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ABSTRACT 0? THE SEARCH

The study is an exploration of the role conceptions of headteachers
for various aspects of their work with pupils, teachers and parents, and the
expectations that heads believe teachers and parents hold for the role of

the head as school leader.

A Headteacher Role Definition Instrument (HRDI) was constructed
with the assistance of headteachers and tested. It was completed by a
national sample of Infant, Junior and Secondary school headteachers from

schools throughout England and 'Vales.

In the first part of the study, the interpositional analysis, a
number of hypotheses were tested in connection with the relationship between
situational factors (the type, the size, ard the location of schools) end
personal factors (the age and the sex of their incumbents) and headteachers’

role conceptions.

In the initial section of the second part of the study, the oheno-
menolo;-LC--1 .n lysis, each of eleven headteacher groups was examined separ-
ately on each item of the KRDI to ascertain the pattern of relationships
between headteachers' role conceptions and their attributed expectations to
teachers and to parents. A typology of nine perceived role type situations

was deduced.

In the final section of the second part of the study, an adequate
stimulus weighting criterion was introduced by which to identify i*4 HKDI
items on which headteachers—in-general held common phenomenological percep-

tions. Ilhe headteacher's world was described by reference to the typ'ology



of role type situations and the 44 items of headteacher behaviour.

In the interpositional analysis, hypotheses which related the
type and the size of the school to the role conceptions of their headteach-
ers were supported. 30, also, were hypotheses concerning relationships
between age, sex, end headteachers* role conceptions. A null hypothesis
in respect of the location of schools and the role conceptionsof their

headteachers was not rejected.

In the phenomenological analysis, the headteacher was described
as the occupant of a boundary position which served as a point of articula-

tion between the internal and external systems of the school.

Headteachers' mandatory role conceptions were directed primarily
towards the internal system of the school and were marked by high consensual
agreement among heads themselves and, so they believed, among teachers and

parents.

Those items of headteacher behaviour which articulated the internal
and external systems of the school were generally marked by less consensual
agreement both actual and attributed, and were identified as potentially-

conflictful for headteachers.

The commonest source of such conflict was held to arise out of
headteachers* perceptions of the incompatibility of teacher expectations
for professional autonomy and boundary maintenance and parent expectations

for representation and influence in specific aspects of the school's affairs.

The findings reported here are suggested as useful basic material
content for lecture, seminar, and simulation techniques in connection with

courses concerned with the in-service training of headteachers.



STATEVENT OF THE PROBLEM

An historical perspective

Two recent studies (Westwood 1967, Hoyle 1969) noted the virtual
non-existence of systematic investigation of leadership roles in the
English educational system. To date, there are few empirical studies
reported in the literature that have concerned themselves with the
headteacher position or related counter-positions within the school.
Most discussion on the role of the head has been in historical terms.
In a number of papers the power and authority of the contemporary head-
teacher are traced to the mid-nineteenth century emergence of the great
Public school headmasters who fought for independence of action by
asserting their personal authority. (Baron 1956, Morris 1963, Stones
1963, Musgrave 1965, Westwood 1966). In so far as the non-Public school
sector was concerned, by 1851 the qualified master in the parochial
school was attempting to establish both his professional independence of
clergyman and school inspector and his social class distance from the
parents of the children who received his instruction. By the time of
the School Inquiry Commission Report of 1868, the headmaster had won
independence of action in respect of "all the internal discipline, the
choice of books and methods, the organization, and the appointment and
dismissal of assistants.” Apart from the appointment and dismissal of
teaching staff, the authority of the contemporary headteacher to deter-
mine what is tau#it in school is as overwhelmingly assented to by his

Governing and Managing Bodies. (Baron and Howell, 1968).



Once appointed, the head possesses a great deal of freedom to guide
the development of the school as he sees fit (Niblett 1958, Baron and
Tropp 1961)« Indeed, one observer suggests that he enjoys a greater
degree of autonomy than any other headteacher anywhere else in the world
(Dent 1954). On the basis of such authority the head is able to formu-
late the goals towards which the school is to direct its efforts (Musgrave
1968). He is able to influence the moral education that the school
attempts to impart (Sugarman 1968). Some current advice given by head-
teachers themselves on the effective organization and administration of
their schools reflects both their view of the latent authority of their
office and suggests two prevalent conceptions of the nature and practice
of administration. Firstly, what might be typified as the 'personality
characteristics' viewpoint holds that the successful headteacher has the
necessary personality traits to be a head and knows when and how to use
them,

"My ideal headmaster .... has always a soupjon of the

aloof and a tincture of the authoritative .... | have

long been suspicious of democratic schools and staff-

rooms." (Goodwin 1968).
Secondly, the ‘'techniques of control' viewpoint expresses the conviction
that ample forethought and planning are the mainstay of the successful
head,

"it is the principal's job to work out before the

start of the new school year .... a programme of

school activities .... so that members of staff and

pupils know exactly what is expected of them in work



and play from day to day and from week to

week." (Cooke and Dunhill 1963)

"eeee jn the head's hands lie the making of decisions
but he should have a staff meeting first and obtain
a thorough discussion before in the quietness of his

room coming to his decision.” (Tosh 1964)

A social science perspective

A third view of the administrative process is proposed by Getzela
et al. (1968) by means of a geographical analogy. Rather than
"itineries" as the basis of the administrator's behaviour (whether such
itineries be useful traits or successful techniques) Getzels suggests
"maps". Maps both express and clarify the complex relationships and
interdependence of administrative and organizational processes. They
are built upon administrative and organizational propositions that are
empiricably testable to establish their utility. Recent British
observers have suggested the need to conceptualize and explore the head-
teacher position from this latter perspective (Taylor 1963, Davis and
Taylor 1964, Taylor 1966, Allen 1967, Westwood 1967, Watson 1969, Swift

1969, Baron and Taylor 1969).

The relevance of a headteacher study

During the last decade education has become increasingly a matter
for national and local political concern. It has been shown to be a
force in processes of social differentiation and social change and its

importance in economic planning is now more filly recognized (Baron 1969)«



Far reaching changes are taking place in the structure of various
institutions of education as a consequence of the changing purposes that
they are called upon to perform. From university to primary school

we are involved in rapid and fundamental change. If we take the large
comprehensive secondary schools as our example, we are now facing totally
new problems concerning their external relationships with wider society
and their internal organization and structure. W& require new conceptual
tools with which to comprehend those changes in respect of internal and

external environments. (Eggleston 1969).

It is a central contention of the present study that it is by
considering the behavioural aspects of educational administration that we
can not only better comprehend the changes taking place about us, but can
help shape and direct those changes to our agreed purposes. To this end,
there is a variety of multi-disciplinary approaches to educational admin-
istration, each of which may extend our understanding through its unique
emphasis (Hoyle, 1969). One such approach is the sociological study of
the school as an organization. This broadly defines the position of the
current research. More specifically, it is concerned with an exploration
of the headteacher position by the use of a number of key variables which
have proved fruitful in previous studies of educational organizations.
Role theory has provided useful tools of analysis of positions within
school systems and 'role’' is a central concept employed here. ‘'Authority’,
‘conflict' and 'consensus' are further concepts used in examining the

headteacher’'s social interaction both within and outside of the school.
Why the headteacher?

Because, we would argue, it is he who oocupies a focal position in



"those interpersonal and intergroup processes involved in system
maintenance, task direction and goal attainment within the (school)
organization.” (Taylor 1969). Unless we understand his position in its
relationship with the internal and external environment of the school,
we have little chance of properly evaluating how far the school is

moving towards its declared educational objectives.

Taylor aptly raises two key questions in connection with research
into the school headship. Firstly, what do headteachers do? Surpris-
ingly, we do not know the answer to this fundamental question. Research
is in hand, however, whereby a detailed account of the headteacher's
behaviour is being obtained via diary entries on a time-sampling basis
(Taylor 1969). Secondly, given certain legitimate educational aims
and objectives, what should headteachers do in order to attain those

objectives?

The present study asks two "should" questions, one of the second
order proposed by Taylor, and one which in a specific sense, poses a

question more fundamental than Taylor's "what do heads do?"

Three hundred and ninety-five headteachers are invited to indicate
by means of a questionnaire, how strongly they believe that a headteacher
should or should not engage in specific behavioural acts as heads. Their
responses indicate their beliefs about the content of the work in which
the head should be engaged in connection with pupils, teachers and
parents, and the leadership styles that should govern such social inter-

action.

In another sense, however, "should"” questions are related to the



logically first-order question of Taylor's in respect of what head-
teachers actually do. As Burnham (19&9) points out in his discussion
of the role concept, what the headteacher does is very much dependent
not upon what governors, inspectors, teachers, parents and the like
really expect of him, nor upon what they say they expect; but upon

what the headteacher perceives them to expect. When, therefore, in the
current study, heads are asked what they perceive they should do as they
interpret the expectations of teachers and parents, an attempt is made to
ask a more basic question than ‘what do headteachers do*. Rather, the

question is posed, "what motivates headteachers to behave as they do?"

This research is concerned with the perception of influence by
the headteacher arising out of the expectations of two important members
of his role-set, the teachers and the parents. It examines his omn role
conceptions or beliefs in relation to those perceived expectations. It
represents an attempt to go sonme way towards meeting the need for funda-
mental research into "the system of positions, relationships and goals
within which the administrative function is exercised.” (Taylor 1969).
Without such research, many programmes of in-service training for the
headship can only be based upon "subjective experience, hunch and guess-
work rather than upon a knowledge of facts which at the present time are

simply not available.”

The specific objective of the study
The major objective of the study is to develop a social-psychological
"map"” of the headteacher position from the point of view of the occupants

of that position as they themselves see it. Headteachers' normative



beliefs about their leadership behaviour in schools are examined in

relation to their perceptions of teachers' and parents' expectations

for that behaviour.

A secondary objective of the study is to compare the beliefs and
perceptions of various groupings of headteachers. To this end, a number

of hypotheses are derived from organization theory, and in the absence

of theory, from "common-sense."

The limited frame of reference employed expresses support for the
view that the most fruitful approach to the study of educational adminis-
tration in this country at the present is through mono-disciplinary paths,

in the hope that at a later date, multi-disciplinary approaches may bear

greater yields. (Hoyle 1969).



CHAPTER 1.
REVIEW OF THE LITERATURE

1» The organizational context of the school

Only comparatively recently has the sociological study of
organizations entered that third stage of development (Davis and
lannoconne 1958) where, by examination of the characteristics of
different organizations, - business and industrial enterprises, hospitals,
prisons, churches, and latterly, schools, - can attempts now be made to
bring together a variety of concepts into some form of an embracing
theory. Various partial theories of organization at this conceptual
stage (“"the social science point of view" as Getzels et al.,(1968) aptly
calls it) have focussed upon one or more important variables; Bernard
(1938) on communication processes, Simon (1957) on decision-making
structures, Argyris (1957) on the ‘'fusion process' between individual
needs and organizational demands, Etzioni (1961) on ‘compliance' as the
nature of social control in organizations. There is still, however, a
conspicuous lack of any overall unifying theory of organizations by which
to integrate the disparate approaches to organizational analysis currently
being pursued. Hoyle (1965, 1969), Westwood (1987). Contemporarily,
sociologists of education utilise a range of concepts by which to describe
the social relationships obtaining within the structure of the school.
The purpose of the present review is, therefore, twofold: firstly, to
indicate the use to which those conceptualizations have been put, with
particular reference to the study of the headteacher position; and

secondly, to evaluate the empirical researches that have been generated.



Both American and British observers point to the paucity of research
in the area of authority and control in relation to school organizations
and their adult members. (Bidwell 1965, Hoyle 1965, Westwood 1967).
The basis of the American school principal's authority is variously held
to be ‘dominative’ (Waller 1932, Washburne 1957), ‘rational-legal’
(Getzels 1952), ‘'traditional-legal’ (Punk 1964), ‘charismatic' (Lewin
1968) , and ‘expertise’ (Hornstein et al. 1968). In similar vein,
charismatic, traditional, and rational-legal bases of the British head-
teacher's authority are proposed. (Baron 1956, Baron and Tropp 1961,
Stones 1963, Musgrave 1965, Westwood 1966, Baron and Howell 1968, King
1968, Watson 1969). Empirical research shows that headteachers per-
ceive charismatic, rational-legal, and expertise dimensions of their
authority as important within the school (Cohen 1965, Glossop 1966) and
that 3taff expectations of charismatic qualities in headteachers may at
times be consistent with headteacher’'s om role conceptions. (Turner
1969). 'Expertise’ as a classroom practitioner may, from the head's
point of view, be important primarily as a boost to staff morale rather

than as an influence on pupils' achievement. (Clossop 1966).

(a) Bureaucracy and the school

Weber's (1946, 1947) studies of the legitimacy of authority have
been applied to the school and its organization, though not without
reservation (Swift 1969). Generally, increased size and complexity of
school organization is held to be associated with an increase in the
bureaucratic exercise of authority within the school (Hoyle 1965,
Eggleston 1967, Westwood 1967, Musgrave 1968, Watson 1969). Bureau-

cratization of school organization in Weber's sense, implies the appli-
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cation of two principles, specialization and coordination (Corwin
1965)» Specialization is accomplished through a hierarchy of positions
each with an established area of delegated authority. Coordination is
a counter process to specialization involving the re-integration of
specialized activities through the centralization of authority and the
standardization of procedures. The intended consequences of such

organizational arrangements are impersonality and uniformity (Swift 1969).

(b) Other organizational views of the school

The limited applicability of the Weberian concept of bureaucracy
to the particular situation of the school may be inferred from papers by
Gouldner (1954), Parsons (1956) and Bennis (1959), and is discussed in
Litwak (1961), Etzioni (1961, 1964), Bidwell (1965), Corwin (1965), Brim
and Wheeler (1966), and Anderson (1967, 1968). Etzioni suggests that
the emotive term ‘'bureaucracy' be replaced by the more neutral ‘'organiza-
tion' and that features other than the rational/legal (bureaucratic)
attributes of organizations be considered. Bidwell (1965) proposes
four key organizational attributes of the American school system, the
third of which relates to its bureaucratic tendencies. Bidwell (1965)
and Brim and Wheeler (1966) further direct attention to the peculiar
feature of the school as an organization, that it is a "client-serving”,
a "people-processing establishment". Where Etzioni and Bidwell extend
the applicability of the organizational model to the particular context
of the school is in what Etzioni calls the non-rational exercises and
legitimation of authority and what Bidwell has discussed as 'structural
looseness' of the organization and the professionalism of its adult

members
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Etzioni's typology of forms of social control in relation to
organizational goals extends both the earlier distinction of Couldner
(195A) between punishment-centred and representative type bureaucracies
and Bennis's (1959) discussion of power-influence-leadership in relation
to organizational type. A number of the attributes of Bennis's ‘problem-
solving organization are applicable to the adult members of the school
although Bennis did not have the school in mind in his exposition. He
suggests, - A high degree of similarity between the goals of superior
and subordinate; a hifi degree of professionalization; important outside
reference groups; a high degree of autonomy for members; difficulty in
evaluating effectiveness; long term and intangible goals. Bennis suggests
that in such an organization, the ability of the supervisor to control
the rewards and punishments of subordinates is restricted in comparison
to the superordinate in other types of organization. The most potent
source of his control lies in his ability to manipulate the condition

whereby the subordinate is able to achieve his own goals.

(c) Collegialitv

Bidwell (1965) argues that because of the similarity of their
professional socialization, the relationship between principal and
teacher, despite its hierarchical ordering, is essentially one of
collegiality. Such a relationship both defines and delineates the range
and the type of control available to the superordinate. (Becker 1953,
Carlson 1962). Personal relationships and communication processes
assume especial importance as integrating and controlling activities

(Merton 1957, Blau and Scott 1963, Haralick 1968)
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For Corwin (1965) and Anderson (1967, 1968), conflict in school
(and other organisations) is not between individuals and the organization
per se; rather it is between the two entirely different bases of

authority; ‘professional’ versus 'bureaucratic’' discussed above»

(d) Functional dependence

Concepts from role and reference group theory have been widely
used in organizational studies» Their particular application to the
school are detailed in Cross et al», (1958), Biddle (1961), Biddle and
Thomas (1966). A useful synthesis of role and reference group concepts
suggested by Cain (1968) is relevant to the present discussion. Head-
teacher-teacher expectations for each other's behaviour are marked by
a functional dependence (Kahn et al», 1964), which suggests that each
is a potent and effective role sender to the other. (Cain 1968).
Headteacher-parent and teacher-parent relationships may be marked by
relatively less effective role sending; in the case of teachers and
parents, for example, their ‘audience group' relationship is generally
communicated through the child or in infrequent, highly-structured

parent-teacher meetings.

SUMVARY

In preparation for a more detailed examination of headteachers’
role conceptions and role expectations of selected members of the
headteacher's role-set, a particular characterisation of the school is
proposed:-

The school may be viewed as a ‘client-serving', 'people-processing*

institution working towards changing,and often indeterminate”~goals
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through an organizational structure marked by distinct bureaucratic

features, yet bound together by the strong professional ideologies of

both superordinate and subordinate adult members.

Role theory and role concepts

An exhaustive account of the development of role terms and a

clarification of terminology is inappropriate here. Comprehensive

summaries of the literature of role are to be found in Neiman and

Hughes (1951), Argyle (1952), Rommetveit (1954), Sarbin (1954), Gross

Mason and McEachern (1958), Biddle (1961), and Biddle and Thomas (1966).

More appropriate is the example of a number of researchers (Cross et al.s

1958, Levinson, 1959, Kahn et al., 1964) who have sought to avoid term-

inological problems by developing or adapting a body of concepts spec-

ifically for the purposes of their own empirical work. The purpose

here at hand is an ordering and evaluation of those role studies which

have been concerned with the headteacher position. To that end, a

minimum set of concepts is developed by which to express the distinctions

extant in the literature. Further elaboration and refinement of these

concepts is made when necessary.

POSITION

is used to indicate "the location of an actor or class of acto:*
in a system of social relationships." (Gross et al., 1958).
The term only has meaning in so far as its relation to ether
positions is designated. Directing attention firstly to the
headteacher and secondly to significant others in his milieu,
the head may be said to occupy the FOCAL POSITION and teachers,

parents, pupils etc., COUNTER POSITIONS,



A ROLE is a "set of related cognitions maintained for a person or
position by himself or another”. (Biddle 1961).

thus, A ROLE CONCEPTION refers to a person’'s beliefs for himself in the

position that he occupies.

and A ROLE EXPECTATION refers to a person’'s beliefs for another who

occupies a counter position to his own.

ROLE CONCEPTION and ROLE EXPECTATION express normative beliefs (Charters
1963); that is they refer to what should or should not occur as distinct

from what actually does occur.
ROLE BEHAVIOUR refers to what a person actually does (Newcomb 1951)»

ROLE SET refers to the pattern of role relationships and concomitant
complementary expectations which an individual has by occupying

a position. (Merton 1957» Getzels et al., 1968).

AN ATTRIBUTED EXPECTATION refers to a "belief held by a person for the
expectation of another"” (Biddle 1961). A headteacher, for
example, nmay believe that a teacher thinks parents should have
little say in school academic matters. An attributed expecta-

tion need not, of course, be veridical.

ROLE CONFLICT refers to the perception by a position-occupant that his

role conceptions are incongruent with role expectations that

tions to his om and are effective role definers.

3» Leadership in the school context

Reviews of leadership studies show that research has been locate™
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in industry and business rather than in schools. (Stogdill 1948,
Morris and Seeman 1950, Gibb 1954, Bass i 960, Katz and Kahn 1966,

Fiedler 1967» Gibb 1969)«  The small educational literature on leader-
ship up to 1955 is reviewed by Chase and Guba (1955). A number of
conceptualizations of school leadership that are extant in the literature

since 1955 are discussed below.

(a) autocratic, democratic, laissez faire conceptions.

A number of studies of the behaviour of school administrative
personnel followed the early work of Bradford and Lippitt (1945) which
identified autocratic-democratic-laissez faire styles. Of interest to
educational researchers was the relationship between the style adopted
by the school principal and the degree of change in such areas as
curriculum development (Hines and Grobman 1956, Wiles and ftrobman 1958),
the incremental academic achievement of pupils (Wilson 1955)» and the
attitudes and feelings of pupils (Maynard 1955)*  Autocratic and demo-
cratic leadership styles were also related to the degree of staff part-
icipation in school decision making (Chase 1952, Cornell 1954, Sherma
1955). In general, the evidence produced by researchers of the beneficial
effects of democratic administrative practices upon curriculum change,
teacher satisfaction, quality of teaching performance and interpersonal
relations among adult members and pupils is suspect on two counts. Firstly
the concepts 'autocratic' and 'democratic’ oversimplify complex issues;
secondly, being value-laden concepts they are hardly likely to produce
impartial findings. (Charters 1963). A recent study by Ecker (1968)
failed to establish any significant relationships between the democratic-

autocratic administrative behaviour of school principals and character—
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istics of their personalities..

(h) leader-centred, and group-centred, conceptions

Closely related to the work of Bradford and Lippitt is that of
Moyer (1954). Moyer designed an 80-item, Q-sort instrument to measure
teachers' expectations for the leadership behaviour of school principals.
'Leader-centred attitudes' on the part of teachers called for the affirma-
tion of statements such as "The principal should make the decisions and
run the school according to his best judgements". '‘Group-centred
attitudes' were elicited by statements such as, "The principal should
rely heavily upon his teachers for help with school problmms". Measures
of teacher satisfaction with the principal's leadership were also
obtained. Moyer found differing degrees of homogeneity of teachers'
attitudes in the schools selected for study. The greater the homogeneity
however, (whether for leader-centred or group-centred behaviour on the
part of the principal), the greater the degree of teacher satisfaction
that was reported. Congruence of expectations for the principal's
leadership was as important in teacher satisfaction as the behaviour
actually exhibited by the principal, a finding also demonstrated by

Bidwell (1955) and since confirmed by others (Getzels et al., 1968).

(c) traditional and emergent values

Spindler (1955) directed his discussion of the transformation from
traditional to emergent values in the American culture to the context
of the school and suggested that school principals would be more likely
to hold emergent values than school board members and parents; that
younger teachers would subscribe to emergent values more than older

teachers. Change in values was broadly conceived of as movement from
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a work-success ethic to an ethic stressing sociable interpersonal
relations; from personal independence to conformity to the group;

from a future time orientation to a present time orientation; from

moral commitment to moral relativism. Prince (1957) developed a
Differential Values Inventory (DVI) to discriminate between traditional
and emergent values of teachers and principals and to investigate the
effect of discrepancy in values between these two groups. Teachers

(as Spindler hypothesised) were found to be more emergent than principals;
older teachers and older principals were more traditional than their
younger colleagues. Similarity between teachers* and principals’' values
(whether emergent or traditional) was significantly associated with the
teachers' confidence in the principal's leadership, their ratings of his
effectiveness, and their overall satisfaction. Similarly, the closeness
of fit in teacher-principal values was directly related to the principalis
rating of his teachers* effectiveness, a finding confirmed in later
studies by Bible and McComas (1963)» Musella (1967) and in a recent
British study by Start (1968). The frequency of interaction of teachers
and principals in their proximate role sets may account for these import-
ant correlates of similarity/dissimilarity in their respective values
systems. A much weaker and less systematic relationship to that reported
by Prince (1957) was found in a study by McRiee (1959) of the effects of
discrepancy in values between parents and school superintendents where
the role-set relationship is more distant and infrequent. A ‘'social
distance hypothesis' representing a combination of the principles of
frequency of interaction and similarity of professional socialization

(Green and Biddle 1964) is proposed as an explanation of the greater
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degree of consensus in principal-teacher as opposed to principal-parent

or teacher-parent role perceptions and expectations.

(d) initiating structure and consideration conceptions

The Leadership Series in Ohio Studies in Personnel represents an
empirical as opposed to an ideological approach to the study of leadership.
In a dozen or more monographs dating from 1949» researchers report the
collection of descriptions of the behaviour of leaders in business,
military and educational settings. A Leader Behaviour Description
Questionnaire (LBDQ) was developed by Stogdill and Coons (1957) and
refined by factorial analysis. With a variety of groups, - aircraft
commanders and school superintendents (Halpin 1955), bomber crews (Rush
1957)» college department heads (Hemphill 1955), school leaders in Ohio
communities (Seeman 1957), and industrial plant supervisors (Fleishman
1957), two broad leadership factors identified as ‘initiating structure’
and ‘'consideration' were found to account for almost @& of the conmon
factor variance. Initiating structure describes the efforts of the
leader to establish, "well-defined patterns of organization, channels of
communication and methods of procedure”. '‘Consideration‘'refers to
"behaviour indicative of mutual trust and warmth in the relationship
between the leader and members of his staff.” (Halpin 1956). Halpin
argues that organizational effectiveness is related to high performance
by the administrator on both leadership dimensions (Halpin 1957)»
Ambrosie’s (196b) study showed teacher participation in decision-making
to be significantly related to the principal's 'Consideration* and

'Initiating Structure'«

A recent Canadian study (Brown and Anderson 1967) showed that in
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particular, high consideration on the principal's part was related to
staff consensus and satisfaction. Difficulties in the use of the LBDQ
in studies by Seeman (1958) and Hunter (1959) arose from the discrepant
reports of leader behaviour perceived from superordinate and subordinate
positions (Charters 1963). Such reports of differential perception
raise the important question of whether or not the LBDQ can be employed
as an objective measurement of administrative behaviour (Banks 1968).
As an exploratory instrument of the selective perceptions of the
principal’'s leadership on the part of school personnel, it has been used

successfully by Hunt (1967).

(e) the organizational climate of the school

Using a similar approach to that employed in the development of the
LBDQ, Halpin and Croft (1962) extended the earlier focus on the leadership
of the principal to include, in addition, the behaviour of the teachers
in the school. This more broadly-based view, conceived of as the organiza-
tional climate of the school, is measured by means of an organizational
climate description questionnaire (OCDQ), comprising four aspects of
teacher behaviour and four styles of leadership on the part of the

principal.

'‘Disengagement’ refers to teachers "going through the motions only"J

a state of teacher—anomie. 'Hindrance' suggests that teachers are
burdened by the principal with routine duties and busy-work. 'Esprit’
describes the morale of the teachers; ‘Intimacy’' their enjoyment of

friendly social relations with each other.

Two dimensions of the principal’'s leadership are associated with

social needs satisfaction. 'Thrust' represents the principal’'s attempts
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to "move the organization to its goals"” by the example of his own
efforts. Whilst his behaviour in this respect may be "starkly task-
orientated"” it is received favourably by teachers. "Considerationl
describes the principal's attempts to do "a little something extra for
his teachers in human terms"» Two dimensions are concerned with aspects
of the principal's social control. "Production emphasis' describes
such behaviour as close supervision and one-way communication from
principal to teachers in highly directive tones. 'Aloofness’ refers

to the principal's behaviour which is formal, impersonal, "/joes by the
book"; the principal is seen to behave universalistically rather than

particularistically.

Six organizational climates of schools are empirically derived

by Halpin and Croft from the various combinations of the eight aspects

of teacher and principal behaviour. The climates are given the following
nomenclatures, - open,autonomous, controlled, familiar, paternal, and
closed. By way of example, the open climate school is characterised by

principal's leadership behaviour that is high on thrust and consideration,
low on production emphasis and not aloof towards staff» Prom the
teachers' point of view, there is extremely high esprit, low disengagement
and low hindrance from the principal; there are good relations on the

staff but no need for very higfc intimacy.

Validity studies of he OCDQ instrument by Plaxton (1965) are
reported and discussed by Andrews (1965)» Halpin*s interesting typology
has been used in a number of role studies which have examined the
organizational climate of the school in relation to personality patterns

of principals, communication procedures, innovation in schools, teachers'
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sex, age, academic qualifications and self-concepts, (Cook 1965, Murphy
1966, Brust 1966, Trimble 1967, Ranyard 1967, Dugan 1967, Becker 1967,

Brinkmeier 1968, Hughes 1968, Wiggins 1968).

Because the OCDQ relies upon teachers' perceptions of the principal's
behaviour it raises the same problems concerning the objectivity of the
assessment of administrative behaviour as the LBUQ. Murphy's (1966)
study confirmed, in point of fact, that the personality pattern of the
perceiver contributed to his perception and rating of the school's

organizational climate.

(f) nomothetic-idio.sTauhic-transactional conceptions

Closely related to ‘initiating structure' and ‘consideration’' are
the two dimensions of a social system which Getzels proposes are the
framework within which administrative processes occur (ttetzels and Cuba
1957, &uba and Bidwell 1957, Getzels, Lipham, and Campbell 1968). A
social system is seen to consist of two classes of human activity that are
conceptually independent and phenomenally interactive. One class con-
stitutes the nomothetic (or normative) dimension of behaviour, the other
the idiographic (or personal) dimension of behaviour. Three conceptual
elements are proposed for the analysis of the nomothetic dimension, -
institution, role,and expectation, - each element serving as the analytical
unit for the one immediately preceding it. The parallel elements
similarly arranged in order of decreasing generality serving for the
analysis of the idiographic dimension are, - individual, personality, and
need - dispositions. Leadership behaviour is seen as a function of the

interaction of these two classes of factors.
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The nomothetic leader stresses the requirements of the institution
end the conformity of role behaviour to expectations at the expense
of the individual personality and the satisfaction of needs. He
perceives authority to be vested in his office, and he maintains the
scope of his interactions with his subordinates in as diffuse a
manner as possible. He places heavy emphasis on universalistic
rules and procedures, and he imposes extrinsic sanctions whenever
feasible. Effectiveness is his major standard of follower

excellence.

The idiographic leader, in contrast, stresses the demands of the

individual's personality, his need structure, and need-motivated
behaviour. Here organizational requirements tend to be minimized.
This leader views his authority as delegated, and tends to maintain
higher specific interactions with subordinates. His relations to
others are, in general, particularistic, tailored to each individual's
personality, and he places major reliance upon intrinsic sanctions.

Efficiency is his major standard of follower excellence. (&uba

and Bidwell, 1957).

Transactional leadership lies between the nomothetic and idiographic

poles and describes behaviour aimed at reconciling the conflict between

the demands of the organization and the needs of the individual members.

The principal's transactional leadership in Guba and Bidwell's study

(1957) was shown to be positively related to teachers' satisfaction and

to their level of confidence in the principal when the measurement of

such transactional leadership was based upon the teachers' perceptions.

No significant correlations were shown between teachers' satisfaction and
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confidence when the measurement of administrative style was based upon
the principals' reports of their omn behaviour. Guba and Bidwell's
study illustrates the problems of causal relationships in correlational
data; furthermore it relies (as is the case with Halpin's) upon
respondents' perceptions of leadership styles rather than the independent

measurement of that behaviour.

Getzels and Guba's nomothetic-idiographic-transactional formulation
has generated a number of studies of administrative behaviour and its
situational and personal correlates, (Campbell 1958» Hencley i960, Lipham
i960, Fogarty 1964, Semrow 1965» Tornow 1965). These studies, focussing
upon the strain experienced by school administrators as a result of role-

personality conflict, are discussed in Getzels et al., (1968).

(g) executive professional leadership (EEL)

A major study by Gross and Herrictt (1965) focussed upon the
organizational effects of executive professional leadership (EEL) and
sought to isolate its determinants. EH» was defined as, "the effect
o an executive of a professionally-staffed organization to conform to
a definition of his role that stresses his obligation to improve the
quality of staff performance.” It was measured by an 18-item questionn-
aire concerning the behaviour of 175 elementary school principals as

observed and judged by 1303 teachers and as rated by the principals

themselves. Positive relationships were found between EEL and the three
chosen organizational variables, - staff morale, staff professional per-
formance, and pupils’' learning. An elaborate 5~variable schema designed

to distinguish causal from correlational relationships supported the

researchers' contention that the professional performance of the teacher



24.

and his morale are important links in a causal chain initiated by the EFL

of the principal and ending in the performance of the pupils.

A second objective of the study was to account for the variability
in EFL. Negative correlations were found between EFL and the duration
of the principal's academic training and with the size of the school for
which he was responsible. Older principals exhibited less EFL than

younger ones.

EFL was positively related to the degree of involvement permitted to
teachers in formulating school policies, the quality of the egalitarian
relationships, consideration and support over discipline that principals
showed towards their staffs. Personal attributes associated with hi$i
EEL were the principal's intellectual ability, his interpersonal skills,
his self-confidence, his 'spirit of service', and his downrating of the

administrative routine of the school.

Despite sophisticated statistical techniques to avoid the problems
of causality in correlational data, an important weakness of the study
was the reliance which Gross and Herriott placed upon the teachers them-
selves as judges of teachers' attitudes and of pupils' performance. The
study has inspired a number of researchers to focus upon the principal's
role as "improver of instruction”™ or as instructional leader. D'Arrigo’s
(1968) research which differentiated 36 principals into high and low EEL
groups and found high EFL to be significantly associated with participant
decision-making as opposed to personal decision-making by the principal,
supports a major finding of Gross and Herriott. Studies by Titaari (1967)
and Jordan (1967) showed the high degree of congruence among principals on

the importance of their work as instructional leaders. Brown (1966)



reported that it was through their supervision of classroom pedagogy

that administrators principally rated their teachers as effective or other-
wise. England's (1967) study of a small number of school systems found

a high level of agreement among principals and teachers that the major
task of the principal was the improvement of instruction. More studies,
however, report the lack of agreement about this area of the head's work
both between teachers and headteachers (Gentry and Kenney 1966, Jones
1967, Falzetta 1927, Croft 1968) and among the heads themselves (Emhuff

1967, Egner 1967, McCleary 1968).

SUMMARY

A representative selection ftrom.a large number of studies of
principals and teachers in the setting of the school point to the func-
tional dependence of "these two positions and to the incremental gains
(satisfaction, confidence etc.) when the value systems of their respective

occupants are congruent.

Researches which have focussed upon the leadership style of the
principal und the organizational climate of the school suggest that
‘effective' leadership appears to be a judicious intermixture of instru-
mental and expressive acts by the administrator, aimed at steering the
school towards its immediate and long-term goals while at the same time

paying careful consideration to the needs and goals of individual members.

Although principal and teacher are functionally-dependent, share
a common professional socialization and enjoy collegial relationships,
they selectively perceive and report each other's role expectations and

role behaviour. A fundamental weakness of current attempts to obtain
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objective measurements of leadership style and organizational climate is

that they rest upon such selectivity of perception.

The school principal's position in the wider context.

The fourth and final section of the review of the literature is
intended to extend the contextual system within which -the principal's
leadership has, to this point, been considered. It consists of three
parts. Firstly, reference is made to a selection of studies of princi-
pals' role conceptions and to teachers’ expectations of principals which
have not primarily employed a leadership focus. Secondly, expectations
which parents hold for the headteacher's behaviour are examined. The
headteacher position is thereby placed in complementary relationship to
two counter positions, - teachers and parents, - which together form the
tripartite fole-set arbitrarily selected in the present study. Thirdly,
headteachers' role conceptions are considered in the light of two
personal correlates, sex and age, and three situational correlates, the

type, size and location of their schools.

(a) "exchange theory"” and role-set relationships.

"Exchange theory"”, relating reward and cost outcomes arising out
of the interaction of individuals (Kelley and Thibaut 1959), “ey help
account for the differing degrees of intensity with which headteachers,
teachers and parents have been found to hold expectations for each other’s
behaviour. It follows from exchange theory that congruence between role
expectations will be dependent upon the common relevance of acts for the
outcomes of respective role partners (Backman and Secord 1968). A number

of British studies of reciprocal role expectations between headteacher-
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teacher positions are discussed in the light of the proposition of the

‘common relevance of outcomes'»

The headteacher's particular concern (overall responsibility)

The ultimate responsibility of the headteacher for the good order
and discipline of the school suggests that the absence of that condition
might have significantly greater consequence (or appear to have) for the
headteacher than for his staff. A strong organizational emphasis in
headteachers' role conceptions has been shown in a study by Burnham (1960 »
heads' greater concern than teachers and student teachers for general order
and discipline in the school is reported in studies by Cohen (1965) and
Finlayson and Cohen (1967); their insistence upon strong disciplinary
control and sound teaching ability are reported in Cohen (1965), Caspari
(1965) and Clossop (1966). Goodacre's (1968) suggestion that her sample
of Infant headteachers enjoyed individual parental contact better than
teachers,because it reinforced their personal status as heads,might also
be explained with reference to the boundary position occupied by head-
teachers and the probability that conflicting parent-headteacher exchanges
are more costly to headteachers than to teachers. American evidence of
the principal’'s greater concern than teachers for school-community
relationships, whilst supporting exchange theory propositions, might also
represent the different employment and tenure practices of the American
school system. (Becker 1952, Seeman 1953, Doyle 1956, Fishburn 1962,
Biddle, Rosencranz, Rankin 1961). Both British and American studies
which have been concerned with teachers' attributed expectations for
headteachers' behaviour,report remarkably similar perceptions of heads

who are consistently seen as more concerned than teachers for the good
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order and discipline of the school generally and for orderly, quiet class-
rooms within the school. (Musgrove and Taylor 1969, Biddle 1968).
Biddle's study in particular, involving some 14,000 teachers in England,
Australia, New Zealand and the United States, graphically demonstrated the
similarity in the patterns of role conflict that teachers report in their

relations with headteachers.

