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The problems of this study, using secondary teachers 

in selected schools in Region X, Texas, was to determine 

(a) How teachers perceived the climate in their school using 

the Organizational Climate Description Questionnaire (OCDQ); 

(b) how teachers perceived factors of motivation to work 

using the Educational Work Components Study questionnaire 

(EWCS); (c) whether or not teachers who perceived the climate 

similarly had different perceptions concerning factors of 

motivation to work. 

A sample of 600 secondary teachers in Service Center 

Region X, Texas, was selected to participate, of which 422 

completed and returned the two questionnaires (Organizational 

Climate Description Questionnaire and Educational Work 

Components Study). 

Procedures and prototypic climate profiles developed by 

Halpin and Croft were used to determine teachers' perceived 

climate. Each of the six "climate groups" of teachers was 

matched with its EWCS subscale scores. Six one-way analyses 

of variance were utilized to determine whether there were 

significant differences in teachers' perceptions regarding 



factors of work motivation according to how they perceived 

school climate. 

Teachers in the sample perceived school climates as 

follows: Ninety-five perceived open, fifty-seven autonomous, 

eighty-two controlled, forty-two familiar, forty-four 

paternal, and 102 closed. Teachers had highest mean scores 

on Educational Work Components Study factors one and six, 

and lowest scores on factors three and five. Teachers' mean 

scores concerning the Educational Work Components Study work 

motivation factors were not significantly different amont 

teachers classified by their perceptions of school climate. 

Therefore, the hypothesis could not be accepted. Secondary 

teachers motivation to work is not affected by their per-

ceptions of school climate. Therefore, the hypothesis could 

not be accepted. Secondary teachers motivation to work is 

not affected by their perceptions of the organizational 

climate of the schools in which they are employed. 
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CHAPTER I 

INTRODUCTION 

Public concerns regarding teachers' performance will 

likely continue to be a major educational issue in the 

foreseeable future. Many parents, as well as citizens with-

out school age children, seem to be concerned that student 

achievement scores on standardized tests are lower than 

expected. The findings of a 1980 Gallup poll (6) indicated 

that the public perceived teachers' lack of interest and the 

difficulty of getting well-prepared teachers as two major 

problems confronting public education. Questions have been 

raised concerning the effectiveness of both preservice and 

inservice teacher preparation programs. Data from this Gallup 

poll also revealed that the public's general perception was 

that education could be imprpved by better prepared teachers 

and principals who are personally interested in the progress 

of students. 

Miskel noted that " . . . some employees contribute more 

[invest more effort in terms of the quantity, and quality of 

the performance of their work] than others in the public 

schools" (15, p. 42). To what may we attribute the differences 

among teachers in job performance? Vroom and Deci (26) stated 

that the differences in performance among people doing the 

same king of work are reflections of (a) differing abilities 



or skills, and (b) their motivation to utilize their abilities 

or skills in the actual performance of their work (26, p. 10). 

Miskel (16) asserted that the levels of these two variables, 

skill and motivation are crucial to organizational efficiency 

and effectiveness. 

What, then, may account for the differences in motivation 

among public school teachers? One possible area for study 

wherein a partial answer to this question might be found is 

in the organizational climate of the school and its relation-

ship to teachers' motivation to work as teachers. 

Lytle (13) asserted that personnel shifts (transfers) 

and layoffs due to budget cuts in the Philadelphia schools 

furnished data which indicated that teachers preferred to 

work in schools that provided an organizational framework 

which allowed them autonomy and an opportunity to get psychic 

rewards. Lytle also indicated that the success and effective-

ness of the Parkway program in Philadelphia appeared to be 

significantly and directly correlated with the high degree 

of professional autonomy given to faculty members. Teachers 

involved in this public senior high program had responsi-

bility for scheduling, planning and designing courses and 

curricula, student counseling, selecting and ordering 

materials and books, keeping close contact with parents, and 

for infusing community learning opportunities into the 

program's curriculum. However, these responsibilities 

required more effort from teachers in the Parkway program and 



necessitated a longer workday than that which was required 

of teachers in regular schools and programs. 

Major personnel changes and teacher reassignments took 

place in 1979 as a result of an order by the United States 

Office for Civil Rights to racially balance the faculties 

at all Philadelphia Public Schools. In addition, cuts were 

made in the school district's budget; nevertheless, virtually 

all teachers who had taught in the Parkway program and who 

were later reassigned, indicated a strong desire to return 

to the program. This included many veteran teachers who had 

taught for years in other schools in the city. Also, those 

teachers who had been transferred to the Parkway School, 

even those who had been assigned to the program against 

their will, indicated that they wished to remain in the 

program. Lytle concluded that these teachers truly enjoyed 

teaching in this school setting, despite the fact that there 

was more effort and work required of them, as compared with 

conventional school environments. 

In a study concerning teacher burnout, Sweeney (24) 

suggested that 11. . .job satisfaction may be directly related 

to the fulfillment of psychological needs and to the amount of 

discretion accorded teachers in professional matters" (24, 

p. 676). Data in the study suggested that teachers have 

limited opportunities for personal growth and lack feelings of 

self-fulfillment or accomplishment; but he found no significant 

differences between male and female teachers with regard to 



these perceptions. Regarding the amount of discretion that 

teachers are given in professional matters, Sweeney reported 

that teachers . .expressed a desire for more voice in 

curriculum, policy formulation, student discipline, and 

school committees." He, therefore, recommended that 

. .Administrators who desire satisfied faculties would do 

well to move toward granting teachers increased discretionary 

lattitude" (24, p. 676). 

Halpin and Croft stated that as one moves in and out of 

different schools, there are discernible contrasts in the 

"feel" within the building. They observed that "You don't 

have to be in a school very long before you feel the 

atmosphere of a place" (8, p. 1). Each school seems to have 

a "personality" that Halpin and Croft described as the 

"Organizational Climate" of the school. They stated that 

". . .personality is to the individual what Organizational 

Climate is to the organization" (7, p. 131). 

Halpin and Croft, in an effort to clarify their concept 

of organizational climate, outlined and developed guidelines 

for differentiating and defining its dimensions. According 

to Halpin, the mere measurement of morale in a school was not 

an effective method of studying its organizational climate. 

For these reasons, Halpin and Croft sought to uncover and 

examine the various dimensions of a school's organizational 

climate. The results of their investigations was the develop-

ment of the Organizational Climate Description Questionnaire 



(OCDQ) which allowed for the identification and representation 

of a school's organizational climate ranging from "open" to 

"closed." 

Esposito (4) in a study on school climate and its 

possible relation to teacher absenteeism, utilized the 

Organizational Climate Description Questionnaire (OCDQ) and 

found that there were significantly lower absence rates among 

teachers in schools which were perceived as being more open 

than in schools which teachers perceived as being more 

closed. 

A recent poll of building administrators in Georgia's 

public schools by Sweeney (23) , indicated that many teachers 

may work in organizational climates under principals who 

mistrust them and try to limit their freedom. Although 90 

per cent of the respondents stated that group decision-making 

is a desirable practice for school administrators, responses 

to statements regarding confidence and trust in teachers 

revealed that 82 per cent of them perceived teachers as being 

power seekers while 55 per cent perceived them as being more 

concerned with their own welfare than with that of their 

students. He also found that 52 per cent of the principals 

in his survey perceived that schools become more difficult 

to manage if the teachers are given too much freedom. 

Sweeney suggested that this ". . .appears to set the stage 

for some other feelings that may seriously impair working 

relationships" (23, p. 565). These data seem to imply that 



teachers' motivational levels may be related to the organiza-

tional climate of a school or system, and may play a key role 

in determining the sometimes vast variations in performance 

among teachers. There exists an additional body of research 

in the area of work motivation by Miskel and other researchers 

(3, 5, 10, 11, 14, 15, 19, 20, 21, 27, 28), in efforts to 

improve our understanding of the motivation to work of public 

school teachers. 

In a study concerning the work motivation of selected 

public school educators, Miskel (15) emphasized the importance 

of employees' motivational levels to the effectiveness of the 

school organization. He underscored the fact that additional 

research was needed in this area, as he described educator's 

motivation to work as "A vital and relatively unexplored 

area of educational organizations" (15, p. 52). He speci-

fically recommended the need for a study of work motivation 

in relationship with school climate. This research effort 

was designed to meet that need. A better understanding of 

these two variables by school administrators may have 

implications in terms of teacher performance, organizational 

effectiveness, and in the final analysis, the quality of 

education that students receive in our schools. 

Statement of the Problem 

The three-fold problem of this study was to determine 

(1) how secondary school teachers perceived the organizational 

climate of their school using the Organizational Climate 



Description Questionnaire (OCDQ); (2) how secondary school 

teachers perceived the various factors of motivation to work 

using the Educational Work Components Study questionnaire 

(EWCS); and, (3) whether or not the secondary school teachers 

who perceived the organizational climate of their school as 

being open, autonomous, controlled, familiar, paternal, and 

closed had different perceptions concerning the various 

factors of motivation to work. 

Purposes of the Study 

The purposes of this study were to provide information 

to school administrators (1) which may contribute to a 

better understanding of the possible influence that teachers' 

perceptions of their school climate may have upon their work 

motivation; and (2) to design, build and maintain school 

organizational climates which may satisfy teachers' needs and 

thus may result in increased motivation to work. 

Hypothesis 

This study tested the following hypothesis: 

Teachers who are grouped according to the way in which 

they perceived their school's organizational climate, as 

measured by the OCDQ (open through closed), have significantly 

different perceptions concerning six specific factors asso-

ciated with their motivation to work, as measured by the EWCS 

questionnaire: 



1. Potential for personal challenge and development 

2. Competitiveness desirability 

3. Tolerance for work pressure 

4. Conservative security 

5. Willingness to seek reward in spite of uncertainty 

6. Surround concern* 

distrihn^S r \ h a d resulted m an insufficient number of 
(in t e r m s o f samPle size) of teachers (less than 

c 1 tmafioin+-hne T m°re ° f t h e S 1 X s c h° o 1 organizational 
wi S ' ? 8 n purposes of the analysis, the six climates 

o 0 coilapsed (as suggested by Halpin—Theory 
and Research in Administration, pp. 170-174) into either 

A. Three major categories 
1. Composed of the first two (Open and Autonomous), 

relatively Open climates; 
2. Composed of the third and fourth climates 

(Controlled and Familiar), each of which 
stresses only one of the two major organiza-
tional requirements (group maintenance or task 
accomplishments); 

3. Composed of the fifth and sixth climates 
(Paternal and Closed), both of which are Closed; 

OR 

Tw° major categories 
1. Composed of the first three climates (Open, 

Autonomous, and Controlled), which tends toward 
being Open; 

2. Composed of the last three climates (Familiar 
Closed31' a n d C l o s e d)' which tends toward being 



Definition of Terms 

The following definition of terms are given as they 

were used in this study. 

Secondary Schools—These are schools serving students 

in grade seven through grade twelve. 

Motivation to Work—Miskel (16) defined motivation as 

. . .the complex of forces starting and keeping 
a person at work in an organization. These are the 
forces (drives, instincts, tension states, psycholog-
ical mechanisms) inside the person which start and 
maintain his activity toward achieving his personal 
goals (16, p. 5). 

The Educational Work Components Study questionnaire 

(EWCS) is a questionnaire designed by Miskel and Heller (17) 

to measure work motivation factors in educational settings. 

In this study, motivation to work was determined by teachers' 

responses to the EWCS. The instrument contains six factors 

or subscales which are 

(1) Potential for personal challenge and development 
(2) Competitiveness desirability 
(3) Tolerance for work pressure 
(4) Conservative security 
(5) Willingness to seek reward in spite of uncertainty 

(6) Surround concern 

Organizational Climate—Halpin and Croft (8) stated 

that "The Organizational Climate can be construed as the 

organizational 'personality' of a school; figuratively, 

'personality' is to the individual what 'climate' is to the 

organization" (8, p. 1). 

The Organizational Climate Description Questionnaire 

(OCDQ) is a questionnaire developed by Halpin and Croft to 
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depict the organizational climate of a school. In this study, 

school organizational climate was determined by teachers' 

responses to the OCDQ. This instrument will yield six possible 

organizational climates which are 

(1) Open 
(2) Autonomous 
(3) Controlled 
(4) Familiar 
(5) Paternal 
(6) Closed 

Variables of the Study 

The independent variables of this study were the secon-

dary teachers who were grouped according to the way in which 

they perceived the organizational climate of their particular 

school, as measured by the OCDQ. 

The dependent variables in the study were teachers1 

scores on the six factors (subscales) of motivation to work 

which were measured by the EWCS questionnaire. 

Limitations 

The scope of this study was limited to identifying 

teachers perceptions of the organizational climate of their 

school, and their perceptions concerning specific factors of 

motivation to work. The findings and conclusions of this 

study were generalized to secondary schools only within the 

North Central Region of Texas. 

Basic Assumptions 

It was assumed that teachers would respond candidly to 

the instruments used in this study. 
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Background and Significance of the Study 

Vroom and Deci (26) hypothesized that among people doing 

the same kind of work differences in performance are repre-

sentative of both differing skills, abilities, and their 

motivation to work. The research of Herzberg, Mausner, and 

Snyderman (9), King (12), Wolf (29), Blum (1), Borgatta, 

Ford, and Bohrnstedt (2), Sergiovanni (21), and Myers (18) 

tended to support the possibility that factors which have 

the greatest chance for teacher motivation are those that 

extract the fewest dollars from an already shrinking budget. 

They concluded that people are motivated more by achievement, 

recognition, responsibility, the work itself, and possibility 

of advancement within the organization, and that people are 

not as motivated by increased salaries, better environmental 

working conditions, and security. 

Herzberg (9) pointed out that although hygienic factors 

(such as salary, technical supervision, interpersonal relations 

with subordinates, superiors and peers, company policy and 

administration, working conditions, job security, and status), 

may be provided in a job, workers may not be motivated to 

invest more effort in the performance of their tasks. Chances 

for increased worker productivity are best insured when a job 

provides a good environment, and when the job helps meet the 

motivational needs of achievement, recognition, responsibility, 

and advancement of the employees. Teachers must also have 

access to these motivational factors. School administrators, 
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therefore, need to work out methods whereby teachers can 

achieve work satisfaction and at the same time be accountable. 

Mclntyre (14), in summarizing the findings of Myers 

regarding the motivation needs and maintenance needs of 

people, asserted that 

In an organization providing its employees with 
opportunities to satisfy motivation needs, maintenance 
factors have little relevance. On the other hand, 
when motivation needs are not satisfied, the employees 
become acutely conscious of their environment and 
eagerly turn to maintenance factors, becoming increas-
ingly preoccupied with faul finding, conservatism, 

and even obstruction. (14, p. 178) 

He further emphasized that administrators should strive 

to integrate the personal and professional goals of teachers 

into the total organizational framework. This should be 

done because, while program goals are of utmost importance, 

it is the teachers, ultimately, who must interpret and 

accomplish organizational goals. 

In discussing teacher morale and school climate, Cook (3), 

recommended that a primary concern of school boards and 

administrators should be to focus ". . .upon those factors 

that help to provide a professional environment conducive 

to the development and maintenance of favorable staff morale" 

(3, p. 355). 

Miskel's study (15), concerning the work motivation of 

public school educators, was the impetus for this research. 

He indicated the need for an investigation of work motivation 

in relationship with school climate, and stated that skill 
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and motivational levels are theoretically crucial to the 

effectiveness of an organization, adding that 

. . .Research and theory building with regard 
to work motivation in the organizational context 
have great potential for contributing to our 
knowledge base to solving acute operational prob-
lems in our public schools. (15, p. 52) 
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CHAPTER II 

REVIEW OF THE LITERATURE 

The review of the literature applicable to this study 

is divided into four sections. The first section deals with 

various Concepts of Work Motivation, the second with Teacher 

Motivation to Work, the third with the Concept of Organiza-

tional Climate, and the fourth with a discussion of literature 

and research on the relationship between Organizational 

Climate and Job Satisfaction. 

Concepts of Work Motivation 

Investigations by Herzberg (26) involving employees in 

business and professional occupations led to the development 

of his hygiene versus motivators concept of motivation. 

Herzberg concluded that the factors involved in producing 

job satisfaction are separate and distinct from those factors 

that lead to job dissatisfaction. Positive occurrences are 

governed by references to intrinsic (motivators) features 

of the job itself, such as recognition, achievement, advance-

ment, work itself, and responsibility. Conversely, negative 

incidents are regulated by references to extrinsic (hygienic) 

aspects of the job environment such as technical supervision, 

interpersonal relations, company policy and administration, 

job security, and working conditions. Herzberg asserted that 

17 
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job satisfaction would be increased when the particular 

intrinsic variables were in evidence: however, failure of 

these factors to take place would not inevitably cause the 

development of job dissatisfaction. Herzberg designated 

the intrinsic or satisfier variables as "motivators" which 

suggested their effectiveness in producing individual 

behavior in the direction of superior performance. The 

extrinsic or environmental factors were called "hygiene" 

factors, showing a comparison to the notion of preventive 

maintenance. 

In the development of their two-factor theory of job 

satisfaction, Herzberg, Mausner, and Snyderman (27) asso-

ciated it with Maslow's (37) Needs-Hierarchy Theory of 

Motivation. Maslow assumed that human motives (needs) were 

arranged along a hierarchy of strength which ranged from the 

most basic, lowest order needs to the least basic, highest 

order, and included: physiological, security, and social 

needs, and the needs for esteem, and self-actualization. An 

individual's behavior is dominated, and he is caused to feel 

"driven" by the need which is the most powerful and demands 

satisfaction at any given time. When that need has been 

satisfied it is then replaced with a higher order motive 

which must also be satisfied. in relating Maslow's Needs-

Hierarchy with his two-factor theory of job satisfaction, 

Herzberg asserted that the factors which lead to positive 

job attitude (motivators), accomplish this because of their 
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potential to satisfy an individual's need for self-actualiza-

tion. He theorized that the most important chance to achieve 

self-actualization would be through one's job. By carrying 

out the job assignment, the individual can obtain rewards 

that will serve to strengthen self-actualization. Consequently, 

satisfiers or motivator factors of the job itself serve to 

motivate an individual to gratify his need for self-actualiza-

tion. On the other hand, the dissatisfiers or hygiene factors 

may be associated with the physiological and safety needs. 

Hygiene factors must satisfy the individual's needs for fair 

treatment, job security, interpersonal relations, and working 

conditions. It is when the surroundings of the job become 

favorable for the satisfaction of these needs, that job 

dissatisfaction is decreased. 

Herzberg (26) also suggested that personnel would be 

effectively and efficiently utilized if their work is 

enriched. Job enrichment is based upon the introduction of 

motivators into the work situation. As examples, he noted 

that the motivators, responsibility, and achievement, could 

be integrated into the job by allowing the employee increased 

authority in his work (more job freedom), and by eliminating 

certain constraints, while preserving accountability. 

