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ABSTRACT

This descriptive study investigated teacher perceptions 
of professional autonomy. Professional autonomy was defined 
through the use of four factors: independence, status, self-
governance , and responsibility. The purpose of the study was to 
determine whether there were significant differences in teacher 
perceptions of professional autonomy in three states with differ
ing collective negotiation statutes and/or no statutes, and 
whether these perceptions were related to the length of time 
negotiation has been practiced under a particular statute.

A random sample of 1,040 teachers was taken from the 
three states of Arizona, California, and Nevada. These states 
were chosen because they differ in both explicitness of negotia
tions statute in education and in elapsed time since enactment of 
the applicable statute. Arizona has no current statute and no 
elapsed time. California, at the. time of data collection, had 10 
years experience in negotiation under the rather inexplicit Win- 
ton Act. Nevada had been negotiating for three years under the 
more explicit Local Government Employee-Management Relations Act.

A survey questionnaire was distributed to 1,040 tenured 
teachers from 62 districts. Districts of distribution were ran
domly selected from strata defined by state, size of district,
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X
and urban or rural location. There was a 60% return rate on the 
survey questionnaire.

A treatment by blocks design was used to structure the 
study. Analysis of variance (ANOVA) and t-test statistics were 
used to compare the variables. The main variables of state stat
ute and. elapsed time since passage of statute were supplemented by 
the following demographic variables: (1) employment of teacher in
an urban or rural setting; (2) size of district where the teacher 
was employed; (3) sex of teacher; (4) age of teacher; (5) elemen
tary (K-8) or secondary (9-12) work assignment; (6) length of 
time employed in the present district; (7) teaching salary as pri
mary or secondary source of familial income; (8) professional or
ganization to which teacher belongs; (9) amount of course work in 
educational administration completed by the teacher; and (10) 
whether the teacher had participated in formal training in nego
tiation theory or method.

The results of the study showed that teachers in Califor
nia had significantly higher perceptions of how much professional 
autonomy they should have and how much they presently have than 
did teachers in Arizona or Nevada. This conclusion appeared to be 
related to elapsed time since passage of legislation authorizing 
collective negotiation in a state’s educational system. Califor
nia had functioned under a collective negotiations statute for 10 
years at the time of collection of data. Nevada had its statute 
for three years at the time and Arizona did not have a statute.
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Results of the study did not support the idea that stat

ute differences might significantly affect teacher perceptions of 
professional autonomy. Differences between Arizona with no stat
ute and Nevada with an explicit statute were not pronounced.

Of the 10 demographic variables, only level of assignment 
was found to show significance establishing it as a variable of 
concern. There was a constancy of secondary teachers perceiving 
higher levels of professional autonomy factors than elementary 
teachers . This finding may be due to differences in staffing, 
administration and operation of secondary and elementary schools 
rather than to negotiation elements. This difference between ele
mentary and secondary teachers did not reflect any state 
groupings.

The conclusions of this study were: (1) the length of
time a state has been under a collective negotiation law for 
teachers is related to teacher perceptions of professional autono
my; and (2) elementary and secondary teachers view professional 
autonomy factors differently.

Recommendations were made for further study. Implica
tions were discussed and related to the design and conclusions 
of the study.



CHAPTER 1

INTRODUCTION

Negotiation between teachers and school district manage
ments has been of importance in establishing employment contracts 
in education for the past 20 years. During this period, the es
tablishment of contracts by collective action has grown through 
legislation and practice. State legislation governing collective 
negotiation for teachers is now the rule rather than the excep
tion. Since the early 1960fs a majority of states have enacted 
legislation giving legal status to the right of teachers to bar
gain collectively. Lieberman (1971, p. 214) stated: "By 1971,
approximately 70% of the nations teachers were covered by collec
tive agreements." In 1975 more than a million and a half teachers 
were covered by collective negotiation agreements (Donley 1976). 
Most of these teachers work in states which have collective nego
tiation statutes that apply to teachers.

Collective negotiation legislation has been constantly 
sought by teachers and other public employee organizations. 
Gerhart (1972, p. 131), in a discussion of the scope of bargain
ing, made some pertinent observations: "Variations in public 
policy [specifically, the legislation pertaining to unionization 
in the public sector] have their primary impact on the real scope
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of bargaining, and it appears that a well developed public policy 
is related to a larger scope of bargaining.” Gerhart (1972, 
p. 132) continued by saying: ”It is possible that unions in
states without explicit policy have a greater tendency to trade 
depth for breadth

One result of the teacher’s view of the scope of bargain
ing has been the inclusion of ’’professional” items in teacher 
demands. Lutz and lannaccone (1969, p. 80) commented on the con
flicts involved in the scope of bargaining as follows:

The present conflict between school boards and ad
ministrators on the one side, and teacher groups on the 
other, concerns cognitive space . . . .  The act of de
fending cognitive territory of an abstract nature is a 
human phenomena. Usually, the encroachment is of pre
rogatives, rights and beliefs of the group rather than 
of physical territory . . . .  School boards and ad
ministrators have always kept policy making as their 
prerogative. Recently teacher groups have infringed 
upon the boundaries of this cognitive space, and boards 
and administrators have been attempting to defend the 
boundary.

Dimock (1970), Carlton and Goodwin (1969), and Perry and Wild man 
(1970), also supported this view of conflict. Administrators and 
school boards often view ’’professional” demands of teacher groups 
as infringements upon the rights of management to make decisions. 
Lutz and lannaccone (1969), Etzioni (1969), Leggat (1970), and 
Weinberg (1974) discussed the idea that a certain amount of en
croachment upon administrative prerogative is necessary in order 
for a profession to develop autonomy.

Conflict in education often occurs over the negotiation 
of items such as establishment of goals and procedures,
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curriculum development, and academic freedom. Scheduling and 
"tracking" of students and teachers, pupil discipline, and many 
other curricular and extra-curricular activities that form major 
interactions between schooling and the individual student also 
are points for conflict (Stinnett 1968, Perry and Wildman 1970, 
and Lieberman 1970).

Teachers have been increasingly concerned with their 
autonomy as professionals, and tend to use the power granted by 
collective negotiation statutes to bargain for professional 
items. Teachers in states with a statute as a base for negotia
tion could be expected to have a different perception of profes
sional autonomy than teachers in states where no negotiation 
statute applicable to teachers exists.

The existence of legislation and the length of time since 
enactment of legislation could affect teacher perceptions of pro
fessional autonomy.

Purpose
The purpose of this study was to determine whether there 

were significant differences in teacher perceptions of profes
sional autonomy in three states with differing collective nego
tiation statutes and/or no statutes, and whether these 
perceptions were affected by the length of time negotiation has 
been practiced under a particular statute.
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Statement of the Problem

This study investigated selected variables that might be 
expected to affect the manner in which teachers perceive their 
autonomy as professionals. The following questions lent direc
tion to the study:

1. Are there significant differences in the perceptions of 
professional autonomy of teachers working under statutes 
authorizing collective negotiation as compared with 
teachers working under no such statutes?

2. Does the length of time since passage of statutes autho
rizing collective negotiation affect teacher perceptions 
of professional autonomy?

3. Are there significant differences in the perceived pro
fessional autonomy of teachers when the following vari
ables are examined ?
a. Employment in an urban or rural setting.
b . Size of the district where the teacher is employed.
c. Sex of the teacher.
d. Age of the teacher.
e . Work assignment: elementary (K-8) or secondary

(9-12).
f. Length of time employed in the same district.
g. Teaching salary as the primary or secondary source 

of family income.
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h. Professional organization to which the teacher 

belongs .
i . Amount of academic coursework in Education Adminis

tration completed by the teacher.
j . Whether the teacher has had formal training in theory 

or methods of negotiation.

Significance
The need for studies concerning professional autonomy as 

an outcome of collective negotiation conditions is documented by 
the virtual absence of such work. Studies exist that relate col
lective negotiation conditions to salary and other tangible bene
fits (Sproul 1§69, Thornton 1971, and Smith 1972). A few studies, 
such as Lawler (1971) and Miskel (1973) have dealt with attitudes 
relative to salary and fringe benefits. Giandomenico (1973) and 
Miskel (1974) investigated teacher needs and teacher militancy 
with respect to collective negotiation.

Predictions of increased professional autonomy through 
negotiation have been made by many authors. Notable examples are 
Lieberman and Moskow (1966), Stinnett, KLeinman, and Ware (1966), 
and Carlton (1968). When a major class of outcomes predicted 
through collective negotiations has not been well documented the 
process then cannot be well understood. This study therefore was 
one step toward investigating the relationship of collective 
negotiations and professionalism in education.
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An important part of the study was to describe the rela

tionship between collective negotiation and perceptions of pro
fessional autonomy over time. This relates to the idea advanced 
by Lieberman and Moskow (1966) that negotiable items relative to 
autonomy would not be initially important in negotiation. They, 
and others (Goldberg 1968, Epstein 1969, and Perry and Wildman 
1970), document the contention that salary and other economic 
items occur in negotiation prior to "professional" item negotia
tion. This study investigated the time relationships for nego
tiation of items of professional autonomy.

Federal Executive Orders 10988 of 1962, 11491 of 1969, 
and 13175 of 1975, and the Postal Reorganization Act of 1970 have 
increased the power to negotiate for certain employee groups 
within the federal government. The Clay-Perkins Bill of 1973 and 
the Thompson Bill of 1975 have sought to delete exemption of 
teachers from the National Labor Relations Act or permit teachers 
collective negotiation rights on a national scale. While these 
bills have so far been unsuccessful, they do have the effect of 
making this study timely as an input to investigating effects of 
varying conditions of collective negotiation.

Assumptions
For the purposes of this study, the following assumptions 

were made:
1. Teacher perceptions of professional autonomy were a 

realistic method of assessing autonomy. '
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2. Processes in collective negotiations as structured by 

state statutes, or lack of a statute, would have bearing 
on teacher perceptions.

3. The use of random sampling techniques for selection of 
school districts to be surveyed and for selection of 
teacher respondents within each school district made the 
survey population a representative sample for each state 
included in the study.

4. The use of a panel of judges and factor analysis of pilot 
study data was a reliable means of developing the ques
tionnaire used.

5. The-inclusion of demographic variables such as age, sex, 
longevity, etc., in the data collection and analysis was 
a satisfactory means of control for such variables.

6. The use of a Likert-type questionnaire was appropriate 
for the study of perceptions in the educational sector.

Definitions
The following definitions were collected or constructed 

for use in this study. Other definitions, irrespective of merit, 
were not used in the study.

Collective negotiations means the formal process by which 
employers negotiate with the duly authorized representatives of 
their employees concerning wages, salaries, and other conditions 
of employment, and on such matters as required by statute or as 
agreed upon by the parties concerned.



Professional, as defined by the National Labor Relations 
Act and amended by Taft-Hartley Act of 1947 (1960), refers to:

(a) Any employee engaged in work
(i) predominantly intellectual and varied in char

acter as opposed to routine mental, manual, 
mechanical or physical work;

(ii) involving the consistent exercise of discre
tion and judgment in its performance;

(iii) of such character that the output produced or 
the result accomplished cannot be standardized 
in relation to a given period of time;

(iv) requiring knowledge of an advanced type in a 
field of science or learning customarily ac
quired by a prolonged course of specialized 
intellectual instruction and study in an in
stitution of higher learning or a hospital, 
as distinguished from a general academic edu
cation, or from an apprenticeship or from 
training in the performance of routine mental, 
manual, or physical processes; or

(b) any employee, who
(i) has completed the courses of specialized in

tellectual instruction and study described in 
clause (iv) of paragraph (a), and (ii) is per
forming related work under the supervision of 
a professional employee as defined in para
graph (a).

Autonomy is the latitude for decision-making concerning 
the manner in which the work of teachers is to be conducted.

Scope of negotiation encompasses all matters which are 
negotiable in a formal manner by the authorized representatives 
of the teacher organization and the school board.

Conditions of employment refers to all aspects of being 
employed in the school district, including wages and salary or
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other monetary gains as well as the existing personnel regula
tions and formal work rules that delineate selection for and con
tinuance in employment.