The teacher’s particular concern
i. pupil discipline

From exchange theory propositions it follows that outcomes of
pupil-discipline problems are of more consequence to teachers who are
continuously ‘on the firing line' than to headteachers. A fundamental
expectation of the teacher is that he may depend upon a head’s support
over disciplinary matters and that the headteacher will create those
conditions in the school which will help maintain the teacher s status
and authority (Y/aller 1932, Becker 1953, Medsker 1954, Gordon 1957,
Musgrave 1965, Bridges 1964, Young 1967, Crone 1968). Under various
terms "maintenance orientation” (Gross and Popper 1965), "custodial
ideology" (Willower i960, 1967), "positive compliance with end-norms"
(Haralick 1968), researchers report strong teacher expectations for the
head's support in matters affecting their authority both with pupils and
parents. In one study (Haralick 1968), such support was more important
to teacher satisfaction than the degree of democratic behaviour that the

head exhibited towards his staff.

Whilst there is a good reason to believe that hmads generally
accept the legitimacy of teacher expectations of support (Miklos and

Breitkreuz 1968) they have been Aown to hold less custodial and less
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punitive role conceptions than teachers (Wilcox 1957» Willower 1967,

Biddle 1968).

Some British observers suggest that because the head is able to
take a more detached and less critical view of children he may incline
more to a grandparent role in which the pupil-teacher-headteacher relat-
ionship is analagous to the three generation family (Wilson 1962, Phillips

1964, Blyth 1965).

ii. professional supervision

A second strong expectation of teachers arises out of their profess-
ional status and the collegiality that they share with headteachers. The
lack of agreement between teachers and heads reported above in connection
with the headteacher's supervision of instruction arose principally out of
the type of supervision exhibited. Teachers expect supervision in
instructional matters (Medsker 1954) and express satisfaction when the
head's supervision is based upon ‘expertise’ (Hornstein et al., 1968). A
low level of direct supervision expressing the head's awareness of the
teachers' professionalism has been shown to relate to higji teacher morale
(Symanski 1967, Blumberg and Weber 1968). 'Close' supervision is generally
disliked by teaching staff (Cheale and Andrews 1958, Young 1967). Varia-
bility in teachers' expectations for the style of supervision, arising out
of such obvious factors as age, sex, duration of experience has received
little empirical investigation however (Goldman and Heald 1967, Dunkin
1968). Stout (1968) reported that age, sex, and duration of teaching
experience were not significantly related to teachers' preferences for

leadership styles of their principals.
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iii. participation in decision-making.

In addition to concern over supervisory style, teachers hold strong,
though not necessarily consensual expectations for their participation in
certain areas of planning and decision-making within the school* Under
a variety of terminology (‘job autonomy', 'work authority’, ‘mutual
influence', 'teacher-centred management’) participation in educational
planning and policy-making has been shown to relate to teacher satisfac-
tion and morale (Chase 1951, Schultz 1952, Stewart 1957, Corwin 1965,
Tinari 1967, Chung 1968, Hornstein et al., 1968). Hierarchical diff-
erentiation between teachers in respect of permitted participation is
not necessarily antithetical to teacher satisfaction (Moeller 1962).
Desire for participation in school planning has been shown to exceed the
degree of participation allowed to teachers in American, British and
Australian studies (Seeman 1953, Sharma 1955, 1963, Cwillim 1965» Dunkin
1968). At -the same time, reluctance on the part of teachers to take
part in certain areas of decision-making has been reported in studies
by Seeman (1953) and Sharma (1963), and differing expectations for such
participation are reported by Edman (1968) in respect of the teachers'
country of origin and by Sharma (1963) la respect of type of school*
These last two studies sampled British teaching staffs and are, therefore,
particularly relevant in view of the paucity of empirical British studies
in this area. Of the 2142 teachers located in twelve major cities in
East and West, Edman's 200 London teachers most strongly rejected text-
book guides to curriculum content and most strongly agreed (97° of them)
that the curriculum should be worked out by joint planning on the part of

the head and the teachers concerned. Sharma's study of reported and



desired decision-making practices in British and American school systems
permits comparison between primary and secondary sectors in Great Britain,
albeit with very small samples. Both primary and secondary teachers
wished, "to¢»‘emphasise an independent role in school administration on
the part of the head", and both groups wished for his greater participant
role in matters affecting the school as a whole. For themselves, where
they felt that they were professionally competent, teachers wanted to
participate; however, "they desired no part in those decisions which did
not have a direct bearing on instruction". Secondary school headteachers
as compared with primary school heads exercised less authority and per-
mitted secondary teachers greater participation in decisions than primary
teachers were allowed by their heads. Sharma explained this finding in
terms of the greater need on the part of the secondary headteacher to
submit to the judgements of specialist staff, an observation supported in

Turner's (1969) recent secondary school 3tudy.

(b) parental expectations

Parental expectations for the general work of the school are focussed
upon its professional staff members. Proscriptions and prescriptions in
respect of teachers' behaviour towards their children underlie many of the
expectations that parents hold for the headteacher himself. Teachers'
expectations have been seen to include strong demands for support in
matters affecting their authority with pupils and parents. It is to be
expected, therefore, that discrepant expectations of parents and teachers
as they impinge upon the headteacher pesition may be the source of con-
siderable discomfort to its occupant. Biddle's (1968) recent large scale

study opined that in Great Britain particularly there was "considerable
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social distance or perhaps hostility between teachers and parents".

Lack of contact between parents and teachers in British schools is reported
by Stern (i960) and &reen (1968). British studies of parent-teacher
relations have shown indifference and hostility towards the school when
parents are differentiated into lower socio-economic groups (Kerr 1958,
Webb 1962, Mays 1962, McMahon 1962, Carter 1962, Jackson and Marsden 1962,
Young 1965, The Plowden Report 196?, Taylor 1968). The selective percep-
tion, misunderstanding, and at times hostility of teachers towards parents
and their children so differentiated are reported in studies by Webb 1962,
Floud 1963, Wiseman 1964, Bacchus 1967). On the other hand, middle class
parents' over-active cooperation with the school, often in pursuit of their
child’'s success in examination may be equally objectionable to the school
staff (Swift 1984, Raynor 1969). In general, teachers do not want parents
involved in the professional matters of the school. Parents, on the other
hand, may be eager to understand "professional matters” in so far as they
affect their own children (Banfield, Bowyer and Wilkie 1966, Young and
Mc&eeney 1968b). Sharma's (1963) teachers reported only 4> decision-
making by parents in the affairs of their primary and secondary schools;
moreover the teachers desired only 4/° decision-making power to be given to
parents. More recently, the Flowden Report on Primary schools had no
doubts that parents should not ‘'run the schools’. Young and Mc&eeney
(1968») showed teachers to be opposed to greater parental participation

in school affairs. The leadership of the headteacher in initiating new
forms of parent-teacher relations appeared crucial in two recent accounts

of successful cooperation between home and school (&reen 1968, Rowe 1967)*

Where parent-teacher relationships, as in the American school
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systems, are marked by a vulnerability on the part of the teacher to

local community pressures (Kanwiller 1958, Charters 1963, Bidwell 1965,
Corwin 1965, Willower 1967), parental expectations that are discrepant
with teachers' role conceptions may be particularly acute for teaching
staffs. It may be that the high vulnerability and visibility of the
American school teacher makes a lack of articulation in his role-set
relationships more of a functional necessity for him than for the British
teacher who is employed in a system where parents and teachers are not
only more distant in their role set relationships, but less functionally
dependent. American studies of ‘pluralistic ignorance' and ‘conservative
inaccuracies' in the role of the public school teacher support this view-
point (Jenkins and Lippitt 1951, Boyle 1956, List 1961, Twyman 1962,
Biddle, Rosencranz, Tomich and Twyman 1966, Twyman and Biddle 1964). Pew
British studies have been concerned with shared inaccuracies among members
of the teacher's role-set (Burnham 1964, Musgrove 1965, 1967, Taylor

1968, Boothroyd 1970). American research points to the following areas
of possible role-strain (Goode i960) between parents on the one hand and
heads and teachers on the other, which have received little systematic

attention to date in British studies.

Particularism-universalism

Parental expectations for particularistic attention to the needs
of their child may be incongruent with the more universalistic orienta-
tions of the principal and his staff, (iftarner, Havighurst and Loeb 1944,

Hollingshead 1949, Gordon 1957, Snyder 1964).

Traditional-mindedness

Parental expectations for the work of the teacher nmay be based upon
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more traditional views of appropriate teacher-pupil relationships and
teaching style. Biddle, Rosencranz and Rankin (1961) showed that
parents’ demands for the close supervision of their children were not
reciprocated by teachers themselves. Preferences for a content- orien-
tated style of teaching by parents were found to be inconsistent with the
teachers' emphasis upon discovery-orientated teaching. (Sieber and Wilder
1967). A 'nomothetic’ style of teaching stressing pupils' obligations
to obey rules and regulations was desired by all parents irrespective of
social class in a study reported by Hills (1961). A recent study of
primary school parents in North East England (Rutherford 1969) showed
parents' concern that more emphasis be placed upon the traditional 3Rs

in the school curriculum.

"Coalitions of power".

Backman and Secord (1968) suggest that the social power that
position occupants may wield over their role partners depends not only
on explicit rewards and punishments but on the potential coalitions which
each can form with the others. Teacher-headteacher solidarity for
example, has been shown to enhance the authority of the teacher and where
support by the head is denied the teacher”™to cause considerable distress.
(Becker 1953, Gordon 1957)» Corwin (1965) distinguishes between ‘coali-
tion' and ‘co—eptation’, citing studies showing the use to which co-
optation permitted school principals to wield power over their teachers

through the Parent-Teacher Associations (Sykes 1953» Vidioh and Bensman

1960).

Personal correlate (1) the sex of the headteacher

No empirical study exists (to the knowledge of the researcher) wfg
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has focussed primarily upon the sex of headteachers in relation to
their attitudes or behaviour as school leaders. What evidence there
is in the literature of differences in the role conceptions of male and

female principals is piecemeal and unsystematic.

Evidence concerning the authoritarianism of the male and female
principal is inconsistent, Hines (195&) reporting women to be less
authoritarian than men, Wilcox (1957), also using an F-scale, finding
women teachers generally to be more authoritarian than men, but no
significant differences between the degree of authoritarianism of male

and female principals.

Willower, Eidell and Hoy (1967) employing dogmatism scales found
both elementary and secondary female principals to be more closed-minded

than their male counterparts.

A number of studies have indirectly provided evidence of the
‘professionalism’ of school principals differentiated by sex. Colombotos
(1963) defined professionalism in terms of technical competence and
service orientation. Gross and Popper (1965) sought to distinguish
between service orientation and maintenance orientation in male and
female headteachers. Gross and Herriott (1965) focussed upon the degree
of executive professiohal leadership (EPL) evinced by heads of elementary
schools. Scott (1958) sought to differentiate between effective and
ineffective male and female principals using a professional-attitudes
scale. The sex of the headteacher was not related to effectiveness in
Scott's study nor to the degree of service orientation in the research
of Gross and Popper. Colombotos found that female principals were more

'‘professional’ than male principals. In the Gross and Herriott study,
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when the variables marital status and age were controlled, younger single
female principals exhibited significantly greater EEL than their male
counterparts; similarly, older married female principals had higher

EEL scores than older married male principals. Hemphill, Griffith and
Frederickson (1962), using simulated material, showed female principals
to be superior to males in working with teaching staff and in knowledge
of teaching methods and techniques. Hoyle and Randall (1967), tested
administrative performance of male and female principals in -the actual
school situation. In this latter study teachers perceived female
principals to be more sensitive than males to potential problem situations

in schools.

Personal correlate (2) the age of the headteacher

Reviewing empirical research into the latent identities of school
administrators, Bidwell (1965) observed that only their social class
status had received any systematic investigation. There is little in
the American literature relating role conceptions and performances of
headteachers to their age; British research in this area, as Musgrave

(1965) reported, is virtually non-existent.

A number of studies suggest that older school principals hold
more conservative views about teaching methods and techniques (Ryans i960),
and are, in consequence, less receptive to educational innovations (Ramer
1968). IVince (1957) found older headteachers to be more traditionally-
minded and less emergent in their values; Wilcox (1957) reported a
significant positive relationship between the age of the school principal
and his authoritarianism. Gubser (1968) confirmed the relationship

between age and authoritarianism in both teachers and school principals.
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Musella (1967) showed age and closed-mindedness to be significantly
related in his study of elementary school principals, a finding which
received some support in Vlllower's (1967) research. A study by Miner
(3.967) relating personal predictor variables to independently-judged per-
formance measures suggested that school-boards would do well to consider

young rather than old candidates for the school principalship.

The National Principalship Study of Gross and Herriott (1965)
pointed unequivocally to a significant negative relationship between the
age of the school principal and the degree of executive professional
leadership that he exhibited. A negative trend was also reported between
the amount of experience in the principalship and the EPL score of the
headteacher. In this respect, Blood's (1966) dissertation opined that
the nature of the principal's experience is a more significant (yet
unexplored) variable than the amount of time he has occupied the prin-
cipalship position. InMarquit's (1967) research, teacher respondents
observed that older principals were less active in the nine areas of
supervisory practices that constituted the Inventory of Supervision

Questionnaire.
Situational correlate (1) the type of school

Prom one point of view differing expectations for the role of 1te
teacher and the headteacher in primary as compared with secondary schooling
may be seen as a function of variations in emphasis accorded to specific
aspects of those on-going processes of socialization, selection and alloca-
tion that are the central task of the school (Parsons 1959). The primary

school level represents the first major step in socialization beyond that
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occurring in the family and must needs be characterised by, "a combination
of similarities to and differences from parental figures.” Parsons goes
on to show that whilst the school environment of younger children is
marked by a greater degree of universalistic performance-orientated
expectations on the part of teachers, this is of necessity, "tempered with
a quasi-motherliness” and expressed in particularistic, needs-orientated
support for the child. Other discussions of this major distinction
between the tasks and consequent role allocations in primary and secondary

schools are to be found in Naegele (1956) and Dreeben (1907).

Role conceptions and role performances of primary school personnel
towards the particularistic end of the universalistic-particularistic
continuum are discussed in Phillips (1964) Blyth (1965) and Westwood (1967)
and reported in studies by Caspari (1965), Taylor (I1968)and Goodacre (1968).
Meyer et al (1968), in an interesting study of social values in social
workers and schoolteachers, dichotomised the teachers into elementary and
secondary groupings and found that, "the tendency of elementary schools
was towards a human relations rather than a rationalistic social structure" j
Musgrove and Taylor (1969) in a study of 470 teachers, reported that all
teachers, irrespective of type of school ascribed major importance to the
moral and intellectual tasks of the school. The task of 'social training'
received decreasing emphasis in importance as teachers were differentiated
by the age of the pupils taught and the selective as opposed to the non-

selective type of secondary school.

A second viewpoint of differential expectations and role conceptions
in respect of primary and secondary school personnel is suggested in a

study by Kob (1961) and in the recent research of Musgrove and Taylor (1969)
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The focus here is upon the sense of identity afforded to a teacher by the
degree of his subject specialism and the mode of communication by which he
carries out his teaching duties. Musgrove and Taylor reported a clear
distinction between Junior and Infant teachers in this respect. Ninety
percent of the Junior school personnel saw themselves as ‘'teachers’' as
compared with only thirty nine percent of Infant staff who saw themselves

first and foremost as ‘trainers of children' (56.9/°)*

As far as the headteachers themselves are concerned, a recent study
by Yiillower (1967) distinguished between elementary and secondary school
principals, finding that secondary principals were more concerned with
discipline and order in the school than their elementary colleagues.
Musgrove (1967) reported that secondary teachers perceived their head-
teachers as primarily concerned with discipline, and he commented that,

"this probably reflected the actual situation in the schools.”

Parental expectations for school personnel differentiated by type
of school have received more systematic investigation in American studies
(Seager 1959, Downey 1959, Slagle 1959, Goldman 1961) and are discussed in
Getzels et al., (1968). Parental preferences for teaching style in both
elementary and secondary schools have been shown to be similar, parents
generally desiring a 'nomothetic style' on the part of teachers stressing
pupils' obligations to obey rules and regulations. (Hills 1961, Sieber

and Wilder 1967).
Situational correlate (2) the siie of the school

Whilst there is evidence of the increase in the number of large

sise schools in this country (Westwood 1967, Monks 1968) few British



studies have attempted to relate growth in size to organizational changes
within the structure of* the school or to the behaviour of* its personnel»
Burnham's (1964) study of the role of the deputy-head noted a division of
labour in respect of the headteacher’'s expressive and instrumental leader-
ship in the secondary schools which he examined. Turner's (1969) part-
icipant observation in one secondary school which increased its enrolment
over a number of years drew attention to a change from charismatic-trad-
itional leadership on the part of the headmaster to a bureaucratic

exercise of authority.

North American evidence on the relationship between school size and
administrative behaviour is more extensive though not unambiguous.
Bidwell (1965) accepted that large school systems faced increased problems
of coordination and communication and would probably tend to become more
highly rationalized and bureaucratic but found little empirical evidence
to support this conjecture. Terrien and Mills' (1955) finding of increased
school size being significantly related to the recruitment of administra-
tive cadres is not accepted by Bidwell as evidence of bureaucratization as
such. Cross (1958) found superintendents of large school systems assum-
ing greater responsibility for their subordinates’ work than small school
superintendents and at the same time delegating responsibility more readily
to subordinates. Bowman (1963) found both superintendents and school
board members in large systems expected the superintendent to act as the
chief decision-maker. Hartley (1964) reported that size of school was
related to the extent to its bureaucratic practices and suggested that
larger schools tended to be s taffed by comparatively well-trained admin-

istrators and teachers. Hussein (1968) suggested that the size of school
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and its consequent organizational structure was inimical to the teachers’
participation in decision-making and their resultant satisfaction and
morale. Studies of Canadian school systems (MacKay 1964, MacKay and
Robinson 1966) which supported the relationship between size and bureau-
cratization, opined that highly-bureaucratized schools are antagonistic
to the development of professionalism on the part of their teachers as
estimated by their low emphasis on competence. Punch (1967), however,
researching in Ontario school systems found that, "unexpectedly, school
size and system size were each significantly negatively related to
bureaucratization.” Laidig's (1967) study of elementary schools in
Texas found no relationship between the size of the school and bureau-
cratic administrative behaviour. Egner's (1967) suggestion that the
weight of administrative routine in a large school would prevent the
principal from giving effective leadership to teachers in instructional
matters was not borne out in two studies involving small samples of
headteachers (Jones 1967, Boilensen 1968). Gross and Herriott's (1965)
national principalship study did, however, provide strong evidence of the
negative relationship between the size of the school and the degree of

EFL emanating from the principal.

The suggestion that greater problems of communication oceur in
large schools has had little systematic investigation. What evidenoe
there is does not support that proposition. Dugan (1967) found no sig-
nificant differences in the communication patterns of school principals
differentiated on the number of teachers for whom they were responsible.
McCleery (1968) found that size of school did not distinguish between the

communication practices or the reported communication needs in a sample of
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some 1000 high schools. Brennan (1967) in an Australian study of
communication between members of one high school staff did find, however,
that senior members of the school hierarchy were isolated from the
informal communication hot within the school. Harkin (1968) reported
that the frequency and patterning of communication behaviour among
teachers was significantly related to the organizational climate of the
school, in particular, to the degree of ‘consideration' and ‘'esprit’

exhibited by the school principal.
Situational correlate (3) the location of the school

Increasingly in the last decade, ‘'social class* and the 'socio-
economic status of the school neighbourhood' have been employed as key
concepts in the observation of variations in the sub-cultural experiences
of British school children (Fraser 1959, Mays 1962, YYiseman 1964, Douglas
1964, Blyth 1965, Klein 1965, Himmelweit 1966, Sugarman 1966, Swift 1966,
1967, Bernstein i960, Lawton 1968, Bernstein and Henderson 1969). The
interpenetration of the value systems and behaviour patterns of children
and their parents with those of school personnel have, in consequence,
been the subject of research and informed commentary. (Allen 1959,
Taylor 1962, Webb 1962, Lacey 1966, Partridge 1966, 1967, Har”eaves 1967,

Sugarman 1966, 1967, 1969, Musgrove and Taylor 1969).

To date, no British empirical study has emulated the scope or the
methodology of the American research project of Herriott and St. John
(1966) which was specifically concerned with the inter-relationships
between the social class composition of the school and its neighbourhood

and the characteristics, attitudes and behaviour of school personnel.
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According to this survey, the lower the socio-economic status of the
school, the more likely the finding of low morale, less competence, and
greater conventionality in the teaching of the staff, and the greater
desire on the part of its principal for "horizontal mobility” to a school
of higher socio-economic status. This study supported the view of

other American research (Passow 1963» Riessman 1902, Chandler, Stiles and
Kitsuse 1962), that the key to the successful 'slum®' school may well be
the "strong and imaginative administrator-performance of the school

principal.”

A number of British observers have called for a re-thinking of the
fundamental task of the school in ‘culturally-handicapped' areas (Eggles-
ton 1969) and a redefinition of the roles of the school staff both in
relation to their work in school and their contacts with the wider school
community (Wilson 1963, Hall 1963, Floud 1963, Winnicott 1964, Kellmer-
Pringle 1965, Morse 1965, Halsey 1965, Craft 1967, Young 1967, Raynor

1967, Lawton 1968).

There is no empirical evidence that headteachers generally support
a redefinition either of their om role or the role of the teacher over
the question of what Eggleston (1969) has called the "cultural conflict
thesis’, - the problem of home-school relationships in areas of low socio-
economic status. What evidence there is suggests that many heads are
bounded by a frame of reference which rarely extends beyond the four walls
of the school. Cohen (1965) found that his sample of 91 Primary and 92
Secondary headteachers held strongest mandatory expectations for their

teachers' work pm directors of the learning process, described in terms of
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the content of learning, the approach to learning, and the teachers’
disciplinary control. Less strong expectations were held for the

teachers' understanding and tolerance of pupils' behaviour. Least
strong expectations were made by the heads for ths -teachers' liaison
role between the school and the home. Headteachers were either

indifferent to or disapproving of teacher-visitors to the homes of

problem children.



QHAPTER 2
DESIGN OF THE RESEARCH

Introduction

The foregoing review of a representative selection of the literature
concerned with the headteacher's position and role set relationships
indicates a wide disparity in the scope, sophistication and extent of
American and British empirical work. Very little British empirical
work has, to date, been undertaken. In consequence, the conception and
design of the present study must of necessity be exploratory. The
research, therefore, attempts a straightforward job->-description of the
headteacher position as heads themselves see it, and derives its frame-
work from a small number of basic sociological and psychological per-
spectives, the utility of which have been demonstrated in studies reviewed

above.

Firstly, the headteacher occupies a boundary position between the
school and its wider social environment and is, in consequence, particul-
arly receptive and sensitive to the expectations of two out of many
counter-positions that constitute the complement of his effective role-set.
These positions are occupied by teachers and parents. In the present
study, the headteacher role-set is arbitrarily designated as headteacher-

teacher-parent.

Secondly, the headteacher is the chief executive of a professionally*
staffed organization and his style of leadership is both governed and
influenced by relationships with subordinate members which §re based upon

their common professional socialization and collegiality. In the present
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study, therefore, headteachers' role conceptions and the expectations

that they attribute to teachers and parents (i.e. their job-descriptions)
are elicited by means of a role definition instrument the design of which
is derived from leadership studies of administrators in school organiza-

tions.

Thirdly, a phenomenological approach to the analysis of role con-
ceptions and attributions appears most apposite in an initial exploratory
study in its simple assertion that the phenomenological world of the
individual is the mainspring of his behaviour. An examination of the
complexity of role-relationships arising out of the veridicality or non-
veridicality of attributed expectations is a task for subsequent and more

sophisticated research projects.

The Headteacher Role Definition Instrument (HRDI)

The Headteacher Role Definition Instrument (HRDI) is devised
as a method of describing the work of a headteacher by combining ihe
approaches of two groups of researchers. Firstly, the Leader Behaviour
Description Questionnaire (LBDQ),developed by Stogdill and Coons (1957)
and described earlier,suggested a logic for the description of specific
acts of headteacher behaviour in his relations with pupils, teachers
and parents. The nine dimensions of leader behaviour arising out of the
original classification of some 1970 statements of leadership acts in the
early development of -the LBDQ have been used in the HRDI as the basic
framework for a headteacher job-description. The choice of the LBDQ
was determined by:
a. the previous usefulness of the questionnaire in describing the

behaviour of educational personnel. (Halpin 1955, Hemphill 1956,



47.

Seeman 1957).

b. the belief that, adequately adapted and tested, it could have meaning

for a population of British headteachers.

Secondly, the Role Definition Instrument (RDI) developed by Gross,
Mason and McEachern (1958) in their study of the superintendency position
suggested a means of measuring both the direction and the intensity of
the role conceptions and attributed expectations of headteachers. Gross's
105 superintendents responded to 37 statements describing aspects of the
school administrator's behaviour by means of a five-point scale ranging
from 'absolutely must' to 'absolutely must not'. The rubric required
them to indicate how strongly they felt that a superintendent should or
should not engage in the behaviour itemised. Mandatory and preferential
expectations were indicated by checking one of the five scale positions, -
‘absolutely must', 'preferably should', 'may or may not', ‘preferably

should not', 'absolutely must not’.

The adaptation of the intensity and directional scale from Gross's
RDI affords the researcher more precise measurements of conceptions and

expectations at the expense of little extra elaboration of methodology.

The leadership framework of the HRDI
The nine broad dimensions of leadership behaviour of the LBDQ are

further broken down into 26 behaviour areas as follows

INITIATION; (a) origination of new ideas or practices.
(b) facilitation of new ideas or practices.

(c) resistance to new ideas or practices.

MEMBERSHIP (a) mixing with members.

(b) informal interaction.
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defends against attack.
advances the interests of the group.

acts on behalf of the group.

subordination of individual behaviour.
encourage pleasant group atmosphere.
reduce conflicts between members.

promote individual adjustment to the group.

definition or structuring of his own work.
definition or structuring of the work of other
members.

definition or structuring of relationships among

members in the performance of their work.

restriction of action.
restriction of decision-making.

restriction of expression of opinion.

informing members.
seeking information.
facilitating exchange of information.

being aware of affairs pertaining to the group.

acts expressing approval.

acts expressing disapproval.

setting levels of achievement or effort.

prodding members for effort or achievement.

Bach of the 26 aspects of leadership behaviour is illustrated by

three specific statements of a headteacher's behaviour in respect of his
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relationships with:

1* pupils

2. teachers

3« parents.
The HKDL describing the headteacher's role conceptions consists of
3 x 26 (78) items in all. By way of example, Diagram 1. below shows
the three HRDI items chosen to illustrate one of the LBDQ leadership

dimensions.
DIAGRAM 1.

An illustration of three H.R.D.l. items chosen to represent
one of the L.B.D.Q. dimensions
The statements below refer to aspects of a headteacher's role. Consider
each statement carefully, then place a mark in the ‘'box' which best
represents how strongly YOU feel that you ahould or should not do what is
indicated in the statement.

The sections of the 'box' are as follows:

A = absolutely must
PS = preferably should
MWN = may or may not
PSN = preferably should not
AVN = absolutely must not
DQ leadership dimension HRDI
INITIATION Role sector: HJIHLS.
Facilitation of new ideas Encourage pupils and staff to develop
or practices. clubs and societies as out-of-school

activities.
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AM PS MW PSN AVN

Role sector: TEACHERS.
Requisition appropriate equipment for
staff who wish to experiment with new

methods.

AM PS MW PSN AVN

Role sector: PARENTS.
Invite parental discussion of new
practices before their introduction

into the school programme.

AM PS MW PSN AVN

In addition to completing the 78-item HRDI in respect of their
own role conceptions, headteachers are also required to attribute expec-
tations for a head's behaviour to two chosen members of the role-set,
teachers and parents. The 78-item HRDI on which attributions to teachers
ore made is introduced with the following rubric:-
Teachers, too, have expectations for a headteacher's

behaviour. Consider now TEACHERS IN GENERAL. Read
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each statement carefully, then place a mark in the
box which best represents how strongly TEACHERS
feel that a head should or should not do what is

indicated in -the statement.

A third version of the 78-item HRDI asks for attributions to

PARENTS Hi GENERAL for the headteacher's behaviour.
Thus the full HRDI consists of 3 x 78 (234) items.

Validity of the HRDI.

'‘Concurrent’ content validity of the HRDI was attempted throughout
its construction. Lists of statements describing a headteacher's
behaviour under each of the twentysix leadership dimensions in respect of
his relations with pupils, teachers and parents were initially derived
from an intensive review of appropriate literature (both empirical and
hortative) and from interviews with headteachers of schools cooperating
in the teaching practice sessions of a large College of Education in

Lancashire.

The prepared lists of statements together with the leadership
dimensions that they purported to illustrate were cyclostyled and sub-
mitted to a small group of judges (lecturers in Colleges of Education
including ex-headteachers, and colleagues in University) with verbal
instructions to indicate the appropriateness of each statement as an
illustration of its respective leadership dimension and to suggest better
phrasing or wording of the statement by alteration. In this way, hund-
reds of statements were assessed, altered, re—~assessed, and finally
accepted or rejected. The final version of the HRDI is given in

Appendix 1.
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Applicability of the selected HRDI items

Evidence of the general applicability of the HRDI items that were
finally selected for inclusion comes from the phenomenological analysis
reported in the second part of the study. Headteachers were subdivided
into eleven groupings on a number of situational and personal criteria
and their responses were then categorised under nine types of role
situations. 'iVhere 9 or more of the 11 headteacher groups perceived a
particular item as an exemplar of a specific type of role situation, it
was designated as every high* in its level of general applicability to
the total headteacher population in so far as heads generally had conmon
perceptions of the distinctive role-set relationships that ensued from
the behaviour described in the item. Where more than 6 but less than 9
headteacher groups had comnon perceptions in respect of an item, it was

designated as ’'highl in its level of general applicability.

44 of the 78 HRDI items were classified as ‘very high' in their

level of applicability, representing 56.4" of the total HRDI inventory.

26 of the 78 HRDI items were classified as ‘'high' in their level

of applicability, representing 33.3/° of the total HRDI inventory.

When 'very high' and 'high' classifications are combined to give
an overall level of acceptance in terms of general applicability as
perceived by the headteachers, they account for 70 of the 78 items,

representing 89.7/° of the HRDI inventory.

Reliability of the HRDI
The final form of the HRDI was submitted to 44 headteachers,
randomly selected from the school practice lists of a large College of

Education in Yorkshire, and not drawn as part of the national sample of
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headteachers. The heads were invited by letter to help develop some
questionnaires in connection with a study of headteachers and were
informed that if they were agreeable to cooperate, two versions would be
sent to them, one during the week following their agreement to take part,
a second in the fourth week after the receipt by the researcher of their
first questionnaire duly completed. The heads were not told until the
second letter accomparQring the second questionnaire that the two forms
were identical and that the primary purpose of their work was to establish
measures of reliability for the HROI# 37 headteachers returned both sets
of the HHDI. Test-retest correlations for their data were run on the
Bradford University computer. Table 1. gives details of the separate
coefficients of reliability by type of school and the overall reliability
of the HHDI.
TABLE 1.
Te_st-retest reliability of the HRDI by type of school.

together with the overall coefficient of reliability

r.
Secondary school headteachers (n=16) 354
Junior school headteachers (n=13 ) 745
Infant school headteachers (n= 8) 779
Overall test-retest reliability (n=37) .804

Limitations
a» Validity
A more rigorous statistical refinement of the H-HDI would have
been preferred. Lack of computer facilities, both in terms of personnel

and 'storage’' nmede item by item intercorrelations and subsequent factorial
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analysis of the final form of the HRDI impossible,

b. Reliability

The test-retest reliability of the HRDI was determined by reference
to the 1 x 78 version only. That is, after consultation with a number
of headteachers not selected in the ‘'reliability* sample, it was
decided that the full version of the HRDI, involving 3 x 78 items com
pleted twice, was far too demanding of a headteacher's time. Only the
first 1 x 78 section referring to the heads' omn role conceptions was
therefore used in the assessment of reliability. Despite this limitation,
the HRDI was deemed to have sufficient reliability to warrant its use with

a national sample of headteachers.

Personal and situational information requested on the HRDI.
A number of personal and situational details of the headteachers

were requested on the final page of the HRDI.

Personal data requested included the sex of the respondent and his/her
age. In respect of age, respondents checked one of five age groupings -
under 30, 31-40, 41-50, 51-60, over 60. Responses were dichotomised at
50 years of age to give younger and older headteacher groups. The choice

of 50 years of age was arbitrary.

Situational data

a* Size of school. Respondents checked one of five groupings of size,
under 100, 101-300, 301-500, 501-700, 701 and over. Responses were
dichotomised at 300 to give smaller and larger school groups. The
choice of 300 as the cut-off point was based upon references in the lit-
erature to that number as the size beyond which a head is no longer able

to know each child in the school individually.



55

b. Location of the school

Blyth's (1965) schema for the subdivision of primary school environ-
ments which he based upon a comprehensive review of community studies,
suggested a broad classification of the schools sampled in the present
study. Headteachers checked one of eight locations, - village, small
town, rural-urban fringe, outer suburb in a large town or city, corporation
estate, intermediate suburb in a large town or city, inner suburb in a
large town or city, other, - to identify the location of their schools.
Despite the relative crudity of the classification, it was expected that
supplementary information about parental occupations deriyed from an open-
ended question would enable the researcher to develop a satisfactory
classification scheme by which to test a number of hypotheses concerning
school location and headteachers* role conceptions. The open-ended
question proved to be less useful than was expected and presented major
problems of classification. In a number of instances, no responses were
made in this section; other responses were too vague to be of any real
use. It was, therefore, decided to base the coding and punching upon
the following dec.i.sion. Blyth's categories of ‘corporation estate’,
'intermediate and inner suburbs of a large town or city' were conceived
of as inner-ring schools; all other categories from Blyth's schema were

conceived of as outer-ring schools.

c. Type of school

Respondents checked one of eight types of school, - infant, infant-
junior, junior, secondary modern, grammar, technical, comprehensive,
other, - from which the final groupings, infant, .junior, and secondary

were derived. Infant-junior responses were conceived of as .junior school»
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Details from the cooperating Authorities' lists of schools facilitated

the allocation of responses to the three chosen groupings.

Limits tions

Problems arising out of the need to expand coding schemes on the
computer punch cards and the incompleteness of volunteered information
necessitated decisions about abandoning certain information. Marital
status, graduate or non-graduate qualifications, and intention to seek

additional qualifications were not included in the final analysis.

Sampling Procedures

The Education Committees Yearbook 1966-67 provided the national
population of Education Authorities, vis. The County Council Education
Committees (listed alphabetically) and their sub-divisions of Divisional
Executives and Excepted Districts, together with the County Boroughs
(listed alphabetically) and the Inner London Authority and London Boroughs

(listed alphabetically). These v.ere numbered from 001 to 350.

Table» of random numbers (Lindley and Miller 1964) were used to
draw 14 Authorities (listed below) within whose jurisdiction there ware
133 Secondary Modem and High Schools (non-selective); 558 Junior Schools
(with and without Infants); and 186 Infant schools. Table 2 shows that
the sample was not significantly different from the total population of

schools in England and Wales from which it was drawn.
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TABLE 2
Comparison of sample of schools with total population
of schools in England and Wales from which the sample
was drawn.

(Statistics of Education 1967 Vol. 1. Table 4)

Infant Junior Secondary
5489 17271 3845
186 558 133

X = 0.617 df.2. (not significant).

»

Letters were sent to each County Education Officer, Chief Education
Officer and Divisional Education Officer seeking permission to contact
headteachers and to invite their participation in the proposed research.
Permission to approach headteachers was given in all cases with a number
of safeguards specifically requested by certain Chief Education Officers.
These asked that headteachers be informed that whilst the Authority
approved of the researcher's approach to the headteacher, whether or not

he/she chose to participate was entirely a matter of personal discretion.

The Authorities involved were:-

Buckinghamshire (Amersham and Chesham)
Surrey (Esher)

Cambridge City

Merthyr Tydfil

West Bromwich

West Nottinghamshire

Southend-on-Sea

Westmorland

Buckinghamshire (Aylesbury)
Huyton-with-Roby



Cheshire (Division 10 Macclesfield)
West hiding (Division 37 Penistone)
(Division 19 »Vharncliffe)
(Division 17 Staincross)
London Authority (Havering)
Breconshire
Secondary School Sample
Alteration to the original 133 schools sampled occurred as follows:-
(a) one school drawn proved to be a Secondary E.S.N. and was dropped
from tiie sample.

(b) one school had been closed due to reorganization.

(c) one school had been closed following the Aberfan disaster.

The total secondary school sample was thus 130. All the schools
were contacted and their headteachers invited to participate in the

research.

Junior School Sample

Of the total 558 schools within the 14 participating Authorities,
1 school in 4 from the dphabetized lists of each Authority was selected.
139 Junior schools were contacted and their headteachers invited to

participate.

Infant School Sample
Of the total 186 schools within the 14 Authorities, 2 in every 3
from the alphabetized lists of each Authority were selected. 126 Infant

schools were contacted and their headteachers invited to participate.

Questionnaire returns
The schools were initially contacted on January 25th, 1967. First

follow-up letters were sent out on February 15%h; second follow-up letters
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were despatched on February 25th; a final printed postcard asking for the
return of the questionnaire and/or details of the reasons for non-return

was sent on March 8th. An analysis of the returns is set out below.