Miskel defined motivation as ". . .the complex of 

forces (drives, instincts, tension states, psychological 

mechanisms) starting and keeping a person at work in an 

organization" (40, p. 5). It is these energies within the 
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individual which cause him to begin and to sustain actions 

directed at accomplishing personal objectives. 

The research findings of Blum (7) implied that the 

wish for security can be a deciding factor included in making 

a vocational choice. Some individuals might choose a job 

where security factors, for example, a guarantee of ongoing 

employment and monetary safeguards, are greater than usual. 

These persons are interested in material facets of the 

environment and favor a job situation where hygiene is high. 

Other individuals, who are less concerned with security, 

would select positions in which opportunities for responsi-

bility, achievement, recognition, and advancement as motivators 

or satisfiers are high. 

In 1968, Borgatta, Ford, and Bohrnstedt (8) revised the 

structure of the Work Components Study (WCS) questionnaire 

scores (factors). Borgatta developed the original WCS 

questionnaire in 1967, which is a set of six measures asso-

ciated with work motivation, for use in the industrial setting. 

The original six WCS factors were (a) Personal challenge of 

job, (b) Competitiveness desirability, (c) Tolerance for work 

pressure, (d) Conservative security, (e) Tolerance for 

uncertainty, and (f) Surround concern. Borgatta, Ford, and 

Bohrnstedt stated that "While the [original] six scores 

[factors] had satisfactory reliability and appeared reason-

able in preliminary validation studies with interviewer 

ratings, two impending large-scale studies with the use of the 
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form suggested a need for further analysis of the structure 

of the scores" (8, p. 403). The reliability estimates of 

the revised set of seven WCS scores ranged from .66 to .83 

as calculated using Cronbach's alpha coefficients (13). The 

seven revised factors included (a) Potential for personal 

challenge and development, (b) Responsiveness to new demands, 

(c) Competitiveness desirability, (d) Tolerance for work 

pressure, (e) Conservative security, (f) Willingness to seek 

reward in spite of uncertainty versus avoidance of uncertainty, 

and (g) Surround concern. 

Another study by Ford, Borgatta, and Bohrnstedt, (17) 

which utilized the Work Components Study with new college-

level employees in an industrial organization revealed that 

those employees scoring highest on a subscale measuring 

intrinsic motivation were perceived by the company as those 

contributing most in helping the organization achieve its 

goals. This same class of employees was often the most 

quickly promoted. In addition, they observed that adminis-

trative positions are comparatively low in security factors 

and high in intrinsic factors. As a result, they positioned 

that individuals who place major importance on hygiene 

factors would not be considered desirable candidates for 

administrative positions. 

The findings by Ford, Borgatta, and Bohrnstedt, and a 

study by Miskel (39), indirectly affirmed the theoretical 

position of Vroora and Deci (52) in which they asserted that 
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the performance of a person on a job is a function of that 

individual's skill or ability to perform the job, combined 

with his/her motivation to use their skill or ability in the 

actual performance of the job (52, p. 10). They further 

stated that job performance is equal to the product of a 

person's skill or ability and his work motivation. For 

example, a rise in the motivational levels of individuals 

who have strong ability, will result in a larger gain in 

job performance than will a rise in the motivational levels 

of persons who have little ability. Likewise, a rise in 

the ability levels of persons who are highly motivated will 

result in larger gains in terms of job performance than will 

a rise in ability levels of persons who have little motivation. 

"In short," Vroom and Deci stated, "the effects of each of 

these variables (ability and motivation) on performance is 

dependent upon the existing amount of the other" (52, p. 10). 

West (53) discussed Herzberg's Theory of Work Motivation 

in terms of teacher self-actualization—specifically, his 

finding was that increased salary is not as great a satisfier 

as it is believed to be. More important factors are the 

work itself, recognition, responsibility, achievement, and 

advancement. West recommended ". . .participative manage-

ment and differentiated staffing to afford a greater congruency 

to exist between the needs of the teacher and the goals of 

the school" (53, p. 252). 
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In 1967, Sergiovanni (46) replicated Herzberg's indus-

trial work motivation investigation in an educational setting. 

He concluded from his findings that there was support for 

Herzberg's theory that satisfiers and dissatisfiers are 

inclined to be mutually exclusive. Sergiovanni also con-

cluded that the elements which helped to explain positive 

attitudes among teachers were connected to the work itself 

and that variables which accounted for teachers' negative 

attitudes were linked to the conditions of work. 

Williams (54) examined the five levels or drives which 

Maslow formulated into his hierarchy of motivation. He 

suggested that "By being sensitive to each teacher's feelings 

with respect to Maslow1s hierarchy, the skillful principal 

can match opportunities and interactions to meet the teacher's 

higher level needs" (54, p. 92). He emphasized that if an 

individual's security is threatened, he will attempt to pro-

tect it above all else. 

Williams also examined research studies by Sergiovanni 

and Carver (47). They listed ways that leaders of teacher 

organizations and administrators perceived teachers, and 

stressed that these leaders or administrators should be aware 

of the differences between removing elements causing job 

dissatisfaction, and initiating steps to increase job satis-

faction. Williams indicated that the removal of factors which 

contribute to job dissatisfaction is a necessary prerequisite 

in order to motivate teachers ". . .but not a sufficient 
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condition for obtaining teachers support and improved 

performance" (54, p. 94). He emphasized that an effective 

leader can motivate teachers by activities and incentives 

which elevate teachers to a higher level of satisfaction. 

Erlandson and Pastor (16) studied the relationship 

between teacher motivation and job satisfaction. Motivation 

and job satisfaction were investigated by identifying and 

analyzing the fulfillment of higher order needs which when 

satisfied increase worker output. A majority of the teachers 

demonstrated higher order need strengths—particularly 

"freedom to take on responsibility for one's own goals and to 

independently see these goals through to completion" (16, 

p. 6). The teachers with higher order need strengths were 

the least satisfied, but were potentially the most productive, 

The variables of age, sex, and seniority were not associated 

with teachers who exhibited either lower order needs or 

higher order needs. They concluded their study with impli-

cations for principals. It was suggested that because 

teachers with higher order need strengths have the most 

potential to develop desirable learning environments for 

students (but are generally the most dissatisfied teachers 

in a school) principals have a responsibility to recruit, 

develop, satisfy and retain such teachers. This should be 

done even if the job satisfaction of these teachers should 

require some modifications in the environment of the school 

or in its programs. Erlandson and Pastor added that teachers 
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with higher order needs . .must have an important part 

in defining what is excellent in education" {16, p. 8). 

In 1972, Miskel (39) used a modified form of Borgatta's 

original six-factor Work Components Study questionnaire 

which he adapted for employees in educational organizations, 

to describe the work motivation of selected public school 

educators (undergraduate education students, teachers and 

administrators). Miskel's research provided limited support 

for his assertion that "upwardly mobile" persons attempt to 

obtain intrinsic rewards in unsettled conditions or environ-

ments with less interest for their security. For example, 

Miskel found that among professional public school educators 

(administrators and teachers), principals have the highest 

tolerance for work pressure. Central office administrators, 

it was noted, have the least desire for conservative security, 

In addition, the school districts selected by Miskel could be 

positioned on a continuum ranging from essentially extrinsic 

work motivation to essentially intrinsic work motivation. 

The implication was that certain influences or processes 

occurring within each school district acted to produce a 

specific motivational analysis which conceptually paralleled 

a continuum for effectiveness. 

Other studies were completed on teacher motivation which 

tended to support the conclusions of Miskel. Tammen (50) and 

Pepper (45) both concluded that feelings of security were 

important to teachers. Their conclusions were based upon 
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findings that teachers wanted (desired) an open working 

relationship with peers and administration for increased 

motivation to work. 

Fuller and Miskel (19) tested the effectiveness of 

Dubin's industrial theory of work incentives in an educa-

tional organization. The subjects (508 teachers and 

administrators in a Kansas school district) completed a 

questionnaire containing 124 work attachment factors. The 

authors expressed the need for more research to locate 

sources of work attachment (characteristics of the working 

environment which are directly related to human behavior). 

The results of the study showed that satisfied teachers 

related to intrinsic incentives (achievement and recognition); 

indifferent teachers received incentives related to autonomy 

in work and working conditions; and dissatisfied teachers 

related to extrinsic work factors, and interpersonal relations 

with peers and supervisors. Fuller and Miskel concluded that 

this incentive system for teachers supported the incentive 

system for industrial workers developed by Dubin. In addition, 

the findings were compared with and were found to be correlated 

with Sergiovanni's (46) findings regarding teachers' job 

satisfaction, and with Herzberg's (27) research in the indus-

trial setting. Fuller and Miskel stated that their proposed 

teacher incentive system can be used as a guide for additional 

research, and may serve as a tool for administrators in making 

decisions regarding the distribution of a school's limited 

resources as incentives to its teachers. 



27 

Miskel, Glasnapp, and Hatley (42) conducted an investiga-

tion concerning the affects of selected variables (sex, 

motivation factors, incentive factors, and primary life 

interests) on teachers' job satisfaction. The findings of 

their research showed that female elementary and secondary 

teachers who had higher mean scores on an instrument measuring 

job satisfaction were more job oriented (i.e., they had a job 

in which there was a higher potential for personal challenge 

and development, less work pressure, and more incentives with 

regard to the physical surroundings) than were female teachers 

who had lower mean scores on the job satisfaction instrument. 

In addition, male elementary teachers who had higher mean 

scores on the job satisfaction instrument were more job 

oriented than were male elementary teachers who had lower 

mean scores on the job satisfaction instrument. 

Miskel, DeFrain, and Wilcox (41) stated that a great 

deal of testing concerning the generally hypothesized rela-

tionship between work motivation and performance has been 

restrained because of disagreement on "how to define adequate 

outcome criteria for work" (41, p. 70). Job performance and 

job satisfaction are concepts that have emerged from the 

study of work motivation. In addition to its possible 

relationship to productivity, employers are interested in the 

concept of job satisfaction because of its importance to their 

workers' mental well-being. 



28 

The purpose of the Miskel, DeFrain, and Wilcox study (41) 

was to test the independent effects of expectancy work 

motivation (the anticipation that successful performance will 

lead to outcomes desired by the individual), the associated 

concepts of life interests (work attachment), voluntarism 

(perceived freedom to modify the job situation), and personal 

and environmental variables on teachers' job satisfaction 

and perceived performance. The following two hypotheses were 

developed and tested in this study: (a) "Expectancy work 

motivation, central life interests, voluntarism, and selected 

personal and environmental characteristics will be significant 

predictors of perceived teachers' job satisfaction. (b) 

Expectancy work motivation, central life interests, voluntarism, 

and selected personal and environmental characteristics will 

be significant predictors of perceived job performance" 

(41, p. 76). The findings of the study indicated strong 

support for the first hypothesis (the prediction of teacher 

job satisfaction) while only partial support was indicated for 

the secondary hypothesis (the prediction of perceived perform-

ance) . Miskel, DeFrain, and Wilcox concluded from their 

findings that "Anticipation that successful performance will 

lead to important outcomes desired by the individual, perceived 

freedom to modify the job situation, and work attachment are 

necessary for educator job satisfaction" (41, p. 88). 

Miller (38) reviewed several studies that discussed the 

association between the behavior of the administration and the 
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productivity of teachers and students. Most of these investi-

gations recommended that school administrators . .develop 

behavior that is high in consideration and which allows staff 

participation and fosters staff leadership" (38, p. 337). 

Miller, also concluded that little attention is being given 

to improving school organizational climate; instead most 

efforts are put towards remediation for students. 

Kampeier (32) discussed a strategy for creative leader-

ship used in business institutions which could be applied by 

school administrators to help motivate teachers. His study 

involved 250 workshops and over 5,000 developmental interviews 

in work settings, during a twelve year span. In order to 

transform this method to the field of education, the principal 

and each teacher must confer on a one to one basis for an 

initial period of approximately three hours. This should be 

followed by one hour weekly interviews for the purpose of 

maintaining a productive relationship. Kampeier listed four 

attitudes which the principal must exhibit as a prerequisite 

for communication: (a) Congruence — being open and genuine, 

(b) empathy, (c) positive regard, and (d) unconditional 

regard (32, p. 362). 

Pellegrain (44) discussed multiunit schools and their 

affects on teacher motivation. Teacher groups within these 

schools were autonomous and group leaders were assigned. it 

was their responsibility to report to the principal. Higher 

teacher motivation and increased job satisfaction occurred 
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with utilization of this process, involving group interaction 

in decision-making, as opposed to individual, centralized 

decision-making. 

Campfield (10) noted the importance of organizational 

climate (environment), and stated that organizations succeed 

when their climate is designed to allow employees the most 

opportunities to develop their creative processes while 

contributing to the accomplishment of the organization's 

goals. Organizations would maximize their productivity by 

following the recommendations listed by Campfield for their 

workers: (a) Supplying a large degree of individual 

responsibility and authority, (b) supplying challenging and 

diversified assignments, (c) advancement in status, and (d) 

recognition. 

Research has demonstrated that the principal seems to 

a dominant role in motivating teachers. An investiga-

tion by Braught (9) concerned the role of the principal in 

motivating teachers to improve reading instruction. It was 

recommended that principals offer teachers their "time and 

positive support" (9, p. 158), and should keep communications 

open between themselves and the members of their faculties. 

Specifically, Braught discussed five methods which could be 

utilized by principals in motivating teachers to improve their 

reading instruction. The methods included the following: 

(a) Specific positive criticism following classroom observations, 

(b) deferred reinforcement, (c) stimulating teachers through 
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individual teacher-principal conferences (d) use of faculty 

meetings to demonstrate the principal's high priority for 

reading instruction in the school program, and (e) partici-

pation by the principal in (and his support of) extra—curric-

ular professional reading programs, to demonstrate the impor-

tance of growth and improvement in reading instruction. 

A study by Swirsky (49) using the OCDQ, investigated 

the relationship between teachers' perceptions of organiza-

tional climate and their decisions to accept or reject a new 

classroom teaching practice called the Sullivan Reading 

Program. The findings indicated that the teachers who 

accepted the new practice perceived its characteristics as 

being worthy of continued use, while teachers who rejected 

the practice generally perceived no advantage in its use, 

as compared with other teaching methods. In addition, it 

was found that the teachers who chose to make a commitment 

to accept and utilize the new reading program, tended to 

perceive the organizational climate of the school as being 

more open, while those rejecting the practice were inclined 

to perceive their school's climate as more closed. 

Francisco (18) examined the frustrations and dissatis-

faction which often results from problems experienced by 

some secondary teachers such as overcrowded classrooms and 

shortages of materials and supplies, as well as, the 

difficulties perceived by teachers in finding sufficient time 

to teach while also performing non-teaching duties (for 
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example, paperwork, duty periods, etc.). When teachers are 

frustrated and dissatisfied with their jobs, it can mean 

their teaching can suffer. Francisco identified three 

motivational needs of teachers, and recommended four sub-

systems of support. The motivational needs of teachers were 

achievement, affiliation, and power; and the four recommended 

subsystems of support were improved teacher-to-student inter-

actions, improved teacher-to-teacher interactions, improved 

teacher-to-administrator interactions, and improved teacher-

to-parent interactions. 

Cook (11) composed a list of "five critical components" 

that affect teacher morale: (a) administrative leadership, 

(b) administrative concern, (c) personal interaction, (d) 

opportunity for input, and (e) professional growth. He 

advised principals to clearly demonstrate to teachers that 

their opinions are important and that they are appreciated. 

Principals should also utilize rap sessions, in—service 

programs, etc., for opening lines of communication and input. 

Principals should ask questions concerning teachers' pro-

fessional aspirations to help them in making decisions about 

their future, which will demonstrate a genuine interest in 

teachers' future goals. 

Kaiser and Polczynski (30) developed an expectancy 

theory of motivation model, and described how it could be 

utilized by principals to motivate teachers. This theory is 

a system that advocates the use of "appropriate rewards for 
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appropriate behavior" (30, p. 19). There are seven stages 

which when completed should increase faculty motivation. 

These stages are (a) Valence, (b) performance valence, 

(c) expectancy, (d) force, (e) ability, (f) performance, 

and (g) reward (30, p. 20). 

Stone and Pegas (48) stated that an increase in faculty 

morale and motivation would occur if school administrators 

make use of their staff's "talent and leadership resources" 

(48, p. 167). They suggested that this could be accomplished 

through the formation of faculty advisory councils where 

teachers can advise the principal concerning decisions 

affecting the school. 

Hrebiniak and Alutto (29) investigated the relationship 

between personal role-related factors and the commitment to 

the employing organization of elementary and secondary school 

teachers and registered nurses. The results of the study 

showed that ". . .levels of tension and number of years 

experience are the most important variables explaining 

commitment. To a lesser degree dissatisfaction and sex are 

also related to levels of expressed commitment among the 

teachers and nurses examined" (29, p. 569). This research 

suggested that for teachers and nurses organizational com-

mitment is at least partially based on their perceptions 

concerning the ratio of rewards received from the organization 

in relation to the cost incurred to receive those rewards" 

(29, p. 570). If employees experience high levels of role 
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tension within the organization, they may perceive the cost 

of participation as being too high in relation to the 

actual rewards received. This may lead to the perception 

that continued efforts to contribute to the organization 

are undesirable. The data also revealed that length of 

service in the organization (years experience) "positively 

affects organizational commitment — even for individuals 

experiencing high tension or stress in their employing 

systems" (29, p. 570). 

Organizational Climate 

Argyris (4) used the term "organizational climate" in 

1958 in his case study of a bank. His investigation involved 

the study of the behavior of the officers and employees in 

the bank, using interviews over a three year period. The 

bank's climate was described through a listing of (a) the 

characteristics of the employees; for example, their desire 

for job security and stability, and (b) the characteristics 

of the officers; for example, the perceptions of the employees 

and the officers alike was that the officers leadership could 

be distinguished as "passive" and "weak." 

Argyris discussed four major levels of analysis, includ-

ing (a) formal organizational variables such as policies and 

job descriptions, (b) informal variables, such as apathy and 

rate setting, (c) personality variables, such as needs, values, 

and abilities, and (d) organizational behavior. He noted 

that the fourth level of analysis was distinct and had different 

properties than the other three. 
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Several methods were utilized by Argyris in an attempt 

to alter the organizational climate, or "homeostatic state" 

of the bank. These included the hiring of (a) "non right 

type employees, who were officers demonstrating different 

behaviors from the other bank officers, who were labeled 

"right-types;" and (b) the formation of employee-officer 

committees to facilitate and aid in communication. Both of 

these methods proved to be ineffective in altering the 

organizational climate of the bank. 

Doak (15) stated that, "The climate of an organization 

is the first and most important concern in initiating and 

sustaining change" (15, p. 368). He determined that an open 

and non-threatening climate is necessary to get people in an 

organization to change. Doak also noted that "Leadership is 

a dimension which is crucial in development of a climate for 

change, or, perhaps better stated, a climate for openness" 

(15, p. 369). 

Hayes (25) noted that "organizational climate can make 

or break an institution, it's the difference between an 

office where people enjoy working or a place in which they 

grudingly toil" (25, p. 20). He listed four management 

practices and described how they could help shape organiza-

tional climate, which in turn would motivate staff members 

to improve their work performance. The four management 

practices were (a) coaching and counseling, (b) performance 

appraisal, (c) goal and task definition, and (d) team building. 