Independence refers to the freedom of the teacher to pur
sue individual standards (closely akin to academic freedom).

Status is the capacity to interact with peers, students, 
and the community from a position based on recognition of train
ing and expertise.

Self-governance is the power to govern extra-legal condi
tions of employment through individual or teacher organization 
actions.

Responsibility is regarded as the opportunity to frame 
the form of a teacher’s service to society by defining directions 
within the educative process.

A teacher is any full time employee certificated under 
state law as a teacher, and classified by the school district as 
a teacher, who serves in a classroom setting for at least 75% of 
his/her daily hours of work.

A metropolitan area refers to a county or group of coun
ties which contains at least one city of 50 thousand (50,000) in
habitants or more, or multiple cities with contiguous boundaries, 
and a population of 50 thousand (50,000) inhabitants or more, 
constituting for general and socioeconomic purposes a single 
community.
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An urban school district is one that exists entirely 

within the boundaries of a metropolitan area.
;A rural school district is one that exists outside of a 

metropolitan area in the situation of a single district serving 
a single community and its environs.

A small district is a school district employing less than 
200 teachers.

A large district refers to a school district employing 
200 or more teachers.

Limitations
This study was subject to the following limitations:

1. The population of the study was confined to the states of 
Arizona, California, and Nevada.

2. Data collection occurred during the time of year when 
negotiations were in progress. This timing may have in
tensified response magnitude and affected the return rate 
of the questionnaire.

3. A single Arizona school district was used in the pilot 
study to furnish raw data for the factor analysis instru
mental in establishing the final draft of the 
questionnaire.

4. No reasonable control could be established over the vol- 
unteerism traits of teacher respondents.



11
Summary

Collective negotiation in education has become a nation
wide process. Theorists and practitioners in education have 
predicted an increase in scope of negotiation as the process be
comes ever more widespread. With increased scope, greater empha
sis on the negotiation of items related to professionalism was 
expected. One class of professionalism items deals with profes
sional autonomy.

Teachers in three states— Arizona, California, and Ne
vada— were surveyed in this study. The study was designed to 
describe relationships between professional autonomy and varying 
conditions surrounding negotiation. The purpose of the study was 
to determine whether there were significant differences in teach
er perceptions of professional autonomy relative to:

1. Conditions of a state collective negotiation statute.
2. Elapsed time since passage of particular state statute.

Certain demographic variables (see list on page 4) were also
investigated.

Chapter 2 presents a review of literature relative to 
professional autonomy, collective negotiations, and the demo
graphic variables investigated by this study. Chapter 3 details 
the design of and procedures used in conducting the study and 
Chapter 4 presents and analyzes the data obtained. Chapter 5 
reports conclusions, implications, and recommendations.



CHAPTER 2

REVIEW OF LITERATURE

The review of literature is divided into three sections. 
The first section deals with professionalism, the second section 
with collective negotiations, and the third with the demographic 
variables included in this study.

Professionalism
This study had professional autonomy as a major theme 

To index the concept of professional autonomy, it was necessary 
to review the literature on the general concept of profession
alism. Because teachers work within large organizations to serve 
their "clients," the review of professionalism included litera
ture concerned with the functioning of professionals within 
organizations.

Greenwood (1957, p. 45) gave the elements of profession
alism as:

1. a basis of systematic theory;
2. authority recognized by the clientele of the pro

fessional group;
3. broad community sanction and approval of this 

authority;
4. a code of ethics;

12
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a professional culture sustained by formal profes
sional organizations.

Hall (1968, p. 92) used the same general elements, then 
considered attitudinal attributes of professionalism; they are:

— the use of the professional organization as a 
major reference— this involves both the formal organi
zation and informed colleague groupings as the major 
source of ideas and judgments for the professional in 
his work.

— a belief in service to the public.
— a belief in self regulation— it is the belief in 

colleague control of the individual professional.
— a sense of calling to the profession— a reflec

tion of dedication to the work done by the 
professional.

— autonomy— this involves the feeling that the 
practitioner ought to be able to make his own decisions 
without external pressures from clients, those who are 
not members of his profession or from his employing 
organizations.

Goode (1957), Gross (1958), Kornhauser (1960), Hughes 
(1963), Carr-Saunders and Wilson (1964), Jackson (1970), and 
Ritzer (1972) used similar basic elements to define profession
alism. Wilensky (1964) provided a comprehensive discussion of 
professions and also delineates the elements’necessary for an 
occupation to have professional status .

Stinnett (1952) and Lieberman (1956) established elements 
that deal with teaching as a profession. Lieberman (1956, p. 2) 
listed the elements of professionalism as:

1. A unique, definite, and essential social service;
2. An emphasis upon intellectual technique in perform

ing the service;
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3. A long period of specialized training;
4. A broad range of autonomy for both the individual 

practitioners and for the occupational group as a 
whole.

5. An acceptance by the practitioners of broad personal 
responsibilities for judgments made and acts per
formed within the scope of professional autonomy;

6. An emphasis upon the service to be rendered, rather 
than upon the economic gain of the practitioners, 
as the basis for the organization and performance 
of the social service delegated to the occupational 
group;

7. A comprehensive self-governing organization of 
practitioners;

8. A code of ethics which has been clarified and in
terpreted at ambiguous and doubtful points by con
crete cases.

Flexner in 1910 established the ground work for consider
ing professionalism in the medical field. He is credited with 
the impetus for establishing "standardized" education for pro
fessionals . This led to licensing and the establishment of a 
specific esoteric body of knowledge as an element of profession
alism (Moore 1970).

Teachers satisfy the first three elements of professional
ism: (1) an essential social service, (2) emphasis upon intel
lectual technique, and (3) a long period of specialized training, 
by the orientation and length of their university work (Childs 
1950, Barber 1963, and Haberman and Stinnett 1973).

Element number seven, a well-established organization, is 
historical in education. Teachers took the first step toward
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professional organization in 1794 by forming the first local or
ganization in the United States. State organization occurred by 
1845 and a national organization by 1857 (Carr-Saunders and 
Wilson 1964). After these initial steps toward professionaliza
tion, teachers faltered and it was not until 1929 that a formal 
code of ethics appeared for the teaching profession (Wilensky 
1964). Element eight (a formal code, of ethics) was thus 
satisfied.

All of the foregoing elements have been merged in the 
legislation regulating teacher licensing or certification in most 
states (Haberman and Stinnett 1973). The determination of these 
characteristics have been state and/or local legislative 
functions.

State level regulations have been established and modi
fied by procedures that include input from organizations that 
represent teachers as well as administrative and legislative 
groups (Gilroy et al. 1969). Formal establishment and modifica
tion of such regulations is the responsibility of the state legis 
lative organization backed by the state level administrative 
organizations (Goldberg 1968). Many regulations pertaining to 
professional activities are established in the policy and prac
tices of local boards of education within the more general guide
lines of the formalized state level regulation (Lieberman 1956).

Hall (1968) suggested that an essential aspect of profes
sionalism is that the occupation involved be controlled by a
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collegium. This concept of a "profession” has been violated by 
the establishment of regulations by the laity of legislatures and 
local boards. Such regulation by laity limits the professional 
organizations of teaching, and in that sense has made teaching 
less than a profession. Seymour (1963, p. 23) addressed this 
problem by stating that, "Professionalism is a state of mind, not 
a reality. Neither statute nor regulation, neither code nor 
shibboleth will make a teacher a professional." It may be that 
regulations, statutes, codes, and shibboleths actively interfere 
with attaining professionalism, as argued by Hall (1968). It 
seems apparent that all professions have certain regulations 
which restrict the rights of practitioners to be theoretical pro
fessionals. Governmental regulations concerning the training, 
ethics, areas of service, and licensing exist for nearly all well- 
established professions (Carr-Saunders and Wilson 1964).

Whittlan (1964) said that the professional status of 
teachers is questionable due to lack of autonomy. Etzioni (1969) 
considered teaching to be a semi-profession. A primary reason is 
lack of autonomy. He (1969, p. 41) stated: "As long as school
systems feature a distribution of authority where those in author
ity hold all formal powers, it may be that insistence on equality 
is the main assurance that teachers possess sufficient autonomy 
to make judgments they consider essential to effective teaching." 
From this background it appears that the professionalism of 
teachers would be better established if teachers were more
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autonomous in determining the form of the service they perform in 
our society.

Elements one, two, three, seven, and eight are charac
teristics that the profession of teaching exhibits through pro
cesses within a larger organization: the bureaucracy of
legislative, administrative, and judicial functionaries that make 
up the local, state, and due to special programs, the federal 
government. Teacher organizations and individual teachers are 
not in a position to effectively negotiate these elements with 
the bureaucracy except in a very limited sense. The ascriptive 
professional is Ma work practitioner, whose task commitment is 
performed in a monopolistic organization which determines his 
status, evaluates his ability according to organizational require
ments, and delineates, through a process of selection and desig
nation, the precise area within which he will carry out his 
activities (Feld 1964, p. 56)." Teachers are ascriptive profes
sionals when these five elements are considered.

Haga, Graen, and Darisereau (1974, p. 133) noted this re
lationship of bureaucracy to professional autonomy by stating:

An essential assumption of bureaucracy theory is that 
work roles are tightly prescribed and rigorously en
forced . . . .  This fixed role model holds that the con
tent of tasks in a given role is set by structure and 
environment but almost never by the person occupying that 
role . . . .  Bureaucratic theory assumes that people 
take roles; it does not allow that they can also make 
them.
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Scott (1966, p. 270) wrote of a fundamental change in 

professionalism when professionals are employed in organizations:
•They must sacrifice some of their autonomy and con

form to certain organizational rules for a simple reason: 
they do not possess all the basic skills for doing the 
work but are part of a larger and more complex system in 
which they perform only some of the required activities.
Their activities must be regulated to fit in with the 
over-all organizational purpose as well as coordinated 
with the activities of others.

The Lieberman (1956) elements that have been least struc
tured by the bureaucracy surrounding education are four, five, 
and six. A broad range of autonomy for the individual practi
tioners and for the occupational group as a whole (element four) 
has been somewhat structured by formal and informal regulations 
for teachers as discussed above. It is difficult for such regu
lations to specify the actions of the individual teacher in the 
classroom operation. In the classroom, teachers are more auton
omous than they are in out-of-classroom roles (Massey and Vine
yard 1961). Thus we have a paradox that concerns teachers. How 
can a teacher be autonomous in the classroom while lacking in
volvement in the decision process at higher levels of the educa
tional system?

Bidwell (1965, p. 976) suggested that a "structural 
looseness" exists in schools and that autonomy of the individual 
teacher is carried over into total school operations. Litwak 
(1961) advanced a model of bureaucracy which he referred to as a 
professional model. He contrasted this model to the Weberian 
model and the Human Relations model. Litwak1s "professional"
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model is a mixture of the other two, and approximates the nomo
thetic and idiographic dimensions of Getzels-Guba (Getzels 1958). 
For example: the criteria of impersonal relations is held as
extensive in an organization under the-Weberian model, as minimal 
under the Human Relations model, and as one part extensive and 
one part minimal under Litwak’s "professional" model.

The "professional" model may be useful to describe condi
tions in educational organizations at present. It may be useful 
in offering autonomy to teachers, but without extensive work by 
the people within a school system to define the "professional" 
model, it seems difficult to implement. Negotiation can be a 
major part of the extensive work necessary to define and imple
ment such a "professional" model.

Russell Thornton (1970) reported a study which indicates 
that professional and organizational commitments can be compati
ble, if the professional perceives and organizational situation 
as reaffirming and exemplifying principles of the profession. 
Collective negotiation is one means of defining the roles and 
responsibilities needed to meet the principles of the teaching 
profession within the bureaucratic school organization.

Element five, acceptance of responsibilities for judgment 
and actions, is clearly the obverse of the professional autonomy 
coin. If the professional is to be responsible for the outcomes 
of his work he must have the freedom to regulate inputs (Moore 
1970). Etzioni (1969, p. 5) felt that increased demands for 
accountability may have a great effect upon the teaching
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’’profession.11. He believed that informal autonomy will give way, 
either to increased centralization of authority in the administra
tion of local and state agency powers, or to professionalization 
and the powerful professional organization which professionaliza
tion implies. Negotiations may lead to a power struggle between 
these two groups for the centralized authority of schools.