SECONDARY SCHOOL SAMPLE RETURNS

n Jo

Initial questionnaire 63 48.4
First follow-up 31 23.8
Second follow-up 10 7.7
Final postcard 6 4.6

TOTAL return 110 845
Enclosed in stamp-addressed (return) envelope
Unusable 3
Outright refusal 8
No reply at all 9

TOTAL 20 154

JUNIOR SCHOOL SAMPLE RETURNS
n %

Initial questionnaire 56 40.2
First follow-up K7 24.5
Second follow-up 19 13.7
Final postcard 14 10.1

TOTAL return 123 88.5
Enclosed in stamp-addressed (return) envelope
Unusable 3
Outright refusal 8
No reply at all 5

TOTAL 16 11.4 . n



60.

INFANT SCHOOL SAVPLE RETURNS

n %

Initial questionnaire 54 42.8
First follow-up 36 28.5
Second follow-up 13 10.3
Final postcard 7 5.6

TOTAL return no 87.2
Enclosed in stamp-addressed (return) envelope
Unusable
Outright refusal
No reply at all 8

TOTAL 16 12.7

The overall return was 343 questionnaires representing a percentage
return of 86.872. On 3 scripts which could be identified by coding numbers
by type of school, the respondents were unwilling to supply any personal
data. In a number of analyses therefore, the effective sample size is

reduced to 340.

Description of the measurement techniques.

It will be recalled that the two objectives of the study are, firstly,
with various subgroupings of the total headteacher sample, to test a
number of hypotheses derived from organizational theory. Further, in the
absence of theory, to explore what Gross and Herriott (1965) have proposed
as "common-sense correlates” of headteachers' role conceptions. This
first section of the study is referred to as the interposition analysis
being concerned with the amount of agreement or diaagreement between

specific groups of headteachers on the HHDI items.

The second, and major, objective of the study is to construct a 'map’
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of the headteacher position as they themselves describe it, by reference
to their owmn role conceptions and to those expectations for a head's
behaviour that they attribute to teacher and parent members of their role-
set. It is referred to as the phenomenological analysis. This approach
expresses the viewpoint that whether or not teachers and parents do hold
expectations that are discrepant one with another or with those that heads
themselves hold, if headteachers are ignorant of such discrepancies then
the question of role conflict or role strain is, as Gross (1958) comments,
"residual”. It is when discrepancies are perceived by headteachers
(whether they actually exist or not) that they are potential sources of
psychological discomfort. From a phenomenological point of view, it is
our ideas about the world which influence us rather than objective reality
(Snygg and Combs, 1959» Backman and Secord, 1968). A number of studies
of personnel in industrial and educational settings have demonstrated the
usefulness of this conceptualization and the consequent approach to the
analysis of role-set relationships. (Jenkins and Lippitt, 1951» Doyle
1956, Gross, Mason and McEachern 1958, Biddle, Rosencranz and Rankin,
1961, Brown 1964, 1966, Kahn et al, 1964, Burnham 1964, Biddle 1968, Crone

1968, Musgrove and Taylor 1969).

Measurement Techniques
(1) The interposition analysis

The following symbols are adopted in describing the chosen sub-
groupings of headteachers in the interposition analysis.

H the headteacher's own role conceptions

@) the headteacher's attribution to teachers of expecta-
tions for a headteacher's behaviour.

P) the headteacher’'s attributions to parents of expecta-

tions for a headteacher's behaviour.
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older headteachers.

younger headteachers

Infant school headteachers
Junior school headteachers
Secondary school headteachers
male headteachers

female headteachers

small school headteachers

T®UvVZo o <o

large school headteachers
Inner 'inner' ring school headteachers
Outer ‘'outer' ring school headteachers
A computer programme was written by which the frequencies of the
responses of headteachers over the five response categories of the HRDI

(AM-PS-MII'N-PSNFAMIN) were summated in respect of the following sub-groups

GROUPINGS HRDI SECTION

P 2 ay il
0 166 Y 174 # * N
[ no J 123 « * *
J 123 S no « * #
Inner 95 Outer 245 * « *
U 162 P 178 * * *
am 196 L 147 - « *
MO 80 PJ 43 - « '
B 82 PS 28 * « *
SmU & LJ 41 * -
s 26 LS 84 * « *
sml 83 LI 22 * * «
LSmJ 42 MLJ 38 # * '
MBS 19 M.S 63 « « i

The sub-groupings were elected in the light of the hypotheses and

common-sense correlates referred to above and set out in detail on pages

66 to 105.



Selection of significance level

In view of the exploratory nature of a number of the comparisons in
this first part of the study, particularly those based upon ‘'latent’' roles
such as sex and age, the reasoning of Gross and Herriott 0-965) was followed

and the .05 level of statistical significance was adopted.

Selection of appropriate statistical test

Inspection of the distributions of the frequencies on the 78 HRDI
items in the various sub-groups of the total headteacher sample indicated
that in the majority of cases the distributions were skewed. Following
Siegal's (1956) discussion, chi square was selected as the appropriate
statistical technique for the analysis of the responses of the independent
sub-groups of headteachers. A computer programme was written and tested
for the chi square analysis. A hypothetical example of the interpositional
analysis by chi square and the interpretation of the result is given in

Appendix 2

(2) The phenomenological analysis - Selection of significance level

In Blalock's (i960) discussion on the selection of significance
levels a rule of thumb is offered which is adopted in the second section
of the present study. Blalock suggests that the "researcher should lean
over backwards to prove himself wrong or to obtain results that he actually
does not want to obtain". In addition to such caution to conservatism,
the size of the sub-groups in the phenomenological analyses and the number
of items on the HRDI urged the adoption of the .01 level of statistical

significance.

Selection of appropriate statistical test.

The analysis of the headteachers' role conceptions in relation to
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their attributions to teachers and parents was conceived of as a problem
in the measurement of change, for having responded as headteachers, the
sample then cognitively changed to the position of the teachers (and later,
parents) to express the expectations of these two counter positions for a
headteacher's behaviour. In choosing an appropriate test of change an
important consideration was that the an lysis must proceed from an examina-
tion of each individual's scores on (H), (T), and (F) on the HRDI inven-
tory. Measurements dependent upon grouped scores would tend to mask the
identification of changes which occurred in both directions. An adapta-
tion of the McNemar test for the significance of change was discussed, and
developed by colleagues * in the Department of Mathematical Statistics and
the School of Research in Education at Bradford University. A computer
progr mce v.as written to permit analysis by the adaptation of the McNemar

test.

A hypothetical example of the phenomenological analysis by the
adaptation of the McNemar test is given in Appendix 3» together with the

interpretation of the result.

Appendix 4 describes the 9-part typology empirically-deduced from

the analysis of the total phenomenological data.

* the generous help of Professor M. Cent, Department of Mathematics, Mac-
Master University, Canada, formerly Senior Lecturer in Statistics, Uni-
versity of Bradford, and Dr. A.C. Smithers, Senior Lecturer in the
School of Research in Education, University of Bradford, is gratefully

acknowledged.
The computer programme for analysis by the modified McNemar test was

written and developed by Mr. S. Houghton and Miss M. Holdaway of the
University of Bradford Computer Department.
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CHAPTER 3

THE INTERPOSITIUIA.L ANALYSIS

Data in connection with the secondary objective of the research
are reported before the major phenomenological analysis. The purpose in
this order of presentation is that the specific hypotheses tested in the
interpositional analysis are juxtaposed to the review of the literature

from which they are derived.

The interpositional analysis reports the testing of a number of
hypotheses far the purpose of which the headteacher sample is grouped
according to situational criteria (the type, size and location of schools)

and personal criteria (the sex and the age of the headteachers).

1. THE TYPE 0? SCHOOL - Infant. Junior and Secondary

In formulating hypotheses concerning differences in the role con-
ceptions of headteachers differentiated by the type of schools for which
they are responsible, the empirical research and informed commentary of a
number of researchers is of particular relevance. (Naegele 1956, Parsons
1959, Wilson 1962, Bidwell 1965, Blyth 1965, Corwin 1965, Hoyle 1965,
Dreeben 1967). Their discussions relate to the differing functions of
primary and secondary school stages in those on-going processes of socia-
lization, selection and allocation and to the consequent differences in

the role conceptions and role behaviour of their adult school personnel.

(a) Differences in role conceptions at Primary School level.
The mother-surrogate role
In comparison with Junior and Secondary schools, the Infant school

is probably best characterised by the requirement of role-diffuseness in it*
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teaching personnel and their affective involvement with children in
parent-substitute relationships. Infant school headteachers as compared
with their Junior school colleagues can be expected to place stronger
emphasis on 'mother surrogate' aspects of their role in relation to child-

ren, specifically,

HYPOTHESIS 1. Infant headteachers as compared with Junior headteachers
will give significantly greater support to Item 16,
"Require children's movement about the school to and from

classes and to play to be supervised by teachers or prefect™1

FINDING-

ITEM NO. Hypothesis Groups Significance Direction
X2 df -
supported Compared Level Predicted

16. Yes 1-J 8.460 3 <03 Yes

Appropriate Primary School Activities

It is reasonable to assume that over a range of children's activities,
headteachers will more strongly support those particular activities which
are generally held to be most appropriate for the age range for which they,
the heads, are responsible. Thus, for example, out-of-school clubs are
more appropriate activities for older rather than younger children, and
emphasis upon reading and writing skills generally comes later in Primary

school rather than earlier. It follows, therefore, that,

HYPOTHESIS 2. Junior headteachers as compared with Infant headteachers

will give significantly greater support to the following
items:
Item 3. "Stress the teaching of the 3 R's as the school's

most important task"



67

Item 25. "lInsist upon neatness and tidiness in children*«
o't ten work".
Item 2. "Encourage pupils and staff to develop clubs and

societies as out-of-school activities".

FENDING
Item No. Hypothesis Groups X2 df Significance Direction
Supported Compared Level Predio ted
3 No 1-J 8.657 4 ns Yes
25 Yes 1-J 13.297 2 'GEE Yes
2 Yes 1-J 9.658 2 .01 Yes
Communication and contact - Primary School parents

The frequent, informal contact between parents, teachers and head-
teacher which is characteristic of most Infant schools is probably the
most important means of regular communication between the home and the
school« The change from Infant to Junior school is generally marked by
a decrease in opportunities for informal contact as the child grows in
independence and no longer needs to be taken to school or met out of
school by mother. The necessary communication between home and school
may, in consequence, need to be more formalised and it may be expected
that Junior head-teachers are more concerned than their Infant colleagues
with ways of instituting contact and communication with parents. It

follows that,

HYPOTHESIS 3. Junior headteachers as compared with Infant headteachers

will give significantly greater support to the following
items:
Item 56. "Meet parents informally in local oomminritv

affairs and activities."
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Item 62. "Encourage the development of .joint parent-
teacher social activities«"

Iteju.qS.t— "Schedule a definite period during which patents
may discuss problems with the headteacher

IteW 731 !lFroviae_.aeetins when Parents* suggestions and
requests can be discussed with the head and the staff con-
cerned.”

Item 74. "Take an active interest in the problems of the
school neighbourhood by holding a responsible position in a
community organization."”

Item 77. "Let parents know what he considers to be desir-

able standards concerning; school dress, time devoted to

homework etc."

FINDING

Item No. Hypothesis  Groups X2  df Significance Diregtion
Supported Compared Level Predicted

56 Yes 1-J 19.051 2 .001 Yes

62 Yes 1-J 10.062 3 .025 Yes

65 No 1-J 5.020 3 ns Yes

73 No 1-J 1569 2 ns Yes

74 Yes 1-J 17.904 2 .001 Yes

77 Yes 1-J 6.714 2 .05 Yes

(D) Differences in role conceptions at Junior and Secondary levels.
Three specific points of differentiation between Junior and Secon-

dary schools are selected in the formulation of hypotheses concerned with

the different role conceptions of Junior and Secondary heads; they are:

i» the social development of the pupils,
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ii. the academic content of the school curriculum,

iii. the organizational structure of the school.

Appropriate Secondary School Activities

As was postulated earlier (Hypothesis 2), certain children’'s
activities are generally held to be more appropriate to older Cither than
younger ages. At secondary level particularly, semi-autonomous clubs and
societies together with pupil representation on elected committees are
fostered and encouraged as ways of promoting self-responsibility and
independence. It can be expected, therefore, that such appropriate
activities may be more strongly supported by Secondary as compared with

Junior headteachers. Specifically,

HYPOTHESIS 4. Secondary headteachers as compared with Junior headteachers
will give significantly greater support to the following
items:

Item 2. "Encourage pupils and staff to develop clubs and
societies as out-of-school activities."

Item 4. "Meet representative groups (prefects, class reps.)
to discuss school problems such as movement about the

school, lost property etc."”

FINDING-
ltem No. Hypothesis Groups %2 df Significance Direc_:tion
Suppor ted Compared Level fr-edic ted
Yes J-s 50.592 1 .001 Yes
Yes J-S 15523 2 .01 Yes

Subject specialism and the instructional role of the headteacher.

A characteristic of the Secondary school is what Blyth (1965) has
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called 'its much more instruction-centred pattern of teaching' by compari-
son with comnmon Primary school practices. The exj>loration of a wide
range of interests commonly undertaken by Junior school children is, at
Secondary level, often thought to be more appropriately channelled into
specific subject areas. The organization of tiie curriculum into subject
specialisms has consequences for the headteacher's role as instructional
leader vis a vis his staff (Thompson 1961). Whereas the Junior school
head, generally a non-graduate, is'‘primus inter pares', the Secondary
head, an erstwhile subject specialist is one among other specialists in

different disciplines. It follows that,

HYPOTHESIS 5. Secondary headteachers as compared with Junior headteachers

will give significantly less support to the following items:

Item 1. "Encourage children to follow up their own
interests in specific periods allocated for this purpose.”
Item 20. "Examine a representative sample of the work

of each class during the school year.”

Item 48. "Know what is going on in each classroom

in the school.”

FINDING
Hypothesis Groups Significance Direction
vk
Item No Supported Compared df Level Predio ted
1 Yes J-S 28.114 2 .001 Yes
20 Yes J-S 10.304 2 .01 Yes
48 Yes J-S 27.111 2 .001 Yes
Status differentiation - staff

To some extent, status differentiations among teaching staff derive
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from the relative complexity of the hierarchy of positions that obtain
within particular schools. Whereas in many Junior schools it may be
difficult to define a hierarchy more complex than ’'head-deputy-teachers’,
at Secondary level it is often the case that 'seconds' and 'thirds’' in
specific subject departments are readily known to members of staff and
referred to in these terms. One might expect,therefore, that Junior
headteachers are less likely to differentiate between teachers who, as a
group, are less conscious of status differentiation than their secondary
colleagues. Put another way, Secondary headteachers may perceive stronger
teacher expectations than their Junior colleagues, that the Status differ-
entials between teachers should be maintained. It follows, therefore,

that,

HYPOTHESIS 6« Junior headteachers as compared with Secondary headteachers
will give significantly greater support to,
Item JZ- "Encourage an equal voice in school matters 1O

young and old teachers alike™.

gIHDING-
Iltem NoJ Hypothesis Groups N df Significance Dire(_:tion
Suppar ted Compared Level Predicted
37 Yes J-S 19.356 2 .001 Yes
Status differentiation - Headteacher

Concerning the headteachers themselves, the 'primus inter pares'
position of the Junior head contrasts with that occupied by the Secondary
headteacher who is often located at the apex of a highly differentiated
hierarchy of positions and their concomitant statuses. Centralization of

authority has been shown to be a feature of such organization with accom-
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panying beliefs in the right of leadership position to command the

obedience of organization members. It follows then that,

HYPOIKESI3 7. Secondary headteachers as compared with Junior headteachers

will give significantly .greater support to the following
items:
Item 42. "Expect staff to carry out his decisions even

when they believe them to be unsound.”
Item 45. "Use veto power when a staff decision is contrary

to his firmly-held convictions."”

FINDIN&
ltem No. Hypothesis  Groups «2 4f Significance  Direction
Supported Compared Level Predio ted
42 Yes J-S 11.738 3 .01 Yes
43 Yes J-S 17.900 3 .001 Yes
Communication and contact - Secondary school parents

Problems of communication and contact with the home, to which
reference was made in the Infant-Junior analysis, may be exacerbated by
the wider catchment areas on which secondary schools draw and the con-
sequent lack of opportunities for parent-teacher-headteacher meetings.
Moreover, it is at secondary school level, when infringements of rules
and regulations often take a more serious form, that such communication

and contact may be most beneficial. It can be expected, therefore, that:

HYPOTHESIS 8. Secondary headteachers as compared with Junior headteachers
will give significantly greater support to foe following

items:



73

Item 71« “Inform parents of changes in school planning
and activities."”

Item 77» "Let parents know what he considers to be
desirable standards concerning school dress, time devoted
to homework etc."

Item 78« "Send for parents of children whose attitudes

or behaviour do not satisfy the standards he requires for

the school.”
mmins
ltem No. Hypothesis Groups X2 df Significance Direction
Supported Compared Level Predicted
71 Yes J-S 7.788 2 .025 Yes
77 Yes J-S 24.437 1 .001 Yes
78 Yes J-S 10.592 1 ¢ OO32 Yes

Communication within the school

Problems of communication within the school itself may be more acute
where the school organisation is more highly differentiated and complex
and more marked by hierarchical statuses. The head of such a school
might be expected to place greater emphasis on maintaining channels of
communication between himself and his staff than his colleague in a school

less hierarchical in its structure. It follows, therefore, that,

HYPOTHESIS 9. Secondary headteachers as compared with Junior headteachers
will give significantly greater support to item:
Item 47« "Expect the deputy-head or heads of departments
to inform him of general staff feeling on important school

issues N
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FINDING
ltem No. Hypothesis Groups X2 df Significance Direction
Supported Compared Level Predicted
47 Yes J-S 8.505 1 .005 Yes
SUMVIARY

Differences in the role conceptions of headteachers distinguished

by type of school are reported in connection with the following factors:-

Firstly, the level of emotional, intellectual, and
social development of the pupils, (items 1, 2, 4, 16

and 25).

Secondly. the academic content of the school curriculum
and its consequences for their instructional leadership

(items 20 and 48).

Thirdly, the hierarchical organization of the school

and its consequences for communication (items 37, 42,

43, 47).

Fourthly, the varying degree of contact between parents
and the school and the consequent institution of formal
as opposed to informal patterns of communication. (items

56, 62, 71, 74, 77 and 78).

2. THE SIZE OF THE SCHOOL - Large Sohools and Small Schools

Despite inconsistency in sonme of the research findings, the weight

of evidence support» the view that the size of the school is related to

the exercise of bureaucratic authority within the school. (Gross 1958,
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Bowman 1903, Bidwell 1965, Hartley 1964, MacKay 1964, MacKay and
Robinson i960).

That school size and bureaucratization are related constitutes the
major proposition in the following analysis. The analysis, however, is
made difficult because of the disproportionate number of large schools
which are secondary.* These have already been shown to possess certain
bureaucratic tendencies (Hypotheses 6 and 7)» In comparing large and
small schools, therefore, differences are also present which serve to
distinguish Primary from Secondary schools.

The total number of headteachers sampled does not permit systematic
controls to be made over one or more of the situational and personal
variables, while studying the effect of size on headteachers' role con-
ceptions. Where the frequencies in headteacher sub-groupings do allow
analysis by chi square, the effect of 'type of school' and 'sex' plus
'type of school' is controlled while examining the variable ‘'size'. Where
such strategies are employed, the sub-groupings are identified and the
results of specific analyses which lend further evidence to those in the
main ‘large school' - 'small school' comparisons are reported.

The analysis is particularly concerned with the following bureau-

cratic features in relation to headteachers' role conceptions,

(a) the authority of the headteacher as leader.

(b) his concern for a hierarchically-structured authority system within
the school and the consequent maintenance of 'social distance’
between members.

(c) the application of universalistic as opposed to particularistic

criteria to governtie relationships between organization members.

. Secondary Junior Infant

Large school a4 41 22
Small school 26 82 88



(d)

(e)

)

(@

(h)

)
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his emphasis upon the application of rules and regulations to
govern procedures.

his stressing of activities which promote continuity of procedure»
and their standardization within the organization.

his support for procedures which lead to increased technical
competence of organizational members.

the promotion of organizational expertise by the implementation
of suggestions from outside expert sources, but at the same time,
the protection of the organization from outside pressures arising
from non-expert, non-technical sources.

his concern for the communication of information to organization
members and the receipt of information relevant to the functioning

of the organization.

The authority of the headteacher as leader

Stronger bureaucratic role conceptions on the part of headteachers

might be expected to manifest themselves in beliefs that the incumbency

of the headship position carries with it the right to expect automatic

obedience from staff and the arbitrary authority to tell parents what the

headteacher requires in respect of school standards. If the size of the

school is related to such beliefs one might hypothesise that,

HYPOTHESIS 10. Large school headteachers as compared with small school

headteachers will give significantly greater support to
the following items:
Item 42. "Expect staff to carry out his decisions even

when they believe them to be unsound.”
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Item 43. "Use veto power when a staff decision is
contrary to his flrml,v-held convictions."”

Item 77. "Let parents know what he considers to be
desirable standards concerning school dress, time devoted
to homework etc«"

Item 78. "Send for parents of children whose attitadeas
or behaviour do not satisfy the standards he requires

for the school."

FINDING
- 9 - -r= - -
ltem No. Hypothesis Groups o df Significance Dlrec_tlon
Supported Compared Level Predicted
42 Yes L-S 11.351 4 .025 Yes
Yes LI-SI 6.787 2 .05 Yes
43 Yes L-S 16.481 4 .005 Yes
77 Yes L-S 16.973 2 .001 Yes
Yes LI-SI 5.747 1 .025 Yes
78 Yes L-S 13.851 1 .001 Yes
Yes U-SJ 8.382 1 .005 Yes
Yes i'LI-MSJ 6.266 1 .025 Yes

The headteacher's concern for the hierarchically-structured authority
system of the school and the maintenance of ’social distancelbetween
organization members.

Three items are apposite to the analysis of bureaucratic role con-
ceptions in relation to teaching staff; two items in connection with

parents.

HYPOTHESIS 11. Large school headteachers as compared with small school

headteachers will give significantly greater support to
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the following items,

Item 30. "Stay out of the staff coainon room.¥*

Item 57» "Get right away fromthe school locality for

his relaxation and entertainment."

and, large school headteachers as compared with small school

headteachers will give significantly less support to the

following items.

Item 31. "Meet members of staff informally in his own
home."
Item 37. "Encourage an equal voice in school matters

to young and old teachers alike."

Item 56. "Meet parents informally in local

affairs and activities."

FINDING
Hypothesis Groups Significance

Item No. Supported Compared X2 df Level

30 No L-S 5.462 4 ns

57 No L-S 7.189 3 ns

Ye3 LJ-SJ 6.831 2 .05

31 Yes L-S 16.345 2 .001

37 Yes L-S 8.798 3 .05

56 Yes L-S 9.786 3 B

community

Direction
Predicted

Yes

Yes

Yes

Yes

Yes

Yes

The application of universalistic as opposed to particularistic criteria

to govern the relationships between organization members.

If size of school and bureaucratic role conceptions are related,

one might expect a greater concern on the part of the large school head
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that decisions with respect to pupils, teachers and parents should be

based upon universalistic as opposed to particularistic considerations.

It follows,

therefore, that,

HYPOTHESIS 12. Large school headteachers as compared with small school

and,

PIMPING

Item No»

35
61

Hypothesis Groups

headteachers will give significantly greater support to:
Item 9. "Put the welfare of all pupils above that of
an individual child.”

Item 35» "Put the welfare of the whole staff above
that of an individual member."”

Item 61. "Apply a general school rules policy when
particular parents request special considerations for
their child.”

Item 58. "Defend parents against unsubstantiated

criticisms by teachers.”

large school headteachers as compared with small school
headteachers will give significantly less support to:
Item 49. "Compliment a teacher on his work in front
of other members of staff.”

Item 32. "Support a teacher's disciplinary decision

even when he believes it to be unfair to the pupil(s).”

Significance Direction

supported Compared X2 df Level Predicted
No L-S 7.520 3 ns No
No L-S 1.105 2 ns Yes
No L-S 1.834 4 ns Yes
No L-S 4.877 2 ns Yes
Yes LJ-SJ 7.209 2 .05 Yes
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Hypothesis  Groups X2 Significance Direction

Item Ho. df
Suppor ted Compared Level Predicted
/cont...
49. No. L-S 2.187 4 ns Yes
Yes LS-SS 10.413 1 .005 Yes
Yes MLS-MSS  7.904 1 .01 Yes
r 32 Yes L-S 9.769 4 .05 Yes

Snphasis upon the application of rules and, regulations to govern procedures
One might expect that the more bureaucratic the role conceptions of

the headteacher in respect of the application of rules and regulations to

govern school procedures, the greater the support he would give to rules

in connection with pupils' records and the professional planning of teach-

ing staff. Specifically,

HYPOTHESIS 13. Large school headteachers as compared with small school
headteachers will give significantly greater support to the
following items:

Item 21. "Insist that children's personal record cards

be kept up-to-date by teachers and secretarial staff.”

Item 40. "Require records or forecasts of every teacher's
work."
FINDING

ltem No. Hypothesis Groups X2 df Significance Direction
Supported  Compared Level Predicted

21 Yes L-S 7.730 2 .025 Yes

Yes LJ-SJ 6.977 1 .01 Yes

Yes MLJ-MSJ  6.408 1 .025 Yes

40 Yes L-S 9.785 3 .025 Yes

Yes LJ-SJ 6.472 2 .05 Yes



Emphasis upon activities which promote continuity of procedures
and their standardization within the organization.

By discouraging teaching methods in individual classrooms that
are widely different from those employed generrlly throughout the school,
the headteacher may nmake it easier to transfer pupils within the system
and to replace teaching staff when necessary. The following hypothesis

is advanced in respect of item 29.

HYPOTHESIS lit. Large school headteachers as compared with small school
headteachers will give significantly greater support to:
I tem 29« "Forbid teachers to use classroom methods that

are, in his opinion, too "outlandish” andimpracticable.

FINDING
Hypothesis Groups Significance Direction
Item No.
Supported  Compared x2 df Level Predicted
29 Yes L-S 9.932 4 .05 Yes
Ye3 L3-SS 8.647 1 .005 Yes
Yes MLS-MSS 7.171 1 .01 Yes

Support for procedures which lead to increased technical competence of
organization members.

This aspect of bureaucratic role conceptions on the part of head-
teachers focusses upon the technical competence of the teaching staff
either in respect of the age range that they teach or their particular
subject discipline. Specifically,

HYPOTHESIS 15. Large school headteachers as compared with small school

headteachers will give significantly greater support to

the following item:
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Item p2. 'Expect staff to support in-service professional

courses relevant to their sub.ject or age range,l

finding
ltem No. HYpothesis  Groups %2 df Significance Direction
Supported Compared Level Predic ted
52 Yes L-S 6.08If 2 .05 Yes

The promotion of organizational expertise by the i ;piemeritation of
suggestions from outside expert sources.

The emphasis here is upon the professional expertise of a source
external to the organization in suggesting ways of increasing the effect-
iveness of that organization. In application to the school, Her Majesty's
Inspectorate is exampled as perhaps the most prestigeful expert source of

influence external to the school. Specifically,

‘IYPCTrikE.ilS 16. Large school headteachers as compared with small school
headteachers will give significantly greater support to:
Item 53. "Implement suggestions made by H.M.l. for the
improvement of some aspect of the school curriculum or

teaching methods."

FINDING
Item No. Hypothesis ;jeroups df ¢ignificance Direction
Suppor ted Compared Level Predicted
53 No L-S if. 900 2 ns Yes
Yes LI-SI 8.115 2 .025 Yes

Protection of the organization from outside pressures arising from non-
expert. non—technical sources.

In contrast to Her Majesty's Inspectors who were cited as examples
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of external expert sources, parents are taken as representatives of
non-educator, non-expert sources of potential influence upon the school.
Headteachers holding stronger bureaucratic role conceptions are expected
to be more resistant to parental influence than heads with less strong

beliefs about this specific aspect of their leadership behaviour.

HYPOTHESIS 17. Large school headteachers as compared with small school
<headteachers will give significantly less support to,
Item 54. "Invite parental discussion of new practices

before their introduction into the school programme.”

and, Large school headteachers as compared with small school
headteachers will give significantly /greater support to,
Item 55. "Resist external pressures from parents to alter

the school curriculum or the teaching methods used."

FINDING
Hypothesis  Groups Significance Direction
Item No.
Supported Compared X2 df Level Predicted
54 No L-S 8.859 3 ns Yes
55 Yes L-S 10.002 3 =2 Yes
Yes LJ-SJ 6.709 1 .025 Yes

Concern for the communication o f information to organization members and
the receipt of information relevant to the functioning of the organization
The larger the school, the more difficult the problems of co-
ordinating and controlling the work of a larger number of staff and pupils
who are timetabled in a wider variety of classroom permutations to use a

greater range of equipment and materials.

An effective communication net is essential to the smooth and
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efficient functioning of a large school. Heads of such schools, there-
fore, may be expected to be more concerned than their small school coll-
eagues with such communication nets both as ways of sending relevant
information to specific organization members and as ways of receiving

information from member-sources. Specifically,

HYPOTHESIS 18. Large school headteachers as compared with small school
headteachers will give significantly neater support to
the following items:

Item 19« "Keep children informed about policy and
organizational changes that in any way affect them."

Item 22. "Require important incidents concerning pupils
in out-of--school hours to be brought to his notice.”

Item 45« "Keep staff informed about policy and organize-
tional changes that in any way affect them."

Item 46. "Get to know the strengths and weaknesses of

his teachers.”

Item 47. "Expect the deputy-head or heads of departments
to inform him of general staff fueling on important school
issues."”

Item 66. "Require staff to be available to discuss pupils
work at a school 'parents' evening."

Item 71. ‘“Inform parents of changes in school planning
and activities."”

Item 72. "Seek information from parents about children's
homework habits, bedtime, week-end activities, reading

habits."
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Item 75. "Publicly thank parents for their cooperation.”
Item 76. "Publicly express disapbointment at the lack

of parental cooperation.”

FINDING

rem No. (IPOUCSS Qoube xe ar  Sigpificance  pirection
19 No L—s 2.763 2 ns Yea
2 Yen L-S 8.853 2 .025 Yes
45 Yes L-S 5.442 1 .05 Yes
46 Yes L-S 9.382 1 h '\ oo8 Yes
47 No L-S 5.449 2 ns Yes
66 Yes L-S 18.343 2 .001 Yes

Yes LJ-SJ 9.250 2 .01 Yes

71 No L-S 3.979 3 ns Yes
72 No L-S 2.970 3 ns Yes
75 No L-S 3.150 2 ns Yes
76 Yes L-S 10.176 4 .05 Yes

SUMVARY

Differences in the role conceptions of headteachers distinguished
by their responsibility for large or small-size schools are reported in

connection with the following aspects of their work,

Firstly, their authority as headteachers (items 42, 43, 77 and 78).

Secondly, their degree of concern f or the maintenance of a hierarchically-
structured authority system within the school (items 31, 37, 58 and
57). j

Thirdly. their application of universelistic as opposed to particularistic
criteria in dealing with organization members (items 32, 49 and 58).

fourthly, their emphasis upon rules and regulations both to govern the
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procedures of the organization and to promote continuity and
standardization in those procedures (items 21, 29 and 40).

Fifthly, their concern for ways of increasing the competence of organiza-
tion members in the performance of their work (item 52).

Sixthly, their relationships with expert and non-expert external sources
which seek to exercise influence upon the organization (items 53
and 55).

Finally, in their concern for the flow of relevant communications to
organization members and the receipt of information from member-

sources. (ltems 22, 45» 4°, 66, and 7b).

3. 'JE LOCATION OF THU oGHOOL - ’Inner-ringl Schools and ’'Outer-ringl
School».

An important conclusion of the Herriott and St. John study (1966)
to which reference was made earlier, was that whilst principals of lower
socio-economic status (SES) schools expressed greater dissatisfaction with
their posts than principals of higher SES schools and wished for transfer,
those expressions of dissatisfaction were due to their appraisals of the
degree of community indifference that they faced and the low quality of
staff morale. Principals of lower SES schools were not shown to hold

different normative role conceptions from principals of higher SES schools.

In one important respect, the promotion policies of some Local
Education Authorities, particularly in connection with Primary schools,
are similar in consequence to the process of "horizontal mobility"
described in Becker (1952, 1953) and Herriott and St. John (1966). Often,
the headteacher who is initially appointed to a "poorer" school within

an Authority can rightfully expect that the retirement or demise of his
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senior colleagues will result in his eventual translation to a position

in a "better" school. As a newly-appointed head, he will be keen to
prove the wisdom of the selection committee's choice despite his realistic
and sober appraisal of the problems that he may face. There is no
reason, therefore, to believe that the headteacher appointed to the
"poorer" school should hold normative role conceptions which differ sub-
stantially from those of fellow-headteachers in the "better" suburban
schools. Moreover, as Becker has argued, there is good reason to suppose
that where imaginative leadership of the "poorer" school is the surest way
to the incumbency of a "better" one, the headteacher will tend to maintain
initial role conceptions despite the adverse environmental effects docu-
mented in Herriott and 3t. John and described in a British setting by

Mays, .(ebb, Partridge, Target, Jackson and Marsden and others.

The arguments advanced above lead to the proposition that whilst
there may be no significant differences in the normative role conceptions
of inner-ring headteachers and outer-ring headteachers, one might expect
important and identifiable differences in their perceptions of expecta-
tions arising from the external environment of the school (i.e. parents)
and to a lesser extent from its internal environment as expressed in this

study by teachers.

The role conceptions of inner-ring school headteachers Ifli(H), and outer-
rin™ school headteachers OUT(H).
A null hypothesis is proposed in respect of differences in the role

conceptions of headteachers of inner-ring and outer-ring schools.

HYPOTHESIS 19. There are no significant differences in the role concep-

tions of inner-ring school headteachers, IN(H) and outer-
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ring school headteachers, OUT(H) as described on the
HRDI.

FINDING- The null hypothesis is rejected in respect of 3 out of
78 items on the HRDI. That is to say, on 75 of the
78 HRDI items, inner and outer ring school heads cannot

be differentiated in respect of their role conceptions.

Item No. Groups Compared X2 df Significance Level
21 IN(H)-0UT(H) 8.024 2 .025
24 in (h)~out(h) 9.775 3 .025
78 IN(H)-OUT (H) 7.844 1 .01

Headteachers of inner-ring schools as compared with headteachers
of outer-ring schools gave stronger mandatory support to the following
aspects of their work,

"Insist that children's personal record cards be kept up-to-date

by teachers and secretarial staff." (item 21).

"Send for parents of children whose attitudes or behaviour do

not satisfy the standards be requires for the school." (item 78).

Headteachers of inner-ring schools as compared with headteachers
of outer-ring schools gave proportionally greater support and proport-
ionally less rejection to,

"Reprimand a child about his work in front of other children."

(Item 24).

The attributed expectations to teachers by inner-ring school headteachers
IN(T), and outer-ring school headteachers OUT(t) .
Teachers and pupil discipline.

Children attending the inner-ring schools of large towns or cities
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and the schools on vast corporation estates are generally held to present
their teachers with greater disciplinary problems than their fellow-pupils
from rural and suburban neighbourhoods. Teachers in the inner-ring
schools may, in consequence, set great store by the headteacher who is a
powerful supportive influence to their efforts to maintain discipline in
their classrooms. We might expect, therefore, that headteachers of tiie
inner-ring schools attribute to teachers stronger expectations for the
headteacher's "supportive" role in disciplinary matters, than their coll-

eagues in outer-ring schools attribute to their staffs. Specifically,

HYPOTHESIS 20. Inner-ring school headtechers as compared with outer-ring
school headteachers believe that teachers hold stronger
expectations for the headteacher's behaviour on the follow-
ing aspects of his role,

Item 18. "Teach children to obey orders at once and
without question."

Item 32. "Support a teacher's disciplinary decision even
when he believes it to be unfair to the pupils.

Item 78. "Send for parents of children whose attitudes
or behaviour do not satisfy the standards he requires for
the school."

FINDING

Item No. Hypothesis Groups Significance Direction

X2 df

Supported  Compared Level Predicted
18 No IN(T)-OUT(T) 1.662 3 ns No
32 No IN(T)-OUT(T) 2.519 3 ns Yes

78 No in(t)-out(t) 0.047 1 ns -
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The attributed expectations to parents by inner-ring school headteachers
IN(P). and outer-ring school headteachers OUT(p).
Parents and the headteacher’s authority«

Hypotheses concerning differing perceptions of parental expectations
for the work of headteachers in inner-ring and outer-ring schools are
derived from reports, extant in the literature, of differing attitudes

towards the school among parents distinguished on socio-economic criteria»

Inner-ring school headteachers may perceive stronger parental
expectations for a style of leadership on their part which inculcates
passivity and respect for adult authority in the pupils and compliance

with the orders of a "boss " figure on the part of teachers. Specifically,

HYPCTI1ESIS 21. Inner-ring school headteachers as compared with outer—ing
headteachers believe that parents hold stronger expectations

for the headteacher's behaviour on the following aspects of

his role,

Item 18. "Teach children to obey orders at once and without
guestion."”