36 

Hayes also listed six factors which measured organiza-

tional climate. The first three factors—clarity, commitment 

and standards, directly influence the organization's perfor-

mance; and the last three factors—responsibility, recognition, 

and teamwork affect the organization's growth and development. 

He further stated that 

The administrator, and his management practices, 
interact with two segments of the organization: (1) 
Organizational variables, including goals, strategies, 
structure, systems and policy, and (2) staff member 
variables, such as each employee's skills, knowledge, 
values, and capabilities. The interaction of manage-
ment practices with these variables produces a 
distinctive organizational climate. (25, p. 20) 

Halpin and Croft (23) defined the organizational climate 

as the organizational "personality" of a school; analogously 

"personality" is to the individual what "climate" is to the 

conization. The impetus for their research on organiza-

tional climate evolved from their observations that schools 

differed a great deal in terms of their atmospheres or 

"personalities." These differences can be observed by 

teachers and administrators who have moved from school to 

school. Halpin noted for example, that in one school the 

teachers and administrators may be energetic and appear to 

have a high degree of confidence, as well as a positive 

attitude about what they are doing. They find enjoyment 

and satisfaction in working with each other and it is this 

joy, contentment, and fulfillment that is conveyed to the 

students. Halpin stated that in such a situation students 

will be . . .given at least a fighting chance to discover 
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that school can be a happy experience" (22, p. 131). in 

another type of school he stated that teachers may be 

dissatisfied and complaining, annoyed and even angry. In 

such a climate Halpin pointed out that ". . .the psychological 

sickness of such a faculty spills over on the students who, 

in their own frustration, feed back to the teachers a mood of 

despair" (22, p. 131). In a third type of school, the climate 

might be characterized neither by pleasure nor by dishearten-

ment, pessimism, and/or resignation. Here the climate might 

be marked by ritualistic practices which seem meaningless, 

valueless, and useless. 

Halpin and Croft (23) found through their research that 

the principal's capability and his/her facility, or lack of 

ability to develop a "climate" in which he and other members 

of the group can begin and carry through acts of leadership 

is an essential factor determining the school's "effective-

ness" as an organization. They stated that one of the 

assumptions which gave direction to their research was that 

. . .A "desirable" Organizational Climate is 
one in which it is possible for leadership acts to 
emerge easily. If an organization is to accomplish 
its tasks, leadership acts must be initiated. Such 
acts can be initiated either by the designated 
leader or by members of the faculty. In this view 
we have been supported by the central finding 
that prevades all research on leadership and group 
behavior: An 'effective' group must provide 
satisfaction to group members by giving a sense of 
task-accomplishment, and by providing members with 
the social satisfaction that comes from being part 
of a group (23, p. 2). 
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DeYoung (14) stated that the climate of a school can 

be determined by examining three categories of relationships: 

(a) Relationships between adults, (b) relationships between 

students, and (c) relationships between adults and students. 

Factors such as role expectations, patterns of communication, 

and community values influence the quality of these rela-

tionships. According to DeYoung, the most powerful affect 

on school climate comes from the organizational structure of 

the school. The organizational structure includes the 

school's "schedule," which refers to the arrangement of time, 

space, human resources, and bureaucratic structure of the 

organization. 

In 1967, George and Bishop (20) investigated the 

relationship between organizational structure and teacher 

personality characteristics within selected elementary schools 

and how the interaction between the two variables affected 

teacher perception of the organizational climate within the 

school. Using the OCDQ as one of their instruments, they 

hypothesized that "The organizational climate of elementary 

schools as perceived by teachers is a function of the inter-

action that occurs between the teachers' perception of the 

organization's structural properties and certain personality 

characteristics of teachers" (20, p. 469). The results of 

the study confirmed the hypothesis that teacher personality 

in conjunction with teacher perceptions of school organiza-

tional structure is more closely related to teacher perception 
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of organizational climate than either personality charac-

teristics or perceptions of school structure alone (20). 

Cox and Wood (12) studied public school teachers and 

their feelings of alienation in their teaching roles. The 

sample in their study was 278 teachers in a mid-western city. 

They developed four hypotheses which related the degree of 

teacher alienation to particular aspects of the public school 

bureaucracy. The hypotheses of the study stated that 

teachers would feel more alienated (a) the less they par-

ticipated in the decision-making operation; (b) the more 

inflexible they perceived the organizational hierarchy of 

authority to be; (c) the greater the degree of job codifica-

tion—this measures how many rules define the responsibilities 

of occupants of a particular position (12, p. 5), and (d) the 

more inflexibly the rules are enforced in the school organization. 

The findings by Cox and Wood showed a negative correlation 

between participation in decision-making and teacher alienation. 

In addition, the data indicated positive correlations between 

teacher alienation and the following three variables: 

Hierarchy of authority, job codification, and rule enforcement. 

Therefore, the data supported the four hypotheses of the study. 

Based on these findings they recommended a restructuring of 

the shcool organization such that some powers would be shifted 

to teachers which are currently held by school boards and 

administrators. However since it was noted that such a shift 

in powers was extremely unlikely they concluded that 
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An examination of the social structure in which 
teachers work suggests, therefore, that teacher 
alienation will increase in the immediate future 
rather than decrease and that periodic confronta-
tions between teachers and the school boards are 
likely to continue (12, p. 6). 

Howard (28) studied organizational climate in terms of 

the demand for accountability in higher education. The 

conclusion from his research was that a move towards more 

open climates which would involve teachers in decision-making, 

as well as providing more and improved communication between 

administrators and faculty, would have positive affects on 

accountability. 

Tirpak (51) conducted a study to determine if open or 

closed elementary school climates were related in any way 

to the personal characteristics of the schools' principals. 

The study was carried out in forty-nine Ohio elementary 

schools. He utilized the OCDQ to measure school organiza-

tional climate, and the Sixteen Personality Factor Question-

naire, to measure the personality traits of the principals. 

He found that (a) The age of the principal seemed to make no 

difference in creating and maintaining an open or closed 

school organizational climate, (b) there was no significant 

relationship between the organizational climate of schools 

and the principal's years of formal education, (c) there was 

a significant difference between principals' perceptions of 

organizational climate and the perceptions of their faculties, 

and (d) there was a significant difference between the 

intelligence of principals of open climate schools and the 
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principals of closed climate schools. 

Palonsky (43) studied the effect of the organization and 

climate on teaching of controversial social and political 

issues in secondary schools over a two year period. He inter-

viewed all student teachers majoring in social studies at 

Rutgers College in 1977 and 1978. Palonsky noted that 

controversial social and political issues were taught in a 

"climate of open and critical inquiry" (43, p. 4), and that 

teachers tend to avoid these discussions. Most student 

teachers felt that teaching controversial subjects such as 

sex, and race was not "acceptable" teacher behavior. They 

noted that these subjects were not openly discussed among 

faculty members during breaks or off-periods. Palonsky 

concluded that ". . .there is indeed an atmosphere of censor-

ship in the schools" (43, p. 6). 

Hartley and Hoy (24) utilized the OCDQ in a research study 

which concentrated on the organizational climate of high schools 

and alienation of students. Their investigation was designed 

to test the major hypothesis that "The more open the climate 

of high schools, the less the total alienation of the high 

school students" (24, p. 20). Five sub hypotheses were used 

to test for correlations between the "openness" of high school 

climates, and five specific factors of student alienation. 

The Pupil Attitude Questionnaire (PAQ) was used to measure the 

factors of student alienation which are (a) Normlessness, 

(b) meaninglessness, (c) powerlessness, (d) self-estrangement, 
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and (e) isolation. The results of the study supported the 

major hypothesis; however, of the five specific factors of 

student alienation, only student sense of normlessness and 

student sense of powerlessness were significantly correlated 

with "openness" of the school organizational climate. This 

suggested that the relationship between openness in school 

climate and students' sense of alienation is rather compli-

cated, and further research is needed. 

Appleberry and Hoy (3) stated that school organizational 

climate occurs as a result of social interactions within the 

school. They stated that the Organizational Climate Descrip-

tion Questionnaire developed by Halpin and Croft describes 

the organizational climates of schools by measuring various 

components of teacher-teacher and teacher-principal relation-

ships, while it completely neglects the pupil control 

orientations of professional staff as a component of school 

organizational climate. Therefore, they studied the 

relationship between the pupil control ideology of educators 

and the "openness" of the organizational climates of 

elementary schools, using the Pupil Control Ideology Form 

(PCI), and the Organizational Climate Description Questionnaire 

(OCDQ). They tested the following three hypotheses: Schools 

which had relatively open climates would (a) be significantly 

more humanistic in pupil control ideology; (b) have principals 

who were significantly more humanistic in pupil control 

ideology; and (c) have teachers who were significantly more 
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humanistic in pupil control ideology than schools which had 

relatively closed climates. The data supported the first 

and third hypotheses: Public elementary schools with 

relatively open climates were significantly more humanistic 

in pupil control ideology; and had teachers who were signifi-

cantly more humanistic in their pupil control ideology, than 

public elementary schools with relatively closed climates. 

The hypothesis which stated that schools with relatively open 

climates would have principals who were significantly more 

humanistic in pupil control ideology than schools with 

relatively closed climates was not supported by the analysis 

of data. Based on the findings of their study, Appleberry 

and Hoy concluded that a strategy which could be used 

". . .to 'open' the climates of elementary schools might 

involve the selection and assignment of humanistic personnel 

to the schools" (3, p. 84). 

Gies and Leonard (21) concluded from their research 

study that the values of teachers concerning disadvantaged 

pupils in inner city elementary schools, and teachers' 

perceptions of the values of their principals, are more 

positive or higher in inner city elementary schools charac-

terized by a more open organizational climate than in schools 

with a closed organizational climate (21, p. 256). 

Abrell (1) discussed the importance of organizational 

climate to educational leaders as a means of improving their 

leadership. He emphasized that 
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. . .Leaders can create an open, positive, and 
facilitative climate which encourages imagination, 
creativity, risk-taking, reflection, and high levels 
of achievement. If significant educational work is 
to be accomplished, a climate must reign which values 
persons more than things, independence rather than 
dependence, creative cooperation more than egoistic 
competition, quality of work by all more than produc-
tion by quantification for the glorification of the 
institution, and honesty over gamesmanship. Because 
leaders must provide an environment which elicits 
the best efforts and results of their co-workers, 
climate-setting is crucial (1, p. 283). 

Organizational Climate and Job Satisfaction 

Litwin and Stringer (35) studied the affect of leadership 

style and organizational climate on the motivation and behavior 

of organizational members. The investigators developed three 

different types of business organizational climates by changing 

the "style" of leadership in the three organizations. The 

study resulted in the following two major findings: 

First, it seems clear that distinct organizational 
climates can be created by varying leadership style. 
Such climates can be created in a short period of time, 
and their characteristics are fairly stable. Second, 
once created, these climates seem to have significant, 
often dramatic, effects on motivation and, correspond-
ingly, on performance and job satisfaction (35, p. 144). 

Litwin and Stringer also described the results of 

several field studies concerning motivation of workers and 

organizational climate. One of these field studies described 

a customer service department in a large public utility 

company. it was discovered that an unsatisfactory match 

between the principal needs and motives of employees and 

the climate in which they worked, resulted in poor performance, 

frustration, and job dissatisfaction. Another field study 
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involved an analysis of the patterns of climate in the 

functional divisions of The Marsh Plastics Company. The 

analysis revealed that . .each department developed its 

own patterns of organizational climate, and that these 

climates were partly determined by the different tasks 

that were assigned to each department" (35, 165). 

Research by Bartol (5) indicated that certain contextual 

variables such as climate, organization size, tenure, and 

reward systems are more influential than "individual variables," 

i.e., personality, job values, age, in forecasting job satis-

faction and turnover among professionals. In this case, the 

professional population studied included 250, mostly, male, 

members of a division of a large national association of 

computer specialists. Questionnaires were mailed to respon-

dents one year apart in order to follow-up on job turnover. 

It was concluded from the results that individual variables 

were more influential in predicting job satisfaction than 

contextual variables. 

Zultowski (56) investigated the moderating effects of 

organizational climate on relationships between goal-setting 

attributes and employee satisfaction among scientist and 

engineers enrolled in a Management By Objective Program. 

There was insufficient evidence to demonstrate the moderat-

ing effects of climate on goal-setting and job satisfaction. 

He concluded that any possible effects would be related to 

particular climates and goal-setting attributes. 
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Applebaum (2) examined the concerns of middle managers 

in business. He compiled a list of factors such as job 

satisfaction, "hygiene needs," perceived opportunities within 

the organization, perceived opportunities in other organiza-

tions, and non-work factors such as family ties, community 

relations, etc. These factors seemed to be the most influ-

ential in attracting some employees into an organization or 

in encouraging others to leave an organization. He proposed 

the use of a cohesive managerial team that would foster 

personnel teamwork in an open climate. This recommendation 

was based upon the findings of a survey conducted in 1975 

by The American Management Association. The results indicated 

that there was increased discontent and frustration with 

corporate life, and increased desire to unionize among middle 

managers. 

Koplay and Mathis (33) investigated the relationship 

between teacher morale and school organizational climate, 

using the Chandler-Mathis Attitude Inventory and the OCDQ, 

respectively. The Chandler-Mathis Attitude Inventory measured 

morale through attitudes toward Self, School, Community, 

Administration and Policy. The data were also analyzed using 

salary policies; non-merit versus merit salary schedules. 

The data revealed that of the seventeen schools in the sample, 

five were identified as having autonomous climates, five 

were perceived as having familiar climates, and seven were 

identified as having closed climate. The autonomous climate 
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schools, had no significantly different scores on any of the 

attitude factors of the Morale Inventory, regardless of the 

type of salary schedule. The familiar climate schools, when 

compared among themselves had no significantly different 

scores on the Morale Inventory, with the exception of the 

attitude factor dealing with "school." when compared on the 

basis of salary schedule, the familiar climate schools had 

significantly different scores on the attitude factors deal-

ing with "school" and "policy." Among the familiar climate 

schools which had non-merit salary schedules, there were no 

significant differences on any of the scores of the Morale 

Inventory. Closed climate schools which had non-merit salary 

schedules, had significantly different scores on all factors 

of the Morale Inventory with the exception of the attitude 

factor dealing with "self." Closed climate schools which had 

merit salary schedules, had significantly different scores 

on the Morale Inventory, on two attitude factors, dealing 

with "community" and "policy." 

Lacy (34) studied a number of factors which affected the 

job satisfaction of high school business teachers in city, 

county, and village schools in Ohio. Her study revealed the 

following findings: The job satisfaction of teachers in her 

sample was not related to the type of program taught, the 

number of dependents, marital status, or the sex of teachers; 

nor was the teachers' job satisfaction related to size of 

school enrollment, or to the making of reports or record 
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keeping. The job satisfaction of teachers in the sample was 

related to the community in which teachers lived, fringe 

benefits, salary, teaching load, helpful supervision, yours 

of teaching experience, and the number of college credits 

teachers had beyond the Bachelor's degree. 

Lacy listed some suggestions for administrators which 

could lead to improvements in teachers' job satisfaction: 

(a) administrators should provide teachers with means which 

allow them to have input for changes in the educational 

environment; (b) administrators should let teachers know when 

they are doing a good job as well as when improvement is 

needed; (c) administrators should be aware that each depart-

ment within a school is important and deserves complete 

administrative backing; teachers lose all incentives and 

cannot be satisfied with their jobs if they perceive that 

there is a lack of appreciation and support from the administra-

tion, and believe that they and their department are only 

tolerated; and (d) administrators should treat teachers as 

professionals and teachers must be expected to conduct them-

selves as such (34). 

Wyman (55) studied the possible relationship between 

organizational climate and the job satisfaction of school 

counselors in North Carolina. The data indicated that five 

of the OCDQ climate dimensions including esprit, intimacy, 

aloofness, thrust, and consideration were significantly 

related to job satisfaction as measured by the Job Satisfaction 
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Inventory and the Vocational Preference Inventory. The 

subtests having the strongest relationship to job satisfac-

tion of counselors were intimacy and aloofness. Wyman 

concluded from the findings that there was a definite 

relationship between organizational climate and job 

satisfaction. 

Bishop and Steinoff (6) studied the organizational 

climates identified by 202 professors in forty-two university 

graduate departments of educational administration. Their 

purpose was to determine the factors which affected the 

professors behavior. They developed the Organizational 

Climate Index (OCI). This instrument measures "the organiza-

tional press" or major factors influencing behavior which 

assist or hinder the organizational members* attempts to 

fulfill their desires and objectives. The results demonstrated 

that the professors perceived their work environment as fairly 

exciting with only minimal restrictions. 

Kalis (31) stated that organizational climate is what 

distinguished one school from another. She also stated that 

"Most researchers agree that school climate is closely asso-

ciated with teacher morale and teachers' perceptions of the 

role of the principal" (31, p. 89). The statements in an 

opinion survey developed by Kalis were based on an assumed 

relationship between climate and teacher morale. The major 

purpose of this survey research was to determine whether 

tenured teachers, who had been in a school district during a 
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teacher strike had lower morale and more negative attitudes, 

and as a result perceived the school climate as being more 

closed as compared with untenured teachers. The results of 

the study indicated that the teachers who were in the 

district when the strike occurred had more negative atti-

tudes and perceptions than the teachers who had not experienced 

the strike; and that the untenured and tenured teachers had 

dissimilar perceptions concerning school organizational climate: 

The untenured teachers had more positive perceptions of the 

climate than the tenured teachers. The findings of this study 

seemed to suggest that as teachers gain teaching experience 

in a school, they have a steady increase in negative attitudes 

and perceptions concerning the school climate; therefore, the 

fact that tenured teachers had experienced a strike could 

merely be a coincidence. 

McKay (36) studied the relationship between variables of 

teacher-principal social interaction, which he measured 

through use of the OCDQ subtests, and six features of the 

educational environment, which he measured through the six 

factors of the Elementary School Environment Survey. The six 

factors included in this survey were alienation, humanism, 

autonomy, morale, opportunism, and resources. The sample for 

this study was drawn from thirty-six Massachusetts and 

Pennsylvania elementary schools. Data analyses indicated 

that the following hypotheses of the study were supported: 

There were significant positive relationships (a) between 
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the Disengagement and the Hindrance of the teachers and 

Alienation in the educational environment; (b) between the 

Thrust of the principal and Morale in the educational 

environment. There were significant negative relationships 

(c) between the Disengagement of the teachers and Morale in 

the educational environment; (d) between the Hindrance of the 

teachers and Humanism in the educational environment (36). 



CHAPTER BIBLIOGRAPHY 

1. Abrell, Ronald L., "Educational Leadership Without 
Carrot and Club," Clearing House, LII (February, 
1979), 280-285. 

2. Appelbaum, Steven H., "Attitudes and Values: Concerns 
of Middle Managers," Training and Development 
Journal, XXXII (October, 1978), 52-58. 

