv"\vlnpuwm‘, nl"([v\_luuts. R . ‘ S s .
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A ¢ - - Lo e AR . '
L d . .

‘nppv;l'l'cd tg indicate that Leache
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» writer that the 'Curriculum ‘Attitude Inventory is a reliable instrument -

’

&= e - o ) -
b . . ‘ o - I
a ) ’

- refuséd to become -involved. 1t'was further indicatied th&; if. teachers

v -
D

. become involved in curriculum development projects'it is possible to - o

-bring about a 'positive change in:théir attitudes toward qurficulum'use
.- : ’ RR . ST e ! S
and planning. - : T S - ' :

s

Thgsfiﬁ&ingSgofjthis:study'fhrther suggested to the. .present’

1. -
v

U for- the classification of ‘teachers .according to their attitudes toward

\ ¢

curricylum-use and’ planning.’ : Lo SN
oL ' I .
.* .

. : o\ .
S . Findings from this study suggested ‘implications for educators

14

3 S ¢ .
interested in having teachers initiate changed in the curriculum. <
et . W N . T

‘ Jlmplications

3

-
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It appeared to thwwtiﬁérmthatﬁthere*ngc“tUntﬁifﬁ“i““iIlagl
e e T e e T , . ' s

involved in curriculum

levels. of educdtion who were willing to become -

'highﬂschool'Levei

-

development projects. However' teachers at thef

appedared to volunteer more often than teacl

‘
'

JZ primary levels (Table 9, page 42).. THesegyteachers should be
~ . ® -

I8 . - .' N a -
. identified ‘and encouraged td set up curriculum development projects to

' T : PO ' .
include teachers, from all levelé.‘ . B

. B N 1, . ) ) P
“The teachers who successfully-initiate curriculum development

' e i »

projects could be.used as examples for feachers-who are reluctant to
"become involved. The findings implied that the reluqtaqg'tcnchers:h@]l
: ? . ] .

experlence positive changes in}thei% attitudes

r R ¢
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. ' . . . - . - .
Recommendations. for Further Study. o L .
. . < ‘ . ‘
I~ In order to,confirm or deny the findings of the. present study, i
. , . : 4 L
- b * . i ‘ ‘ ! . . A.' ‘. y J \ N
' is suggested_tQ@E}the study be replicated in the othér Atlantic
; =:  Provinces wyefe PAC has been _jin operation.» ~
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rs at edither the, elementary .
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as a result of invelvement. .
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2, 1A furtﬁer study should be'carfigd out to determiné the factors that

influence teacher decisions to become involved in curriculum

develppmént projects. These factors then should be. comparéd to

the factors that influence teachers not to become involved.

3. An uttdmpé‘should be made to.identify the processes finvolved in -

the growth and degelopment of one PAC team.\_These processes.shbpld
- . . " . . .\ ) . . . ‘
. then be a point for the comparidon of all PAC teams. This could

become the basis for tﬁg cstablishment of [urther cunf{;ulum

Y
. ~— -

dévelopment projects. . o

¢

4. An Qttcmpt should be made to identify simllaritlps and differences .

between PAC teachers in Newfoundland and PAC teachers in the other

‘ parts of Canada. - - . o ) .

7

teachers and,dgndPAC teachers. It is suggested that a further

. oe -

study be undertaken to determine whather or not PAC teachers s

percelve thelr teaching role as being di[fcreht_from_;hat of non-

L Y r . L]

IPAC teachers.. ' . .

. . ' .
6. It is suggested that a study be undertaken to,detcrmigc if there

: . - - :
- is a relationship between the attitudes toward charige expressed by

: © ) _
superintendents, supervisors and principals in PAC districts and |

’the attitudes toward change of PAC teachers in these districts,

td o

7. ‘A further study should be undertaken in order to determine the

.~ influence of PAC involvement on the classroom duties and profes—

I3
¢

sional growth of tecachers.:. B Y -

¢ -

’

"8. - In-a short time many of the PAC teams will have plloted their

. -
units..- A study should be undertaken to .compare student attitudes

toward PAC materials with their attitudes toward the regular s
14 : . : .