Item 42. "Expect staff to carry out his decisions even

when they believe them to be unsound.”
Item 43. "Use veto powers when a staff decision is
contrary to his firmly-held convictions."
Item >4 "Discourage discussion of his decisions at staff
meetings."

and, Inner-ring school headteachers as compared with outer-ring
school headteachers believe that parents hold less strong

expectations for the headteacher's behaviour on the follow-
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Item Ko.

18.
42
43
44
12
17
31
36
37

Hypothesis Groups
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ing aspects of his role,

Item 12. "Allow children to confide in him with problems
he does not wish to discuss with his parents.”

Item 17» "Allov/ children to act upon what he considers
to be wrong decisions ontheir part.”

Item 31« "Meet members of staff informally in his own
home."

Item36. "Encourage a pleasant atmosphere among staff
members by being frie ndly and amqroachable to ill."

Item 37. "Encourage >n equal vo.Lee in school natters to

young and old teachers tilike."

Significance Direction

Supported Compared X2 df Level Predicted
No in(p)-out(p) 2.937 3 ns No
No in(p)-out(p) 8.104 4 ns Yes
Yes in(p)-out(p) 10.519 4 .05 Yes
Yes in(p)-out(p) 12.847 4 .025 Yes
Yes in(p)-out(p) 11.393 3 .01 Yes
No in(p)-out(p) 6.536 3 ns No
Yes in(p)-out(p) 8.153 2 .025 Yes
Yes in(p)-out(p) 9.077 2 O 3 Yes
No IN(P)-OUT(P) 7.943 3 ns Yes

Parental indifference and apathy.

Inner-ring school headteachers may perceive a greater degree of

parental apathy and indifference toward the school and less desire on the

part of parents for contact with the professional staff of the school.

Specifically,
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HYPOTHESIS 22. Inner-ring school headteachers as compared with outer-ring

FINDING

Item No.

54
56
62

74

SUMVARY

school headteachers believe that parents hold less strong
expectations for the headteacher's behaviour on the follow-
ing aspects of his role,

ItemJ&. "Invite parental discussion of new practices
before their introduction into the school programme.l
Item 56. "Meet parents informally in local community
affairs and activities."”

Item 62x "Encoura ;e the development of .joint parent-
teacher social activities."

Item 74« "Take an active interest in the problems of the
school neiKhbourhood by holding a responsible position in

a community organization."

Hypothesis Groups %2 df Significance Direption
Suppor ted Compared Level Predio ted
No IN(P)-OUT(P) 5.367 3 ns Yes
Yes IN(P)-OUT(P) 7.002 2 .025 Yes
No IN(P)-OUT(P) 1.534 3 ns Yes
Yes IN(P)-OUT(P) 10.081 3 .025 Yes

Differences in the role conceptions of headteachers distinguished by

the location of their schools are reported in respect of 3 of the 78 HRDI

items.

These are concerned with reprimanding children, adequately main-

taining their per«onal records, and contacting the parents of those caus-

ing behavioural problems in school (items 21, 24 and 78).
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ces in the attributed expectations of inner—ing and outer—ing
headteachers to their teachers were not found in connection with the head-
teacher's support and backing for a teacher in the latter's relationships

with pupils and with parents, (items 18, 32 and 78).

Differences in the attributed expectations of inner—ing and outer—ring
headteachers to parents were found in connection with:-
i. the headteacher's control of his staff and his degree of
intimacy with then (items 31, 36, 43 and 44).

ii. his counselling role with pupils (item 12).

4. THE A&E OF THE HEADTEACHER
In the absence of previous British research in connection with

the role conceptions of older as compared with younger headteachers, the
formulation of hypotheses draws heavily upon a small number of American
studies of older aril.younger school principals. On this latter evidence,
one might expect that older headteachers are more traditional and less
innovative in their educational views, less concerned than younger heads
with the supervision of their teachers' work and the upgrading of ttieir
classroom performance, and, as persons, tend to be more closed-minded and

authoritarian.

Each of these suggested differences provides the basis for the
grouping together of a number of HRDI items in order to formulate a
number of specific hypotheses with respect to British headteachers.

Traditionalism in outlook and age.

Firstly, in connection with traditionalism in educational outlook,
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HYPOTHESIS 23» Older headteachers as compared with younger headteachers

and

FINDING-

Item No#

28
54

5
29

Hypothesis Groups

will give significantly less support to the following items,
Item 28. "Requisition appropriate equipment for staff who
wish to experiment with new methods»1

ltern 54» "Invite parental discussion of mnea< practices
before their introduction into the school programme."
older headteachers as compared with younger headteachers
will gxve significantly greater support to the following
items,

Item 3, "Stress the teaching of the 3R's as the school's
most important task."

Item 29,  "Forbid teachers to use classroom methods that

are, in his opinion, too "outlandish" and impracticable."

Significance Direction

Supported Compared x2 df Level Predic ted
No 0-Y 1.391 2 ns Yes
No 0-Y 4.289 4 ns No
No 0-Y 6.139 4 ns No
No 0-Y 5.089 4 ns Yes.

Supervision of tenehint performance and age

The second suggest«sd area of di.fferentia tion between the rele con-

ceptions of older and younger headteachers is to do with the degree of

supervision that they believe they should exercise over the professional

work of their staff and their relative concern for improving their

teachers' classroom performance, specifically,

HYPOTHESIS 24. Younger headteachers as compared with older headteachers
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will give significantly /yeater support to the following
items,

Item 20. "Examine a representative sample of the work
of each class during the school year."

Item 27» "Discuss with teachers new material and methods
which might improve the quality of the teaching."

Item 39. “"Supervise the preparation and the teaching of

newly-qualified staff."

Item 40. "Require records or forecasts of every teacher's
work."

Item 48. "Know what is going on in each classroom in the
school.”

Item p2. "Expect staff to support in-service professional

courses relevant to their subject or age range«"

FINDING
Hypothesis Groups Significance Direction
Item No. Supported Compared X2 df Level Predicted
20 Yes 0-Y 6.638 2 025 Yes
" 27 No 0-Y 0.553 1 ns -
D No 0-Y 0.469 2 ns
40 No 0-Y 5.006 3 ns Yes
48 No 0-Y 22906 2 ns No
52 No 0-Y 0.092 2 ns -

Authoritarianism an age.
The third area of differentiation between older and younger head-
teachers suggested by American research is concerned with the authoritar-

ianism of the headteachers. (None of the HKDI items was considered
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suitably analagous to the closed-mindedness/cpen-mindedncss dimension
of Rokeech). In the light of the American studies one might expect that
older headteachers would show a greater degree of authoritarianism in their

role conceptions than their younger colleagues, specifically,

KYFOTNHSID 25» Older headteachers as compared with younger headteachers
will give significantly ,.;reater support to the following
items,

Item 18. "Teach children to obey orders at once and
without question."

I tem 42» "Sxpect staff to carry out his decisions even
when they believe them to be unsound»"

Item 70» "w»hen dealing with a 1difficult* parent, speak

in a voice not to be questioned.”

FINDING
Hypothesis  Groups Significance Direction
It No.
em o Supported Compared X2 df Level Predicted
18 No 0-Y C.696 3 ns
42* No 0-Y 10.941 4 Je~ No
70* No c-Y 11.629 4 .025 No.

*

The finding is sigiificantly different from what was
predicted in the hypothesis.
"Paternalism" and age.

Two "common-sense” correlates of the headteacher's age are now
proposed. Firstly, it often seems to be the case that the older head-
teacher, more than his younger colleague, acts out a "father-figure" role
in the school both in his dealings with children and with younger members

of his staff (Collins 1969)» Moreover, the older head, less likely to
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ffiove to other appointments,is generally of longer tenure in the school

community and more likely to have had opportunity to extend such paternal

role behaviour to the parents of children within his school. It is

hypothesised, therefore, that

FINDING

Item No.

11
31
38
60

64
78

26. Older headteachers as compared with younger headteachers

will give significantly neater support to the following

items,

Item 11. "Act as a mediator in conflicts between children.¥
"Meet members of staff informally in his own home".

Item 38. "Know his staff well enough to be able to help

them with personal problems in connection with their work

as teachers."

Item 60. "Personally act as a "go-between" for mrents

needing to contact child welfare services."

Iltem 64. “Advise parents new to the district about neiah-

bourhood affairs and amenities."

Iltem 78. send for parents of children whose attitudes or

behaviour do not satisfy the standards he requires for the

school."
Hypothesis Groups X2 df Significance Direction
Supported Compared Level Predicted

Yes 0-y 10.054 3 .025 Yes

Yes 0-Y 6.777 2 .05 Yes

Yes 0-Y 5.311 1 .05 Yes

Ye3 o-Y 6.554 2 .05 Yes

No 0-Y 5.862 3 ns Yes

Yes o-Y 7.139 2 .05 Yes
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Tcacher-pupil discipline problems and the age of the headteacher.

The second "common-sense" correlate of the headteacher's age is
related to the father-figure image examined in Hypothesis 26. Compared
with his younger colleague, the older headteacher is generally more
established as a head, more sure of his position as leader and, therefore,
more able, when necessary, to act against strong teacher expectations.

As Hollander (1958) would argue, the older head has built up more "credit"
than his younger colleague to allow him to behave in the way that he does.
The strongest expectations of teachers relate to the headteacher's duty to
support them in disciplinary infractions with pupils. It is hypothesised

that,

HYPOTHESIS 27. Older headteachers as compared with younger headteachers
will give significantly less support to the following item,
Item 32. "Support a teacher's disciplinary decision even
when he believes it to be unfair to the pupil(s).”

and, older headteachers as compared with younger headteachers

will give significantly ra-eatcr support to the following
item,
Item 6« "Support the child in a pupil-teacher discipline
problem where the teacher, in the head's opinion, has

acted unfairly."

FINDING
Item No. Hypothesis  Groups 2 _df Significance Dire(_:tion
Supported  Compared Level Predicted
32 Yes 0-Y 11.155 4 .025 Yes

6 Yes 0-Y 13.623 4 .01 Yes
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Differences in the role conceptions of headteachers distinguished

by age were not found in connection with the following aspects of their

work,

Firstl.y. the traditionalism of their educational views towards innovation
in classroom methods or innovation in forms of parent-teacher co-
operation. (items 3, 28, 29 and 34).

Secondly. the degree of t eacher supervision and classroom guidance

thought to be appropriate (items 20, 27, 39, 40, 48 and 52).

Differences in the role conceptions of headteachers distinguished
by age were found in connection with the style of their interpersonal
relationships with teachers and parents (items 42 and 70). The direction

of those differences was contrary to what was hypothesised.

Differences in the role conceptions of headteachers distinguished
by age were also found in connection with:
io the headteachers' paternalism in his relationships
with pupils, teachers and parents (items 11, 31» 38,
60 and 78).
ii. the degree of support believed to be appropriate in

teacher-pupil discipline problems (items 6 and 32).

5. THE SEX OF THE HEADTEACHER

The American studies reviewed earlier which differentiated between
male and female school principals in terms of their beliefs and behaviour
were concerned, in the main, with two aspects - the degree of authoritar-

ianism exhibited by the principal, though not specifically in connection
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with his position as principal, and the 'professionalism' of the principal,
a general term used to describe his professional attitudes, his technical
competence, and the nature of the leadership he gives to his teaching staff,
In the absence of previous British research, these two broadly-defined
aspects of the headteacher's role, ‘'authoritarianism' and 'professionalism’,
provide the basis for specific hypotheses concerning differences between
the role conceptions of the male and female headteachers in the present

study.

Problems arise, however, in the analysis because of the disproport-
ionate number of female headteachers in Primary as opposed to Secondary
*
schools. On a number of the HRDI items, common-sense suggests that
type ox school' is an equally influential correlate of specific role

conceptions as ‘'sex"'. Similar strategies are, therefore, employed to
those described in section (2). »/here 'type of school', 'size of school
and 'type plus size of school' add further clarification to the main

analysis, these are reported.

Authoritarianism and sex of headteacher.

In connection with headteachers' role conceptions, the term ‘auth-
oritarian' is used in the general, popular sense rather than in the
specific sense of a syndrome of traits which go to make up the authorit-
arian personality (Adorno et al, 1950). In our usage, it is intended to
connote a predeliction on the head's part for high-handed, arbitrary,
autocratic behaviour toward subordinate members of the school and toward

- Infant Junior Secondary

Male 0 80 82
Female 110 43 28
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On balance, American investigations of principals' authoritar-

ianism in both the specific sense (Hines 1956) and the general sense

(Y/illower 1967) suggest that such behaviour is more likely to be an attri-

bute of the male rather than the female head, particularly at Secondary

school level.

The following hypothesis is advanced,

HYPOTHESIS 28. Male headteachers as compared with female headteachers will

FINDING-.

Item No.

18

42

70

give significantly greater support to the following items,
Item 18» "Teach children to obey orders at once and
without question."

Item 42. "Expect staff to carry out his decisions even
when they believe them to be unsound.”

Item 70. "When dealing with a 'difficult* parent, speak

in a voice not to be questioned."”

Hypothesis  Groups %2 df Significance Direction
Supported Compared Level Predicted

No M-F 6.905 4 ns No

No MJ-FJ 7.428 3 ns No

No MS-FS 0.450 2 ns -

Yes M-F 25.046 4 .001 Yes

No MJ-FJ 4.492 3 ns Yes

Yes MS-FS 17.399 2 .001 Yes

Yes MLS-FLS 13.542 1 .001 Yes

No M-F 7.793 4 ns No

No MJ-FJ 7.396 4 ns Yes

No MS-FS 2.188 3 ns Yes
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Professionalism and sex of headteacher
Two usages of the term ‘'professionalism' provide the basis far
specific hypotheses concerning differences in the role conceptions of male

and female headteachers.

i. Colombotos (1962) bases his reasons for distinguishing between the
beliefs and behaviour of male and female school principals upon
societal characteristics which, it is assumed, are also relevant in
the present context. Female principals, he argues, are predisposed
in conceiving of their roles to stress "service ideal" orientations -
kindness, nurturance, helping others; males, by way of contrast,
are more concerned with technical competence, and autonomy to do

their work as they believe it ought to be done.

ii. Hemphill, Griffith and Frederickson (1962) and Hoyle and Randall
(1967) showed female principals to be more concerned than male
principals to work with staff and more sensitive to potential
problematic situations. These latter observations support Colom-
botos 1 contention that the female principal may define her role in

less-autonomous terms than the male.

Service-ideal and sex of headteacher

In respect of British headteachers it is hypothesised that,

HYPOTHESIS 23. Female headteachers as compared with male headteachers will
give significantly greater support to the following items,
Item 8. "Know the emotional problems of children in the
school and help them with their difficulties."”
iiSIS—+Si "By his own example, in dealing with children.

stress kindness and courtesy."
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Item No.

10
11

12
36
38
63

64
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Item 11. "Act as a mediator in conflicts between children.
Item 12. "Allow a child to confide in him with problems he
does not wish to discuss with his parents."”

Item 36. "Bncourafle a pleasant atmosphere amonK staff
members by being friendly and approachable to all."

Item 38. "Know his staff well enough to be able to help
them with personal problems in connection with their work
as teachers.”

Item 63. "Mediate between parentis) and a teacher over a
child's school behaviour or performance.”

Item 64. "Advise parents new to the district about neigh-
bourhood affairs and amenities."

Item 74. "Take an active interest in the problems of the
school neighbourhood by holding a responsible position in

a community organization."

Hypothesis Groups Y2 df Significance Direction
Supported Compared Level Predic ted

No M-F 0.004 1 ns

No M-F 3.124 1 ns Yes

Oy M-F 0.640 3 ns -

No MJ-FJ 4.101 1 .05 No

No M-F 0.401 2 ns -

No M-F 1.429 1 ns Yes

No M-F 0.013 1 ns a

No M-F 6.643 3 ns No

No * MJ-FJ 12.634 2 .005 No

No * MSJ-FSJ 7.376 2 .025 No

No M-F 3.115 3 ns No
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Hypothesis  Groups Significance Direction

Item No.
Supported Compared X2 df Level Predicted
/cont...
74 O M-F 13.284 2 .005 No

The finding is significantly different from what

was predicted in the hypothesis.

Technical competence and sex of headteacher

Colombotos uses the term "technical competence” to indicate the
headteacher's emphasis upon 'demanding competent service' (from subordin-
ates) and his 'militating for higher standards'. It is similar in conno-

tation to Halpin and Croft's ‘production emphasis'.

HYPOTHESIS 30. Male headteachers as compared with female headteachers wiill

give significantly greater support to the following items,

Item ¢3. "Insist upon neatness and tidiness in child *«

written work."

Item 39. "Supervise the preparation and the teaching of
newly-qualified staff."

Item 40. "Require records or forecasts of every teacher's
work."

Item 41« "Assign teachers to various working committees
to develop the school programme.”

Item 51. "Lake his requirements about school standards
known to each member of staff."

Item 77» "Let parents know what he considers to be
desirable standards concerning school dress, time devoted

to homework etc."
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Item 7b. "Send for parents of children whose attitudes

or behaviour do not satisfy the standards he requires for

the school.”
PIMPING-
Hypothesis Groups Significance Di i
Item No. g irection
Supported Compared X2 df Level Fredicted
Yes M-P 25.756 2 .001 Yes
Yes MIJ-PJ 7.250 2 .05 Yes
39 No M-F 0.083 2 ns -
40 No M-P 2.710 3 ns Yes
41 Yes M-P 9.089 3 .05 Yes
51 No M-F 1.320 1 ns Yes
77 Yes M-P 19.034 2 .001 Yes
78 No M-P 5-798 2 ns Yes
Yes MIJ-PJ 7.340 2 .05 Yes

Autonomy, sensitivity to others, and sex of headteacher.

In the li~it of Hemphill et al., (1962) and Hoyle and Randall (1967),
it is postulated that female headteachers are less likely to desire a
strongly autonomous role in their relationships with staff or parents and
that, more than their male colleagues, they are open to influence from
teacher and parent counter-positions and external authority sources.

Specifically,

1-YFOTHBSIS 31« Male headteachers as compared with female headteachers will
give significantly .-ye«ter support to the following items,
Item Aj. "Use veto power when a staff decision is
contrary to his firmly-held convictions,"

Item 44. "Discourage discussion of hia decisions at staff
meetings *
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Item No.

43
44
55

69

53

54
59
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| tem 55« "Resist external pressures (frog n.rents) to
alter tic scl'ool curriculum or the teaching methods used."
ltek 6S:  "Exclude ;r., jp fro;; expresaitn; opinions about
tie introduction of new courses or the choice of external
examinations."

.. le headteachers as compui'ed with female headteachers will
give significantly less support to the following items,
Item -yj. "Implement sug-esttons hv H.M.l. for the
mLmproYemer.t oi’ GQJ.e -'Spect of the school curriculum or
teaching methode'

Item ;;4. "Invite ; '--nt; 1 discussion of new practices
before their introduction into the school programme,”
Item 59« "In formulating, general school policy, carefully

consider the wishes of the majority of parents.”

Hypothesis  Groups df Significance Dire(_:tion

Supported Compared Level Predicted
Yes M-F 12.033 4 .025 Yes
No M-F 9.146 4 ns Yes
Yes M-F 11.401 3 .01 Yes
Yes MJ-FJ 8.086 1 .005 Yes
No M-F 5*683 3 ns Yes
Yes M-F 11.387 2 .005 Yes
Yes MJ-FJ 10.366 2 .01 Yes
Yes MS-FS 7.279 1 .01 Yes
Yes M-F 7.930 3 .05 Yes
No M-F 2.075 3 ns No

The data provided no support for the contention that the male head-
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teacher as compared with his female colleague is more likely to engage
in authoritarian behaviour towards children or parents in the manner
specified in the HRDI items 18 and 70.

There was evidence that male headteachers' expectations for obedience
from staff members viere significantly stronger than those of female heads
(item 42).

Female heads were not, as hypothesised, significantly more 'pro-
fessional' in the specific sense of service-ideal, (items 8, 10, 11, 12,
36, 38, 63, 64 and 74)« In the sense of technical-competence, male
heads v;ere found to be more strongly concerned with communicating stand-
ards to pupils and parents and with organizing teachers' efforts than
their female colleagues (ltems 25, 41, 77 and 78).

More autonomous role conceptions and less sensitivity to outside
influences were distinguishing features of the male-female comparisons
on items 43, 55» 53 and 54, male heads being more autonomous and less

sensitive to outside influence than female heads.
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THE ICTERR'dITIOIbiL Al.LYjlS - DISCUSSION

Some theoretical assumptions

In the interpositional analysis, an attempt has been made to
relate a selected number of independent variables to the dependent variable,
the normative role conceptions of the he&dteacher sample. Before attempt-
ing to synthesise the major findings in this section it is necessary to
make explicit some theoretical assumptions that are implied in the organi-

zation and examination of the data.

Firstly, it is assumed that by the imposition of validity and
reliability criteria, seventy eight specific statements of behaviour have
been selected which make it possible to distinguish between the role
behaviour and the non-role behaviour of incumbents of the position
designated "headteacher”. Secondly, it is assumed that the role behaviour
detailed in those items has been described at a sufficient level of gener—
slity that it is not specific to the experience of a small number of head-
teachers but can be taken as more generally applicable to the headteacher
position. Thirdly, aware of the need to specify both the situational
context of role conceptions and role behaviour, and what Preiss and Ehrlich
(1966) have called, "the place of the person in role analysis", it is an
assumption that appropriate situational contexts (the type, the size, and
the location of schools) have been chosen. It is an even greater assump-
tion that the variables ’'sex' and 'age' adequately express the ’place of
the person' in the present study. The interpositional analysis, however,

is primarily concerned with a degree of generality, a level of "appropriate
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abstraction" (Naegele i960) at which the minute detailing of specific
situations or the personal leadership dimensions of individual headteachers
is inappropriate. This is not to suggest that the uniqueness of school
situations or the personality dimensions of individual heads are unimportant
considerations; it is simply that at the chosen level of analysis these
additional data are extraneous. Fourthly, whilst it is convenient to
consider situational and personal criteria as conceptually independent,
they are clearly "phenomenally interactive" (Oetzels and &uba 1957). It
is not, however, the purpose of the interpositional analysis to examine
how these two classes of factors systematically interact and relate to
headteachers' role conceptions. Had this been the primary focus a
different sampling strategy would have been required and different analy-

tical techniques employed.

The central concern of the interpositional analysis has been to
test a number of hypotheses which postulate that environmental factors
to do with the schools or their immediate neighbourhoods and personal
factors to do with their principals are related to the beliefs that those
principals hold about what they should or should not do as headteachers.
In a number of instances, by combining situational and personal criteria,
it has been possible to summon additional evidence by which to support or
to deny the propositions contained in the hypotheses. Where no additional
evidence is provided by such strategies, in the interests of brevity,

they are not reported.

Results
Jt would be fallacious indeed to assume a hi™i degree of similarity

between the American school principal ship and the position occupied by the
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British headteacher. In both countries, the educational systems have
been uniquely shaped by historical, economic and cultural events. Never-
theless, in the absence of previous British research, American studies of
the public school principalship have largely suggested the variety of
hypotheses with which the interpositional analysis has been concerned. It
is not surprising, therefore, that the present investigation supports
American findings in certain aspects only, those aspects being the ones
which are relatively "culturally homogeneous” to both countries, for
example, the organizational complexity of schools consequent upon their
increased size, and the indifference and apathy towards the school that

characterises the disadvantaged community in both British and American

settings. On the variables ‘'age' and ’'sex’', the present findings differ
from American studies in several important ways. In respect of the ’type
of school’, the results reported here have little applicability outside

of the English school system.

Type of school and headteacher role conceptions.

The "common-sense" proposition that headteachers responsible for
particular age ranges would give stronger support to activities held to be
most appropriate to those age ranges received general support particularly
in connection with activities emphasising social skills. The proposition
was also concerned with academic skills and its second purpose was to
explore the sensitivity of the Junior headteacher in particular, to
commonly-held teacher (Lunn 1967) and parent (Cohen and Cohen 1970)
expectations that the transition from Infant to Junior school should be
a time for increased emphasis upon formal methods of instruction. The

hypothesis predicting greater support by Junior heads for more traditional
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methods was not supported although the finding of a greater insistence
upon neatness and tidiness in children's written work is suggestive of

more "formal”™ requirements.

Compared with Infant heads, Junior headteachers were shown to give
stronger support to opportunities for informal contact with parents in
community affairs and to t-.e instituting of parent-teacher social activi-
ties. It was proposed that these differences were related to a decrease
in those daily opportunities for informal communication between parents
and the school which characterises the Infant school stage in particular.
This explanation is valid in part only, for what was not shown was any
greater desire on the part of Junior school headteachers for the setting
aside of periods of school-time to meet with parents and discuss problems.
To an unknown extent, differences in headteachers' role conceptions nmay
also relate to the greater proportion of male Junior school heads as

compared with the totally female Infant sample.

Hypotheses concerning communication between school and parents at
the secondary school stage were also derived, in part, from the observation
of decreased opportunities for contact with parents. In addition, a
greater necessity was noted of securing parental backing in matters of
school dress, homework and attitudes and behaviour in general. The
prediction of greater concern by Secondary headteachers for these matters

was strongly supported.

Propositions concerning differences between Junior and Secondary

headteachers' role conceptions were related to the subject-specialism

basis of the Secondary school's organization and the consequent profess-
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ional independence of its teaching staff from direct supervision by the
headteacher. The analysis provided a useful "mirror-image" (in role
terms) of the large differences reported by Sharma (1963) between Junior
and Secondary school teachers' expectations for autonomy and participation

in decision-making.

Hypotheses were formulated to predict the direction and the intensity
of headteachers' role conceptions as a consequence of the status differ-
entiations between professional staff existing within their schools. The
findings of more bureaucratic role conceptions on the part of Secondary
school heads are complementary to those reported in the analysis by size
of school and clearly relate to the significantly greater proportion of

large size schools that are Secondary.

Size of school and heagteacherliole conciestions.

A ..eberian model of organizational bureaucracy was purposely set
up in order to call into cuestion its applicability to the particular
situation of the school. The main thesis, - that size of school was
related to more bureaucratic role conceptions on the part of headteachers,
was largely sustained. In the larger schools, headteachers held more
strongly bureaucratic beliefs about the nature of their authority, were
more concerned with adherence to rules and regulations, and set greater
store by communication of those rules and regulations to organization
members. In a number of the analyses where ‘clouding' variables such as
type of school and sex were held constant, added confirmation of the
hypotheses resulted. The weakest aspect of the Weberian model was the

proposition that large school heads would be more likely than their small

school colleagues to stress the application of universalistio as opposed
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to particularistic criteria to govern the relationships between organiza-
tion members. This finding reflects the criticism of Bidwell, Brim and
Wheeler and others that it is precisely because the school is a "people-
processing organization”, dealing in human products, that universalism
cannot be practised "universally". In this respect too, the analysis
lends no support to the suggestion in Burnham's study that expressive
roles may be allocated to the deputy-head because of the growing pressures
upon the headteacher to take a greater weight of instrumental decisions.
The equal concern of the large school head for the individual cKild, the
individual teacher and the particular parental request suggests that like
his small school colleague, he too acknowledges the continuing importance
of his particularistic attention to organization members despite the size
and complexity of the structure he is called upon to administer. Neverthe-
less, the analysis as a whole supports the proposition (Charters 1964,
Burnham 1969) that the large school head's dilemma, arising out of the
need to coordinate the activities of a large heterogeneous specialist
staff, may find resolution in a more rigid specification of rights,
privileges and responsibilities of positions within the school and a
greater concern with rules and regulations to govern its everyday proced-

ures.

Location of school and headteacher role conceptions

Yihilst the failure to reject the null hypothesis in respect of
differences in lie role conceptions of headteachers of "inner-ring" and
"outer-ring" schools is in line both with American evidence and with the
arguments derived therefrom in connection with British headteachers'

career patterns, this is not to say that differences between the role
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conceptions of -these two groups of headteachers do not exist. For
reasons already discussed ( p. 55 ) the derivation of the variable
'location of school' is far from satisfactory. It could be argued that

to no small extent the 'sloppiness’ of the concept is directly related to
its inability to discriminate. This ignores, however, the partial support
given to a number of hypotheses concerning the attribution of expectations
to parents and the rejection of others in connection with teachers, hypo-
theses which are derived from the distinction between schools by their

location.

As was hypothesised, inner—+ing school heads as compared with
colleagues in outer-ring schools did attribute to parents stronger expecta-
tions for the headteacher's autocratic behaviour towards teachers; they
did perceive less support from parents for the headteacher's counsellihg
role towards their children; they did attribute to parents a greater
degree of apathy for the headteacher's involvement with parents in out-of-

school activities in the community.

On the other hand, the hypothesis that teachers in inner-ring schools
would be seen to make stronger demands than teachers elsewhere for support
in disciplinary matters was not supported. Nor was the hypothesis that
parents in the inner-urban areas would more strongly support in the person
of the head, a martinet, inculcating in their children passivity and

respect for adult authority.

Nevertheless, on balance, the variable 'location of school' lacks

the further refinement which might have been possible had the parental

occupational data (asked for of headteacher respondents) been usable.
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Future research in this area might concentrate firstly upon securing a
'genuinely’ homogeneous sample of "inner-ring” schools, possibly by using
predictors such as those detailed in Wiseman (1964) and matched by an
equally homogeneous sample of "outer-ring"” schools before undertaking
further exploration of role conceptions and role expectations of school

personnel.

Age and headteacher role conceptions.

Perhaps the most interesting (and heartening) overall comment on
this section of the analysis is that in general, it fails to support the
American research findings which have shown authoritarianism, closed-
mindedness and lack of educational innovation to be a characteristic of

the behaviour of older rather than younger school principals.

Direct comparison with American evidence, however, is made with
some reservation. Different measures of 'authoritarianism' and 'trad-
itionalism"', different chronological distinctions between old and young

headteachers urge caution in interpreting the present findings.

It was not established that older headteachers are more traditional
in educational outlook than their younger colleagues nor that they are
any less concerned with supervising the work of their staffs and encour-

aging them to improve their professional performance.

In so far as the HRDI statements chosen to indicate authoritarianism
do, in general, refer to those same dimensions of personality and patterns
of interpersonal behaviour measured in the American studies cited, the
present findings are in contradiction to those previously reported» Con-

trary to what was hypothesised, older headteachers exhibited less authorit-
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arianism than younger heads. It was the younger headteacher who was
found to hold stronger expectations for obedience from teaching staff
despite their better judgements and who gave greater support to brow-

beating methods in dealing with difficult parents.

The hypothesis that older heads would exhibit a greater degree of
paternalism than younger headteachers was generally sustained. The term
'‘paternalism' was used to describe six specific aspects of role behaviour
towards pupils, teachers, and parents. Examination of the relevant HDI
items suggests that with the possible exception of item 78, the behaviour
so described might have been referred to in terms already familiar in the

literature - "expressive", "consideration" and "idiographio".

The concept of "idiosyncrasy credit" (Hollander 1958) was used to
predict the older headteacher's greater willingness to engage in partic-
ularistic behaviour in the face of the strongest possible universalistic
expectations of staff, - that he give unquestioning support to a teacher
in a disciplinary infraction with a pupil. In a very real sense, as
Blyth (1965) and others have noted, this behaviour by the older head
expresses his paternalism towards both teacher and pupil; his willingness

to assume a grandparent role in relation to staff and children.

One recent observer (Taylor 1968) has commented that we know next
to nothing about the career pattern of headteachers, when they are promo-
ted, why they are promoted, what anticipatory socialization processes
make it more likely that certain teachers and not others will eventually

occupy the headteacher position. An important variable in this neglected

area is clearly the age at which the individual assumes the headship of
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his first school. Further research might usefully employ a continuous

rather thi n dichotomous measure of age to explore the changes in role

conceptions of "very young" headteachers as they gain in experience of

school administration and the management of human relationships.

Sex and headteacher role conceptions.

'"Authoritarianisml as expressed tov/ards children and parents in the
behaviour detailed in items 18 and 70 was not found to be a distinguishing
feature of the male as compared with the female headteacher. ‘'Authoritar-
ianism* as expressed by item 42, detailing expectations on the part of
the head that staff carry out his decisions even v>hen they believed them
to be unsound, did differentiate between male and female headteachers in
the direction predicted. It is pertinent at this point to raise again
the problem of direct comparability with American research evidence. The
behaviour outlined in item 42 cannot unequivocally be accepted as indica-
tive of authoritarian behaviour although most might agree that it is an
acceptable exemplar within the usage employed here, that is, high-handed,
autocratic, arbitrary. In one sense, item 42 expresses an element of
that autonomy in role conceptions by which male heads are distinguished

from their female colleagues in later sections of the current analysis.

Contrary to what was hypothesised, service-ideal role conceptions
were distinctively held by male heads rather than female in connection
with acts of mediation between pupil and pupil or teacher and parent.
There was no evidence to support the findings of Colombotos that the
stamp of societal value-orientations or the impress of sex-role identifi-
cation led to a greater emphasis by female headteachers of supportive,

nurturant aspects of their role behaviour.
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There was some support, however, for those hypotheses which
predicted a greater concern on the part of male headteachers for technical
competence as it affected the academic work of pupils, the teachers' part
in the school programme, and the parents' duties in supporting school

standards.

The hypothesis predicting more strongly-held autonomous role
conceptions on the part of male headteachers was supported with respect
to the head's relations with teaching staff, parents and external expert
authority. Further research is needed to ascertain the source of
legitimation (King 1968) which underpins such autonomous role conceptions.
One might speculate, for example, that in addition to 'sex', 'type of
school' and 'size of school' may strongly contribute to highly-autonomous
role conceptions based upon rational rather tiian affective or traditional

legitimation.
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SUMVIARY

The object of the interpositional analysis has been to test a
number of hypotheses to the effect that certain situational properties
of schools (their type, size and location) and certain personal character-
istics of headteachers (their age and their sex), are related to the role
conceptions that those headteachers hold in respect of their behaviour
towards pupils, teachers and parents. Thirty-one hypotheses, many sugg-
ested by American studies of the school principalship, were formulated to
explore the position of the headteacher as perceived by over 340 head-
teachers in schools throughout England and Y/Zales. The major findings
include :-
1. Support for those propositions which were concerned with relating
the size of the school and the type of school to the bureaucratic role

conceptions held by their headteachers.

2. Support for those propositions which argued against differences in
the role conceptions of headteachers distinguished by the socio-economic

location of their schools.

3. Support for those propositions which predicted greater concern for
autonomy and greater stress upon production-emphasis in respect of male

as compared with female role conceptions.

4. Support for those propositions which predicted more paternalistic
role conceptions on the part of older headteachers.
5» A lack of support for those propositions which predicted more

authoritarian role conceptions on the part of male headteachers and older

headteachers
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6. Contradictory evidence to what was hypothesised in connection with
the degree of authoritarian role conceptions held by older headteachers

and the degree of service-ideal orientations of female headteachers.
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CHAPTER L.
THE IHENOVENOLOGICAL ANALYSIS - THE WORLD OP HiS HEADTEACHER AS liE
PERCEIVES IT.

The central concern of the phenomenological analysis is the
patterning ox tiie relationships between the headteachers* role conceptions

and their attributed expectations to teachers and parents.

Whereas the interpositional analysis implied that situational and,
to a lesser extent, personal factors exercised some determining effects
upon the role conceptions of headteachers independently of their per-
ceptions of those factors, the fundamental contention of the phenomeno-
logical analysis is that to no small extent the way in which headteachers
perceive the expectations of their role-set partners acts as the main-
spring of their subsequent behaviour, whether or not the heads* perceptions
are accurately or inaccurately related to the actual expectations of role-

set members.

The relationship between the interpositional and the phenomenological
analyses is not simply a reflection of the complementary foci of socio-
logical and psychological levels of role conceptualization and investiga-
tion. The phenomenological analysis is not the "psychological homologue"
(Preiss and Ehrlich 1966) of the interpositional analysis. Rather, an
attempt is made to focus down more sharply upon what is essentially a
sociologically-orientated view of lhe social behaviour of headteachers
arising out of some more minutely-defined characteristics of their
immediate social situation. A psychologically-orientated approach would

concern itself more with the characteristics of individual headteachers
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growing out of their unique past experiences. (Hollander 1967).

Purpose.

The purpose of tie phenomenological analysis is twofold:-
(1) Firstly, to examine the patterning of relationships between head-
teachers' role conceptions and attributed expectations to teachers and
to parents in each of the 11 groupings of heads that comprise the inter-
positional analysis. The intention is to explore broadly-identified
similarities and differences in the headteachers' perceptions of their
relationships with their role-set members and to comment briefly on those
perceived similarities and differences. This first section of the analy-
sis permits only limited discussion. It does not attempt a systematic
item-by-item analysis of the differing perceptions of various headteacher
groups, nor does it draw upon gquantitative measures in connection with the

direction and intensity of role conceptions and attributed expectations.

(2) The second part of the phenomenological analysis then attempts to

extend the applicability of the previous discussion on the patterning of
headteachers' perceptions to the "headteacher generally". It does so by
introducing the concept of "adequate stimuli" and by the use of various
guantitative measures of the direction and the intensity of role concep-

tions and attributed expectations. These are discussed in detail later.