3. Appleberry, James B., and Wayne K. Hoy, "The Pupil 
Control Ideology of Professional Personnel in 
"Open" and "Closed" Elementary Schools," 
Educational Administration Quarterly, V (Autumn, 
1969), 74-85. 

4. Argyris, Chris, "Some Problems in Conceptualizing 
Organizational Climate: A Case Study of a Bank," 
Administrative Science Quarterly, II (March, 
1958), 501-520. 

5. Bartol, Kathryn M., "Individual Versus Organizational 
Predictors of Job Satisfaction and Turnover Among 
Professions," Journal of Vocational Behavior, XV 
(August, 1979), 55-67. 

6. Bishop, Lloyd K., and Carl R. Steinhoff, "Organizational 
Characteristics of Administrative Training Programs: 
Professors and Their Work Environment," The Journal 
of Educational Administration, XIII (October, 1975), 
54-61. 

7. Blum, Stuart H., "The Desire for Security," Journal of 
Educational Psychology, LII (December, 1961), 
317-321. 

8. Borgatta, Edgar, Robert Ford, and George Bohrnstedt, 
"The Work Components Study (WCS): A Revised Set of 
Measures for Work Motivation," Multivariate 
Behavioral Research, III (October, 1968), 403-414. 

9. Braught, Loran, "The Elementary Principal's Role in 
Improving Reading Instruction," Contemporary 
Education, XLVIII (Spring, 1977), 158-160. 

10. Campfield, William L., Motivating the Professional 
Employee: A Reconciliation of Organizational 
Constraints and Incentives," Personnel Journal, 
XLIV (September, 1965), 425-428, 442. 

52 



53 

11. Cook, Donald H., "Teacher Morale: Symptoms, Diagnosis, 
and Prescription," Clearing House, LII (April, 
1979), 355-358. 

12. Cox, Harold, and James Wood, "Organizational Structure 
and Professional Alienation: The Case of Public 
School Teachers," Peabody Journal of Education, 
LVIII (October, 1980), l-6~ 

13. Cronbach, Lee J., "Coefficient Alpha and the Internal 
Structure of Tests," Psychometrika, XVI (September. 
1951), 297-334. 

14. DeYoung, Edward J., "Organizational Patterns in Schools: 
Impact on Teachers and Students," National 
Association of Secondary School Principals, LXII 
(January, 1978), 29-35. 

15. Doak, E. Dale, "Organizational Climate: Prelude to 
Change," Educational Leadership, XXVII (January, 
1970), 367-371. 

16. Erlandson, David A., and Margaret C. Pastor, "Teacher 
Motivation, Job Satisfaction, and Alternatives--
Directions for Principals," National Association 
of Secondary School Principals, LXV (February, 
1981), 5-9. 

17. Ford, Robert N., Edgar Borgatta, and George Bohrnstedt, 
"Use of the Work Components Study With New College-
Level Employees," Journal of Applied Psychology, 
LIII (October, 1969), 367-376. 

18. Francisco, Richard P., "Helping Through Organizing: A 
New Resource Within Secondary Schools," Paper 
presented at the annual meeting of the American 
Psychological Association, San Francisco, Cali-
fornia, August 26-30, 1977. 

19. Fuller, M. Rex, and Cecil G. Miskel, "Sources of Work 
Attachment Among Public School Teachers," Paper 
presented at the annual meeting of the American 
Educational Research Association, Chicago, Illinois, 
April, 1972. 

20, George, Julius R., and Lloyd K. Bishop, "Relationship 
of Organizational Structure and Teacher Personality 
Characteristics to Organizational Climate," 
Administrative Science Quarterly, XVI (December. 
1971), 467-475. 



54 

21. Gies, Frederick J., and B. Charles Leonard, "Value 
Concensus Concerning Disadvantaged Pupils In 
Inner City Elementary Schools," Educational 
Leadership, XXX (December, 1972), 254-256. 

22. Halpin, Andrew W., Theory and Research In Administration, 
New York, The Macmillan Company, 1956T-~ 

23. Halpin, Andrew W., and Don B. Croft, "The Organizational 
Climate of Schools," Administrator's Notebook. XT. 
(March, 1963), 1-4. ~ 

24. Hartley, Marvin C., and Wayne K. Hoy, "Openness" of 
School Climate and Alienation of High School 
Students, California Journal of Educational 
Research, XXIII (January, 1972)7 17-24. 

25. Hayes, James L., "Good Office Climate—Happy Workers," 
AmericanQSchoo1 and University. LIII (September, 

26. Herzberg, Frederick, "One More Time: How Do You 
Motivate Employees?," Harvard Business Review, 
XLVI (January-February, 1968), 53-62. 

27. Herzberg, Frederick, Bernard Mausner, and Barbara 
Snyderman, The Motivation to Work, New York, John 
Wiley and Sons, Inc., 1959. 

28. Howard, Harold C., "The Human Dimension: Balancing 
People Needs and Resources," Paper presented at 
the Annual Association for Institutional Research 
Forum, Houston, Texas, May, 1978. 

29. Hrebiniak, Lawrence G., and Joseph A. Alutto, "Personal 
and Role-Related Factors in the Development of 
Organizational Commitment," Administrative Science 
Quarterly, XVII (1972), 555-573. 

30. Kaiser, Jeffrey S., and James J. Polczynski, "A Practi-
cal Theory of Motivation for Principals, "National 
Association of Secondary School Principals Bulletin. 
LXIII (March, 1979), 19-2^ * — ' 

31. Kalis, Maryann C., "Teaching Experience: Its Effect on 
School Climate, Teacher Morale," National Associa-
tion of Secondary School Principals, XLIV (Aoril. 
1980), 89-102. * 

32 Kampeier, Curt, "Creative Leadership in the School," 
Theory Into Practice, XV (December, 1976), 360-367, 



55 

33. Koplay, Janos, and B. Claude Mathis, "The Relationship 
Between Teacher Morale and Organizational Climate," 
Paper presented at the annual meeting of the 
American Educational Research Association, New 
York, February 16, 1967, 1-10. 

34. Lacy, Annell, "Teacher Job Satisfaction: Factors and 
Implications," Delta Pi Epsilon Journal, XV (1973), 
24-30. 

35. Litwin, George H., and Robert A. Stringer, Jr., Motiva-
tion and Organizational Climate, Harvard University, 
Division of Research, Graduate School of Business 
Administration, Boston, Massachusetts, 1968. 

36. McKay, A. Bruce, "Principals, Teachers, and Elementary 
Youth: A Study of the Relationship Between 
Selected Variables of Teacher-Principal Social 
Interaction and Six Features of the Educational 
Environment," Paper presented at the American 
Educational Research Association annual meeting, 
New Orleans, Louisiana, February-March, 1973. 

37. Maslow, Abraham H., Motivation and Personality, 2nd ed., 
New York, Harper and Row, 1970. 

38. Miller, William C., "Can a Principal's Improved Behavior 
Result in High Pupil Achievement?," Educational 
Leadership, XXXIII (February, 1976), 336-338. 

39. Miskel, Cecil G., "The Motivation of Educators to Work," 
Educational Administration, IX (Winter, 1972) . 
42-53. 

40. Miskel, Cecil G., Public School Principal's Leader Style, 
Organization Situation and Effectiveness, U.S. 
Department of Health, Education and Welfare, 
National Institute of Education, Washington, D. C. , 
1974. 

41. Miskel, Cecil, JoAnn DeFrain, and Kay Wilcox, "A Test 
of Expectancy Work Motivation Theory in Educational 
Organizations," Educational Administration Quarterly, 
XVI (Winter, 1980), 70-92. 

42. Miskel, Cecil, Douglas.Glasnapp, and Richard Hatley, 
Public School Teachers Work Motivation, Organiza-
tional Incentives, Job Satisfaction, and Primary 
Life Interests: Final Report, Office~of Education, 
Washington, D. C., 1972. 



56 

43. Palonsky, Stuart B., "Political Socialization and Organ-
izational Restraint in Secondary Schools," The 
High School Journal, LXII (October, 1978), 3-6. 

44. Pellegrin, Roland, "Some Organizational Characteristics 
of a Multiunit School," Oregon University, Center 
for Advanced Study of Educational Administration, 
Eugene, Oregon, 1969. 

45. Pepper, Albert L., "A Study of the Motivation Factors 
of Elementary School Teachers," Dissertation 
Abstracts International, XXXII (June, 1972), 6723A. 

46. Sergiovanni, Thomas J., "Factors Which Affect Satisfac-
tion and Dissatisfaction of Teachers," Journal of 
Educational Administration, V (1967), 66-82. 

47. Sergiovanni, Thomas J., and Fred D. Carver, The New 
School Executive; A Theory of Administration, New 
York, Dodd, Mead, and Company, 1973. 

48. Stone, William J., and Bette Pegas, "Stimulating the 
Tenure Teacher," Journal of Secondary Education, 
XLIV (April, 1969), 167-170. 

49. Swirsky, Daniel M., "Teachers' Perceptions of Organiza-
tional Climate and Their Acceptance or Rejection of 
an Innovation in Classroom Practice," Dissertation 
Abstracts International, XXXVI (September, 1975) , 
1282-1283A. 

50. Tammen, Harry A., "A Study of the Motivation of Junior 
High School Teachers," Dissertation Abstracts 
International, XXXII (January, 1972), 3640A. 

51. Tirpak, Daniel R., "Relationship Between Organizational 
Climate of Elementary Schools and Personal Charac-
teristics of the Schools' Principals," Ed. D. 
Dissertation, The University of Akron, Ohio, 1970. 

52. Vroom, Victor H., and Edward L. Deci, Management and 
Motivation, Baltimore, Maryland, Penguin Books, 
Inc., 1970. 

53. West, Phillip T., "Self-Actualization: Resolving the 
Individual Organization Conflict," Clearing House, 
XLVII (December, 1972), 249-252. 

54. Williams, Robert T.f "Teacher Motivation and Satisfac-
tion, " National Association of Secondary school 
Principals, XVI (December, 1978), 89-94. 



57 

55. Wyman, Suzanne, "Relationships of Organizational Climate 
to the Job Satisfaction and Satisfactoriness of the 
School Counselor," Unpublished doctoral disserta-
tion, The University of North Carolina at Chapel 
Hill, North Carolina, 1974. 

56. Zultowski, Walter H., "Moderating Effects of Organiza-
tional Climate on Relationships Between Goal-
Setting Attributes and Employee Satisfaction," 
Journal of Vocational Behavior, XII (April. 1978). 
217-226. 



CHAPTER III 

RESEARCH METHODOLOGY 

This chapter explains the methodology by which this study 

was completed. It is divided into the following sections: 

Population and Sample, Instrumentation, Procedures for Collect-

ing Data, Procedures for the Analysis of Data, and Research 

Design. 

The problem of this study, which utilized a survey 

design, was to determine whether or not teachers' perceptions 

concerning specific factors of motivation to work, differed 

according to the way in which they perceived the organiza-

tional climate in their secondary schools, within Educational 

Service Center Region X in the State of Texas. Teachers' 

responses on the OCDQ were used to determine how each 

individual teacher perceived the organizational climate in 

his/her secondary school. The respondents were also asked to 

complete the EWCS in order to identify each subject's 

perceptions concerning specific factors of motivation to work. 

Population and Sample 

Educational Service Center X encompasses and serves eight 

counties in the North Central region of the State of Texas. 

Within this geographical area there are eighty-one school 

districts, 124 secondary campuses, and approximately 10,026 
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secondary teachers. The target population of this study 

included all professional secondary classroom teachers who 

were employed on a full-time basis during the spring 

semester of 1981 in participating schools. Secondary schools 

and teachers in The Dallas Independent School District were 

not included in this research. 

In order to obtain a representative sample of teachers 

who work in the secondary schools within Region X, the names 

of all school districts (excluding The Dallas Independent 

School District) were listed. Letters were sent to the 

superintendent of schools in each of the eighty districts, 

soliciting permission and cooperation to carry out the study. 

Following this procedure a letter (with a permission form 

enclosed) was mailed to the building principals of each of 

the secondary campuses in the school districts whose super-

intendents had approved the study and had given written 

permission to carry it out. A copy of their district 

superintendent's signed approval form was also enclosed with 

the letter to principals. This letter requested principals' 

written permission to do the research, (allowing twenty 

teachers per school to complete questionnaires), and sought 

the principals' cooperation in distributing packets of 

questionnaires to twenty faculty members in their buildings 

on a random basis. The permission form for the principal 

also requested that he indicate the total number of teachers 

employed in his building. In circumstances where principals 
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responded positively to the study, but their secondary schools 

employed fewer than twenty teachers, principals were asked to 

distribute envelopes containing questionnaires to all faculty 

members. However, in all instances, teacher participation 

in this study was entirely on a voluntary basis. 

A total of thirty-nine secondary school principals 

agreed to cooperate in this study. 

The instruments utilized, the EWCS questionnaire and 

the OCDQ, were mailed to the participating schools for random 

distribution to teachers. Questionnaires were sent to a 

total of 600 secondary teachers working in thirty-nine 

secondary schools across Region X. Out of the 600 teachers 

who received the questionnaires, 422 completed and returned 

the two survey instruments. The 422 were the participants in 

this study. 

Instrumentation 

The two instruments that were utilized in this study were 

The Organizational Climate Description Questionnaire (OCDQ), 

and The Educational Work Components Study questionnaire (EWCS). 

A description of each instrument, and how each one is scored 

follows. 

The Organizational Climate Description Questionnaire 

The Organizational Climate Description Questionnaire 

was developed by Halpin and Croft (5) in 1963 (Appendix). It 
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was originally used to identify the organizational climates 

of elementary schools as perceived by teachers. 

The researchers hypothesized that in general, schools 

have distinct "personalities" or organizational climates. 

They equated the personality of the individual to what the 

organizational climate is to the organization. Halpin and 

Croft designed the OCDQ to test their hypothesis. 

Form IV, which is the final version of OCDQ, is com-

posed of sixty-four Likert-type items which represent eight 

factors or subtests of school organizational climate. Four 

of the factors are essentially related to characteristics 

of the faculty as a group (teachers' behavior), and the 

remaining four subtests pertain to characteristics of the 

principal as a leader (principal's behavior). The eight 

OCDQ sbtests are listed and described below. 

OCDQ—Four Subtests of Teachers' Behavior 
(Characteristics of the Faculty Group as a Group) 

1. Disengagement refers to the teachers' tendency to 
be "not with it." This dimension describes a group 
which is "going through the motions," a group that is 
"not in gear" with respect to the task at hand. This 
subtest focuses upon the teachers' behavior in a 
task-oriented situation. (4, p. 150) 

It indicates that the teachers do not work well 
together. They pull in different directions with 
respect to the task; they gripe and bicker among 
themselves. (5, p. 2) 

2. Hindrance refers to the teachers' feeling that 
the principal burdens them with routine duties, 
committee demands, and other requirements which the 
teachers construe as unnecessary busy-work. The 
teachers perceive that the principal is hindering 
rather than facilitating their work. 
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3. Esprit refers to morale. The teachers feel that 
their social-needs are being satisfied, and that 
they are, at the same time, enjoying a sense of 
accomplishment in their job. 

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

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

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

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

8. Consideration refers to behavior by the principal 
which is characterized by an inclination to treat the 
teachers "humanly," to try to do a little something 
extra for them in human terms. (4, pp. 150-151) 

When the scores on the above eight OCDQ subtests are 

analyzed together, they can yield one of the six organizational 

climates which are listed and described below: 
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OCDQ—Six Organizational Climates 

1. The Open Climate describes an energetic, lively 
organization which is moving toward its goals, and 
which provides satisfaction for the group members1 

social-needs. Leadership acts emerge easily and 
appropriately from both the group and the leader. 
The members are preoccupied disproportionately with 
neither task-accomplishment nor social-needs 
satisfaction; satisfaction on both counts seems 
to be obtained easily and almost effortlessly. The 
main characteristic of this climate is the "authen-
ticity" of the behavior that occurs among all the 
members. 

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

—h- Controlled Climate is characterized best as 
impersonal and highly task-oriented. The group's 
behavior is directed primarily toward task-accomplish-
ment, while relatively little attention is given to 
behavior oriented social-needs satisfaction. Esprit 
is fairly high, but it reflects achievement at some 
expense to social-needs satisfaction. This climate 
lacks openness, or "authenticity" of behavior, 
ecause the group is disproportionately preoccupied 

with task-achievement. 

The Familiar Climate is highly personal, but 
under-controlled. The members of this organization 

t h e i r social-needs, but pay relatively little 
attention to social control in respect to task-
accomplishment. Accordingly, Esprit is not extremely 
nigh simply because the group members secure little 
satisfaction from task-achievement. Hence, much of 
the behavior within this climate can be construed 
as "mauthentic. " 

5. Tjje Paternal Climate is characterized best as one 
in which the principal constrains the emergence of 
leadership acts from the group and attempts to initi-
a t L m O S ^ ° f t h e s e a c t s himself. The leadership skills 
within the group are not used to supplement the 
principal's own ability to initiate leadership acts. 
Accordingly, some leadership acts are not even attempted 
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In short, little satisfaction is obtained in respect 
to either achievement or social-needs; hence, Esprit 
among the members is low. 

6. The Closed Climate is characterized by a high 
degree of apathy on the part of all members of the 
organization. The organization is not "moving;" 
Esprit is low because the group members secure 
neither social-needs satisfaction nor the satisfac-
tion that comes from task-achievement. The members' 
behavior can be construed as "inauthentic;" indeed, 
the organization seems to be stagnant. (5, pp. 2-3) 

In developing the OCDQ, Halpin and Croft analyzed data 

from seventy-one elementary schools and 1,151 respondents. 

They summarized the scores of each respondent in each school, 

and this process produced a climate profile for each of the 

seventy-one schools they surveyed. Halpin and Croft then 

factor-analyzed the profiles of the original seventy-one 

schools. Using this methodology, they were able to identify 

six organizational climates which could be ranked in terms 

of the school's score on Esprit. The six climates were 

conceptualized by the investigators along a continuum, 

ranging from the preferred "open climate" at one end of the 

continuum, to the less desirable "closed climate" at the other. 

Halpin and Croft raised the question concerning valida-

tion of the OCDQ in a self-critique of their research effort 

to develop the instrument. They noted that additional 

research was needed which would possibly validate the OCDQ 

as a criterion for the organizational effectiveness of the 

public school organization. Halpin stated that ". . .we can 

treat with reasonable confidence the relationship among the 
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subtest scores and can compare, in relative terms, one 

profile with another. But we must remember that the anchor 

points for the true distribution of OCDQ scores have not yet 

been determined" (4, p. 197). Halpin also noted that the 

obvious unreliability of the prototypic profile scores (as 

a result of the small number of schools used to determine 

each prototypic profile) ". . .does not disturb us because 

it is not severe enough to effect the basic pattern of 

subtest scores for the respective climates. However, this 

unreliability may force us to modify slightly our depictions 

of the six climates. Consequently, we are eager to use the 

OCDQ with additional (and larger) samples of schools so that 

we can thereby determine the stability of the prototypic 

profiles" (4, p. 197). 