Element six, emphasis on service to others, is interwoven 
through both elements four and five and is included as an aspect 
of autonomy. Emphasis on service to others differs from the 
social service aspect of element one by its being contrasted to 
economic gain.

Element six, emphasis on service to others over econom
ic gain for self,.has been discussed by many authors under the 
general term of dedication. It is a very difficult element to 
assess. Moore (1970, p. 21) made the point that only economi
cally advanced societies are able to support a professional class 
of more than 3 or 4% of the work force. The United States shows 
a distinct increase in number of professionals as its economy 
progresses. In 1900, 4% of the employed population were ’’pro
fessional” workers. In 1950, 8%; in 1960, 12%; and in 1966,
13% of the working population were "professionals” (Moore 1970, 
p. 20).

A second point made by Moore with regard to service and 
economic gain, is that teachers, by being salaried members of the 
bureaucracy, are not subject to direct control by clients.
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Carr-Saunders and Wilson (1964) suggested that teachers have 
foregone the economic differential available under client con
trolled systems for the security of the tenure system and the 
salary schedule.

Prandy (1965, p. 251) isolated the problem by saying:
Many of the activities of trade unions and profes

sional associations are very similar, and are mainly 
directed to the same end of economic protection, but 
it is more important to realize the differences in 
ideology which underlie the two. Trade unions are 
class bodies— they bargain .with employers; professional 
associations are status bodies— they bestow a qualifi
cation and seek to maintain and enhance its prestige.

Teachers are often torn between these two poles, the bargaining
emphasis of the "trade union" and the prestige emphasis of the
"profession."

While collective negotiations in education have been car
ried out in both the economic and the service areas, Etzioni’s 
(1969) discussion of equality of reward and autonomy interrelates 
economic gain with professionalism without being able to detail 
the dynamics of the relationship.

In summary, similar time lines for increased emphasis on 
negotiation and increased demand for accountability may be coin
cidental, but a review of literature on professionalism suggests 
that the two processes are interrelated and that an occupation 
seeking professional status would be actively involved in estab
lishing both the freedoms and responsibilities of its work.
Moore (1970, p. 189) summarized the problem by saying: "The
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realities of administrative supervision, of restrictions on what 
lines are to be pursued, and perhaps even on the procedures to be 
followed, impair in some degree professional autonomy." Teachers 
may be using collective negotiations as the medium for establish
ing professionalism and the autonomy that accompanies profession
alism. Haberman and Stinnett (1973, p. 3) summarized the 
thinking on professional autonomy and collective negotiation by 
saying: .

It should be observed that there remains a reluctance 
on the part of legislatures to concede to the teaching 
profession the same degree of autonomy in its affairs 
that is accorded other professions. Of course the ra
tionale for this reluctance is that teaching is a public 
profession . . . .  Only by continued and aggressive in
sistence on the right to autonomy will the teaching pro
fession bring about needed reforms and legislation. For 
example, when NBA and AFT proposed state legislation 
conferring on teachers the right to negotiate or bargain 
with school boards over economic and working conditions, 
those proposals were generally considered radical. But 
the idea is now generally accepted as sound.

Collective Negotiations
Teachers have been negotiating conditions of their employ

ment in one form or another for many years. Although the National 
Teachers Association was founded in 1857 and the American Federa
tion of Teachers forerunner, the Chicago Federation of Teachers, 
was formed in 1902, negotiations, until about 1959, were mostly 
between the individual teacher and the school administrators. 
However, there has been isolated collective action by groups for 
approximately 100 years (Perry and Wildman 1970).
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Keough (1970) reported a strike in Pennsylvania as early

•*

as 1880. Haberman and Stinnett (1973) noted that there were 20 
teacher strikes in the 60 years between 1880 and 1940, and 110 
isolated strikes between 1940 and 1962. They compared this to 
the record of over 500 teacher strikes between 1962 and 1972. 
Collective action by teachers has grown in magnitude. A brief 
historical review will help place collective negotiations in 
perspective.

There were a number of reasons for the lack of collective 
action by teachers in the early days of teacher organizations. 
Interpretation of private sector labor laws slowed collective 
action in education. The interpretation given by the courts to 
Sections 1 and 2 of the Sherman Act of 1890 limited collective 
action. The courts' interpretation of "persons" as defined by 
the Sherman Act placed labor organizations and associations into 
the category of an agent of "restraint of trade." Randle (1951, 
p. 53) wrote: "By 1890 the courts had accepted unionism and col
lective bargaining . . . .  The historic background of the Sher
man Act, therefore, does not appear to support . . .  a pattern 
for prosecuting and enjoining labor."

The case of The United States v. Debs (64 F 724), 1894, 
illustrates the pattern of prosecuting and enjoining labor re
ferred to by Randle. In the Debs case the Supreme Court estab
lished the principle that anti-trust law (the Sherman Act) 
applied to labor as well as capital if it could be shown that
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labor union activity was in restraint of trade. Such a narrow 
interpretation of the law, coupled with a broad definition of 
"restraint of trade" produced the pattern of application of the 
Sherman Act.

The Clayton Act of 1914 was designed to end such inter
pretations of the Sherman Act and to free labor from the "host 
of what might accurately be called judicial perversions (Gregory 
1949, p. 185)." The Clayton Act did not accomplish this, and 
labor was not able to organize for concerted collective action 
until the passage of the Norris-LaGuardia Act of 1933. Even this 
act did not completely nullify the courts' use of injunction 
against labor due to the residuals of the Sherman Act interpre
tations (Randle 1951).

It was left for the National Labor Relations Act of 1935, 
subtitled the Wagner Act, to finally and explicitly define the 
concept that "employer refusal to permit employees to organize 
and to bargain collectively with the employer through the organi
zation of their own choice was a major cause of industrial con
flict (Lieberman and Moskow 1966, p. 68)."

These legislative milestone's had been reassessed by 1947, 
and the passage of the Taft-Hartley Act of that year created a 
balance of power between labor and management that has been rea
sonably well maintained until the present. A key section of the 
Labor-Management Relations Act of 1947 (Taft-Hartley Act) speaks 
directly to the question:
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It is hereby declared to be the policy of the United 

States to eliminate the causes of certain substantial 
obstructions to the free flow of commerce and to miti
gate and eliminate these obstructions when they have 
occurred by encouraging the practice and procedure of 
collective bargaining and by protecting the exercise 
by workers of full freedom of association, self
organization, and designation of representatives of 
their own choosing, for the purpose of negotiating the 
terms and conditions of their employment, or other 
mutual aid or protection (Section 1, National Labor Re
lations Act 1960).

This short summary of legislation, while dealing with the 
private sector, has implications for education. In 1947 educa
tion was not a part of the political arena that generated such 
legislation in the private sector. A push by teachers for power 
to act collectively coincided with congressional discussions and 
subsequent passage of the Taft-Hartley Act of 1947. The Norwalk 
Teachers Association struck in 1946, and the Teachers Federation 
of Buffalo struck in 1947. Both of these collective actions re
sulted .ultimately in legal reactions that helped teachers obtain 
rights to collective action. One legal reaction, the Condon- 
Wadlin Act in New York State, was a result of the Teachers Fed
eration of Buffalo strike. (Keough 1970). The Condon-Wadlin Act 
recognized collective action in a negative manner. It pro
hibited strikes by public employees and gave such severe penal
ties for strikes that the Act was rarely utilized (Cole 1969a). 
The Condon-Wadlin Act was so ineffective that the Public Em
ployee's Fair Employment Act of 1967 (the Taylor Act) was passed 
to replace it. Governor Nelson Rockefeller (1967, n.p.) said 
upon signing the Taylor Act: "The necessity of this law has
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unquestionably been demonstrated over the years by the utter in
adequacy of the Condon-Wadlin Law . . .

Norwalk Teachers Association v. Board of Education, City 
of Norwalk was finally decided by the courts in 1951. Haberman 
and Stinnett (1973, p . 2) summarized the decision by writing: 
"Since teachers were public employees the strike was illegal, but 
the school board did have the legal right to negotiate with 
t e a c h e r s The importance of the Norwalk decision was the recog
nition in the absence of legislation of the rights of a board and 
teacher organization to bargain if both groups agreed.

Another legal landmark was the Wisconsin Municipal Em
ployees Relations Act of 1959, which gave municipal employees in 
Wisconsin the right to organize and negotiate with cities (Gold
berg 1968). In 1962, Executive Order 10988 was issued by Presi
dent John Kennedy. It recognized the right of federal employees 
to organize and authorized collective negotiations of limited 
scope between employee organizations and federal governmental 
agencies. Stieber (1973) stated that it excluded wage and fringe 
benefit bargaining as well as certain areas such as mission of 
the organization. Such actions stimulated the development of 
negotiations procedures at the state and local government levels, 
according to Lieberman and Moskow (1966).

The data on teacher strikes reported above suggest that 
pressures were building to force legal recognition of teachers' 
rights to organize, negotiate, and participate in collective
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actions. The legal summary above is important in that it re
flects societal views of collective action in the private sector.

Teachers and society have changed their views concerning 
collective negotiations in education (Lieberman and Moskow 1966, 
p. 60). Brophy and Good (1974) cited woman's unequal place in 
society and the feminization of teaching as aspects of society’s 
view of teachers. The work ethic of teachers themselves as ser
vice oriented and dedicated to their students at the expense of 
self is a reason advanced by Evans (1969). Stinnett (1968) 
noted a public view of teachers as being relatively uneducated 
in the early years of public education and of mediocre mentality 
up to the present. Lutz and Azzarelli (1966) listed: (1) the
authoritarian idea of school administration that developed from 
Taylor’s concept of scientific management in the early 1900’s 
and (2) the structural organization of the NEA during this same 
period as factors limiting teachers’ demands for collective nego
tiations . As opinions and practices changed in education, teach
er organizations became more cohesive. Consolidation of 
districts into larger units made teachers less aware of community 
and more aware of profession.

Equalization of benefits under the jurisdiction of state 
agencies strengthened teacher organizations. Recognition of the 
collective actions of other public employees such as police and 
firefighters made many teachers restive with their lot. The in
crease in and successes of collective action at the federal level
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further encouraged teacher organizations to increase collective 
action. Lieberman and Moskow (1966, p. 60) noted all of the so
cial dynamics listed above as partially influencing teachers and 
society with respect to collective action by teachers .

Another factor contributing to increased collective ac
tion by teachers was the interest given economic conditions dur
ing the 1950's and 1960's. To separate opinions concerning the 
role of a teacher and opinions about the teacher’s economic con
dition is difficult. Both had a bearing on effective organiza
tion of teachers.

Randle (1951, p. 50) stated:
Several principles must be kept in mind as one con

siders the law of collective bargaining. Most labor laws 
are the result of two major and several minor causal fac
tors . Primary motivation is derived from economic condi
tions and public opinion— the two being inextricably 
intertwined. Minor causations arise from political neces
sities and compromises, desires for punitive action, 
hereditary traditions to be observed, and social 
pressures.

The previous outline of causation of legal changes omits 
economic conditions. Teachers had been consistently underpaid 
when compared to other professions and to many trade occupations. 
Shils and Whittier (1968, p. 479) noted that: "Prior to the pres
sure for collective negotiations in the United States, teachers 
ranked poorly in average earnings among the professions. in 1959 
teachers rated fourteenth among eighteen professional groups."

Such statistics suggest that the economic pressures put 
on teachers resulted in their desire for collective action.
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Donley (1976) listed economic pressure as one of six reasons for 
increased teacher militancy. Stinnett (1968) noted that teacher 
salaries were less than half that of non-salaried professional 
practitioners as late as 1939.

Shils and Whittier (1968, p. 6) discussed more recent 
economic conditions in teaching and said:

During the period of 1951-59, while classroom teach
ers’ average salaries rose from $3,024 in 1951 to $4,797 
in 1959, the U. S. Department of Labor reported the 
median for city workers as $4,199 to $6,164 for the same 
years . . . .  Manufacturing wages rose from $3,606 in 
1951 to $5,215 in 1959.

