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The problem of this study was to identify professional 

development needs of elementary school principals who are 

implementing site-based management. The purpose was to 

develop a prioritized list of developmental needs of princi-

pals participating in site-based management in the evaluation 

of teacher performance, instructional knowledge, behavioral 

life styles, and other needs as identified by a decentralized 

decision-making questionnaire. 

The population for this study was the sixty-one elemen-

tary school principals in a large urban school district. 

The principals were encouraged by the central administrative 

staff to assume the responsibility of site-based managers 

during the 1981-1982 school year. Three priority areas 

involving decision making at the school site evolved. These 

three areas were personnel, instruction, and budgeting. 

During the three succeeding years, additional areas of 

decision making have been added, such as building-level staff 

development, implementation of flexible student schedules, 

and provisions for specialized summer programs. 



Findings of the study showed that there was normality 

in the assessment of teaching skills by principals, that a 

significant correlation existed between principals' knowl-

edge of instruction and principals' teacher evaluation scores 

and that a significant correlation existed between principals' 

teacher evaluation scores, female principals being more con-

sistent. The findings showed that no correlation existed 

between evaluation scores and training and age, that there 

was normality of principals' scores in instructional knowl-

edge, and that there was not a relationship between knowledge 

of instruction and experience or training. 

It is recommended that staff development be provided to 

principals on the philosophy of site-based management and on 

the role of the principal and that this staff development be 

given for one to two years prior to implementing site-based 

management. It is recommended that specific training be 

provided principals in improving their instructional knowl-

edge, understanding of the authority, and an understanding 

of the responsibilities that accompany site-based management. 
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CHAPTER I 

INTRODUCTION 

During the past decade, accusations and charges have 

been leveled against the urban school systems of the United 

States regarding the non-responsiveness of educators toward 

public demands. Reform proposals call for a reshaping of 

the educational system to make it more responsive and more 

compatible with societal changes that have occurred in the 

post-World War II decades (1, p. 243) . Increasing pressure 

from minority groups, accompanied by increasing pressure for 

reform from educators, has played a part in forcing school 

authorities in many urban school systems to decentralize and 

to increase community involvement in the schools (5, p. 3). 

Site-based management, a form of decentralization, appears 

to some to offer a desirable alternative to the centralized 

control concepts which have been used traditionally in most 

school systems, particularly if individual school account-

ability is emphasized. 

In a 1980 study by Ornstein, it was found that 82 per-

cent of large (over 50,000 enrollment) systems with pre-

dominantly minority student populations reported having 

decentralized organizations. This extensive study found 

that the top eight reasons for choosing decentralized 



structures were (1) to enhance school-community relations, 

(2) to provide greater community input at the local level, 

(3) to provide local schools with more field and resource 

personnel, (4) to provide efficient maintenance and support 

for local schools, (5) to reduce administrative span of 

control, (6) to provide greater linkages between local 

schools and the central school board, (7) to redirect spend-

ing for local school needs, and (8) to provide greater con-

tinuity, from kindergarten to grade twelve (5, p. 5). 

When the philosophy of site-based management is adopted 

by a school system, the principal is granted greater 

authority and power as the chief administrator of the school. 

The principal is put in direct control of the resources he 

needs to operate his school (6, p. 53). Site-based manage-

ment shifts the decision-making process from the central 

administration to the local school level. It returns to the 

principal many of the discretionary powers he possessed in 

years past when schools and school districts were much 

smaller. The local administrator gains authority and 

responsibility over professional staff, program changes, 

budget priorities, and student problems (6, p. 54). 

Site-based management has many elements that appeal to 

principals. There are some concerns, however, that a school 

district must overcome before its personnel will be comfort-

able with this philosophy. A large urban school district 



that utilizes central staff control must thoroughly plan for 

the transition to site-based management. Personnel should be 

given comprehensive professional development in the site-

based management decision-making philosophy along with train-

ing in personnel, budget, and curriculum management. The 

development of a site-based management program is extremely 

time consuming; therefore, training in time management should 

also be provided (4, pp. 2-3). Possibly the most critical of 

all problems to overcome is the distrust factor. The central 

staff must have faith in the local staff's ability to make 

decisions and must respect and support those decisions while 

the school staff must be competent and knowledgeable in making 

decisions that conform to federal and state law and school 

policy (6, p. 54). 

Because of the possible positive outcomes that can result 

from a school district's participation in site-based manage-

ment, care should be given to the kinds and amounts of pro-

fessional development that are provided for school 

administrators both at the central and local levels. Careful 

analysis of professional development activities will help to 

determine if new or revised training procedures would assist 

staff members of various instructional and administrative 

characteristics in dealing with implementation problems. 

Richard Manatt reports that administrator evaluation criteria 

are divided into three aspects: humanistic characteristics, 



personal characteristics, and management characteristics (3, 

p. 2) . Two of the instruments used in this study were 

reviewed by Manatt and encompass these characteristics. 

The investigator reviewed the administrative and 

instructional characteristics of principals in an urban 

school system and determined what professional develop-

ment was most needed to prepare them to be effective site-

based managers. The results of district-wide examinations 

given to determine principals' knowledge of instruction and 

ability to evaluate classroom instruction were compared to 

their training and knowledge of site-based management. These 

results will be utilized by this district and other school 

districts to implement an effective site-based management 

program. If districts have information on what professional 

development training areas are most advantageous for their 

personnel and train local administrators accordingly, the 

implementation of site-based management will be less 

traumatic and more effective. 

Statement of the Problem 

The problem of this study was to identify professional 

development needs of elementary school principals who are 

implementing site-based management. 

Purpose of the Study 

The purpose of this study was to develop a prioritized 

list of developmental needs of principals participating in 



site-based management in the areas of (1) evaluation of 

teacher performance, (2) instructional knowledge, (3) 

behavioral life styles, and (4) other needs as identified 

by a decentralized decision-making questionnaire. 

Hypotheses 

The following hypotheses were formulated to achieve some 

of the objectives for this study. 

1. Principals' scores on the teacher evaluation instru-

ment will be normally distributed. 

2. Evaluations of teachers will correlate with princi-

pals' knowledge of instruction and experience. 

3. Principals' abilities to evaluate teachers will 

correlate with the principals' age, sex, and training 

received. 

4. Principals' scores on the Instructional Knowledge 

Survey will be normally distributed. 

5. Principals' experience and training will correlate 

with instructional knowledge. 

Research Questions 

The following research questions were formulated to 

achieve the objectives of this study not covered in the 

hypotheses. 

1. Will principals who participate in a greater number 

of professional development activities show greater optimism 

regarding the effectiveness of site-based management? 



2. Will principals identify personal time budgeting as 

a problem in implementing site-based management? 

3. Will principals most frequently list building-level 

decision-making as an advantage of site-based management? 

4. Will principals prefer a moderate level of staff 

and parent participation in decision-making? 

5. Will principals most frequently express concern 

about the lack of clearly defined authority at the building 

level? 

6. Will principals identify the improvement of student 

achievement as the most important task facing them? 

7. Will principals reveal a strong humanistic-helpful 

style of behavior on the Life Styles Inventory (2)? 

8. Will principals reveal a strong avoidance style of 

behavior on the Life Styles Inventory (2)? 

Significance of the Study 

The study focuses upon the administrative character-

istics, instructional knowledge, and instructional program-

ming activities that contribute to principals' competencies 

as site-based managers. This study is significant in that 

it provides information which will enable school districts 

to increase the effectiveness of site-based management, 

determines whether principals' instructional knowledge con-

tributes to their abilities as site-based managers, and 



provides the rationale for initiation of instructional pro-

gramming activities that contribute to principals' competen-

cies as site-based managers. 

Definition of Terms 

The following terms have restricted meanings and are 

thus defined for this study. 

Administrative characteristics are the skills needed by 

principals to identify effective classroom instruction, to 

organize and implement school programs, and to work with staff 

and community in developing a site-based managed program. 

Decentralization is the movement of decision making from 

the central administrative level to the local level. 

Instructional knowledge includes concepts and understand-

ings which principals should possess in order to recognize 

quality classroom instruction as measured and defined for 

this study by the Instructional Knowledge Survey. 

Instructional characteris ties are the skills needed by 

principals to articulate instructional goals; to direct human, 

fiscal, and material resources; and to monitor and evaluate 

the accomplishment of these tasks as measured by the Instruc-

tional Knowledge Survey. 

Management style is the leadership behavior exhibited by 

a principal in a supervisory role. 
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Professional development involves the training of 

principals and central administrators in the philosophies, 

procedures, and concepts of site-based management. 

Site-based management is defined as the management 

process which recognizes and establishes the principal as 

the central actor in the leadership and management of the 

school. 

The site-based management team consists of representa-

tives of the major constituent groups associated with the 

school which include professional staff, parents of students, 

and other citizens living within the attendance boundaries of 

the school. 

Basic Assumptions 

It was assumed that the subjects responded honestly to 

instruments to measure life style and effectiveness of 

professional development activities. It was further assumed 

that the staff development activities received by the 

participating principals during the past three years provided 

responses for this study. 

Demographic Information 

The urban school district where this study was conducted 

had sixty-one elementary school principals. The ethnic 

composition of these principals was 61 percent Anglo, 25 

percent Black, and 14 percent Hispanic, with 38 percent being 



female. The student population was 31,061 in grades pre-

kindergarten through five. Student ethnicity was 40 percent 

Anglo, 36 percent Black, and 24 percent Hispanic. 

Procedure for the Collection of Data 

In 1980 this urban school system was directed by the 

board and superintendent to implement site-based management. 

During the time between 1980 and 1983 both required and 

voluntary staff development activities were conducted. Staff 

development activities were offered in the areas of leader-

ship effectiveness, employee motivation, effective schools, 

staff performance evaluation, teacher evaluation, outcome 

based instruction, and assertive discipline. Upon completion 

of this training which was designed to prepare principals as 

site-based managers, they were required by the central 

administrative staff to observe a video-tape of a teacher's 

performance in an instructional setting. During this 

observation, the principals evaluated the teacher on the 

Formative Evaluation Report in the areas of instructional 

skills, organizational and classroom management skills, 

professional performance, and interpersonal skills. Follow-

ing the completion of the Formative Evaluation Report, 

principals were given an Instructional Knowledge Survey. 

This instrument was designed to assess a principal's knowl-

edge of instruction gained through staff development activi-

ties and experience. 
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A questionnaire was then developed by the investigator 

with the assistance of the school system's associate super-

intendent for planning. This instrument, Decentralized 

Decision-Making Questionnaire, was sent to all sixty-one 

elementary school principals, and they were asked to 

voluntarily and anonymously complete and return it. This 

instrument was designed to determine the effectiveness of 

the staff development activities, principals' concerns in 

implementing site-based management, problems encountered 

with implementing site-based management, and a general 

assessment of knowledge of site-based management. 

Site-based management requires a greater degree of 

teacher, parent, and community participation than the 

centrally administered school system. In order to strengthen 

the principals' abilities to cope with increased participation 

and to determine possible weaknesses in their abilities to 

develop broadened participation, a Level 1: Life Styles 

Inventory Self-Description (2) was sent to the principals 

along with the Decentralized Decision-Making Questionnaire. 

Principals were asked to voluntarily and anonymously complete 

and return it to the investigator. 

Organization of the Report 

Chapter I gives the statement of the problem, the 

purposes of the study, the hypotheses, the research questions, 

the significance of the study, the definition of terms, the 
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basic assumptions, the demographic information, and the 

procedures for the collection of data. Chapter II summarizes 

a review of the literature and research related to site-based, 

school-based, and decentralized management. Chapter III sets 

forth the methods and procedures followed in conducting the 

study and in collecting the data. Chapter IV presents an 

analysis of the data, and finally, in Chapter V, findings, 

conclusions, and recommendations are given. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

There are many critical issues facing urban school 

systems other than improving the level of learning by 

students. Three of the most pressing and time-consuming 

are desegration, financing, and decentralization. When the 

more affluent segments of society move from the urban center, 

and business, industrial, and commercial interests follow 

their clients away from the city, the remaining population is 

one with severe and costly social, economic, and educational 

needs. Decentralization is a management method which most 

major cities are attempting to use to combat urban flight 

and to relate to their remaining population (5, p. 244). 

Site-based management, or decentralization, is an attempt to 

place more authority and responsibility for solving a school's 

problems in the hands of people at the local level who have 

knowledge of local conditions and incentives to find workable 

solutions (10, p. 260). 

Site-based management is a concept of public school 

administration which has received considerable attention 

during the last ten to fifteen years. It has been given 

several names—decentralized decision making, site-based 

13 
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management, decentralization, or school-based management. 

Regardless of the term used, the concept signifies a return 

of decision making to the local school level. 

Site-Based, School-Based, and Decentralized 

Management 

Traditionally, the central administrative staff of a 

public school district has been the decision-making unit. 

California's former Governor Brown and other proponents of 

school-based management argue that the individual school is 

a more reasonable unit of managerial function and responsi-

bility (15, p. 7). Different definitions have been proposed 

for three different types of organization—decentralization, 

site-based management, and participatory management. The 

Decker report points out that participatory management does 

not necessarily mean decentralization because it can be a 

part of any management system. Decentralization can be 

identified best by the levels at which decisions are made 

(15, p. 9). 

William Cunningham defines decentralization in the 

statement that follows. 
Decentralization means to distribute authority more 
widely, that is, to a greater number of individuals. 
. . . It involves delegation from superior to 
subordinate officials within a bureaucracy. The 
organizing principle of the bureaucracy remains 
hierarchical. The top officials remain free to 
revoke the delegation at any time. The subordinate 
officials remain dependent in numerous ways upon 
their superiors (13, p. 276). 
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The literature offers many interpretations of site-

based management or decentralized decision making. In some 

systems, site-based management is limited to the employment 

of personnel and maintenance of the budget while in other 

systems principals also develop curriculum and establish 

discipline procedures. Still, in other school districts, 

decentralized decision making is all of the above plus staff 

and parent advisory committees who assist the principal in 

decision making or in some situations have the responsibility 

for making the decisions. In some rare situations, the parent 

and advisory committees even have the power to select the 

principal and other staff members. Regardless how 

decentralized decision making is implemented, it is a drastic 

change from the present centralized structure which exists in 

most systems. 

The Decker Commission collected testimony and literature 

that indicated "an effective management system may be central-

ized in some aspects and decentralized in others" (15, p. 10). 

The important points to consider are which aspects to central-

ize, which to decentralize and to what extents. 

The basic philosophy of school-based management (SBM), 

states Parker, is a "return of decision making to the local 

school level" (35, p. 20). Although this shift in decision-

making power may seem threatening to some educators, several 

SBM experts interviewed by Parker contend that such a 
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decentralization actually works to the advantage of school 

boards: when principals and teachers are given the freedom 

to make policy and budget decisions that affect their schools, 

they also inherit the responsibility and accountability that 

go along with that freedom. As a consequence, building-site 

personnel make high quality decisions regarding the running 

of their school, since those decisions affect them directly 

and since they are directly accountable (35, p. 20). 

Fantini and Gittell found that over the last three 

decades, government agencies on the federal, state, and local 

levels have grown in size and importance. As they have 

become more powerful, they have become less controllable, 

either by legislatures or by the public. Many would argue 

that they have also become less responsive to the demands 

of society, to consumer interests, and, in many circumstances, 

resistant to institutional and social changes that might 

intrude on their authorities (19, p. 11). 

With the increased clamor from interested parties out-

side the educational system seeking entry to it, the point 

of view inside the system is sometimes overlooked or mis-

understood. Fantini and Gittell propose that to work inside 

a big city's educational system is to assume a role in which 

behavior is shaped largely by the expectations of the existing 

institutions (19, p. 25). Kopel and Pink give their opinions 

of decentralization as quoted below. 
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It is fair to say that we have found considerable 
support, both theoretically and empirically, for the 
concepts of decentralization and citizen involvement 
in decision making. While it is true that decentral-
ization has become a reality in the educational com-
munity, it is also true that the concept of citizen 
control is less universally embraced in the same 
circles. Regretfully, many of the potentially 
beneficial effects of decentralization are being 
systematically subverted by the professional educator 
because of an avoidance of community participation 
(24, p. 24) . 

Efforts for new reform through decentralization have 

emerged in recent years, according to Fantini and Gittell, 

from the failure of the American political structure to 

adjust itself to the changing needs of society. Expansion 

of the bureaucracy and narrowing of the policy process limit 

the channels for the exercise of power which affects new, 

upwardly striving groups. Earlier, immigrants to the cities 

had means of mobility available to them; the unskilled labor 

force, the local political party, and government service were 

major routes for entering the system. Today, however, 

America's economic and political institutions no longer pro-

vide such ready means of access for new groups. Demands for 

decentralization and community control are a reflection of 

that general political circumstance. The movement represents 

an effort by powerless groups to become a part of the system 

and, at the same time, to make the system responsive to their 

needs. They seek a means of shared responsibility in the 

allocation of the resources of the society (19, p. 7). 
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Fantini and Gittell believe that 

demands for urban decentralization and community 
control are indices of the inaccessibility, irrespon-
sibility, and unresponsiveness of the institutions of 
urban government in the 1970's. How and why these 
institutions have become the focus of such widespread 
dissatisfaction can be understood only in the total 
context of urban politics in America and, particularly 
from the historical perspective of developments over 
the last several decades (19, p. 3). 

"In effect, a district's choice to adopt a site-based 

management concept is implying two things," says Weischadle. 

One is that it has faith in the ability of its princi-
pals to conduct appropriate school affairs. The other 
is that the district has faith in the community to help 
the principal conduct these affairs. Both of these 
things represent a substantial departure away from how 
we conduct school affairs today (44, p. 54). 

When a school system decides to implement a site-based 

plan, a serious commitment from board members and central 

office staff needs to be made. They need to be willing to 

place more responsibility and authority at the school site. 

Parker states this in the quotation that follows. 

The basic change that board members and central office 
personnel need to make is from the idea of bossing a 
district to that of managing a district. Instead of 
determining every detail of a school system's operation 
as they do now, the central office and board would lay 
down a framework of goals and guidelines, while the 
principal, faculty, parents, and students would deter-
mine the details of their school's operation . . . the 
most difficult decision a system faces is deciding 
which things are to be controlled at the local building 
level and which powers are to be retained by the central 
office staff. There are no pat formulas for such a 
redistribution, because like most SBM challenges, those 
are decisions to be made by everyone involved in its 
implication (35, p. 20). 
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Clear presents a strong case for decentralization. He 

believes that " . . . large urban school systems have been 

so centralized that neither diffuse decision making nor 

constituent control has occurred. Size alone results in 

tremendous gaps growing between constituent desires and the 

capacity of representatives to reflect them" (10, p. 259). 

Large city systems seem to impose standardized curricula 

that has resulted in educational offerings that are not 

fitted to the needs of the students. Clear believes that 

community demands for decentralization "have been generated 

by the failure of current structures to meet the expectations 

of the people they have ostensibly been created to serve" 

(10, p. 260). 

The problems of decentralization have many facets. To 

avoid many of the inherent problems, careful planning and 

guidelines must be established. Decision-making areas need 

to be clearly defined—those areas that are going to be 

retained by the central office, those that are going to be 

delegated to local school sites, and those that are going 

to be covered by teachers' organizations. These decisions 

need to be made prior to any discussions with community 

groups (10, p. 260). 

Clear presents several key points that he feels are 

necessary to the success of a decentralization plan. These 

are to (1) avoid suggesting that all the expectations a 

community generates can be met; (2) insure that some 
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expectations can be met; (3) find areas where local com-

munities can have influence; (4) be careful not to impose 

judgments about educational policies on communities; (5) 

allow some organization and community cohesion to be present; 

(6) realize that the capacity to make smooth changes toward 

decentralization is mostly within the power of the adminis-

tration; and (7) last, but not least, the administrators, 

teachers, and other employees within the school system must 

be willing to relinquish decision-making power to local 

communities (10, pp. 261-262). 

A real and present deterrent to including the community 

in decision-making roles comes from the reluctance of school 

boards, administrators, teachers, and other employees to 

give up any part of their authority. These employees are 

fearful of change in re-assignments that might lead to less 

pay. This resistance must be dealt with prior to the time 

the community groups enter the discussions (10, p. 266). 

Clear feels that the community must realize its respon-

sibility. He states, "They must realize that heavy respon-

sibility goes with making decisions; gaining credit, good or 

bad, is the legitimate by-product of making decisions. There 

will be no scape goats to blame if their decisions do not 

provide the results they seek" (10, p. 266). 

According to Clear, urban school officials gradually 

realize that demands for decentralization have been generated 
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by the failure of current structures to meet the expecta-

tions of the people they serve. Evidence indicates that 

some of the schools in the nation's cities do not generally 

reflect the values and expectations of their constituents 

(10, p. 260) . 

Parker states that school-based management has been 

promoted as the salvation of public education; still many 

school boards are afraid of it. Principals are hesitant 

about it, and teachers are not so sure about its effective-

ness. The truth is most people do not understand it (35, 

p. 20) . 

Cunningham sums up the philosophy of decentralized 

decision making by saying that if we are serious about 

educating children, it is essential that we draw their 

parents and the community at large into the process. The 

education of our youth must have an energetic school-home 

partnership, composed of community, parents, leaders, and 

educators (13, p. 281) . 

Principles of Site-Based Management 

Site-based management is a concept that embraces the 

belief that (1) individual school faculties, staff, and 

respective community members not only want but need to offer 

critical input and participate in decision making; (2) shared 

decision making at the building level provides higher quality 

and more acceptable decisions than those made by central 
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administrators or by principals alone; (3) the more desir-

able in-school procedures are those that allow more people 

to share their good ideas in pursuit of creative solutions 

worth implementing; (4) teaching personnel who have access 

to the building principal feel better about their jobs and 

the schools in which they work and are more willing to 

share and exchange their teaching problems and successes 

with others; (5) teaching personnel are more productive and 

will demonstrate greater job satisfaction when they perceive 

and experience some degree of mutual influence in the school 

management process; and (6) when all of the foregoing condi-

tions are present in a school management process, the educa-

tional opportunities for school children are substantially 

improved (41, p. 1). 

Site-based management means more than satisfied people. 

It means improvement in the quality of decisions and an 

increased likelihood of effective implementation of district-

wide as well as site-based programs (e.g., outcome-based 

instruction, gifted and talented, etc.). When fully opera-

tionalized, site-based management results in, or exhibits, 

the following characteristics: (1) site-specific school 

management activities versus common activities undertaken 

by the district as a whole; (2) self-directed and initiated 

activities versus other directed and initiated activities; 

(3) a school management process that places the principal in 

an active role, exercising leadership in the instructional, 
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management, administrative, and community involvement 

operations of the school (but still within board policy), 

versus the principal in a receptive role, accepting ideas 

and central office prescription not of his own making; (4) 

an heuristic school management process directed at specific 

school action plans which emerge from the needs of the school 

versus a pre-planned district-wide design in which specific 

objectives and activities are predetermined by others; (5) 

a performance-based management process in which school-based 

outcomes are emphasized and measured against realistic 

expectations of the district; and (6) a site-based management 

team versus a vague and undefined management process in which 

district-wide outcomes are measured against unrealistic 

standardized expectations for every school without regard to 

special needs and conditions unique to each site. In short, 

site-based management is an ongoing school improvement 

process that enhances organizational effectiveness through 

participative decision making (41, p. 1). 

In site-based management, decisions on instructionally-

related matters will be made as close to the student level 

as possible. That is, they will be made on the school site 

by the principal with the assistance of the school's staff 

and community. These decisions will be ones which directly 

affect an individual school's products—its student achieve-

ment levels. In other words, decisions concerning how to 

bring about certain outcomes will be made at the campus level. 
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Any outcomes, however, will be uniform across the district. 

They will be determined by state law and regulation as well 

as by board of education priorities and guidelines (41, p. 3) 

Studies of effective schools—schools in which students 

are learning—reveal that their strongest and most uniform 

aspect is the instructional leadership of the principal. 

Site-based management is an effort to allow principals more 

freedom to become instructional leaders. In the process, it 

will provide them more skills to be effective leaders. Since 

the principal has the ultimate responsibility for student 

achievement, he must be responsive to the needs and wants of 

the faculty, staff, and surrounding community in making 

decisions regarding the school and its instructional program. 