Hayes (6) reappraised the reliability and validity of 

the OCDQ in a 1973 presentation to the American Educational 

Research Association, meeting in New Orleans. He reported 

the canonical reliability at .90. Mullins (10) synthesized 

and analyzed research which made use of the OCDQ between 

1963-1972 in organizations other than elementary schools. 

The evidence from validity and reliability studies led him 

to conclude that the instrument was both valid and reliable. 

A majority of validity studies found support for the three 

factor solution, the dimensions of climate, and the climate 

profiles identified by the original authors (10, p. 7452-A). 

Stansbury (11) in a validation study of the OCDQ found it 
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to be a viable instrument which may be used in a variety of 

research studies. 

The Organizational Climate Description Questionnaire 

indicates frequency through use of a four-point scale. The 

teacher respondents were asked to indicate the extent to 

which the behavior described in each of the sixty-four items 

characterizes his/her school. The descriptive statements 

refer to behavior of teachers and principals. For example— 

"Teachers call each other by their first names." Next to 

each statement is the four-point scale which ranges from 

rarely occurs to very frequently occurs. Items on the OCDQ 

which are cited by respondents as "rarely occurs" receive 

one point value, items identified as "sometimes occurs" 

receive two points, those identified as "often occurs" 

receive three points, and items perceived as "very frequently 

occurs" are given a value of four points. 

The Likert Scale for the OCDQ contains the following 

four items: 

1. rarely occurs 
2. sometimes occurs 
3. often occurs 
4. very frequently occurs 

The Educational Work Components Study 

The Work Components Study (WCS) questionnaire was 

originally designed by Borgatta in 1967 and revised one year 

later by Borgatta, Ford, and Bohrnstedt (2). The instrument 

was developed to measure factors of work motivation in 
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industrial settings, and was utilized as an industrial selec-

tion device based on Herzberg*s Theory of Work Motivation (7). 

The original six factor WCS questionnaire was adapted for use 

in educational organizations in 1972 by Miskel and Heller (9). 

They accomplished this by substituting words which related to 

industrial situations with words which related to an 

educational work situation. 

Miskel noted that the reliability estimates of the six 

factors (on the fifty-six item EWCS questionnaire), ranged 

from .73 to .83 as calculated using Cronbach's alpha coeffi-

cient (3). According to Miskel, "The validity of the EWCS 

is supported by the strong theoretical foundation as well as 

by the correspondence between the results of the factor 

analysis procedure and the original theoretical categories" 

(8, p. 44). The current shortened thirty-six item EWCS 

questionnaire was empirically tested for stability, validity, 

and reliability when used in public school systems. The 

reliability of the six-factor, thirty-six item questionnaire 

in the educational setting ranged from .73 to .84. Miskel and 

Heller reported that the theoretical basis and other psycho-

metric properties of the WCS for the educational setting are 

indicative of ". . .versatility in probing many provocative 

relationships based on the motivation to work in an educa-

tional organization" (9, p. 10). 

The EWCS questionnaire is composed of thirty-six likert-

type items which stand for six factors of motivation to work. 
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The six EWCS factors are listed and described below. 

EWCS Six Factors of Motivation to Work 

1.* j Potential for personal challenge and development— 
This factor or subscale contains six items which seeks 
to measure the desirability of a job which provides 
opportunities for creativity and responsibility and 
which stresses individual ability. 

2. Competitiveness desirability (and reward of success) 
T . factor has six items which measure whether an 
individual seeks job situations where the salary is 
determined by merit, the competition is strong and 
accomplishment is emphasized. 

3. Tolerance for work pressure—Six items under this 
factor measure attitudes toward job situations in which 
work loads may be extreme or excessive. 

4. Conservative security—This factor contains six 
items designed to measure respondent's wish for security 
including well-defined guidelines for promotion and -job 
routines. J 

• Willingness to seek reward in spite of uncertainty 
versus avoidance of uncertainty—The sixTtems under 
this factor measure a person's willingness to perform 
interesting work despite the fact that the job might 
be a temporary one. 

6. Surround concern—The six items listed under this 
subscale are intended to measure the individual's 
concern with the hygienic aspects of the job. (8, p. 44) 

The EWCS questionnaire is administered in self-report 

form. Respondents read: "How desirable would YOU consider 

each of the following items in a job for YOU? A job where. 

(for example competition would be open and encouraged)." 

Following each item is a five Likert-type response which 

ranges from "completely undesirable, would never take the 

job to "extremely desirable, would favor job greatly." 
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The Likert Scale for the EWCS contains the following 

five items: 

1. Extremely undesirable, would never take job 
2. Undesirable, would avoid the job 
3. Neither desirable or undesirable 
4. Desirable, would favor the job 

5. Extremely desirable, would favor job greatly 

Items on the EWCS which are cited by respondents as 

"extremely undesirable, would never take job" receive one 

point value, items which are identified as "undesirable, 

would avoid the job" receive two points, those selected as 

"neither desirable or undesirable" receive three points, 

items perceived as "desirable, would favor the job" are 

given four points, and those items identified as "extremely 

desirable would favor the job greatly" receive a value of 

five points. 

Procedures for Collecting Data 

The method for data collection in this study was two 

survey instruments: (1) The Educational Work Components 

Study (EWCS), and (2) The Organizational Climate Description 

Questionnaire (OCDQ). They were utilized to collect data 

regarding (a) teachers' perceptions with reference to six 

specific factors of motivation to work, and (b) their 

perceptions of school organizational climate, respectively. 

The two questionnaires, (each set enclosed in a separate 

envelope for each potential participant) were mailed in 

bundles of twenty (with the exception that fewer packets were 

sent to schools which had indicated having fewer than twenty 
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faculty members). Questionnaires were mailed to the thirty-

nine participating secondary schools for distribution to 

teachers. Each potential respondent was provided with a 

self-addressed postage-paid envelope for returning the 

completed surveys. A cover letter was also included. It 

was designed to establish rapport by introducing the researcher, 

by describing the level of participation, and by informing 

the teacher that his/her district superintendent and building 

principal had approved the study and granted them permission 

to take part in the research if they chose to do so. The 

cover letter also indicated to teachers that their responses 

would be held in the strictest confidence and used only for 

purposes of research. In addition, it was noted that the 

instruments that were sent to teachers were totally anonymous. 

This letter served to introduce the surveys and to motivate 

the teachers to complete and return them. 

Respondents were asked to answer all thirty-six items 

on the EWCS and all sixty-four items on the OCDQ. 

Procedures for the Analysis of Data 

When the required number of questionnaires were returned 

by teachers, the following two part series of steps were taken. 

Part I 

1. Mean raw scores for every teacher respondent on each 

of the eight OCDQ subtests were calculated. All of these 

raw scores were then converted into standardized subtest scores. 
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2. Each teacher's standardized subtest scores were 

subtracted from the prototypic profiles for six organiza-

tional climates identified by Halpin and Croft. The result-

ing numbers were then added within each of the six climate 

categories, and the climate with the lowest total score was 

determined as the individual respondent's perception of the 

school organizational climate. Using this technique all 

teachers in the sample were classified according to their 

perceptions of the school organizational climate, into one 

of the six possible climate categories. 

Part II 

1. Means and standard deviations on each of the six 

EWCS factors (subscales) were calculated for each of the six 

groups of teachers who were classified according to their 

perceptions of their school's organizational climate. 

2. The hypothesis was tested by using six, one-way 

analyses of variance. The hypothesis was tested at the .05 

criterion level. If a significant "F" was obtained for any 

of the six factors of motivation to work contained on the 

EWCS, then this would indicate that there was a significant 

difference among teachers' perceptions concerning the specif-

ic factors of work motivation. A series of Scheffe F tests 

would be utilized to determine which groups of teachers 

differed from each other. 
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Research Design 

This descriptive research study was designed as a "one-

shot" survey using cross-sectional sampling techniques. 

Borg and Gall (1) described the cross-sectional survey as 

follows: 

In the cross-sectional survey, standardized 
information is collected from a sample drawn from 
a predetermined population. . .Another basic 
feature of the cross-sectional survey is that 
the information is collected at one point in time 
(although the actual time required to complete 
the survey may be one day to a month or more). 
(1, p. 189) 

The teacher respondents who were the subjects of this 

study were categorized into one of the six climate classi-

fications (groups) by their responses to the OCDQ. These 

six teacher climate groups established the independent vari-

ables in the study. The teachers' scores on the six EWCS 

factors of motivation to work were the dependent variables 

in the study. 
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CHAPTER IV 

PRESENTATION AND ANALYSES OF DATA 

This study sought to determine whether or not teachers' 

perceptions concerning specific factors of motivation to work 

differed significantly according to how they perceived the 

organizational climate of their school. The secondary 

schools selected in this study were located in Educational 

Service Center Region X, in the State of Texas. 

From the Region X population, a sample size of 600 

teachers was drawn randomly from thirty-nine randomly 

selected secondary schools, and 600 questionnaires were then 

distributed to the subjects for completion. Of that number 

429 respondents returned the survey instruments. Seven of 

the 429 returns could not be used in the data analyses of 

this study, due to missing or incomplete data, leaving a 

total of 422 subjects which were used for purposes of this 

study (a return percentage of completed questionnaires of 

70.33 per cent). 

This chapter, which contains an analyses of the data, is 

divided into three sections. The first section contains the 

summary of responses to the Organizational Climate Descrip-

tion Questionnaire (OCDQ), and the classifications of 

teachers (i.e., the way in which the 422 secondary teachers 

perceived the organizational climate of their school). The 
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second section presents the results obtained from the teachers 

with respect to their perceptions concerning the six specific 

factors of motivation to work (The Educational Work Components 

Study questionnaire—EWCS). The third section analyzes the 

hypothesis of the study, i.e., whether or not secondary 

teachers who are grouped according to the way in which they 

perceived their school's organizational climate (as being 

open, or autonomous, or controlled, or familiar, or paternal, 

or closed) have significantly different perceptions concerning 

the six specific factors of motivation to work. 

Teachers' Perceptions of School Organizational Climate 

In order to ascertain how each teacher perceived their 

school's organizational climate in terms of the six different 

climates developed by Halpin and Croft, raw scores were 

obtained for each teacher on each of the eight subtests of 

the OCDQ. This was accomplished by summing each teacher's 

numerical responses on each subtest. The subject's raw 

scores (means and standard deviations) on each of the eight 

subtests were then converted into standardized subtest scores. 

This was accomplished by use of the following two step 

procedure. 

(1) Raw scores for each teacher respondent on each subtest 

were converted to z scores, using the following formula: 
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z. = Xi - M 
1 0 

Xi = subtest raw score 

M = sample mean for subtest 

o = sample standard deviation 

z^ = subtest z score 

(2) Each teacher respondent's subtest z scores then were 

changed to standard scores using a mean of 50 and a standard 

deviation of 10, using the following formula: 

Z = 50+10 
z 

Z = standard score 

(3) The respondent's standardized subtest scores were then 

used as the basis for determining their perceptions of their 

particular school's organizational climate as compared with 

the prototypic climates developed by Halpin and Croft (2). 

Table I shows the OCDQ prototypic climates. Each teacher's 

perceptions of their school's organizational climate was 

determined by comparing his/her standardized subtest scores 

with each of the six prototypic profiles for the purpose of 

deriving profile similarity scores. This was done by com-

puting the absolute difference between each teacher's 

standardized scores on each subtest and summing the differ-

ences for each of the six prototypic profiles. The prototype 

with the smallest sum for each teacher was selected as his/her 

perceived school organizational climate. 
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Data analyses revealed that teachers1 perceptions of 

school organizational climate fell across all six OCDQ 

climate types. Table II shows how teachers were classified 

according to type of school climate perceived. Of the 422 

secondary teachers, ninety-five perceived the school climate 

as being open, fifty-seven perceived it as being autonomous, 

eighty-two felt the climate was controlled, forty-two 

perceived the school climate to be familiar, forty-four 

indicated their school had a paternal climate, and 102 

perceived that their school had a closed climate. 

In developing the school prototypic profiles for the 

OCDQ, Halpin and Croft standardized each subtest score 

across their sample of seventy-one schools according to the 

mean and standard deviation of the total sample for that 

subtest. In addition, all the subtest scores were standard-

ized according to the mean and standard deviation of the 

profile scores for each school. In order to complete these 

standardization processes, Halpin and Croft selected an 

arbitrary standard-score system based on a mean of fifty and 

a standard deviation of ten. Through use of these standard-

ization scores, Halpin noted, "we knew that a score above 

fifty on a particular subtest indicated, first that the given 

school scored above the mean of the sample of that subtest, 

and second, that the score on that subtest was above the 

mean of the school's other subtest scores. The converse, of 

course, applied to scores below fifty" (1, p. 168). 



80 

H 

w 
PQ c 
Eh 

W 
Eh 

H 
J 
U 
hq c 
o 
H 
EH 
C 
CS3 
H 
< 

o 
o 
a 
o 
o 
ffi 
u 
U) 

Pn 
o 
on 
53 
O 
H 
Eh 
04 
W 
U 

w 
PU 
p^ 
M 
m 
u 
c 
w 
Eh 

c
h

e
rs

1
 

P
e
rc

e
p
ti
o
n
s
 

T
h
e
ir
 
P

ri
n
c
ip

a
l'
s
 

B
e
h
a
v
io

r 

uoTq.p j0pTSuoo #8 

O VO C> 
^ 00 • • • 

CO 
in h w 

O CO h 
00 WO 00 

t • • 
CN CO 

^ H ^ 

O CN CO 
CO WO LO • • • 

rH CO 
^ rH ̂  

O WD CN 
^ CN CN 

» * 1 
WD LO ^ 
LO rH 

c
h

e
rs

1
 

P
e
rc

e
p
ti
o
n
s
 

T
h
e
ir
 
P

ri
n
c
ip

a
l'
s
 

B
e
h
a
v
io

r ^ s n j r q i , - L 

0 r- o\ G\ rH • • • 
00 in 

LO CN *—' 

O H VD 
cn <r> • • • 

0^0 ^ 
LO CN ' 

O C7> WO 
CO LO 00 • • • 
H VD ^ 
LO <N w 

O rH O 
CN WD • • • 

O WD WD 
LO CN ^ 

c
h

e
rs

1
 

P
e
rc

e
p
ti
o
n
s
 

T
h
e
ir
 
P

ri
n
c
ip

a
l'
s
 

B
e
h
a
v
io

r 

sxs^qc3ui3 
uoxq-onpo^a *9 

O 00 rH 
<J\ CN • • • 
CTi LO CO 
^ rH ̂  

O CO ^ 
H c n r -• • • 

co 
^ H w 

O O LO 
LO ^ • • • 
WO 00 CO 
LO H ^ 

O O CN 
CO O CN * • • 

LO 
^ rH ̂  

(D 
(D <4H 
EH 0 

s s 0 u j o o x v #S 
0 00 
<x> 00 wo • • • 
wo 00 00 
^ rH 52

 .
2

0
 

2
0

.3
0
 

(3
.4

2
) 

O l> rH 
CO WD LO • • • 
CO O CN 
LO CN — ' 

O CN 00 
00 rH 00 • • • 
00 cn co 
^ H s — 

W 
d u 

Aopui"cq.ui 
0 n c o 
CPi WO CN • • • 
CT» WO 00 
^ rH ̂  

O rH CO 
CT* 1—1 CN • • • 
WO <J\ CO 
LO rH 

O WD CN 
0 • • • 

WO LO CO 
rH >—•' 

O WD CN 
o> r-• • • 
LO 00 CO 
LO 1—1 'w' 

0 0 
* H - H 
•P > 
a fd 
a) & 
o cu 
H PQ 
CD 

^ T j r d s a • £ 

O l > H 
LO WO CO • • • 
l o a * l o 
LO CN ^ 

O ^ O 
co ^ r^ • • • 
CO 00 CO 
LO CN ^ 

O CO *sf 
00 WD WO • • • 
PH 
LO CN ' 

O CN CM 
h O O O 
t • 1 

00 wo ^ 
*3* CN w ' 

PM *H 
CD - & 

W o 
u fd 
CD CD 

r d EH 
a 

0DU^jpUTH •Z 
O CN 00 O 00 CN • • • 
LO O CO w 

O 00 00 O <T> 00 • • • 
LO O CN 
^ rH ^ 

O 00 00 CO rH CN • • • 
^ co 

LO rH *—' 

O CO CN O Ch CO • • • 
00 rH CO 
^ rH ̂  

fd M-i 
CD 0 
Eh 

q.U0UI06p6u0STQ •"[ 0 00 CTi <Ti LO • • • 
LO LO CO 
'vT H w 

O LO 00 
• • • 

LO LO CO 
^ 1—1 ' 

O CO h 
CN rH rH 
WD WD CO 
^ rH — 

0 ^ rH 00 • • • 
WO rH ̂  
LO CN ^ 

SUOTt^BT A0Q p jppupq.s 
SBaoos Mey upew 
S0JODS p x e p u p ^ g 

z
* 

x
* 
* 

S
.D

.*
*
* 

• Q • 
n x cn 

• Q • 
N X Ui 

• Q • 
N X CO 

13 

9
5 

5
7 

8
2 

4
2 

0q.PUiTX3 
s . l o o q o s JT01IJ, JO 
suoxq .d0o j0 c j JT0q j , 

Ae p 0 d n o j o s j0qoP0, j , 

O
p
e
n
 

C
lim

a
te

 

A
u
to

n
o
m

o
u
s
 

C
lim

a
te

 

C
o
n
tr

o
ll
e
d

 
C

lim
a
te

 

F
a
m

ili
a
r 

C
lim

a
te

 



81 

<D 

c 
•H 
-P 

0 
u 
1 
I 

H 
H 

w 

C 
Eh 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
h

e
ir

 
P

r
i
n

c
i
p

a
l
's

 
B

e
h

a
v

io
r 

u o x q . B a a p T s u o 3 *8 

5
2

.7
0

 
1

3
.7

5
 

(
3

.2
2

) 

o o>> 
o cn ro • • • 
^ o ro 

rH CT* UO 
CT\ VD O 

• i » 
<X> CN ^ 

H w 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
h

e
ir

 
P

r
i
n

c
i
p

a
l
's

 
B

e
h

a
v

io
r 

^ s t u m -1 

O o 
LO CO CN • • • 
(N M i l 
LO CN ^ 

o ro lo <r> vd o> • • • 
CN rH in 
^ CN ^ 

VD ^ 00 
O 00 o> • • • 
o in in 
LO CN 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
h

e
ir

 
P

r
i
n

c
i
p

a
l
's

 
B

e
h

a
v

io
r 

S T S ^ q d u i g 
u o T ^ o n p o a j • 9 

O VD H 
^ CO H • • • 
CN VD CN 
LO rH ^ 

o cn in 
m r- r-• • • 
vd ^ ro 
^ H ^ 

00 CTi CN 
CTi OM^ • • • 
cri lo ro 

rH ^ 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
h

e
ir

 
P

r
i
n

c
i
p

a
l
's

 
B

e
h

a
v

io
r 

s s a u g o o x v *S 

O VD O G>1 ^ ^ • • • 
VD 00 ro 
^ rH ^ 

O CN ^ 
^ O LO • • • 
rH o ro 
LO CN ^ 

ro 
o in in • • • 
o cri ro 
LO rH ^ 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
e
a
c
h

e
r 

B
e
h

a
v

io
r 

A o e u i x q . u i 

O H CTi 
ro • • • 

r - lo ro 
^ H w 

O 00 o 
rH ro • • • 
oo lo ro 
^ rH ^ 

00 CN 
rH VD VD • • • 
o vd ro 
LO rH >— 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
e
a
c
h

e
r 

B
e
h

a
v

io
r 

q - x a d s a • £ 
O O CO 
oo o ro • • • 
vd in ^ w 

O rH O 
<J\ ^ O • • • 
ro ro lo 

(N ' 5
0

.1
0
 

2
6

.7
0
 

(
5

.4
0

) 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
e
a
c
h

e
r 

B
e
h

a
v

io
r 

aouBjpuxH 'Z 

O CN CN 
lo ro • • • 
cn ro 
H w 

O rH VD 
<J\ LO 

• • 1 
^ ^ ro 
LO i—1 ,w ' 

cr> ro ro 
Ch VD VD • • • 

cn ro 
h w 

T
e
a
c
h

e
r
s
' 