~

5+ This—study-wagsessentfally-a'comparigon ol @ttitudes between PAC .
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‘ COPY OF ORIGINAL LETTER I
. ) . - 5 : » R
: -‘" '- ‘ * ’ /‘ »
- ' ! ﬂ‘ ’
. ' e © 4 Yeymouth Street,
- s : —_— std Joln's ,
) . .Newfoundland,
° v IS . : ) . January 15}y1§74
. ‘Dear ﬁrincipal: ) IR ' e
e ) " As part of LhL requireanLb (or the M.Ed.” programme in-

. Curriculum and lustruction, 1 am conducting a ‘study of tecacher
attitudcs towards currlcu]um use and plannxn&. In this Yespect
I would like 'to sollcit 9our hclp , ' '

WOuld -you plLﬂbL take a fLw minutes from your busy
R schedule® to dibtrxbuc the enclosed questionnatrds to any full
time subject teachers on your staff. 1 further requgst you to-
collect, the questionnaires wlen they‘have been completed and

'Eﬁb rcLurn,Lhcm in the self-adﬁressed envelopes.
e . .
24474, > . 4 T
You mdy wonder how you were sclected for participation ’
- ',/’. in-this . s tudy. Your schopol was se lected at random from alI"schools
o in. Nwaoundlapd , : o - ot
. ) ' . ’ PN
. o . .
No individual name or names of schools are required. JThe
e flndlngs will be published in summary form so chat no one school or
erson can be 1dent1flcd : - .
This sludyJis bcing conductLd'wLEh the ggeroval of the
Department of Curriculum and Instructlon, I’acult_’o[ Education at
. Memorial University. - : o o
, "Your prompt reply Is egsential to this study..
b o 1 thank you in antLCLpatlon of your. coopcratlon. “.Without
it this study.will not be p0551ble. - . . . ' N
* ~
e . . e, : .
\ . . . Yours truly, -+ 2~ o |
N " 4
v : iy o . .
e e e i Melvin i, Crandy \\' v
. . . - . 4
. Y .
< ~ ~. )
> . . Y ' <
s - "‘{ '
’ « .. .(.'- * ' {_ 5 -
) 4 - - s . ¢ .
] H s L4 . -
1

P—



L .. Jcopy oF ORNGINAL LETTER - - - o

. . \
»

. c . . B
* Dear Teacher: _ ) .
L »

1 would like to’ take ‘this oppurtunlty to tell you about Project

Y

Atlantic Canada’ (PAC) and 1its function in Newfoundland. Project Atlantic

Canada is sponsored by the Canada Studies Foundation, a privately spon-

soted, non-profit organization. One of the aims of the Foundation, which

has been achicved by PAC in Newfoundlind is to involve Newfoundland
teachers, students and interested cltizens in ecwrriculum development

projects. -These projects havé‘bgtn successful and are almost completed.-

’
-

¥ ‘ . -
In the Burin-Marystown arca teachers and students with the help

of local people have developed a multi-media curriculdm unit dealing with

the resettlement of people from Port Elizabeth: to the Burin Peninsula.-
Similar pIOjLCtb are' under way ln other parts of the province. Teachers
in the Grand Falls arca are dLvelopinL a project about the Beothucks; in
the Bay St. George arca the project is-centered on ‘certain social and

economic aspects of resettlement; in Labriddor the topic is thb.North and

Its People; in St. John's thc.project title 1s St. John's - A Port City.

] * (

L each _project the 1CddLthlp has been prov1dud by classroom
teachers. These teachers have willinglv glven up nights and week-ends

..to develop curriculum materials that robult In HULtdblC teaching Unltb.
All concerned believe Lhe experlence to thO been a erardLnb one.