Through the site-based management process, faculties 

and staffs have the opportunity to learn what is happening 

and to let their opinions be known through the site-based 

management team. Community personnel and parents will be 

involved with the principal and staff as all members of the 

site-based management team participate in the decision-

making process. 

Under site-based management, principals are assigned to 

schools as leader-managers to work with the faculty, staff, 

and students assigned to the school and with the parents, 

citizens, and communities associated with the school. 

Together they determine and implement appropriate programs, 

activities, and support patterns for the school (41, p. 2). 
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Lopez indicates in his research that there are many 

forms of site-based management or decentralized decision 

making operating in urban school systems. There are four 

principles which seem to be common to all site-based manage-

ment plans. These are parent-citizen participation, teacher 

involvement in school-wide decision making, central adminis-

trative staff members serving as support personnel, and the 

changing role of the principal (26, p. 4). 

Review of Site-Based Management Programs 

Virtually the only study on a national level examining 

the effectiveness of decentralized decision making was con-

ducted in 1974 by Cawelti. His study of the Madison, 

Wisconsin, program found that,contrary to expectation, there 

had been only limited shifting of decision-making authority 

to the building principal (8, pp. 18-27). However, Patter-

son's and Hansen's study of the Madison Decentralized Model, 

in 1974, concluded that the model was working; decision-

making authority had shifted away from the central office to 

the local building, and the area administrators over the 

local principals exerted some influence on decision making 

and central administrators exerted the least (36, pp. 126-

128) . 

It is interesting to note that Cawelti's conclusions 

in his independent study conflict with Patterson's and 

Hansen's internal study of the Madison model. A number of 
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possible conclusions can be drawn from these studies: the 

participants in the independent study felt more free to give 

an accurate assessment; the internal study was written in 

terminology which was understood by the participants, and 

they responded accordingly; or the data on one or both 

studies could have been misinterpreted. 

In Ornstein's 1980 study, 42 out of 66 school systems 

(64 percent) reported that they were decentralized. Three 

school systems (Arundel County, Maryland, Milwaukee, and 

Pittsburgh) had moved from decentralization to centraliza-

tion since 1973, when an earlier nationwide survey had been 

conducted of school systems with 50,000 or more students. 

On the other hand, six school systems had enacted such a 

policy (Washington, D.C., Jefferson County, Kentucky, Mobile 

County, Alabama, Tucson, Arizona, Baltimore County, Duval 

County, Florida, and Charlotte-Mechlenburg, North Carolina). 

Larger school systems had decentralized more often than the 

smaller ones. Twenty out of 22 (91 percent) of those with 

more than 100,000 students had decentralized, whereas 22 out 

of 44 (50 percent) of the systems enrolling between 50,000 

and 100,000 had decentralized (34, p. 4). 

Fantini and Gittell report that "in big cities like New 

York, Detroit, Los Angeles, and Philadelphia, the rise of 

community participation as a vehicle for school reform began 

to take the shape of decentralization. Because participation 

under decentralization increases the voice of the consumer in 
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educational decision-making, this alternative is political 

in nature" (19, p. 45). Decentralization, to parents 

already frustrated by years of neglect, signified a new hope 

for achieving quality education through decision-making 

(shared with those who now hold power in the city schools). 

Fantini and Gittell said that "decentralization was a 

concept born in Intermediate School 201 in New York City, 

among a group of parent activists who had fought long and 

hard for an integrated school" (19, p. 45). These parents 

asked the New York City Board of Education to give them 

community control of the school. They wanted more than 

community participation. 

The Act of New York Legislature passed in the spring 

of 1967 directed the mayor of New York City to 

prepare a comprehensive study and report and formulate 
a plan for the creation and redevelopment of educa-
tional policy and administrative units within the city 
school district of the city of New York with adequate 
authority to foster greater community initiative and 
participation in the development of educational policy 
for the public schools . . . and to achieve greater 
flexibility in the administration of the schools (19, 
p. 83) . 

In order to qualify for increased state aid, this man-

date had to be followed. As a result, Mayor Lindsay of New 

York City appointed a blue—ribbon committee. The committee 

was chaired by McGeorge Bundy, former President of Ford 

Foundation. After six months study, the Bundy Report 

resulted in a recommendation that communities have the right 
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as free citizens not to embrace decentralization. However, 

the city should not deny the right to decentralize to those 

communities that do want it (19, p. 83). 

Excerpts from a letter of transmittal that was sent to 

Mayor Lindsay follows. 

There is one other element of flexibility which deserves 
special mention here. While we find strong pressure for 
decentralization from a clear majority of the city's 
communities, we also find some who are content with 
things as they are. We have, therefore, recommended that 
the proposed Community School Boards should have the 
right to use just as many services from the central agency 
as they choose. In effect, under our plan, districts 
which do not want to decentralize will be free not to do 
so (19, p. 84) . 

In the spring of 1967, the New York City Board of Educa-

tion gave the superintendent of schools the authority to 

create a number of experiments in community participation in 

the shaping of educational policy. As a result, three experi-

mental sub-systems were created: a five-school complex in 

East Harlem, the IS 201 complex; a five-school complex on the 

Lower East Side of Manhattan, the Two Bridges Model School 

Complex; and the eight-school Ocean Hill-Brownsville Experi-

mental School District in Brooklyn (19, p. 85). 

A brief examination of the New York City program by 

Kopel and Pink illustrates how site-based plans have been 

subverted. In November, 1967, the Mayor's Advisory Panel 

(the Bundy Committee) recommended that New York City 

decentralize from the then existing 30 attendance districts 

into 30 to 60 community districts that would elect local 
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boards to hold some powers traditionally residing with 

central administration (e.g., personnel, curriculum, and 

finances). Not surprisingly, the board did not totally 

embrace the concept of community control. However, follow-

ing much unrest and debate, and following on the heels of 

the Ocean Hill-Brownsville affair, a new bill directed the 

board to establish 30 to 33 community districts to be headed 

by locally elected community boards, that were in effect to 

share responsibility with the central board. The high schools 

were exempted from this plan. By design, the community gained 

some ground, but in reality the districts were sufficiently 

large (from 20,000 to 38,000 students) to ensure that they 

would continue to be controlled by those sectors of the com-

munity presently overrepresented in decision-making positions. 

In short, the standard elective process remained intact, with 

the net result not being the redistribution of power previously 

expected (24, p. 21). 

Fantini and Gittell, citing a study conducted by the 

Institute for Community Studies concerning board membership, 

report that 

the study (of New York) showed that 63.8 percent of 
these board members are middle-class professionals. 
Over 50 percent are Catholic and 36 percent Jewish. 
And, most importantly, 53.2 percent of these board 
members have children in parochial and not in public 
schools. This is a school system that is 57.2 percent 
black and Puerto Rican (19, pp. 49-50). 

Clearly, this is a curious kind of community control. 
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Parker reported that New York City's plan of decentrali-

zation passed in 1969. Instead of a transfer of substantial 

power to local communities, it strengthened the central 

machinery of the city-wide school system. Very little 

authority was granted the communities over personnel, budget, 

and program. Detroit duplicated the New York City plan of 

decentralization. Detroit created eight regional boards as 

compared to New York's thirty-one. Although in most instances, 

there has been little real public-policy-making, some idea has 

been gained of what true decentralization could accomplish 

(35, pp. 20-21) . 

Since 1970, New York and Detroit adopted city-wide 

decentralization plans under state legislation. In both 

cases, educators successfully watered down the plans to 

minimize local board powers (19, p. 47). 

The experience gained by the grass-roots push for 

decentralization was successful in planning other decentral-

ized units, such as Anacostia in Washington, D. C. Anacostia 

was another example of a pattern for initiating decentraliza-

tion (19, p. 86). The Anacostia Community School Project 

originated in discussions among educational staff, and a call 

from President Johnson in 1968, for a ten million dollar 

program in the District of Columbia. This project gained 

support from the community, the administration, and teachers' 

organizations. Perhaps this was true because of the 



31 

prestigious and financial support from the federal govern-

ment (19, p. 69). 

Fantini and Gittell give the following comprehensive 

report on the Anacostia experience. An attempt was made 

to get all the major parties of interest together at the 

same time in a planning session. The major parties included 

parents, teachers, and students. In March, 1968, the Presi-

dent presented his recommendations to Congress for the 

District of Columbia. Specifically, he noted that "Washing-

ton's 150,000 school children and their parents . . . must 

also be able to exercise one of their most fundamental rights, 

They must have a voice which can be heard in the operation of 

their school system" (19, p. 87). 

A day-long information conference which included repre-

sentatives of the Office of Education, the Ford Foundation, 

the District of Columbia Public Schools, and operational 

school community projects was held. The purpose of the 

community council that resulted from the meeting was to 

assure continuing community participation in the preparation 

of a proposal (19, p. 89). 

A planning workshop followed the day-long conference 

in which 280 people participated. Approximately 46.7 percent 

of the participants were parents and residents of Anacostia 

schools, 37.8 percent were teachers, and 15.5 percent were 

school-age youths and young adults from Anacostia. The 
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participants were organized into four main task forces— 

early childhood, elementary, secondary, and adult education. 

Each of these groups presented proposals for several pro-

grams. These programs were detailed and costed. However, 

because of inadequate funding, many of the programs have 

since been abandoned. There seems to be little evidence 

that these projects have changed the educational output (19, 

p. 90) . 

The Woodland Experimental School Project in Chicago was 

conducted as an experiment in community involvement with 

power remaining in the hands of the regular Chicago Board of 

Education. Attempts to increase community involvement were 

made around school issues. Their most visible successes 

were in the naming of a black principal and a new black 

project director, as well as in earning the growing confidence 

of the community in the project's staff. This project was 

funded by the State of Illinois and designed specifically to 

increase community awareness, involvement, and control in 

the local schools. The project had no delegated powers in the 

school but was able to influence decisions by its ability to 

mobilize community support and its financial weight (19, pp. 

71-72). 

The Havighurst report on Chicago, for example, recom-

mended giving principals greater authority over both curricu-

lum and instruction as a means of bringing decision making 

closer to the local level. Somewhat later, the Bundy Report 
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advocated decentralization, the creation of community school 

boards and the limiting of powers of the central school board. 

These recommendations, however, were diluted by a subsequent 

recommendation that the local school board be selected in 

part by the mayor. 

More recently, an in-house report by a Philadelphia 

School Committee in rejecting the concept of community con-

trol, proposed three alternative governance options that 

embrace the concept of differential community participation. 

The options, informal community participation, advisory 

participation through an elected committee, and shared 

authority and responsibility, are certainly alternatives in 

the right direction. However, as outlined, the power of 

decision making remains in the hands of the principal and 

the board; none of the three options, for example, questions 

the authority of the professionals to make the final decision. 

It should be noted that none of the three options has even 

been fully implemented (19, p. 69). 

The California State Legislature passed an Act in 1969 

to study the feasibility of decentralization of the Los 

Angeles Public Schools. A legislative subcommittee outlined 

its objectives and then subcontracted with various individuals 

and corporations in the implementation of certain aspects of 

the study (19, p. 85). 

The Morgan community served by the Morgan Public School 

in Washington, D. C., organized itself into a community 
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council. The purpose of the council was that the community 

have a greater impact upon the educational affairs of the 

Morgan community (19, p. 85). The Morgan experiment was the 

result of a program with Antioch College, a teacher-

preparation college. It began to assume a community flavor 

with the Morgan Community Council serving as trustees of 

the school. Antioch served as consultant to the community-

centered operation. Also, the District of Columbia Teachers' 

Union became a strong ally of the Morgan Council (19, p. 86). 

Evidence indicates that the origination of decentraliza-

tion, according to Kopel and Pink, grew out of the efforts 

of Parents of Intermediate School 201 in New York City 

because there was a growing belief that there was a declining 

educational quality to large, impersonal school administra-

tion (24, p. 20) . 

Community Participation in Site-Based 
Management 

It seems that all forms of site-based management have 

some form of parent participation in the management of the 

school. The effects of parent-citizen involvement are 

reviewed in an effort to assess its effectiveness. 

Dawson examines the notion of community participation 

in urban education. The author argues that "in order to 

appreciate community participation in education as an 

emancipatory democratic activity, one must adopt a synthetic 
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view incorporating the phenomenological aspects of the 

interpretative approach within the framework of an analysis 

of educational hegemony" (14, p. 177). 

The three categories of community participation in 

schools, according to Dawson, are "service, student instruc-

tion, and decision making" (14, p. 178). He feels that a 

community does not have a voice in decision making because 

parents only participate in such capacities as teacher aides, 

resources in instruction, or officers in parent associations. 

With the call for greater community participation, the 

community is likely allowed to participate in a consultative 

or advisory role. Community control seems to fall within 

two categories. Dawson gives the first category "as a 

representative parent-community council with the power to 

set school policy and to make personnel, budget, and curricu-

lum decisions at the individual school level" (14, p. 178). 

In the second category of community control, elected school 

boards have self-determining power over budget, personnel, 

and curriculum within small urban localities. Dawson found 

that the most frequent type of community participation has 

occurred in 'parent-community councils' associated with 

single community schools" (14, p. 178). 

Entwistle asserts that some urban communities practice 

^ ^®g^sssion to localism. These practices seem to reaffirm 

social class, ethnic, or neighborhood divisions (18, p. 69). 
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Dawson states that "Nonetheless , we will assume here that 

the primary motivation underlying community participation in 

the process of schooling is to improve the level of educa-

tional attainment in the community's children and, ultimately, 

to increase their potential for social mobility" (14, p. 179). 

It seems that the social division of labor is reinforced 

because schools tend to treat students of different social 

classes differently. Dawson states that Bourdieu's con-

clusions indicate that the educational system discriminates 

in favor of the middle and upper classes. Inherited cultural 

capital seems to be the good fortune of the social elites 

(14, p. 180). 

Bourdieu states that regardless of their level of educa-

tion, 

the culture of the elite is so near to that of the 
school that children from the lower middle class 
(and a "fortiori" from the . . . industrial working 
class) can only acquire with great effort something 
which is "given" to the children of the cultivated 
classes and naturally expected of them precisely 
because (in the ethnological sense) they are the 
culture of that class (3, p. 39; 14, p. 180). 

In the traditional sense the term "hegemony" emphasized 

the political and economic domination of the lower class by 

the upper class. Hegemony is defined as "the central, 

effective and dominant system of meanings and values, which 

are not merely abstract but are organized and lived." This 

urban domination is "continuously generated by the effects 
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of the media, the law, cultural traditions, education, etc." 

(46, p. 205; 14, p. 182). 

Dawson concludes that a different set of cultural 

choices by participation in the urban educational enterprise 

might result in alternate definitions of "success" and 

"failure" in city schools. To overcome this dominant 

hegemony reflected in curricular knowledge, assertive efforts 

by teachers, parents, and community members could lead to 

"the development of conceptions of curriculum development 

that might really transform educational experience" (47, 

p. 198, 14, p. 184). 

A major strategy for increasing educational achievement 

and social mobility can be achieved through community partici-

pation. Communities could take control of the curriculum 

rather than being controlled by the curriculum. Through 

this process the educational experiences can be enriched and 

their social mobility be emancipated. According to Dawson, 

"once lower class neighborhoods reinterpret and reconstruct 

their own views of educational and social realities, this 

new consciousness will lead ultimately to a reconfiguration 

of schooling and urban society" (14, p. 185). 

Dawson summarizes this report on community participa-

tion in large city schools with the statement that follows. 

The redefinition of power within the school, the 
questioning of what counts as school knowledge, and 
a reassessment of curriculum content by parent-
community councils can lead to an altered conscious-
ness in opposition to the dominant hegemony both in 
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the school and in the community. Within this 
reconciled analytical approach, using a phenomeno-
logical interpretation within an analysis of hegemony, 
community participation in urban schools can be seen 
as a counterhegemonic movement, that once gaining 
momentum, may be difficult to arrest. On the other 
hand, as we have seen, the realities of community 
participation in schools may be so heavily stacked 
in favor of those in control of urban education 
systems that such participation functions merely 
as a symbolic vehicle by which the status quo is 
legitimized (14, p. 185). 

Obviously, then, community participation cannot be 

conceived as an end in itself. The goals toward which this 

active involvement is directed, by the schools, the com-

munity, or both, are of crucial importance. Whether success-

ful in their endeavors or not, all participants must be 

conscious of both the symbolic uses of community participa-

tion and its counter-hegemonic potential (14, p. 186). 

The democratic principle seems to be of major importance 

to the basis of community involvement, says Cunningham. He 

used the following famous quotation of Dewey: 

The key note of democracy as a way of life may be 
expressed, it seems to me, as the necessity for the 
participation of every mature human being in forma-
tion of the values that regulate the living of men 
together; which is necessary from the standpoint of 
both the general social welfare and the full 
development of human beings as individuals (16, p. 
208) . 

This statement would seem to be true in both the political 

and educational arenas, says Cunningham. Militant activity 

and serious pressures are less likely to happen in school 

neighborhoods that are organized according to James Vanecko 
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(42, p. 615; 13, p. 274). The democratic principle is one 

of the strongest arguments for the case of community involve-

ment in the school of the individual neighborhood. Mann 

states, 

The last of the reasons why control should be shared 
has to do with the value in this society that those 
people whose lives are affected by an institution 
should in some fashion, participate in the control of 
that institution. Schools affect important aspects 
of the social and material well-being that their 
students will enjoy. Schools are directly relevant 
to the ambitions which parents have for their children 
and they are major public agencies in terms of taxes 
spent and social missions performed. At the neighbor-
hood level these effects suggest that there should be 
neighborhood participation in school decision making. 
Participation affects educational achievement, 
institutional responsiveness, and support for schooling, 
but even if it did not, it would still be justified on 
this principle alone (29, p. 4). 

Mann believes that it is "right" for public schools to 

be responsive to the communities they serve. As a result 

of Mann's studies and observation he has proposed 

"four possible goals of increasing community involve-
ment which may be shared by communities and adminis-
trators. The first goal—improving the responsiveness 
of urban schools to their community clientele—is 
intended to increase the congruence between what 
schools do and what their urban clientele want them 
to do or need them to do. The second goal is that of 
increasing the affective and material support which 
communities give to schools. The third goal, educa-
tional achievement, is widely regarded as the most 
important. The achievement levels of urban schools are 
a source of profound dissatisfaction. A hope for com-
munity involvement has been that it would increase such 
levels. The fourth goal, democratic principle, expres-
sed the norm in this society that people affected by 
public institutions should participate in their own 
governance (29, p. 2). 
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According to Mann, these four goals can be achieved 

through community involvement. Two central points need to 

be made here. The first is that the probability and the 

amount of these benefits are related to the intensity and 

significance of the involvement. The benefits to the school 

and community are directly related to how many people partici-

pate and to what degree in important decisions. In this 

field, where little is risked, nothing is gained. The 

evidence clearly indicates that community involvement is 

successful when it is significant. The second point is that 

the four goal areas are cumulative. Where a school involves 

people because it wishes to increase achievement, that 

involvement will also contribute to responsiveness, support, 

and the democratic principle. Involvement is justified on 

the total goals achieved, not simply on any single goal (29, 

p. 9) . 

Any significant and productive change in the operation 

of individual schools is usually accompanied by the inter-

action of professional and lay people. Mann stated that 

"the more professionals and lay people interact the more 

opportunities professionals have to persuade lay people of 

the wisdom of professionally recommended policy" (42, pp. 

615-616). In relation to Mann's statement, James Vanecko's 

study of community action programs in 100 cities found that 

the simple presence of a school-related community organization 
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was often sufficient to provoke change in the schools (29, 

p. 9) . 

Some other significant studies are cited below that 

indicate the results of the interaction of professionals and 

lay people. 

In a study of 168 school administrators, Mann found 

responsiveness by individual school administrators to be 

clearly related to the degree of organized community involve-

ment. In communities and neighborhoods lacking education 

related interest groups, 87 percent of the school administra-

tors were quite willing to substitute their own preferences 

for those of the community. Where PTAs existed, 69 percent 

of the administrators eschewed responsiveness and where, in 

addition to the PTA, there were independent interest groups 

working on educational problems, only 55 percent of the 

administrators were willing to attempt to override the 

expressed preferences of the public. Thus, the number and 

kinds of organizations present in a community affect the 

responsiveness of local school administrators (29, p. 4). 

An evaluation of the Ocean Hill-Brownsville experience 

indicated that the community's support for its schools 

increased during the first years of the community control 

experiment. In two surveys taken a year apart, support for 

the teachers more than doubled from 38 percent to 77 percent. 

Support for building principals jumped from 40 percent to 
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75 percent, support for the community superintendent almost 

doubled 31 percent to 57 percent. Even the central board of 

education shared in these more supportive attitudes, going 

from 24 percent to 50 percent rating in a year. When asked 

to evaluate the schools in the district in comparison to the 

way they were before the creation of the Ocean Hill-Brownsville 

district, 72 percent rated the schools better or about the 

same while only 17 percent thought that they were worse, and 

10 percent were not sure (29, p. 4). 

There is a lot of rhetoric about the plight of urban 

schools and the presumed culpability of administrators for 

that condition. These indictments have helped call attention 

to needed reforms, mobilized communities, and sensitized 

administrators. But no single group bears total responsibility 

for what has not been done in urban education. If profes-

sionals are believed to have had bad intentions and the fail-

ure of urban education their fault, then it is an easy step 

to believing that the schools run by those administrators do 

not deserve the support of the community. Yet, the momentum 

built up in an attempt to mobilize people's concern for the 

schools can damage the very institution it was intended to 

help. Two questions arise: is increasing support for the 

schools a goal which can be shared by communities and 

administrators, and, can support be built by increasing com-

munity involvement (29, p. 4)? 
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A great deal has been written about the value of com-

munity involvement in the neighborhood school. Cunningham 

defines very clearly and succinctly community participation 

and decentralization. 

Obviously, a critical aspect of community involvement 
is that it includes more than merely voting for officers, 
attending meetings, and organizing revenue producing 
activities. Participation and influence, although seem-
ingly alike in their meaning, are not alike. A person 
who may be said to participate may or may not possess 
influence. If the actions of a participant are ignored 
or fail to have an impact on the behavior of other 
individuals within the organization, then that partici-
pant does not have influence. Participation may be 
defined as having a share of, or taking part in, some-
thing . Participation is a matter of degree; one can 
have a very small share or a very large one. Authority 
is the legal right to command others to act in accord 
with one's will. For all but total dictators, its 
exercise is hedged by specifications of the values to be 
served and the sorts of commands that may be issued. 
Influence is all power that rests on foundations other 
than authority. Community influence differs from 
decentralization in that it deliberately shares power 
with the community it serves. It attempts to define 
and identify those powers that belong exclusively to 
the local community, those that should be shared. Com-
munity involvement does not mean an abandonment of 
professional^competence in administration. Rather, it 
means that citizens must have policy—making powers in 
broad terms and must participate in determining the 
general direction of public policy in their community. 
It should couple the advantages of bigness with intimacy, 
flexibility, and accessibility associated with human 
involvement (13, p. 276). 

Mann believes that schools are responsive where com-

munities do not want change, and schools accommodate that 

desire. But there is considerable evidence about discontent, 

especially in the big cities, with school performance, so the 

cases of a status quo school reflecting a status quo 
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community are probably much less frequent than administra-

tors would have people believe (29, p. 6). 

In the statement that follows, Mann states the pos-

sibility of improved achievement of children as a result of 

parent participation. 

When parents are involved in the decision-making process 
of education, their children are likely to do better in 
school. This increased achievement may be due to the 
lessening of distance between the goals of the home and 
the goals of the school and to the changes in teachers' 
attitudes resulting from their greater sense of account-
ability when the parents of the child are visible in 
the schools. It may also be related to the increased 
sense of control the child feels when he sees his 
parents actively engaged in decision making in his 
school. Very important for this achievement is the 
heightened community integrity and ethnic group self-
esteem which can be enhanced through parent and com-
munity groups affecting changes in educational policy 
and programs (29, p. 7). 