P
e
r
c
e
p

ti
o

n
s
 

o
f 

T
e
a
c
h

e
r 

B
e
h

a
v

io
r 

q . u a u i a 6 H £ > u a s x a *x 

o o o 
rH LO rH • • • 
lo o m 
LO CN ^ 

O ^ rH 
o> * * • 

^ o ^ 
in cn ^ 

r - o i> 
o o m • • • 
O 00 ^ 
LO rH ,w ' 

s u o T q . B T A s a p j r e p t r e q - s 
s a a o o s t r e a w 
s a a o o g p j ^ p u e ^ s 

• 

Q • 
N X W 

• 

Q • 
N X CO 

• 

Q • 
IS] x CO 

s 4
4 

1
0
2

 

4
2

2 

a q - e u i T j o 
s . x o o q o s a x a q i , j o 
s u o x q - d a o a a d J T a i t i I i 

Ag p a d n o a s s a a q o e a j , 

P
a
te

r
n

a
l 

C
li

m
a
te

 

C
lo

s
e
d

 
C

li
m

a
te

 

T
o

ta
l 

G
ro

u
p

 

CO 
c 
O 
•H 
-P 
fd 

•H 
> 
CD 
P 

Tf 
U 
fd 
T5 
g 
fd 
-P 
en 

O 
CO * 
* 
* 

CO 
Q) 
u 
o 
O 
CO 

£ 
fd 

C 
fd 

S 

X * 
* 

CO 
CD 
U 
O 
O 
CO 

'd 
u 
fd 
•ri 
g 
fd 
-P 
CO 

ISI 



82 

Table II shows the standardized subtest scores, as well 

as mean raw scores and standard deviations, across the eight 

OCDQ subtests for the six groups of teachers classified by 

their perceptions of their school's organizational climate. 

Standardized subtest scores which are above fifty (the mean 

or average score) are considered to be high scores, while 

standardized subtest scores which are below fifty are con-

sidered low scores. Table II also indicates that OCDQ sub-

tests one through four (Disengagement, Hindrance, Esprit, 

and Intimacy), measured the teachers' perceptions of their 

fellow teachers' behavior, while subtests five through eight 

identified the teachers' perceptions of the principal's 

behavior. 

In examining how the ninety-five teachers in the open 

climate group perceived the behavior of their fellow teachers 

(OCDQ subtests one through four), the data in Table II indi-

cated low or slightly low standardized scores on three out of 

the four subtests. Only on the subtest which measured Esprit 

did the open climate group of teachers have a high standardized 

score. In examining this groups' perceptions of the principal's 

behavior (subtests five through eight), the data indicated 

low or slightly low standardized scores on the subtests which 

measured Aloofness, and Production Emphasis, and high 

standardized scores on the last two subtests (Thrust and 

Consideration). 
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According to Halpin, in schools with open climates, 

faculty members obtained satisfaction quite equally with 

respect to both task-accomplishment and their social-needs. 

"Authenticity" in terms of the behavior among all group 

members was the major characteristic of the open climate. 

In terms of its components, Halpin described the open climate 

as being characterized by (a) high Esprit, Thrust, and 

Consideration, (b) average Intimacy, and (c) low Disengage-

ment, Hindrance, Aloofness, and Production Emphasis. 

Table II indicates how the fifty-seven teachers in the 

autonomous climate group perceived their fellow teachers' 

behavior. The data showed low standardized scores on the 

Disengagement and Hindrance subtests, and high standardized 

scores on the subtests measuring Esprit and Intimacy. In 

terms of this groups' perceptions of their principal's 

behavior, their standardized scores were low in Production 

Emphasis, slightly below average in Consideration, high with 

respect to Aloofness, and slightly above average in Thrust. 

In schools with autonomous climates the perception was 

that more emphasis was placed on social-needs satisfaction 

than on task-achievement. What distinguished this climate 

Halpin noted, ". . .is the almost complete freedom that the 

principal gives to the teachers to provide their own struc-

tures for interaction so that they can find ways within the 

group for satisfying their social-needs" (1, p. 175). The 

autonomous climate was (a) high in Esprit, Intimacy, Aloofness, 
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and Thrust, (b) average in Consideration, and (c) low in 

Disengagement, Hindrance, and Production Emphasis, according 

to Halpin. 

In terms of their perceptions regarding teachers' 

behavior, the eighty-two teachers in the controlled climate 

group had standardized scores which were low in Disengage-

ment and Intimacy, and high in Hindrance and Esprit. In 

examining their perceptions concerning their principal's 

behavior, the data (Table II) revealed high scores in 

Aloofness, Production Emphasis, and Thrust, with a low score 

on the subtest measuring Consideration. 

In the controlled climate task-achievement was stressed 

highly at the expense of social-needs satisfaction. The 

controlled climate was described by Halpin as being (a) high 

in terms of Esprit, Hindrance, and Production Emphasis, 

(b) average in Thrust and Aloofness, and (c) low in terms of 

Disengagement, Intimacy, and Consideration. 

In examining their perceptions of teachers' behavior 

(Table II) the forty-two teachers in the familiar climate 

group had high standardized scores on subtests one and four 

(Disengagement and Intimacy, respectively), with low scores 

on subtests two and three (Hindrance and Esprit). On the 

last four subtests (teachers' perceptions of their principal's 

behavior) this group had scores which were low in Aloofness 

and Production Emphasis, high in Consideration, and slightly 

above average in Thrust. 
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In schools with familiar climates, social-needs satis-

faction was extremely high, while little or nothing was done 

to direct or control the group's activities toward goal 

achievement. The familiar climate was said by Halpin to be 

(a) high in Disengagement, Intimacy, Consideration, and 

Thrust, (b) average in terms of Esprit, and (c) low in 

Hindrance, Aloofness, and Production Emphasis. 

The forty-four teachers in the paternal climate group 

had high standardized scores in Disengagement, Production 

Emphasis, Thrust, and Consideration. Their scores were low 

in Esprit and Aloofness, and slightly below the average on 

the subtest measuring Hindrance. 

The paternal climate school was characterized by per-

ceived ineffective attempts by the principal to control "his" 

faculty members and also to satisfy their social-needs. 

Halpin described the principal's behavior in such organiza-

tional climates as nongenuine and nonmotivating. The 

paternal climate was (a) high in Disengagement and Production 

Emphasis, (b) average in Consideration and Thrust, and (c) 

low in Hindrance, Intimacy, Esprit, and Aloofness. 

As a group, the 102 teachers who perceived a closed 

organizational climate in their school had high standardized 

scores on the subtests for Disengagement, Hindrance, and 

Aloofness. This closed climate group had low scores in Esprit, 

Intimacy, Production Emphasis, Thrust, and Consideration. 
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In schools with closed climates, teachers perceived that 

they did not derive satisfaction from either task-accomplish-

ment or social-needs. Halpin characterized the closed climate 

as having (a) high Disengagement, Hindrance, Aloofness, and 

Production Emphasis, (b) average Intimacy, and (c) low Esprit, 

Thrust, and Consideration. 

Teachers1 Perceptions of Motivation to Work 

Teachers' responses to the EWCS questionnaire were 

utilized in order to determine their perceptions concerning 

factors of motivation to work. Raw scores for each of the 

six EWCS factors (a. Potential for Personal Challenge and 

Development, b. Competitiveness Desirability, c. Tolerance 

for Work Pressure, d. Conservative Security, e. Willingness 

to Seek Reward in Spite of Uncertainty, and f. Surround 

Concern) were obtained by summing each teacher respondent's 

numerical scores on all the items within the factor (subscale). 

The mean or average score for each of the six factors 

of the EWCS is eighteen (with a possible range of scores from 

six to thirty). A high score on a factor is identified as 

an individual or group mean score above eighteen. A low 

score on a factor is identified as an individual or group 

mean score below eighteen. A high score on a factor or sub-

scale indicates a high degree of desire for the characteristics 

comprising that particular factor. Conversely, a low score on 

a factor indicates a low degree of desire for the features 

included in that particular factor. 
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Table III shows mean scores and standard deviations on 

all six EWCS factors of motivation to work for the six 

groups of teachers who were classified according to how they 

perceived the organizational climate of their schools. As 

Table III indicates, the "open climate" group of teachers 

had high mean scores on EWCS factors one, two and six; a low 

mean score on factor five; a mean score which was slightly 

below average on factor number three, and slightly above 

average on factor number four. 

The teachers in the "autonomous climate" group had high 

mean scores on EWCS factors one, two, four, and six. They 

had a low score on factor number five, and a score which 

was slightly below average on the third factor (Table III). 

The teachers who perceived their school climate to be 

controlled had high mean scores on EWCS factors one, two, 

four, and six. These teachers had a low mean score on factor 

number five, and a score which was slightly above average on 

factor number three (Table III). 

The "familiar climate" group of teachers had high mean 

scores on EWCS factors one, two, four, and six; a low mean 

score on factor number five; and a mean score which was 

slightly above average on factor number three (Table III). 

As a group, the teachers who perceived their school 

climate as being paternal, had high mean scores on EWCS 

factors one, two and six. This group had a low mean score on 

factor number five, and scores which were slightly above 

average on factors three and four (Table III). 
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The "closed climate" group of teachers had high mean 

scores on EWCS factors one, two, four, and six, with a low 

score on factor number five. This group had a score which 

was slightly below average on the fourth factor, as Table 

III indicates. 

Testing The Hypothesis 

The hypothesis of this study was 

Teachers who are grouped according to the way in 
which they perceived their school's organizational 
climate, as measured by the OCDQ (open through closed), 
have significantly different perceptions concerning 
six specific factors associated with their motivation 
to work, as measured by the EWCS questionnaire: 

1. Potential for personal challenge and 
development 

2. Competitiveness desirability 
3. Tolerance for work pressure 
4. Conservative security 
5. Willingness to seek reward in spite of 

uncertainty 

6. Surround concern 

Each of the above six EWCS factors of motivation to work 

was individually tested for significance using six one-way 

analyses of variance, in order to test the hypothesis of 

this study. This was accomplished by organizing the data from 

the two survey instruments (the OCDQ and the EWCS) as follows: 

Through use of the OCDQ, teachers were classified into one of 

the six possible climate groups, according to their perceptions 

of the organizational climate of their school. Each of the 

six groups of teachers was matched with its respective data 

concerning the six specific EWCS factors of motivation to work. 
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TABLE III 

TEACHERS' MEAN SCORES AND STANDARD DEVIATIONS 
ON THE SIX EWCS FACTORS OF MOTIVATION TO 
WORK—CLASSIFIED ACCORDING TO HOW THEY 

PERCEIVED THE ORGANIZATIONAL 
CLIMATE OF THEIR SCHOOLS 
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• H - H 0) 4-> w <1> CD 
+ ) 10 r l T3 rH £ (0 0 -P O 
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a -P c <u •P fd (0 CU U - H £ - p 0 

CO u fd Ti 0 fl o o CD M u CD !H •H M JH u 
U - H IS! C - H CD 0) Q r H a) M CO 3 rH (d CD u 
CD <D - H nJ +> + ) M T3 g M rH V-| C O rH 5 O 3 

^ C (0 o a) G O CL) 0 O O CU •H CD C U) 
0 EH fd C "H nj U P EH & o w & Pn D 
fd Cn nj > 
Q) m U 

N 
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EH 0 O N S D rH CN m LO V£> 

Open Means 24.17 20.48 17.52 18.53 12.96 23.24 
Climate 95 S.D. 5.44 4.76 4.15 4.91 4.48 4.59 

Autonomous Means 23.77 20.42 17.60 19.56 13.47 23.72 
Climate 57 S.D. 4.24 4.76 4.03 4.32 4.11 4.22 

Controlled Means 24.28 20.73 18.29 19.80 13.76 23.33 
Climate 82 S.D. 4.36 4.50 3.71 4.36 4.35 3.90 

Familiar Means 24.10 20.45 18.38 19.50 13.00 23.64 
Climate 42 S.D. 4.86 5.26 4.42 4.85 5.25 4.69 

Paternal Means 22.93 20.61 18.36 18.41 13.70 22.64 
Climate 44 S.D. 6.41 4.87 4.58 5.75 4.88 5.64 

Closed Means 24.44 20.33 17.86 19.55 13.40 23.10 
Climate 102 S.D. 3.67 4.59 3.58 4.18 4.40 3.64 

Means 24.07 20.50 17.94 19.25 13.37 23.29 
TOTAL 422 S.D. 4.75 4.71 3.98 4.66 4.50 4.31 
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Each factor was then inserted into the hypothesis and 

individually tested. The .05 level of significance was used 

as the criterion for rejection or acceptance of each EWCS 

factor. 

The hypothesis (testing EWCS factor number one) stated 

that 

Teachers who are grouped according to the way 
in which they perceived their school1s organiza-
tional climate, (open through closed) have signifi-
cantly different perceptions concerning "Potential 
for Personal Challenge and Development" (EWCS 
questionnaire factor number one). 

A one-way analysis of variance was used to test this 

first EWCS factor. As shown in Table IV, with 5 and 416 

degrees of freedom, an F ratio of 2.21 was needed for a 

significant difference at the .05 level. Therefore, the 

hypothesis testing the first factor of motivation to work 

could not be accepted. The data analyses revealed no 

significant differences in perceptions concerning EWCS factor 

one, among teachers who were grouped according to the way in 

which they perceived their school's organizational climate. 

The hypothesis (testing EWCS factor number two) stated 

that 

Teachers who are grouped according to the way 
in which they perceived their school's organizational 
climate, (open through closed), will have signifi-
cantly different perceptions concerning "Competitiveness 
Desirability" (EWCS questionnaire factor number two). 

A one-way analysis of variance was used to test the 

second EWCS factor. As shown in Table IV, with 5 and 416 



TABLE IV 

SIX ONE-WAY ANALYSES OF VARIANCE FOR THE EWCS 
FACTORS OF MOTIVATION TO WORK, FOR TEACHERS 

CLASSIFIED ACCORDING TO HOW THEY PER-
CEIVED THE ORGANIZATIONAL CLIMATE 

OF THEIR SCHOOL 

91 

EWCS 
FACTOR 

(SUBSCALE) SOURCE df MS F P 

1. Potential for Between 5 16.13 0.71 0.61 
Personal Within 416 22.64 
Challenge and Total 421 
Development 

2. Competitive-
ness 
Desirability 

Between 
Within 
Total 

5 
416 
421 

1.67 
22.41 

0.07 1.00 

3. Tolerance Between 5 . 10.15 0.64 0.67 
for Within 416 21.64 
Work Pressure Total 421 

4. Conservative Between 5 7.95 0.39 0.86 
Security Within 416 20.38 

Total 421 

5. Willingness 
to Seek Reward 
in Spite of 
Uncertainty 

Between 
Within 
Total 

5 
416 
421 

6. Surround Between 5 7.71 0.41 0.84 
Concern Within 416 18.77 

Total 421 
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degrees of freedom, an F ratio of 2.21 was needed for a 

significant difference at the .05 level. Therefore, the 

hypothesis testing the second factor of motivation to work 

also could not be accepted. The data analyses indicated no 

significant differences in perceptions concerning EWCS 

factor two among teachers who were grouped according to the 

way in which they perceived their school's organizational 

climate. 

The hypothesis (testing EWCS factor number three) stated 

that 

Teachers who are grouped according to the way 
in which they perceived their school's organiza-
tional climate, (open through closed) have 
significantly different perceptions concerning 
"Tolerance for Work Pressure" (EWCS questionnaire 
factor number three). 

A one-way analysis of variance was used to test the third 

EWCS factor. As Table IV shows, with 5 and 416 degrees of 

freedom, an F ratio of 2.21 was needed for a significant 

difference at the .05 level. Therefore, the hypothesis test-

ing the third factor of motivation to work could not be 

accepted. The data analyses revealed no significant differ-

ences in perceptions concerning EWCS factor three, among 

teachers who were grouped according to the way in which they 

perceived their school's organizational climate. 

The hypothesis (testing EWCS factor number four) stated 

that 
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Teachers who are grouped according to the way in 
which they perceived their school's organizational 
climate, (open through closed) have significantly 
different perceptions concerning "Tolerance for Work 
Pressure" (EWCS questionnaire factor number three). 

A one-way analysis of variance was used to test the third 

EWCS factor. As Table IV shows, with 5 and 416 degrees of 

freedom, an F ratio of 2.21 was needed for a significant 

difference at the .05 level. Therefore, the hypothesis 

testing the third factor of motivation to work could not be 

accepted. The data analyses revealed no significant differ-

ences in perceptions concerning EWCS factor three, among 

teachers who were grouped according to the way in which they 

perceived their school's organizational climate. 

The hypothesis {testing EWCS factor number four) stated 

that 

Teachers who are grouped according to the way in 
which they perceived their school's organizational 
climate, (open through closed) have significantly 
different perceptions concerning "Conservative Security" 
(EWCS questionnaire factor number four). 

The fourth EWCS factor was also tested by means of a 

one-way analysis of variance. Table IV summarizes the data 

from the analysis of variance and shows that with 5 and 416 

degrees of freedom, an F ratio of 2.21 was needed for a 

significant difference at the .05 criterion level. As a result 

the hypothesis testing the fourth factor of motivation to work 

could not be accepted. The data revealed no significant 

differences in perceptions concerning EWCS factor four among 

teachers who were grouped according to the way in which they 
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perceived their school's organizational climate. 

The hypothesis (testing EWCS factor number five) stated 

that 

Teachers who are grouped according to the way in 
which they perceived their school's organizational 
climate, (open through closed) have significantly 
different perceptions concerning "Willingness to Seek 
Reward in Spite of Uncertainty" (EWCS questionnaire 
factor number five). 