In tracing the level of teacher salaries over time, Smith 
showed that teachers, by 1965, had made greater percentage gains 
than trade groups. Still, in 1965 teachers’ average salaries 
were just slightly more than 50% of the average salaries in many 
other professions (Shils and Whittier 1968).

The intent of the foregoing review is to arrive at the 
advent of state level legislation in 1965 by two routes:
(1) labor law progression, and (2) some of the social and econom
ic factors which complemented it.

By 1965 the Task Force on State and Local Government La
bor Relations had started to publish recommendations from its 
work in various states. These reports established collective 
negotiation as a cooperative function to enhance labor relations 
at the state and local government levels.

In 1965, six states passed legislation authorizing col
lective negotiations by teachers. California was one of the
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six (Goldberg 1968). The Gordon H. Winton, Jr., School Employer- 
Employee Relations Act gave teachers the formal power to "meet 
and confer" with local boards (Education Commission of the 
States 1972). The Winton Act did not define certain aspects of 
negotiations in strict terms. It left the administration of 
the bargaining in the hands of the local board by ordering the 
board to adopt reasonable rules and regulations of employer- 
employee relations (Section 13087). It did not attempt to 
define "reasonable" for the board. "In Good Faith Meet and Con
fer" responsibilities were given to other state employee groups 
but schools were charged only with a mutual obligation to free
ly exchange information, opinions and proposals (Section 
13081). Proportional representation was specified, and the 
law lacked deadlines for reaching agreement. It lacked strong 
impasse resolution provisions, other than fact finding, as 
well as any provisions dealing with strikes. Unfair labor prac
tices were spelled out, however. The section dealing with the 
scope of negotiable items specifically listed wages, hours, and 
employer-employee relations, however, the scope was not limited 
to the items. Employer-employee relations were defined in part 
as definition of educational objectives, course content, curricu
la, textbooks, and other aspects of the instructional program 
that were under local control. Such items are clearly within the 
area of professional autonomy as shown under California Education 
Code, Title V, Chapter 10, Section 13085— Negotiations. The
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general tone of Section 13085 was felt by Epstein (1969) to be 
conducive to teacher bargaining interest in professional items. 
James (1975) noted that California teachers may meet and confer 
only on items of district policy.

As of January 1, 1976 the provisions of the Winton Act 
were superceded by SB 160, Title V, 3540 through 3549. The ef
fective date for total implementation of SB 160, the Rodda Bill, 
was July 1, 1976.

The Rodda Bill is more comprehensive and explicit than 
the Winton Act. The new act provides for the establishment of a 
separate administrative agency, the Educational Employment Rela
tions Board (E.E.R.B.). Representation of teacher professional or 
ganizations is no longer proportional, and elections to determine 
unit representation rights were authorized as of April 1, 1976.
The majority of the new provisions went into effect July 1, 1976. 
The 1976-77 school year will be the first year of practice under 
the provisions of the new teacher negotiations act in California. 
The "definition of scope does not differ dramatically from the 
Winton Act, Section 3543.2, but does contain an explicit manage
ment rights clause. All matters "not specifically enumerated" 
are reserved to the public school employer. Enumerated matters 
are wages, hours of employment and other conditions of employ
ment . Conditions of employment are enumerated as health and wel
fare benefits, leave and transfer policies, safety conditions, 
class size, employee evaluation procedures, organizational



security, and grievance procedures. Employees are given the 
right to "consult" on the definition of educational objectives, 
course content, curriculum, and textbook selection (3543.2).

Other basic changes exist. The Rodda Bill stresses media
tion rather than fact-finding for impasse settlement (3548.1). 
Section 3548.5 specifically allows final and binding arbitration 
of grievance, or agreement to procedures established by the 
E.E.R.B. Court orders compelling arbitration are provided as a 
remedy if either party balks at the other procedures provided. 
Deadlines are established in certain areas such as impasse but 
are still not well defined for the negotiating process as a 
whole, There are explicit provisions for financial disclosure 
(3546.5). A clear statement based on Section 923 of the Cali
fornia Labor Code prohibits strikes. In general, Bowen (1975) 
felt that the new California statute will significantly alter the 
"unrealistic professional focus" of prior relationships between 
parties to negotiation in public education in California.

Nevada enacted the Local Government Employee-Management 
Relations Act (LGE-MRA) in 1969. As has often been the case in 
other states, teachers were omitted from the initial legislation, 
but were included under later (1971) amendments. The Nevada Act 
is more narrowly constructed than the Winton Act. The LEG-MRA 
in Nevada makes it the government agencyfs duty to negotiate 
(Section 288.150). The scope of negotiations is clearly defined 
as wages, hours and conditions of employment (Education

32
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Commission of the States 1972). A state level regulatory board 
is established in Section 288.080 of the Act. Strikes and other 
prohibited practices are listed, and remedies are outlined (Sec
tions 288.230, 288.270, and 288.240 respectively. Goldberg 
(1968) recognized that while local jurisdictions have the respon
sibility to negotiate, state jurisdictions must sanction all con
tractual agreements. Mutual voluntary mediation is authorized for 
impasse (288.190) and the fact finding process is outlined 
(288.200). Representation is exclusive rather than proportional 
as was the Winton Act of California (Education Commission of the 
States 1972). The Nevada law allows professional autonomy items 
to be bargained under "conditions of employment" but the Board of 
Education is not required to negotiate such items (James 1975).

Arizona has no legal structure for collective negotia
tions by teachers. The question of legality of negotiated con
tract between teachers organizations and school boards was brought 
in Arizona in 1972. A teacher strike occurred in Scottsdale ̂ 
Arizona over disagreements between teachers and the Board of Edu
cation concerning "contractual" provisions which had been "nego
tiated ." The legality of the strike was questioned and resolution 
of the conflict was sought through the courts. The Court of Ap
peals found in Board of Education v. Scottsdale Education Associa
tion (1972) that the agreement negotiated between the parties in 
1971 was not binding. This decision was handed down on the basis 
that it. was "without the power of the Board to enter into (a
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contractual agreement with teachers) and was therefore void."
The strike was deemed illegal. Another practical effect of this 
decision was to restrict teachers in "negotiating." The decision 
was based on the absence of explicit Arizona statutes authorizing 
negotiation by teachers. '

-The Arizona revised statutes do not prohibit negotiations, 
however. Because of this, and the political climate in many Ari
zona districts, negotiations tend to be of a meet and confer 
type, and Arizona teachers have no real power to bargain over 
"professional" items.

In summary, this section reviewed the basic legislation 
directly applicable to collective negotiations in California, 
Nevada, and Arizona. The review first noted the general condi
tions that typically affect labor law legislation in both public 
and private sectors. Following this general review the legal 
basis for collective negotiation in the three states of interest 
have been considered. California had a statute, the Winton Act, 
which was in effect between 1965 and 1976, until supplanted by 
the Rodda Act. The Winton Act was rather inexplicit. Nevada’s 
statute, the Local Government Employee-Management Relations Act, 
has included teachers since 1971. The LGE-MRA is much more ex
plicit than the Winton Act. Arizona has no current collective 
negotiation statute pertaining to teachers. A court case (Board 
of Education v. Scottsdale Education Association 1972) and sub
sequent State Attorney General’s opinions interpreting the
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Scottscale decision as it applies to all school districts form 
the legal precedents. Arizona is certainly the least explicit 
of the three states in structuring collective negotiations be
tween teachers and local boards by means of a relevant statute.

This section of the review of literature outlined ques
tions and suggested the two major variables of the study:
(1) possible differences in perceived professional autonony under 
varying conditions of legislation; and (2) the different dates of 
passage of state statutes in each of the three states, raises the 
question of effect of time upon perceived autonomy. The notion 
that perceived professional autonomy of teachers will differ 
relative to the number of years of negotiation was established as 
the second major variable.

The final section of.this chapter reviews the relation
ships between legal aspects of collective negotiations and the 
demographic variables that have a possible relationship between 
legislation and professional autonomy.

Demographic Variables
Demographic variables in this study were chosen to con

trol and illuminate major areas that might confound the major 
variables. Most of these demographic variables have a long his
tory of study with few truly meaningful generalizations result
ing. Sex differences, for example, are legendary in education. 
Perceptions by educators relative to urban and rural location, 
size of district, age of teacher, longevity of employment,
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elementary versus secondary assignment, and NBA or AFT affilia
tion of teachers have been the subject of generalizations. The 
demographic variables of amount of training in Educational Ad
ministration and formal training in negotiations theory and 
practice were included because they seemed apropos to teacher 
perceptions of professional autonomy.

This section of the review of literature was intended to 
establish the possible relevance of these variables to teacher 
perceptions of professional autonomy. These demographic varia
bles serve also as a means of control for the two major variables.

Location— Urban/Rural
Much has been made of possible differences between teach

ers in the urban as opposed to the rural school setting. Gouldner 
(1958) identified six latent roles of faculty members in the col
lege environment. His study has been generalized to include all 
teachers. Gouldner1 s category of "local11 has often been applied 
to rural teachers and his category of "cosmopolitan" to urban 
area teachers.

Brumbaugh (1973) found no significant difference between 
role types with respect to attitudes toward passage of the Penn
sylvania collective negotiation law. Napier (1973) reported that 
attitudes are identifiable by urban or rural place of residence. 
Schnore (1966) in a leading study reported definite differences " 
between rural and urban attitudes in general.
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Jackson (1970) in his comprehensive work, Professions and 

Professionalism, equated Gouldner’s cosmopolitan characteristics 
with professionalism. Spero and Capozzola (1973) suggested that 
the issue of decentralization, a typically urban issue, has af
fected the control of curriculum matters, teacher assignment, and 
many other educational decision making processes. Cole (1969b) 
agreed and his review of the Oceanhill-Brownsville confrontation 
outlined this view.

Brown (1973) found that urban school districts have 
higher quality of education, better trained personnel, and teach
er organizations that are more highly respected by district ad
ministrators and board members than do rural districts.

Eckstein and Noah (1973), in the portion of their study 
that applies to urban teachers in the United States, found that 
urban teachers are:

— younger.
— less likely to be female.
— have higher salaries.
— more mobile within the school system.
— more individualistic.
— have greater opportunity to become administrators due 

to the higher proportion of administrative jobs in urban schools. 
— more likely to hold a part-time job.
— exhibit a greater variety of membership in professional 

organization..
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Claggett (1972) concluded that the homogeneous social • 

history of rural teachers makes them non-change oriented as op
posed to change oriented. Martindale and Hanson (1969) in their 
study of a small Minnesota community found distinct conflict be
tween local and translocal attitudes. Glaser (1963) indicated 
that prior work which used urban and rural as opposing variables 
does not show results that are consistently clear enough to sup
port such a generalized dichotomy.

Size
The size of the school system has concerned many re

searchers. Durkheim (1949) cited evidence that small groups re
act more rapidly and with less diversity than large groups.
Ryans (1960) reported that teachers in small schools tend to be 
more conservative in relations with pupils than teachers in large 
schools. Brickell (1967) made the point that small schools may 
not have well qualified teachers available in all areas. If this 
very clear aspect of professional service suffers in small 
schools, other less well defined aspects of professionalism may 
be restricted.

Stinnett (1968, p. 502), in discussing a "new attitude of 
aggressiveness among teachers,M listed size of school district as 
a factor. The progress of teacher militancy has been seen by 
Dimock (1970, p. 85) as being "more affected by size than has so 
far been recognized." Mills (1955) noted a positive relationship 
between size and degree of bureaucratization. Bidwell (1965) did
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not support this view. Martin (1972) felt that the negotiation 
process itself differs between small and large districts with 
high level administration able to work with both teachers and 
boards in small districts but only with boards in large 
districts.

Age
The variable of age is historic in studies concerning 

teacher characteristics. Thomas (1959) reported different role 
concepts for workers of different ages. Ryans (1960) found age 
to be a solid experimental variable when assessing the character
istics of teachers.