A parent who is a member of a local school committee in 

Delaware stated, 

SMB (Site-Based Management) is a way to reverse the 
public's loss of confidence in public education—it 
does so by giving parents not only a chance to be 
heard, but actually to participate in decisions that 
affect their children. Let's face it; a parent's 
interest really is with his child's school—not an 
entire system. And that's where a teacher or principal's 
interest is too. If all of them working together can 
improve their own school, then that's efficient, effec-
tive, responsive education (35, p. 24). 

It is evident that community discontent with public 

education can be decreased with the involvement of the com-

munity. Parents' attitudes are more positive toward the 

schools when they are involved in the decision-making process. 
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When parents are involved, it seems that students achieve 

at a higher level. 

Principal's Role in Site-Based Management 

Most school boards who have adopted the site-based 

management philosophy recognize principals as the cognizant 

authority in the school buildings. Moreover, principals 

hold delegated authority to make enforceable decisions about 

all aspects of the operation of the buildings to which they 

are assigned and they are the instructional leaders of their 

schools. The specific roles of principals include develop-

ment and supervision of the building level instructional 

program consistent with system-wide board objectives; 

development and supervision of the staff personnel program 

which includes selection, orientation, evaluation, continuing 

education, and remediation; development and supervision of 

the pupil personnel program including academic progress 

reporting, cumulative and medical records, guidance and 

counseling; linking the school with the community by partici-

pation in community activities, parent advisory committees, 

site-based management committees, parent teacher associations, 

and parent teacher organizations; management of the physical 

plant by insuring security, cleanliness, and proper up-keep 

of buildings and grounds; management of fiscal resources by 

means of effective and appropriate bookkeeping and reporting 

procedures; development and use of a management process 



46 

consistent with board and administration policy and pro-

cedure; leads the site-based management team by involving 

faculty, students when appropriate, parents, and community 

leaders in the administration of the school; development, 

implementation, and modification of the school's action 

plan to insure maximum student growth; insures that all 

programs and activities are in keeping with school district 

policies, operating procedures, and federal and state guide-

lines; involves central office staff according to need; and 

incorporates school board goals into the program and activi-

ties of the school (41, pp. 3-4). 

Though the work of the principal is site-specific, the 

roles assigned to him are linked to other roles and form a 

system of interacting relationships which impinge upon the 

school and determine the degrees of freedom within which the 

principal and a management team can function. As leader-

manager, the principal must understand these relationships 

and interpret their meaning to the management team. Moreover, 

he must understand the degrees of freedom within which the 

management team can function and make implementable decisions. 

Again, it must be clear that federal, court, state, and dis-

trict mandates, policies, regulations, guidelines and 

priorities cannot be violated. The relationship between the 

school site and federal law, the courts, state legislature, 

state education agency, and the local board of education is 

one way. The school complies without delay 41, p. 4). 
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The Education Commission of the States, in its "Action 

for Excellence" statement, made eight recommendations. 

Recommendation seven begins with the statement "Principals 

should be squarely in charge of educational quality." Site-

based management is an approach to management that puts 

principals squarely in charge of educational quality. The 

major objectives of this management approach are to help 

schools become more effective in the achievement of their 

mission through the expansion of the leadership role of 

principals, to make principals the instructional leaders of 

their buildings, to improve student achievement in all 

schools, to increase the educational program options for all 

students at all levels of the instructional process, to 

involve the community in educational planning, to improve the 

accountability of the school district, and to improve the 

image of public education and increase the confidence of the 

local community (41, p. 5). 

Building principals should help to create, support, and 

utilize neighborhood involvement in school decision making. 

Involvement in this sense means participation in, and shar-

ing of, decisions about the education of children. As such, 

it is distinct from the more common sort of involvement which 

is only advisory in nature or which is intended as an instru-

ment of the school's more traditional public relations 

efforts. 
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Mann states that shared control is the first premise 

of site-based management. The second premise is a commitment 

to local options. Every principal must respond to a very-

specific combination of neighborhood goals, needs, and 

resources. That local situation will determine much about 

how neighborhood involvement is realized (28, p. 1). 

How people relate to their social institutions varies 

widely by such factors as urban-suburban-rural setting, 

class, region of the country, and so on. For many reasons, 

the task of effective community involvement is more difficult 

in the neighborhoods of the big cities than it is anywhere 

else. Just as every neighborhood is to some extent a unique 

constellation of strengths and needs, there are also regu-

larities among all neighborhoods (28, p. 3). 

Weischadle states that few things are more difficult to 

arrange than the interaction of lay people and professionals 

in an area of largely technical decision making. This 

interaction is of extreme importance to both lay people and 

professionals (44, pp. 53-55). 

Since World War II, the power of the principal has 

diminished considerably. Other levels of school governance— 

including the central office, state educational agencies, and 

the federal Office of Education—have gained most of the 

power the principal lost. The principal is now considered 

by many to be a mere "middle manager"—a "mediator between a 
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hostile board and many militant teachers." However, there 

are approaches to school leadership emerging in the litera-

ture, says Weischadle, that re-establish the principal "as a 

leader in innovation." One of these approaches which 

emphasizes school-site decision making and a strong principal 

is site-based management (44, p. 53). 

Site-based management shifts the focus of decision 

making from the central office to the local school. It 

emphasizes the fact that the principal is the chief adminis-

trator of the school and "returns to the principal many of 

the discretionary powers he had possessed in years past." 

In particular, the principal regains authority over person-

nel, budget, and curriculum matters that have in recent years 

been dominated by the central office (44, p. 53). 

In systems utilizing school-based management, this 

transfer of power back to the school site is usually combined 

with some sort of participative decision making at the school 

site. Parents, teachers, and students aid in policy develop-

ment and priority setting through involvement on a "school 

council." Thus, says Weischadle, a district adopting school-

based management is saying two things: "One is that it has 

faith in the ability of its principals to conduct appropriate 

school affairs. Another is that the district has faith in 

the community to help the principal conduct these affairs" 

(44, p. 54). 
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In previous times, principals were often perceived as 

true educational leaders or "master teachers." With today's 

new problems of contract negotiations, court mandates, 

proficiency requirements, community demands, and increased 

media coverage of schools, principals are being forced away 

from their traditional instructional role and into the role 

of middle manager for the district. What is needed today, 

states Ingram, "is a leader at the site who embodies the 

highest qualities of an educator first, and who has acquired 

the managerial skills to effect the purpose of a school; i.e., 

the instruction of students." To master these two roles 

simultaneously, Ingram argues, the principal "must obtain 

a reasonable amount of executive authority from the super-

intendent and board." In short, the principal must become 

the "educational executive" of his school (22, pp. 23-25). 

Ingram proposes that being an educational executive requires 

that the principal have sufficient tools to become an effec-

tive and authoritative site leader. For example, principals 

need increased authority over staffing "in order to assure 

commitment to the program." They also need discretionary 

power to organize personnel, funds, and support services to 

achieve the goals of their school (22, pp. 23-25). 

Effective executive management also requires that 

principals have integrity in the eyes of the board and super-

intendent. As school boards become increasingly aware that 
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neither they nor their central office staff can effectively 

manage schools from afar, they will gladly relinquish some 

of their authority to principals, but only "when they become 

confident that principals have executive ability" (22, pp. 

23-25). 

Miller declares that, "The best decision makers are only 

accurate, over a period of time, with a 51 percent average." 

He believes that if a decision is to be implemented, it is 

the responsibility of leadership to communicate the decision 

to those affected (31, p. 96). It is the principal's role 

in site-based management to not only communicate the decisions 

but to manage the decision. 

In a site-based management school district, the principal 

is the chief administrator and leader of the professional 

staff, not just an extension of corporate management. Site-

based management places the principal in a more demanding and 

more professional role than centralized management, with 

greater decision-making authority and greater accountability 

for the school program. This practice distributes decision 

making—the allocation of authority and responsibility near 

the point of implementation. McDonough states that the 

current emphasis upon decentralizing the administrative 

authority structure is designed to give more decision-making 

power to building principals, department chairmen, and 

classroom teachers. They are the people most aware of 
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educational needs and should be the best qualified to make 

the decisions affecting their schools. To rely upon a 

centrally-standardized instructional program and management 

system is to risk not meeting the needs of a diverse student 

population (27, p. 43). 

Fantini and Gittell summarize the complexities of the 

principals' role in the statement that follows. 

From the principal's point of view, the problems of 
administering an urban school are overwhelming. He 
is the focal point of the school for parents, teachers, 
and students, as he is to his superiors in the central 
office. He is the authority figure in the school and 
the person subjected to the most demands. He often is 
pulled on one side or the other by different demands. 
He will try to be supportive of his professional staff— 
yet be responsive to parent and community concerns. He 
must appear to be the agent who holds student interest 
above professional interests (19, p. 36). 

It was Byrne's and Powell's opinion that "in the 1970's 

'Public relations' has become a watchword for the successful 

school administrator. But in too many school districts, 'PR' 

is a substitute for rather than a supplement to a productive 

program of community interaction. Public school salesmanship 

is, unhappily, a necessity in a society that has made a fad 

of debunking its own institutions" (4, p. 1). 

Byrne and Powell also believe that many administrators 

are hampered in staff and student communication by a lack of 

awareness, by a lack of communications format or plan, and 

by a tendency to get tied down with details and routines. 

Staff cooperation is essential to a community's communications 
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effort. Without such cooperation, the administrator's 

"overtures to the public" will appear to be one-sided and 

superficial, rather than part of an organized system. In 

short, the school must have solid and healthy internal com-

munication if community relations objectives are to be 

achieved (4, p. 7). 

Cross agrees with the concept of decentralization because 

its underlying assumptions "are more consistent with what we 

know about the education enterprise and the findings of social 

science." The decentralization concept assumes that since 

the characteristics and needs of schools are so variable, they 

can be administered best by a flexible, decentralized organi-

zation. It stands to reason that the faculty will be more 

committed to program planning and decisions they help make. 

Also, it seems that communication will be more effective in 

a decentralized organization. Cross points out that the 

principal is the leader of the professional staff and the 

chief administrator of an attendance center. It is his 

responsibility to develop, organize, and administer a program 

suited to the particular school community (11, pp. 80-82). 

Cross delineates the differences between the administrative 

team model and decentralization model as follows. 

Decentralization places the principal in a more demand-
ing and more professional role than does the administra-
tive team model. The decisions the principal implements 
as part of an administrative team have the support of 
his superintendent and his colleagues because they are 
all accountable. In a decentralized organization, the 
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principal and his staff have greater decision-making 
authority; the accountability weighs heavily on the 
principal (11, p. 82). 

Lindelow embraces the philosophy that the role of the 

school principals and the central office administrators would 

complement each other. Each principal would be given enough 

authority to become the true leader of the school and the 

central office would become the facilitator instead of the 

"dictator" of the actions of individual schools. Lindelow 

stresses that not all types of decisions would be decentral-

ized to the school site. The central office would monitor 

each school's curriculum, effectiveness, and expenditures; 

would act as a central purchasing agent; would recruit 

potential employees for the schools; and would make sure that 

the principal of each school was in fact including others in 

the school's decision-making process (25, pp. 94-98). 

Personnel and clients at each school site, on the other 

hand, would determine the details of the school's budget and 

the curriculum and would decide whom to hire from the central 

office's pool of potential employees. The principal would 

retain final authority and responsibility for the school's 

functioning, though he would be required to involve others 

in decision making (25, pp. 120-123). 

Gasson says that the "stranglehold of the central office" 

on educational decision making must be removed if principals 

and teachers are to become more than "cogs fixed into a large, 
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impersonal machine that depends on the machinist (super-

intendent) to keep every cog uniformly lubricated." 

Individual school autonomy is the key to more humanistic 

education. He indicates that staffing is an important area 

in which principal autonomy would have important effects. 

The central office would provide information about specific 

vacancies. Applicants would visit the school. The principal 

would interview the applicants and would hire the teacher 

best suited for the needs and philosophy of the school (21, 

p. 83). 

A major influence on curriculum for an individual school 

should be exerted by principals and teachers. Gasson main-

tains that the "tribal fathers" (central office administra-

tors) select curriculum plans based on political, not 

educational, factors. Gasson states that the "climate 

created by decentralization" would encourage teachers to 

become key decision makers, and they would become "the major 

recognized determiners of the curriculum." As a result, new 

educational ideas "would stem naturally from the philosophy 

of each school" rather than being demanded from the central 

office (21, pp. 84-85). 

In Caputo's account of his experiences as a school 

principal, he watched "the unfreezing of the tightly con-

trolled, bureaucratic, central administrative structure—a 

structure that had failed to provide for autonomy, creativity, 

ownership, and commitment." With his unfreezing, Caputo's 
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school began developing a "newly emerging structure" by 

improving human relations within the school. He and his 

staff replaced the top-down system by planning together to 

meet the specific needs of the school. As a result, the 

staff felt greater commitment and a sense of ownership. 

Caputo sees one of his prime responsibilities as that 

of helping create strong cohesiveness of the organization. 

He helps create this cohesiveness, not by controlling each 

decision, but by "facilitating good relationships." As the 

prime determiner of the amount and type of structure within 

the school, the author feels that he constantly must walk 

"the tightrope between freedom and constraint" (7, p. 27). 

Key features of site-based management are (1) the 

Principal is the established and recognized leader—manager 

of the school to which he is assigned; (2) the principal is 

accountable to the superintendent of schools for the academic 

outcomes and the quality of programs and activities in the 

school; (3) the principal in conjunction with his faculty, 

staff, students, and community will make important educa-

tional and management decisions for the school. The princi-

pal's key responsibility is to ensure open, positive, accurate 

communication between staff, faculty, parents, and community. 

The decision process is a consensus process with the princi-

pal having the responsibility for the final decision; (4) as 

leader-manager, the principal understands and uses shared 
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decision-making procedures; and (5) the principal leads and 

manages the school in conjunction with a management team 

(41, p. 1). 

More specifically, site-based management assumes that 

1. the principal is leader of a learning community 

which includes teachers, staff, students, parents, and other 

citizens who are associated with or who reside within the 

attendance boundaries of the school to which he is assigned. 

Bussed students and their satellite communities are a part 

of this learning community; 

2. the principal is leader of the management team which 

is composed of representatives from the major constituent 

groups in and associated with the school and includes teachers, 

staff, parents of students who attend the school, and other 

citizens who reside within the attendance boundaries of the 

school or within satellite communities associated with the 

school; 

3. the principal as leader of the management team 

schedules with the management team regular meetings which 

are participative decision-making sessions which focus on 

planning, programming, organizing, implementing, and evaluat-

ing for excellence in all facets of the school's operations. 

The decisions and actions of the management team must always 

be compatible with federal, state, court, and school board 

mandates, policies, regulations, and guidelines. Any 
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decision or action of the management team which is in con-

flict with federal, state, court, and school board mandates, 

policies, regulations, and guidelines is automatically null 

and void; 

4. the principal and management team are responsible 

for the site-based program, budget, and the quality of all 

activities in the school and are accountable to the super-

intendent and board of education; and 

5. central office administrators and staff will function 

in a monitoring, evaluative, and supportive role to principals 

and schools (41, pp. 2-3). 

Mann maintains that the difficulties of interaction are 

apparent when they are complicated by differences in race, 

ethnicity, and political purpose. He further states that 

even though the task is as complicated and perhaps as 

important as the design of the curriculum, it seldom gets 

the same careful attention. 

The recommendations in Mann's handbook were based on 

extensive study of urban-community relations at the building 

level. Relevant data were provided by the following sources. 

1. Several national organizations were polled to find 

successful practices. 

2. State, federal and local programs' evaluations pro-

vided relevant data. 

3. More than 300 sources from education and related 

fields were analyzed. 
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4. Evidence about community involvement in other 

social welfare areas was shared. 

5. A draft version of the handbook was circulated 

among panels of experts which included school principals, 

superintendents, community relations specialists, and 

research specialists in this area (28, p. 3). 

One philosophy of community involvement is that of 

shared control. Mann states that the principal has the 

major responsibility for available control of the school. 

He should share that control only if there is reason to 

believe that significant increases in goal achievement will 

result. Mann's comprehensive definition of "shared control" 

follows. "Shared control" has three characteristics; (1) the 

regular opportunity for community participation in a compre-

hensive range of policy matters; (2) the inclusion of all 

relevant points of view; (3) the probability that the com-

munity s participation will have an effect on school policy. 

One term in each of the three parts needs clarification. 

"Policy" refers to important or significant matters that 

affect the children of the school. "Relevant" points of 

view include the interests of all the school's parents; it 

also includes non-parent community members such as business-

men, religious groups, social welfare agencies, etc. 

"Probability" refers to the fact that since we are talking 

about shared, not total, control, we can expect to find the 
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community's will prevailing some of the time on some issues. 

Probability refers to compromise and cooperation and that 

applies to both communities and administrators within the 

control-sharing arrangement. It is extremely important to 

recognize at the outset that control is not an either-or 

situation. It can be shared in almost infinite (but poorly 

understood) gradations. For principals this is significant 

because it means that the control situation can be shaped 

precisely to the needs of both the community and the school's 

professional staff. Control can be shared both with respect 

to how much and in what, and those determinations can be 

based on the local reality (28, p. 5). 

The definition of shared control stresses the regular 

opportunities for potentially binding or authoritative 

participation in significant matters. This is a distinct 

departure from the most common current practices in which 

involvement either stops at the advisory level (that is, at 

the discretion of the principal the neighborhood's opinions 

may or may not affect the school's policy) or it is focused 

on traditional public relations. In the traditional public 

relations model, involvement resembles manipulation. It 

concentrates on communications from the school to the 

community, stresses support for the status quo, assigns 

citizens a passive and dependent consumer role, and preserves 

the autonomy of professionals. The distinction between 
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shared control on the one hand and advisory and public rela-

tions involvement on the other, is clearly a matter of the 

effect or impact of the neighborhood's activities. In 

shared control, the probability of the community making a 

definitive input is taken for granted. The question becomes 

how much control is to be shared and over what (28, p. 6). 

Being a school principal takes years of training, a 

great deal of judgment, and lots of energy. Most school 

principals feel that they have little enough power to deal 

with the tasks they face. Mann expresses the following con-

cerning the role of the principal. 

Why should they diminish what they have by sharing it 
with others? The most persuasive reason to do so would 
be evidence that sharing resulted in increased achieve-
ment of the school's goals. Increases in community 
participation have been associated with increased goal 
achievement in four areas: (1) education achievement of 
pupils; (2) institutional responsiveness; (3) support 
for schooling; and (4) democratic principal (28, p. 6). 

Wagstaff and Spillman summarize desirable principals' 

characteristics in the statement that follows. Principals 

need to know and understand the implications of the inter-

related nature of schools not only for facilitating intra-

organizational relations but for extraorganizational ones, 

too. For example, the school is an exceedingly open system 

and, as such, is greatly influenced by social forces. The 

ability to perceive the impact of these forces on education 

and the school in their beginning stages is a quality that 

could serve principals well. Issues should not catch the 
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principal totally unprepared to make an appropriate response. 

This means that he must be able to see education generally 

and his school specifically as part of a dynamic social 

context within which spheres of influence run from and to 

the school-many times requiring his involvement (43, p. 37). 

Budget and Personnel Responsibilities 
of Site-Based Managers 

From Parker' s research in site-based management, she 

points out some obvious strengths of budget decentralization. 

It's only logical that a that money 
own budget will pay mo , using site-based 
is spent. For e^mple, s c h o o l , ^ ^ 6 8 in utility 
m a n a g e m e n t h a v e shown o v e r s i g h t s like l i g h t s 

^ " k n o S f h e ' f ^ s p o n s i b l e for the bill (6, p. 78). 

Parker found that in Monroe County (Florida), since site-

based management went into effect, there has been a 44 per 

cent decrease in heating and cooling costs. The money saved 

was plowed back into the budget for salaries and supplies, 

proponents of site-based management are emphatic in their 

claim that it can make a school system more efficient (35, 

P. 24). only recently have some small and medium-sized 

school districts actually implemented site-based budgeting. 

Caldwell summarizes some of the problems of site-based 

budgeting encountered by districts implementing and operat-

ing such systems, and presents some ideas for districts plan-

ning s i t e - b a s e d budgeting programs (6, p. 78). 
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in Caldwell's 1977 study of decentralization in Alberta, 

he found that principals had difficulties identifying their 

own roles. In addition, they lacked the expertise to 

administer site-based budgeting. Principals lacked informa-

tion on costs, expenditures, and budget classifications. As 

a result of these difficulties, school-site budgeting appeared 

to be a burdensome bookkeeping task for principals. Caldwell 

reported that principals felt there was a lack of pertinent 

information from the central administration office. Principals 

felt severely restricted by inadequate funding. To compensate 

for the principals' dilemma of site-base budgeting, Caldwell 

advises "districts to develop adequate cost accounting and 

management information systems before implementation, to avord 

a situation in which principals become bookkeepers instead of 

instructional leaders" (6, p.-78). 

Duncan and Peach say even 

the single organizational change ^ * £ 1 

cretionary budget con orincipal. Previous to 
reaching implications school requisitioned 
the transfer of the budget, t a l o f f i c e . Under 
supplies and equipment 1 ^ $120 000 to spend 
this Plan, the school w a % a l l ^ e * i i c i p and staff 
for supplies and equipment. The P^ncxpai a 
were 9iven full freedom a n ^ ^ r e s p o n ^ ^ ^ ^ ^ 

budget which was Presented to the school^s finance ^ 
committee made up of d ? P " ^ " ^ e a d s The 1P v 

to retain some control and the schoor s v 
exercise the power allocated to it (17, p. 

Duncan and Peach discussed the extent to which budgetary 

decision making should be decentralized within the school. 
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T h e decision made by the principal on this matter will "set 

the whole climate for decision making in the school" (17, 

pp. 41-42). Duncan and Peach feel that if staff members are 

to be involved in budgetary decisions, an improvement in 

their decision-making and communication skills seems necessary. 

This can be achieved through staff development programs. An 

added benefit could be the broadening of staff members' aware-

ness of the total school program (17, PP- 41-42). 

Fowler presents a procedure for implementing a site-based 

Tn his opinion there are nine essential 
budgeting program. In his p 

steps. These steps are presented as follows. 

1. T h e s u p e r i n t e n d e n t and school board should estimate 

the total revenue of the school system. 

2. The "basic cost that cannot or should not be charged 

directly to the individual schools" should be subtracted from 

the total revenue. 

3. The remaining funds should be distributed among the 

individual schools according to a weighted-pupil formula. 

4. The central office asks the principal to develop a 

budget within the allotment for the individual school. 

5. The principal understands that staff members, parents, 

and possibly students are to be involved. 

6. The school's recommended budget is ultimately the 

responsibility of the principal. 
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7. The faculty and parents are made to understand that 

they are not voting on the budget. The principal has the 

final say. 

8. The principal presents the budget to the central 

office for review and possible revision. 

9. Finally, each principal should present to the school 

board at a public hearing both the budget and a summary of 

the methods to involve faculty and parents in the process (20, 

pp. 37-39). 

Cunningham cited an Educational Research Service survey 

of 1,269 school systems of several years ago. This survey 

attempted to determine the extent to which their policies 

encouraged decentralized decision making. He reported that 

the survey indicated 42 percent of the respondents reported 

having such policies and another 15 percent were consider-

ing such policies. However, according to Cunningham, current 

opinionnaires indicated that only lip service is being given 

to this concept (12, p. 9)-

Cunningham reviews two plans that originated in 

California. He considers these plans noteworthy in the 

extent to which they include staffing in the decision-making 

process. The first plan reported was developed by Monahan 

and Johnson. This plan includes time, space, personnel, and 

material. School allocations are based on resource units 

rather than fixed ratios. Cunningham stated that "a basic 
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unit, referred to as an Educational Equivalent or EE, is 

equal to the amount paid a teacher. EE's are allocated to 

schools strictly on the basis of enrollment" (12, p. 9). A 

lower ratio of students to EE was reported at the secondary 

level to allow for the more specialized nature of the pro 

grams. Thus, principals are permitted wide latitude in 

staffing and equipping schools (12, p. 9). 