The purpose of the second part of the analysis is, therefore, the
identification of those systematic elements within headteachers' percep-
tions which have the property of "adequate stimuli". (Preiss and Ehrlich
1966). Such stimuli are invariably perceived by headteachers to involve

them in specific types of relationships in respect of their own role con-
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ceptions and what they believe to be the expectations of teachers and
pxrents. Certain criteria are proposed by which the role type situations
are identified and classified as "adequate stimuli". When these criteria
are met, the specific stimulus (the HRDI item) is taken to be analagous
to a map reference point, enabling an initial topography of the head-
teachers' psychological world to be sketched in. The intention is that
the resulting "map" may provide guide lines for further more systematic

research into the content area of headteacher role behaviour.

Methodology.

The methodology of the phenomenological analysis is as follows:

Headteachers' role conceptions and their attributed expectations to
teachers and parents on each of the 78 items of the HRDI are analysed by
the McNemar test in respect of each of the eleven groupings of headteachers
which comprise the interpositional analysis. That is, in each of these
groupings, the individual KRDI items are separately examined and the
relationships between role conceptions (H), attributed expectations to
teachers (t), and attributed expectations to parents (P) are identified.
Examples of the application of the McNemar test are given in Appendix 3»
On the criterion of the statistical significance of the differences between
(1), () and (P), and the direction of those differences, each item is
then assigned to one of nine logically-exclusive role type situations, the

details of which are given in Appendix 4»

Role type situation refers to the patterning of the relationships
between headteachers' role conceptions (H), their attributed expectations
to teachers (T) and to parents (P). In Appendices 5 to 10, headteacher

groups are compared in respect of the patterning of those relationships.
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For example, male and female heads, older and younger heads are complied,
item by item, to identify how they commonly or differently perceive the
relationships between their own beliefs and the expectations they attribute
to teachers and to parents. Let us suppose, for the sake of example, that
we are concerned with only one of the eleven headteacher groups, the
Junior headteachers. Let us fbrther suppose that on a certain item the
McNemar test shows that when each of the 123 Junior heads' role concep-
tions (H) have been individually compared with their attributed expecta-
tions (T) and (P), no significant differences are found to occur in the
overall direction of change from (H) to (T) or from (H) to (P) in the
total Junior headteacher group. lhe item is, therefore, classified as
an example of role type situation 0. In the appropriate Appendix, an

'X" or 'O' mark categorises the item in the appropriate cell of role typp
situation 0. Junior heads may, of course, be found to differ consider-
ably in respect of their role conceptions and what they believe teachers
and parents expect of them. On some items they may find themselves
giving stronger support to the particular statement of headteacher behav-
iour than they believe either teachers or parents expect. On other items,
they may believe that teachers hold stronger expectations than they them-
selves believe appropriate, and that their own role conceptions are con-

gruent with those that they attribute to parents.

In all, nine logically-exclusive role type situation classifications
are deduced from the phenomenological analyses and these form the basis of

this second section of the research study.
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HIEIIOKENCLOG-ICAL ANALYSIS - FART |

Each phenomenological analysis of paired-headteacher groups (male-
female; old-young; small school-large school etc.) together with full

statistical data of the McNemar test is reported in Appendices 5 to 10.

Accompanying each of the analyses are the following Tables which
simplify and restructure the data in order to permit the identification of
major similarities in the perceptions of headteacher groups and major diff-

erences between them.

1. Appendix Tables 5«(I> 2) to 10.(l, 2) classify HHDI items by role

sector (pupils, teachers, parents) and by role type situation (0 - 8).

2. Appendix Tables 5*3 to 10.3 classify HRDI items by combined role type
situations. 0, (I +2), (3 +4),(5 +6),(7 + 8). Excluding role type
situation 0, the ei$it role type situations 1 -8 can be conceived as
falling into four logical groupings. Combined role type situations 1 and
2 represent a phenomenological viewpoint on the part of headteachers that
in respect of their own role conceptions they are "caught between" simul-
taneously disparate expectations on the part of teachers and parents.
Taken together, role type situations 3 and 4 illustrate headteachers'
beliefs that towards certain aspects of the head's role behaviour, teachers
and parents may similarly give more or less support than heads themselves
believe to be appropriate. Combined role type situations 5 and 6, and

7 and 8, on the other hand, represent heads' perceptions of cognitive
alliances first with parents as opposed to teachers, secondly with teachers
as opposed to parents. Tables 5*3 to 10.3, report the classification of

all items by combined role type situations.
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3» Appendix Tables "to 10#A classify HHDX items by combined role

type situations (2 +3 + 5),(I +4 + 6),(I + 3+ 7),(2 +4+8). Excluding
role type situation O, combined role type situations 2 + 3+5 represent

a phenomenological viewpoint on the part of headteachers that in relation
to their omn role conceptions, irrespective of parental expectations,
teachers are believed to give less support to the itemised behaviour than
heads themselves believe to be appropriate. Combined role type situations
1 +4+6 represent the obverse of 2 + 3 + 5» that is, teachers are beliewsl
to give greater support to the itemised behaviour than heads themselves
believe to be appropriate.

Combined role type situations 1 + 3 + 7 represent the phenomenological
viewpoint of headteachers that in relation to their own role conceptions,
irrespective of teacher expectations, parents are believed to give less
support to the itemised behaviour than heads themselves believe to be
appropriate. Combined role type situations 2 + 4+ 8 represent the
obverse of 1 + 3 + 7» that is, parents are believed to give greater supp-
ort to the itemised behaviour than heads themselves believe to be approp-

riate.

4# Appendix Sables 5»(5» 6) to 10.(5, 6) classify HRDI items by combined
role type situations O, (I + 2),(3 + 4),(5 + 6),(7 + 8), and by the nine
major leadership dimensions, Initiation, Membership, Representation,
Integration, Organization, Domination, Communication, Recognition and

Production.

5» Appendix 11, Table 11.1 shows the eleven headteacher groups ranked by
the number of HRDI items which are perceived as examples of role type

situations 0, (I + 2),(3 + 4),(5 + 6),(7 + 8).
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Appendix 11, Tables 11.2 to 11»6 show the eleven headteacher
groups ranked by the number of items which are perceived as examples of
each of the nine leadership dimensions within each of the role type

situations 0, (I + 2),(3 +4),(5 +6),(7 + 8).

With the data so restructured it is now possible to identify major
similarities ana differences in the phenomenological perceptions of head-

teacher groups.

RESULTS
Similarities and differences between headteacher /-.roups' in their

phenomenological perceptions of role-set relationships.

In the distribution of HRDI items over the nine role type situation
classifications, paired-headteacher groups do not differ significantly in
their phenomenological perceptions of their role-set relationships.

Table 3 sets out the analysis.

TABLE 5.

Paired headteacher croups compared by the distribution of items

over role type situation classifications.

PAIRED HEADTEACHER CROUP X2 df Significance
Infant - Junior 5*92 8 ns
Junior - Secondary 4.20 8 ns
Small - Large 6.24 8 ns
Inner - Outer 14.78 8 ns
Older - Younger 5-19 8 ns
Male - Female 5.88 g ns

Analysis: 2 X n chi square

Comparison: Totals in Appendix Tables 5*1 - 5*2 to 10.1 - 10.2
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The distribution of HRDI items over the nine role type situation class-
ifications in the majority of headteacher groups is not significantly
different from what could have been expected by chance. Where distribu

tions are significantly different they are starred (*) and interpreted.

TABLE 4.

Individual headteacher groupsl distribution of HRDI items
over role type situation classifications compared with

what could be expected by chance.

HEADTEACHER CROUP X2 df Significance
Infant 11.89 8 ns
Junior 13.85 8 ns
Secondary 11.49 8 ns

* Small 15.57 8 .05
Large 12.99 8 ns
Inner 12.67 8 ns

* Outer 16.31 8 .05
Older 12.73 8 ns
Younger 12.73 8 ns
Male 12.81 8 ns

* Female 16.65 8 .05

Analysis: 2 X n chi square, 'goodness of fit*.
Comparison: Totals in Appendix Tables 5»1> 5«2 to 10.1, 10.2
with expected frequencies on null hypothesis.
Differences between groups
Small school headteachers' perceptions are over-represented in role type

situation classifications 2, 3, and 5, and under-represented in role type

situation classifications 0 and 4.

Outer-rinfl school headteachers' perceptions are cver-represented in role

type situation classifications 1, 2, 3, and 5, and under-represented in
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role type situation classifications 0, 4 and 6.

?circle headteachersl perceptions are over-represented in role type
situation classifications 1, 2 and 3> and under-represented in role type

situation classifications 4 and 6.

In the distribution of HRDI items over combined role type situation
classifications (I + 2),(3 +4),(5 + 6),(7 + 8), headteacher groups do
not differ in their phenomenological perceptions of'ttie following role-set
relationships:

(i) the number of HRDI items on which heads believe themselves to be
"caught between" the disparate expectations of teachers and parents
is not significantly different from what could have been expected by
chance.

TABLE 5.

Individual headteacher groups' distribution of HKDI items
over combined role type situation classification 1+ 2

compared with what could be expected by chance.

HEADTEACHER CROUP RTS 1+2 V  REST
X2 df Significance
Infant 0.44 1 ns
Junior 0.04 1 ns
Secondary 0.16 1 ns
Small 0.68 1 ns
Large 0.44 1 ns
Inner 0.72 1 ns
Outer 2.92 1 ns
Younger 1.88 1 ns
Older 0.20 1 ns
Male 0.04 1 ns
Female 3.48 1 ns
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Analysis: 2X 2 chi square with Yates' correction.
Comparison: Totals in RTS 1+ 2 with totals in all other RTS
in Appendix Tables 5.1, 5.2, to 10.1, 10.2.

(ii) the number of HRDI items on which headteachers believe themselves
to be "out of their own" in respect of their own role conceptions
and the expectations that they similarly attribute to teachers and
parents is not significantly different from what could have been
expected by chance.

table 6.
Individual headteacher groups' distribution of HRDI items
over combined role type situation classification 5+ 4
compared with what could be expected by chance.
HEADTEACHER GROUP RTS 3 +4 V REST
X2 df Significance
Infant 1.72 1 ns
Junior 0.72 1 ns
Secondary 0.04 1 ns
Small 0.04 1 ns
Large 0.44 1 ns
Inner C.40 1 ns
Outer 0.20 1 ns
Older 0.00 1 ns
Younger 0.04 1 ns
Mai* 0.44 1 ns
Female 0.00 1 ns
Analysis: 2 X 2 chi square with Yates' correction.
Comparison: Totals in RTS 3+ 4 with totals in all other RTS
in Appendix Tables 5*1, 5*2 to 10.1, 10.2.
(iii) the number of HRDI items on which headteachers believe themselves

to be "cognitively allied" with parents and opposed to teachers is



131

not significantly different from what could have been expected
by chance.
TABLE 7.

Individual headteacher groups* distribution of HHDL items over
combined role type situation classification 5+ 6 compared

with what could be expected by chance.

HEADTEACHER  GROLP RTS 5+ 6 \% REST
X2 df Significance
Infant 0.16 1 ns
Junior 0.20 1 ns
Secondary 0.00 1 ns
Small 0.04 1 ns
Large 0.16 1 ns
Inner 1.04 1 ns
Outer 0.04 1 ns
Older 0.16 1 ns
Younger 0.40 1 ns
Male 0.00 1 ns
Penale 1.12 1 ns

(iv)

Analysis: 2X 2 chi square with Yates' correction.
Comparison: Totals in RTS 5 + 6 with totals in all other RTS
in Appendix Tables 5.1, 5.2 to 10.1, 10.2

the number of HKDI items on which headteachers believe themselves
to be "cognitively allied" with teachers and opposed to parents is
not significantly different from what could have been expected by

chance
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TABLE 8.

Individual headteacher groups* distribution of HRDI items
over combined role type situation classification 7+ 8

compared with what could be expected by chance.

HEADTEACHER CROUP RTs 7~ 8 REST
X2 df Significance

Infant 0.04 1 ns
Junior 0.20 1 ns
Secondary 0.16 1 ns
Small 0.04 1 ns
Large 0.16 1 ns
Inner 0.04 1 ns
Outer 1.72 1 ns
Older 0.04 1 ns
Younger 0.40 1 ns
Male 0.00 1 ns
Female 0.40 1 ns
Analysis: 2X 2 chi square with Yates' correction.

Comparison: Totals in RTS 7 + 8 with totals in all other RTS
in Appendix Tables 5«1, 5«2 to 10.1, 10.2
In the distribution of HRDI items over combined role type
situation classifications (2 + 3 +5),(I +4 +6),(1 +3 +7),(2 +4 + 8),
headteacher groups, on the whole, tend not to differ in their phenomeno-

logical perceptions of the following role-set relationships:

(i) the number of HRDI items on which teachers are perceived to give
less support than heads themselves believe appropriate is signifi-
cantly different from what could be expected by chance, The number

of such items is over-represented«
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TABLE 9

Individual headteacher croups' distribution of HRDI
items over combined role type situation classification
2 +3 +5 compared with what could be expected hy ohmo.«

HEADTEACHER GROUP RTS 2 +3 + 5 V  REST
X2 df Significance

Infant 2.16 1 ns
Junior 3.79 1 ns
Secondary 512 1 025
Small 6.65 1 .01
Large 6.65 1 .01
Inner 3.20 1 ns
Outer 9.31 1 .005
Older 3.79 1 ns
Younger 6.64 1 .01
Male 6.65 1 .01
Female 7.48 1 01
Analysis; 2 X 2 chi square with Yates' correction

Comparison: Totals in RTS 2 + 3 + 5 with totals in all other
RTS in Appendix Tables 5.1, 5.2 to 10.1, 10.2.
Differences between toups.

In the perceptions of Infant, Junior, Inner-ring school, and
Older headteachers, the situation described in RTS 2 + 5 + 5 is not
over-represented. That is to say, Infant, Junior, Inner-ring school,
and Older headteachers do not perceive a greater number of situations
than could be expected by chance in which teachers are believed to give
less support to the itemised behaviour than they, the heads, believe

appropriate.
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(ii) the number of IIHDI items on which teachers are perceived to give
greater support than heads themselves believe appropriate is signi-
ficantly different from what could be expected by chance. The

number of such items is under-represented.

TABLE 10.

I ndividual headteacher groups* distribution of HRDI items
ovir combined role type situation classification 1 + 4 +6

compared with what could be expected bydiance.

HEADTEACHER GROUP RTS 1 4 + 6 \Y4 REST
X2 df Significance

Infant 6.50 1 025
Junior 6.50 1 .025
Secondary 6.50 1 .025
Small 4.06 1 .05
Large 4.06 1 .05
Inner 5.87 1 .025
Outer 2.05 1 ns
Older 4.92 1 .05
Younger 3.20 1 ns
Male 5.87 1 20
Female 4»06 1 05
Analysis: 2 X 2 chi square with Yates’ correction

Comparison: Totals in RTS 1 + 4 + 6 with totals in all other

RTS in Appendix Tables 5.1, 5.2 to 10.1, 10.2
Differences between .croups.
In the perceptions of Outer-ring school and Younger headteachers, the
situation described in RTS1 + 4 + 6 is not under-represented. That is

to say, Outer-ring school and Younger headteachers do not perceive a lesser

number of situations than could be expected by chance in which teachers are
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heads, believe appropriate.

(Hi} number of HRDI items on which parents are perceived to give
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the

less

support than heads themselves believe appropriate is not signific-

antly different from what could have been expected by chance.

TABLE

Individual headteacher groups' distribution of HRDI items

over combined role type situation classification 1 +3+7

compared with what could be expected by chance.

HEADTEACHER GROWP

Infant
Junior
Secondary
Small
Large
Inner
Outer

* Older
Younger
Hale

Remale

Analysis:

Comparison:

Differences between

RTS 1

X2

0.08
0.64
0.64
1.28
3.20
0.24
2.16

4*44
1.28
2.64
2.16

3+7
df

L e e e T = N = NN

V  REST

Significance

ns
ns
ns
ns
ns
ns
ns
.05
ns
ns

ns

2 X 2 chi square with Yates' correction

Totals in RTS 1 + 3 + 7 with totals in all other

RTS in Appendix Tables 5.1,

roues.

2.5 to 10.1, 10.2.

In the perceptions of Older headteachers, the situation described

in RTS1 + 3 + 7 is different from what could be expected by chance.

That

is to say, Older headteachers do perceive a greater number of situations
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in which parents are believed to give less support to the itemised

behaviour than they, the heads, believe appropriate,

(iv) the number of HRDI items on which parents are perceived to give
greater support than heads themselves believe appropriate is not
significantly different from what could have been expected by chance.

TABLE 12.
Individual headteacher prongs' distribution of HRDI items
over combined role type situation classification a +4 + |
compared with what could be expected by chance.
HEADTEACHER &ROUP RTS 2 )4 + 8 V REST
X2 df Significance
Infant 0.04 1 ns
Junior 1.52 1 ns
Secondary 0.65 1 ns
Small 0.44 1 ns
Large 0.65 1 ns
Inner 3.96 1 .05
Outer 0.24 1 ns
Older 2.00 1 ns
Younger 0.00 1 ns
Male 1.52 1 ns
Remale 0.00 1 ns
Analysis: 2 X 2 chi square with Yates' correction

Comparison: Totals in RTS 2 + 4 + 8 with totals in all other

RTS in Appendix Tables 5*1, 5*2 to 10.1, 10.2

Differences between groups

In the perceptions of Inner-ring school headteachers the situation

described In RTS 2 + 4 + 8 is different from what could be expected by
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chance. That is to say, Inner-ring school headteachers do perceive a
greater number of situations in which parents are believed to give greater

support to the itemised behaviour than they, the heads, believe appropriate.

Discussion of broad similarities within headteacher groups and
differences between them in respect of their phenomenological perceptions

now proceeds as follows:

Attention is focussed upon those combined role type situation
classifications, (1+2),(3+4),(5+6),(7+8), which describe the headteachers'
role conceptions in relation to their attributed expectations to both

members of their role-set.

Each combined role type situation (RTS) and role type situation O
is taken in turn as a framework for discussion in order to identify,
firstly, the role sector or sectors, if any, which are particularly illus-
trated within the RTS classification, and secondly, the leadership dimen-
sion or dimensions, if any, which are particularly illustrated there.
Finally, with the limitations of correlated data in mind, specific head-
teacher groups are selected by the number of items which they perceive
within the RTS classification and these data are related to previous dis-
cussions of the characteristics of the selected headteacher groups as

suggested in previous research reported in Chapter 2.

ROLE TYZE SITUATION O
RTS O represents congruence between headteachers* role conceptions
and the expectations which they believe both teachers and parents hold for

their role behaviour as heads. Extrapolation from Tables 5.(1, 2) to

10. (I, 2), indicates that items describing the headteachers' relf£tio£jd}A£j|
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with pupils represent the greatest number of all headteachers* perceptions
of RTS O, followed by items describing relationships with teachers, and

finally with parents. (Pupils 38, teachers 29, parents 15)).

Table 11*2 indicates that the headteacher leadership dimension most
commonly-perceived in RTS O is reco/mition behaviour in which the head
expresses approval or disapproval of the work or attitudes of pupils,
staff, or parents. Recognition behaviour is recorded 22 times by all
headteacher groups. Extrapolation from Appendices 5.0 to 10.0, detailing
the full phenomenological analyses, indicates that recognition behaviour

is primarily directed towards pupils. (Pupils 17, teachers 3, parents 2).

Table 11.2 shows that the second most commonly-perceived leadership
dimension is membership behaviour. Extrapolation from Appendices 5.0 to
10.0 indicates that all 15 recordings of membership behaviour are con-
cerned with the headteacher's mixing with members of staff both within and
outside the school. Integration behaviour, the third most commonly-per-
ceived leadership dimension in RTS O is, again, primarily directed towards
the head's relationships with teaching staff. (Teachers 8, pupils 4,

parents 1.)

The Infant headteacher group is selected for comment within the
RTS O classification. Infant headteachers perceive 15 of the 78 HRDI

items (almost 207% of the total inventory) as involving them in RTS O.

Extrapolation from Table 5*1 shows that 8 of those 15 items refer
to the Infant head's relationships with children. Hie perception by

Infant headteacners in particular, of a greater range of congruence with

teachers and parents over expectations £ their work and personal relat-
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ionships with children supports previous discussion in connection with the
greater degree of informal communication and contact between home and
school which is a distinguishing feature of the Infant school stage and
the assumption of a mother-surrogate role by Infant headteachers and staff
which subsumes other aspects of their role behaviour. Cohen and Cohen
(1970), in a study of 1096 parents and 186 teachers showed a high degree
of congruence between Infant teachers and ‘infant' parents in their actual
assessments of the attributes andbehaviour of the "successful child at
school”, congruence which was not matched in a comparison of Junior
teachers and 'junior' parents within their sample. Rutherford (1969)
pointed to the Junior school stage rather than the Ini'ant as the time at
which parents' and teachers' expectations for the work of the classroom

were nmore markedly incongruent.

coiiBiiaa role tves grrivjfioijs 1 jj;p 2

RTS 1 and 2 represent incongruence between headteachers' role con-
ceptions and the expectations which they believe both teachers and parents
hold for their role behaviour as heads. Their owmn role conceptions fall
'between’ the disparate expectations of teachers and parents who are
variously perceived to accord greater or less support to the itemised be-

haviour than heads themselves believe appropriate.

Extrapolation from Tables 5*(1,2) to 10.(1,2) indicates that the
parent role sector of the HRDI is the focus of the phenomenological per-
ceptions of RTS 1 + 2 by all headteacher groups, the teacher and pupil
role sectors being significantly less represented. (Pe.rents 139» teachers

61, pupils 25).
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Table 11.3 shows that the headteacher leadership dimension most
commonly-perceived in RTS 1 + 2 is re.oresentation behaviour in which the
head acts on behalf of pupils, teachers or parents, advancing their indiv-
idual -interests and, in the case of teachers and parents, defending each

against the other. Extrapolation from Appendices ¢.0 to 10.0 shows that

of 64 recordings of representation behaviour, 28 concern parents and 25

teachers. Initiation beh-i-viour. describing the institution and facilitate
ion of new ideas and practices in the school, and where necessary, the

headteacher's resistance toward them, is the second most commonly-perceived

aspect of leadership behaviour categorized under RTS 1+ 2. The parent
jole sector is the location of 28 of the 41 recordings of initiation
behaviour, the teacher role sector accounting for the remaining 13.
Integration behaviour, recorded 35 times by all headteacher groups, des-
cribes the requirement that in promoting the interests of all pupils,

teachers and parents, it may be necessary for the headteacher to subordin-

ate the behaviour of individual members of those groups. The integration
leadership dimension is also concerned with the headteacher's task in
reducing both intra- and inter-group conflict between pupils, teachers
end parents. Extrapolation from the Appendices shows that 26 of the
35 recordings of integration behaviour are concerned with the headteachers’
relationships with parents and 5 are in connection with relationships with
pupils. The leadership dimension, domination, recorded 30 times, is
centrally concerned with the behaviour of the head ih restricting parental
expression of opinion or exercise of decision-making powers in school

an*ers*  Twenty three of the 30 recordings of domination behaviour con-

cern parents, 7 teachers.
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Sle—jjoiob— i.et<lt«jE-cber ;roup is selected for comment within ‘the RTS
1+ 2 classification.

Aoierence to lable 11.1 shows that whereas female headteachers
believe that 26 of the 78 HRDI items (35> of the total inventory) involve
them in RTS 1+ 2 situations, male headteachers by contrast, perceive
only 16.

Extrapolation from Tables 10.1 and 10.2 shows that both male and
female groups perceive the teacher and parent role sectors as the major
locations of their phenomenological perceptions of RTS 1+ 2. Table 11.3
permits differentiation between male and female groups in respect of the
particular leadership dimensions involved. It is primarily in connection
with their organization and domination behaviour towards teachers and
parents that female headteachers are most readily distinguished from their

male colleagues.

Reference to the male-female phenomenological analysis in Appendix
10.0 shows that male and female headteachers share common perceptions in
respect of 15 items of role behaviour and differ in their perceptions of

14 other items.

where in respect of their om role conceptions female headteachers
place themselves between the disparate expectations of parents and teachers,
male heads perceive a series of cognitive alliances either with teachers

as opposed to parents, or with parents as opposed to teachers.

One interpretation of these phenomenological differences is that
female headteachers may be more sensitive than male heads to the varying

expectations of teachers and parents, particularly in those situations
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which are potentially problematical. This line of argument would support
the findings of Hoyle and Randall Q.967) referred to in Chapter 2. But,
without the actual expectations of parents and teachers it is impossible
to check the veridicality of headteachers' perceptions and thus either

deny or establish the 'objective* reality of such proposed sensitivity.

A second interpretation of the differences between male and female
headteachers' perceptions follows from those studies of the school princi-
pal which have suggested that male principals more than females, are likely
to desire more strongly autonomous roles in their relationships with staff
and parents. (Hemphill et al., 1902; Colombotos 1962; Hoyle and Randall
19€é7). In support of these studies, the present data might be seen to
suggest that male heads are more ready to align themselves with one member
of their role-set against the other, whereas female heads more readily
‘compromise’ between the two in the light of their perceptions of disparate

expectations of their role-set partners.

COMVBINED ROLE TYEK SITUATIONS 3 and 4

RT3 3+ 4 represent incongruence between headteachers' role concep-
tions and the expectations which they believe both teachers and parents
hold for their role behaviour as heads. Their owmn role conceptions show
either significantly stronger support or significantly less support of the
itemised behaviour than the similar expectations which they attribute to
both teachers and to parents. RTS 3» in which heads' role conceptions
are significantly stronger than their attributions to teachers or parents

is the major contributor to this combined role type situation classificat-

ion.
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Extrapolation from Tables 5.(1, 2) to 10. (I, 2) shows that the
U311 role sector of the HKDI is the focus of the phenomenological per-
ceptions of all headteacher groups, the teacher and parent role sectors
being significantly less represented. (Pupils 118, teachers 53, parents

19).

Table 11.4 indicates that the headteacher leadership dimension most
commonly-perceived in RTS 3 + 4 is communication behaviour in which the
headteacher seeks information or seeks to facilitate the exchange of
information in connection with pupils and with teachers. Communication
behaviour is farther concerned with Ihe despatch of information to pupils
and teachers and with the headteachers' awareness of relevant information

appertaining to these two groups.

Extrapolation from Appendices 5.0 to 10.0 shows that of 48 recordings

of communication behaviour, 25 concern pupils and 23 concern teachers.

Initiation behaviour describing the institution and facilitation of
new ideas and practices by the head is the second most commonly—perceived
aspect of leadership behaviour classified under RTS 3+4. The pupil
end teacher role sectors are the location of the heads's initiation behav-
iour, 18 of the 29 recordings being in connection with pupils, 11 in conn-

ection with teachers.

Items describing membership and integration behaviour are respect-
ively recorded 26 and 25 times as examplesof RTS 3 + 4. Membership
behaviour items are distributed over the role sectors as, 16 pupil,

3 teacher and 7 parent. Integration behaviour items are distributed over

the role sectors as, 12 pupil, 11 teacher and 2 parent.
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Items from the pupil role sector which are commonly perceived by all
headteacher groups to involve them in role type situations 3 + 4, account
for 62/0 of all the items in this phenomenological classification. This

supports previous discussions of the overall and direct respons-
ibility of the headteacher for the welfare of -the children committed to
his charge. Extrapolation from Appendices 5.0 to 10.0 shows that a
number of items reflect the headteacher's concern for the quality of his
relationships with children, variously referred to in earlier discussion
as the 'idiographic' or ‘consideration' dimensions of his leadership
behaviour. At the same time, a number of items describing communication
and initiation behaviour are starkly task-orientated and their classifica-
tion in RTS 3+ 4 supports those studies which have noted the strong
organizational emphasis of British headteachers' role conceptions (Burnham

1964; Cohen 1965; G-lossop 1966; Pinlayson and Cohen 1967).

COVBINED ROLE TYPE SITUATIONS 5 and 6

RTS 5+ 6 represent incongruence between headteachers' role con-
ceptions and the expectations that they attribute to teachers. Teachers
are perceived to accord significantly greater or significantly less
support to the itemised behaviour than heads themselves believe approp-
riate. At the same time, heads perceive congruence between their role
conceptions and parental expectations. ~ole type situations 5 and 6
represent cognitive alliances on the part of headteachers with parent

members of their role-set.

Extrapolation from Tables 5.(1, 2) to 10.(l, 2) indicates that all
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three role sectors of the HRDI are represented in the phenomenological

classification RTS 5+6. (Pupils 54, teachers 68, parents 63).

lable 11.5 shows that the leadership dimension most commonly-per-
ceived in RTS 5 + 6 is organization behaviour. Extrapolation from
Appendices 5.0 to 10.0 shows that of the 46 recordings of organization
behaviour, 27 are in connection with defining or structuring the work of
teachers or the relationships between members of the teaching staff.
Furthermore, all 27 recordings occur in RTS 5 in which teachers are per-
ceived to be significantly less in support of the itemised behaviour than

heads or parents.

1 Ohiin .tion behaviour is the second most commonly—perceived aspect of
leadership behaviour categorized in RTS 5 + 6. Of 35 recordings in this

category, 18 refer to teachers and 10 to parents.

Comm-.-nioation behaviour, recorded 26 times by all headteacher groups
refers primarily to seeking and exchanging information in respect of the

pupils' work (18 recordings).

ine -HIBer-rin,; school rroup of headteachei’s is selected for comment

within the RTS 5+ 6 classification.

Reference to Table 11.1 shows that 23 of the 78 HRDI items (almost
302 of the total inventory) are perceived by these headteachers to involve

them in RTS 5+ 6 situations.

Reference to the inner-ring school, outer-ring school phenomenolog-
ical analysis in Appendix 8.0 indicates that inner-ring school heads share

conmon perceptions with their outer-ring school colleagues in respect of
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12 items of role behaviour end differ in their perceptions of 15 other

items.

One interpretation of the greater incidence of cognitive alliances
with parents on the part of inner-ring school headteachers as compared
with their colleagues in outer-ring schools follows from the acceptance
of reports of e greater degree of apathy and indifference towards the
school among parents of lower socio-economic status. (Kerr 1958; Kays
1972; ,ebb 1962; Garter 1962; McMahon 1962; Jackson and liarsden 1962).
Tie interpretation assumes that inner-ring school heads' perceptions of
parental expectations are "passive" in the sense that to all intents and
purposes they are "non-perceptions”. Headteachers of inner-ring schools
fail to perceive precise parental expectations for their behaviour as
heads because, in fact, such expectations are less often communicated to
them. In the absence of actual expectations, headteachers attribute to
parents expectations which are generally aligned with their own role con-
ceptions particularly over items of headteacher behaviour which heads
believe involve them in incongruence with teacher expectations. By con-
trast, headteachers of outer-ring schools perceive more precisely parental
expectations beoause, in fact, such expectations are more precisely comm
unicated to them. Outer-ring school heads, therefore, are more capable

finer discrimination between their own role conceptions and the expecta-
tions they believe parents hold for their behaviour. Support for this
line of interpretation comes from the greater incidence among outer-ring
school heads of RTS 1+ 2 perceptions. Table 11.1 shows that outer-ring
school heads perceived 27 items as involving them in RTS 1+ 2 situations

as compared with only 15 items recorded as such by headteachers of the
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inner-ring schools.

A second interpretation of the reported differences between the two
groups of headteachers accepts that such perceptions,in an "active" sense,
do relate to differing parental expectations. To a greater extent than
his outer-ring school colleague, the inner-ring school head perceives that
parents of lower socio-economic status acquiesce to his position as an
authority figure and invest him with rights of decision-making in respect
of pupils' and teachers' behaviour, and, indeed, in his relationships
towards them as parents. This interpretation too has some support in
tie literature already cited above. But, as was noted in an earlier
discussion (p. 142 ) such interpretations can only be supported by data from
inner-ring and outer-ring neighbourhoods and the comparison of actual

parental expectations with the attributed expectations of headteachers.

COMBINED ROLE TYPE SITUATIONS 7 and 8

RTS 7+ 8 represent incongruence between headteachers' role concep-
tions and the expectations they attribute to parents. Parents are per-
ceived to accord significantly greater support or significantly less supp-
ort to ti.e itemised behaviour than heads themselves believe appropriate,
at the same time, heads perceive congruence between their role conceptions
and teacher expectations. Role type situations 7 and 8 represent cog-
nitive alliances on the part of headteachers with teacher members of their

role-set.

Extrapolation from Tables 5.(1, 2) to 10.(l, 2) indicates that all

three role sectors of the HRDI are represented in the phenomenological
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classification RTS 7+ 8. (Pupils 51, teachers 75, parents 50).

Table 11.6 shows that the leadership dimension most commonly-per-

ceived in RTS 7 + 8 is integration behaviour. Extrapolation from Appen-

dices 5.0 to 10.0 shows that of the 43 recordings of integration behaviour,

24 are in connection with teachers and 19 in connection with pupils, the

headteacher's primary concern being with reducing intra-group conflict

between members and in the case of children, promoting the individual's

adjustment to his peer group. 37 of the 43 recordings of integration

behaviour occur in RTS 7 in which parents are perceived to be significantly

less in support of the itemised behaviour than heads or teachers.

Communication behaviour, the second most commonly-perceived aspect of

leadership classified in RTS 7 + 8 is recorded 27 times in connection with

the head’'s relationships with parents (16) and with teachers (II).

Domination behaviour, the third most commonly-perceived leadership

dimension is recorded 20 times in connection with the headteacher's rela-

tions with pupils (12) and with teachers (8).

rne older headteacher ,:roup is selected for comment within the

RTS 7+ 8 classification.

Reference to Table 11.1 shows that 19 of the 78 HRDI items (24# of

the total inventory) are perceived by older heads to involve them in RTS

7+ 8 situations. Younger heads perceive 14 items within this phenomeno-

logical classification.

The older-younger headteacher analysis in Appendix 9.0 indicates

that older and younger heads hold conmon perceptions in respect of 11 items
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of role behaviour and differ in their perceptions of 11 other items.

In connection with the following aspects of a headteacher's role

behaviour, older heads’ role conceptions are congruent with what they

perceive to be teacher expectations whereas younger heads' role concep-

tions are not, -

....the head's structuring of his own work in respect of timetabled teach-
ing; his facilitation of new methods and practices within the classroom;

his efforts to advance the interests of individual teachers; his informal

interaction with parents and his communication to them of levels of

achievement or effort required by the school.

Younger heads' role conceptions are congruent with what they per-
ceive to be teacher expectations whereas older heads' role conceptions are

not, m connection with the following aspects of a headteacher's behaviour,

....his work in advancing the interests of pupils; his efforts to act on

hehalf of parents and his concern to be aware of affairs appertaining to

parents.

In each of these aspects of headteacher behaviour, younger heads'
beliefs match those they attribute to teachers in giving significantly

less support to the role behaviour than they believe parents would wish to

accord to it. In contrast, older heads' perceptions are not so structured.

In connection with awareness of affairs appertaining to parents, older

heads align themselves with perceived parental »fishes in opposition to

those that they attribute to teachers.

These differing patterns of older and younger headteachers' per-
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ceptions support observations made in previous discussion (p. 56 ) in
which older headteachers were found to exhibit a greater degree of pater-
nalism in their relationships with pupils, teachers and parents than their

younger colleagues.

3UMIARY 0? Fi-EUOL'SKCIOGIC.-.L ANALYSIS FART |
340 headteachers are differentiated according to situational and

personal criteria into 11 groupings.

In each grouping, the relationship between headteachers' role con-
ceptions and the expectations that they attribute to teachers and to
parents is identified by the KcNemar test for the significance of change

in respect of < items describing headteacher role behaviour.

Prom each headteacher grouping's perceptions of each of the 78
items, a typology of role-set relationships is deduced. The typology

consists of nine logically-exclusive classifications.

By combining role type situation classifications 1 + 2, 3+4,
5+ 6, 7 + 8, focus is centred upon the patterning of heads' role concep-
tions in relation to the expectations they attribute to both members of

their role-set.

By combining role type situation classifications 2 + 3 +5, 1+4+6
1+3+7, 2+4+8, focus is centred upon the patterning of heads' role
conceptions in relation to the expectations they attribute to one or other

member of their role-set.

Results are set out in terms of major similarities and differences

between he-dteacher groups.
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By combining role 1lype Situation classifications 1 + 2, 3 + 4>
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their role-set.
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conceptions in relation to the expectations they attribute to one or other

member of their role-set.

Results are set out in terms of major similarities and differences

between headteacher groups.
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Similarities
(1) Headteachers,in general, tend toward similar perceptions of the
number of items of their role behaviour involved in specific role type
situation classifications. (Evidence: Tables 3 and 4).
Differences

.Exceptions to the statement above are Infant, Small school and
Outer-ring school headteachers.
Similarities
(2) Headteachers, in general, tend toward similar perceptions of the
number of items of their role behaviour involved in combined role type
situation classifications wv/hich describe the relationships that they
perceive with both members of their role-set. (Evidence; Tables 5, 6,
7, 8))
Similarities
3) Headteachers, in general, tend toward similar perceptions of the
number of items of their role behaviour involved in combined role type
situation classifications which describe the relationships that they
perceive with one or other member of their role-set.

a. In 7 headteacher groupings, the number of items on which teachers
are perceived to give less support than heads themselves believe
appropriate is greater than expected by chance. (Evidence Table
9).