Hall and Mansfield (1975) showed a significant difference 
between age .groups of scientists and engineers with respect to 
their views of autonomy. Corwin (1969) found a direct positive 
correlation between mean age of teaching faculty and incidence of 
conflicts and disputes within school systems. Gilroy et al. 
(1969) gave the decreasing mean age of teachers as a reason for 
teachers being less content with the educational environment. 
Lawler (1971) reported that younger workers are more concerned 
with financial security items than are older workers. Super and 
Bohn (1970) reported findings that are in opposition to Lawler.

Stinnett (1968) found age to be a recognizable variable 
of teacher militancy. Hellriegal, French, and Peterson (1970) 
concluded that due to longer exposure to the educational milieu,



40
where strikes are anathema, older teachers are less likely to 
support strike action.

Cole (1969b, p. 921) in a description of teacher militan
cy said:

Age was important not only because it was correlated 
with conservatism but because it was related to the type 
of socialization the teachers received in college. The 
older teachers received their training at a time when 
the self image of teachers differed sharply from that of 
the younger teacher: The older teachers were taught
that they were public servants, that their first duty was 
to their pupils.

Alluto and Belasco (1972) showed a tendency for older 
teachers to have more decision making opportunity and less favor
able attitudes toward collective bargaining than younger teach
ers. Miskel (1973) found younger teachers have a greater desire 
for autonomy and better working conditions than do older 
teachers.

Sex
The inclusion of sex as a variable in this study has its 

impetus in prior research but is timely due to recently increased 
female militancy.

Colombatos (1963, p. 36) stated that:
Family versus career is a problem familiar in greater 

or lesser degree to all working women in our society. It 
is commonly assumed that this conflict blocks the devel
opment of the professional orientation, thereby inter
fering with the professionalization of occupational 
roles— such as nursing, social work, and teaching— filled 
mainly, by women.
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Cole (1969a) reported that men tend to be more dissatis

fied than women with the prestige surrounding teaching as a ca
reer. Sergiovanni (1967) found that the sexes do not differ with 
respect to job satisfaction.

Etzioni (1969, p. 231) wrote that women ,T. . . tend to be 
more interested in giving personal service to clients than in 
technical mastery of skills or in professional prerogatives to 
define how their skills will be put to use." A view of a some
what different point of origin was seen by Howe (1973, p. 101):

The inferior status of women in school systems re
flects also the acceptance by women of that status and 
its legitimacy. At the very least the inferior status 
of women, especially when they are a majority and 
should have the power of numbers to call on, indicates 
an unwillingness to struggle, a reluctance to fight, 
an avoidance of conflict.

Vollmer and Mills (1966, p. 146) wrote: "There is no immutable
relationship between sex roles and occupational life."

Taylor (1973) reported that while women have had limited 
access to professional organization leadership in the past, the 
professional organizations are increasingly in support of the 
Equal Rights Amendment and are becoming aware of staffing dis
crimination in their organizations.

Wahba (1975) in a study of librarians found that women 
do not have as high.a perceived'need for autonomy as men.
Fisher (1969) found no significant differences in male-female 
attitudes toward negotiation. Alexander and Eckland (1974) 
showed sex differences in college attainment but stated that due
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to societal changes, recent and future samples will be less like
ly to show marked sex differences.

Longevity
Data on this variable were collected to determine whether 

there was any significant difference among respondent teachers 
depending upon the number of years service to the school 
district.

Ryans (1960) found differences in teacher attitudes and • 
behavior that could be attributed to experience. Ryans* study 
noted that experience and age are related for teachers. This 
could be confounding in the present study, but with both longev
ity (experience) and age as variables, comparisons were made. 
Etzioni (1969) reported that experience is likely to be greater 
in large districts (13.0 years average) than in small districts 
(5.5 years average). Here again the use of size as a variable 
in the present study allows comparison.

Pelz and Andrews (1966) found that performance slacked 
as experience increased. Hulin and Smith (1965) reported a 
strong positive relationship between seniority and performance. 
Oberg (1960) found that longevity is felt to be of great value in 
applied work and a result of this is a feeling of satisfaction 
and security existing in more experienced workers.

Super and Bohn (1970) described experienced workers as 
being in the maintenance stage of their careers. The mainte
nance stage is characterized by high concern for security and
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relatively lower concern for self-fulfillment and autonomy. Hall 
and Mansfield (1975) reported significant differences between 
workers with short experience and with long experience on the 
variables of security and autonomy.

Sperry (1974) found teacher experience to have no sig
nificant relationship to educational change. Wright, Virgin, and 
Griffiths (1972) showed no major differences between three dif
ferent experience levels on a series of open-end questions to 
teachers about their schools.

Miskel (1974, p. 294) found experience to be "one of a 
number of rather poor predictors of teacher attitudes toward col
lective negotiation issues" in his CNI (Collective Negotiation 
Index) scale. He further stated that such a finding is counter 
to "existing anecdotal, empirical, and conceptual knowledge."

Level of Teaching Assignment
Differences between elementary and secondary teachers 

have been detected by many observers.
Parsons (1959) saw role differences between elementary 

and secondary teachers. He suggested that elementary teachers 
are oriented toward "nuturant" interaction with pupils while the 
secondary teacher's orientation is more toward quality of achieve 
ment. Arth (n.d.), in a study still in progress, found different 
personality traits in secondary and elementary teachers. The 
Arth study found elementary teachers to be more child oriented,
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to have a higher regard for emotion in teaching, and to be less 
likely to favor professional unions.

Allutto and Belasco (1972) reported definitive differ
ences between elementary and secondary teachers concerning feel
ings of deprivation in decision making within the school. Cole 
(1969b) furnished data that show elementary teachers are con
siderably less likely to support strike actions than are secon
dary teachers. Ryans (1960) reported some apparent differences 
in the attitudes and viewpoints of elementary and secondary 
teachers. He found that there are areas of obvious overlap be
tween the two groups. Lang (1960) concluded that secondary 
teachers are more concerned with the extrinsic rewards of teach
ing than are elementary teachers.

Lindgren and Patton (1958) in a study of secondary teach
ers versus non-secondary teachers found that secondary teachers' 
attitudes were less favorable to children and to current educa
tional theory and practice than were elementary teachers.

Charters (1963) wrote that society rates elementary 
teachers as feeling they have lower prestige than secondary 
teachers. Vogt (1970) reported a study that concludes that ele
mentary teachers see themselves as "less professional" than 
secondary teachers consider themselves to be.

Leggat (1970) viewed the level of teaching assignment as 
a segmentation of the profession which culminates in cleavage of 
solidarity. Fisher (1969) showed no significant differences
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between the attitudes of secondary and elementary teachers toward 
negotiation in the state of Oregon.

Income— Primary/Secondary
This variable was established in response to the near 

myth that relates low professional involvement of women in educa
tion to the incidence of women not being primary wage earners. 
Lieberman and Moskow (1966, p. 25) wrote: "Ordinarily, the mar
ried teacher was not the only breadwinner in the home . . . 92% 
of the married women teachers reported their husbands to have 
jobs. The occupational status of the spouses of married teachers 
was significantly higher than it was for the population as a 
whole."

Moffatt (1972) reported that female teachers average less 
in income than males but that their household income is higher. 
Theodore (1971, p. 13) stated that: "The college educated woman
marries within the higher socio-economic levels and thus does not 
work primarily for financial goals." Landon and Baird (1971) be
lieved that the availability of secondary wage earners keeps a 
district's salary schedule depressed. Landon and Baird did not 
distinguish between the sexes in discussing secondary wage 
earners.

Miskel (1973) approached the question from the standpoint 
of voluntarism. He found that there is a higher variance of 
voluntarism for females than for males. Miskel (1974, p. 287) in
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a continuation of his earlier work discussed voluntarism in 
greater detail and said: "It appeared reasonable to expect that
teachers scoring low on voluntarism [who] must work or perceive 
undue constraints in the job, will have different attitudes 
toward the importance of some negotiation issues than those 
teachers who score high on voluntarism." A low score on volun
tarism relates to primary income while a high score denotes 
secondary income. Miskel (1974) found no support for the hypoth
esis that voluntarism is significantly related to teacher atti
tudes concerning collective negotiation.

Contamination of the sex variable with income is a basic 
reason for the inclusion of an income variable in the present 
study. It was deemed necessary to.investigate both sex and in
come as a control— one upon the other.

Organizational Affiliation
The concern with this variable is whether the respondent 

teacher is affiliated with the NBA, AFT, or neither. The ra
tionale for the use of this variable is that any difference in 
the stance of NBA and the AFT concerning collective negotiation 
may be reflected in teacher perceptions of professional autonomy. 
Donley (1976) reported that 80% of the nation’s teachers were 
probably organized by 1976. The category of "neither" is in
cluded in an attempt to assess any differences that may exist 
between the organized teacher, either NBA or AFT, and the organi
zationally independent teacher.
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Cole (1969a) pointed out that the NEA and AFT have dif

fered with respect to their policy statements concerning teach
ers ’ needs to emphasize professional aspects of their work at the 
bargaining table. Perry and Wildman (1970) were aware of compe
tition between the NBA and AFT for membership at local, state, 
and local competition being the most hard fought. Lutz and Az- 
zarelli (1966) and Moskow (1972) considered a fundamental differ
ence between AFT affiliated teacher organizations and NBA 
affiliated teacher organizations to be that the AFT affiliates 
emphasized distributive bargaining modes while NBA affiliates em
phasized its integrative mode of bargaining.

Knezevich (1970) noted that a difference in organization
al structure resulted in the AFT reacting to its membership as a 
general membership of teachers needing solidarity. The NBA re
acted to its membership as a rather loose affiliation of "spe
cialized” members separated into departments within the NBA.
Along with this view the American Association of School Adminis
trators (1968) recognized that the AFT affiliates of that time 
tended to reject administrator participation and that NBA affili
ates tended to seek administrator participation in negotiations. 
Lieberman (1971) believed the AFT and NBA would merge in the 
1970,s. Moskow (1972) felt that both the NBA and AFT have changed 
their positions and are now quite similar. Stinnett (1968, 
p. 489) supported this view when he wrote:
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Historically, there has been a clear-cut dichotomy 

in both the philosophies and procedures, between the 
American Federal of Teachers and the National Educa
tion Association. But in the years since 1962 [with 
the passage of the professional negotiation and sanc
tion resolutions by NEAj many observers have felt that 
the two organizations have grown more closely together 
in their procedures.

Jensen (1969) saw the situation differently. He prophe- 
sized that:

1. Organizational rivalry will be intensified by increased 
bureaucratization, moving teachers toward union 
philosophies.

2. Economic downturns will intensify rivalry.
3. Increased automation in the schools will increase the 

militancy of teachers and swing teachers toward union 
concepts of job security.

4. A rise in teacher unemployment will result in the educa
tional systems inability to create new jobs for younger 
teachers due to limited expansion of the economic growth 
of governmental agencies .

Certainly some of these conditions have been fulfilled in the 
last few years.

Thornton (1971) found no difference between AFT and NEA 
affiliated districts in negotiated salary levels. Earner (1972) 
suggested that this finding may be due to regional strategies 
of playing off one district, of no matter what affiliation, 
against other districts of similar size and location. Collins



and Nelson (1968) found that union (AFT) teachers differed in 
some respects from non-union (NBA) teachers where morale was the 
major variable.

Educational Administration 
Training

This variable was used in the study to determine whether 
perceptions of autonomy varied significantly with respect to the 
amount of training in educational administration the respondent 
had completed. The underlying question was: Are there differ
ences in attitudes and perceptions concerning professional autono
my of teachers that relate to training for administration?

Shils and Whittier (1968, p. 437) made the statement: 
"Teachers’ colleges are responsible in some measure for the in- 
bred attitudes that school management ought not to be questioned 
by teachers or the public; leave the solution of the personnel 
problem to the educator who holds the proper state certificate in 
school administration." Burrup (1972) felt there has been im
proper emphasis in the training of administrators and teachers.
He stated that teacher training programs attach little importance 
to understanding the administrative role, and graduate programs 
for prospective administrators offer no content or interest for 
teachers who intend to remain in the classroom. Stout (1973) saw 
a change in the relationship between the student of educational 
administration and the teacher inasmuch as more "constructive 
troublemakers" (activists) are being recruited into educational 
administration programs .
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Luttbeg and Ziegler (1966) found that attitudes differ 

and that the leaders of teacher organizations tend to have taken 
more graduate work in educational administration than teacher 
members. Griffiths (1966) noted that a vast pool of trained but 
frustrated administrative candidates exists in teacher ranks and 
wondered about the release of these teachersf frustrations.