The other plan reported by Cunningham was the program 

at Grossmont Union High School District in La Mesa. Gross-

monfs equivalent of the EE is its personnel unit described 

above. It is operationally defined as "a unit the dollar 

equivalent of which is the average cost of a teacher in the 

district for the year in question" (12, p. 10). A ratio of 

this cost is used to compute the cost of clerical and support 

personnel, tinder this system the building principal is free 

to be as innovative as local conditions will allow. The 

advantages of this system as viewed by Cunningham are stated 

below. 

1. It places decisions where problem analysis and 

accountability should lie. 

2. It encourages principals and staff to do their own 

problem analysis and problem solving. 

3. It gives the principal a tool by which he can give 

teachers real decision-making functions. 

4. It relieves the district administration of the 

constant plea from principals to help them out of a myriad 
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of critical problems. The resources are the principal's 

to allocate; he must live with the consequences of his own 

decisions. 

5. If properly used, it leads to more creative and 

effsctive ways of staffing. 

6. It will permit individuals at the local level to 

demonstrate their talents. At the same time, it will expose 

those in leadership positions who are unable to accept this 

responsibility. 

7. Decisions will be made at the point of impact. 

8. It will expedite decisions by eliminating the need 

for clearance with the central office for every little detail. 

9. It will increase efficiency by relieving other 

central office personnel for more constructive roles. 

10. It recognizes the training, experience, and expertise 

of building administrators. 

11. It will increase morale of both administrative and 

supervisory personnel and classroom teachers. 

12. It will reduce paper work. 

13. It will promote the development of system-wide 

policies and regulations (12, pp. 10, 13, 14). 

Cunningham stated that there are some trade-offs in 

most everything attempted. He said, "Rather than speak of 

them as disadvantages, I would like to express them as 

caveats" (12, p. 14). 
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1. Decentralization will inevitably lead to a 

diversification of programs. We must be prepared for this 

lack of uniformity and the possibly undesirable side effects. 

It will require redoubled efforts to educate the community 

as to the desirability of the system. In fact, if properly 

implemented, a decentralized system will provide for greater 

parent and community involvement. 

2. There may be a tendency to stray from the district-

wide philosophy and goals. Proper scrutiny of pre-filed 

educational plans could apply the brakes to ideas that are 

too avant-garde for the community. 

3. Personnel may be untrained to accept the responsi 

bility. An assessment of each building leader's capabilities 

should be made. As with most innovative practices, appropriate 

inservice training should be provided. Also, manuals setting 

forth procedures and guidelines must be prepared. 

4. Mistakes will be made. As in any of the professions, 

there is no immunity from making errors. Considering all the 

variables and the dynamics of human interaction, the 

opportunity for making mistakes is high. Assuming we have 

done all that is possible to de-bug the system we must allow 

it to work; this means placing implicit faith and trust in 

our staff. Only when a pattern of mistakes develops should 

we consider staff changes (12, p. 14). 

"They who have the money have the power," say Wells and 

Carr. They are of the opinion that when school administrators 
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are given more responsibility for total school operation, 

they become better educational leaders (45, p. 14) . Wells 

and Carr report that the role of the administrator has 

drastically changed since the decentralization program began 

in the Fairfield-Suisun School District in 1973. Prior to 

decentralization, principals had two budgetary responsibili-

ties: they kept account of a small amount of money given 

them by the district, and they "learned and used persuasive 

techniques in obtaining 'special money' that a district 

administrator controlled to use for a local school project" 

(45, p. 1 4 ) . 

Under the decentralization plan, individual schools are 

given funds according to a formula that includes a basic 

operating amount. As a result, "site administrators" are 

broadened to be managers of change and given the substance 

to change priorities that affect the quality of education 

at the school site. Wells and Carr report that decision 

making has been extended to include school staff and parents 

of the school community. Plans were made to include 

maintenance, data processing, printing, food services, trans-

portation, and personnel departments. Each individual school 

will pay these service departments out of their budgets (45, 

p. 1 5 ) . 

Bachelor's study reports significant facts about the 

financial aspect of decentralization in the Detroit Public 
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Schools. Eight administrative regions were established, 

and the responsibility for resource allocation was shared 

among regional and central administrators. Bachelor found 

that spending levels and class size varied among the eight 

administrative regions. The region administrators used 

different rules in distributing funds to individual schools. 

This difference seems to be the result of both different 

decision rules and responsiveness to different types of 

communities (2, p. 54). Bachelor feels that the low-income 

schools have been favored in the distribution of financial 

resources, but there seems to be no evidence that the quality 

of education was better in these schools. However, he found 

that decentralization allowed for greater responsiveness to 

community majorities in the Detroit Public School System (2, 

pp. 42, 54). 

Sang describes the dismantling of long standing "institu-

tional kingdoms in the change to the school-based management 

systems." A complex formula determines the level of funding 

each school receives. The personnel of each school acting 

"within board guidelines" decide how to spend the money. 

Sang states that principals should be "front line decision 

makers in the district. This commitment requires a reassess-

ment of each principal to determine competence, enthusiasm, 

commitment to system goals, and flexibility to change. 

"I suppose school-based management is much.like democracy" 
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Sang concludes. "It may not be the best form of organiza-

tion, but it is certainly better than all others." It "opens 

unlimited horizons for creativity" to individuals which allows 

them to develop their full potential (39, p. 83). 

Pierce summarizes that problems inherent to centralized 

budgeting can be decreased through a site-based budgeting 

plan. He states that centralized budgeting seems to increase 

inequities. For example, experienced teachers want to teach 

in "desirable" schools-those with more academically oriented 

white students. Of course, they carry their higher salaries 

with them, which causes disparities between races or income 

groups (37, p. 173). 

Pierce states that another deficiency of centralized 

budgeting is that it "contributes to inefficiencies." The 

tailoring of school programs to students is not very likely 

under standardized budget allocation operations. As a 

result, teacher and school administrators find little or no 

encouragement to be innovative. Individuals have little 

hope of being heard, therefore, centralized budgeting 

"stifles citizen participation" (37, p. 175). 

Pierce describes a plan that he feels would eliminate 

most of the problems inherent in a centralized budgeting 

program. Depending on the number and special needs of 

students, each school would be given a lump sum of money. 
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With this plan combined with the active participation of 

parent advisory councils, site-management could prove to be 

very profitable (37, p. 176). 

Pierce discussed site-management and education vouchers 

as a means of improving the performance of public schools. 

He states that both plans assume that better schooling will 

result "if consumers are given greater responsibility for 

deciding what educational services are provided." School-

site management would seem to be the better of the two plans 

because vouchers are too radical a change for many educators 

to accept. Another advantage of site management is that it 

would leave intact existing legal arrangements between the 

state and school (37, p. 176). 

The central office possibly would oppose site-based 

management because the power of that office would be lessened. 

It would eliminate the need for central administration. 

Instead, stated Pierce, "it would free the central adminis-

tration to spend more time on those things it does best, such 

as financial monitoring, auditing, and testing activities. 

However, school-site personnel would become responsible for 

program and personnel planning" (37, p. 176). 

Union leaders might oppose decentralization because it 

might make their organizational activities more difficult. 

The plan, then, should give teachers greater control in the 

classroom and more voice in school policy decisions. If 
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this fact is true, it should not be difficult to gain 

teacher support (37, p. 176). 

Teacher's Role in Site—Based Management 

It seems that in the total hierarchy of education, the 

teacher is viewed as the lowest in the school organization. 

However, in recent years teachers are finding strength in 

numbers and unity to turn the struggle with administrators 

in their favor. 

Fantini and Gittell describe the difficulties that 

teachers face. Teacher education institutions fail to pre-

pare teachers to deal with children of different races, 

cultures, and socioeconomic backgrounds. When teachers 

expect children to conform to a school format, discipline 

problems develop and teachers lose control. Then teachers 

try to cover a curriculum that is neither meaningful nor 

interesting to the children. The teacher is doomed to 

failure because traditional styles are inappropriate for 

children of many cultures and with different styles of 

learning (19, p. 33). 

Fantini and Gittell feel that if the teacher attempts 

to adjust the curriculum, he faces real obstacles. The 

principal who fears the administration will object, tries 

to protect the reputation of his school. The parents are 

afraid the change in curriculum will penalize their children 

academically. Furthermore, the teacher has not been trained 
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to develop alternative strategies and objectives. As a 

result, most teachers "give in" to the system. 

Although the importance of teachers is acknowledged by 

school administrators, they are farthest from decision making 

and lowest in salary. They are held accountable to parents 

and to the administrators for the success or failure of their 

children (19, p. 33). 

Byrne and Powell say that, undoubtedly, the administra-

tor's most effective method in communicating with teachers 

is through personal contact. Unfortunately, this time-

consuming method is least efficient. Although personal 

contact should be sought whenever possible, other communica-

tions media will often have to be utilized. They say further 

that staff involvement in policy formation and decision 

making has advantages that outweigh the risks. Staff members 

can provide input that is realistic and practical and often 

suggest ideas that may be overlooked by higher level manage-

ment. Staff morale may improve when ideas that originate 

with the staff are translated into district policy. Staff 

involvement will strengthen the organizational structure, 

and thereby make events, policies, and practices more pre-

dictable (4, pp. 7, 9). 

The educational institution at present operates on the 

basis of a top-down flow of decision making. Those farthest 

from the learner make educational decisions, while those 
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closest to the l e a r n e r — t e a c h e r s — i m p l e m e n t them. Origi-

nally, administrators were the ones in the school system 

with the highest achievements in formal education. Teachers 

were not college graduates, but had attended normal school. 

But, as teachers began to receive bachelor's, master's, and 

doctoral degrees they began to match the educational achieve-

ment level of school administrators. Yet, the role of the 

principal, for example, continues as in the past. The school 

organization still views the teachers as lowest m the 

educational hierarchy. The teachers have begun to demand a 

change from this format status. An internal struggle between 

teachers and administrators for both status and power has 

developed over recent decades. During the 1960s, the teachers, 

finding strength both in their numbers and in their unity, 

began to swing the balance of power in their direction. For 

the urban teachers, life inside the school is particularly 

difficult. Unprepared by teacher-education institutions to 

deal with human diversity—cultural, socioeconomic, racial— 

the teacher tries to acquire a type of on-the-job survival 

style; but students whose background and style run head on 

into the culture and style of the school find it difficult, 

if not impossible, to adjust. Soon, discipline problems 

appear. Teachers who expect children to adjust to the school 

format are faced first of all with problems of control (19, 

pp. 32-33). 
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Staff Development for Site-Based Management 

In the literature reviewed on site-based management or 

decentralized decision making, few references were found 

regarding professional development activities prior to the 

implementation of the practice of school management. In 

many school systems, implementation of site-based management 

was mandated by the board of education or the superintendent 

and very little if any time was set aside for professional 

development. Principals, school staff members, and central 

administrators were neither trained nor adequately debriefed 

in their new roles in this new system of management. Because 

of the district's failure to adequately train its staff, 

confusion, distrust, and lack of support have led to morale 

problems. In order for site-based management to be effective, 

the main ingredient is understanding and that is gained 

through professional development of the local school adminis-

trators . 

Keene believes that there is more to decentralized 

decision making than simply mandating it as a new district 

policy and re-arranging budgets. There are several dimen-

sions which should be considered before such a system is 

established. He identifies these dimensions as students, 

staff, curriculum, facilities, finance, and advisory groups 

(23, p. 32). 

Systems going into site-based management, says Clear, 

should unambiguously define what the administrator's role m 
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the new system will be. Authority that will remain in the 

realm of the administration should be clearly delineated. 

Responsibilities to be shared will have to be assigned and 

authority that is to be removed from central staff will have 

to be defined. Although pressure for decentralization and 

local control may come largely from sources outside the 

existing school organization, the capacity to make smooth 

changes toward decentralization is mostly within the power 

of the established system (10, p. 263). 

Site-based management or decentralized decision making 

is a growing process for an entire school system. Parker 

warns, however, that it is not a program to put into 

practice immediately. Everyone involved in a school system-

board members, superintendent, central office administrators, 

principals, teachers, parents, students must become aware of 

the process and the responsibilities they assume for the 

program's success or failure (35, p. 20). In school systems 

where a methodical procedure was used to implement site-

based management which included training programs for princi-

pals, the program had fewer problems of distrust and confusion. 

The Monroe County School District in Florida, which has been 

used as a model by many school systems, began their training 

in 1971 and began full implementation in the 1978-1976 school 

year. The professional development beginning in 1971 was a 

top-down strategy which involved the district leadership 

rather than teachers and students (32, p. 15). 
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The Monroe County School-Based Management Plan based 

in Key West, Florida, provided to its staff a comprehensive 

staff development program. In 1971, Monroe County began to 

move from a conventional organizational and administrative 

structure to an educational management system known as 

school-based management. The rationale for its use was 

that school centers are logical places for quality decisions, 

quality planning, and quality implementation, thus resulting 

in increased accountability for program outcomes (32, foreword) 

Operationally, Monroe County believed that school-based 

management was a systematic way of bringing district staff, 

principals, teachers, parents, and students together to 

participate in determining and improving school programs. It 

was also believed that it encouraged effective use of educa-

tional resources, that it reduced the time and distance where 

and when a decision is made and where and when it is put into 

practice. Further, it places considerable emphasis on the 

evaluation of school effectiveness (32, foreword). 

School-based management as it evolved had particular 

emphasis on the team concept which permeates at the school 

board—district, school, and community levels. The roles 

of these three groups took on new and different dimensions of 

equal importance to the successful operation of the district. 

Central staff must interpret, analyze, and forecast the need 

for developing policies and procedures for effective 
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coordination and implementation of school programs. The 

school becomes the focal point of change and the community 

becomes a link to the school with each participant serving 

as an evaluator (32, foreword). 

Monroe County found that the key to successful school-

based management was the development of trust and mutual 

respect among participants. The ingredients of trust and 

respect facilitated an open exchange of ideas and feelings 

which were basic to searching out ways to collectively improve 

the quality of education (32, foreword). 

Monroe County lists assumptions which require staff 

training to insure effectiveness in developing a school-based 

management program. 

A strong commitment on the part of school board and 

superintendent is essential for school-based management to 

work. 

School-based management permits flexibility in educa-

tional programs within schools and diversity between schools, 

but still retains a framework for coordination within the 

district. 

School-based management is a process of involvement of 

all levels in planning and implementing an educational pro 

gram that results in the product of educational achievement. 

Changing management practices from a centralized to a 

decentralized system involves a change in the structure of 
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the organization and management behavior of key people in 

leadership positions. 

The process of change from a centralized to a decen-

tralized management system is developmental and accomplished 

gradually over a period of time. 

Delegation of planning and decision making to school 

centers results in increased knowledge and understanding by 

the school staff of the data and need for data on which 

decisions are based. This increased knowledge brings about 

better morale on the part of teachers and other staff. 

Increased involvement of teachers and staff in decision-

making results in a higher degree of commitment to implementa-

tion of plans and ownership for outcomes (32, pp. 4-5). 

Monroe County developed a training program for principals, 

teachers, and staff. They realized that changing a school 

district from a centralized to a decentralized system creates 

a need for new ways of communicating, problem solving and 

decision making. Different competencies are needed for 

functioning in new roles. 

The training process was developmental so that training 

and application were interwoven. A continuous identification 

of needs and recycling of training provided opportunities for 

strengthening skills of individuals in areas of need. 

Developing skills of individuals new to the system or in 

administrative positions since the initial training program 

were implemented. 
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The training program focused on principals and district 

staff initially while the second phase focused on school 

level leadership staff. Training programs were implemented 

concurrently for administrators and teachers as needs were 

identified. The principals were involved in the training 

provided for teachers. The superintendent and team leaders 

were involved in the training for principals so that new 

skills and processes permeated all levels of the complex 

organization. 

Early training during the change to decentralization 

included interpersonal relationships, team building, decision 

making, planning, and fiscal management. At this time, train-

ing is more specifically oriented to curriculum and evaluation 

with the major thrust of school-based management toward improv-

ing the educational environment and opportunities for students 

as evidenced by student achievement (32, p. 17). 

In his account of community involvement in the Detroit 

Public Schools, May reported that orientation and intensive 

training sessions were conducted for principals and assistant 

principals, school community agents and assistants, and public 

convenors which was "a special group authorized by the 

Regional Board to represent them and execute their mandate" 

(30, p. 53). These sessions were executed prior to the 

implementation of the program. 

Key ingredients to the successful implementation of 

school-based management, says Weischadle, are time, training, 
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and trust. Implementation should be gradual—"it may take 

as long as three years" to successfully implement the con-

cept. Training should be provided for principals, teachers, 

students, and parents. And trust between all participants 

should be nourished from the earliest training session (44, 

p. 55). 

Saranson believes that training is the crucial lmple-

menter of change. His statement follows. 

One can realign forces of power, change in administra-
tive structures, and increase budgets : ^ m^erials and 
npw oersonnel, but the intended effects of all these 
changes will be drastically diluted ^ 
past experiences and training, interacting with =®rtain 
personality factors, ill prepare them for the role of 
educational leader (40, pp. 148-149). 

Summary and Conclusions 

In the urban school system "bigness" is here to stay. 

This survey of literature seems to indicate that the larger 

the school system the less likely it is to be sensitive to 

the characteristics, needs, and desires of its constituents. 

Decentralization is advocated by most authors as a means of 

overcoming some of the problems associated with "bigness." 

Three major types of decentralization efforts are presented 

below. 

1. Top-down-decentralization imposed by legislation or 

central office. 
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2. Bottom-up-decentralization that is brought about 

by community pressure for control of or voice in decision 

making. 

3. Decentralization from both directions a plan that 

is brought about through the cooperative efforts of central 

office staff, local school staff, and community parents and 

lay people. 

Parent community involvement seems to be a vital com-

ponent of any successful decentralization plan. The litera-

ture proposes that the community is satisfied in relation to 

the degree of its involvement and participation. Also, 

people have more confidence in a school if they have a part 

in planning for the total school situation. Parent-community 

involvement ranges all the way from total control of decisions 

made at the local school site down to an advisory role that 

may or may not have an impact on decision making. 

The multitudinous duties and responsibilities of the 

school principal are presented. Great emphasis is placed 

on the lack of expertise of the principal to fulfill the 

complicated role of the principalship. One of the duties 

that seems to be difficult is that of financial management. 

Budgets are decentralized to varying degrees. Some budget-

ing is decentralized only for the purchasing of equipment 

and supplies. The range of budget decentralization extends 

from this simple aspect to all phases of the financial 
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management of an individual school being allocated to the 

principal. 

The teachers have always been the "low man on the totem 

pole." They have been given a mandatory curriculum, have 

been allocated materials, and have been given directions for 

every duty they perform. The involvement of teachers has 

seemed to play an important role in any success that school 

systems have enjoyed. Morale has seemed to soar and their 

efficiency level has seemed to rise under decentralization. 

Some school systems have gone into decentralization without 

any prior preparation. The central office staff has thrust 

a master plan on the principal, his staff, and community. 

Other school systems have taken as much as three years to 

plan with everyone involved—central staff, principals, 

teachers, parents-community, and students. 

Several pertinent conclusions that may be drawn from 

this review of literature follow. 

1. There seems to be a greater degree of success 

reported from school systems that have decentralized from 

both directions (central office and school site). 

2. There must be a strong parent-community involve-

ment program that addresses the needs, characteristics, and 

desires of a particular community in any type of decentrali-

zation. 
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3. Children may experience more success if there is an 

effective parent-community involvement program. 

4. It seems that the orientation and training of all 

participants involved is conducive to the success of any 

decentralization program. 

5. Since the principals are the key to success at the 

school site level and since their duties are so complicated 

and varied, it stands to reason that they need intensive 

training in all aspects of school management. 

6. As the leader of individual school sites, principals 

must be able to provide training for the staffs, parents, 

and students to implement a successful decentralization plan. 

Moore summarized succinctly the need for training pro-

grams for principals when she said this is "perhaps one 

solution to reorienting individual principals to a new role 

orientation and equipping them with new skills. These pro-

grams need to be rethought from a university-based model to 

models which deal more with the principal's on-the-job 

learning" (33, p. 16). 
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CHAPTER III 

THE PROCEDURES OF THE STUDY 

The primary focus of this study was to identify staff 

development needs of elementary school principals in a large 

urban school district who were implementing or planning to 

implement site-based management on their assigned campuses. 

Description of the Population 

The population for this study was the sixty-one elemen-

tary school principals in a large urban school district. 

These principals were encouraged by the central administra 

tive staff to assume the responsibility of site-based 

managers during the 1981-1982 school year. During this first 

year, a number of elementary school principals submitted pro-

posals to an Administrative Task Force seeking approval to 

initiate their site-based management plan. Six of the 

schools' plans were approved, and programs were begun. Three 

priority areas involving decision making at the school site 

evolved. These three areas were personnel, instruction, and 

budgeting. During the succeeding years, additional areas of 

decision making have been added, such as building level staff 

development, implementation of non-uniform student schedules, 

and provisions for specialized summer programs. All of the 

91 
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sixty-one principals were involved in campus budget manage 

ment and building personnel selection during the 1983-1984 

school year. 

Permission for Conducting the Study 

Permission for conducting this study was requested 

through the Department of Research and Evaluation of the 

participating school system and approved by the system s 

superintendent in November, 1983. 

Collection of Data 

Sixty-one principals from a large, urban school district 

were requested by the central administrative staff to observe 

a video-taped presentation of a classroom teacher in an 

instructional setting, to evaluate the teacher1s performance 

on the Formative Evaluation Report, and to complete the 

Instructional Knowledge Survey. The principals were then 

sent a questionnaire on Decentralized Decision Making and 

a Life Styles Inventory. They were asked voluntarily and 

anonymously to complete these two instruments and return 

them to the investigator. The only identification was the 

recording of an assigned number which allowed for comparison 

with the district administered Formative Evaluation Report 

and Instructional Knowledge Survey. In order to ensure an 

adequate sample, 60 percent of the principals had to respond. 

The minimum number of subjects was thirty-one. 
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Instrumentation 

Four instruments were used to obtain professional 

development needs of principals participating in site-based 

management. These four instruments were the Formative 

Evaluation Report, Instructional Knowledge Survey, Decen-

tralized Decision-Making Principal Questionnaire, and the 

Life Style Inventory. 

Formative Evaluation Report 

This instrument was used to evaluate teacher performance. 

It was given to principals for the purpose of evaluating the 

video-taped performance of a teacher following two staff 

development workshops on teacher evaluation. It was developed 

by a panel of teachers, principals, and central administrators 

utilizing data and the item bank developed under the super-

vision of Richard P. Manatt, Professor at Iowa State Univer-

sity, who has done extensive research with similar instruments 

in other school districts (2). 

Content validity for this instrument was established by 

a series of procedures. These procedures were as follows: 

(a) a panel of experienced teachers and administrators con-

ducted a search of related literature to identify teaching 

skills most commonly listed as essential to successful 

instruction; (b) experts knowledgeable in the field of teacher 

evaluation were consulted and assisted in the critique of the 
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content; (c) experienced teachers and administrators reviewed 

the instrument and stated that it was a reasonable measure of 

teacher effectiveness; and (d) teachers and administrators 

piloting the instrument indicated that the testing produced 

reasonable results. The panel responsible for developing 

the instrument believed that there were no other instruments 

adequate in content to test for validation and that it could 

not be correlated at this time to other instruments. 

The Formative Evaluation Instrument assessed principals' 

accuracy in evaluating teacher performance. Those principals 

scoring above the mean on this instrument have demonstrated 

skills needed by effective site-based managers. Reliability 

was determined by use of the Kuder-Richardson Test which 

indicated a .85 internal consistency and a .84 split-half 

reliability (3, pp. 134-135). 

Instructional Knowledge Survey 

This instrument was developed to test the objectives 

taught in a staff performance and teacher evaluation workshop 

for administrators. The instrument assessed principals' 

abilities to evaluate effectively the instructional program 

which was a determiner for effectiveness as site-based 

managers. 

Madeline Hunter and Sue Wells, recognized authorities in 

the areas of mastery learning and outcome-based instruction, 

provided twelve hours of training and specific information to 
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the panel of experienced teachers and administrators 

responsible for the development of the instrument. Manatt 

also reviewed and provided assistance in developing this 

instrument. 