Differences between groups

Exceptions to tiie statement above are Infant, Junior, Inner-ring

school, and Older headteachers.
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b. In 9 headteacher groupings the number of items on which teachers
are perceived to give greater support than heads themselves beldev
leve appropriate is less than expected by chance (Evidence Table
10).

Differences between groups

Exceptions to the statement above are Outer-ring school, and Younger

headteachers.

c. In 10 headteacher groupings the number of items on which parents
are perceived to give less support than heads themselves believe
appropriate does not differ from a number expected by chance.
(Evidence: Table 11).

Differences between groups

An exception to the statement above is the Older headteacher group.
In 1® headteacher groupings the number of items on which parents
are perceived to give greater support than heads themselves
believe appropriate does not differ from a number expected by
chance. (Evidence: Table 12).

Differences between groups

An exception to the statement above is the Inner-ring school
headteacher group.
Similarities
(A) Headteachers, in general, tend toward similar perceptions of the
number of items from specific role sectors which involve them in certain
combined role type situations. (Evidence: Appendix Tables 5.1, 5.2 to

10.1, 10.2).
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Items describing relationships with pupils tend to be seen as involving

headteachers in role type situation O.
Items describing relationships with parents tend to be seen as involving
headteachers in combined role type situations 1 + 2.
Items describing relationships with pupils tend to be seen as involving

headteachers in combined role type situations 3 + 4«

Items describing relationships in all three role sectors (pupils, teachers

and parents) are more proportionally represented in combined role type

situations 5+ 6 and 7 + 8.

Similarities

(5) Headteachers, in general, tend toward similar perceptions of the
dimensions of leadership behaviour involved in combined role type situa-

tions. (Evidence Appendix Tables 5.5, 5.6 to 10.5, 10.6).

Hecognition behaviour, in particular, tends to be associated with role

type situation 0. (Evidence: Appendix Table 11.2)

Representation behaviour, in particular, tends to be associated with

combined role type situations 1+ 2. (Evidence: Appendix Table 11.3).

Communication behaviour, in particular, tends to be associated with

combined role type situations 3 + 4« (Evidence: Appendix Table 11.4)

Organization behaviour, in particular, tends to be associated with

combined role type situations 5+ 6. (Evidence: Appendix Table 11.5).

behaviour, in particular, tends to be associated with

combined role type situations 7 + 8. (Evidence: Appendix Table 11.6).

Similarities

(6) The perceptions of headteecherg that the pupil role sector of the
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KRDI involves them in role type situations 3 + 4 is discussed in the light
of the suggestion in American studies of two major dimensions of school
leadership behaviour and by reference to British studies which have
emphasised, in particular, one of those dimensions.
Differences between rrouos

Infant headteacher group is selected for discussion on the
number of items which are perceived by Infant heads to involve them in
role type situation O. Discussion centres upon the informal contact and
communication between home and school at the Infant stage, and upon the

major role orientation of the Infant school teaching staff.

The female headteacher /tout' is selected for discussion on the
number of items which are perceived by female heads to involve them in
combined role type situations 1 and 2. Discussion centres upon previous
studies of male and female school principals which suggest that female
heads may be more sensitive than male heads to problematic situations
and less desirous of strongly autonomous roles as occupants of the head-
teacher position.

Inner-ring school headteacher rou:; is selected for discussion
on the number of items which are perceived by Inner-ring school heads to
involve them in combined role type situations 5 + 6. Discussion centres
upon two possible interpretations of the data. Firstly, that heads
interpret parental expectations "passively" because such expectations are
rarely communicated. Secondly, that heads interpret parental expecta-
tions "actively", ascribing to parents expectations which seek to invest
the headteacher with authority which he believes inappropriate to his

office. The analysis in Table 12 tends to support the second inter-
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pretation.

The OI(.gr headteacher .-roup is selected for discussion on the
number of items which are perceived by older heads to involve them in
combined role type situations 7 + 8. Discussion centres upon the greater
degree of paternalism exhibited by older heads in their relationships with
pupils, teachers and parents. The analysis in Table 11 tends to support

this interpretation of the data.
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THE mSI;0LIENOLQ5ICAL AHILY3IS - PART 2

Inir cxiuction :
i'ne major finding of the first.section of the phenomenological
analysis is the similarity that exists in the perceptions of various head-

teacher groupings rather than the differences that exist between them.

Fur-oose:

The second section of the analysis, therefore, attempts to extend
the applicability of the previous discussion by operationalizing a concept
used in the State police study of role conflict by Preiss and Ehrlich
(1566). Adequate stimuli, according to Preis3 and Ehrlich, define those
systematic elements which are invariably perceived by' position-occupants

to involve them in specific patterns of role relationships with persons

occupying counter-positions to their own. Applied to the data at hand,

adequate stimuli represent those items describing headteacher behaviour
which are 'invariably* perceived by heads to involve them in specific role

relationships with teachers and with parents.

Extrapolating from the data in Appendices 5.0 to 10.0, detailing the
phenomenological perceptions of the 11 headteacher groupings, each HRDI
item is accorded a score from O to 11 indicating the number of times it is
commonly-perceived by each headteacher grouping as one of the 9 role type
situations. The score accorded to each item is designated as the adequate

wei;hting of that item in respect of the phenomenological per-

ceptions of resdteachers generally.

Thus, a weighting of 11 would indicate that in all of the head-
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teacher subgroups (by age, sex, type of school etc.) the specific behav-
iour itemised is "invariably" perceived by the respondents as an example
of one of the nine possible role situation types. Similarly, a weighting
of O would indicate that no headteacher group perceives that specific item
to be an example of the role situation type under discussion. The criter-
ion for the classification of a specific item as an "adequate stimulus"
derives from the following scale. The range of wei”itings (0 to Il) is

arbitrarily broken to give four groups and these are labelled

Vein;hting Adequate stimulus rating
11, 10, 9 very high

8, 7, 6 high

5k, 3 medium

2, 1, 0 low

Criterion of adequate stimulus weighting

Only those items which are weighted ‘very high', that is, 11, 10,
or 9, are considered to be adequate stimuli, commonly-perceived by head-
teachers to involve them in certain types of role set relationships with

teachers and with parents.

Table 13 below reports the adequate stimulus weighting of each HEDI

item and identifies the 44 items which meet the criterion weighting.

quantitative measures

quantitative measures are introduced in order to establish the
direction and intensity of the role conceptions and attributed expectations
of the headteacher respondents to the 44 items, and to determine the

degree of consensus with which they hold those role conceptions and att-
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ribute role expectations to teachers and parents.

Directions and intensity indices are derived from the weighted mean
response scores of all headteachers to each of the 44 items. By imposing
exact limits upon the five interval response scale it is possible to
describe headteachers' responses as mandator',- (absolutely must), preferen-
tial (preferably should), and unresolved (may or may not). These refer

to the IETEHS3ITY of the response.

By prefixing the terms mandatory and preferential with positive and

negative. the DIRECTION of the response is also identified.

The D3&R33 (¥ COKoEHSUS of headteacher responses is given by the

variance score of each distribution for each item.

Dichotomizing the total range of variance scores for (h), (T) and (P)
spearately, at the median variance scores, results in two groups:— high
variance scores represent LOIV CCI,SENSUo. low variance scores represent

HIGH CONSENSUS.
Full details of all these measures are given in Appendix 12.

In addition to previously-used conventions, the following symbols

appear henceforward in Tables and in discussion:

M + positive mandatory (absolutely must)

M - negative mandatory (absolutely must not)

P + positive preferential (preferably should)

P - negative preferential (preferably should not)
U unresolved (may or may not)

H high consensus (low variance)

L low consensus (high variance)
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Tables 14 to 18 below report headteachers' role conceptions and their
attributed expectations to teachers and parents identified by direction,
intensity and consensus. The HRDI items are identified by number. role-

- e--°r. and rO.g. type situation classification. A classification appears,
labelled potential-for-conflict. The derivation of this latter classifi-

cation is discussed in detail below.

The following concepts are employed in the discussion of the head-

teacher data which follows:-

GOLLEGIALITY - (Bidwell 1965) refers to the quality of the relationships
between headteachers and teachers arising out of the

similarity of their professional socialization.

™ (king 19bb) refers to the ability of a position occupant
to control the action of others. It is used particularly

in connection with the headteacher's power.

MAAk-ITION “  (King 1968) refers to social approval of the headteacher's
behaviour. Legitimation may derive from rational, legal
and traditional bases.

fvb-hChJTY — (King 1968) refers to the legitimised power of the

headteacher.

A_Th<i IONAI, DSP3X\DBI.GE - (Kahn et al. 1964) refers in particular to the
relationship between headteacher and teacher. Though
occupying different positions their role behaviours are

necessarily inter-related and inter-dependent.

FREQUENCY OF INTERACTION and ORGANIZATIONAL ffiOXINITY.- (Kahn et al. 1964)

refers to the greater degree of contact between head-
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teacher and teacher than between headteacher and parent

or between teacher and parent.

THRUST - (H*Ipin and Croft 1962) refers to headteacher behaviour
which is intended to set an example to pupils, staff and

parents in "moving the organization towards its goals."

PRODUCTION SIVIHIASIS - (Halpin and Croft 1962) refers to the social control
exercised by the headteacher in respect of pupils, teach-
ers and parents. Close supervision of teachers' records
and preparation of work illustrates production emphasis in

relation to teaching staff.

CONSIDERATION - (Halpin and Croft 1962) refers to the headteacher's
concern for the personal well-being of individual members

of the school.

ALOOFNESS - (Halpin and Croft 1962) refers to the headteacher's
behaviour which is formal, impersonal, "goes by the book";
the head behaves, or is expected to behave universalisti-

cally rather than particularistically.

The concepts of Halpin and Croft are adopted in the current dis-
cussion in that they afford finer discrimina”on within leadership dimen-
sions elsewhere identified as expressive-instrumental, idiographic-nomo-

thetic, and consideration-initiating structure.

ROLE CONFLICT - refers to the perception by the headteacher that his role
conceptions are incongruent with role expectations that are

held for him by one or more counter-positions to his own.
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VThile the perception of role conflict by headteachers does not
necessarily lead to the experience of psychological conflict, it is a
reasonable assumption that a particular dimension of leadership behaviour
a particular sector of role-set relationships, a particular type of role
situation, or some combination of these is more likely than others to lead
to psychological or experienced conflict (Kahn et al. 1964). For example,
HRDI item 10 describing integrative behaviour on the part of the head-
teacher towards children, when perceived as an example of role type situa-
tion 0 may be held to possess no potential-for-conflict. By way of con-
trast, HRDI item 32, describing representational behaviour by the head in
supporting a teacher whom he knows to have behaved unjustly toward a child,
when perceived as an example of role type situation 1 probably possesses

considerable potential for conflict«

POTSITIAL-FOR-COImMJCT —refers to the likelihood that the behaviour
described in an item will lead to the experience of con-
flict on the part of the headteacher.

In Tables 14 to 18, specific items of role-behaviour are identified

as more likely than others to possess potential for conflict.

This broad distinction between items is made by reference to the
interdependence of both the quantitative measures used to describe the
phenomenological perceptions of the headteacher sample and the qualitative
concepts employed to describe the perceived relationships between the

chosen members of the role-set.

Quantitative measures indicate the direction, intensity and degree of con-
sensus of role conceptions ¢nd attributed expectations, and locate these in

specific role type situations.
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concepts describe the relationships perceived to exist between
the principal actors, their collegiality or non-collegiality, their
frequency of interaction, their organisational proximity, their power of
reward or punishment, the legitimacy or illegitimacy of their expectations,
~<rd the greater necessity of cooperation between certain members in respect

of certain aspects ofUie itemised role behaviour,

TcUnii. 1-foi—conflict is an inferential concept following from discussion
in phenomenological psychology (Snygg and Combs 1959) and from dissonance
theory (Festinger 1962).

Snygg and Combs suggest that behaviour is determined by the totality

of experiences of which an individual is av«are, that is, his phenomenal

xxeld. Given a description of that phenomenal field, they suggest that
the individual's behaviour may be predicted. (Purkey 1968).
An individual strives for cognitive consistency. Dissonance is

psychologically uncomfortable and the person is motivated to reduce diss-

onance between cognitions (Festinger 1962).

The concept of ;®teniial-for-conflict is used to infer from data
concerning dissonant cognitions and the relationships between them, that
certain aspects of headteachers' role behaviour are likely to be psycho-

logically-uncomfortable for them.

Table 19 summarises the quantitative and qualitative data on which

the potential-for-conflict of a particular item is adjudged.
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TABLE 15
Headteachers' positive preferential role conceptions.

their attributed expectations, ana potential-for-

cQiiflict eiacol Uc'ttion.
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IABLE 16.

Headteachers' unresolved role conceptions, their
attributed expectations, and potential-for-conflict

classification.
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Headteachers' negative preferential role conceptions,
their attributed expectations, and potential-for-

conflict classification.
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TABLE 18.

~r-Sadteachers* negative mandatory role conceptions,
their attributed ex ectations. and potential —for—

conflict classification.
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DISCUSSION OF RESULTS

Only two members out of an unknown number of those constituting the
totality of the headteacher's role set have been selected to occupy coun-
terpositions to that of the headteacher. Teachers and parents were ehosen
in that, in so far as they we*likely to be affected whether directly or
indirectly by the headteacher behaviour itemised in the Role Inventory,

they would probably constitute a group of effective role-definer s.

Clearly, teachers and parents are differently able to, and differently
motivated to impress upon the headteacher their expectations as to what he
should or should not do over as wide a range of behaviour as that itemised
in the HRDI. :ie would expect, for example, that teachers as compared
with parents would be more highly motivated to project expectations towards
the headteacher in connection with the amount of timetabled-teaching that
he undertakes because they would be the more likely to be satisfactorily
(or unsatisfactorily) affected by the particular outcome of that aspect of

the head’s behaviour.

W& are reasonably assured that the role-set partners that have been
chosen are, in fact, effective role definers since our data are derived
from the headteachers' perceptions of their expectations and not from the
actual expectations of teachers or parents about which headteachers could,

conceivably, be unaware.

Nevertheless, our first task is to establish the different bases of
the eifeetiveness of teachers and parents as sources of influence upon ttie
headteacher before attempting to interpret their effectiveness by examin-

ing the direction, the intensity, and the degree of consensus in their
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expectations, which the heads themselves perceive.

Parents as effective role-definers

Parents are an important source of legitimation of the headteacher’'s
authority. In private schools, for example, where parents "pay the piper",
they exercise the powerful ultimate sanction of withdrawal of their child
from a school which fails to take cognizance of their expectations. In
the State system, parental approval of the school may be more important
at the Primary and the non-selective Secondary levels than at the selective
Secondary level for in the letter case, parental acceptance of a place for
their child carries with it a stronger commitment to support the goals of

the particular school (King 1968).

Parents, however, are external to the school'3 everyday functioning,
they are generally infrequent in their interaction with school personnel
including the headteacher , who is not functionally- dependent upon them
in the daily enactment of his role behaviour. Nevertheless, parents
represent for the headteacher, more than for teachers, powerful, latent
role-definers. The headteacher has the ultimate responsibility for all
that happens within the school and that responsibility centres upon the
parent-surrogate behaviour of school personnel tov/ards the children placed
in his ultimate charge. To the extent that the legal legitimation of the
headteacher's authority over pupils (in loco parentis) is wide and diffuse
in interpretation, the greater may be the concern of the head lest he fail

to fully measure up to his responsibilities.

The degree of permeability of the school which is permitted to parents’l
rests very much in the hands of the headteacher. He may be subject to

strong expectations from school staff to restrict parental contact to
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strong expectations from school stuff to restrict parental contact to
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infrequent, formalised and ritualised occasions. To the extent, however,
that he complies with such expectations, he minimises his own ability to
properly perceive parental expectations and maximises the probability of
"perceptual seduction” (Burnham 1968), that is, wrongly interpreting the

expectations of role-definers who are ultimately important to him.

Teachers as effective role-definers.

The headteacher exercises considerable power over the actions of his
teachers, power, moreover, which is legitimised both legally and tradition-
ally. He is able to control the career prospects of teaching staff
through his use of testimonials and confidential references; he can
directly reward or punish staff through his allocation of allowances and
posts of responsibility; he can indirectly reward or punish staff through
his allocation of "difficult” or "easy" classes, good or poor facilities

etc.

His authority, however, must ultimately derive from other than legal
or traditional sources. The head must earn his authority; such authority
in the last analysis lies in his teachers' evaluation of his behaviour as
a head. (Burnham 1968). The crude exercise of power over staff members

without legitimation may soon become dysfunctional. (King 1968).

The relationship between the headteacher and his staff arising out
of their common professionalization is essentially one of collegiality.
They are frequent-in-interaction and functionally dependent in their concern
that the everyday activities of the school are carried out effectively.
For the most part, however, the teacher is relatively invisible in the per-
formance of his role and the headteacher must trust the teacher as a pro-

fessional and acknowledge his autonomy in carrying out his responsibilities.
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infrequent, formalised and ritualised occasions. To the extent, however,
that he complies with such expectations, he minimises his own ability to
properly perceive parental expectations and maximises the probability of
"perceptual seduction” (Burnham 1968), that is, wrongly interpreting the

expectations of role-definers who are ultimately important to him.
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his allocation of "difficult™ or "easy" classes, good or poor facilities

etc.
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or traditional sources. The head must earn his authority; such authority
in the last analysis lies in his teachers* evaluation of his behaviour as
a head. (Burnham 1968). The crude exercise of power over staff members

without legitimation may soon become dysfunctional. (King 1968).

The relationship between the headteacher and his staff arising out
of their common professionalization is essentially one of collegiality.
They are frequent-in-interaction and functionally dependent in their concern
that the everyday activities of the school are carried out effectively.
For the most part, however, the teacher is relatively invisible in the per-
formance of his role and the headteacher must trust the teacher as a pro-

fessional and acknowledge his autonomy in carrying out his responsibilities.
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Whereas the relationships of the headteacher with parents are

marked by organizational distance and infrequency of interaction, the
patterning of the head's relations with teachers suggests that he may have
clearer perceptions of their expectations for his role behaviour and (as
an ex-teacher himself), greater insight into the range of sanctions at the
disposal of staff in theevent of his failure to comply with their more
important demands. Withdrawal of labour in the sense of a "work to rule”
by teaching staff can have far-reaching effects upon the school ( and thus,
ultimately upon the head) since many of the school's activities depend upon
the goodwill and professional commitment of teachers above and beyond the

teaching-learning process within the classroom.

jduDTBACHBRS' ROLL) CONCEPTIONS AKD TK3 K)TH1MaL -i\DR-C(NRLICT IN 1HEIR

-fTTRIBIT™N TO TKACINRS Rj TO pAI&TOb.

(1) FO3ITIVE MANDATORY ROLE CONCEPTIONS

Positive mandatory role conceptions refer to the beliefs of head-
teachers that they absolutely must exhibit the role behaviour that is aea-
cribed in the particular HRDI item. Heads generally, perceive these items
as expressing powerful legitimate prescriptions for the incumbent of the

headteacher-position.

Table 14 shows that positive mandatory role conceptions are held in
connection with pupils and teachers, but not in connection with parents.
Social control and social needs satisfaction dimensions of the headteacher”
leadership are illustrated in the 3 items from the pupil role sector and

the 7 items from the teacher role sector of the inventory.
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Items 8 and 38, describing the headteacher's concern for the
personal well-being of individual pupils and teachers, refer to that aspect

of leadership identified as CONSIDERATION by Halpin and Croft.

Items 10 and refer to the task of the headteacher in establishing
kindness and courtesy in children's relations one with another and friendly
personal contacts with his teaching staff. Leadership behaviour through

personal example is referred to as THRUST.

Items 27 and 28 are also included within the dimension THRUST in so
far as they describe the head's concern for the quality of his teachers’

professional performance and for ways of helping them improve their teach-

ing effectiveness. The review of the literature cites numerous examples

from American studies of the school principalship of the importance placed

upon the ‘instructional leadership* by the school administrator. British

headteachers, too, place strong emphasis upon this aspect of their work.

Items 20, 39, 46 and 47 refer to the social control exercised by the
headteacher in respect of pupils' and teachers' work. The inspection of
children's work and the supervision of teachers' preparation of work are

examples of PRODUCTION EMPHASIS on the part of headteachers.

The desire for knowledge of the strengths and weaknesses of individ-
ual teachers (item 46) and of staff feelings on important school issues
(item 47) are also included within the dimension PRODUCTION EMFfIASIS in
that they are interpreted as part of the headteacher's concern for the

goals of the school as an organization rather than the idiosyncratic needs

of its personnel.
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Potential-for-Conflict
Table 14 shows that despite headteachers' perceptions of role con-
flict in respect of all 10 items of their role behaviour (no item is class-

ified as RT6 0), no potential-for-conflict is recorded.

The reasoning behind this decision is briefly outlined and may be

followed by reference to Table 19.

On all 10 items there is congruence between headteachers' role con-
ceptions and their attributions of expectations to teachers and parents in
respect of direction, degree of consensus, and legitimacy. Differences

occur only in the intensity of role conceptions and attributed expectations.

In otner words, headteachers believe that teachers and parents common™
acknowledge the authority of the head to exercise social control over the
work and performance of pupils and staff. At the same time, they recog-
nise the strong obligations that are expressed by teachers and parents for
headteacher behaviour which concerns itself with promoting the individual
well-being of children and teachers. Since both the 'rights' and 'obliga-
tions' dimensions of those perceived expectations are congruent with head-
teachers' own beliefs, there is probably little, if any, potential-for-

conflict in the situations as headteachers perceive them.

Items 20 and 39, on which heads' mandatory conceptions contrast with
their perceptions of teachers' preferential expectations, might be thought
to contain the seeds of conflict. Closer supervision of the teacher's
work than the latter considers professionally justifiable might provoke him
to exercise negative sanctions against the head by what Halpin and Croft

have aptly termed dlsengagement. in which teachers "go through the motions
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only". The important factor in deciding about the potential-for-conflict
in these two situations is the perceived legitimacy of such supervision

that headteachers attribute to their teaching staffs.

(2) POSITIVE PREFERENTIAL RCLS CONCEPTIONS

Positive preferential role conceptions refer to the beliefs of head-
teachers that they preferably should exhibit the role behaviour that is
desci’ibed in the particular HRDI item. Heads generally, perceive these
items as expressing legitimate prescriptions for the incumbent of the head-

teacher position.

Table 15 shows that positive preferential role conceptions are held
in connection with pupils, teachers and parents. Social control and
social needs satisfaction dimensions of the headteacher's leadership are
illustrated in the 6 items from the pupil role sector, the X items from the
teacher role sector, and the 7 items from the parent role sector of the

inventory.

The social needs satisfaction dimension of the headteacher's leader-

ship is particularly represented.

Certain items of role beh viour classified within this dimension are

recorded in Table 19 both as CONSIDERATION and as THRUST.

Item 23, for example, "Compliment a child .bout his work in front
of other children", may be seen as behaviour on the part of the head inten-
ded both as a reward to the individual pupil and as a spur to his fellows
to emulate his achievement. Similarly, item 37» "Encouro ;e an eoual

voice in school matters Lo 7Qi.n .j-d ole teachers alike", suggests both a
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concern for the individual teacher's opinion in school matters and a
recognition oi the desirability of promoting participation in decision-

making in a professionally-staffed organization.

Items 4, 23, 34, 37, 52, 53, 72 and 75, exemplify headteacher
behaviour, the purpose of which is to move the school toward certain goals,

goals which may more often be implicitly understood than explicitly stated.

Recognizing individual achievement (item 23), acknowledging group
cooperation (item 73), facilitating experimentation in teaching methods
(item 27) and encouraging in-service course attendance (item 52,)are all
concerned with headteacher behaviour aptly termed THRUST - a dynamic leader-
ship quality involving both personal enthusiasm and example together with

skill in facilitating the individual achievement of organization members.

Items 12, 22, 23, 34, 37, 58, 65, 72 and 73, describing headteacher's'
relationships with pupils, teachers and parents,have in common the orienta-
tion of the headteacher toward the personal welfare of individual members
of these groups. Counselling children (item 12) or parents (item 65) in
connection with theix* problems, relieving teachers of busy work (item 34)
and defending parents from unjustifiable criticisms (item 58), express

CGNSIDKRAXTCr) behaviour on the part of headteachers.

The social control dimension of leadership receives positive prefer-

ential support by headteachers in respect of 4 items.

ALOOFNESS is used to describe bureaucratically-orientated behaviour, formal,
impersonal, stressing universalistic criteria as opposed to particularistic
considerations. Three items, 9, 19 and 6l are classified in Table 15

under this dimension. Item 19, describes organizational behaviour to do
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with the communication of policy and procedures. Items 9 and 6l are con-
cerned with stressing universalistic criteria in formulating school policy
in connection with children (item 9) and in considering requests from

parents for special consideration (item 6l).

One item, 40, describing the control of teachers' work through the
regular inspection of their records and forecasts, relates to PRODUCTION

mSHHiAolo on the part of the headteacher.

Potential-for-Confliet
Table .15 shows th»t 6 of the 17 items a.re recorded as possessing
potential-for-conflict for the headteacher. These items are grouped for

purpose of discussion.

Headteachers' relations with parents

£t.en 9 "Put the welfare of all pupils above that of an individual child."
Teachers are perceived to give significantly stronger support to this

aspect of headteacher role behaviour than heads themselves believe approp-

riate (appendix 12). Despite this difference of intensity between teach-

ers and heads they share in common the view that such behaviour is legiti-

mate. From the parental point of view, however, the legitimacy of the

head s universalistic behaviour towards their child is seen to be unresolved.

ltem 61. "Apply a general school rules policy when particular parents

request special consideration for their child".

An identical patterning of role—set relationships to that obtaining
in item 9 is shown in Table 15, and a similar interpretation is advanced.
Headteachers, and they believe teachers, subscribe to the legitimacy of

universally applying school rules and regulations in the face of parents'
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requests for special consideration, although headteachers are significantly
less in support of such behaviour than they believe teachers would wish
them to be. Parents, however, are perceived by heads to question the
legitimacy oi the behaviour. In both situations, headteachers perceive
the incompatibility of teacher demands for leadership behaviour which main-
tains the 'system' and the teachers' authority within the system, and par-
ental demands for leadership behaviour which is orientated toward the

particular needs of individual members of the system.

Differences are perceived in the intensity of expectations and the
legitimacy of expectations. Whilst there is low consensus among heads
concerning what teachers and parents expect of them, there is the possibil-
ity of sanctioning behaviour from both parties. (Table 19). Both

situations are classified as possessing potential-for-conflict.

Item 22. "Recuire important incidents concerning pupils in out-of-school
hours to be brought to his notice.

Table 15 shows a patterning of perceived role-set relationships in
which, despite the stronger subscription of headteachers to the desirabil-
ity of the behaviour than ttiey perceive in their teachers' expectations,
both share a common belief in the legitimacy of the behaviour. Parents
are believed to question its legitimacy. The beliefs of heads and their

attributions to teachers have in common a high degree of consensus.

The potential-for-conflict of item 22 lies in the extent Id which the
headteacher's legitimate authority is perceived to encompass the behaviour
of children outside of the school. Heads perceive teacher, but not paren-

tal support. The sanctioning power of parents (non-compliance) is a



180

source of potential conflict for the head. As parent-surrogate he needs
to know about individual children in order to make appropriate decisions
concerning their welfare. Teachers too, need to know about individual

children's behaviour in order to maintain their classroom authority.

Headteachers' relations with teachers
Item 73. "Provide meetings when parents' suggestions and requests gap
be discussed with the head and the staff concerned.

The situation outlined in item 73 differs from those described
earlier in that headteachers' beliefs and the expectations that they att-
ribute to parents are congruent in their direction, intensity and perceived
legitimacy, although parental support for the behaviour is perceived as
stronger than heads believe appropriate. (Appendix 12). For teachers,
the legitimacy of the behaviour is perceived as unresolved. The potential
for-conflict for the headteacher centres upon his control of the permeabil-
ity of the school to parental influence. In this respect, incompatible
expectations impinge upon him from what he perceives to be legitimate
parental demands for limited access, and collegial pressures which urge
him maintain the professional autonomy of the teacher in decision-making
with respect to school affairs. The sanctioning power of teachers rather

than parents is probably a more significant factor in this situation.

Item 53. "Implement suggestions made by H.M.l. for the improvement of

some aspect of the school curriculum or teaching method."

Item 53 represents a potentially-conflictful situation for head-
teachers arising out of a patterning of perceived role-set relationships

similar to those reported in item 73.
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There is a high consensus in headteachers' beliefs and perceived
parental expectations concerning the legitimacy of the behaviour although
parental expectations are significantly stronger than headteacher beliefs.
(Appendix 12). By contrast, teacher expectations are also high in their
consensus that the desirability of the behaviour is questionable and its

legitimacy is unresolved.

From a different external source to that identified in item 73, the
headteacher is again under incompatible expectations for the degree of
permeability to outside influence that he permits in connection with the

teaching and organization of subject matter within the school.

iVhilst it may be assumed that parents are ignorant of specific re-
commendations that Her Majesty’s Inspectorate may make to headteachers,
parents in Authorities which operate selective secondary procedures and
parents in middle-class suburban areas may be significant sources of
pressure upon headteachers in relation to the behaviour described in item
53,with powerful sanctions at their disposal when consensus of opinion
runs high. Perceived teacher expectations, as in iteip 73, are for the
headteacher's support in maintaining their professional autonomy especially

as it affects their classroom performance.

Item j,4. "Believe teachers of clerical duties by his owvn efforts or
those oi' secret.'rial staff."
Halpin and Croft (1962) describe the school principal's burdening of
his teachers w th routine duties end busywork as HINDRANCE and show that
low hindrance is an important contributing factor to the "open-climate"

school
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In connection with item 34, congruence in direction, consensus and
legitimacy is a feature of the perceived role-set relationships. All are
believed to be in agreement that the headteacher should relieve his
teachers of the mundane clerical chores which hinder their professional
performance as teachers. Heads’ beliefs differ,hnowever,in intensity from

those they attribute to teachers.

Preferential affirmation by heads is incongruent Yiith mandatory
affirmation attributed to teachers, and it is this incongruence in intensity

which is held to possess potential-for-conflict for headteachers.

The preferential "should" on the part of the headteacher permits him
s range of discretion - he may not always be able to avoid requiring cler-
ical chores of his staff. The mandatory "must" on the part of teachers
denies the head any latitude and attests that busywork forms no part of the
teachers' professional responsibility. Table 19 records that power of

sanction in this respect lies with the teachers.

(3) UKKSSOLVED RCL5 CCHCEIiTTCNo
Unresolved role conceptions refer to the beliefs of headteachers that
they mev or may not exhibit the role behaviour that is described in ttie

particular HRDI item.

Heads generally, perceive these items as expressing questionable or
unresolved legitimacy in the prescriptions they make for the incumbent of

the headteacher position.

Table 16 shows unresolved role conceptions are held in connection with:
5 items fromttie pupil role sector, 4 items from the teacher role sector and

5 items from the parent role sector of the inventory.
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3 items of role behaviour are classified in Table 19 both as THRUST
and as OCNDIDERhUICN within the social needs satisfaction dimension of
leadership behaviour. 1 item is classified both as ALOOFNESS and as
PRODUCTION EMPHASIS within the social control dimension of the headteach-

er’s leadership. These items are now discussed.

Items 17, 54 and 59 refer to headteacher behaviour which allows
children at times to act upon wrong decisions on their part, and permits
parental expression of opinion on school procedures and policies. V/Zhether
or not such behaviour is considered to show concern or lack of concern for
the individuals specified, it is classified as CCl.;1DSRaTICIl behaviour,
and in Halpin and Croft's usage, would be appropriately qualified by the
prefixes HIGH or LOW. The behaviour detailed in items 17, 54 and 59,
might also be considered to exhibit KICK or LON THRUST. Under properly-
controlled conditions, discretionary use of children's mistakes is the
sine qua non of discovery learning and the development of critical indepen-
dent judgement, a long term goal of the educational process to which most
headteachers would heartily subscribe. Similarly, the invitation to
parents to discuss new practices and procedures before their institution
in the school programme has long been a recognised practice in North
American community school systems. Item 54 could well express a goal in

home-school relations in a British setting.

Within the social control dimension, item 29 describing the head-
teacher’s prohibition<f "outlandish" classroom methods may express both
PRODUCTION EMPHASIS in respect of hia close supervision of his teachers’
professional performances and ALOOPNE3S in his desire to bureaoratize the

approach to teaching within the school by efforts to standardize classroom
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procedures.

Unresolved role conceptions are elicited from headteacher respond-
ents in connection with 9 items of social needs satisfaction and 5 items of

social control.

Items 3, 14, 17, 54, 59, 62, and 76 are concerned with THRUST.
Stressing the teaching of the 3R's (item 3), encouraging pupils* partici-
pation in rule-making and permitting their occasional indiscretions (items
14 and 17), inviting parental discussion on ashool matters and encouraging
parent-teacher social activities (items 54, 59 and 62), publicly expressing
disappointment at poor parental cooperation (item 76), are all of unresol-

ved legitimacy for headteachers generally.

Items 6, 17, 32, 54 *nd 59 are concerned with CCTISIDSRATION.
Supporting the child or the teacher in disciplinary problems within the
school (items 6 and 32) describes leadership behaviour about which head-

teachers are unresolved.

Items 16, 29, 30, 43 and 70 are concerned with ALOOIUESS.
Headteachers manifest their irresolution in respect of the regimentation of
children's movement about the school (item 16), the restriction of teachers*
classroom practices (item 29), the maintenance of social distance between
themselves and teachers within the school (item 30), the use of what may
be considered non-legitimated power over staff (item 43), and the employ-

ment of browbeating tactics when dealing with "difficult" parents (item 70).
Item 29 is also interpreted as PRODUCTION SI/.HIASIS.

Potential-for-Conflict

Table 16 shows that 9 of the 14 items are recorded as possessing
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potential-for-conflict for the headteacher. These items are grouped

for discussion.
Headteachers' relations with parents

Three items 54, 59 and 62 are directly concerned with the degree id
which headteachers permit parental influence to permeate school policy-
making and school planning. Item 70 is also discussed within this group-
ing in so far as it is concerned with a form of 'boundary maintenance' on

the part of the headteacher.

Item 54. "Invite parental discussion of new practices before their

introduction into the school pro/yamne.”

Despite incongruence in the direction of headteacher beliefs and
perceived teacher expectations (Table 19 and Appendix 12), Table 16 reports
congruence between heads and teachers in their questioning of the legimi-
macy of headteacher behaviour which promotes parental influence in the
professional affairs of the school. Parents, by contrast, are believed to
consider such behaviour on the part of the head both as preferential and

legitim ate.

Item 59. "In formulating general school policy, carefully consider

the wishes of the ma.iority of parents.”

Table 16 shows a similar patterning of perceived role-set relation-
ships to that obtaining in item 54, heads and teachers being commonly unre-
solved about the efficacy of the itemised behaviour, parental beliefs being
perceived as high in consensus about the desirability of representation in

the formulation of general school policy. Appendix 12 shows, however,
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headteachers' beliefs (x = 2.56) almost reach the positive preferential
rating and are high in consensus. In this important respect the pattern-

ings of perceived relationships in items 54 and 59 are dissimilar.

ltem 62. "Encourage the development of .-joint parent-teacher social

activities."”

Table 16 shows that perceived parental preference is high in con-
sensus and contrasts with headteacher beliefs and their attributed expecta-
tions to teachers questioning the advisability of encouraging joint parent-
teacher social activities. Reference to Table 15 and Appendix 12 indicates
that headteachers' beliefs and their perceptions of teacher expectations

differ in overall direction.

Item 70. "Wien de_.li;' ; with a 'difficult’ parent. speak in a voice

not to be Questioned. 1l

Headteacher irresolution over the desirability of the browbeating
behaviour described in item 70 contrasts with the perceptions of incompat-
ible expectations of teachers and parents. Table 19 shows that the direc-
tion of headteacher beliefs and their attributed expectations to teachers

is incongruent.

Common to items 54, 59, 62 and 70 is the man-in-the-middle situation

in which headteachers believe themselves to be placed.

As in earlier discussion (see items 53 and 73), perceived parental
expectations for a greater degree of influence in school affairs are incom-
patible with perceived teacher expectations for the preservation of their

professional autonomy. The potential-for-conflict in these situations
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lies in:

a. the probability that headteachers' beliefs, which are signifi-
cantly different from either teachers' or parents' expectations,
may be satisfactory to neither party,

b. the probability that the perception of high consensus in paren-
tal expectations is related to actual 'sent-pressures’' (Kahn et
al, 1964) from parental croups for ~reater representation in
school matters,

C. the probability that by inclining toward acceptance of the
legitimacy of some parental claims (item 59), headteachers may

invite negative sanctions from their teachers.

To no small extent parental legitimation of the head's authority is
dependent upon his sensitivity to parental opinion and some visible indica-

tion that their wishes are implemented in the policies of the school.

From the teachers' point of view, the head's authority is, in part,
legitimated by his creation of conditions which maintain their professional
autbnomy. The behaviour described in items 54, 59 and 62, may be held by

teachers to work against staff interests.

Ksadteachera' ral-, -ns .dth te-chcrs

In items 6, 29, 32 and 43, focus is centred upon the headteachers’
collegial relations with teachers in order to identify the salient aspects
of the perceived role-set relationships which may possess potential-for-

conflict. The items are grouped for discussion.