Again, a one-way analysis of variance was utilized to 

test the fifth factor of the EWCS. Table IV contains a 

summary of the data from the analysis of variance, and shows 

that with 5 and 416 degrees of freedom, an F ratio of 2.21 

was needed for a significant difference at the .05 criterion 

level. Thus, the hypothesis testing the fifth factor of 

motivation to work could not be accepted. The data indicated 

no significant differences in perceptions concerning EWCS 

factor five, among teachers who were grouped according to the 

way in which they perceived their school's organizational 

climate. 

The hypothesis (testing EWCS factor number six) stated 

that 

Teachers who are grouped according to the way in 
which they perceived their school's organizational 
climate, (open through closed) have significantly 
different perceptions concerning hygienic aspects of 
the job ("Surround Concern"—EWCS questionnaire 
factor number six). 

One-way analysis of variance was used to test the sixth 

EWCS factor. Table IV summarizes the data from the analysis 

of variance and demonstrates that with 5 and 416 degrees of 
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freedom, an F ratio of 2.21 was needed for a significant 

difference at the .05 level. Therefore, the hypothesis 

testing the sixth factor of motivation to work also could not 

be accepted. The data revealed no significant differences in 

perceptions concerning EWCS factor six, among teachers who 

were grouped according to the way in which they perceived 

their school's organizational climate. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS 

AND RECOMMENDATIONS 

The three-fold problem of this study was to determine 

(a) how secondary school teachers' perceived the organiza-

tional climate in their school using the Organizational 

Climate Description Questionnaire (OCDQ); (b) how secondary 

school teachers perceived the various factors of motivation 

to work using the Educational Work Components Study question-

naire (EWCS); and (c) whether or not the secondary school 

teachers who perceived the organizational climate of their 

school as being open, autonomous, controlled, familiar, 

paternal, and closed had different perceptions concerning 

the various factors of motivation to work. This chapter 

begins with a summary of the methods and procedures used to 

collect and analyze the data. The findings and conclusions 

derived from the study, as well as, the implications and 

recommendations suggested by these results are presented. 

Summary of Methods and Procedures Used 
to Collect and Analyze Data 

There were thirty-nine secondary schools from Education 

Service Center Region X providing 422 teachers as subjects 

for this study. The teachers from the thirty-nine schools 

97 
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completed two questionnaires concerning their perceptions of 

the school organizational climate, and their perceptions 

regarding various factors of motivation to work. The two 

instruments used to gather the data were (a) The Organiza-

tional Climate Description Questionnaire (EWCS), and (b) The 

Educational Work Components Study (EWCS). The teachers were 

classified according to their perceptions of school climate 

and categorized within one of the six organizational climates 

of the OCDQ. The EWCS provided information concerning the 

teachers' perceptions toward motivation to work. The data 

collected from the two survey instruments were matched and 

organized for each of the 422 teacher respondents so that the 

school climate indicated for each teacher was matched with 

his/her scores on the subscales which measured motivation to 

work. 

The data analyses in this study were both descriptive 

and inferential. The descriptive data analyses included 

teachers' responses on the OCDQ in order to determine how 

each individual teacher respondent perceived the organiza-

tional climate of his/her school. Teachers were then 

classified into one of the six climate categories based on 

their responses to the instrument. 

The procedures and prototypic climate profiles developed 

by Halpin and Croft (1) in their original study of school 

organizational climate were utilized in the present study to 

identify and determine teachers' perceptions of school climate, 
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Teachers' replies to the EWCS questionnaire were analyzed in 

order to identify each respondent's perceptions concerning 

various factors of motivation to work. The inferential data 

analyses consisted of testing the hypothesis of the study in 

terms of the six EWCS factors of motivation to work. Six 

one-way analyses of variance were used to determine whether 

teachers, who were grouped according to how they perceived 

their school's organizational climate (open, autonomous, 

controlled, familiar, paternal, and closed) had significantly 

different perceptions concerning six specific factors asso-

ciated with their motivation to work. The hypothesis of the 

study was tested at the .05 level of significance. 

Findings 

From the sample of 422 secondary teachers in Region X, 

ninety-five perceived the school organizational climate as 

being open, fifty-seven perceived the climate to be autono-

mous, eighty-two perceived a controlled climate, forty-two a 

familiar climate, forty-four perceived a paternal climate 

and 102 perceived the school climate as being closed. 

The mean scores of teachers, regardless of how they 

perceived the school climate (from open to closed), were 

similar on all six factors of the EWCS. The teachers' highest 

scores were on EWCS factors one and six; potential for personal 

challenge and development, and surround concern. The teachers' 

next highest scores were on EWCS factors two and four; 
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competitiveness desirability, and conservative security. 

The teachers' scored lowest on Educational Work Components 

Study factors three and five; tolerance for work pressure, 

and willingness to seek reward in spite of uncertainty, 

versus avoidance of uncertainty. 

The mean scores of teachers on the six factors of 

motivation to work measured by the subscales of the 

Educational Work Components Study questionnaire were not 

significantly different among teachers who were grouped 

according to the way they perceived their school1s 

organizational climate. Therefore, the hypothesis of the 

study could not be accepted on any of the six factors of 

motivation to work. 

Conclusions 

The conclusions of this research, based upon the find-

ings of the study are as follows: 

The motivation to work of secondary teachers does not 

seem to be affected by the way in which they perceive the 

climate of the schools in which they are employed. 

Implications 

The results of this study indicated that teachers' 

motivation to work is unrelated to their perceptions of the 

school organizational climate. 

School boards and public school administrators should 

clearly be interested in seeking ways to increase the 



101 

levels of motivation to work of the teachers employed in 

their districts. Halpin and other researchers have con-

cluded that an open school climate is more desirable 

than a closed school climate. Their contentions have 

been supported by studies which have been conducted 

regarding school organizational climate and teacher job 

satisfaction, as well as, numerous other investigations 

which studied school climate in relation to other 

variables. However, the findings of the present study 

suggest that efforts to increase teacher motivation to 

work through the establishment of an open climate, or any 

other type of climate would not per se be successful. 

Teachers' levels of motivation to work appear to be no 

higher or lower in schools with open climates as compared 

with schools perceived as having autonomous, controlled, 

familiar, paternal, or closed climates. 

Recommendations 

The following recommendations were made on the basis 

of this research: 

Additional research should be conducted to determine 

what variables are related to teachers' motivation to 

work. Future studies may be directed toward determining 

possible relationships between teacher motivation to work 

and teacher effectiveness; teacher motivation to work and 

administrative leadership styles; teacher motivation to 
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work and administrator effectiveness; teacher motivation 

to work and student attitudes toward learning; and teacher 

motivation to work and student behavior. 
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ORGANIZATIONAL CLIMATE DESCRIPTION QUESTIONNAIRE 

Instructions: Following are some statements about the school 
setting. Please indicate the extent to which each statement 
characterizes your school by circling the number which repre-
sents the appropriate response at the right of each statement, 

1. Rarely occurs 
2. Sometimes occurs 
3. Often occurs 
4. Very frequently occurs 

1. Teachers' closest friends are other faculty 
members at this school. 1 2 3 4 

2. The mannerisms of teachers at this school 
are annoying. 1 2 3 4 

3. Teachers spend time after school with 
students who have individual problems. 1 2 3 4 

4. Instructions for the operation of teaching 
aids are available. 1 2 3 4 

5. Teachers invite other faculty members to 
visit them at home. 1 2 3 4 

6. There is a minority group of teachers who 
always oppose the majority. 1 2 3 4 

7. Extra books are available for classroom 
use. 1 2 3 4 

8. Sufficient time is given to prepare 
administrative reports. 1 2 3 4 

9. Teachers know the family background of 
other faculty members. 1 2 3 4 

10. Teachers exert group pressure on 
nonconforming faculty members. 1 2 3 4 

11. In faculty meetings, there is the feeling 
of "let's get things done." 1 2 3 4 

12. Administrative paperwork is burdensome 
at this school. 1 2 3 4 
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13. Teachers talk about their personal life 
to other faculty members. 1 2 3 4 

14. Teachers seek special favors from the 
principal. 1 2 3 4 

15. School supplies are readily available 
for use in classwork. 1 2 3 4 

16. Student progress reports require too 
much work. 1 2 3 4 

17. Teachers have fun socializing together 
during school time. 1 2 3 4 

18. Teachers interrupt other faculty members 
who are talking in staff meetings. 1 2 3 4 

19. Most of the teachers here accept the 
faults of their colleagues. 1 2 3 4 

20. Teachers have too many committee 
requirements. 1 2 3 4 

21. There is considerable laughter when 
teachers gather informally. 1 2 3 4 

22. Teachers ask nonsensical questions in 
faculty meetings. 1 2 3 4 

23. Custodial service is available when 
needed. 1 2 3 4 

24. Routine duties interfere with the job 
of teaching. 1 2 3 4 

25. Teachers prepare administrative reports 
by themselves. 1 2 3 4 

26. Teachers ramble when they talk in faculty 
meetings. 1 2 3 4 

27. Teachers at this school show much school 
spirit. 1 2 3 4 

28. The principal goes out of his way to help 
teachers. 1 2 3 4 

29. The principal helps teachers solve 
personal problems. 1 2 3 4 

30. Teachers at this school stay by themselves. 1 2 3 4 
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31. The teachers accomplish their work with 
great vim, vigor, and pleasure. 1 2 3 4 

32. The principal sets an example by working 
hard himself. 1 2 3 4 

33. The principal does personal favors for 
teachers. 1 2 3 4 

34. Teachers eat lunch by themselves in their 

own classrooms. 1 2 3 4 

35. The morale of the teachers is high. 1 2 3 4 

36. The principal uses constructive criticism. 1 2 3 4 

37. The principal stays after school to help 
teachers finish their work. 1 2 3 4 

38. Teachers socialize together in small 
select groups. 1 2 3 4 

39. The principal makes all class-scheduling 
decisions. 1 2 3 4 

1 2 3 4 
40. Teachers are contacted by the principal 

each day. 

41. The principal is well prepared when he 
speaks at school functions. 1 2 3 4 

42. The principal helps staff members settle 
minor differences. 1 2 3 4 

43. The principal schedules the work for the 
teachers. 1 2 3 4 

44. Teachers leave the grounds during the 
school day. 1 2 3 4 

45. Teachers help select which courses will 

be taught. 1 2 3 4 

46. The principal corrects teachers' mistakes. 1 2 3 4 

47. The principal talks a great deal. 1 2 3 4 
48. The principal explains his reasons for 1 2 3 4 

criticism to teachers. 

49. The principal tries to get better salaries 
for teachers. 1 2 3 4 
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50. Extra duty for teachers is posted 
conspicuously. 1 2 3 4 

51. The rules set by the principal are 
never questioned. 1 2 3 4 

52. The principal looks out for the 
personal welfare of teachers. 1 2 3 4 

53. School secretarial service is available 
for teachers' use. 1 2 3 4 

54. The principal runs the faculty meeting 
like a business conference. 1 2 3 4 

55. The principal is in the building before 
teachers arrive. 1 2 3 4 

56. Teachers work together preparing 
administrative reports. 1 2 3 4 

57. Faculty meetings are organized accord-
ing to a tight agenda. 1 2 3 4 

58. Faculty meetings are mainly principal-
report meetings. 1 2 3 4 

59. The principal tells teachers of new 
ideas he has run across. 1 2 3 4 

60. Teachers talk about leaving the school 
system. 1 2 3 4 

61. The principal checks the subject-matter 

ability of teachers. 1 2 3 4 

62. The principal is easy to understand. 1 2 3 4 

63. Teachers are informed of the results of 
a supervisor's visit. 1 2 3 4 

64. The principal insures that teachers 
work to their full capacity. 1 2 3 4 
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EWCS--THE JOB 

Instructions: Given below are a series of questions on things 
people want in jobs. However, people differ greatly in the 
things they want in a job, and jobs differ greatly, even with-
in the same school. This form is designed to gather informa-
tion about things you consider desirable in a job in the public 
schools. Respond to each of the items as follows: 

"How desirable would you consider each of the following items 
in a job for YOU? A job in which. . . . 

1. Extremely 2. 
Undesirable. 
Would never 
take job. 

Undesirable 
Would avoid 
the job. 

Neither 4. 
Desirable 
or 
Undesirable 

Desirable 
Would favor 
the job. 

5. Extremely 
Desirable. 
Would favor 
job greatly. 

Write on the line preceding each statement the number that 
best describes your attitudes. For example, if you think 
the job would be Extremely Undesirable, you would write 1 
on the short line preceding the statement, but if you think 
the job would be Desirable, you would put a 4 in front of it. 
Give an answer to every item even if you have to guess. 
Work quickly. 

A JOB IN WHICH. . . . 

1. I could get fired easily, but the work would be very 
interesting. 

2. salary increases would be strictly a matter of how 
much I accomplished for the school district. 

3. the lighting would be good. 

4. school related problems might come up that I would 
have to take care of myself outside regular hours. 

5. the community would have good recreational facilities, 

6. I would be involved in managing a small group of 
people doing routine jobs. 

7. the school district would be involved in heavy 
professional competition. 

8. the work might be excessive sometimes. 
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9. there would be opportunity for creative work. 

_10. the work would be routine, but not hard to do. 

_11. salary increases would be determined by the amount 
of effort exerted. 

_12. the climate would be pleasant. 

_13. the community would be a wonderful place to raise 
a family. 

_14. the work might run out, but it would be extremely 
interesting while it lasted. 

_15. I might sometimes have to take work home with me. 

_16. the physical working conditions would be attractive. 

_17. I could get fired easily. 

_18. the work would be routine, but the initial salary 
would be high. 

_19. the work might build up "pressures" on me. 

20. the ventilation would be modern. 

_21. there would be emphasis on individual ability. 

22. the school district would encourage further 
specialized work. 

23. promotions would come automatically. 

24. competition would be open and encouraged. 

25. I would have a chance to further my formal education. 

26. I could get fired easily, but the rewards would be 
high. 

27. the work would be routine, but highly respected in 
the community. 

28. I would always have a chance to learn something new. 

29. the job would be insecure. 

30. the salary increases would be regularly scheduled. 

_31. the work might come in big pushes sometimes. 
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32. there would be emphasis on the actual production 
record. 

33. I might be on call when there is pressure to get 
jobs done. 

34. salary increases would be a matter of how much 
effort you put in. 

35. rewards would be high, but if one loses his job 
it would be very difficult to get another one. 

36. there would be emphasis on originality. 
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ITEMS THAT COMPOSE SUBTESTS OF THE OCDQ AND THE EWCS 

The OCDQ items that compose the eight : subtests are: 

Teachers' Behavior Principal 1s Behavior 

D H E I A P T C 

2 24 35 1 57 39 28 29 

6 20 31 5 58 43 32 33 

10 16 27 9 54 61 36 37 

14 12 23 13 44 46 41 42 

18 8* 19 17 34 64 48 45 

22 4* 15 56 51 50 52 49 

26 21 25* 40 47 55 

30 11 53 * 59 

60 7 63 * 62 

38 3 

The EWCS items that compose the six subscales are: 

PPCD CD TWP CS WSR SC 

9 2 4 6 1 3 

21 7 8 10 14 5 

22 11 15 18 17 12 

25 24 19 23 26 13 

28 32 31 27 29 16 

36 34 33 30 35 20 

*Scored inversely 
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MACMILLAN PUBLISHING CO., INC. 
866 Third Avenue, New York, N. Y. 10022 116 

October 31, 1980 

Mr. Michael L. Shapiro 
1625 Cumberland Trail 
Piano, Texas 75023 

Dear Mr. Shapiro: 

You have our permission to use, in the English language only, the 
"Organizational Climate Description questionnaire" from THEORY AND RESEARCH 
IN ADMINISTRATION by Andrew W. Halpin, subject to the following limitations: 

Permission is granted for usage of the material in the manner and for the 
purpose as specified in your letter. Note: If your doctoral dissertation is 
published, other than by University Microfilms, it is necessary to reapply for 
permission; 

Permission is granted for a fee of $35.00. This fee is payable upon signing; 

Full credit must be given on every copy reproduced as follows: 

Reprinted with permission of Macmillan Publishing Co.,Inc. 
from THEORY AND RESEARCH IN ADMINISTRATION by Andrew W. 

•Halpin. © Copyright by Andrew W. Halpin, 1966. 

If you are in agreement, please sign both copies of this letter in the space 
provided below and return one copy and your remittance to this department. 

XI,/ 
(Mrs.)Agnes Fisher 

( S Contracts Supervisor 

AGREED TO AND ACCEPTED: 

aCn<x 
Michael L. Shapiro 
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THE UNIVERSITY OF KANSAS 

Office of the Vice Chancellor for Research, Graduate Studies, and Public Service, 
and Dean of the Graduate School 

226 Strong Hall, Lawrence, Kansas 66045 
(913) 864-3301 

October 30, 1980 

Michael Shapiro 
1625 Cumberland Trail 
Piano, TX 75023 

Dear Mr. Shapiro: 

You have my permission to use the EWCS in your study, 
would appreciate a summary of the r e s u l t s . 

S incere ly , 

Cecil Miskel 
Professor and 
Associate Vice Chancellor 

39 

Main Campus, Lawrencc 
College of Health Sciences and Hospital, Kansas City and Wichita 
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1625 Cumberland Trail liq 
Piano, Texas 75023 

Dear Superintendent: 

I am a doctoral student at North Texas State University, in 
Denton, and a teacher in the Dallas Independent School Dis-
trict. For my dissertation topic, I have proposed to investi-
gate teachers' attitudes concerning factors of motivation to 
work in terms of their perceptions of school organizational 
climate, in selected high schools in Texas Education Service 
Center Region 10. 

To accomplish this, I need to sample the opinions of 20 teachers 
in each of 20 high schools (a total of 600 teachers), concerning 
organizational climate and motivation to work, using two instru-
ments—the Organizational Climate Description Questionnaire 
(OCDQ), and the Educational Work Components Study (EWCS), re-
spectively. Completing these questionnaires will take less 
than 20 minutes of a teacher's time and will not interfere 
with his/her work. 

I would like to deliver by mail or in person, 20 surveys to the 
principal(s) of the high school(s) in your district for distri-
bution to teachers on a random basis. I have enclosed a postage-
paid, self-addressed envelope in order for you to indicate 
whether or not you are willing to permit 20 teachers from the 
high school(s) in your district to cooperate in this research 
study, if they wish to do so. 

The information will be held in the strictest confidence (all 
questionnaires will be totally anonymous) and will be used only 
for research purposes. As a benefit to you, a summary of the 
results will be sent to you after the project is completed,. 

Any questions that you have concerning this research project 
will be given my prompt attention. I may be reached after 
5:00 p.m. at (21*0 ^23-6903. Please call collect. Thank you 
in advance for your cooperation. 

Approved: 

/ / / ' • • - Michael L. Shapiro 

'Dr*. Roosevelt Washington,." Jr. 
Professor of Educational,Administration 
North Texas State University 
Chairman, Doctoral Advisory Committee 

Sincerely, 



120 

PLEASE FILL IN AND CHECK THE SPACES BELOW AND RETURN THIS 
FORM IN THE ENCLOSED POSTAGE-PAID, SELF-ADDRESSED ENVELOPE, 
AT YOUR EARLIEST POSSIBLE CONVENIENCE. 