Reliability was confirmed by use of the Kuder—Richardson 

Test of internal consistency and reliability. The internal 

consistency was .90 and the split-half reliability was .89 (3, 

pp. 134-135). Content validity for the instrument was con-

firmed by the panel of experienced teachers and administrators 

used in developing the test; support and critique of the 

instrument by experts in the areas of mastery learning, 

outcome-based instruction, and teacher evaluation; pilot test-

ing by trained administrators and teachers; and the results 

of the testing which produced expected results. 

Decentralized Decision-Making 
Principal Questionnaire 

This instrument was developed by the investigator and 

the associate superintendent for planning of a large, urban 

school district. The instrument was designed to obtain 

personal, educational, and professional development data of 

principals. The professional development section requested 

an assessment by the principal of training received, training 

desired, and training needed. The results of this instrument 

provided a composite of the effectiveness of professional 

development and the needs as perceived by principals for 
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professional development necessary for effective site-based 

management. This instrument was validated through an exten-

sive peer review process. Results were reported by concur-

rence of items with established objectives. 

Life Style Inventory 

This instrument is a multilevel diagnostic system 

developed by Human Synergistics, Incorporated, and designed 

to provide accurate, detailed information about healthy 

human behavior. It was developed under the hypothesis that 

changes in behavior or attitude begin with an understanding 

of current life position (1, p. 1). The instrument provided 

twelve scores which can be correlated to the variable of 

characteristics and needs of principals participating in site-

based management. The results of this instrument provided an 

assessment of the behavior and attitudes of principals. This 

instrument was administered to principals in order to assess 

the humanistic characteristics of effective administrators. 

Results were normally reported in percentiles, however, for 

the purpose of this study the percentile scores were con 

verted into normal curve equivalents. 

Reliability and validity were determined by the pub-

lisher. Reliability was tested three different ways and the 

results showed a statistically high level of internal 

reliability. Tests of validity were conducted and results 



97 

revealed that the instrument is a valid tool for measuring 

one's perception of his behavior (1, p. 7). 

Data Analysis and Research Design 

At the conclusion of each phase of the study, the data 

were assembled for computerized data processing. The 

Statistical Package for Social Sciences (SPSS) was used for 

statistical analyses. A variety of parametric and non-

parametric statistical procedures was used to test the 

hypotheses and research questions previously stated. The 

minimum probability level of statistical significance for 

all procedures was set at .05. Conclusions were made relative 

to the appropriateness of professional development activities 

toward improving principals' knowledge and effectiveness in 

implementing site-based management on their assigned campuses. 

Statistical procedures which were used for hypotheses 

testing were as follows. The relationship between instruc-

tional administrative characteristics and instructional 

knowledge was assessed through Pearson Product Moment Cor-

relation Coefficients (3, pp. 93-104). The same procedure 

was used to determine the relationship between principals' 

number of years of experience and instructional knowledge. 

Principals' levels of staff and parent decision-making 

preferences were computed as means. Differences in prefer-

ence frequencies were assessed by a chi-square test (3, 

pp. 247-251). Differences in respect to effective time 
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management were assessed through a chi-square test on 

frequencies of principals' statements. Advantages of site-

based management were also assessed through a chi-square 

test on frequencies of principals' statements (3). 

The relationship between number of years of experience 

and degrees of success as principal were assessed through 

Pearson Product Moment Correlation Coefficient. Concern 

about effectiveness of decision making and improvement of 

student achievement was assessed through chi-square tests 

on frequencies of principals' statements. Styles of behavior 

were analyzed through a repeated measures analysis of 

variance and multiple comparison of means. Other analyses 

were undertaken as necessary. The four instruments provided 

information which indicated the professional development 

needs of principals implementing site-based management (3). 

The Formative Evaluation established the needs of 

principals in the area of teacher assessment. To be an effec-

tive site-based manager, a principal must have the expertise 

to evaluate staff, to assist in correcting deficiencies, and 

to plan effective professional development activities which 

will improve instruction and assist staff in understanding 

and supporting site-based management. 

The Instructional Knowledge Survey assessed each 

principal's knowledge of instruction. To be an effective 

site-based manager and instructional leader, a principal 
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must have the ability to determine competent classroom 

instruction. Without this ability, a principal will not be 

able to lead staff and site-based management committees in 

making decisions that will lead to consistent productivity. 

The Formative Evaluation and the Instructional Knowledge 

Survey Instruments were compatible in that the Formative 

Evaluation assessed principals' abilities to evaluate teachers 

while the Instructional Knowledge Survey assessed principals' 

abilities to evaluate instruction. Principals with low scores 

on one or both of these instruments could be determined to be 

less capable as site-based managers. These two instruments 

indicated areas where professional development activities 

were needed to strengthen principals' skills in evaluation 

and instruction. 

The Decentralized Decision-Making Questionnaire assessed 

principals' concepts and knowledge of site-based management. 

It provided to the investigator the professional development 

activities that principals felt were helpful, were most 

beneficial, and were not beneficial to implementing the site-

based program. The questionnaire also provided information 

on age, sex, experience, and the professional development 

needs identified in each of these categories. 

The Life Styles Inventory assessed the humanistic-

helpful and the avoidance behaviors which were two of the 

twelve behaviors evaluated by this instrument. The 
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individual with humanistic-helpful behavior is open to 

new ideas and leads others to think independently. The 

individual with avoidance behavior will not take chances 

and will not make decisions. 

The group assessment as determined by this instrument 

indicated professional development needs that should be met 

to help principals strengthen their abilities to make 

decisions and their abilities to utilize the services of 

others in the decision-making process. The twelve behaviors 

identified by this instrument are humanistic-helpful, 

affiliative, approval, conventional, dependent, avoidance, 

oppositional, power, competitive, competence, achievement, 

and self-actualizing. 

In their new roles as site-based managers, principals 

lead in making decisions that require greater expertise in 

managing staff and patrons. An understanding of their 

management styles as indicated by this instrument may assist 

principals in coping with this new responsibility. This 

instrument can assist the individual principal in determining 

his perceived behavior and in changing attitudes or behavior. 

Each of the hypotheses was statistically treated to 

determine the effectiveness of the testing used. The 

hypotheses and the method of testing used are listed below. 

1. The hypothesis that scores on the Formative Teacher 

Evaluation will be normally distributed was tested by the 

Kolmogorov-Smirnov Test of Goodness of Fit. 
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2. The hypothesis that scores on the teacher evalua-

tion survey will be significantly correlated with principals' 

knowledge of instruction and experience was tested by Spear-

man' s Rank Order Test of Correlation. 

3. The hypothesis that principals' abilities to 

evaluate teachers will correlate with the principals' ages, 

sex, and training was tested by use of Point Biserial Cor-

relation (sex) and Spearman's Rank Order Test of Correlation 

(age and training). 

4. The hypothesis that the distribution of scores on 

the Instructional Knowledge Survey will be normal was tested 

through the use of the Kolmogorov-Smirnov Test of Goodness 

of Fit. 

5. The hypothesis that principals' number of years of 

experience and training will correlate significantly with 

instructional knowledge was tested by Spearman's Rank Order 

Test of Correlation. 

The treatment of research questions was a calculation of 

all responses. The research questions and the method of 

treatment are listed below. 

1. The research question that principals' professional 

development activities will correlate with optimism toward 

site-based management was tested by Spearman's Rank Order 

Test of Correlation (3, pp. 106-110). 
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2. A frequency count was used to test the research 

question that principals will identify effective personal 

time budgeting as a problem in implementing site-based 

management. 

3. A frequency count was used to test the research 

question that building-level decision making will be 

identified as an advantage of site-based management. 

4. A frequency count was used to test the research 

question that principals prefer a moderate level of staff 

and parent participation in decision making. 

5. A frequency count was used to test the research 

question that principals will express concerns about the 

lack of clearly defined authority at the building level. 

6. A frequency count was used to test the research 

question that principals consider the improvement of student 

achievement as the most important task facing them. 

7. A profile of the Life Styles Inventory was used to 

test the research question that principals will reveal both 

humanistic-helpful and avoidance styles of behavior. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The investigator examined the professional development 

needs of elementary school principals implementing site-based 

management in an urban school system. The needs were iden-

tified by utilizing four instruments. These instruments were 

a Formative Teacher Evaluation, an Instructional Knowledge 

Survey, a Decentralized Decision-Making Questionnaire, and a 

Life Styles Inventory. 

The Formative Teacher Evaluation instrument determined 

the needs of principals in the area of teacher evaluation. 

Principals viewed a standard video—tape of a teaching act 

and responded to a multiple-choice questionnaire. 

The Instructional Knowledge Survey and the Formative 

Teacher Evaluation are complementary. The Formative Teacher 

Evaluation assessed principals' abilities to evaluate 

teachers while the Instructional Knowledge Survey assessed 

principals1 knowledge of instructional processes. A princi-

pal who is weak in either of these areas may be less capable 

as a site-based manager. These instruments indicated areas 

where professional development activities were needed to 

strengthen principals' skills in evaluation and instruction. 
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The Decentralized Decision-Making Questionnaire assessed 

principals' concepts and attitudes relative to site-based 

management. It identified for the investigator which pro-

fessional activities principals perceived as helpful or not 

beneficial to implementing a site-based program. The ques-

tionnaire provided information about the ages, sex, 

experience, and needs of principals. 

T h e Life Styles Inventory assessed the humanistic-helpful 

and avoidance behaviors. According to this instrument the 

individual with humanistic-helpful behavior is considered to 

be open to new ideas and capable of leading others to think 

independently (1, pp. 11-12). The individual with avoidance 

behavior is least likely to take chances and reluctant to 

make decisions (1, pp. 21-22). The assessment of principals 

by this instrument indicated professional development needs 

that should be met in order to strengthen their abilities to 

make decisions and their abilities to involve others in the 

decision-making process. 

The ten other behaviors identified by this instrument 

were affiliative, approval, conventional, dependent, opposi-

tional, power, competitive, competence, achievement, and 

self-actualizing. In their new roles as site-based managers, 

principals lead in making decisions that require greater 

expertise in managing staff and patrons. An understanding 

of their behavioral styles as indicated by this instrument 
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may assist principals in coping with this new responsibility. 

The Life Styles Inventory can assist the individual principal 

in assessing and in changing his attitudes or behavior. 

Hypotheses and research questions were generated and 

statistical procedures were identified to analyze the results 

of these measures. These results are reported in the infor-

mation that follows. Raw scores from the Formative Teacher 

Evaluation and Instructional Knowledge Survey and principals' 

demographics are recorded in the Appendix. 

Hypothesis One—Scores on the Formative Teacher 
Evaluation Will be Normally Distributed 

Thirty-four principals participated in the Formative 

Teacher Evaluation. The principals reviewed a video-taped 

presentation of a teacher in an actual classroom setting, 

recorded notes of what was observed, and completed the 

Formative Teacher Evaluation instrument. The Formative 

Teacher Evaluation instrument assessed four performance areas. 

These performance areas included instructional skills, 

organizational and classroom management skills, professional 

performance, and interpersonal skills. All of these per-

formance areas were rated on five criteria with the exception 

of the instructional skills area which had six criteria. In 

each criteria there were five levels of evaluation. These 

levels were on a continuum from "not observed," to "an 

acceptable standard," to "better than the acceptable standard." 
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A total of twenty-one responses were obtained from the 

participating principals in evaluating the teacher's 

performance. 

Hypothesis 1 predicted that the distribution of princi-

pals' scores on the Formative Teacher Evaluation would be 

normal. The Kolmogorov-Smirnov Goodness of Fit test was 

applied to test the hypothesis. The results of this test 

and statistics of interest are shown in Table I. 

TABLE I 

DISTRIBUTION OF PRINCIPALS' SCORES ON FORMATIVE 
TEACHER EVALUATION 

Statistic 
of Interest 

Items on Formative Teacher Evaluation 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 

Formative 
Teacher 
Evaluation 
Scores 
Distribution 

Minimum to Maximum 

Mean 

Mode 

Median 

Standard Deviation 

4 . 0 - 1 9 . 0 

1 2 . 8 

1 3 . 0 

1 2 . 7 

3 . 3 

Kolmogorov-Smirnov 
Goodness of Fit 

z Score 

P (probability) 

. 69 

.728 
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The Kolmogorov-Smirnov z score of .69 was not significant 

(p = .728). The hypothesis of normality was, therefore, not 

rejected. The mean, mode, and median were similar and the 

standard deviation was approximately 25 percent of the range. 

Hypothesis Two and Hypothesis Three—Scores on 
the Teacher Evaluation Will be Significantly 
Correlated with Principals' Knowledge of 

Instruction and Selected Variables 

The relationship of selected variables with principals' 

teacher evaluation scores were examined. The variables of 

interest were knowledge of instruction, experience, training, 

age, and sex. The instruments used to collect these data 

were the Formative Teacher Evaluation, Instructional Knowl-

edge Survey, and the Decentralized Decision-Making Principal 

Questionnaire. 

The Formative Teacher Evaluation instrument provided 

scores of principals' assessment of classroom instruction. 

The Instructional Knowledge Survey provided an assessment 

of principals' knowledge of instruction. The Decentralized 

Decision-Making Questionnaire provided principals' years of 

experience, training, age, and sex. 

It was predicted by Hypothesis 2 that scores on the 

teacher evaluation instrument would be significantly cor-

related with principals' knowledge of instruction and 

experience. This was tested by Spearman's Rank Order Test 

of Correlation. It was predicted by Hypothesis 3 that 
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principals1 scores on the teacher evaluation instrument 

would correlate with the principals' ages, sex, and training, 

This was tested by use of Point Biserial Correlation (sex) 

and Spearman's Rank Order Correlation (age and training). 

Results of these tests and statistics of interest are shown 

in Table II. 

TABLE II 

RELATIONSHIP OF SELECTED VARIABLES WITH PRINCIPALS' 
FORMATIVE TEACHER EVALUATION SCORES 

Variable of 
Interest 

Spearman's Rank Order Correlation Variable of 
Interest r P Does Relationship Exist? 

Knowledge of 
Yes Instruction .49 .002 Yes 

Experience -.16 .176 No 

Training .13 .231 No 

Age -.15 .191 No 

Sex .34 .02 Yes Sex 
(favors females) 

The data show that the correlation between principals' 

teacher evaluation scores and knowledge of instruction was 

.49, significant at the .002 level of probability. This 

positive correlation revealed that there was a strong rela-

tionship between principals' evaluation scores of teachers 

and their knowledge of instruction. 
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The tests also revealed that the correlations between 

principals' teacher evaluation scores and experience, train-

ing, and ages were not significant. The correlation with 

experience was -.16 (P = .176), with training .13 (P = .231), 

and with age -.15 (P = .191). 

There was a positive, significant correlation favoring 

females in the interest variable for sex. The correlation 

was .34 at the .02 level of probability. This indicated 

that female principals tended to score higher than male 

principals on the Formative Teacher Evaluation. 

Hypothesis Four—Distribution of Scores on the 
Instructional Knowledge Survey Will be 

Normal 

The Instructional Knowledge Survey required principals 

to respond to forty items. Items one through ten consisted 

of questions relating to teacher decision-making skills in 

the areas of content, behavior of the learner, and behavior 

of the teacher. The principals selected the skill which 

would best determine the decision that should be made by 

the teacher. 

Items eleven through forty were designed to measure the 

principals' knowledge of the essential elements of instruc-

tion and related classroom behaviors. This was a multiple 

choice test with the principal choosing the most appropriate 

response. 
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It was predicted by Hypothesis 4 that the distribution 

of scores on the Instructional Knowledge Survey would be 

normal. To test that hypothesis the Kolmogorov-Smirnov Test 

of Goodness of Fit was applied. The results of this test 

are shown in Table III. 

TABLE III 

DISTRIBUTION OF PRINCIPALS' SCORES ON INSTRUCTIONAL 
KNOWLEDGE SURVEY 

Statistic of Interest Score 

Minimum-Maximum 8.0-34.0 

Mean 21.5 

Median 22.8 

Mode 23.0 

Standard Deviation 6.0 

Kolmogorov-Smirnov Test 

z Score 

P (Probability) .480 

The Kolmogorov-Smirnov z score of .84 was not signifi-

cant (P = .48); therefore, the hypothesis of normality was 

not rejected. The minimum score on the Instructional 

Knowledge Survey was 8 and the maximum score was 34, produc-

ing a range of 26. The mean, median, and mode were similar 

with a mean of 21.5, a median of 22.8, and a mode of 23. 

The standard deviation was approximately 25 percent of the 

range. 
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Hypothesis Five—Experience and Training Correlates 
with Instructional Knowledge 

The Decentralized Decision-Making Questionnaire com-

pleted by principals requested data about their years of 

experience in education and the training or staff develop-

ment activities in which they had participated. The results 

of this questionnaire were compared with the scores from the 

Instructional Knowledge Survey. 

It was predicted by Hypothesis 5 that principals' number 

of years of experience and amount of staff development train-

ing will correlate significantly with instructional knowledge. 

To test that hypothesis, Spearman's Rank Order Test of Cor-

relation was applied. Results of this test are shown in 

Table IV. 

TABLE IV 

RELATIONSHIP OF SELECTED VARIABLES WITH PRINCIPALS' 
KNOWLEDGE OF INSTRUCTION 

Variable Spearman's Rank Order of Correlation 
of r P Does Relationship Exist? 

Interest 
Does Relationship Exist? 

Experience -.12 .261 No 

Training .20 .128 No 

The correlation of experience with principals' knowledge 

of instruction of -.12 was not significant (P = .261). The 

correlation of training with principals' knowledge of 
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instruction of .20 was also not significant (P = .128). 

These data indicated that there was not a relationship 

between knowledge of instruction and either experience or 

training. 

Research Question One—Principals' Professional 
Development Training Correlates with Optimism 

The Decentralized Decision-Making Questionnaire obtained 

information about principals' understandings, attitudes, and 

training relative to site-based management. Principals were 

asked to indicate their optimism toward site-based management 

and their perception of the benefits of training received. 

Research Question 1 anticipated that principals' professional 

development activities (training) would correlate with 

optimism toward site-based management. To test that question 

the Spearman's Rank Order Test of Correlation was applied. 

Results of this test are shown in Table V. 

TABLE V 

RELATIONSHIP OF TRAINING AND OPTIMISM 

Research Question 
Number One 

Spearman's Rank Order Correlation 
Research Question 

Number One r P Does Relationship Exist? 

Training vs. Optimism -.05 .384 No 

The correlation between training and optimism of -.05 

was not significant (P = .384). The findings revealed that 
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there was not a significant relationship between training 

(staff development) and optimism toward site-based management. 

Research Question Two and Research Question 
Five—Site-Based Management Problems 

The Decentralized Decision-Making Questionnaire requested 

principals to list problems that they had encountered imple-

menting site-based management or that they viewed as being 

potential problems. It was asked in Research Question 2 if 

principals would identify personal time budgeting as a ma3or 

problem in implementing site-based management. In Research 

Question 5 it was asked if principals would express concern 

about the lack of clearly defined authority at the building 

level. To test the accuracy of these statements the Cochran 

Q Test was applied. The results of this test are shown in 

Table VI. 

TABLE VI 

SITE-BASED MANAGEMENT PROBLEMS 

Cochran Q Test 

Problem Frequency Q P 
Is There a 
Difference? 

Lack of Clearly 
Defined 
Authority 25 

Time Management 11 
12.6 .006 Yes 

Poor Decisions at 
Local Site 14 

Central Office Cedes 
No Control 13 



115 

The four problem areas listed by principals with the 

greatest frequency were lack of clearly defined authority 

at the building level, time management, making poor decisions 

at the local site, and failure of the central office to 

relinquish control. Lack of clearly defined authority 

received twenty-five responses; poor decisions at the local 

site received fourteen responses, central office cedes no 

control received thirteen responses; and time management 

received eleven responses. The Cochran Test provided a 

significant Q score of 12.6 at the .006 level of probability. 

This analysis suggests that lack of clearly defined authority 

at the building level is a major problem and that poor 

decisions at the local site, central office cedes no control, 

and time management were not considered as important by 

principals. 

Research Question Three Benefits of 
Site-Based Management 

The Decentralized Decision-Making Questionnaire requested 

principals to list the benefits of participating in site-

based management. It was asked in Research Question 3 if 

building-level decision making would be identified as a major 

advantage of site-based management. To test the accuracy of 

this statement the Cochran Q Test was applied. Results of 

this test are shown in Table VII. 



116 

TABLE VII 

BENEFITS OF SITE-BASED MANAGEMENT 

Cochran Q Test 

Benefit Frequency 
Q P Are Differences 

Siqnificant? 

Decisions Made 
at School Site 30 

Control of 
School Budget 16 

Improved School 
Community Relations 16 

22.3 .001 Yes 

Improved Achievement 10 

The four benefits occurring with the greatest frequency 

as determined by the principals were decisions made at the 

school site, control of the school budget, improved school 

community relations, and improved student achievement. 

Decisions made at the school site received thirty responses, 

control of the school budget received sixteen responses, 

improved school-community relations received sixteen 

responses, and improved student achievement received ten 

responses. The Cochran Test produced a significant Q score 

of 22.3 at the .001 level of probability. The results 

indicated that principals perceive decisions made at the 

school site as the most important benefit. 
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Research Question Four--Level of Parent and Teacher 
participation in Decision Making 

The Decentralized Decision—Making Questionnaire asked 

principals to express their opinions concerning the appro-

priate level of teacher and parent involvement in decision 

making at the campus level on a scale of one to six. A 

one on the scale indicated that a low level of participation 

was desired while a six indicated that a high level of 

participation was desired. 

It was asked in Research Question 4, if principals 

would prefer a moderate level of both teacher and parent 

participation in campus level decision making. To test 

this question the Chi—Square Goodness of Fit Test was 

applied. Results of this test are shown in Table VIII. 

TABLE VIII 

LEVEL OF PARENT AND TEACHER PARTICIPATION IN DECISION MAKING 

Level of 
Participation 

Frequency 
Chi-Square Goodness of Fit 

Level of 
Participation 

Frequency Chi-
Square 

P 
Are Dxfferences 
Significant? 

Teacher 
Level 1 Low 1 

2 2 
3 2 00

 
» N>
 

.001 Yes 
4 10 
5 11 
6 High 9 

Parent 
Level 1 Low 1 

2 0 
3 5 21.8 .000 Yes 
4 13 

21.8 

5 10 
6 High 4 
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Relative to teacher participation, five principals 

identified levels one to three, and thirty principals 

identified levels four to six. Eleven principals identified 

level five alone. With regard to parent participation, six 

principals identified levels one to three and twenty-seven 

principals identified levels four to six. Thirteen princi-

pals identified level four alone. 

The Chi-Square Goodness of Fit Test produced a signifi-

cant chi-square of 18.2 at the .001 level of probability 

favoring a high level of teacher participation in decision 

making. The Chi-Square Goodness of Fit Test produced a 

significant chi—square of 21.8 at the .001 level of probabil-

ity; also, favoring a high level of parent involvement in 

decision making. 

Research Question Six—Identification of 
Major Tasks 

Principals were asked to identify on the Decentralized 

Decision—Making Questionnaire the most important (major) 

tasks facing them as principals. Research Question 6 asked 

if principals would consider the improvement of student 

achievement as the most important task facing them as 

principals. To test that question, Cochran's Q Test was 

applied. Results of this test are shown in Table IX. 

The most frequently mentioned tasks were improved 

student achievement, better utilization of time, resolving 

problems of staff, and improving school and community 
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TABLE IX 

PRINCIPALS' IDENTIFICATION. OF MAJOR TASKS 

Cochran's Q Test 

Task Frequency Q P Are Differences 
Significant? 

Improved 
Student 
Achievement 16 

Better 
Utilization 
of Time 

Resolving 
Problems 
of Staff 

9 

19 

7.08 .069 No 

Improved School 
and Community 
Relations 19 

relations. Improved achievement was listed by sixteen 

principals, better utilization of time was listed by nine 

principals, resolving problems of staff was listed by nine-

teen principals, and improved school and community relations 

was listed by nineteen principals. The Cochran's Test pro-

duced a non-significant Q score of 7.08 (P = .069). The 

result did not indicate that improved student achievement 

was the most important task perceived by school principals. 