Negotiations Training
Negotiations training at the university level is avail

able in each of the three states utilized in this study. A re
view of college catalogs of major universities in the three 
states shows that 80% of the universities offer a formal course 
in "educational negotiations." Eighty-four percent of the uni
versities in the California University system offered this class 
in 1975. Seventy-five percent of the universities in Nevada and 
100% of the universities in Arizona offered the course during the 
calendar year 1975.

There is a history of workshops on negotiation sponsored 
by teacher organizations. Patterson (1965) reported the occur
rence of NBA sponsored workshops across the United States in 
1965. The intent of these workshops was to provide ways to share 
experience, offer instruction in negotiation, and assist local 
teachers in becoming involved in the negotiating process at a 
higher level of understanding (Patterson 1965).

Fiedler (1973) gave a general finding which supports in
clusion of negotiations training as a variable in this study.
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He found that relatively untrained negotiators perform as if a 
situation were less favorable to them than do trained negotia
tors . Ingils (1972) saw problems in lack of knowledge concerning 
negotiation practices. These problems are: (1) misinterpreta
tion of contracts; (2) misunderstanding of personal responsibil
ities ; and (3) lack of appreciation of the role relations between 
administration teams and teacher teams. Netusil and Mallas 
(1973) in a study similar in design to the present study, but 
with a sample made up of school superintendents, used negotia
tions training as a variable. They found that 22% of the super
intendents listed negotiation courses as a characteristic which 
most influenced their role in collective negotiation.

In summary, this section of the review of literature 
established the need for substantive as well as statistical con
trol of certain demographic variables. The demographic variables 
in this study were location and size of district, sex, age, lon
gevity in job, level of assignment, primary versus secondary in
come from teaching, organizational affiliation, educational 
administration coursework, and negotiation training of the teach
er respondents. The intent of this section was to establish these 
variables as areas of uncertainty which needed control in a de
scriptive study.
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Summary

Chapter 2 outlined the review of literature which identi
fied and substantiated the questions of this study. The review 
of literature was also used to select the variables for this 
study. This review of literature helped establish the guidelines 
under which this study was conducted. Once these guidelines were 
established the methods necessary to carry out the study were se
lected. Chapter 3 deals with the methods and procedures used to 
select a sample population, collect data from that population, 
and organization of the data into a form from which conclusions 
could be drawn.



CHAPTER 3

METHODOLOGY

The methods used to carry out this study are described 
in this chapter. The research design and procedures were chosen 
to produce a descriptive rather than an experimental study. Cer
tain research procedures were selected to facilitate control of 
as much error as possible.

Research Design
This study employed a survey questionnaire to isolate 

four factors of professional autonomy. The four factors were:
1. Independence
2. Status
3. Self-governance
4. Responsibility

A treatment by blocks design was selected. The design 
allowed the inspection of both the main effects and interaction 
effects of the study variables. The design also permitted the 
simultaneous study of more than one variable. Because the rela
tionship between "State of Residence" and the demographic vari
ables was of interest, Lindquist’s (1956) rationale for design 
selection was adopted. Lindquist (1956, p. 23) advised that
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if "one variable . . .  is introduced into the design primarily to 
make possible a more precise estimate of the other variable" a 
treatment by blocks design is most appropriate. The demographic 
variables were introduced to give a more precise estimate of the 
main effects of the state of residence and interactions were of 
only secondary interest. Results of the study accordingly empha
sized main effects over interactions.

Campbell and Stanley (1963) referred to a design such as 
the one used in this study as a static group comparison. They 
correctly identified it as a "pre-experimental" design. Campbell 
and Stanley listed the needed controls. The major need is a 
formal means of showing that groups would be equivalent without 
the dependent variable. They (1963, p. 12) cautioned that con
trol of background characteristics may be "ineffective and mis
leading particularly in those instances in which the persons in 
the 'experimental group1 have sought out exposure to the depen
dent variable."

Campbell and Stanley (1963) isolated the major problem of 
this study; the problem of volunteer bias.

Volunteer bias has.been of continuing concern to experi
mentalists. It was of extraordinaty concern in this descriptive 
study where the data were obtained from volunteer teachers. 
Rosenthal and Rosnow (1975, p. 133) said: "If volunteer status
correlates with the dependent variable of a study, the reduction 
in individual variation of subjects or the criterion variable
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owing to the increased homogeneity of the experimental and con
trol groups could result in nonrejection of the null hypothesis 
when it was actually false." The opposite, rejection of a hy
pothesis that should be accepted, is also a possible outcome of 
volunteer bias.

This experimentalist language, when applied to the pres
ent study, means that volunteer bias in a study where rigid con
trols are lacking could create the illusion of valid relationships 
where none exist, or of no relationship where one does exist.

Rosenthal and Rosnow (1975) listed characteristics of 
volunteers which might bias a study. Six of the characteristics 
appeared as demographic variables in this study. They are sex, 
education, age, size of district, income, and organizational mem
bership. In a massive review of literature by Rosenthal and 
Rosnow, sex appeared to have no relationship to volunteering. 
District size, education, and income (primary and secondary) were 
related to volunteering, and no conclusion could be supported for 
age and organizational membership.

One aspect of this study was to obtain data, as a means 
of control, that shows no volunteer bias. To do this a compari
son of groupings within each demographic variable was made.

Volunteer bias as described above was controlled by ran
dom selection and use of a clear concise questionnaire. The vol
unteer bias factor of the return of the questionnaire by teachers



who have a tendency to volunteer is probably impossible to com
pletely control in a descriptive study.

Instrument
The questionnaire material used in the study was devel

oped from work by Lyman W. Porter (1961). The item format was 
modified from the Perceived Need-Deficiencies Scale developed by 
Porter. The major modification consisted of dropping the sub
scale of "How important is this to me?" from the Porter scale and 
substituting "How much three years ago?” This was done because 
the Nevada statutes giving formal negotiating power to teachers 
was enacted three negotiated contract years prior to the survey. 
This modification was judged as being useful to gathering data 
relative to the elapsed time variable of the study. The follow
ing is an example of the Porter format contrasted to the modified 
format.

Porter format:
1. The feeling of security in my position.

How much is there now? (min) 1 2 3 4 5 6 7  (max)
How much should there be? (min) 1 2 3 4 5 6 7  (max)
How important is this to me? (min) 1 2 3 4 5 6 7  (max)
Modified format:

1. The feeling of security in my position.
How much is there now? (min) 1 2 3 4 5 6 7  (max)
How much three years ago? (min) 1 2 3 4 5 6 7  (max)
How much should there be? (min) 1 2 3 4 5 6 7  (max)
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Instructions for the completion of the items were not

changed.
Lyons and Dickinson (1973) in their study of retrospec

tive reports of job satisfaction as compared with longitudinal 
data collection support the item format as being a valid data 
collection procedure. Their conclusion that retrospective per
ceptions are valid indicators of attitudes over at least a three 
year time span supports earlier work by Fink (1960) and Hardin • 
(1965).

The instrument consisted of 12 items. The researcher 
developed 32 original items from Porter (1961) and the review of 
literature dealing with professional autonomy. The list of pos
sible items was then subjected to a panel of judges composed of 
professors, graduate students, and school personnel employed in 
the Tucson, Arizona area. The panel pared the list from 32 to 
17 items. The 17 items obtained from this procedure (see Appen
dix A) were random ordered and then were subjected to a pilot 
study to establish each item’s relationship to factors of pro
fessional autonomy. The pilot study was performed in the field 
with an N of 37 tenured teachers from three local school 
districts.

A verimax factor analysis of the pilot data was used to 
develop the final questionnaire. Four factors— Independence, 
Status, Self-Governance, and Responsibility--were isolated by the 
factor analysis of the pilot data. Table 1 gives factor loading 
data from the pilot study.
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Table 1. Factor Loadings of Questionnaire Items as Determined

by the Pilot Study

Factor Item Number Loading
1. Independence 1 .76

4 .85
11 .61

2. Status 6 .85
8 .61
9 .55

3. Self-Governance 2 .67
2 . .60
12 .60

4. Responsibility 5 .59
7 .60

10 .75

The factor loadings give the commonality of each item in
cluded in a single factor. Guilford (1956) described factor 
loadings as correlation coefficients. The verimax factor analy
sis gives correlation coefficients for each of the individual 
items against all other items. This procedure allowed grouping 
of individual items to form the four factors of this study.

The panel of judges, in their review of the first 32 ques
tions and development of the 17 item pilot questionnaire, cate
gorized items by factors. The relationship of the factor analysis 
to the panel judgments for the 12 items used on the final ques
tionnaire was .66. The judges categorized eight of the 12 items



into categories corresponding to the factor analysis 
categorization.

The four factors and corresponding items obtained by 
analysis of the pilot study are listed below.

Factor 1— Independence
Items 1, 4, and 11 of the final questionnaire loaded this 

factor in the pilot study. Below are the items that made up the 
independence factor for professional autonomy in this study.

1. The responsibility I have as a teacher for intellectual 
pursuits to improve my teaching.

4. The acceptance of my judgment concerning the proper ma
terials to use in my classroom.

11. The opportunity for independent thought and action in my 
teaching position.

Factor 2— Status
Items 6, 8, and 9 comprised this factor. The items for 

the status factor of professional autonomy were:
6. The opportunity afforded me as a teacher in meeting the 

total needs of my school.
8. The freedom I have to interact as a professional with my 

administrator.
The authority connected with my teaching position.
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Factor 3— Self-Governance
Items number 2, 3, and 12 were shown by the pilot data to 

factor as self-governance. The loadings were constant through 
all rotations of the factor analysis. The items were:

2. The amount of responsibility I feel to take action con
cerning unprofessional acts by another teacher.

3. The degree to which teachers of a department or school 
are consulted in the employment of new teachers for that 
department or school.

12. The power teachers in my district have to negotiate the 
salary schedule.
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Factor 4— Responsibility
Items 5, 7, and 10 were shown by the factor analysis to 

contribute the major loadings on this factor of professional 
autonomy. The item texts for Factor 4 were:

5. The opportunity, in my teaching position, for participa
tion in the determination of methods and procedures.

7. The opportunity, in my teaching position, for participa
tion in the setting of district goals.

10. The opportunity for determining the objectives of my 
teaching assignment.

Item selection for the final questionnaire was determined 
solely from the results of the pilot study factor analysis. Ran
dom selection was used to order these items on the final or



survey questionnaire. The four factors isolated by the pilot 
study account for 93% of all variance in the pilot study.

An Individual Data Sheet (see Appendix B) was developed 
to obtain data relative to selected teacher characteristics. The 
use of data obtained from the Individual Data Sheet was the in
spection of control variables. These variables were referred to 
as "demographic variables" in this study.

The organization of the Individual Data Sheet and the in
clusion of three demographic variables found there was accom
plished with assistance of the panel of judges. The three 
variables established in this manner were:

1. Teaching salary as a primary or secondary source of 
income.

2. Amount of academic training in educational administration.
3. Formal training in negotiation theory and methods.

All other demographic variables were established by a re
view of the literature. Variables established through reliance ' 
upon frequency in the literature were:

4. Employment in an urban or rural setting.
5. Size of the district where the teacher is employed.
6. Sex of the teacher.
7. Age of the teacher.
8. Work assignment— elementary (K-8) or secondary (9-12).
9. Length of time employed in the same district.

Professional organization to which the teacher belongs.
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Sample

The states of Arizona, California, and Nevada were chosen 
to represent various conditions of statute and length of practice. 
Arizona has no statute, but negotiations do take place in the 
state. California has a generalized position statute with a 10 
year history of negotiation practice under statute. Nevada has 
an explicit statute with a four year history of negotiation 
practice under statute.