Items 6 and 32 refer specifically to the degree to which teachers

may expect support from the headteacher over matters of discipline where
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the problem is seen to arise from the teacher's behaviour rather than from

the pupil's.

Items 29 and 43 are concerned with the professional judgement of
teachers and their part in decision-making processes within the school.
Item 6. "Support the child in a pupil-teacher discipline problem where

the t- acher, in tie head's opinion, has acted unfairly."

Item 3,0 "Support a teacher's disciplinar;,’ decision even when he believes
it to be unfair to the pupil(s)."”

Table 16 shows a similar patterning of perceived role-set relation-
ships in respect of both situations outlined above, the reversals of posi-
tive and negative preferential support by teachers and parents being in the
expected direction. In both situations headteachers' role conceptions
are unresolved; in both situations role conceptions and attributed
expectations show low consensus. Reference to the variance scores (Appen-
dix 12) indicates the wide range of beliefs and perceived expectations in
connection with the itemised behaviours. The general direction of head-
teachers' beliefs is congruent with parental expectations rather than
teachers'.

The potential-for-conflict in items 6 and }2 lies in the incompati-
bility of parental expectations for 'justice' and teacher expectations for
unconditional collegial support. Both parents and teachers are able to
sanction the headteacher's resultant behaviour.

Item 29. "Forbid teachers to use classroom methods that are in his
opinion too "outlandish" and impracticable."

Headteachers indicate that they are unresolved in their beliefs
concerning the legitimacy of placing constraints upon the teacher's class-

room methodology when the latter's approach 13 seen to be impracticable or
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unorthodox. Teachers are perceived to view such constraints as illegiti-
mate behaviour, representing unwarranted interference with their profession-
al performance. Parents, however, are seen as holding positive preferen-
tial expectations that the head should exercise control over this aspect of
the teacher's work. As wa3 noted in earlier discussion (item 53) selec-
tive procedures at Primary level and the desire for marketable qualifica-
tions at the completion of Secondary school may focus parental attention
upon the classroom performance of teechers. Parental anxiety for their
children's success may well manifest itself in representations to the
headteacher that classroom procedures be formally geared to examination

goals.

The potential-for-conflict for the headteacher lies in the incom-
patibility of teacher expectations for autonomy in the organization of
their classrooms and parental demands that the head exercise control in

this area of teacher performance.

The teacher may sanction what he considers to be ‘'unprofessional’
behaviour on the part of the headteacher by direct confrontation or
through his professional association. Parental sanctioning, though indir-
ect, may nonetheless be a source of conflict experienced by the headteacher.
Reference to Appendix 12 shows that the direction of headteachers' beliefs

is toward congruence with perceived teacher expectations rather than parents.

Item A3. "Use veto power when a staff decision is contrary to his
firmly-held convictions.
Parents, but not teachers are perceived to legitimate the headteachers

exercise of the authority of his office in the event of a staff decision
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which is contrary to the head's belief».

Whilst both headteachers' beliefs and their perceptions of teacher
expectations are classified in Table 16 as 'unresolved', reference to
Appendix 12 indicates that headteachers' role conceptions (X = 2.62) tend
toward positive preferential support of the itemised behaviour whereas per-
ceived teacher expectations (x = 3*47) almost reach the level of disappro-

val.

The potential-for-conflict in item 43 lies in the degree of discre-
pancy between headteachers' beliefs and what they perceive to be teachers'

expectations.

The necessity for the headteacher to exercise authority in the
circumstances described in item 43 may cause him to experience considerable
conflict, for it works against the 'spirit' of his collegial relationships

with his staff.

Item 5. "Stress the teaching- of the 5 R's as the school's most

important task."

Headteachers' role conceptions show that they question the legiti-
macy of the itemised behaviour. They believe, however, that they face
parental expectations urging the implementation of a more formal curriculum
aid methodology than they themselves believe appropriate. Although teach-

ers' expectations are also perceived to question the legitimacy of giving
prominence to more traditional methods, teachers are believed to give
significantly more support to the item than headteachers. Reference to

Appendix 12 shows that attributed expectations to teachers are almost

within the positive preferential category (x = 2#5I).
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The attribution of more 'traditional' expectations to parents is in
line with the earlier discussion of parental motivation in items 53 and 29.
The perception of stronger teacher support than headteachers themselves
believe appropriate suggests that the potential-for-conflict in the role
of instructional leader may arise out of the necessity to direct THRUST

behaviour towards teachers as well as parents.

(4) NEGATIVE PREFERENTIAL ROLE CONCEPTIONS

Negative preferential role conceptions refer to the beliefs of head-
teachers that they preferably should not exhibit the role behaviour that is
described in the particular HRDI item. Heads, generally, perceive these
items as expressing illegitimate prescriptions for the incumbent of the

headteacher position.

Table 17 shows that negative preferential role conceptions are held in

connection with two items from the parent role sector of the inventory.

Item 68 refers to ALOOR.ESS on tie part of the headteacher in refusing
parents admission to the school without appointment. Heads believe this
is not legitimate role behaviour and perceive that parents and teachers also

reject it, parents being significantly stronger in their denunciations than

teachers.

Item 69 refers to CONSIDERATION behaviour on the part of the head-
teacher in controlling the opportunities for parents to express opinions

about school matters.

Potential-for-Conflict
Item 69. "Exclude parents from expressing-: opinions about the Introduction

of new courses or the choice of external examinations."
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teachers that they preferably should not exhibit the role behaviour that is
described in the particular HRDI item. Heads, generally, perceive these
items as expressing illegitimate prescriptions for the incumbent of the

headteacher position.

Table 17 shows that negative preferential role conceptions are held in

connection with two items from the parent role sector of the inventory.

Item 68 refers to alLOORIESS on tie part of the headteacher in refusing
parents admission to the school without appointment. Heads believe this
is not legitimate role behaviour and perceive that parents and teachers also
reject it, parents being significantly stronger in their denunciations than

teachers.

Item 69 refers to COI.SXUKRATION behaviour on the part of the head-
teacher in controlling the opportunities for parents to express opinions

about school matters.

Potential-for-Conflict

Item 69. "Exclude parents from expressing opinions about the introduction

of new courses or the choice of external examinations.”
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Item 69 is a further example of the potential-for-conflict in aspects
of the headteacher's role behaviour which have to do with the control of
parental influence in school affairs. Table 17 shows that headsl beliefs
are congruent with those they attribute to parents in expressing the view
that it is not legitimate behaviour on their part to exclude parental opin-
ion. Teachers, however, are believed to be unresolved over the question
of legitimacy. Again, the headteacher believes that he faces the incom-
patibility of legitimate parental expectations for a voice in matters of
concern to them, and a general reluctance on the part of teachers to encou-

rage parental participation.

(5) NEGATIVE MANDATORY RCL3 CONCEPTIONS

Negative mandatory role conceptions refer to the beliefs of head-
teachers that they absolutely .j.ist not exhibit the role behaviour that is
described in the particular KRDI item. Heads, generally, perceive these
items as expressing powerful illegitimate prescriptions for the incumbent

of the headteacher position.

Table 18 shows that negative mandatory role conceptions are held in

connection with one item from the teacher role sector of the inventory.

Item 52, expressing headteacher behaviour in reprimanding a teacher
about his work in front of his colleagues is recorded as THRUST and as

CONSIDERATTON. both dimensions being qualified by the prefix LOWNM

Public sanctioning of professional staff is neither the most humane
nor the most effective way of altering inappropriate behaviour; it achieves

neither personal nor organizational ends.
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Table 18 shows that despite the differing intensity of the expecta-
tions attributed to teachers and parents, the item is not considered to

hold potential-for-conflict for the headteacher.

3TMIARY OF PITSNOMBNOLOSICAL AUAIY3IS - B-RT 2

From the 73 items of the Headteacher Role Definition Instrument,
44 were selected on the ci’iterion that headteachers generally shared conmon
phenomenological perceptions of their role-set relationships with teachers

and parents in connection with the itemised behaviour.

Prom quantitative data computed in respect of each item,descriptions
were derived to identify the direction, intensity, and consensus of head-
teachers' role conceptions and their perceptions of teachers' and parents'

expectations.

The direction and intensity of headteachers' role conceptions con-
cerning the desirability of practising the itemised behaviour were as
follows: absolutely must (10 items), preferably should (17 items), may or
may not (14 items), preferably should not (2 items), absolutely must not

(1 item).

That is to say, 27 items were held to express legitimate prescriptions
for a headteacher's behaviour, 14 items were held to express prescriptions
about whose legitimacy headteachers were unresolved, and 3 items were held
to express illegitimate prescriptions.

The direction of the expectations attributed to teachers and parents

tended to be congruent with the direction of headteachers' role conceptions.

Teachers' perceived expectations were congruent in direction on 37 of the
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44 items, parents' perceived expectations were congruent in direction on

41 of the 44 items (Evidence: Tables 14 to 19).

The intensity of the expectations attributed to teachers and to
parents tended to be leas conyruent with the intensity of headteachers' role
conceptions. Teachers' perceived expectations were congruent in intensity
on 26 of the 44 items, parents' perceived expectations were congruent in

intensity on 22 of the 44 items (Evidence: Tables 14 to 19).

The consensus of the expectations attributed to teachers and to
parents tended to be congruent with the consensus of headteachers' role
conceptions. Teachers' perceived expectations were congruent in consensus
on 40 of the 44 items, parents' perceived expectations were congruent in

consensus on % of the 4A items (Evidence: Tables 14 to 19).

Halpin and Croft's conception of the school principal's leadership

behaviour was adopted for the discussion and interpretation of results.

31 of the 4} items represented the social needs satisfaction dimension

of leadership behaviour, concerned with CONSIDERATION and/or THRUST.

13 of the 44 items represented the social control dimension of leader-

ship behaviour, concerned with PRODUCTION EKFHASIS and/or ALOOFNESS.

Quantitative measures and qualitative relationships were employed to
infer the potential-for-conflict "that an item possessed for the occupant of

the headteacher positioh.

No Potential-for-Conflict
20 of the 44 items were classified as possessing no potential for conflict

20 of these items were concerned with CONSIDERATION and/or THRUST
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8 of these items were concerned with PRODUCTION EMPHASIS and/or ALOOSMESS.

21 of the 28 items were perceived by headteachers to express legxtl-
mate prescriptions for their role behaviour; 7 of the 28 items were per-
ceved to express prescriptions for behaviour about which headteachers were

either unresolved or which they held to be illegitimate.

Coommon to the role type situation classification of the majority of
the items which had no potential-for-conflict (20 of the 28) was the head-
te.-oners' greater support of the itemised behaviour than one or both of hi3
role-set. (Evidence: Tables 14 to 18, - RTS 3 =11 items; RTS7 =5 items;

RTS 5=4 items).

Potentlal-for-Conflict
16 of the 44 items were classified as possessing potential-for-conflict.
11 of those items were concerned with CONSIDERATION and/or THRUST.

5 of those items were concerned with HIODUCTION EMFHASIS and/or ALOOFNESS.

6 of the 16 items were perceived by headteachers to express legitimate
prescriptions for their role behaviour; 10 of the 16 items were perceived
to express prescriptions for behaviour about which headteachers were either

unresolved or which they held to be illegitimate.

Coomon to the role type situation classification of the majority of
the items which had potential-for-conflict (13 of the 16) was the perception
o> tile teachers' or the parents' greater support of the itemised behaviour
than headteachers themselves accorded to it. (Evidence: Tables 14 to 18,

RT3 2=7 items; RTS 1=6 items).

The potential-for-conflict of the 16 items was inferred fromthe following
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perceived role-set relationships.

a. Teachers' and parents' expectations for the headteacher's CONSIDERA-
TION were incongruent (items 6, 32).

b. Teachers' expectations for the headteacher’s ALOOFNESS were incon-
gruent with parents' expectations for the headteacher's CONSIDERATION
(Items 9, 6l).

C. Teachers' expectations for EROFESSICINL AUTONOMY war*
either with headteachers' or parents' expectations or with both
headteachers' or parents' expectations (items 29, 34, 43).

d. headteachers' role conceptions and parents' expectations were incon-
gruent with respect to the headteacher’s IHHUST (item 3).

e. Headteachers' role conceptions and parents' expectations were incon-
gruent with respect to the EXTENT OF THE HEADTEACHER'S LEGITIMATE
AUTHORITY (item 22).

f. Teachers' expectations for BCHDARY I.AINT3NANCE and PROFESSIONAL
AUTONOMY were incongruent with parents' expectations for INFLUENCE

..CNOOL AFFAIRS. Both teachers* and parents' expectations were
incongruent with headteachers' role conceptions, (items 53, 54, 59,

62, 69, 70, 73).
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CHAPTER 5

CCIICEirTIOlLd OF -EADTE.iCr.atLi CCi.C Zil ire THEIR ROLE: DISCUSSION AND

CONCLUSIONS.

This Chapter focusses initially upon the forty four items of head-
teacher behaviour commonly-perceived by heads to involve them in particular

role-set relationships with teachers and parents.

The headteacher is seen as the incumbent of a boundary position bet-
ween the school's internal and external systems and subject to conflicting
expectations when specific aspects of his role behaviour closely articulate
the two systems. In the light of this particular view of the headteacher
position some possible applications of the present findings to the design

and content of headteacher in-service training courses are suggested.

The second part of the chapter focusses upon the differing perceptions
of various headteacher groups and by reference to the limitations of the
present findings suggests some possible directions for future research

projects in connection with the role of the headteacher.

(1) GCOVhOK CONCEPTIONS 0? MLYDTEACHEKS COI?C:aNINS THEIR ROLE.

Forty four items have been winnowed out of the 78-item Role Inventory
on the criterion that they describe behaviour about which headteachers ilt
general hold congruent phenomenological perceptions. These items nep out,
as it were, the world of the headteacher as commonly-perceived by the total
headteacher sample intiieir responses to the role definition instrument.

The ‘core' beliefs of headteachers concerning their role, those mandatory

prescriptions which are coumonly-accepted by all, are directed solely
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toward tne internal system of the school. Headteachers aie fundamentally
concerned with pupils and teachers as members of the school organization.
The school in -‘elation to its extern:.! system is not the subject of manda-

tory role conceptions on the part of headteachers.

The internal system of the school is used to refer to Hie subordinate
and superordinate positions together with their reciprocal relationships
that are located within the school itself. The externsl_jE£stem_ofthe
school refers to position-occupants outside of the school who hold expecta-
tions for school members. Apart from one reference to the position of
Her Majesty's Inspectorate, the present study identifies one position only

in the external system, that occupied, by parents.

Headteachers' leadership behaviour
The core beliefs of headteachers are seen to refer both to social

needs satisfaction and social control dimensions of leadership behaviour.

Many American studies have argued the need for the judicious inter-
mixture of both dimensions in the leader ship exhibited by the school princi-
pal. British headteachers are seen to acknowledge that ‘transactional’
leadership is fundamental to their role behaviour in the setting of the

school itself.

The uniformly-high consensus found among hetdteachers in respect of
these core role beliefs refutes, in part at least, a recent observation
(Kelsall and Kelsa.ll 1969) that, "as yet in Britain no agreement exi sts
either among hetds themselves or nmore widely, about the different aspects
of the headteacher's role and the relative importance to be attached to

each of them.” Heads do commonly agree upon a number of priority prescri-
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ptions for their role behaviour. Three have been identified. Firstly,
headteachers are concerned for the personal well-being of individual pupils
and teachers. Secondly, headteachers are concerned that warm, friendly
relationships should govern the interactions of school members and they
believe that their omn example of kindness, courtesy and approachability
is important in implementing this aim. Thirdly, headteachers are concern-
ed for the quality of performance of both 3taff and pupils and for ways of
improving and of supervising that performance. This last finding is in
line with the many American studies in which the instructional role of the
head in improving the performance of his teaching staff has received empha-
sis, not the '.east from principals themselves. British headteachers, too,

are s.ionn to hold this aspect of their work as a central concern.

.ifhether or not there is agreement more widely concerning the relative
importance of various aspects of the headteacher's role is a matter that
awaits researcn. Fromthe point of view of the heads themselves, they
uniformly ascribe to teachers and to parents high consensual legitimation
of the core elements of their role behaviour. One suspects from the recent
study of Baron and Howell (1968) on the authority of the contemporary head-
teacher that these phenomenological prescriptions of the present headteacher
respondents may mep the actual expectations of teachers and parents with a
fair degree of accuracy. The oft—quoted analogy, ‘captain of his own ship’
may well be substantially true in so far as it refers to these core role

conceptions of headteachers concerning their leadership within the school.

Reference to Diagram 2 shows, however, that the ‘'core' beliefs repre-

sent only one quarter of those items of role behaviour commonly-perceived
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by the total headteacher group.

Less central than the 'core* beliefs are those aspects of headteach-

ers' behaviour about which preferential role conceptions are held. These

refer both to the internal and to the external systems of the school.

Generally, a high degree of consensus in headteacher role conceptions

is found in connection with behaviour which does not articulate the internal

and external systems. For example, in matters of communicating school

policy to school members, in assisting teachers in tie course of their work

or improving their professional performance, headteachers commonly show

hign agreement in their role beliefs, further evidence against the claim

-l no agreement exists among heads concerning role priorities.

»here, however, the itemised behaviour does articulate the internal

and external systems, irrespective of whether or not the item refers direct-

ly to the parent role sector, low consensual agreement among headteachers

..ore generally the case. Por example, headteacher behaviour which plac-

es priority upon the welfare of all children as opposed to an individual

child, or the head's counselling of a pupil who does not wish to discuss

his problems with parents are both points of conjunction between home and

school, concerning which there is loj consensual agreement.

Unresolved role conceptions on the part of headteachers are uniformly

low in consensual agreement and consist of two distinct groups, those which

refer solely to the internal system of the school and the relationships

between shod members and those which refer to the articulation of the

internal and external systems.
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The boundary position of the headteacher

Green and Biddle (1964) propose a ‘'social distance' hypothesis
representing a combination of the principles of frequency of interaction
and similarity of professional socialization to account for the greater
degree of agreement in principal-teacher as opposed to principal-parent
role conceptions and expectations. Fhenomenologically, the present data
provide no support for the social distance hypothesis without careful quali-
fication, for over the total range oft he headteacher role inventory, heads
do not perceive greater agreement with teachers as opposed to parents.
Indeed, the evidence summarised in Table 19, particularly in connection

with the direction of perceived expectations, might suggest the contrary.

A broader perspective that the '‘interactional' hypothesis proposed
by Green and Biddle is necessary to account for the present findings. Dis-
cussion is, therefore, directed to an organizational level in the suggestion
that the headteacher occupies the focal point of articulation between the
school's internal and external systems, a boundary position towards which
are directed incompatible expectations of internal and external position-

occupants.

Westwood (1966) alludes to the head's boundary position when he
bbserves that, "the head must play a protective role towards the outside
world on behalf of both staff and pupils, protecting staff fromtie criti-
cism and interference of parents and other outsiders, and the children
from the pernicious effects of the community’s values - or lack of them".
Kelsall and Kelsall (197M9) see the headteacher as, "often the sole repres-
entative outside the school who is felt to be able to speak authoritatively

regarding the school's aims and interests.”



It is as occupants of boundary positions that headteachers in the
present study perceive the greatest incongruence in the direction, intensity

and consensus of expectations that are held for their role behaviour,

laylor*s (1979) definition of the school administrator's role
is useful in clarifying the nature of the perceived incongruence, Taylor
sees school administration and management as, "functions that arise from the
interpersonal and intergroup processes involved in system maintenance,
task direction and goal attainment within the organization, and from the

relationship of the organization to its publics..."

In the present discussion, Taylor's formulation is modified in order
to examine the relative degrees of incongruence perceived by headteachers as
a consequence of the articulation of the school organization with one of its

'publics', namely the parent group.

Two major responsibilities are attributed to the headteacher in his
lole as school administrator. Firstly, the headteacher is responsible far
system maintenance. For purposes of discussion two inter-related and int-
erdependent elements are identified:

i. system maintenance in relation to personnel. and

ii. system maintenance in relation to structure.

Secondly, the headte&cher is responsible for system growth, a concept sub-

suming Taylor's 'task direction' and 'goal attainment'.

It will be argued that both in respect of system maintenance and
system growth certain aspects of headteachers' role behaviour more than
others more closely articulate the internal and external systems of the

school. Furthermore, it is at such pointsof close articulation that the
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greatest degree of incongruence is perceived between the expectations of
the respective position-occupants, and the greatest potential-for-conflict
is located.

(%) .tbe ro\-j of 1.1- ' C-Ito..ci-gj- ii', "VilA-)

maintenance, (a) the personnel

Of all the professions, notes Wilson (1962), teaching is "most care-

fully and continually under extensive and intensive public scrutiny". To

no small extent, it is the continuous association of adults with the very

young which makes the school so sensitive to its external system, The direct
and final responsibility of headteachers for the personal well-being of

pupils is reflected in the intensity and consensus of their core beliefs

concerning their counselling role towards children and their insistence

upon friendly, warm relationships in dealing with pupils.

'e 1'>elace nish priority too, on role behaviour which creates har-

monious conditions of work for teaching staff and a climate of superordin-
ate-subordmate relations in which teachers are encouraged to discuss

school problems with the head. Implicit in headteachers’ role conceptions

is a recognition of the school as a ’high-discretion’, professionally-

staffed organisation where the communication and discussion of school prob-
lems is a vital part of its activities. (Bell 1967). At the same time,
the work of the teacher must be subjected to supervision, and the inspec-

tion of teachers’ records and plans affords opportunities to headteachers

Cor controlling the activities of their staffs.

In connection with these aspects of their work, headteachers antici-

pate little incongruence between their own beliefs and what they understand

to be teachers' nd parents' wishes.
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euiere, however, in respect of school personnel, the internal and
external systems of the school are brought into close conjunction, head-

teachers tend to perceive incongruence and role-set relationships are

neld to ue potentially-conflictful. In connection with children, head-

teachers perceive particularistic expectations on the part of parents arisin
out Ox the "essentially ascriptive, subjective basis of the parent-child
relationship”™ (Taylor 1968). By contrast, attributed teacher expectations
based upon a "more objective, achievement-orientated te cher pupil relation-«
s lip", urge heads to apply universalistic criteria in their dealings with
pupils.

j.n connection with teachers, collegial relationships require that
heads give unconditional support to staff involved in disciplinary problems
‘Justice* of the

with pupils whereas parental expectations urge that the

situation should motivate the headteachers' behaviour.

In such events, where heads perceive wide discrepancies in the direc-
tion and intensity of expectations, experienced-conflict is likely to be

maximal.

ii. tne role of the headte.che." In system

maintenance. (b) the structure.

The direct responsibility of headteachers for the effective everyday

operation of the school is reflected in their concern for the receipt and

communication of information and the implementation of rules and regulations

by which to order the daily routine. In connection with these internal
aspects of their administrative behaviour, heads perceive little incongrueno

between their own beliefs and those they attribute to teachers and parents.
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.(here the maintenance of the school's everyday operations depends
upon the receipt of relevant information from its external system, in parti
cular, from parents, and the communication of information to parents about
school policies and organizational matters, incongruence is perceived and
conflict is inferred. Parental cooperation and support in matters of
general behaviour, dress, homework and the like, are important to the
school s effective functioning. Headteachers perceive incongruence in
role-set expectations in these matters and they are held to be sources of

potential conflict for heads generally.

To no small extent, system maintenance from the point of view of the
teaching staff may be construed as 'boundary-maintenance' and perceived by
headteachers as strong demands that staff be shielded from interference in
their professional work from external sources whether expert or lay. By
contrast, tne permeability of the school to parental influence is more
strongly supported by headteachers. More than teacher heads need accur-
ate knowledge of parental opinion since policies which are initiated in
contravention of parental support direct opposition and hostility primarily

towards headteachers rather than teaching »taff.
iii. the role of the headteacher in system growth

Above and beyond maintaining the school as an efficiently-functioning
organization, the headteacher is charged with the responsibility of direct-
ing the school towards the a ttainment of educational goals. Long-term
educational goals are highly diffuse, intangible and difficult to define
(Krathwohl 1965), and when translated into short term objectives (Maguire

1969) give rise to a number of difficulties, not the least of which is that



207.

certain goals are found to be incompatible with others (Hoyle 1969).

Heads generally perceive role-set approval of the more conventional
aspects of their task-directing activities within the school. For example
in supervising the work of pupils and teachers, encouraging in-serviee

course attendance, allocating funds for new materials, and supporting new

approaches in classroom method, little incongruence is perceived and no

potential conflict is inferred as a consequence of headteachers' leadership

Other aspects of headteachers' task-directing activities are related

to the pursuit of educational goals about which heads believe a considerabl

measure of disagreement exists withintie role-set.

The fundamental incom patibility of the school's dual task as an agent
of socialization and of selection lies at the heart of the differing emph-
ases that headteachers perceive for the content and style of teaching, the
fostering of critical thinking, and the restriction of 'outlandish' class-

room methodology. In many of these areas of activity headteachers believe

themselves to be more innovative than either teachers or parents.

Lipham's (1964) distinction between the ‘'leadership’' and 'administra-
Uve' as ects of a headteacher's role behaviour is useful in the present

context. It is the innovative leadership act, intending to move the
school towards certain educational objectives which tends to be perceived
by headteachers as giving rise to incongruent expectations in one or more

members of their role-set.

In respect of both system maintenance and system frowth. the articula-
tion of the school's internal and external systems presents headteachers

with a number of incompatible expectations from members of their role-set.
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Despite 'mechanismse for the avoidance of the full impact of conflicting
expectations (Toby 1952, Merton 1957, Coffman 1959,1961, Litwak 1961) the
probability remains that an inevitable degree of conflict is experienced
by the majority of heads as occupants of boundary positions. As Burnham
(1969) comments, "leadership and innovation generate costs...and give rise
to increased tension and conflict within the organization.” Whereas con-

flict is thought by many headteachers as "bad", it might "more rationally

be perceived as the healthy concomitant of innovation and change."

(2) S0,s APPLICATIONS 0? ZiL HtZofflJT FU-IDIKSS

The present findings go some way to quality a recent observation that
"the facts simply are not available...upon which to base a satisfactory
programme of preparation and in-service development for headteachers."
(Taylor 1969). In the place of "subjective experience, hunch and guess-
work", a number of points emerging from the present study appear pertinent
to those concerned with the design and content of headteacher in-service
training courses.
1. A social-psychological understanding of the school as a social system
should provide headteachers with mo» useful and fundamental knowledge by
way of preparation for their positions than a programme based solely upon
the application of principles and rules of educational administration or

techniques of school leadership.

2. In furthering such understanding, role theory and organization theory
have utility as tools of analysis enabling headteachers to identity and
understand the role structure of the school in its extraorganizational

context.
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3. The present data provide a phenomenological view of a limited area
of the role structure of a representative sample of schools. Nevertheless
the area encompassed in the role inventory describes those "administrative
and interpersonal minutiae of the daily round "which probably occupy a

considerable portion of the time and energy of many headteachers.

4, A sufficient number of specific descriptions of such minutiae are
commonly-perceived by all headteac! ers to involve them in certain role-set
relationships with teacher and pai’ent members of their role set. These
descriptions are taken to represent global reference points which both map
broad aspects of the everyday work of headteachers and identify the pattern
ing of internal and external forces of support and constraint which heads
believe impinge upon them inthe course of their work. As such, they might
usefully provide basic material content for lecture, seminar, discussion,
case or simulation technique presentation in connection with a .general

introductory course of in-service training.

5* In addition, concern to avoid the inevitable sterility and generality
deriving from a holistic use of the concept of role (Pugh 1966) led to the
operationalizing of concepts such as legitimacy, consensus, direction,
intensity, potential-for-conflict; to the developing of a classification
of role type situations; and to the introducing of a limited number of
'school* variables, both situational and personal, by which to differentiate
within the total headteacher group. These data, it is suggested, provide
more specialized material content enabling the work of the headteacher to
be examined and am lysed in more detailed behavioural terms in in-service

training courses.
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n OF 1IADITILICTL] ; U cc:®wCiJUilNfi- TH-nT;, batk

The evidence presented in the interposition” analysis and in part o
of the phenomenological analysis suggests that specific situational and
personal variables are contributing factors both to the way in which variou
headteacher groups define their role and to the way in which they perceive

others to define it.

dince it was not the primary purpose of the study to undertake a
systematic exploration of the reported differences between particular group
Ol headteachers, the absence of control over correlated variables permits

only limited speculation on the present findings.

The situational variable 'type of school' is shown to be a factor

associated with the degree of congruence which heads perceive to exist

between their own beliefs and those that they attribute to teachers and

parents in respect of the headteacher's dealings with pupils. The situa-

tional variables 'size of school' and ‘'location of school', are, respective

shown to be factors associated with headteachers' bureaucratized role con-

ceptions and their perceptions of cognitive alliances with teachers and with

parents. The personal variables 'age of head' and 'sex of head' are,

respectively, shown to be factors associated with headteachers' paternalis-

tic role conceptions and with their heightened sensitivity to what they
believe co be diiiercnt expectations of teachers and parents for their work

as headteachers.

It may well be that as Gullahorn (1956) has shown in connection with

decision-making processes, certain combinations of situational and personal

variables cumulatively, influence both the role definitions of heads and
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their perceptions of role-set expectations. Where, for example, in
separate analyses, it has been shown that male, secondary, outer-ring,and
large school headteachers hold more bureaucratized role conceptions for
certain aspects of their behaviour than female, primary, inner-ring,and
small school headteachers, it seems probable that some combination of two
or more of these variables is potentially the best predictor of strong

bureaucratic role conceptions on the part of headteachers.

Similarly, some combination of two or more of the variables 'female’,
'voung', 'outer-ring school', and ‘'primary school', may be the best predic-
tor both of heightened sensitivity to disparate expectations of teachers
and parents, and potential for the experience of psychological conflict as

occupant of the headteacher position.

The contribution of this preliminary exploration of the perceptions
of various headteacher groups is that it shows phenomenological differences
to exist between groups in respect of particular aspects of their leader-
ship behaviour in connection with particular role-set partners. Future,
more systematic research designs may pinpoint precisely the specific effects:
of the variables studied here (and others) as they variously influence the
role conceptions of headteachers and their perceptions of the expectations
of their role-set. It is to a consideration of the possible directions in
which further research projects may build upon the present study that atten-

tion is now turned.

(4) SUGGESTIONS FOR FUTURE RESEARCH
i« The effective role definers of the headteacher position.

The arbitrary decision intie present study to identify only two
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counter-positions to that occupied by the head was made solely on considers
tion of the ability of the individual researcher to handle the volume of
data deriving from a long role inventory completed by a national sample of
respondents. Clearly, an important task for future research is the identi
fication of the full complement of effective role definers both within the
internal and external organizational contexts of the school. Initial
identification may follow from methods similar to those employed by Cross,
Kason and McEachern (1958) in their superintendency study. The assessment
and measurement of the effectiveness of those positions thus identified,
using criteria similar to those in Cross et al., 1958, Ehrlich et al., 1962
find ochull 1902, Preiss and Ehrlich 1905, should add considerably

to our knowledge of the motivational aspects of headteacher behaviour.
ii. Differentiation between headteachers.

Future research designs, enabling systematic controls to be imposed
upon refined situational and personal variables may add greatly to our
knowledge of the phenomenological perceptions of highly-differentiated
headteacher groups. Using continuous as opposed to dichotomous variables
in respect of 'age' and 'size of school', adapting socio-economic indices
such as those employed by Wiseman (1964) in place of inner-ring - outer-ring
school distinctions, should make possible a more precise differentiation
between the phenomenological perceptions of headteacher groups and add to
our understanding of the process of headteacher socialization, the role
conceptions of heads of very large schools, and the problems perceived by

heads in the most deprived of our city schools.
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iii# The veridicality/non-veridicality of headteachers« attribution«

to teachers and parents.

In contrast to the assumption expressed by Jenkins and Lippitt (1951)
that a person cannot be indifferent to how others perceive him when he is
obliged to interact with them in order to attain his goals is the view of
a number of commentators that social relations may be constructed around
or may benefit from inaccuracies in the perception of others' expectations

(Moore and Tumin 1949, Goffman 1959, Biddle et al., 1966).

A small number of British studies has been concerned with inaccurate

perceptions among teachers; none, to date, however, have examined these

phenomena in headteachers.

Knowledge of the accuracy of inaccuracy of headteachers' attributions
to teachers and parents would be an extremely useful addition to the current
findings. Areas of role relationships both within and between the internal
and external systems of the school may well be organized around "the per-

petuating of partial or distorted communication systems" (Biddle et al.,

1906). Veridical data obtained from representative teacher and parent

groups would enable the systematic identification of such areas and direct

future research into the purposes which inaccurate perceptions serve.

Concluding Remarks

These few suggestions for continuing research serve to emphasise that

despite the growing interest of social scientists during the past decade in

the processes of education in Great Britain, little systematic attention

has as yet been paid to the school as an organization and even less to the
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study of its professional personnel. lI,, the light of voluminous American

research into the school principalship extending hack over some thirty year
it hardly seems possible that to date only one empirical British study
(Glossop 1966) has solely concerned itself with the application of social

science perspectives to the investigation of the headteachers position.

if the present research has made some contribution to our knowledge

of the phenomenological world of headteachers as they themselves perceive i

«id, at the same time, indicated areas of ignorance that only future resear

can dispel, then it hasachieved its primary purpose.

EI'TUL SL'MIARY

A Headteacher Hole Definition Instrument (H.E.D.l.), based upon the

Leadership Behaviour Description Questionnaire (L.B.D.Q.) of Stodgill and
coons (1957) and the Superintendency Role Inventory of Gross, fcason and
Mcfiachern (1953) was constructed with the assistance of headteachers to

establish the validity of 78 descriptions of headteacher behaviour in conn-

ection with pupils, teachers and parents. The final form of the H.R.D.I.

was tested and acceptedasareliable instrument (test-retest r - .804 n = 37)

543 Infant, Junior and Secondary headteachers, 06. of a national

sample of 395 heads throughout England and Wales responded to the H.R.D.I.

in t.iee ways. firstly, they indicated their role conceptions in respect

of each of the 78 items; secondly, they attributed to teachers-in-general

expectations for a head's behaviour in respect of the 78 items; thirdly,
tney attributed to parents-in-general expectations for a head's behaviour in

respect of the 78 items.
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i'he sample of headteachers was differentiated on situational

criteria (type of school, location of school, size of school) end on per-

sonal criteria (sex of headteacher, age of headteacher).

tional

Comparisons of the role conceptions of headteachers grouped on situa-

and personal criteria constituted the Interoositional Analysis. The

major findings were:

J*

Hypotheses predicting relationships between the type of school (diff-

erentiated in terms of pupils' development, academic level, hierar-

chical structure, degree of parental contact) and headteachers' role

conceptions were supported.

Hypotheses predicting relationships between-the size of the school and

the bureaucratic role conceptions of headteachers were supported.

Hypotheses predicting that the socio-economic location of the school

would not be related to headteachers' role conceptions were supported.

hypotheses predicting that male headteachers' role conceptions as

compared with female headteachers' role conceptions would show greater

concern for role autonomy and greater stress on production-emphasis

were supported.

Hypotheses predicting that mole headteachers' role conceptions as
compared with female headteachers' role conceptions would show a

greater degree of authoritarianism were not supported.

Hypotheses predicting that female headteachers' role conceptions as
compared with male headteachers' role conceptions would show a greater
degree of service-ideal were not supported, the findings being con-

trary to what was hypothesised.
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7. Hypotheses predicting that older headteachers' role conceptions as
compared with younger headteachers' role conceptions would show a

greater degree of paternalism were supported.

C. hypotheses predicting that older headteachers' role conceptions as
compared with younger headteachers' role conceptions would show a
greater degree of authoritarianism were not supported, the findings

being contrary to what was hypothesised.

Comparisons of the role conceptions of headteachers with their attri-
buted expectations to teachers and to parents were made in respect of the
headteachers grouped on the situational and personal criteria described
above. These comparisons constituted the Phenomenological Analysis Part 1
A phenomenological typology of nine logically-exclusive role type situation

categories was deduced.

9. The major finding of the phenomenological analysis (Part |I) was the
broad similarity in the phenomenological perceptions of tiie various

headteacher groups.

An adequate stimulus weighting was therefore adopted to identify
those phenomenologically-perceived situations which were conmon to head-
teacher s-in-gencral . Forty four of the 78 H.R.D.l. items were thus
identified. These items constituted the data of the Phenomenological
-ti'inl.ysxs fart 2. A potential-for-conflict rating based upon quantitative
measures and qualitative relationships was assigned to the 44 items ofxole
behaviour. The major findings of the phenomenological analysis (Part 2)

were :



10.

11.

12°
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Headteachers' mandatory role conceptions were primarily directed
towards the internal system of the school. Mandatory role concep-
tions were marked by high consensus, both actual and attributed, *nd

by no potential-for-conflict.

Headteachers' positive and negative preferential role conceptions,
together with their unresolved role conceptions were directed towards

the internal and external systems of the school.

Those items of headteacher behaviour which articulated the internal
and external systems of the school were generally identified as
potentlally—onflictful for headteachers. The commonest source of
such conflict was held to arise out of the headteachers' perceptions
of the incompatibility of teacher-expectations for professional
autonomy and boundary-maintenance and parent-expectations for repre-

sentation and influence in specific aspects of the school's affairs.

The data of the present study were suggested as useful basic material

content for ecture, seminar, and simulation techniques in connection with

headteacher in-service training.