Research Question Seven and Research Question 
Eight—Life Styles Average Scores 

The concept of site-based management is new and demands 

more from principals than what has normally been expected. 
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principals, as site-based managers, lead in making decisions 

that require greater expertise in managing staff and patrons. 

An understanding of their management styles as appraised by 

the Life Styles Inventory will assist principals in coping 

with the concerns, problems, and ideas provided by the staff 

and patrons. This instrument will assist principals in 

assessing their own behavior and in changing behavior if 

needed. 

The two types of behavior which were of particular 

interest in this study were the humanistic-helpful and the 

avoidance behaviors (1, pp. 11-12, 21-22). Identifying 

these two behavior styles is important to successful 

implementation of site-based management. It was asked in 

Research Question 7 and Research Question 8, if the profiles 

of principals would reveal strong humanistic-helpful and 

avoidance styles of behavior. 

The Life Styles Inventory assessed twelve areas of human 

behavior (1, pp. 54-59). Explanations of each of these 

behaviors are listed below: 

Humanistic-helpful—open to new ideas, gives positive 

rewards, and leads others to think independently; 

Affiliative—very cooperative, caring, motivates others 

by praise and friendliness; 

Approval—tries to make sure everyone likes them, agrees 

with whomever has the highest authority, feels upset if their 

ideas are not accepted; 
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Conventional—reliable and maintains the status quo, 

follows the rules, will not make any move that might make 

them look bad; 

Dependence—worries a lot about what might happen, does 

what they are told, and does what is expected; 

Avoidance—will not take chances, will not make decisions, 

and concerned with self; 

Oppositional—skeptical, sarcastic, or cynical, tries to 

find someone or something to blame, and points out all the 

flaws they can find; 

Power—attempts to take charge, tries to strengthen 

own position, and feels angry; 

Competition—competes with others, behaves recklessly, 

and over-estimates own ability to handle a situation; 

Competence—hides emotions, acts totally confident that 

their way is best, and seeks recognition through competence 

or perfection; 

Achievement—pursues own standards of excellence, takes 

moderate risks, and recognizes obstacles and believes own 

effort can make the difference; and 

Self-actualizing—concerned with personal growth, has 

a good sense of perspective on things, and has a positive 

view of self which generalizes to a positive view of other 

people. 

Since percentile scores provided in the Life Styles 

Inventory scoring manual could not be averaged, the 
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percentiles were converted to normal curve equivalents. By 

making this conversion, all principals' scores are averaged 

and are reported in Table X and Figure 1. Data were analyzed 

to determine extreme scores. 

TABLE X 

AVERAGE SCORES OF THIRTY-FOUR PRINCIPALS COMPLETING 
THE LIFE STYLES INVENTORY 

Life Style Average Standard Deviation Range 

Humanistic-Helpful 64.4 14.7 88 

Af filiative 72.1 17.4 74 

Approval 60.3 13.3 49 

Conventional 60.0 13.0 49 

Dependent 67.5 11.9 49 

Avoidance 52.9 13.5 44 

Opposition 54.2 12.2 47 

Power 51.1 11.2 35 

Competitive 56.0 12.0 51 

Competence 58.5 12.3 44 

Achievement 62.7 15.7 65 

Self-Actualizing 71.6 14.4 56 

Humanistic-helpful behavior with a score of 64.4 was 

above average but was not in the extreme category. The 

results would indicate that principals are slightly above 
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average in the humanistic-helpful behavior which indicates 

that they are open to new ideas, give positive rewards, and 

help others to think independently. 

The principals' averages in avoidance behavior indicates 

that they are not reluctant to take chances, that they will 

make decisions and that they are not mainly concerned with 

themselves. In order for principals to be effective site-

based managers they should be strong in these two behaviors. 

They must not only encourage staff and patrons to think 

independently, and give positive rewards but be willing to 

take chances and to make decisions. 

Affiliative with an average of 72.1, self-actualizing 

with an average of 71.6, and dependent with an average of 

67.5 were behaviors with the highest averages. Power with 

an average of 51.1, avoidance with an average of 52.9, and 

oppositional with an average of 54.2 were behaviors with the 

lowest averages. Figure 1 provides an inventory profile of 

averages. 

The results of the Life Styles Inventory did not confirm 

the prediction stated in Research Question 8 that principals 

would display avoidance styles of behavior. However, 

humanistic-helpful behavior was not displayed to the extent 

expected. The average of all twelve behaviors was 60.9. 

Principals scored above the average for the group in 

humanistic-helpful with a score of 64.4. Principals were 
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below average in avoidance with a score of 52.9. Other 

behaviors above average were affiliative with a score of 72.1, 

dependent with a score of 67.5, achievement with a score of 

62.7, and self-actualizing with a score of 71.6. Principals 

were average in approval with a score of 60.3 and conventional 

with a score of 60.0. Behaviors below average were opposition 

with a score of 54.2, power with a score of 51.1, competitive 

with a score of 56.0, and competence with a score of 58.5. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND 

RECOMMENDATIONS 

Summary 

The problem of this study was to identify professional 

development needs of elementary school principals implement-

ing site-based management. The purpose was to develop a 

prioritized list of staff development needs for preparing 

principals to perform as effective site-based managers. 

There were four areas where needs for increased staff 

development activities were analyzed: evaluation of teacher 

performance, instructional knowledge, management styles, and 

decentralized decision making. 

Five hypotheses dealt with the interrelationships 

between principals' evaluation of teacher performance, knowl-

edge of instruction, experience, age, sex, and training. 

Eight research questions dealt with principals' attitudes, 

opinions, and needs as related to site-based management. 

The population for this study was sixty-one elementary 

school principals in an urban school district. The ethnic 

characteristics of these principals were 61 percent Anglo, 

25 percent Black, and 14 percent Hispanic, with 38 percent 

being female. The student population was 31,061 in grades 
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prekindergarten through five. Student ethnicity was 40 per-

cent Anglo, 36 percent Black, and 24 percent Hispanic. 

The study utilized and analyzed data from four instru-

ments. These instruments were a Formative Teacher Evaluation, 

an Instructional Knowledge Survey, a Decentralized Decision-

Making Questionnaire, and a Life Styles Inventory. All 

principals were required to take two of the instruments, 

while two other instruments were optional. Thirty-four 

principals elected to participate by completing the two 

voluntary instruments. Anonymity was provided to all 

participants although an identification number was assigned 

to each principal to allow for data-matching on all instru-

ments . 

Findings 

Five hypotheses and seven research questions were used 

to accomplish the purposes of the study. Statistical pro-

cedures varied. 

Hypothesis One was that scores on the Formative Teacher 

Evaluation would be normally distributed and that this would 

be tested by the Kolmogorov-Smirnov Test of Goodness of Fit. 

Results of this test provided a z score of .69, with similar 

mean, mode, and median scores and a standard deviation of 

25 percent of the range. Data gathered indicated there was 

normality in the assessment of teaching skills by principals. 

Therefore, Hypothesis One was accepted. 
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Hypothesis Two stated that scores on the Formative 

Teacher Evaluation would be significantly correlated with 

principals' knowledge of instruction and experience. This 

was tested by Spearman's Rank Order Test of Correlation. 

The data show that the moderate correlation (r = .49) between 

principals' knowledge of instruction and principals' teacher 

evaluation scores was significant. The tests also revealed 

that the correlation (r = -.16) between principals' teacher 

evaluation scores and experience were not significant. 

Hypothesis Three stated that principals' scores on the 

Formative Teacher Evaluation would correlate with principals' 

ages, sex, and training. This was tested by use of Point 

Biserial Correlation (sex) and Spearman's Rank Order Cor-

relation (age and training). The data show a positive, 

significant correlation between principals' teacher evaluation 

scores and sex, favoring females. This indicated that female 

principals tended to score higher than male principals in 

evaluating teachers. It was found in relationship to princi-

pals' teacher evaluation scores and training and age that no 

positive correlation existed. 

Hypothesis Four was that the distribution of scores on 

the Instructional Knowledge Survey would be normally dis-

tributed. This was tested by the Kolmogorov-Smirnov Test 

of Goodness of Fit. Results of this test provided a K-S 

score of .84 with similar scores for the mean, median, and 
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mode. Standard deviation was approximately 25 percent of 

the range. Data gathered indicated that there was normality 

of principals' scores in instructional knowledge. Hypothesis 

Four was accepted. 

Hypothesis Five was that principals' number of years of 

experience and training would correlate significantly with 

instructional knowledge. This was tested by Spearman's Rank 

Order Test of Correlation. The correlation of the number of 

years of experience with principals' knowledge of instruc-

tion of -.12 was not significant. The correlation of 

principals' training with principals* knowledge of instruc-

tion of .20 was not significant. Therefore, Hypothesis Five 

was rejected. These data indicated that there was not a 

relationship between knowledge of instruction and experience 

or training. 

Research Question One asked if there would be a correla-

tion of principals' professional development activities with 

optimism toward site-based management. This was tested by 

Spearman's Rank Order Test of Correlation. The correlation 

between training and optimism of -.05 was not significant; 

therefore Research Question One was answered in the negative. 

Research Question Two asked if principals would identify 

effective personal time budgeting as a problem in implement-

ing site-based management. This was tested by Cochran's Q 

Test. The Cochran Test provided a significant Q score of 



131 

12.6. However, personal time budgeting was not chosen most 

frequently as a problem in implementing site-based manage-

ment. This suggests that principals do not view personal 

time management as the major problem in implementing site-

based management. 

Research Question Three asked if building-level decision 

making would be identified as an advantage of site-based 

management. This was tested by the Cochran Q Test. The test 

produced a significant Q score of 22.3. The results indicated 

that principals perceive decisions made at the school site as 

the most important benefit of site-based management. Research 

Question Three was accepted. 

Research Question Four asked if principals prefer a 

moderate level of staff and parent participation in decision 

making. This was tested by Chi-Square Goodness of Fit Test. 

The Chi-Square Goodness of Fit Test produced a significant 

chi-square of 18.2, favoring a high level of teacher-staff 

participation in decision making. The Chi-Square Goodness 

of Fit Test produced a significant chi-square of 21.8, 

favoring a high level of parent involvement in decision 

making. Research Question Four was accepted. 

Research Question Five asked if principals would express 

concern about a lack of clearly defined authority at the 

building level. This was tested by the Cochran Q Test. Lack 

of clearly defined authority at the building level received 
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twenty-five responses from the principals, which was eleven 

more responses than the next highest concern. The Cochran 

Test provided a significant Q score of 12.6. This analysis 

suggests that principals view the lack of clearly defined 

authority at the building level as a major problem. Research 

Question Five was accepted. 

Research Question Six asked if principals consider the 

improvement of student achievement as the most important task 

facing them. This was tested by the Cochran Q Test. The 

Cochran's Test produced a non-significant Q score of 7.08. 

The result of the testing did not indicate that improved 

student achievement was the most important task perceived 

by school principals. Research Question Six was rejected. 

Research Question Seven and Research Question Eight 

asked if the Life Styles Inventory would reveal that princi-

pals possessed both humanistic-helpful and avoidance styles 

of behavior. Percentile scores were reported on the Life 

Styles Inventory. For the purpose of this study, they were 

converted to normal curve equivalents in order that all 

principals' scores could be averaged. The average of all 

behavior styles was 60.9. Principals' average score for the 

humanistic-helpful style of behavior was 64.4 or 3.5 above 

the average. Principals' average score for the avoidance 

style of behavior was 52.9 or 8.0 below the average. 

Humanistic-helpful behavior of principals should be above 
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average because of their need to be open to new ideas, to 

give positive rewards, and lead others to think independently. 

Principals with avoidance behavior will not take chances, 

will not make decisions, and are mainly concerned with them-

selves. Avoidance behavior of principals should be low and 

their average score lowered for them to be effective site-

based managers. 

Identifying these two behavior styles is important to 

successful implementation of site-based management. Research 

Question Seven and Research Question Eight were accepted 

because of the average scores of principals on the two 

behavioral attitudes analyzed. 

Conclusions 

The following conclusions were formulated from an 

analysis of the findings of the study. 

1. Since Formative Teacher Evaluation scores were 

normally distributed, indicating normality in the assessment 

of teaching skills by principals, principals should be given 

additional staff development and training in order for them 

to perform above the norm in their abilities to assess teach-

ing skills. 

2. Since principals' knowledge of instruction and 

principals' teacher evaluation correlated significantly, the 

findings for principals being trained in assessing effective 

instruction was substantiated. 
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3. Since principals' experience, training, and ages 

did not show a relationship to the effectiveness of princi-

pals' ability to evaluate teachers, a critical assessment 

should be made of the types of staff development required 

of these principals during their career. 

4. Since the scores of the principals' Instructional 

Knowledge Survey were normally distributed, additional staff 

development and training need to be implemented to insure 

greater instructional knowledge by principals. 

5. Since the data indicated no relationship between 

knowledge of instruction and experience or training, a 

critical analysis should be made of the staff development 

and training afforded principals. 

6. Since principals' professional development activi-

ties did not correlate with optimism toward site-based 

management, a lack of understanding, lack of direction, or 

failure to provide the principals with adequate training 

was evident. 

7. Since the data indicated no relationship between 

training and optimism, a failure to communicate the 

advantages of site-based management to principals would seem 

evident. 

8. Since the data did not indicate that personal time 

budgeting was a problem in implementing site-based manage-

ment, activities and training would be provided principals 

in resolving problems of defined authority. 
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9. Since building-level decision making was identified 

as an advantage of site-based management, thorough staff 

development activities should be provided to central staff 

and principals to insure comprehensive understanding of the 

appropriate roles of all in the decision-making process. 

10. Since the data indicated that principals preferred 

a high level of teacher and parent involvement in decision 

making, staff development activities should be provided to 

teachers and parents informing them of their role in site-

based management. 

11. Since the data indicated that principals were con-

cerned with the lack of clearly defined authority at the 

building level, thorough staff development activities should 

be implemented addressing the principals' authority at the 

building level. 

12. Since the data indicated that principals' did not 

identify the improvement of student achievement as a major 

task facing them does not suggest a lack of commitment to 

this goal; rather it suggests that they may feel that they 

have already concentrated sufficient resources on this task 

and now have a need to give attention to other tasks. All 

other tasks are related to and supportive of the major goal 

to sustain the optimum level of student achievement. 

13. Since the average of humanistic-helpful behaviors 

was not encompassed in the extreme averages, staff 
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development should be implemented to strengthen principals' 

humanistic-helpful behavior. 

14. Since the average of avoidance behavior was suf-

ficiently low, no additional staff development should be 

implemented. 

Recommendations 

On the basis of the findings and conclusions of this 

study, the following recommendations are made for principals 

charged with implementing site-based management in their 

school districts. 

1. It is recommended that staff development be pro-

vided to principals on the philosophy of site-based manage-

ment and the role of the principal for one to two years prior 

to implementing site-based management in the school district. 

2. It is recommended that principals be provided 

specific training in improving their instructional knowledge, 

understanding of the authority, and an understanding of the 

responsibilities that accompany site-based management. Staff 

development should be given in defining site-based manage-

ment, sharing of responsibilities with staff and patrons, 

selection and evaluation of personnel, and in developing and 

maintaining a school budget. 

3. It is recommended that principals receive staff 

development training and support from central staff in 

working with school staffs as site-based management teams 
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are organized. Principals should know the responsibilities 

and authority that they have as site-based managers so 

that they will not intimidate staff and patrons or be 

threatened by decision sharing. 

4. It is recommended that principals recieve staff 

development training in humanistic-helpful behavior. 

5. It is recommended that principals be provided staff 

development in working with parents and staff in shared 

decision making and effective leadership of a site-based 

management team. 

The following recommendations are made for boards of 

education, superintendents, central staff members, and 

college personnel charged with implementing or informing 

educators about site-based management in school districts. 

1. It is recommended that the site-based management 

educational philosophy not be implemented without thorough 

training of central administrators, principals, teachers, 

and parents. A comprehensive knowledge of the responsibili-

ties, functions, and participatory roles of all participants 

must be developed prior to its implementation into a school 

district. A period of three to four years should be used 

to train all participants. Each year staff development 

training in site-based management should be provided for 

newly elected administrators. 
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2. It is recommended that boards of education consider-

ing the implementation of site-based management review 

literature, consult with known authorities, and develop a 

comprehensive understanding of what will be expected of 

central administrators, principals, teachers, and patrons 

prior to adopting the site-based management philosophy. 

3. It is recommended that superintendents develop pro-

cedures for implementing site-based management. Included in 

these procedures would be simultaneous staff development 

activities for central administrators, principals, teachers, 

and patrons to insure understanding and commitment to their 

roles in the system. 

4. It is recommended that consultants and persons 

knowledgeable in site-based management be invited into the 

school system to assist in developing a district plan to 

introduce the philosophy to participants, and to aid in the 

development of the staff development activities. 

5. It is recommended that a district administrator 

with thorough knowledge of and success in site-based manage-

ment be appointed as a coordinator of the site-based manage-

ment program with the sole responsibility of assisting with 

staff training, policy development, and the resolution of 

problems and concerns. 

6. It is recommended that central staff, after being 

thoroughly trained, work closely with school—level personnel 

in implementing site-based management. 
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7. It is recommended that teachers receive staff 

development training from principals, central administrators, 

consultants, and other teachers in developing an understand-

ing of site-based management. 

8. It is recommended that parents receive training from 

principals, central administrators, consultants, teachers, 

and other parents in developing a thorough understanding of 

site-based management. 
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Appendix A 

Formative Evaluation Report 141 

Fort Worth Independent School District 
Fort Worth, Texas 

Teacher's Name Years Experience 
in District 

Building 

Evaiuatee's Signature Date Evaluator's Signature Date 

Directions: 
*8eside each criterion, please check the phrase which best describes the appraisee's performance on that item. 

'Each item must be completed. At the end of each performance area section a comment space has been provided. 
Use of this space is encouraged, particularly if a low level of performance has been checked for any of the criteria 
in that section. 

Performance Area I: 
Criteria 
The teacher... 

A. Demonstrates ability to 
motivate students. 

8. Demonstraas effective teaching 
tecnntques. 

C. Provides opportunities for 
successful learning experiences 
for each pupil at nis/her ability 
level. 

D Communicates effectively with 
students. 

E. Uses a variety of evaluative 
methods to provide students witn-
specific feedback. 

F. Evaluates pupil progress on a 
regular Oasis. 

Instructional Skills 
Levels of Performance 

Not Observed 

Not Observed 

Not Observed 

Not Observed 

Not Observed 

Not Observed 

The teacher s unrealistic 
expectations dissuade 
students from performing 
according to their abilities. 

Tecnntaues are inappropriate 
to the objective! s) of the 
lesson. 

The teacner does not recog-
nize individual student needs. 

Communications from the 
teacher are frequently un-
clear. students often appear 

The teacher gives no evalua-
tive feedback. 

The teacher uses evaluation 
activities wnich are irrelevant 
to the instructional obfec-
tive(s). 

The teacher usually motivates 
students to perform assigned 
tasxs. but inconsistently 
requires students to perform 
according to tneir abilities. 

The teacher intermittently 
uses techniques which are 
appropnate. 

The teacher snows little 
concern for student needs. 

Communications from the 
teacner are usually dear but 
student input is not en-
couraged. 

The teacher is inconsistent in 
giving evaluative feedback. 

The teacher uses evaluation 
activities whicn are marginally 
related to the instructional ob-
jective<s). 

STANDARD 

The teacner dearly expects 
and motivates students to 
perform assigned tasks 
according to their abilities. 

The teacher uses techniques 
wnicn are appropriate to the 
objective(s) of the lesson. 

The teacher recognizes and 
provides for ail student needs. 

Communications from the 
teacner are clear. Relevant 
dialogue is encouraged. 

The teacher gives specific 
evaluative feedback. 

The teacher uses evaluation 
activities which are related to 
the instructional obiectivets). 

In addition to meeting the 
standard, the teacner moti-
vates students to achieve 
beyond previous performance 
I* 

In addition to meeting the 
standard, the teacher uses a 
variety of relevant teaching 
techniques. 

in addition to meeting tne 
standard, the teacner snows 
sensitivity in heiotng tne class 
to understand and provide for 
individual needs. 

in addition to meeting the 
standard, the teacner <s 
extremely skillful in using a 
variety of verbal and non-
verbal communications. 

In addition to meeting tne 
standard, tne teacner gives 
feedback with reinforcment 
and encouragement. 

in addition to meeting the 
standard, tne teacner pre-
pares a variety of evaluation 
activities which meet the 
needs of individual students. 

Evaluator's Comments Evaiuatee's Comments 
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Formative Evaluation Report 

Fort Worth Independent School District 
Fort Worth, Texas 

Teacher's Name Years Experience 
in District 

Building 

Evaluatee's Signature Date Evaluator*s Signature Date 

Directions: 
'Beside each criterion, please check the phrase which best describes the appraisee's performance on that item. 

*Each item must be completed. At the end of each performance area section a comment space has been provided. 
Use of this space is encouraged, particularly if a low level of performance has been checked for any of the criteria 
in that section. 

Performance Area II: 

Criteria 

The teacher . . . 

Organizational and Classroom Management Skills 

Levels of Performance 

A Organizes trie educational setting. Not Observed 

3. Demonstrates evidence of personal Not Observed 
organization. 

C. Organizes students tor effective 
instruction. 

0. Creates an orderly environment 
conducive to learning. 

E. Promotes student self-discipline 
and responsibility. 

Not Observed 

Not Observed 

Not Observed 

The teacner displays little or 
no skill in organizing the edu-
cational setting. 

The teacher is disorganized in 
lesson preparation and organ-
ization. 

There is little or no evidence of 
established classroom rou-
tine: students appear to be 
confused. 

The teacner displays no class-
room control. 

The teacher makes no effort to 
help students develop effi-
cient learning skills and 
assume responsibility for 
learning. 

The educational setting is 
effectively managed, but the 
teacner chooses to use activi-
ties which are inappropnate 
for the physical environment. 

The teacher intermittently 
presents materials m an or-
ganized manner. 

The teacher is inconsistent 
and/or ineffective in main-
taining classroom routine. 

The teacner ts ineffective 
and/or inconsistent in class-
room management. 

The teacner manes an effort to 
help students deveidp effi-

cient learning skills and work 
naoits but occasionally 
models them incorrectly 

STANDARD 

A functional classroom envi-
ronment is maintained. 
Appropriate activities are 
selected. 

Appropriate lesson orepara-
tion and organization of work 
is evident, i.e.. materials are 
availaple: presentations pro-
gress logically. 

The teacner has estaolisned 
an effective classroom routine 
which students cieany under-
stand. 

The teacher deany commu-
nicates and maintains the 
expected standards of be-
navior. 

The teacher is able to model 
and reinforce efficient learn-
ing skills ano work naoits. 

in addition to meeting the 
standard, the teacner as-
sesses ano ad fusts tne educa-
tional setting to provide for a 
variety of learning styles. 

In addition to meeting the 
standard, the teacner shows 
evidence of long range plan-
ning. 

in addition to meeting the 
standard, the students partic-
ipate in carrying out the class-
room routine. 

In addition to meeting me 
standard, tne teacner coun-
sels witn students wno exnibit 
undesiraoie benavtor 

in addition to meeting the 
standard, rne teacner stimu-
lates the students to assume 
resoonsibiiity in a wide variety 
of settings. 

Evaluator's Comments Evaluatee's Comments 
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Evaluatee's Signature Date Evaluator's Signature Date 

Directions: 
'Beside each criterion, please check the phrase which best describes the appraisee's performance on that item. 

'Each item must be completed. At the end of each performance area section a comment space has been provided. 
Use of this space is encouraged, particularly if a low level of performance has been checked for any of the criteria 
in that section. 

Performance Area III: 
Criteria 

Professional Performance 
Levels of Performance STANDARD 

The teacher... 

A. Demonstrates a sense of profes-
sional responsibility. 

Not Observed The teacher does not fulfill 
expected professional re-
sponsibilities. 