The survey population consisted of a stratified random sam
ple of 1,040 teachers in the three state area of Arizona (N=500), 
Nevada (N=200), and California (N=340). The sample was stratified 
by the major variable of state along with the variables of large 
district versus small district, (size) and urban versus rural lo
cation. Figure 1 gives a graphic representation of stratifica
tion and Table 2 presents stratification data in chart form.

Collection of Data
Data were collected during the months of April and May of 

1975. The collection was accomplished by use of a survey packet 
mailer. The survey packet consisted of the cover letter, indi
vidual data sheet, instruction sheet, the two page questionnaire, 
and return envelope (see Appendix B). It was randomly distribut
ed to teachers who had worked in their respective districts for 
three or more years. Districts were chosen in a random manner. 
District superintendents or their designated representatives were 
contacted to assist in distribution of the survey packet.



Figure 1
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. Sample Stratification Diagram for Treatment by 
Blocks Design
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Twenty-six districts in Arizona were contacted. Three 

(11%) chose not to participate. Nine districts in Nevada were 
contacted and all participated. Twenty-seven districts in Cali
fornia were contacted and 23 participated. Four (15%) did not 
participate. Totals are 62 districts contacted with seven (11%) 
not participating. Of those districts contacted and not-partici
pating, three stated it was district policy not to participate in
surveys. Four districts gave their reason for refusal as being

' 1involved in sensitive negotiations at the time.
The return rate for the population of 1,040 teachers was 

63%. The useable or unspoiled return was 60% or 620 question
naires. Thirty of the returned questionnaires were incomplete 
giving a spoilage of approximately 3%.

Return rates and spoilage data for all design conditions 
may be seen and calculated from Table 2.

Random sampling of teachers within districts was used to 
control intradistrict bias. Sampling was done at the district 
level by use of a table of random numbers. The smallest partici
pating district contained 12 teachers of which one was sampled. 
The largest district contained approximately 4,500 teachers with 
a sample of 50 teachers taken. The stratification of the sample 
was proportional for the district level by size, and location 
but absolute proportionality could not be maintained within the 
district teaching staff.
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Table 2. Sample Size, Return, and Spoilage Percentage for 

Subgroups by State/Location/Size of District

Subgroup Code
No.
Sent

No.
Returned

%
Return

No.
Spoiled

%
Spoilage

Arizona
Urban/Large (AUL) 150 121 81 5 3
Urban/Small (AUS) 100 62 62 2 2
Rural/Large (ARL) 150 101 67 2 1
Rural/Small (ARS) 100 66 66 3 3

California
Urban/Large (CUL) 100 46 46 4 4
Urban/Small (CUS) 70 37 53 3 4
Rural/Large (CRL) 100 52 52 5 5

. Rural/Small (CRS) 70 44 63 , . 1 1
Nevada
Urban/Large (NUL) 70 38 54 2 2
Urban/Small (NUS) 30 16 53 0 0
Rural/Large (NRL) 70 58 83 2 2
Rural/Small (CRS) 30 17 56 1 3

Total
Urban 520 320 61 16 3
Rural 520 338 65 14 3

Total
Large 640 416 65 20 3
Small 400 242 61 10 3

Total
Arizona 500 350 70 12 2
California 340 179 53 13 4
Nevada 200 129 65 5 3

Totals 1040 658 63 30 3
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In some districts randomness of sample had to be left to 

the district staff due to time and distance factors. The re
searcher conducted the random sample procedure in 41 (75%) of the 
participating districts.

All individual survey packets were coded by the 12 sub
grouping codes seen in Table*2. No code was used to identify 
individual districts and no attempt was made to identify any 
characteristics of teachers except those included on the survey 
packet Individual Data Sheet.

Treatment of the Data
Three basic scores were obtained through the data collec

tion. Each factor was scored with a baseline score— score c.
This score came from the question, "How much should there be?" 
in the questionnaire. Score a was a measure collected by the 
question, "How much is there now?", and score b was collected by 
the question, "How much three years ago?"

It was recognized that scores derived from a-b, c-a, and 
c-b could also be used as data. These derived scores are used 
where applicable. The use of all scores is treated in the appli
cable sections of Chapter 4.
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Statistical Procedures

Analysis of Variance
Statistical techniques consisted of analysis of variance 

for all factors (treatments) against all variables (blocks). A 
hierarchical ANOVA format was used. The choice of this as the 
major statistic was made to complement the "treatment by blocks" 
design. Myers (1966, p. 212) described the hierarchical format 
for the analysis of variance as satisfying treatment effects, 
group effects, and residual individual differences. The residual 
individual differences aspect is important to control of volunteer 
bias. The use of this format also satisfies the assumption that 
"an individual’s score is in part contributed to by the social 
group in which he participates (Myers 1966, p. 213)." It is cer
tainly possible that some of the teachers involved in this study 
come from small enough social orientation groups that their 
scores might have been affected. The hierarchical ANOVA format 
best controls for error sources likely to occur in the design of 
this study.

Relationships that showed an F on the analysis of vari
ance which was significant at or beyond the .05 level were sub
mitted to t-test procedures where appropriate. The .05 level of 
significance was accepted for the reporting of all results. Both 
the .05 and the .01 levels were identified on tables in the re
sults section. Discussion of 'results was confined to comparisons 
that yielded .05 or better levels of significance.
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Dunn and Clark (1974, p. 32) and Lindquist (1956, p. 72) 

outlined assumptions necessary to the use of analysis of variance 
and t-test statistics. The statistical procedures satisfy these 
assumptions:

1. Each group was originally drawn at random from the cor
responding level of the given population with the number 
drawn being proportional to the number of individuals at 
that level.

2. The distribution of criterion measures for each group is 
normal.

3. Each of the groups sampled has the same variance 
distribution.

4. Means of the groups corresponding to the treatments are 
identical.

To meet these assumptions the following procedures were
used:

Assumption 1 was met by random sampling each district and 
the teachers within that district after the proportional repre
sentation for each state had been established.

Assumption 2 was met by the finding that normal distribu
tions existed for the total population and the major variable 
groupings that were represented proportionally. Some skewness 
occurred in demographic variable subgroups but such skewness can 
be attributed to a relatively small number of subjects that fell 
randomly to these subgroups.
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Assumptions 3 and 4 are involved in establishing the un

spoken null hypothesis. In this study the assumptions were met 
by care in assuring random sampling relative to the major vari
ables as diagrammed in Figure 1.

T-Test
Guilford (1956), in discussing ANOVA usage, outlined the 

use of t-test statistics following the finding of a significant 
F. The t-test procedures are necessary to isolate which pairs of 
the ANOVA list of means are disparate enough to contribute a 
significance to F. The ANOVA tells us "that there are nonchance 
variations among means somewhere in a list of sets; we do not 
know how many or which ones are significantly different (Guilford 
1956, p. 263)." The t-test was designed and was used here to 
compare mean pairs from the ANOVA list of sets.

Summary
This chapter discussed the design of the study. It de

scribed both the limitations of a "pre-experimental" design and 
the steps taken to meet the assumptions necessary for control.
The limitations are great enough to rule out absolute control.
The meeting of necessary assumptions does satisfy the require
ments of "pre-experimental" design and makes this study useful 
as a means of describing the relationships surrounding the chosen
variables.



CHAPTER 4

ANALYSIS OF DATA

The data analyzed and discussed in this chapter were ob
tained by the methods and procedures described in Chapter 3. The 
raw scores obtained from teacher responses to the survey ques
tionnaire (see Appendix B) become the raw data for measuring 
teacher perceptions of professional autonomy. Before the results 
and discussion of results are tendered an explanation of the 
scores is presented, followed by an explanation of the form of 
presentation of analyzed data.

Explanation of Scores
The summary table (Table 3) for the main or "state" vari

able makes use of scores a, b, c, and the derived scores (c-a) 
and (a-b). The origin of these scores in the questionnaire is:

Score a— How much (of the factor) is there presently?
Score b— How much (of the factor) was there three years ago?
Score c— How much (of the factor) should there be?
Score (c-a)— the derived difference score of How much should 

there be? versus How much is there presently?
Score (a-b)— the derived difference score of How much is 

there presently? versus How much three years 
ago?

70
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Score c (How much should there be?) is a baseline score.

A control was needed for shifts in this baseline. Comparison of 
the direct scores (scores a and c) did not offer a statistical 
procedure useful in reporting such shifts in this section of the 
results. More meaningful results were obtained by the use of 
score c as the baseline for a difference score. The derived 
score (c-a), which shows the difference between perceptions of 
how much of a factor there should be and how much of a factor 
there presently is, was used. The use of (c-a) as a score was 
necessary because of the possibility that non-significant dif
ferences on score c and score a could be reported, but the 
difference between score a and score c for a given group could 
be significant. Figure 2 presents a line graph which shows this 
concept.

The (c-a) score is an accepted means of control for dif
ferences in the direction of means. It allows the application of 
normal curve statistical methods to the single score that con
trols for such differences of direction in means.

The derived score (a-b) was used in a manner similar to 
score (c-a). It allowed comparison of changes in perceived pro
fessional autonomy over the past three years. The importance of 
this score was that the state of Nevada had a negotiations law 
for three years prior to data collection. This study sought to 
compare any differences in perception of professional autonomy 
that might be related to time factors surrounding the passage of
state statute.
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Mean score units 0 1  2 3 4 5
i t t t t t

Group 1 means 1--------------1

Group 2 means 2------------------------ 2
Score a Score c

Score a = 1  unit of difference Possibly
non-significant

Score c = 1  unit of difference Possibly
non-significant

Score (c-a) = 2 units of difference • Possibly
significant

Figure 2. Illustration Demonstrating the Use of (c-a) as a 
Reportable Score
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Presentation of Data

Data are presented in both tabular and narrative form. 
After each table a narrative describing the results shown by the 
table is given. Discussion is restricted to those results which 
are found to be statistically significant beyond the .05 level. 
The .01 level results are noted in tables but are not discussed 
separately.

ANOVA tables show each of the four factors of profession
al autonomy used in this study. Independence, Status, Self- 
Governance, and Responsibility are charted for each of the 
variables in this study. Table 3 is the primary table. It de
scribes the data for perceived professional autonomy of teachers
relative to state of residence. T-test tables follow Table 3 so

•+>
that means for states may be compared individually and origin of 
significance can be determined.

A second group of tables (Tables 8 through 18) is ori
ented to the demographic variables. Size, location, age, sex, 
assignment, longevity, income, organizational affiliation, edu
cational administration course work, and negotiation training are 
described relative to the four factors of professional autonomy.

T-test tables follow the ANOVA summary tables for the 
demographic variables where significant findings appear, t-tests 
are given only for significantly differing ANOVA*s.
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Analysis of Data

A primary concern of this study was to describe how 
teacher perceptions of professional autonomy differ between the 
states of Arizona, California, and Nevada. This variable and its 
possible relationship to conditions surrounding negotiation was 
discussed in Chapter 2.

Table 3 shows that there are definitive differences be
tween states in the amount of perceived professional autonomy as 
defined in this study.

Due to the finding of significant differences between all 
scores in this summary table of ANOVA results discussion of be
tween state results was delayed until after the t-test tables 
which follow.

Table 4 is a t-test table that displays the results of 
comparisons between California teachers and Arizona teachers.
The California figures represent perceptions of teachers under 
existing statute for a relatively long period of time. The Ari
zona figures represent perceptions of teachers working under no _ 
statutes.