- .
-

R LunTﬁdLrinb the above informatlow, would you be inLcrcsted in »
tdklng part in a similar LurrLculum project at some. future datu Pléase
ihdicate wyour decision by chccking one of the ‘boxes below. We expect
that quitL soon’we will®e able to initiatp new projects. Unfortunately
ooagain we will not bL able’ to reinmburse -you, nor wilI you. bo givcn time
off from your prLsLnL school duties, ~0 - ) ‘

<,
e

YES__ ~ NO

.

v
Iad

. . ' -4 ' :
Please return (hid letter with your completed questionnaire.

e C » Yours truly,
o ,‘ R . i u,( ’ ' . -?3;\ Ll
' : . . : SR O ’ Tt
S o o a R M Anderson, PhD. ‘
’ A ? ‘i . D ! Auslatant Profedsor N '
- "o St . ' ] 4 Noew Cound !t and Lu-ordlnator,,‘
: . T, : . Lroject Atluantic Canada e
& ' . ‘
c. £ <
’ s [ o M
“
¢ . e .
& - . - e
. . i ) ' " .’ - -
- a 4

.

&

X}
-4
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_Dear- Principal:
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» COPY OF ORIGINAL LETTER
n f ' ?"_ |
S R 1§ox18,
N R S : . - " Education Bldg.‘;
: o : . ‘ . March .11, 1974,

. A ._."
- Thrce weeks  ago 1 forwarded to you a number of questlonnalrES
from which I hope to,  gather information for my study of tdacher

" attitudes toward cufriculum use and planning.
. . .

. + I°am happy to say that durinb the past .three weeks many
grlnc1pals have returned completed questionnaires. This is very
encouraging, for as you Hnow, the majority of questionnaires must
be completed in order to continue the study. ‘However, there are a
number of principals and teachers who. have not yet responded. In
the event that you have not, would you please t&*e a few minutes

‘from your busy schedule.to have the questionpaires completed, and
‘‘return-them to me as soon as you can? I need your support and

cooperatlon in this study. [If you have already taken care of this
matter please accept my sincere thanks.

- W L.
[l

If you have not receiVLK the questionnaires; or it they .
have been misplaced, ,will you kindly ‘advise me so that I can forward
extra copies.- ) v )
. Yours truly,

'] ‘._ - L] ‘- - b4

AN -
- v

3

e . ' ST Melvin H. Grandy

. Al [ '~" ' . .a » o
. .
- ’ . - 0

- .2

. e [ .
IS . ‘ ° » N
{ ‘ A
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Dear Principal:

Fel
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v

Box 18, _ :
Educdtion-Bldg., = -,
March 25, 1974 .

Two <weeks ago 1 contacted you concerning my questionnaire

-survey into teacher attitudes toward curriculum use and planning.

o . R
* 1 am pleased to say that during that period many teachers R
fhave returned these ‘questionnaires completed in detail. S

4

, 1 am happy togfshy that during the past three wecks maqy.
principals have returned-completed questionnaires.

encouraging, for as you know, the majority of questlonnalrLs myst
be complcted in order to continuc the study.
number-of prinflipals and teachers who have not yet responded.
ou have not, would you please take a few minutes

the event that

from your busy schedule to have the questionnaires eompleted,

return them to me as soon as you can?

coaperation-in.this study. -
‘matter please accept my sincere thanks.

o

1f you have already taken care. of this

HOWLver,

This -is .v4ry Lo

there, are a
In:

and

1 need your support and

- a9
‘

Lf you have not recclvud the qUthlonnalres, or if they

have been misplaced, will you klndly adv;se me SO thar I cammforward

extra copies.,

e
L
| A -
: ’ e
YN .
’ A
. A
-~ .
!
B ; .
S S
2 - fe cot ,J//
. i o
v
. .

H

.
.

!

a

5

Yours truiy,

a

B
..

Melvin I,

.Grandy
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.. To the rcspomlcnt: . . . K .

a -

Thank you for taking time from your blmy xchcdul

to complete this questtonnaive. The },cnur"\T purpose.of this

©dnstrument is o provide data ‘llmut teacher participation in
-eurricu l un development,

'

] Lot l‘.\rt A of Lhc questlomnatge will provide hackground
R information abbut, t.c«.lclwr p.\rt.u*alin,, in the study. Part
B is designed to provide information 41)0\11 lmpO!‘Ld\‘ll social

[’ questions, "Part ¢ is intended to gather ‘information about -
mattewss relating to curriculum and curriculym (lLVL}OmeI\t..