The teacher habitually needs 
to be reminded to meet pro-
fessional responsibilities. 

The teacner fulfills profes-
sional, responsibilities. 

In addition to meeting the 
standard, the teacner is seif-
motivated and promotes 
professional responsibility 
m fellow staff memoers. 

3. Demonstrates evidence of profes-
sional ethics tnrougn support of 
school regulations ano policies. 

Not Observed The teacner openly refuses to 
comply with scnooi regula-
tions and policies. 

The teacher intermittently co-
operates in supporting scnooi 
regulations and policies. 

The teacher supports school 
regulations and policies. 

'n addition to meeting the 
standard, the teacner stays in-
formed and/or parti a pates m 
development and review of 
scnooi regulations and 
policies. 

C. improves teacnmg skills necessary 
for fulfilling duties. 

Not Observed The teacher snows no interest 
in professional growth activ-
ities. 

When directed, the teacner 
attends professional growth 
activities. 

The teacner seeks out and vol-
untarily participates in rele-
vant professional growth 
activities. 

in addition to meeting the 
standard, the teacner imtates 
and encourages otner staff 
members to participate in pro-
fessional growth activities. 

0. Demonstrates academic 
proficiency. 

Not Observed Communications are fre-
quently unclear: teacher fails 
to demonstrate basic Know-
ledge. 

Communications are usually 
clear, teacner inconsistently 
demonstrates knowledge. 

Communications are clear 
teacher consistently demon-
strates knowledge. 

In addition to meeting the 
stanoard. the teacher is nighly 
effective in communicating 
and demonstrates superior 
knowledge. 

E. Develops professional goals that 
are compatible with me goals of 
FWISD. 

Not Observeo The teacher does not comply 
with scnooi orgamation s 
goals. 

The teacner intermittently 
complies with the goa«s) of 
the organization. 

The teacher links personal 
professional goals to the 
goals of the scnooi organiza-
tion. 

in aodition to meeting the 
standard, the teacner pro-
motes the goals of the institu-
tion among colleagues. 

Evaluator's Comments Evaluatee's Comments 
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Evaluatee's Signature Date Evaluator's Signature Date 

Directions: 
'Beside each criterion, please check the phrase which best describes the appraisee's performance on that item. 

'Each item must be completed. At the end of each performance area section a comment space has been provided. 
Use of this space is encouraged, particularly if a low level of performance has been checked for any of the criteria 
in that section. 

Performance Area IV: 
Criteria 
The teacher... 

Interpersonal Skills 
Levels of Performance 

A. Expresses concern for ail students Not Observed 
regardless of cuitural. academic, or 
intellectual status. 

B. Demonstrates awareness of me 
needs of students. 

Not Observed 

C. Demonstrates sensitivity in 
communicating with students. 

D. Demonstrates effective inter-
personal relationships with 
school, parents, and 
community. 

S. Displays calmness and maturity in 
actions and reactions. 

Not Observed 

Not Observed 

Not Observed 

The teacner expresses and/or 
demonstrates obvious signs 
of stereotyping when relating 
to students. 

The teacher does not provide 
tor individual capabilities of 
students or demonstrate 
awareness of student needs. 

The taacner is uniwoorwve 
to the needs at students. 

The teacher aviods inter* 
actions with school personnel, 
parents, and community. 

The teacner exhibits little or 
no self-control 

The teacher inconsistently 
recognizes and relates to indi-
vidual differences of 
students. 

The teacher intermittently 
provides for individual capa-
bilities of student and demon-
strates awareness of student 

The tncner intermittently 
snow* sensitivity m cornmmv 
catmg with students. 

The teacher intermittently 
cooperates with school 
personnel, parents, and 
community. 

The teacher is inconsistent in 
exhibiting self-control. 

STANDARD 

tne teacher expresses 
concern for all students as 
evidenced by materials used 
m and interactions with the 
class. 

The teacher teaches to stu-
dent capaoilities and meets 
student needs. 

The taacner dsmonstratts 
sensitivity m relating to all 
students. 

The teacher nas a good 
working relationship with 
school personnel, parents, 
and community. 

The teacner exhtoits self-
control: is calm and poised 
and deals appropriately with 
student behavior. 

in addition to.meeting the 
standard, tne teacher involves 
students in activities to create 
an uncerstanoing and acceo-
tance of individual differ-
ences. 

in addition to meeting tne 
standard, the teacner oro 
vides remedial and/or en-
richment activities and assists 
students in meeting their own 
needs. 

in addition to meeting tne 
standard, the teacher wittingly 
provides extra time tor indtv»» 

in addition to meeting the 
standard, the teacher en-
courages school, parent, and 
community interactions. 

in addition to meeting me 
standard, the teacher serves 
as a positive role mooei tor 
students. 

Evaiuator's Comments Evaluatee's Comments 
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Name: 

THREE MAIN CATEGORIES OF TEACHER DECISION MAKING ARE: 

a. Concent 
b. Behavior of learner 
c. Behavior of ceacner 

Indicate on the blank which type of teacher decision making best.describes 
items 1 through 10. 

1. have students describe the clothing worn by the New England colonists 
describe the difrerences In dress between the New England and the 

southern colonists 

• 2. stand by a student to increase chat student's concern or move to the 
. other side of che room co lower concern 

3. tell students they need not worry if things are not clear, chat everyone 
has trouble at first 

_ _ _ _ _ _ _ have students write a paper or cake a cest co demonstrate cheir 
understanding > 

_ _ _ _ _ _ 5. have students validate their comprehension by making a diorama or a 
time line 

6. have students learn to locate research sources In the library or learn 
how to take notes on the information found in resource sources 

7, 

3. 

have students read 'the chapcer or view a film 
V 

eeach by using examples in che book or co create original examples 

9. have students learn rrom discussing or experimenting 

1 0 . t-each che critical attributes of assumptions and conclusions 

DIRECTIONS: 

Items IL-&0 are designed to measure your knowledge of The Essential Elements of 
Instruction and/or related classroom behaviors. For each item, choose the one 
most appropriate response. In each case, option f,grf may be used. However, only 
choose this option if you are totally unfamiliar with the material. 

11. The descriptor chac is most critical co the knowledge of results is 

a. vivid d. general 
b. posicive s. not familiar with 
c. specific Cerminology/tnacarial 
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12. Which of che following is not considered a variable of retention? 

d. degree of original learning 
a. meaning ° ° ® 
. . , f e. not tamiliar wxth 
b. schedule or practice . , . . , 

. . , . terminology/material 
c. level of aspiration OJ 

13. Reinforcement for correct responses and direction for incorrect responses 
are provided through 

a. orientation d. reward 
b. massed practice e. not familiar with 
c. knowledge of results terminology/material 

14. Teachers are individualizing in a group when they select a student to 
answer on the basis of 

a. ensuring a correct answer d. the question being asked 
b. the order in which hands e. not familiar with 

are raised terminology/material 
c. who has had a turn 

L5. A. teacher is having students describe themselves with fictitious names 
to see if others can guess who they are. The teacher is primarily using 
the motivation variable of 

a. interest d. level of concern 
o. success e. not familiar with 
c. feeling cone terminology/material 

16. The teacher gives an in-class assignment and then announces plans to 
grade students on how well they listen to directions. The motivation 
concept most likely being used by the teacher is 

a. level of concerns d. interest 
b. knowledge of results e. not familiar with 
c. success terminology/material 

17. John makes an inappropriate remark and che teacher bawls him out. He soon 
makes another inappropriate remark. This could best be described as an 
example of 

a. extinction d. positive reinforcement 
b. punisnaent e. not familiar with 
c. negative reinforcement terminology/material 
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18. 

21. 

22. 

To ensure rapid learning and long retention, che teacher will introduce 
23 x 64 by 

a. assigning a page of 20 similar problems 

k* Siting many examples related to the students' experiences 
c. having students discover what to do when multiplying by 10's 
d. having students study the introductory page in the math book 
e. not familiar with terminology/material 

19. . Which of the following is probably least likely to raise a student's level 
or concern? 

a. putting workbooks in his/her desk when finished 
b. sitting next to the teacher in the reading group 
c. knowing that papers are due at the end of the period 

d. showing with thumbs up if the statement is true; thumbs down, if 
false 

e« not f ami Liar wicii terminology/material 

to #
anoch.r

eft Crh ep M 6f , P l # 3 ^ ** C r a n s f a r T i n S l a m i n g from one situatibn to another is that they 

a. eliminate the undesired behavior 

b. help identify when not to transfer the learning 
c. are an efxicient method of transferring learning 
d. all of the above 

e. not ramiliar with terminology/material 

fcnich or the following is not appropriate for a practice "HOW"? activity? 

a. have practice periods that are short and intense 
b. have students practice small, meaningful "chunks" 

c. have students practice with a partner at the beginning of learning 

* teacher S n C S 1 1 1 X 1 : 1 3 1 1 7 s e c reedfea<=k and correction, if needed, from 

e. not familiar with terminology/material 

?r students to decide when to regroup (borrow) in subtraction 
it would be relevant to have students ' 

10. 

a. practice a page of 25 problems requiring regrouping 
b. locate the pages in the math book where regrouping is taught 
C. circle The nmhT a«« _=„. ° _ t d u' n c 

d. 
e. 

r , ^ 1 a -1 • n a c a boolc w h e r a regrouping is taught 
problems requiring regrouping on a page of problems 

make up word problems Co 20 with a of nmki 
__^ ® a or problems requiring resroupin0, 
aot i-amxliar wxth terminology/material 3 
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23. Which of che following examples best illustrates the definition of 
reinforcemenc? 

a. as the teacher sees students checking their work with the answer 
key, he/she says, "It's good you've remembered to refer to the key." 

b. the teacher reminds students, "If you don't finish, you'll have 
homework." 

c. the teacher writes the names of students who are not working quiety 
on the board 

d. as long as students are quiet and productive when they finish their 
assignment, che teacher doesn't interrupt.them 

a. not familiar with terminology/material 

24. Which of the following skills is not an essential component of the task 
of outlining? 

a. ordering main ideas 
b. taking notes while reading material to be outlined 
c- separating che main idea from subordinate information 
d. paraphrasing main ideas and subordinate information 
e. not familiar with terminology/material 

25. If che long range objective is: "The learner will tell time to the nearest 
five minutes," which of the following is an essential component? 

a. write time to che hour 
b. shown a clock, state che cime co che half hour 
c. scace the number of minutes in one hour 
d. on a model clock, show the cime Co a half hour 
e. not familiar with terminology/material 

26. If teachers choose to use the first four components of lesson design in 
sequence, they would plan as follows: 

a. anticipatory sec, objective, input, modeling 
b. anticipatory set, objective, input, guided practices 
c. anticipatory set, input, checking for understanding, guided practice 
e. not familiar with terminology/material 

27. Transfer theory is used most effectively by teachers when they 

a. keep the new learning separate from past learnings 
b. connect the present learning with anything that is similar 
c. ask students, Does this remind you of something you already know?" 
d. use an example in the student's past experience which illustrates 

the same principle as the new learning 
e. not familiar with terminology/material 
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2 8 , 

a. 
b. 
c. 

When prescribing a learning situation for a student, the least critical 
teacher consideration is whether the student 

a. works best with his friends 
b. receives ample help from home 

c. needs close supervision and monitoring by the teacher 
d. needs to work on content that is easy enough for him/her to learn 

quickly and with few errors 
e. not familiar with terminology/material 

29. o f c h e following lesson objectives is not stated behaviorally' 
The learner will 1 ' 

have complete understanding of the colonial period in U.S. history 
read orally the paragraph describing the landing of the Mayflower 
write the dates of the founding of each of the original thirteen 
colonies 

d. describe, after having read the Social Studies chapter, how the 
clothing worn by the New England colonists differed from that 
worn by the southern colonists 

e. not familiar with terminology/material • 

30. On which behavior is extinction likely to be most effective? A student 

a. hits other children 
b. continues calling out 
c. calls out an answer for the first time 
d. behaves in a way the teacher considers inappropriate 
e. not familiar with terminology/material 

31. It is important to provide guided practice because 

a. it is a component included in every lesson 
k* initial practice should be done correctly 

students feel more comfortable with the teacher helping 
the ceacher wants to let students know they are making progress 
not familiar with terminology/material 

32.. Teachers individualize in a group when they 

a. use the students' names in examples 
b. let students make up examples about each other 
c. use classroom examples so they are familiar to each student 

self-concept ^ ^ **** °f 3 S C u d e n C C o anfaance ^at student's 

e. not familiar with terminology/material 

c 
d. 
e. 
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Students can be grouped most appropriately for instruction if the groupins 
IS based upon Che students' ° 

a. 
b. 

c. 
d. 

34. 

35. 

need for che skill or concent in the next grade 
expression of an interest in the content 
previous exposure to the skill or content 
prerequisite skills for the task co be caughc 

s. not familiar with terminology/material 

whefthey " * demonstrating professional decision making 

a. consider that lesson design restricts creativity 

b. follow every part of lesson design in each lesson 

c. consider the elements of lesson design and include those chey 
deem appropriate 7 

d. include all elements of lesson design, but do not initiate 
independent practice unless the students are ready 

e. not familiar with terminology/material 

The concept of negative transfer states that, "What a student has 
previously learned can interfere with what the student is asked Co 

^ ° f C h e 13 least likely co be 
explained by negative transfer? 

a. a student writes 6 x 7 » 41 

b. a pre-schooler says, "He goed away." 

c. a student writes, "The dog wagged it's tail " 

d ' » h ^ n 1 r L r n ! r n e e S d « 1 * c o m ™ fractions problems 

a. not familiar with terminology/material 

DIAGNOSTIC ACTIVITIES CAN BE DESCRIBED AS: 

a. formal 

b. informal 

c. inferential 

36 dth?ou 8h\o
h e " h i C h C 7 P S ° f activity best describes items 

The teacher has students 

36. solve the first problem on their papers and show it to the teacher 

3 7' S e n C e n C S 0 n C h e b o a r d : "^ry went to the grocery store " 

one U n " C f t K ' w o r d ^ " ' V ' " " S S n " " " ' " i — t T h S ^ 

and five"fingers if neitherCS " l S ' 

38, 

39. 

S e 4 f 3 " ! L m ^ i P U ^ t i 0 n T h e " S C b e S l n s " » Problems 4 x 3, and ends with two problems like 65 x .498 

trouble writing p : " 8
? ^ ! : s : r i t i n 8 Radars usually have 

put their thumbs up each time the teacher states a thst.CI«r(.r,v „ f 
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his study has as its purpose to net only determine the current status of our diift to site-based 
J • ? S e r S " J 0 ® 0 0 6 f u t u r e d i r e c t i o n ™ Fcrt Worth Independent 

nthe helpful of you give the study the benefit of your most candid thinking 

ersonal: (Cirde) 

Age: beLow 30 

46-50 

31-35 

51-55 

36-40 

56-60 

41-45 

61-65 

Over 65 

Marital: Married Single Divorced 

Children: 

7 cr mere 

Sex: Male Female 

Ethnicity: Black M exLcan/ A merican 

Education and Experience: (Circle) 

Education: B.A. B.S. 
Experience: 
(Indicate number c£ years fcr each position) 

Teacher 
Vice-principal 
Consultant 
Coordinator 
Principal 
Other 

M.E. 

Mobility (Districts Served): 

Years As School Principal: 

Elementary 

Years In Present Assignment: 

Oriental White 

D.Ed Ph.D 

Middle 

10 

High 
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Present Salary: 

Category Step 

Decentralized Decision-Making (Site Based Management) 

'• H a v e y°u volunteered to participate in site based planning for your campus? Yes No 

t. Have you submitted a proposal through any c£ the site based management groups? 

Yes No 

2 yes - topic (s) c£ the proposalOs) 

What happened? 

. Have you participated in site based management staff development activities? 

Yes No 

3 ' H a v e y o u volunteered and served on any of the site based management committees? 

Yes No 

If yes, which one(s)? 
(Check any that apply) 

Planning Group 1981-82 (Taylor) 
Planning Group 1982-83 (Taylor) 
Developmental Group #1 - Special Student Needs (McAbee) 
Developmental Group #2 - Special District Needs (Whitted) 
Stppcrt Interest Group #3 - Clarify/Central Local Budget 
Support Interest Group #4 - Elementary School. 
Support Interest Group #5 - MidUe School 
Support Interest Group #6 - High School 
Support Interest Group #7 - Pyramid/Vertical 
Support Interest Group #8 - School Based Budget 



Support Interest Group #9 - Use cf Computes 153 
Support Interest Group #10 — Community/School Involvement 
Support Interest Group #11 - Academically Gifted 
Support Interest Group #12 - Bilingual Education 
Support Interest Group #13 — Instructional Television 
Support Interest Group #14 - Shared Support PersonneJ/ScheduJing/Staffing 
Support Interest Group #15 - Dropout Students 

In your opinion, what are the two or three most important benefits tha t win come from 
site based management when i t is fully implemented? 

In your opinion, what are the two or three most serious problems tha t site 
management might cause when i t is fuILy implemented? 

A t t h e present time, for the building you are assigned to what are the most important tasks 
facing you as the principal. Be specific. 

1
m 5 n a ? e m e n t is described as a tool to improve student achievement by encouraging 

instructional decisions to be made as close to the student as possible. 

Wffl i t work? Yes 1 2 3 4 5 No 
(Circle the number 
that best represents 
your opinion) 

Why did you answer as you did? 



w M c h *» 

If yes, please specify. 

1 2 ' M i a t o j a S S ' S ^ ? * " * — 9 — t - « * a - * * — : activities have you 

.Leader Effectiveness Training - Jim Cremin (Leonard Middle SchodL) 
_Empoyee Motivation - Jim Huge (Board Room) 
- f S ? ^ ! l S d l 0 d l S " R o n E d m o n d s { B o a r d Room and Southwest High SchocD 
_Staff Pafarmance Evaluation - Dr. Richard Manatt 
.Teacher Evaluation - Dr. Tan Everett and Mis. Nancy Hungerford 
_Outcome Based Instruction - Sue Wells 
.Outcome Based Instruction - FW3SD sfrafF 
_Asertive Discipline - Dr. Bamice Lindo (Southwest High SchociL) 

Other (Please specify) 

3 " a t t e n 3 e a ' W M c h taVS undemanding c£ 

Most Beneficial to SBM w h y 

l._ 

2,_ 

3. 

' ' S t S Z E E S g g S U S S t ? " decision-making ^ to 
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5 . As site based management is developed for FWED what is your opinion concernina the 

appropriate level cf staff involvement in decision making at the campus level. 

— Staff should generally be informed c£ all decisions affecting them 
— Staff should generally be informed of all plans and decisions 
— Staff should generally be informed cf pending plans and decisions so 

they may make comments and suggestions 
— Staff should generally participate in decision making, with the 

understanding that the principal makes the decision 
— Staff should generally participate in decision making - with the 

latitude to make certain decisions when the pri nri pal feels 
that is appropriate 

— Staff should generally participate in decision making - with the 
latitude to make decisions which affect them directly. 

6. Rewrite one cf the choices offered in question #15 to most accurately reflect your opinion 
concerning staff involvement. uyuuon 

7. I ? a y g e m ®J * developed for the FWED what is your opinion concerning the 
appropriate level of parents involvement in decision making at the campus leveL. 

— Parents should generally be informed cf all decisions affecting them 
— Parents should generally be informed cf all pians and decisions 
— Parents should generally be informed cf pending pJars and decisions 

so they may make comments and suggestions 
— Parents should generally participate in decision making, with the 

understanding that the principal makes the decision 
— Parents should generally participate in decision making - with the to 

mate certain decisions when the principal feels that is appropriate 
— Parents should generally participate in decision making - with the latitude to 

make decisions which affect them directly 

Rewrite one of the choices cffered in question #17 to most accurately reflect your amnion 
concerning parent involvement. y y o u r cPu l l o n 



1 9 ' 1 ^ ^ to be an 

Most Benpfirial to Effective Principal wh' 

1. 

2. 

3. 

-ode number cf principal completing this questionnaire 

four code number is requested in order to correlate these findings with other data. 
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Ncme or Code Number. 

Rease Wcrk DOWN 
ttie columns 
START HERE 

• Consider each word or phrase separately. 
• Be as open and accurate about yourself as possible. 
• Use a "2" if the word is like you most of the time. 
• Use a "1" if it is like you quite often. 
• Use a "0" if it is essentially unlike you. 
• Use a pencil or pen and press firmly. 
• Please complete the back page of this instrument. 

Developed by J. Clayton Lafferty, Ph.D. 
All material contained in this exercise is copyrighted d 
by Human Synergistics, Inc., 1973. We would be mos 
displeased if anyone should reproduce any part of i 
without our express permission. While we're no 
vengeful, we are provokable. 

_ humanistic 

. thoughtful 

.understanding 

_ considerate 

. encourages others 

. seeks approval from 
others 

- needs to be iiked 
by everyone 

.generous to a fauit 

.friendly ail the time 

.accepts others' values 
easily 

. over-cautious 

.very tactful 

.eager to piease 

.modest 

.dependent on others 

.resentful 

.cynical 

.unfeeling 

.negative 

.complaining 

.develops others 

.proud, self-sufficient 

.likes to compete 

.boastful 

.thinks only of self 

.self-assertive 

. ambitious 

.realistic 

.achieving 

.enthusiastic 

»thinks for self 

.makes others think 
for themselves 

.supportive of others 

.popular leader 

.knows people's needs 

.needs others' approval 

.overly sympathetic 

.spoils people with 

.over-optimistic 

.wants to be iiked 

.self-doubting 

.eariiy fooled 

.apologetic 

.obeys too willingly 

.stubborn 

.opposes new ide 

.hard to impress 

.suspicious 

.slow to forgive a 
wrong 

.tries to be too 
successful 

.tries hard to impress 
others 

.egotistical 

.likes to be seen and 
noticed 

.builds self up 

.high level of aspiration 

.likes tasks that 
require stuil 

.enjoys a challenge 

.sets own goals 

.honest and direct in 
feelings 

.thinks of others 

.enjoys teaching 
others 

-good teacher 

. trusted by others 

.good listener 

. agreee with everyone 

.vegue and uncertain 

.dependent on family 
and friends 

.upset by conflict 

.thinks in terms of 
what others think 

.easily influenced by 
friends 

.thinks in common 
concepts 

.predictable 

.very reepectful to 
others 

.concerned with status 

.usually against things 

.cnticalof others 
behind their backs 

.distrusts others 

.blames others for 
own mistakes 

.strong need to win 

•gets upset over losing 

. makes snao 
judgments 

.expects to be 
admired by others 

.constantly comparing 
self toothers 

.enjoys planning 

.usually thinks aheed 

.good analytic skills 

.inspiree corrfidanca 
from others 

.exolores most alter-
natives b«fnn» 

.willing to take time 
with people 

. seea others as basically 
good 

.enjoys settling disputee 

.sought out by others 
for assistance 

.reepects confidences 

.forgivee anything 

. upset if not accepted 
by others 

.does things for 
approval only 

.wents to be trusted, 
but its hard 

.naive 

.says whafs expected 

.a good follower 

.does things by the 
book 

.seeks help from others 

a lot 

_ doesn't acceot 
criticism weft 

.doesn't talk about 
things directly 

.opposes things 
indirectly 

.never opposee 
authority directly 

.snobbish 

.everything is a 
challenge 

. overestimates ability 

.inclined to be reckless 

.always has to be right 

.triee to maintain a 
sense of superiority 

. enjoys difficult tasks 

Jeama from mistakae. 
and corrects 

.shares responsibility 
well 

.goee to the heart of the 
matter 

.good team ieeder 
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• Consider each word or phrase separately. 
• Be a9 open and accurate about yourself as possible. 
• Use a "2" if the word is like you most of the time. 
• Use a "1" if it is like you quite often. 
• Use a "0" if it ts essentially unlike you. 
• Use a pencH or pen and press firmly. 
• Please complete the back page of this instrument. 

Developed by J. Clayton Lafferty, Ph.D. 
All material contained in this exercise is copyrighted © 
by Human Synergistics, Inc., 1973. W e woukj be most 
displeased if anyone should reproduce any part of ft 
without our express permission. While w e r e not 
vengeful, w e are provokable. 