Suggestions were made for future research into the headteacher

position as follows:

the identification of the full complement of the headteacher's

effective role definers.

the introduction of greater refinement in connection with situational
and personal criteria together with research strategies which permit

their systematic control.
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the examination of veridicality of headteachers' attributions to
teachers and to parents, and, in the event of non-veridicality, the

investigation of the purposes served by inaccurately-attributed

expectations on the part of headteachers.
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10.

11.

12.

APPENDIX 1

THE HEADTEAGHER RCLE DEFINITION INSTRUMANT (H.R.D.1.)

Encourage children to follow up their oan interests in specific

periods allocated for this purpose. |

Encourage pupils and staff to develop clubs and societies as

out-of-school activities.
Stress the teaching of the 3 R's as the school's most important task.

Meet representatives groups (prefects, class reps.) to discuss

school problems such as movement about the school, lost property etc.

Get to know children in out-of-school situations such as visits,

week-end camps, school trips abroad.

Support the child in a pupil-teacher discipline problem where the

teacher, in the head's opinion, has acted unfairly.

Use contacts with officials of local firms to help school leavers

find worthwhile employment.

Know the emotional problems of children in the school and help them

with their difficulties.
Put the welfare of all pupils above that of an individual child.

By his oan example, in dealing with children, stress kindness and
courtesy.

Act as a mediator in conflicts between children.

Allow a child to confide in him with problems he does not wish to

discuss with his parents



13* Teach specific classes on the school timetable.

14. incourage children to form class councils to meke rules for their

onn classroom behaviour.

13* Mhke the final decision on the promotion or demotion of pupils

within the school.

16. Require children's moverrent about the school to and from classes

and to play to be supervised by teachers or prefects.

17. Allow children to act upon what he considers to be wong decisions

on their part.
18. Teach children to obey orders at once and without question.

19. Keep children informed about policy and organizational changes

that in any way affect them.

20. Examine a representative sample of the work of each class during

the school year.

21. Insist that children's personal record cards be kept up to date

by teachers and secretarial staff.

22. Require important incidents concerning pupils in out-of-school

hours to be brought to his notice.
23. Compliment a child on his work in front of other children.
24. Reprimand a child about his work in front of other children.
25» Insist upon neatness and tidiness in children's written work

26. Inspect the work and progress of those children suspected of

underachievemeht by teachers and parents.



13»

14.

13«

16.

17»

18.

19.

20.

21.

22.

23.

24.

25.

26.

Teach specific classes on the school timetable.

Encourage children to form class councils to make miles for their

onn classroom behaviour.

Make the final decision on the promotion or demotion of pupils

within the school.

Require children's movement about the school to and from classes

and to play to be supervised by teachers or prefects.

Allow children to act upon what he considers to be wrong decisions

on their part.
Teach children to obey orders at once and without question.

Keep children informed about policy and organizational changes

that in any way affect them.

Examine a representative sample of the work of each class during

the school year.

Insist that children's personal record cards be kept up to date

by teachers and secretarial staff.

Require important incidents concerning pupils in out-of-school

hours to be brought to his notice.

Compliment a child on his work in front of other children.
Reprimand a child about his work in front of other children.
Insist upon neatness and tidiness in children's written work.

Inspect the work and progress of those children suspected of

underachievemeht by teachers and parents.



27«

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

38.

39.

Discuss with teachers new material and methods which might improve

the quality of the teaching.

Requisition appropriate equipment for staff who wish to experiment

with rew methods.

Forbid teachers to use classroom methods that are, in his opinion,
too "outlandish" and impracticable.

Stay out of the staff conmon room.

Meet members of staff informally in his oan home.

Support a teacher's disciplinary decision even when he believes

it to be unfair to the pupil(s).

Bring the work of deserving teachers to the notice of higher
authority.

Relieve teachers of clerical duties by his oan efforts or those

of secretarial staff.

Put the welfare of the whole staff above that of an individual
memboer.

Encourage a pleasant atmosphere among staff members by being
friendly and approachable to all.

Encourage an equal voice in school matters to young and old
teachers alike.

Kmow his staff well enough to be able to help them with personal

problems in connection with their work as teachers.

Supervise the preparation and the teaching of newly-qualified staff.



40.

41.

42.

43»

44.

45.

46.

47.

48.

49.

50.

51.

52.

54.

Require records or forecasts of every teacher's work.

Assign teachers to various working committees to develop the

school programme.

Bxpect staff to carry out his decisions even when they believe

them to be unsound.

Use veto power when a staff decision is contrary to his firmly-held

convictions.
Discourage discussion of his decisions at staff meetings.

Keep staff informed about policy and organizational changes that

in any way affect them.
Get to know the strengths and weaknesses of his teachers.

Expect the deputy-head or heads of departments to inform him of

general staff feeling on important school issues.

Know what is going on in each classroom in the school.

Compliment a teacher on his work in front of other members of staff.
Reprimand a teacher about his work in front of other members of staff.

Meke his requirements about school standards known to eaeh member
of the staff.

Expect staff to support in-servioe professional courses relevant
to their subject or age range.

Implement suggestions nmede by HM.X. for the improvement of some

aspeot of the school curriculum or teaching method.

Invite parental disoussion of new practioes before their introduction

into the school programme.
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56.

57=

58.

59.

60*

61.

62*

63.

64.

65.

66.

67.

68.

Resist external pressures from parents to alter the school

curriculum or the teaching methods used.
Meet parents informally in local community affairs and activities*

Get right away from the school locality for his relaxation and

entertainment.
Defend parents against unsubstantiated criticisms by teachers*

In formulating general school policy, carefully consider the wishes

of the majority of parents.

Personally act as a "go-between" for parents needing to contact

child welfare services.

Apply a general school rules policy when particular parents request

special consideration for their child.
Encourage the development of joint parent-teacher social activities.

Mediate between parent(s) and a teacher over a child's school

behaviour or performance.

Advise parents new to the district about neighbourhood affairs

and amenities.

Schedule a definite period during which parents nay discuss

problems with the headteacher.

Require staff to be available to discuss pupils' work at a school

"parents' evening".
Limit parents' work for the school to fund raising activities.

Refuse parents admission to the school building without appointment.



69*

70.

71.

72.

73.

74.

75.

76.

77.

78.

Exclude parents from expressing opinions about the introduction

of naw courses or the choice of external examinations.

When dealing with a 'difficult’ parent, speak in a voice not to

be questioned.
Inform parents of changes in school planning and activities.

Seek information from parents about children's homework habits,

bedtime, week-end activities, reading habits.

Provide meetings when parents' suggestions and requests can be

discussed with the head and the staff concerned.

Take an active interest in the problems of the school neighbourhood

by holding a responsible position in a community organisation.
Publicly thank parents for their co-operation.
Publicly express disappointment at the lack of parental co-operation.

Let parents know what he considers to be desirable standards

concerning school dress, time devoted to homework etc.

Send for parents of children whose attitudes or behaviour do not

satisfy the standards he requires for the school.



APPENDIX 2

Hypothetical example of interposition analysis by chi agunra

The hypothetical example below illustrates the comparison of the
responses of younger and older headteacher groups on item 32 of the

HRDI. "Support the teacher's disciplinary decision even when he beljeyea
it to be unfair to the pupil(s).”

Headteachers' role conceptions (H)

AP AV PS MMN PSN AW
abR 76 40 30 15 5 (166)
YONGR 44 30 40 40 20 (174)
2
Chi square ( X ) where the observed frequency
and the expected frequency
76 40 30 15 5
44 30 40 40 20

58*58  34.17 34*17 26.85 12.20
61.40 35.82 35.82 28.14 12.79

4.931 0.940 0.493 5.040 4.050

X2 =31.634 df.4 sign.at .001
Interpretation: Older headteachers as compared with younger headteachers
give significantly greater support to the statement that they should
support a teacher's disciplinary decision even when they believe it to

be unfair to the pupils*



APPENDIX 3

The adaptation of the MNemar test for the

significance of change

The following symbols and terms are adopted in describing the direction
and the intensity of changes along the five point continuum of the
response scale.
(+) change in the direction of ‘'absolutely must' and
‘preferably should' indicates greater support for

the proposition described in the HRO item.

(-) change in the direction of 'preferably should not' and
‘absolutely must not' indicates les3 support for the

proposition described in the HRD item.

AM PS MMN PSN AW

‘D' represents AV - - - - ‘A’ represents
positive PS4 3 ) 3 _negative moverment
movement, i.e. "i.e. (-) less
(+) greater MMN  + + - - support
support
___________ , PSN +  + + -
AWN  + + + +
no change

C.R.(z) =1A- DI where 20 A + D~10, the correction factor
- JA- d]- 1 is applied.
\i+ D »here A + D™ 10, no analysis made.
Hypothetical example of phenomenological analysis
by the adaptation of the McNemar test of significance
of change

The hypothetical example below illustrates the measurement of change in
respect of Secondary headteachers role conceptions (H) and their attri-
butions to teachers (T) and parents (P) on item 32 of the HRDI, "Support
the teacher's disciplinary decisions even when he believes it to be

unfair to the pupil(s).1



Headteachers' role conceptions (H) and attributions
to teachers (T)

(T)
AM PS MMN PSN AWN
AM 20 8 1 0 0
PS 25 6 3 0 0
- MMN 6 14 5 0 0
PSN 7 4 0 4 0
AW 2 2 0 0 3 no)

CR. 1A-D|= 112 - Q1= 5«57 (sign.at .oo1 level)
4sA+D direction (+)

Interpretation: Headteachers attribute to teachers significantly
greater support for the statement than they themselves believe should

be accorded to it.

On the five point continuum of the response scale, the respective
positions taken by the headteachers and attributed to teachers can be
represented as:-

(significant beyond the .01 level)

(T)<~(H)

Greater support Less support

Headteachers' role conceptions (H) and attributiona

AM PS MM PN AN
M 0 2 5 16 6
PS 0 3 7 14 10
(H) MMN 3 4 10 6 2
PN 4 5 4 2
AN 0 1 4 2 o (nM=no)



CR. =la- DI « |68- 27 ] = 4309 (sign* at .00l level)

Va+?° direction (-)

Interpretation: Headteachers attribute to parents significantly less

support for the statement than they themselves believe should be accorded
to it*
On the five point continuum of the response scale, the respective positions

taken by the headteachers and attributed to parents can be represented as:-

(significant beyond the .01 level)

(Hy<-—-*(P)

AM AM

¢) )
greater support less support

Examining the headteachers' role conceptions in relation to their
attributions to teachers and parents, they can be represented as:-
(significant beyond the .01 level)

(M<— » (H)«—---»(P)

AM AM
¢) )
greater support less eupport

Interpretation: Headteachers attribute to teachers significantly

greater support, and to parents significantly less support for the

statement than they themselves believe should be accorded to it.



APPENDIX 4

Phenomenological typology or the headteacherl3 role-set

relationships as described in the HRDI

A 9-part typology was empirically-deduced from the analysis of the
phenomenological data. The typology is discussed below. The symbolic
representation of each discrete type is a simplification of the notation

used to illustrate the analysis of the hypothetical example in Appendix X

TYPS O Headteachers attribute both to teachers (T) and to parents (P)
expectations that do not differ significantly from their own

role conceptions (H) in respect of the statement of a head's

behaviour.

TYPE 1 Headteachers attribute both to teachers (T) and to parents (P)
expectations that are significantly different from their own
role conceptions. They attribute to teachers expectations
that show significantly greater support and to parents
expectations that show significantly less support for the
statement of a head's behaviour than they themselves (H)
believe should be accorded to it.

(T) H ),

TYPE 2 Headteachers attribute both to teachers (T) and to parents (P)
expectations that are significantly different from their omn
role conceptions. They attribute to teachers expectations

that show significantly less support and to parents expectations



that show significantly greater support for the statement of
a head's behaviour than they themselves (H) believe should be

accorded to it.
(P H m

Headteachers attribute both to teachers (T) and to parents(P)
expectations that show significantly less support for the
statement of a head's behaviour than they themselves (H)
believe should be accorded to it.

M

(H) P)
| [

Headteachers attribute both to teachers (T) and to parents (P)
expectations that diow significantly greater support for the
statement of a head's behaviour than they themselves (H)
believe should be accorded to it.

(T)

(P) H

I

Headteachers attribute to parents (P) expectations that are

not significantly different from their owmn role conceptions (h),
but they attribute to teachers (T) expectations that show
significantly less support for the statement of a head's

behaviour than they themselves (H) believe should be accorded

H
P ™
| |

Headteachers attribute to parents (P) expectations that are not
significantly different from their owmn role conceptions (H),

but they attribute to teachers (T) expectations that show



significantly greater support for the statement of a head's

behaviour than they themselves (H) believe should be accorded

t0 it# H)
m ®)
8 1

Headteachers attribute to teachers (T) expectations that
are not significantly different from their owmn role conceptions
(H), but they attribute to parents (P) expectations that shew
significantly less support for the statement of a head's
behaviour than they themselves (H) believe should be accorded
to it.

(H

M (P)
| I

Headteachers attribute to teachers (T) expectations that are
not significantly different from their om role conceptions
(H), but they attribute to parents (P) expectations that show
significantly greater support for the statement of a head's
behaviour than they themselves (H) believe should be accorded

to it.

(P)
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TABLE 5.1

Infant headteachers' perceptions of HRDI items

by role type situation and role sector

ROLE 0]
SECTOR

CHILDREN 8
TEACHERS 4
PARENTS 3
TOTALS 15

Junior headteachersl perceptions of HRDI items

by role type situation and role sector

ROLE 0
SECTOR

CHILDREN 4
TEACIERS 2
PARENTS 2
TOTALS 8

TABLE

«

i»

10

13

11

16

11

(78)

(78



TABLE 5.3

Infant and Junior headteachers* oerceptions.bv

combined role type situations, of HRDI items

ROLE TYH5 SITUATIONS Infant headteachers Junior headteachers

0 15 8

1+ 2 21 17

3 +4 11 13

5+ 6 15 g°

7 + 8 16 20

(78) (78)

TABLE 5»4

Infant and Junior headteachers perceptions -Of

HRDI items by combined role type situations

ROLE TYRE SITUATIONS Infant headteachers Junior headteachers
2+ 3+5 36 39
1 +4+6 11 11
1 +3+7 24 31
2 +4+38 24 19

(78) (78)



TABLE 5.5

Infant headteachers' perceptions of HRDO items by
leadership dimension and combined role type situations

LEADERSHIP Combined Role Type Situations
DIVENSION 0 1+2 3+4 5+6 7+8
INITIATION 0 2 1 2
VEVBERSHP 2 1 2 0
REPRESENTATICON 15 1 1 1
INTEGRATION 3 2 1 2 4
CRGANIZATION 2 3 1 2 1
DOMINATICN 1 0 3 1
COMMLNICATICN 1 1 3 3 4
RECOGNITION 4 0 0 1 1
HCDUCTION 1 1 1 1 2

TABLE 5.6

Junior headteachers* perceptions of HRDO itcna to
leadership dimension and combined role type situations

LEADERSHIP Combined Role Type Situations
DIVENSION 0 1+2 3+4 5+6 7+8
INITIATION 0 3 2 3
VEVEBERSHP 1 0 0 3
REPRESENTATION 1 4 1 1 2
INTEGRATION 1 3 2 4
CRGANIZATION 0 1 2 1
DOMINATICN 0 2 1 4 2
GCOMMUNICATION 1 3 4 2 2
RECOGNITION 2 0 1 1 2
PRCOUCTION 2 1 0 2 1
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TABLE 6.1

Junior headteachers' perceptions of HRDI

items by role type situation and role sector

SECTOR 0 1 2 3 4 5
CHILDREN 4 2 1 8 0 4
TEACHERS 2 1 2 4 0 7
PARENTS 2 4 7 1 0 5
TOTALS 8 7 10 13 0 16
TABLE 6.2
Secondary headteachers: perceptions of HRO
items by role type situation and role sector
ROLE
1 2
SECTOR 0 3 4 5
CHILDREN 4 I 1 9 2 5
TEACHERS 4 2 1 6 0 5
PARENTS 3 2 8 2 0 4

TOTALS | 5 10 17 2 14



TABLE 6.3

Junior and Secondary headteachers' perceptions

of HBD items by combined role type aituationa

RCLE TYPE SITUATIONS Junior headteachers Secondary headteachers

(0] 8 11

1+ 2 17 15
3+4 13 19
5+6 20 18
7+8 20 15

(78) (78)

TABLE 6.4

Junior and Secondary headteachers' perceptions

of HBDl items by combined role type situations

ROLE TYPE SITUATIONS Junior headteachers  Secondary headteachers

2+3+5 39 41
1 +a+6 11 11
1+3+7 31 31
2+4+8 19 20

(78) (78)



TABLE 6,5

Junior headteachers* perceptions of HBDI items by

leadership dimension and combined role type situation

LEADERSHIP Combined Role Type Situations
DIVBENSION 0 1+2 3+4 5+6 7+8
INITIATION 0 3 2 1 3
VEVBERSHP 1 0 0 3
REPRESENTATION 1 4 1 1 2
INTEGRATION 1 3 2 4
CRGANIZATION 0 1 2 1
DOMNATICN 0 2 1 4 2
COVMLNICATION 1 3 2 2
RECOGNITION 2 0 1 1 2
PRCOUCTION 2 1 0 2 1
TABLE 6.6

Secondary headteachers* perceptions of HEDI items by

leadership dimension and combined role type situations

LEADERSHIP Combined Role Type Situations
DIMENSION 0 1+2 3+4  5+6 748
INITIATION 0] 3 3 1 2
MEMBERSHIP 2 0 3 1 0
representation 1 6 o 1
INTEGRATION 2 3 2 2 3
ORGANIZATION 1 0 0 6 2
DOMINATION 0 2 2 3 2
COMMUNICATION 2 1 6 2 1
RECOGNITION 2 0] 1 1 2

PRODUCTION 1 0 1 2 2
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TABLE 7.1

Small achool headteachers' perceptions of HRDI

items by role type situation and role sector.

. o
CHLDREN 3 1
TEACHERS 0 3
PARENTS 1 5
TOTALS 4 9
TABLE 7.2

Large school headteachers' perceptions of HRO

13

16

14

items by role type situation and role sector.

ROLE
SECTOR o 1
CHILDREN 2 2
TEAOHERS 3 2
PARENTS 1 5

TOTALS 6 9

12

18

13

10

(78)

(78)



TABLE 7.3

Small and large school headteachers perceptions of HRDI items

by combined role type situations.

RCOLE TYPE SITUATIONS Small school Large school
headteachers headteachers
0 4 6
1+2 22 21
3+4 16 21
5+6 19 15
7+8 17 15
(78) (78)
TABLE 7.4

Small school and large school headteachers* perceptions

of HRDI items by combined role type situations«

ROLE TYPE SITUATIONS ﬁgﬁ'{ejﬁﬂg‘r’; t:;%ete;ﬂ(e)(r);
2+3+5 43 43
1+4+6 14 14
1+3+7 33 37
2+4 +8 22 20

(78) (78)



TABLE 7.5

Small school headteachers' perceptions of HRDI items
by leadership dimension and combined role type situations

LEADERSHIP Combined Role Type Situations

DIVENSION 0 1+2 3+4 5+6 7+8
INITIATION 0 4 2 1 2
MEVBERSHP 0 0 2 2
REPRESENTATION 17 1 0 0
INTEGRATION 0 3 2 3 4
CRGANIZATION 0 1 2 4 2
DOMINATICN 0 3 1 3 2
COVMLNICATICN 0 3 2 3
RECOGNITION 2 0 1 2 1
PRCOUCTION 1 1 1 2 1

TABLE 7.6

Large school headteachers' perceptions of HRDI items by
leadership dimension and combined role type situations

LEADERSHIP Combined Role Type Situations
DIVENSION 0 1+2 3+4 5+6 7+8
INITIATION 0 3 3 1 2
VEVBERSHP 2 0 3 1 0
REPRESENTATION 0 6 1 0 2
INTEGRATION 0 4 4 0 4
CRGANIZATION 1 2 1 4 1
DOMINATION 0 3 2 2 2
COVMLNICATION 1 2 5 3 1
RECOGNITION 1 1 1 2 1
PRCOUCTICN 1 0 1 2 2
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TABU 8.1

Inner-ring school headteachers* perceptions of HRDI

items by role type situation and role sector

SOuU

6
FCICR 0 1 2 3 4 5 7
CHLDREN 6 0 1 8 1 5 2 2
TEACHERS 2 2 2 4 0 6 1 6
BARENTS 3 2 6 1 0 5 4 4
TOTALS 1 4 9 13 1 16 7 12

TABU 8.2

Outer-ring school headteachers' perceptions of HHDI

items by role type situation and role sector

R o 1 2 3 4 5 6 7
CHLDREN 2 2 1 1 2 3 1 1
TEACHERS 2 4 4 5 0 8 0 2
PARENTTS o 6 10 2 0 2 2 2
TOTALS 4 12 15 18 2 13 3 5

o N PWw



TABLE 8.3

Inner and outer-ring school headteachers' perceptions of HRDI items

by combined role type situations.

Inner-ring school  Outer-ring school
RCLE TYPE SITUATIONS headteachers headteachers

0 11 4

1 +2 13 27

3 +4 14 20

5+ 6 23 16

7 +8 17 11

(78) (78)

TABLE 8.4

Inner and outer-ring school headteachers* perceptions

of HRDI items bv combined role type situation»«

Inner-ring school  Outer-ring school

ROE TYPE SITUATIONS headteachers headteachers
2 +3+5 38 46
1 +4+6 12 17
1 +3+7 29 3
2+4+8 15 23

(78) (78)



TABLE 8.5

Inner-ring school headteachers' perceptions of HBDI items

by leadership dimension and combined role type situations

LEADERSHIP
DIMENSION

INITIATION
MENVBERSHIP
REPRESENTATION
INTEGRATION
ORGANIZATION
DOMINATION
COMMUNICATION
RECOGNITION
PRODUCTION

Combined Role Type Situations

(0]

1+2

o O

TABLE 8.6

3+4

=N R RPN

[y

5+6

7+8

P R, W N OO N RPN

Outer-ring school headteachers' perceptions <¥ ftHDL jitqag

bv leadership dimension and combined role type situations

LEADERSHIP
DIMENSION

INITIATION
MBABERSHIP
REPRESENTATION
INTEGRATION
ORGANIZATION
DOMINATION
COMMMUNICATION
RECOGNITION
PRODUCTION

Combined Role Type Situations

(0]

(0]

ON O O O F o

1+2

W w N

N

3+4

3

AR N WF

5+6

[y

= 0

N

7+8

(0]

N P
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APPENDIX 9

ANALYSES

0.«T<T>

3,556004
6,14(755
3.01(31*
5,670651
5,5*0170
7.7*3771

1.0377*6
4,676*14
7.*4*014
3,1(777*
0,%(3437
1.000000
7.1*3*31

4.74*57*
5,4059*9
0.61**53
7.7013%«
3.040076
4,153736
5,097866
6.968751

?,108590
1.732051

1.745743
0,707107
3.*05633

0,404520
4.013713
1.585188
5,395499
7.600000
0,620174
5.542914
7.250000
2.190890
0.984732
4.816990
2.528103
5,3*1335
4.300335
5.616377
6,798772
1.845909
2.857738
6,900012
4.887401
2.794003
3,254934
1,183216
5,773503
6.256563

5.7353*3
2.680281

6,882472
2.277770
6,534974
4.076197
3,731961

2.587987
4.858987
4.37%10»
3.824732
2.305049
6,037384
4,6773%4
5.346797
4.417261

6,373464
7,76%*75
1,434774
4.364331
7.67617*
6.213189
7,63633
1.3(6730
0.777330

4-

4-

0. HT<()

3
1
7
4
3
5
1
7
5

767755
,546041
,11%653
,17%483
444444

,»747%0
L40%406
,07106»
078479

3,*04344

7
5

L*3773«
.616377

7.*57738

3
3
4
a4
1
4
o)
2
6
o)
2

767755
.117691
.9819*0
,162919
,47%86*

431794
.244183
.994145
,118015
,3416*2

,594566

7.*12720

2
6
5
6
1
5
7
6
4
2
6
4
4
0o
2
1
7
1
a4
6
a4
A
a4
3
6
2

“

7
5
o)
6
3

.750000

,N63

,427095

.614578

,650274
.487772
.566788

,625892
,250144
,429494
.196775
,882401
.437265
,124035
372321

605910
,620717
.726088

,90290 5
.785955
.003204
, 350853

,250000

.796120
.982972
.846050

i? Jo
,246316
.157106
.63*602

.130731

,975335

A .*073*0

2
4
4
2
1
5

.717465
,081579

L7172*2
.390457
, 341641
,249683

2 »9772»

1
1
4
4
3
3
4
2
2
0

, 054093

,888889
,050814
,898979

.46742*
,306(32
,63*%174
,1*2%21
.966%34

,000000
.»60370

6.1*79*3



AFRPNDIX 9

ANALYSES

Y. HTLT)

4.391092
A.947576
3.092083
4. HISHU
(5.677987
6.93073*
2.528103
5.347391
4. 772127
3. 741 657
2.592379
1.091089
3,030458
4.230144
6.733753
1.140647
5.019(111
5.232490
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.5 85fl79
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6.463947
4.088311
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8.U1li*s7
2,3115*7
0,192450
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2.225V06
2.030259
4.522670
$.836404

5.454824
3.460 340
8.111041
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2.425356
6.0C00 00
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2.494 700
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8.191918
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f,,609001
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S .775969
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4.610084
1.414214
5.276562
3.735523
7.828427
3.367422

Y HT(P)

2
0]
7
4

3

6,

4

4
2
2
5
4
3
4
2
1

1
0
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5

S
8
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6
5
1
S
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1

4
-

9
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6
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4
s
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S
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S
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TABLE 9.1

Older headteachers' perceptions of HBDI_iterns

by role type situation and role sector «

2 4 5
SCTCR 0 1 3

CHLDREN 1 1 1 10 1 2
TEACHERS 4 3 2 6 0 5
PARENTS 1 5 8 1 0 4
TOTALS 6 9 u 17 1 11

TABLE 9*2

Ymmger headteachers' perceptions of HBDI iteffia

bv role type situation and role sector

ROLE 0 1 2 3 4 5
SCICR

CHLDREN 3 1 2 11 2 3
TEACHERS 3 3 3 4 0 7
PARENTS 0 7 9 2 0 1

TOTALS 6 11 14 17 2 U



TABLE 9.3

Older axl younger headteachers perceptions of HDI items

bv combined role type situations

ROLE TYPE SITUATIONS Older headteachers Younger headteachers

(0] 6 6

1+2 20 25

3+ 4 18 19

5+ 6 15 14

7 + 8 19 14

(78) (78)

TABLE 9.4

Older and younger headteachers’' perceptions of HRDI

items bv combined role type situations«

ROLE TYPE SITUATIONS Older headteachers Younger headteachers

2+3+5 39 42
1 +4+6 13 16
1 +3+7 39 33
2+4+8 18 25

(78) (78)



TABLE 9.5

Older headteachers' perceptions of HHDI items by

leadership dimension and combined role type situations

LEADERSHIP Combined kole Type Situations
DIMENSION 0O 1+2 3+4 5+6 7+8
INITIATION (0] 4 3 1 1
NVMENVBERSHIP 10 3 1 1
REPRESENTATION 1 6 1 O 1
INTEGRATION 1 3 2 2 4
ORGANIZATION 11 2 3 2
DOMINATION 0 2 0 4 3
COMMUNICATION 0o 3 2 3
RECOGNITION 2 1 1 1 1
I-RODUCTION 0} 0} 2 1 3
TABLE 9.6

Younger headteachers' perceptions of HRO items b
leadership dimension and by combined role type situations

LEADERSHIP Combined Role Type Situations
DIMENSION (0] 1+2 3+4 5+6 7+8
INITIATION 0o 5 3 1 0
NVEMBERSHIP 2 1 3 0 Y
REPRESENTATION 0 6 10 2
INTEGRATION 2 4 2 0 4
ORGANIZATION 0 2 2 4 1
DOMINATION o 2 2 3 2
COMMUNICATION o 3 4 2 3
I
RECOGNITION g ° T g
PRODUCTION o 2 1 2 1
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APPENDIX 10

»ALYSFS

H.HT(T)

4,315331
7,70*93«
7.7174*5
3,70999}
6.4*39*7
».071V11
1.S»1«7 (>
S .1A9M4J
4,*271»V
3.»411*%4
1,4*740»
1.«6*105
1,»*S997
5,31 79581
5,775939
1.1»6?07
3,*7*664
4.93073»
6,*76091
4,1*7*71
7,07350*
3.977977
1,33*757
3,59 «9 74
0

1. *45077

1,197079
3.411711
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3.730000
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1,565016
4,365641
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6,070*00
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6.47713*
7,49%34%
1,443990
1,*0001)9
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6,476091
37100*6*
1,67771*%
4.4771%9

,66*005
figiic<od
LY
4, 7*7*73
3.91 6379
3,116*17
6,463664
3,709704
4.350377
1.»63997
7,3*9466
7,7J1165
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7,5*1775
1,373449
0,670*70
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7.615096
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1,03*093
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4,377*49

7,9*4*10
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1,6/697»
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67°04196*
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APPENDIX 10.

8N41YSF3

p.tfr<n
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Mala headteachera* perceptions of HRDI items by

TABLE 10.1

role type situation and role sector.

ROLE
SECTOR

CHILDREN

TEACHERS

PARENTS

TOTALS

0 1

2 1

3 2

0] 3

5 6

TABLE
headteachers'

10

10,2

11

19

perceptions

bv role type situations and role

SECTOR

CHILDREN

TEACHERS

PARENTS

TOTALS

0 |
3 2
2 3
1 6
6 11

10

17

10

17

of HRDI items

sector«

14

10

11

(78)

(78)



TABLE 10.3

Male and female headteachers' perceptions of HRDl items

by combined role type situations

EDLE TYPE SITUATIONS Male headteachers Female headteachers

0 5 6
1+2 16 28
3 +4 21 18
5+ 6 18 12
7 +8 18 14

(78) (78)

TABLE 10.A

Male and female headteachers' percSPttOT? 9f P3B1

items bv combined role type situations«

EDLE TYPE SITUATIONS Male headteachers Female headteachers

2+3+5 43 44
1+4+6 12 14
1+3+7 36 3
2 +if +8 19 25

(78) (78)



TABLE 10.5

Male headteachersl perceptions of HRDI items by

Tender ship d-iaensinr and combined role type Situations

LEADERSHIP Combined Role Type Situations
DIMENSION 0 1+2 3+4  5+6 7+8
INITIATION 0 3 3 1 2
MEMBERSHIP 2 0 3 1 0
REPRESENTATION 0 6 1 0 2
INTEGRATION 1 3 3 1 4
ORGANIZATION 0 0 1 6 2
DOMINATION 0 2 2 3 2
OCOMMUNICATION 0o 2 5 3 2
RECOGNITION 1 0 1 2 2
PRODUCTION 1 0 2 1 2

TABLE 10.6

hendteachers' perceptions of IfIPl i~?B3 fd
leadership dimension and combined role type situations

i Situations
leaderaiip Combined Role Type

DIVMENSION 0 1+2 3+4 5+6 7+8
INITIATION 0o 4 3 1 !
membership 1 1 3 . 0
representation 1 6 1 0 1
integration 1 4 2 1 4
ORGANIZATION 0 4 2 2 !
DOMINATION 0 5 1 2 '
COVMUNICATION o 3 4 2 3
RECOGNITION 2 1 1 ! -
10 1 2 2

production



Appendix 11.

Headteacher groups ranked by number of HRDI
items perceived as examples of combined role
type situations and of each leadership dimension.



TABLE 11.1

Headteacher groups ranked by number of HRD items
perceived aa examples of combined role type situations

ROLE TYKE SITUATIONS

1+2 3+4 5+6
Infant - Inf. Junior - Jun,
Inner - Inn. Outer - ot
Small - Sml. Female - Fem
Older - old. Younger - Yng
Secondary - Sec. Large i Lrg

Male - Mai*

7+ 8






TABLB 11.5

Headteacher» groups ranked by number of HRO items
perceived as examples of each leadership dimension

BOLE TYPE SITUATIONS 1 ¢ 2



TABLE Il.it

Headteacher groups ranked by number of HRDI itoma
perceived as examples of each leadership dimension

ROLE TYPE SITUATION 3 + L
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TABLE 11.5

asadtsae.her_grQUP8 ranked bv number of HRDI itema
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ROLE TYPE SITUATION 5+ 6
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TABLE 11.6

Headteacher groups ranked by number of HrDT
perceived as examples of each leadership dimension

ROLE TYPE SITUATION 7 + 8

r-

Cc™M

g0

Lf\



APFKNDIX 12

Appendix 12 shows the 44 items which meet the required adequate

stimulus weighting.

Each item is located in the role type situation classification

which it illustrates.

Mean response scores ( x ) and variance scores ( 2) for headteachers

role conceptions (H) and attributed expectations (T) and (P) are shown.

Median variance scores for (H), (T) and (P) are reported at the bottom

of the last Table.

High and low consensus —H and L - are derived from the median

variance scores.

By imposing exact limits upon the five-interval response scale, it
is possible to describe headteachers' role conceptions and role
expectationsas 'mandatory’, ‘preferential’ or ‘unresolved'. The
diagram below indicates the exact limits and the terminology used to
describe the data.

1 2 3 4 5
AM PS MW PSN AW
0.5 1.5 2.5 35 4.5 5.5
positive positive negative 1 negative
mandatory preferential? unresolved preferential mandatory
< 1 _I',< i T

Dosltive direction F----- B negative direction



ITEM
NO«

23
30

32
34
6l

69
70

29
53
54
58
59
62

73

APPENDIX

12

HJOE TYR® SITUATION O
oD VD
X <2 X X *2
2.14 0768 L 2.19 0597 H 200 0.743
3.07 1214 L 2.94 0984 L 2095 0.655
RCLE TYPE SITUATION 1
210 11212 L 1.78 0.815 L 2.58 1.328
271 1120 L .92 1.017 L 3.79 1.149
165 0398 H 142 Os07 H 1.98 0.506
249 1.084 L 214 1.054 L 2.94 1.260
3.78 1.0eO L 3.23 1.075 L 4.8 0.930
3.16 1599 L 249 1258 L 3.72 1.543
HOLE TYPE SITUATION 2
299 1395 L 3.78 ls13 L 203 1.147
3.12 0987 L 351 1oz L 225 1.285
2.25 0441 H 252 0468 H 1.91 0.489
295 0772 L 3.37 Q727 L 213 Qoo3
226 0770 L 297 Qo1s L 1.86 0.688
256 0675 H 294 0744 L 201 0687
272 0779 L 313 0747 L 224 0.621
231 0682 L 260 o710 L 1.al Oaol

r - - T - r—

I T T r— - T r



ITEM
NO.

10

14

17

19

22

27

38

46

47

75

2.08

1.23

1.10

2.60

3.36

1.59

1.88

1.20

1.31

1.11

1.33

1.58

2.80

AFPENDIX 12

ROLE TYPE

X

0.610 H 2.38
0.194 H 1.51
0.107 H 1.27

0.676 L 2.91

0.786 L 3.62

0420 H 1.94
0.629 H 2.11
0.215 H 1.43
0.250 H 1.59
0.103 H 1.49
0.466 H 1.73

0.466 H 1.93

JIOLE TYPE

1.845 L1 251

SITUATION 3

T
e 2
0.730

0.350

0.279

0.702
0.832
0.582
0.624
0.328
0.425

0.355

0.60tf

0.534

SITUATION 4

1.377

I I T

-

Ir T T I T I T

L

2.43

1.69

1.28

2.87

3.73

1.86

2.50

1.55

1.72

1.29

1.82

1.76

1.82

Ul

* 2
0.683 H
0.568 H
0294 H
0.800 L
0.853 L
0508 H
1.028 L
0.465 H
0.479 H
0.248 H
0.635 H
0.401 H
0.878 1 L



ITEM
NO.

20

39

40

43

52

68

76

1.46

1.45

2.01

2.62

1.78

3.15

(H)

0.460

0.413

0.899

1.417

0.504

0.879

1.370

APPENDIX 12

ROLE
X
H 1093
H 1.65
L 2.48
L  3.47
H 224
ROLE TYRE
L 3.61
L 2.77

T'YPE SITUATION 5

M

2

0.583

0.482

0.861

1.399

0.722

SITUATION

1.155

1.313

1.50

1.49

1.88

2.48

1.72

4.31

3.17

0.397

0.420

0.676

1.134

0.533

0.847

1.260

I I I

-



APREMOIX 12

"\ITC')EM ROLE TYPE SITUATION 7
(H) M P
2
X n 2 X 4 X
12 1.81 0678 L 191 0646 H 244  1.132
28 1.46 0372 H 137 0291 H 1.84  0.633
3 1.12 0121 H 1.18 0.168 H 1.44  0.387
37 154 0615 H 1.66 0672 H 1095 0.844
72 233 0590 H 236 0564 H 257 0.697

ROLE TYPE SITUATION 8

16 2.53 1.299 L 243 0900 L 2.00 0.724
50 4.76 0.328 H 4381 0362 H 3.97 1.126

65 2.35 1.099 L 2.28 0.750 L 2.01 0.958

Median variance Median variance Median variance
H = (T) (p) a (688

I T

-
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