. - . - N . - f Y

- ' oo Theve is nd need to sign any part’of this question-
' naire. Please réspond to eZery ftem.  There'are no time

“Tae

limi €, but do nol spend ‘o lot of time on’ any one %tcm.: Your
o first’ or lmmediate peacsjon is wlmt. is desived. A prompt-
v e reply is es hL‘lllldl w:thout At this® study will not bu p()bﬁlblc.
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> : .
. 1PART A )
i v, ¢ ‘ B - . .- T e e © .
" BACKGROUND DATA o A
P ..- _‘ . ‘. ,

Please check the appropriate spaces as. they zip'ply to you.

e
L}

1. Sex: - oL "+ 4., Years teaching experience:
e _— . o ;

Male - " - less than 3 years-

Female : . 4 3+10 ‘yéars .

méore than-10 years - -
- mew Ty

2

+2. ‘Age at last birthday:™ o

. under 20~ . 5, Teaching: certif{icate™

20-29, - o B 3
' : . " ] , - . L ‘ L
30—39.- " X o ‘ 2 ’ -..’ . L

40-49 A

v . . — P

L~

- . 50-5%9 . o

60 or older - o ‘ - 9 '

- ' . . o 6 ’ \ .
3. Grade lewvel taught: - - . - 4 A .
. - . " 7. " "
N ' . o . B N —_— R
. K-3 ) . P v .

ourses have

4-8 " N - 6. How many university
) ‘two years? -
S YE

L _— ) you taken in the.las
. 9-11 o . T
COEL o © 0 ;= 4 Undergraduate .\

Graduate

B
- l.‘.
L v N \‘Q
. no - . N ’q
~ ' A ’ 3 :
- 3 . * -
, & ¥ .o
. B . H]
P (] (__ .] . i
o, , . & .o \
. e . !
. €., i
i k] . 3
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. . .
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R PART B o

-

‘Mark each statement in the left margln according to how much you
) agree or disagree- with “it. Plcase mark every one. <

RS

o . -
- )2 Write +1, +2, 33, OR —1, -2, =3,ydepending on how you feel in
". each ‘ '

se. . . :
, . ‘. N a W - -
t ) . . 1
+1:- I ACREE A LITTLE ~1: I DISAGREE A LITILE ' '
. - : ) S , N )
+2:. "1 AGREE ON THE WHOLE -7 T DISAGREE ON_ THE WHOLE,
+3: 1 AGREE VERY MUCH . /)‘:} 1 DISAGREE VERY MucH
- ;" * : ’ .
N ',-.‘D"" »
(1) The United Statd® and Ru§sia have just abdut npthing 1n
common, - K . .

, . -+ (2) The highest form of government is a democgacy and the highest -
" form of democracy is a government run by those who are most
Lo . ,,mt.t_lllgent,. . - . . . S
B n 4

-

(3) Even thoug,h freedom of speech for all groups id a worthwhile
' goal , it is unfortunately necessary to restrict the freedom
of certain political groups. : e

]
\

(4) It is~only natural that a-person would have a much better
acquaintance with ideas he belicves in thuan with ideas he
opposes. : .

(%) Man "on his own is a helpless and miserablq‘crea‘ture.
(6) Fundamentally, the world we live in is a pretty lonesome’
: place.’ ’ :

! 7 (7) Most. people just"don't give a "damn" for others.

w):' .- (8)y 1'd lifce it if 1 could find somcone who would tcll me how to
_ . solve my personal problems. . .

' / -

i Ca (9) 1t is only natural for a-person to be rather fearful of the
cet -future. ’ o

1 M . =~ " » A -
(-10). There is so much to be dpne and so lit'tle.time to do it in.

1) Once. L get wound up in a heated discussion I just can't stop.

@

de



+1

+3

+2:

-
F4
.
.

I AGREE'ON' THE WliOLE - ~2: 1 DISAGREE ON THE 'WHOLE

w PART B . . S .