.respected and well-
thought-of 

.self-respecting 

.energetic, active 

.spontaneous 

optimistic St realistic 

likes responsibility 

confident, relaxed 

friendly 

helpful 

pleasant 

tactful 

_ restrained 

—too concerned with 
looking good 

_ agreeable 

.conservative 

-very conventional 

. tense, uneasy 

—self-depreciative 
jiot aggressive 

..easily embarrassed 

- lacks self confidence 

.hard, tough 

.bossy 

.dominating 

.hostile, aggressive 

.believes in force 

.believes in action, not 
words 

.practical 

.businesslike 

.competent 

. looks for challenges 

good leader 

—very alive kind of 
earthy person 

—very aware of own 
feelings 

sees best in others 

sincere 

warm, open 

—relaxed, at ease with 
people 
liked by others 

conforming 

.suggestible 

.avoids conflict 

-very respectful to 
others 

.achieves by 
conforming 

.evasive 

- self-condemning 

.reserved 

.takes few chances 

. has difficulty being 
accepted 

.argumentative 

things by self 

vengeful 8- mean 

dictatorial 

.abrupt 

.tends to be 
perfectionistic 

.tries hard to prove 
self 

.stern but fair 

.forceful, direct 

.persistent, enduring 

.unique St indepen-
dent in thought 

.open about self 

.knows how people 
feel 

-sound judgment 

_ nondefensive 

. thinks people more 
important than things 

.good at interpersonal 
relations 

.tries to help others 

.likes to share feelings 
St thoughts 

.judgment influenced 
by liking for people 

.inconsistent 

. offers tentative ideas 
mostly 

.indecisive 

.often uncertain 

-thinks rules more 
important than ideas 

.presents safe ideas 

.avoids decisions 

.concerned with own 
problems 

.easily led 

.narrow interests 

- dogmatic and rigid 

.critical of others 

.easily offended 

.on the offensive 

.sees others as 
selfish 

.tries to be best at 
things 

. impatient with own 
errors 

.self-centered 

.creative and original 
thinker 

. communicates ideas 
easily 

.not easily upset 

.high personal integrity 

.exciting to know 

genuine concern for 
people 

—trusted by others 

-Jeads because liked 
by others 

—accepts change easily 

—ilkes to include others 
in activities 

..seems to understand 
others but doesn't 

_ concerned with what 
others think 

—tends to accept the 
status quo 

.enjoys being recog-
nized by superiors 

.reliable St steady 

.doesn't relate well 
to others 

.seems to have strong 
conflicts 

.easily upset in most 
situations 

.leaves decisions to 
others 

.little interest in 
achievement 

.good at controlling 
others 

.gets angry easily 

.little confidence in 
people 

.resists new ideas 

. seldom admits 
mistakes 

.seems to be driven to 
succeed 

.de-emphasizes feelings 

.can be indifferent 

.shrewd St caicuiative 

.doesn't seem to need 
others 

.often seems unfriendly 

.wants recoanition 
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\ icrne cr C c c e Nurncer. 

-IMSIHUCTlONt-
T. Add up the numbers in the boxes marked A through £ and put 4. Chan ihe TOT A t scores on the corresponding clock positions 

the total ki the box marked SUBTOTAL. of the circular (dock) profile. 
2. Do the same for the entire sheet, lilting up a i the SUBTOTAL 6. To understand the profile you have just completed, feud the EX 

boxes. # PLANATiON OF THE CLOCK and THE CLOCK STYLES on tlui 
3. Now add the 4 SUBTOTALS across each page to gel the total page opposite tlie circular profile. This information vwiil Itetp you 

score for each clock position. Put those numbers in the boxes to understand how your scores reflect tiki way you think and 
marked TOTAL for each posaion. behave. 

im 
SU8T0TAL 8 

c 

0 

1 o'clock Position ^ 

and 1 1 
vwna ——— 
ure 4 

* * SUBTOTAL 8 

- J C 

0 

A! 

* * SU8T0TAL 8 I 

TOTAL 
1 

* * SU8T0TAL j o'clock Position 

I C 

1 o'clock Position E 

I / and j 
! ! 

Chart this Numocr 
on the Circle 

1 o'clock Position E j 1 o'clock Position 

vd 
«nst 

jdd SUBTOTAL 3 
—T 

J C 

a 

' 3 o'clock Position E 

* * SUBTOTAL B 

3 o'clock Position 

** SU8T0TAL 31 

j TOTAL 
• ; 3 

* * SUBTOTAL ! o'clock Position 

• 
3 o'clock Position E 

and 

*nr» 
« • 

Chart this Number 
on the Circle 

3 o'clock Position 

SUBTOTAL B 

C 
xmoan 

and 

5 o'clock Position E j 

* * SUBTOTAL B 

V - / 

S o'clock Position ^ 

SUBTOTAL 8 

5 o'clock Position ^ 

* * SUBTOTAL 

5 o'clock Position 

J O T A L 
5 

o'clock Position 

Chart this Number 
on the Circle 

^ SUBTOTAL 8 
•tea _ 

"wrtwn 

c 

0 
7 o'clock Position ^ 

SUBTOTAL R M 

7 o'clock Position ^ 

*<* SUBTOTAL 8 

and 

^ SUBTOTAL 
tw 

7 o'clock Position 7 o'clock Position 

TOTAL 
7 

o'clock Position 

Chart this Number 
on tha Circle 

Add SUBTOTAL 8 

c and | 

#mt 

* * SUBTOTAL B SUBTOTAL S 

l u n t m t 

and 

9 o'clock Position ^ 9 o'clock Position E 

_ I " v y 

i 9 o'clock Position 

* * SUBTOTAL 
nan 

Tjmoan | j 
and i 

TOTAL 

o'clock Position 

Chart this Number 
i on the Circle 

j ' 9 o'clock Position 

i 

* * SUBTOTAL 8 j 

I | J 
I ! C i 

Add ' 
3ll 

UT 
and 

11 o'clock Position ^ | 

and 
Mrtt 

SUBTOTAL 8 

j c 
-J 

0 

Add SUBTOTAL 8 I & 
SUBTOTAL 

, • 1 o'clock Position ^ 

V / °! 

11 o'clock Position 

nan 
numoant ! : 

and | | 

*me I •' 

11 o'ciock Position 

TOTAL 1 1 

o'clock Position 

Chart this Number 
on the Circle 
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: WWBUCTIOM — _ _ _ _ _ _ 

s s s s s r a ^ ^ 
2. Do the sama lor the entire sheet, filling up ai the SUBTOTAL 

boxes. 
3. ^Jow add the 4 SUBTOTALS across each page lo get the total 

score lor each clock position. Put those numbers in tlie boxes 
marked TOTAL for each position. 

6. To understand the profile you have just completed, read the EX-
PLANATION OF THE CLOCK and THE CLOCK STYLES on tlie 
pege opposite tlie circular profile. This informaiion will tieip you 
to understand how your scores reflect llie way you dunk and 
behave. 

Add 
SUBTOTAL B mi _ _ _ _ _ 

numbers I J 

and | i (J 

12 o'clock Position ' 

Add 
ftet 

numbers 

SUBTOTAL B 

c 

SUBTOTAL 8 
tftesc 

numbers 

12 o'clock Position ^ 

Add 
m« 

mmoers 
and 

write 
here 

SUBTOTAL B 

! — ! c 

0 

I o CIOCK Posit ion ^ 

Add 
mese 

"umoers 

and 
wnt« L 
nere 

SUBTOTAL 

TOTAL 
12 

o'clock Position 

Chart this Number 
on the Circie 

12 o clock Position 

m SUBTOTAL B 
I'm 

numotn 

and 

2 o'clock Position - 2 o'clock Position E 

* * SUBTOTAL 8 ttw» 8 

numbers | 
and I r 

here 4 
0 

2 o'clock Position E 

Add SUBTOTAL 
rfiese _ _ _ _ _ _ _ 

numbers ! ! 
and ! 

wme ' 
here 

TOTAL 
2 

o'clock Position 

Chart this Number 
on the Circie 

2 o'clock Position 

* * SUBTOTAL 8 
tries* 

numbers 
and 
write 
he 

4 o'clock Position 

Add 

numbers 

and' 

SUBTOTAL B 

c 

4 o'clock Position 

SUBTOTAL B 
EtHBC 

numbers 
and | c 

D 

4 o'clock Position ^ 

Add 

ttlCS9 
numbers 

and 

SUBTOTAL 

TOTAL 
4 

o'clock Position 

4 o clock Position 

Chart this Number 
on the Circie 

SUBTOTAL 8 
rtitse 

numbers 
and J c 

G 

6 o'clock Position ^ 

^ SUBTOTAL g 

c 
number? 

and 

6 o'clock Position E 

* * SUBTOTAL 8 
imt 
motrs 1 
and I C 

0 

6 o'clock Position £ 

* * SUBTOTAL 
(test ( 

numbers I 
and j | 

wrne > J 

TOTAL 
6 

o'clock Position 

5 o'clock Position 

Chart this Number 
on the Circie 

^ SUBTOTAL 8 

c 
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and 
write 

19 4 
D 

8 o'clock Position E 

^ SUBTOTAL 8 

c 
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and 
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8 

o'clock Position 
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and 
wnte 
here Chart this Number 

on the Circie 
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! 
I C 

" v y » 

10 o'clock Position E 
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ttiesa 

numbers 
and 

wnte 
here 
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c 

K J 1 » 

10 o'clock Position E 
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these 

numbers 
and 
wm» 
here 

SUBTOTAL 8 

c 

10 o'clock Position E 
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ftese 

numbers 
and 

vvrne 
nere 

SUBTOTAL 

TOTAL 
1 0 

o'clock Position 

10 o'clock Position 

Chart this Number 
on the Circle 
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Explanation of the Clock 
The clock profile is designed to display twelve thinking 
styles and their interactive capabilities. The behavior repre-
sented by one style is similar to, or works with, those styles 
on either side of it. The styles on opposite sides of the circle 
are conflicting, often causing emotional or physical dis-
tress. The twelve styles can be viewed in terms of four 
general areas of concern. 

The profile splits horizontally to distinguish be-
tween a concern for satisfaction (top half) and a 
concern for security (bottom half). 

I. The Concern for Satisfaction 
The top half includes the 10 o'clock to 2 o'clock styles, ail 
representing behavior that is motivated by a concern for 
satisfaction. People with large extensions in these styles 
usuaily have a sense of well-being derived from doing 
things for their own sake. This sense is characteristic of 
people who are effective and content. 

II. Tha Concern for Security 
The bottom half of the profile, 3 o'clock through 9 o'clock, 
represents behavior motivated by a need for security. The 
need can be so intense that it causes anxiety for the in-
dividual. The resulting behavior is largely defensive, in-
dicating a need to protect one's self-worth. 

The profile splits vertically to distinguish be-
tween a concern for people (right half) and a con-
cern for completing tasks (left half). 

III. The Concern for People 
The styles on the right side of the profile, from 12 o'clock to 
6 o clock, are primarily motivated by a concern for people. 
Overlapping this vertical split with the horizontal, one can 
see how the 12 through 3 o'clock styles involve a concern 
for people and satisfaction. Those with large extensions in 
this quadrant, especially 1 and 2 o'clock, are interested in 
seeking and maintaining good interpersonal relationships 
with people. 

The lower right hand styles, 3 through 6 o'clock, are in-
dicative of a need to draw security from people as a means 
of establishing a sense of self-worth. Because this need 
cannot always be met, the attempt to fulfill it can be self-
defeating. 

IV. The Concern for Task 
The left hand portion of the circle, styles 6 through 12, 
represents a concern for task. The lower left hand quadrant 
styles are motivated by a need to gain security while work-
ing toward a task. This need is characterized by a lack of 
cooperation in working with people. 

The upper left half styles are still motivated by a concern for 
task, but are healthy because they imply a need to ac-
complish for satisfaction's rather than security's sake. 
While the 9 and 10 o'clock styles can be self-defeating, the 
11 and 12 o'clock styles are characteristic of the very 
healthy achievers. Accompanied by reasonably large exterv 
sions in 1 and 2 o'clock, high task-satisfaction people 
generally do what they do because the end result will be 
helpful to others and because they enjoy it. 

NOTE: Because those styles that fall in two quadrants (12, 
3, 6, and 9 o'clock) imply typical characteristics of both we 
suggest you refer to the Clock Styles section for in-
dividual explanation of each styie. 

The Clock Styles 
1 o'clock Humanistic-Helpful 
Enjoys developing, helping and teaching others. Regards 
people as inherently good; accepts them unconditionally. 
Likes people and understands them. Needs to establish and 
maintain open, warm and supportive relationships. 

2 o'clock Affiliative 
Cooperative, friendly and open with others. High need for 
warm relationships and many friends. Wants to like and be 
iiked. Regards people as more important than things. 

3 o'clock Approval 
Overly concerned with being liked. Bases own opinions 
about self and things on what others think. Frequently 
agrees with others just to be accepted. 

4 o'clock Conventional 
Behaves according to status quo. Takes little risk, covers 
mistakes and follows rules. Needs to gain acceptance by 
conformity. Frequently does things according to the way 
they have been done in the past. 

5 o'clock Dependent 
Does what is expected without question. Compliant and 
eager to please others. Highly influenced by others. Strong 
need to foilow without challenge. 

8 o'clock Avoidance 
Tendency to stay away from any situation that may pose a 
threat. Needs to protect self-worth rather than experience 
iife and grow. Afraid of conflict and personal failure. 

7 o'clock Oppositional 
Needs to question things, sometimes to the point of oppos-
ing and resisting authority. Critical tendencies may be a 
reaction against a need to be close to people. Behavior can 
be antagonistic, causing defensiveness in others. 

8 o'clock Power 
Tends to be hard, tough, bossy and aggressive. Needs to 
gain prestige, influence, and control over people in order to 
maintain personal security. Authoritarian or dictatorial as a 
leader. 

9 o'clock Competitive 
Self-worth is based on winning. Turns many situations into 
contests. Strong need for commendation and praise. Can 
be self-defeating because failure is unacceptable. 

10 o'clock Competence 
Driven need to appear independent, competent and confi-
dent. Sets high expectations for self to the point of being 
unreasonable, thus self-defeating. Failure to meet perfec-
tionistic standards can result in self-blame. 

11 o'clock Achievement 
Feeling that personal effort can make a difference in the 
total outcome. Believes in cause-and-effect relationships. 
Needs to set own standards of excellence and pursue self-
set goals. Willing to take moderate risks if they may produce 
results. 

12 o'clock Self-Actualize 
Concerned with personal growth and development. 
Responsible, confident, relaxed and unique. Motivated by 
an internal need to accomplish self-set goals. Perceptive 
and understanding of others. Accepts iife in the elegance of 
its simplicity and truth. 
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GENERAL POPULATION 
BREAKDOWN 

This prof i t * hat b««n calibrated in such a way that 
the plott ing of your score wi l l automatically provide 
you wi th a companion m w m n your perception of 
yourself and the par caption a General Population 
has of itself. 

N= Number in group 
* = Mean 
0"= Standard deviation 

LIFE STYLES SUMMARY PROFILE 
General Popuiation 

Number - 7376 

How to Read Profile 
Score* are presented in percentiles 

for a given grouo. In tms profile - General Population 

3476 Management field 
2102 Teacfcars 
1798 Misc. • Students. Nursee. 

Secretanea. Salespeople. ate. 

9 0% score below tnu point 
10% score aoove tnu point 

7 5% score oeiow tnis point 
25% score aoova tnis point 

5 0% score PaiOMw tnis point 
50% score aoove this point 

26 to 49th 25% score oelow tnis point 
7 5% score aoova tnis point 

ACTUALIZE 

A V O I D A N C E S T X U 

CONVERSION PROFILES 
a fo r : 

Key 
Middte 

Supervisory 
D e v e l o p e d b y . . . 

J . C L A Y T O N L A F F E R T Y , P h . D . 

i - 1 9 7 3 — R e v i s e d 1 9 7 6 . 1 9 8 1 , 1 9 3 2 

human 
synergistics 

39819 Plymouth Roaa P'vmoufh. Michigan 46170 
T e ieo*o r e (313) 469 - 1Q3C 



163 

Please respond to the following items to support our ongoing research effort. If 
you would rather not, please indicate that in the spaces provided. 

PERSONAL DATA 
Age Occupation 
A. Under 20 A. Owner-Officer 
B. 21-29 B. Key-Level Manager 
C. 30-39 C. Mid-Level Manager 
D. 40-49 D. Divisional/Department 
E. 50-59 E. Supervisor/Foreman 
F. 60 £r over F. Sales 

G. Teacher 
Sex H. Medical 
A. Female I. Engineer 
3. Male J. Accountant 

K. Banker 
Ethnic Background L. Consultant 
A. White/Caucasian M. Other 
B. Black 
C. Hispanic Yearly Personal Income 
D. Asian A. $10,000 or under 
E. American Indian 8. $10,001 to $18,000 
F. Other C. $18,001 to $25,000 

D. $25,001 to $35,000 
Education E. $35,001 to $50,000 
A. Less than High School Grad. F. $50,001 to $60,000 
B. High School Grad. G. $60,001 to $75,000 
C. Technical School H. $75,001 to $90,000 
0. Some College I. $90,001 plus 
E. Technical Degree 

I. $90,001 plus 

F. College Degree Organization Size 
G. Advanced Coilege Work ______ A. Less than 100 people 
H. Other _____ 8. 100 to 500 people 

__ C. 500 people pius 

LIFE EVENTS 
Pfease check as many of the following that have hap-
pened to you in the last year: 

I prefer not to respond to this 
1. death of spouse 
2. divorce 
3. marital separation 
4. served jail term 
5. death of family member or close friend 
6. loss of intimate relationship 
7. personal injury or illness 
8. marriage 
9. fired at work 

10. retired 
11. marital reconciliation 
12. family injury or illness-
13. pregnancy 
14. gain of new family mem be' 
15. change in financial state 
16. severe legal difficulties 
17. change to different line of work 
18. parental separation or divorce 
19. foreclosure of mortgage or loan 
20. change in responsibilities at work 
21. son or daughter leaving home 
22. trouble with in-laws 
23. outstanding personal achievement 
24. begin or ended school 
25. spouse begins or stops work ' 
26. assume heavy financial burden 
27. trouble with boss 
28. change in residence 
29. trip abroad 
30. minor violations of the taw 

STRESS EFFECTS 
Please check those that your doctor has told you that you 
have or have had. 

I prefer not to respond to this 
1. Cancer (type 
2. Ulcer (type _ 
3. Colitis (type . 
4. Heart disease (type 
5. Arrhythmia (tachycardia or fibrillation) 
6. Arteriosclerosis (atherosclerosis) 
7. High blood pressure (hypertension) 
8. Anemia (type _ 
3. Diabetes (type _ 

10. Hypoglycemia (low blood sugar) 
11. Tension headaches 
12. Migratne headaches 
13. Epilepsy 
14. Temporary paralysis 
15. Arthritis (type 
16. Asthma 
17. Recurring bronchitis 
18. Allergies 
19. Germatrtis(type 
20..Recurring Herpes 
21. Overweight (20 lbs. or more) 

Number of days 'n hospital last year 
Number of days missed at work last year 

Please check those that frequently apply to vou. 

I prefer not to respond to this 
1. Chest pains 
2. Throat constriction 
3. Shortness of breath 
4. Headaches 
5. Back pain 
6. Tense neck and jaw 
7. Cramps 
8. Frequent colds 
9. Sleeplessness 

. 10. Loss of interest in sex 

. 11. Tendency toward impotence/frigidity 

. 12. Sexual difficulties 

. 13. Rashes 

. 14. Hives 

. 15. Frequent cold sores 

. 16. Excessive perspiration 
17. Shaky hands 
18. Dizziness 
19. Blackouts (non-alcohol related) 
20. Fainting spells 
21. Cold hands and/or feet 

. 22. Grinding teeth 

. 23. Biting nails 

. 24. Stuttering 

. 25. Fatigue 
, 28. Irritability 
, 27. Anger 
. 28. Unclear thinking 

29. Feeling fearful 
30. Feeling nervous 
31. Difficulty in articulating thoughts 
32. Forgetfulness 
33. Depression 
34. Constipation 
35. Diarrhea 
36. Indigestion 
37. Heartburn 
38. Frequent urination 
39. Over-eating 
40. Loss of appetite 
41. Bloating 
42. Excessive gas 
43. Vomiting 

Copyright -cj 1973, revised 1976, 1981, 1982. 
Human Synergistics, Inc. All Rights Reserved. 

human 
synergistics 

39819 Plymouth Roaa Plymouth. Michigan 48170 
Telephone <213) 459 -1030 
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Appendix E 

TABLE XI 

RAW SCORES AND RANKS OF PRINCIPALS ON TWO INSTRUMENTS 
AND SELECTED VARIABLES 

Principal 

Formative 
Teacher 
Evaluatior 

Instructional 
Knowledge 
Survey 

Demographics* 
Principal 

Formative 
Teacher 
Evaluatior 

Instructional 
Knowledge 
Survey 

L , ' V N S-BT 

/ 

Age Sex 

Principal 

RS Rank RS Rank 
ijXp • S-BT 

/ 

Age Sex 

1 10 10 08 18 21 Y 56-60 M 

2 11 9 14 16 21 Y 51-55 F 

3 12 8 24 8 19 Y 56-60 M 

4 18 2 34 1 19 Y 41-45 F 

5 15 5 23 9 34 Y 51-55 M 

6 19 1 29 3 25 Y 46-50 M 

7 04 13 18 13 21 N 51-55 M 

8 09 11 21 11 7 Y 41-45 F 

9 10 10 25 7 36 Y 56-60 M 

10 15 5 12 17 30 Y 56-60 M 

11 14 6 23 9 30 Y 51-55 M 

12 17 3 21 11 27 Y 51-55 F 

13 13 7 22 10 32 Y 56-60 M 

14 12 8 15 15 24 Y 51-55 M 

15 11 9 20 12 36 N 61-65 M 

16 13 7 27 5 24 Y 51-55 F 

17 17 3 31 2 12 Y 46-50 F 

18 10 10 23 9 22 Y 46-50 M 
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Principal 

Formative 
Teacher 
Evaluation 

Instructional 
Knowledge 
Survey 

Demographics* 

Principal 

Formative 
Teacher 
Evaluation 

Instructional 
Knowledge 
Survey 

Exp. S-BT Age Sex 

Principal 

RS Rank RS Rank 
Exp. S-BT Age Sex 

19 16 4 29 3 40 Y 56-60 F 

20 19 1 26 6 15 Y 41-45 F 

21 13 7 12 17 24 Y 46-50 M 

22 11 9 25 7 23 Y 51-55 F 

23 13 7 23 9 14 Y 41-45 F 

24 08 12 24 8 25 Y 51-55 M 

25 13 7 18 13 35 Y 56-60 M 

26 15 5 25 7 26 Y 51-55 M 

27 12 8 23 9 9 Y 31-35 F 

28 12 8 16 14 31 Y 65+ F 

29 12 8 28 4 12 Y 46-50 M 

30 15 5 26 6 34 Y 56-60 M 

31 09 11 15 15 27 Y 51-55 M 

32 09 11 14 16 27 Y 56-60 M 

33 14 6 23 9 29 Y 61-65 F 

34 

X T-N. 

13 7 16 14 15 Y 51-55 M 

Training, Y = Yes, N = No; Age; Sex, M = Male, F = Female. 
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Appendix F 

jqfU 
human 
synergistics 

June 27, 1985 

Mr. J. D. Shipp 
1712 Weiler Blvd. 
Ft. Worth, Texas 76112 

I have talked to Dr. Laf fer ty and have to ld him of your request to use a 
copy of his L i fe Styles Inventory in your d isser tat ion. He gives you 
permission to do so, and requests that you send him a coDy of your paper 
when i t is completed. J H M 

Thank you for your in terest . Good luck! 

Sincerely, 

Cannarsa 
Assistant to 
J. Clayton Laf fer ty Ph.D. 
C.E.O.,Human Synergistics Inc. 

39819 Plymouth Road Plymouth, Michigan 48170 Telex 23-4251 (313) 459-1030 
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