, as Superintendent of 
(please sign your name) 

the Independent School 

District, hereby: 

give my permission (if the high school(s) in my district 
are randomly selected) 

do not give my permission 

to allow twenty of the teachers in my district's high school(s) 

(or fewer than twenty, depending upon the number of teachers 

in each school), to cooperate in my doctoral dissertation 

study by completing two questionnaires, if they wish to do so. 

I understand that all questionnaires, school buildings, and 

districts will be totally anonymous, and that information 

will be used only for research purposes. 

I WOULD LIKE TO BEGIN THE DATA COLLECTION DURING THE MONTHS 
OF JANUARY AND FEBRUARY, 1981. 

THANK YOU VERY MUCH FOR YOUR COOPERATION IN THIS MATTER. 



1625 Cumberland Trail ,91 
Piano, Texas 75023 

Dear Superintendent: 

I am a doctoral student at North Texas State University, in 
Denton, and a teacher in the Dallas Independent School Dis-
trict. For my dissertation topic, I have proposed to investi-
gate teachers' attitudes concerning factors of motivation to 
work in terms of their perceptions of school organizational 
climate, in selected high schools in Texas Education Service 
Center Region 10. 

To accomplish this, I need to sample the opinions of 20 teachers 
in each of JO high schools (a total of 600 teachers), concerning 
organizational climate and motivation to work, using two instru-
ments—the Organizational Climate Description Questionnaire 
(OCDQ), and the Educational Work Components Study (EWCS), re-
spectively. Completing these questionnaires will take less 
than 20 minutes of a teacher's time and will not interfere 
with his/her work. 

I would like to deliver by mail or in person, 20 surveys to the 
principal(s) of the high school(s) in your district for distri-
bution to teachers on a random basis. I have enclosed a postage-
paid, self.-addressed envelope in order for you to indicate 
whether or not you are willing to permit 20 teachers from the 
high school(s) in your district to cooperate in this research 
study, if they wish to do so. 

The information will be held in the strictest confidence (all 
questionnaires will be totally anonymous) and will be used only 
for research purposes. As a benefit to you, a summary of the 
results will be sent to you after the project is completed-

Any questions that you have concerning this research project 
will be given my prompt attention. I may be reached after 
5:00 p.m. at (214) 423-6903. Please call collect. Thank you 
in advance for your cooperation. 

Approved: 

Sincerely, 

Mi 

Michael L. Shapiro 

"Dr*. Roosevelt Washington,." Jr. 
Professor of Educational',Administration 
North Texas State Un^ersity 
Chairman, Doctoral Advisory Committee 
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PLEASE FILL IN AND CHECK THE SPACES BELOW AND RETURN THIS 
FORM IN THE ENCLOSED POSTAGE-PAID, SELF-ADDRESSED ENVELOPE, 
AT YOUR EARLIEST POSSIBLE CONVENIENCE. 

(please sign, and then print your name 

Principal of High School 

hereby: 

give my permission (if my high school is randomly 
selected) 

do not give my permission 

to allow twenty of the teachers in my high school (or fewer 

than twenty, depending upon the number of teachers in my 

school), to cooperate in your doctoral dissertation research 

study by completing two questionnaires, if they wish to do so. 

I understand that all questionnaires, school buildings, and 

districts will be totally anonymous, and that information will 

be used only for research purposes. 

Please indicate the total number of high school teachers 

employed in your building: 

I WOULD LIKE TO BEGIN THE DATA COLLECTION DURING THE MONTHS 
OF JANUARY AND FEBRUARY, 1981. 

THANK YOU VERY MUCH FOR YOUR CONSIDERATION AND COOPERATION IN 
THIS MATTER. 
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1625 Cumberland Trail 
Piano, Texas 75023 

Dear Principal: 

Thank you for your cooperation and help with my doctoral 
research study. 

Enclosed, please find the questionnaires I mentioned in my • 
previous letter to you. These questionnaires are ready for 
distribution to faculty members in your building, Please 
distribute these surveys on a random basis .to twenty teachers 
in your school at your earliest possible convenience. Each 
teacher has been provided with a postage-paid, self-addressed 
envelope in. order to return their completed questionnaires. 

Once again, your consideration and cooperation in helping me 
complete my doctoral dissertation is deeply appreciated* 

Sincerely, 

Michael L. Shapiro 
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1625 Cumberland Trail 
Piano, Texas 75023 
January, 1981 

Dear Colleague: 

I am a doctoral student at North Texas State University--
College of Education, Denton, Texas, and a teacher in the 
Dallas Independent School District. 

You were randomly selected as a potential participant in 
my doctoral dissertation. Your district superintendent and 
building principal have granted me permission to solicit 
your cooperation in this project. Hopefully, you will choose 
to take part. 

Please complete fully the enclosed two research questionnaires 
This should require less than 20 minutes of your time. I have 
enclosed a postage-paid, self-addressed envelope in order for 
you to return the completed questionnaires at your earliest 
possible convenience. 

The information will be held in the strictest confidence (all 
questionnaires, school buildings, and districts are totally 
anonymous and will be used only for research purposes. 

Any questions that you have concerning this research project 
will be given my prompt attention. I may be reached after 
5:00 p.m. at (21^) 423-6903* Please call collect. 

Thank you in advance for your cooperation in helping me com-
plete my doctoral dissertation. 

Sincerely, 

Michael L. Shapiro 

/ 

Approved: 
"Dr . Roosevelt Washington J Jr. 
Professor of Edu?j/tionaV Administration 
North Texas State university 
Chairman, Doctoral Advisory Committee 



BIBLIOGRAPHY 

Borg, Walter R., and Meredith D. Gall, Educational Research, 
New York, David McKay Company, Inc., 1971. 

Halpin, Andrew W., Theory and Research in Administration, 
New York, The Macmillan Company, 1966. 

Herzberg, Frederick, Bernard Mausner, and Barbara Snyderman, 
The Motivation to Work, New York, John Wiley and Sons, 
Inc., 1959. 

Maslow, Abraham H., Motivation and Personality, 2nd ed., 
New York, Harper and Row, 1970. 

Sergiovanni, Thomas J., and Fred D. Carver, The New School 
Executive; A Theory of Administration, New York, Dodd, 
Mead, and Company, 1973. 

Vroom, Victor H., and Edward L. Deci, Management and 
Motivation, Baltimore, Maryland, Penguin Books, Inc., 
1970. 

Articles 

Abrell, Ronald L. , "Educational Leadership Without Carrot 
and Club," Clearing House, LII (February, 1970), 
280-285. 

Appelbaum, Steven H., "Attitudes and Values: Concerns of 
Middle Managers," Training and Development Journal, 
XXXII (October, 1978), 52-58. 

Appleberry, James B., and Wayne K. Hoy, "The Pupil Control 
Ideology of Professional Personnel in "Open" and 
"Closed" Elementary Schools," Educational Administration 
Quarterly, V (Autumn, 1969), 74-85. 

Argyris, Chris, "Some Problems in Conceptualizing Organiza-
tional Climate: A Case Study of a Bank," Administrative 
Science Quarterly, II (March, 1958), 501-520. 

Bartol, Kathryn M., "Individual Versus Organizational 
Predictors of Job Satisfaction and Turnover Among 
Professions," Journal of Vocational Behavior, XV 
(August, 1979), 55-67. 

125 



126 

Bishop, Lloyd K.f and Carl R. Steinhoff, "Organizational 
Characteristics of Administrative Training Programs: 
Professors and Their Work Environment," The Journal 
of Educational Administration, XIII (October, 1975), 
54-61. 

Blum, Stuart H., "The Desire for Security," Journal of 
Educational Psychology, LII (December, 1961), 317-321. 

Borgatta, Edgar, Robert Ford, and George Bohrnstedt, "The 
Work Components Study (WCS): A Revised Set of Measures 
for Work Motivation," Multivariate Behavioral Research, 
III (October, 1968), 403-414. 

Braught, Loran, "The Elementary Principal's Role in Improving 
Reading Instruction," Contemporary Education, XLVIII 
(Spring, 1977), 158-160. 

Campfield, William L., "Motivating the Professional Employee: 
A Reconciliation of Organizational Constraints and 
Incentives," Personnel Journal, XLIV (September, 1965), 
425-428, 442. 

Cook, Donald H., "Teacher Morale: Symptoms, Diagnosis, and 
Prescription," Clearing House, LII (April, 1979), 355-
358. 

Cox, Harold, and James Wood, "Organizational Structure and 
Professional Alienation: The Case of Public School 
Teachers," Peabody Journal of Education, LVII (October, 
1980), 1-6. 

Cronbach, Lee J., "Coefficient Alpha and the Internal 
Structure of Tests," Psychometrika, XVI (September, 
1951), 297-334. 

DeYoung, Edward J., "Organizational Patterns in Schools: 
Impact on Teachers and Students," National Association 
of Secondary School Principals, LXII (January, 1978), 
29-35. 

Doak, E. Dale, "Organizational Climate: Prelude to Change," 
Educational Leadership, XXVII (January, 1970), 367-371. 

Erlandson, David A., and Margaret C. Pastor, "Teacher 
Motivation, Job Satisfaction, and Alternatives--
Directions for Principals," National Association of 
Secondary School Principals, LXV (February, 1981), 5-9. 

Esposito, James P., "School Climate Affects Teacher Absen-
teeism, " Phi Delta Ka££an, LXII (February, 1981), 676. 



127 

Ford, Robert, Edgar Borgatta, and George Bohrstedt, "Use of 
the Work Components Study With New College-Level 
Employees," Journal of Applied Psychology, LIII (October, 
1969). 367-376. 

Gallup, George H., "The 12th Annual Gallup Poll of the 
Public's Attitudes Toward the Public Schools," Phi Delta 
Kappan, LXI (September, 1980), 33-46. 

George, Julius R., and Lloyd K. Bishop, "Relationship of 
Organizational Structure and Teacher Personality 
Characteristics to Organizational Climate," Administra-
tive Science Quarterly, XVI (December, 1971), 467-475. 

Gies, Frederick J., and B. Charles Leonard, "Value Concensus 
Concerning Disadvantaged Pupils in Inner City Elementary 
Schools," Educational Leadership, XXX (December, 1972), 
254-256. 

Halpin, Andrew W., and Don B. Croft, "The Organizational 
Climate of Schools," Administrator's Notebook, XL 
(March 1963), 1-4. 

Hartley, Marvin C., and Wayne K. Hoy, "Openness" of School 
Climate and Alienation of High School Students, 
California Journal of Educational Research, XXIII 
(January, 1972), 17-24. 

Hayes, James L., "Good Office Climate—Happy Workers," 
American School and University, LIII (September, 1982), 
20 

Herzberg, Frederick, "One More Time: How Do You Motivate 
Employees?," Harvard Business Review, XLVI (January-
February, 1968), 53-62. 

Hrebiniak, Lawrence G., and Joseph A. Alutto, "Personal and 
Role-Related Factors in the Development of Organizational 
Commitment," Administrative Science Quarterly, XVII 
(December, 1972), 555-573. 

Kaiser, Jeffrey S., and James J. Polcynski, "A Practical 
Theory of Motivation for Principals, "National Asso-
ciation of Secondary School Principals Bulletin, LXIII 
(March, 1979), 19-23. 

Kalis, Maryann C., "Teaching Experience: Its Effect on School 
Climate, Teacher Morale," National Association of 
Secondary School Principals, XLIV (April, 1980, 89-102 

Kampeier, Curt, "Creative Leadership in the School, "Theory 
Into Practice, XV (December, 1976), 360-367. 



128 

King, Nathan, "Clarification and Evaluation of the Two-
Factor Theory of Job Satisfaction," Psychological 
Bulletin, LXXIV (July, 1970), 18-31. 

Lacy, Annell, "Teacher Job Satisfaction: Factors and 
Implications," Delta Pi Epsilon Journal, XV (August, 
1973), 24-30. 

Lytle, James H., "An Untimely (but Significant) Experiment 
in Teacher Motivation," Phi Delta Kappan, LXI (June, 
1980), 700-702. 

Mclntyre, Martin H., "Motivation of Faculty," Physical 
Education, XXXIV (Decmeber, 1977), 183-187. 

Miller, William C., "Can a Principal's Improved Behavior 
Result in High Pupil Achievement?," Educational Leader-
ship, XXXIII (February, 1976), 336-338. 

Miskel, Cecil G., "The Motivation of Educators to Work," 
Educational Administration, IX (Winter, 1972), 42-53. 

Miskel, Cecil, Jo Ann DeFrain, and Kay Wilcox, "A Test of 
Expectancy Work Motivation Theory in Educational 
Organizations," Educational Administration Quarterly, 
XVI (Winter, 1980), 70-92. 

Miskel, Cecil G., and Leonard Heller, "The Educational Work 
Components Study: An Adapted Set of Measures for Work 
Motivation," The Journal of Experimental Education, XLII 
(Fall, 1973), 45-50. 

Mullins, James W., "Analysis and Synthesis of Research 
Utilizing the Organizational Climate Description 
Questionnaire: Organizations Other Than Elementary 
Schools, 1963-1972," Dissertation Abstracts Inter-
national, XXXVII (June, 1977), 7452-A. 

Myers, Scott, "Who Are Your Workers? How Successful Executives 
Handle People, 12 Studies on Communications and Manage-
ment Skills," Harvard Business Review, XLII (January-
February, 1964), 73-88. 

Palonsky, Stuart B., "Political Socialization and Organiza-
tional Restraint in Secondary Schools," The High School 
Journal, LXII (October, 1978), 3-6. 

Pepper, Albert L., "A Study of the Motivation Factors of 
Elementary.School Teachers," Dissertation Abstracts 
International, XXXII (June, 1972), 6723-A. 



129 

Sergiovanni, Thomas J., "Factors Which Affect Satisfaction 
and Dissatisfaction of Teachers," Journal of Educational 
Administration, V (May, 1967), 66-82. 

Stansbury, Robert D., "A Validation Study of the Organizational 
Climate Questionnaire for Iowa Elementary Schools," 
Dissertation Abstracts international, XXV (April, 1969), 
3817-A. 

Stone, William J., and Bette Pegas, "Stimulating the Tenure 
Teacher," Journal of Secondary Education, XLIV (April, 
1969), 167-170. 

Sweeney, Jim, "Principals vs. Teachers," Phi Delta Kappan, 
LXI (April, 1980), 565-566. 

Sweeney, Jim, "Responsibility and Fulfillment of Needs— 
Burnout Remedies?," Phi Delta Kappan, LXII (May, 1981), 
676. 

Swirsky, Daniel M., "Teachers' Perceptions of Organizational 
Climate and Their Acceptance or Rejection of an Inno-
vation in Classroom Practice," Dissertation Abstracts 
International, XXXVI (September, 1975), 1282-1283-A. 

Tammen, Harry A., "A Study of the Motivation of Junior High 
School Teachers," Dissertation Abstracts international, 
XXXII (January, 1972), 3640-A. 

Weinroth, Elissa D., "Motivation, Job Satisfaction and 
Career Aspirations of Married, Women Teachers at 
Different Career Stages," Dissertation Abstracts 
International, XXXVII (December, 1977), 3206-A. 

West, Phillip T., "Self-Actualization: Resolving the Indi-
vidual-Organization Conflict," Clearing House, XLVII 
(December, 1972), 249-252. 

Williams, Robert T., "Teacher Motivation and Satisfaction," 
National Association of Secondary School Principals, 
XVI (December, 1978), 89-94. 

Wolf, Martin G., "Need Gratification Theory: A Theoretical 
Reformation of Job Satisfaction/Dissatisfaction and Job 
Motivation," Journal of Applied Psychology, LIV (February, 
1970), 87-94. 

Zultowski, Walter H., "Moderating Effects of Organizational 
Climate on Relationships Between Goal-Setting Attributes 
and Employee Satisfaction," Journal of Vocational 
Behavior, XII (April, 1978), 217-226. 



130 

Reports 

Litwin, George H., and Robert A. Stringer, Jr., Motivation 
and Organizational Change, Harvard University, Division 
of Research, Graduate School of Business Administration, 
Boston, Massachusetts, 1968. 

Miskel, Cecil G., Public Schools Principals' Leader Style, 
Organization Situation and Effectiveness, U. S. Depart-
ment of Health, Education and Welfare, National 
Institute of Education, Washington, D. C., 1974. 

Miskel, Cecil, Douglas Glasnapp, and Richard Hatley, Public 
School Teachers Work Motivation, Organizational Incen-
tives , Job Satisfaction, and Primary Life Interests: 
Final Report, Office of Education, Washington, D. C., 
1972. 

Pellegrin, Roland, Some Organizational Characteristics of a 
Multiunit School, Oregon University, Center for Advanced 
Study of Educational Administration, Eugene, Oregon, 
1969. 

Unpublished Materials 

Francisco, Richard P., "Helping Through Organizing: A New 
Resource Within Secondary School," paper presented at 
the annual meeting of the American Psychological 
Association, San Francisco, California, August 26-30, 
1977. 

Fuller, M. Rex, and Cecil G. Miskel, "Sources of Work Attach-
ment Among Public School Teachers," paper presented at 
the annual meeting of the American Educational Research 
Association, Chicago, Illinois, April, 1972. 

Hayes, Andrew W., "A Reappraisal of the Halpin-Croft Model 
of the Organizational Climate of Schools," unpublished 
paper read before the American Educational Research 
Association annual meeting, New Orleans, Louisiana, 
February 25 - March 1, 1973. 

Howard, Harold C., "The Human Dimension: Balancing People 
Needs and Resources," paper presented at the Annual 
Association for Institutional Research Forum, Houston, 
Texas, May, 1978. 



131 

Koplay, Janos, and B. Claude Mathis, "The Relationship Between 
Teacher Morale and Organizational Climate," paper pre-
sented at the annual meeting of the American Educational 
Research Association, New York, February, 1967. 

McKay, A. Bruce, "Principals, Teachers, and Elementary Youth: 
A Study of the Relationship Between Selected Variables 
of Teacher-Principal Social Interaction and Six Features 
of the Educational Environment," paper presented at the 
American Educational Research Association annual meeting, 
New Orleans, Louisiana, February-March, 1973. 

Miskel, Cecil, and Leonard E. Heller, "The Stability and 
Reliability of a Modified Work Components Study Ques-
tionnaire in the Educational Organization," paper 
presented at the American Educational Research 
Association, Chicago, Illinois, April 3-7, 1972. 

Tirpak, Daniel R., "Relationship Between Organizational 
Climate of Elementary Schools and Personal Character-
istics of the Schools," unpublished Ed D. Dissertation, 
The University of Akron, 1970. 

Wyman, Suzanne, "Relationships of Organizational Climate to 
the Job Satisfaction and Satisfactoriness of the School 
Counselor," unpublished doctoral dissertation, The 
University of North Carolina at Chapel Hill, North 
Carolina, 1974. 