.
t . ! a

" 1 AGREE A LITTLE -~ =1l: I DISAGREE A LITTLE ’

. - - . : (

1 AGREE VERY MUCH ~ =3: I DISAGREE VERY MUCH

' (12)
(13) In a heated dlscussion I generally become so absérbed in A

' what I am going to say that I forget to listen to what~”
(14)
(15)-
(16)
U

(18)

(19)

(20)

(21)

(22)
(23_)

(24)

- Beethoven, or Shakespearé.

"handful of really great thinkers,

A person who gets enthusiastlc about too many causes is

In a discussion I often find it necessary to repeat myself -
several timgs to make sure I am being understood. ‘

othe rs are saying .

It'is better to be a dead hero than to be a live coward.
While I don't like to admit this even to myself, m;r secret

ambition is to become a great man, like Einstein, or ¢
- "

y
The main thm3 in life 1s for a person. to want -to do some— )
thing lmportdnt. ~ L . . b ( ‘
1f given the chance 1 would do someth;mg of grcat benefl_t
to the world.

In thc history of mankind there have probably been just a

There are a number of people I have come to hate. because of
the thln;,s they stand fc"r. : . . "
A man whe does not believe in some great cause has not really
liVGd.. ) b
It is only when a person. devotes hlmself to an ideal or N
cause that life becomes meaningful. o . .

0f all the di fferent philpgsophies which éxist in this world

there is probably only one which is co"?rect
\

likely to be pretty WLShy-washy sort of person. .

e S
To compromise with ‘our polltical opponents is dangerous

because it usually leads to the betrayal of our own side,,

When it comes to diftcvrences of opinion"in religion we must
be_ careful .not to compromise ‘with those who believe differ—
ently from the way we do: . LN

‘_ J‘ S e
£ L .
Al o

»

e
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T 42:

"p . . o
"‘b\:'r’_: ' Q pS X -
N . . :
o 3 // - .o ‘. B ¢
. T . PART B S e,
) H ¢ . . 70 . [N ¥
1 AGREE A LITTLE R PISAGREE A LITTLE .
A ' ‘ . ) ’ ~— .’
1 AGEL ON THE WHOLE ) -2: 1 DISACRLL ON THE WHOLL
N \ .
I AGREE VERY MucH - | ' ~3: 1 DISAGREE VERY-MUCH" -

(26) In times, like these, a person must be prc,;gy' selfish if he.
_.considers primarily his own happlneqs. ' . .

E f .
‘ °

(27) Ihe worSL crime a person cou"]d commit 15 to attack. publlcly

’ 'C . Ll’xe pc..uplu who beliLve In the same thing he doc_s. , -
, (’8) In times 11k£, tll(_sc, it ls ofLLn necessary to be more on
“puard against id(_as put out by people ‘ot groups in ome's
own camp.than by those in the opposing (.amp. . R - T
(29 A ‘L;m'up which ‘tolerates 'too lPUCh differences of opinion
among its own members canriot exist for long.
. < (30) .';”I(.'IC are two kinds of peo'plc in this world:’ th(‘ige who are
: f.or the truth and those who are ';gainsL the truth. R
- @ . . B 4
(31) My ‘blood bolls wh(_neve_r a person stubbornly’ r(_fusc,s to admit
-l(e_ $ wrong. ' w \\- °
i . P~ a 2
2 .
(32) A pprewg who thinks primarlly o’f“'lus own ha .
bencath, O tempt, ‘ . L °
‘33) Most’ 01 the 1ddgs wluch pet printed nowadayq «.lan t woth . v
- the pder they Are printed-on.
: . A
’(310) In this ePuplicated world of ours Llw‘pply way wir can know g ;
. what's golng en is to rely on leaders or (_'Xp(.rLb who can be - -
trusted., \ e . : o
'(35.) Lt ds often deslrable to reserve' judgment  about” what' z,‘;,bu'\g, . '
on until one has had *a lenu_ to hear Llu_- opiniona of those
one :ubpc,ptb. . S

r .P

- - - . ,

(36)‘3111 Llw lum, run the best wtly‘to 1ive is to pick frlcnds ¢nd p
associates whose Lastes and bcllu‘s are the same as once's own,

(37) Hi(_ present ls all too olLulQu_l.l of unhapplness. [t Is the
future that (.uunt:s.- : o '

’(o.
. .

(38) ll a man I8 to accomplish llih misslon n l1ife it I;a some= -
Limes necessary Lo gaiible "all or nothlm, at all,'"- - T

]

~
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- BART B o
I I ) . R . '.l‘)_
_tl: L. AGREE A LITTLE - ; ' ) ,’-1: "I DISAGREE A LITTLE
T N R * /
+2: I AGREE ON THE WHOLE ' T=200 1 DISACRhL ON THE. lJllOLE
. . ' »
+3: L AGREE VERY MUCH, v -3: I DlSAGREE VLRY l."fUCll
(39) Unfortunately, a pood many pL‘OL)lL with whom I'have discusked
' meortant social and moral problc.ms don'™t really uncferstand
what s going on, T . o
(40) Most’ pcople_ j_ust don't know what's good for them. *
- NN . . -, .,
' -» A
’ "P‘
o - PART C- L
Below and on the following pa},e&." are statemehts concerning'
¢urriculum mafters. Mark each sgatement in the left hand margln , )
accordln;, to Lhc follbwmg, scale: .- p
- e . hd . a
P I ¢ AG_RI'%E A ‘LITTLE : . =1 1 lleAGl{EE A LlTTLE
+2’: - 1.AGREE ON THE WHOLE - ’ -2: I DlSAGRl‘L ON. THL WHOLL
+3: T AGREE VERY MUCH .. : 1 v =3: I D[SACREE VERY MUCH .
. > AN ¢ N ‘ - -
(1) A currlt_ulum should be°a bOUI‘CL of ideas for bUleLng ‘units .
of work.> ! . ""‘"_‘
(‘2). Mos't e€ducation professors don t apprece 1aLe Lhe vulue of
T te -cLbooks Lo u,aclung < ,\\‘, Lot L. . <
et (B l’drcntb of children in sch“ool Imw_ a right té. be 1ncluded J’.n .
Lurrr(_u’lum plamu.ng,.v T N A
y ) . . .
(4) Female tcachérs are morc_ likely to use a’ curriculum t:han male ,
teachers are. ) . (“‘ .
(5) The teacher! s‘cony of a textbook is far &.upcgloz as an aid
) 1n plZMnlng lc_e.sons when cbmpared w1th a Lurrl.culum. .
e - S
- ¥, .
Cb) A curriculum shbuld ln. the prLllClpdl poan of dc.parture. for
l.cadu_r les:,on planping in a schoo]. . ,‘_' - X
“ .-/C“j ek . ./;/:, . < : -
- o ) - Lt . (TN ’ ,
- Q - . l‘ . . ’ -
. ! [ A ' ‘ '
' o PR | .. ) , 8 2
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#: T AGREE A LITTLE ~ - -*- - ° | #1::"I DISAGREE A LITTLE: - .
+2: T AGREE: ON THE WHOLE: 0" -2: 1 DISAGREE ON THE WHOLE .
. +3: I ACREE VERY MUCH- - ° .. -3: I.DISAGREE VERY MUCH ,
. | I o \ . . . L
o 7) If teachers were q@ld twice what they are now, then they °
could.be ggpected Yo partic1pate in curriculum planning."
'.(85 Curriculum dommittee meetings are,a borc.
ﬂ(é) Consu]tantb and other outsxde "hclpers don't un&u;stand‘ ‘
"teachers “real: problems. - Co r e ‘.
_(10) All curriculum change otight to be bascd on experimgntal L ‘
& research £1nding~s. : ¢ . .
(11) Curriculum‘conmittees should be composed of younger teachdrs.
) (12) A stable curriculum is better than 'a thanging one.- .
. (13) The trend seems 'to be more and more curriculum planniqg’by
X * teachers. . .- . . T
T (14) Mdft of the time teachers say one thlnb dnd practlce some
; thlnb dlfferenL. . e
Co (Is) Ecachers will learn more about educatxon when they part1c1pate .
’ © "in curriculum planning. - v . " .
- L] ‘ N -
%) - The lack of a- curriculum in a school 1nd1cates a lack of
' concern in-the-teachers. -
(17)'A11 this concern” -about curriculum will soon pass.
‘? - (18) Teacher creativity is bound to be stlfled if a currlculumfls
. used as a polnt of departure for teachlnq
219) Most curticulum end up hidden in a desk drnwer. o s
(20) It is almost -fantasy to cxpect a group of teachers to agree
: ‘on what a currlculumr;ught to be. . -
(21) Most teachers have more 1mportant thlngs to do “than work on
currlculum commlttees.
(22) Parcnts of children in school ought to have something to say ’

about the currmculum.
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*41: 1 AGREE A LITTLE , - -1: I DISAGREE A LITTLE ,
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42: -1 AGREE ON THE WHOLE . -2: -1 DISAGREE ON THE, WHOLE-
_+3: I AGREE VERY MUCH . '~ =3: I DISAGREE VERY MUCH.

3

'(23) Every child ultlmately ends up with an 1nd1v1duallzed

L currlculum.ﬂ’ o .

(24) It is 1mportant that’all the teachers in a school use a
curriculum

(25) A curriculum. that is good enough for white pedple is good
. enough for black people.

(26) Child psychologlsts ought to parﬂ;gipate with teachers in
curriculum planning. g
v 7 « .
(27) .Elementary teachers need to use a curriculum more than hlgh .
school teachers. - - ‘
¢ ' .
(28) A curriculum canwbe judged good or bad accordlng ‘to the
y - scholarly respectabLllty of its contents.

o ,
(29) It is practlcally:lmp0551ble to get a group of teachers to

agree on some cur ulun matters. '

(30) A good -.teacher is one who is.willing to help in currlculum

planning. .
.~ .(31) Curriculum comﬁi;tees ougﬁL to be formeﬁ.whenewer»the‘_.
*principal of a school deems it necessary. . ’ . .

(32) A curriculum is probably more o[ a help to teachers than the
textbooks the children use. ®
~
(33) Afger a currzculum is planned most teachers lose 1nterest
' l[\w i t. N N

i
' -

5 -
(34) A-Burriculum ought to be referred to at least once a month

for planﬁiigfﬁTasqsoom activities. ) )

(35) I[ a curriculum is good, it will be. indicated by the puplls o
achievement. - c

(36) A school can be judged by its curriculum.

*'*.J”,h_
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(37) A curriculum .and. tcachers edltlons of téxtbooks are about
) equal in value in terms of helplng tedchers plan 1essons.
. < ) . .
(38) Peachers.enjoy worklng-on_gurflculum qommlctees., !
(39) An ipportant aspect ‘of ‘currliculum plannming is thinking of
actfvities that will accomplish the objectives:

(40). lf,Leachcfs do not ald in curricdlum ﬁlannipg, they feel
less compelled to €oliow 1t. 7 :

A ]
-

-(41) Some parts of a curriculum can be wrltten by the children of

a school. 3

(42) Equal educational opportunity is assured when all teachers
use the same curriculum. :

(43) More in-sexvice education is nceded to help teachers learn
to plan curriculums.

L(44) The decxblon to use or igiiore .a plained currLculum should
rest with the classroom teacher. a

» .

-

(45) Currlculum planning is one act1v1ty that cUntrlbutes to
teather: profe351onallsm ) I

(46) A.cuqxicu%;%; is a gteat dLal more helpful to teachers than

tbooks. ' . . (
' - . .

a setyof
(47) Not enough teachers take part in curriculum planning.

(48)/Teachers are.too busy with teachlng problcms to be concerned
thh curriculum problems. !

19) Subgect«mattcr departments within schools ought to have
their own curriculum committees,

N .

/ (50) Lvery teacher on a currlculum commlttee ought to have a.

course in ‘group dynamics.

’.