California teachers perceived higher degrees of all four 
factors of professional autonomy than did Arizona teachers as 
shown in Table 5. This holds for scores a, b, and c. Arizona 
teachers perceived more difference between how much of each fac
tor there should be and how much there presently is than did 
California teachers. The (c-a) score is consistently higher for
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Table 3. Summary Table of ANOVA Results for the State Variable

Factor Score Ariz.
Mean
Cal. Nev. ss df F Ratio

1. Independence a 16.10 17.18 16.53 120.50 2 5.39**
b 15.30 16.27 15.55 95.47 2 3.50*
c 18.80 19.25 19.40 71.10 2 2.23*

(c-a) 2.71 2.07 2.86 51.00 2 2.88*
(a-b) 0.80 0.90 0.98 2.91 2 0.227

2. Status a 13.59 15.26 13.61 306.64 2 8.58**
b 12.83 14.33 12.78 259.60 2 . 6.96**
c 18.53 19.14 18.78 59.17 2 2.74*

(c-a) 4.95 3.86 5.17 135.120 2 4.22*
(a-b) 0.76 0.93 0.82 2.15 2 0.09

3. Self-Governance a 8.98 10.62 9.20 312.19 2 12.21**
b 8.19 8.96 7.87 90.03 2 3.92*
c 16.16 16.83 15.65 85.71 2 3.01*

(c-a) 7.16 6.21 6.44 113.74 2 3.97*
(a-b) 0.79 1.66 1.33 93.51 2 7.62**

4. Responsibility a 14.42 16.74 12.93 1008.16 2 37.31**
b 13.13 14.83 12.18 508.00 2 17.26**
c 18.45 19.11 18.68 95.47 2 3.50*

(c-a) 4.02 2.36 5.75 729.95 2 29.71**
(a-b) 1.30 1.92 0.76 87.01 2 4.52*

*.05 level.
**.01 level
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Table 4. Summary of t-Test Comparisons between Arizona and

California for All Factors

Factor Score
Mean

Ariz. Cal. t Value Probability
1. Independence a 16.10 17.18 -3.43 .001*

b 15.30 16.28 -2.82 .01*
c 18.80 19.25 -2.45 .01*

(c-a) 2.70 2.07 2.29 .02*
(a-b) 0.80 0.90 -0.43 .67

2. Status a 13.59 15.27 -4.02 . 000*
b 12.83 14.33 -3.75 .000*
c 18.54 19.13 -3.01 . 003*

(c-a) 4.95 3.87 2.93 .004*
(a-b) 0.76 0.93 -0.52 .60

3. Self-Governance a 8.98 10.62 -4.72 .000*
b 8.19 8.96 -2.35 .02*
c 16.15 16.84 -2.28 .02*

(c-a) 7.17 6.21 2.65 .01*
(a-b) 0.79 1.66 —3.68 .000*

4. Responsibility a 14.43 16.74 -6.73 .000*
b 13.13 14.83 -4.68 . 000*
c 18.45 19.11 -3.38 . 001*

(c-a) 3.51 2.91 5.26 . 000*
(a-b) 1.30 1.92 -3.14 .02*

^Significance
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Arizona teachers than for California teachers. Here the impor
tance of the (c-a) score is seen. California teachers were con
sistently higher on the a, b, and c scores, but Arizona teachers 
were perceptive of a greater difference between how much of each 
factor they felt there should be and how much there presently is. 
Such a result suggests that conditions of professional autonomy 
in the California sample were closer to what California teachers 
perceived as optimal than was the case in the Arizona sample.

The (a-b) score showed two differences in perceptions. 
California teachers perceived a greater change in self-governance 
and responsibility over the last three years than did Arizona 
teachers. The limited significance was expected here due to the 
design of the study. Score b was included in the study primarily 
to assess changes that may have occurred in the perceptions of 
professional autonomy of Nevada teachers following the 1972 pas
sage of the Local Government Employee-Management Relations Act in 
Nevada.

Table 5 gives the results of t-test comparison between 
teachers from Arizona and from Nevada. Perceptions of Arizona 
teachers who work under no statute are compared here with percep
tions of Nevada based teachers who come under a state statute 
which has had effect for three years.

Table 5 shows that Arizona and Nevada teachers in the 
sample were more similar in their perceptions of professional 
autonomy than were Arizona and California teachers sampled.
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Table 5. Summary of t-Test Comparisons between Arizona and

Nevada for All Factors

Factor Score
Mean

Ariz. Nev. t Value Probability
1. Independence a 16.10 16.53 -1.12 .26

b 15.30 15.56 -0.61 .54
c 18.80 19.40 -2.80 . 005*

(c-a) 2.70 2.86 -0.46 .65
(a-b) 0.80 0.98 -0.65 .52

2. Status a 13.59 13.61 -0.05 .96
b 12.83 12.78 0.08 .93
c 18.54 18.78 -1.00 .32

(c-a) 4.95 5.17 -0.49 .63
(a-b). . 0.76 0.82 -0.16 .88

3. Self-Governance a 8.98 9.20 -0.54 .58
b 8.19 7.87 0.82 .41
c 16.15 15.65 1.37 .17

(c-a) 7.17 6.44 1.73 .09
(a—b) • 0.79 1.33 -2.07 .04*

•4. Responsibility a 14.43 12.94 3.44 . 001*
b 13.13 12.18 2.16 .03*
c 18.45 18.69 -1.01 .31

(c-a) 4.02 5.75 -4.14 . 000*
(a-b) 1.30 0.76 1.94 .05*

^Significance
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Nevada teachers perceived a significantly higher degree of how 
much independence there should be than did Arizona teachers.

Arizona teachers perceived responsibility to have in
creased over the last three years to a higher degree than did 
Nevada teachers. The Arizona sample was significantly higher in 
its perceptions of responsibility than were Nevada teachers on 
scores a, b, (c-a), and (a-b). With the baseline score of score 
c, showing no real difference in perceptions, the question of why 
perceived responsibility has increased in the Arizona sample and 
not in the Nevada sample over the last three years seems worth 
asking. It cannot be answered by this study but may offer a 
future area for research relating to the initial period of nego
tiations as it affects perceptions of responsibility.

Table 6 shows the t-test findings for comparisons between 
the California sample and the Nevada sample. Teachers in both 
states work under collective negotiations statute. The statutes 
vary in conditions and have been in use for differing lengths of 
time.

California teachers perceived higher degrees of status, 
self-governance, and responsibility as existing presently (score 
a) than did Nevada teachers. California teachers perceived that 
there should be (score c) greater amounts of self-governance than 
did Nevada teachers in this study. There were no significant 
statistical differences obtained for score c relative to indepen
dence, status, or responsibility.
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Table 6. Summary of t-Test Comparisons between California and

Nevada for All Factors

Factor Score
Mean.

Cal. Nev. t Value Probability
1. Independence a 17.18 16.54 . 1.65 .10

b 16.28 15.56 1.61 .11
c 19.25 19.40 -0.69 .49

(c-a) 2.07 2.86 -2.14 .03*
(a-b) 0.90 0.98 -0.23 .82

2. Status a 15.27 13.61 3.24 . 001*
b 14.33 12.78 2.95 . 003*
c 19.13 18.78 1.30 .19

(c-a) 3.87 5.17 -2.51 .01*
(a-b) 0.93 0.82 0.24 .81

3. Self-Governance a 10.62 9.20 3.24 . 001*
b 8.96 7.87 2.75 . 006*
c 16.84 15.65 2.86 . 005*

(c-a) 6.21 6.44 -0.47 .64
(a-b) 1.66 1.33 0.94 .35

4. Responsibility a 16.74 12.94 8.78 . 000*
b 14.83 12.18 5.59 . 000*
c 19.11 18.69 1.66 .10

(c-a) 2.91 5.75 -7.56 .000*
(a-b) 1.92 0.76 4.31 .02*

^Significance
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On score b (how much was there three years ago), differ

ences were obtained for the professional autonomy variables of 
status, self-governance, and responsibility. For each of these 
variables the mean of the California sample was larger than the 
mean of the Nevada sample. To determine any meaningful relation
ship here the derived score (a-b) was inspected. Differences on 
(a-b) were apparent only for responsibility. This result sug
gests that with California teachers scoring higher in perceptions 
of both a and b scores there is a constancy of scale deviation.
In other words, for the variables of status and independence the 
obtained differences reflect changes prior to the last three 
years. It is interesting to note that the Nevada sample per
ceived little change in responsibility since the passage of the 
Nevada negotiations act for teachers. This relationship is 
further complicated by the large differences found on the (c-a) 
score. Nevada teachers perceived a much higher difference be
tween how much responsibility there should be and how much there 
presently is. Close inspection of the means showed that the 
major portion of this perceived difference is due to a startingly 
lower perception of how much responsibility there is presently 
(score a). Of the 5.75 figure obtained for the Nevada sample,
3.80 is attributable to score a properties. This suggests that 
since the passage of the Nevada negotiations statute, perceptions 
of "how much .responsibility teachers have" has either diminished 
or at least not increased. The (c-a) score for the status variable
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approximates the relationships found for the responsibility vari
able. Nevada teachers seem to perceive a loss of both status and 
responsibility during the time since their inclusion in the Local 
Government Employee-Management Relations Act in 1971.

Demographic Variables
The primary function of the demographic variables was 

control. Table 7 illustrates that the selected demographic vari
ables did not account for the significant results obtained for 
the state of residence variable.

Table 7 shows that the effect of any single demographic 
variable upon the major variable cannot account for the magnitude 
of significance attached to state of residence. It is remotely 
possible that the across the board results obtained for the state 
variable could come from a combination of more than one demo
graphic variable. Guilford (1956, p. 257) in discussing interpre
tation of ANOVA data made the point that a normal distribution of 
chance significance exists, consequently a combination effect is 
unlikely.

Table 7 is a summary which shows the occurrence of any 
statistical difference that occurs for each score, factor, and 
demographic variable in the study. The age variable has a statis
tical difference occurring only between the age groups of 30-39 
and 60 or above for factor 1, score 6. Age has four statistically 
different findings occurring from a total of 80 possible
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Table 7. Occurrence of One or More MOVA Statistical Differences 

by Variable

Factor Score
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1. Independence a X* X
b X X X X
c X

(c-a) X X
2. Status a X X

b X X X X
c X X X

(c-a) X X
3. Self-Governance a X X

b X X X
c X X X X

(c-a) X X
4. Responsibility a X X

b X X X
c X

(c-a) X X

x
X

*X = statistical difference
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comparisons. The number of comparisons represented for all vari
ables in Table 7 is 480.

While Table 7 shows that the majority of demographic 
variables could not have contributed the found significance for 
the state variable, it does not detail the findings relative to 
the demographic variables. Such detail was of no great importance 
to the major findings of this study. It was of interest however 
and may serve to suggest areas of further research into the topic 
of professional autonomy. For this reason the demographic vari
able results were organized in much the same manner as the re
sults of the state variable. Demographic variable results are 
given in ANOVA form in Tables 8 through 17. Supplemental tables 
showing t-test results are included to clarify results where it 
is necessary.

Table 8 deals with the location variable. The categories 
of urban and rural (see definitions) were compared by use of 
ANOVA procedures and the results of these comparisons comprise 
Table 8.

The single ANOVA significance found for the location 
variable relates to how much status there presently is. Rural 
teachers perceive themselves as having higher status than do ur
ban teachers. An obvious interpretation of this is that teachers 
are less noticeable in the urban community. Jackson (1970) felt 
that such a finding may be due to fewer "professional" workers in 
rural settings and consequently greater deference being shown 
educated persons.
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Table 8. Summary Table of ANOV& Results for the Location 

Variable

Factor Score
Mean

Urban Rural ss df F Ratio
1 . Independence *a 16.42 16.52 ' 0.89 1 0.08

b 15.60 15.62 0.11 1 0.001
c 18.99 19.07 0.92 1 0.11

(c-a) 2.57 2.56 0.001 1 0.000
2. Status a 13.69 14.39 72.00 1 4.03*

b 13.09 13.36 10.96 1 0.59
c 18.56 18.91 3.26 1 0.47

(c-a) 4.87 4.52 15.60 1 0.98
3. Self-Governance a 9.23 9.70 35.67 1 2.79

b 8.22 8.47 9.07 1 0.79
c 16.00 16.48 32.91 1 2.18

• (c-a) 6.78 6.78 0.10 1 0.001
4. Responsibility a 14.58 14.99 22.21 1 1.66

b 13.48 13.36 2.59 1 0.18
c 18.64 18.69 0.74 1 0.09

(c-a) 4.05 3.70 16.33 1 1.33

•'^Significance
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Table 9 summarizes findings for the size variable. Small 

districts were those with 200 or less teachers and large dis
tricts those with more than 200 teachers employed.

Table 9 shows that teachers in large districts perceived 
significantly higher degrees of how much status there should be 
compared to how much there presently is (score c-a). Teachers in 
large districts may perceive more self-governance simply because 
of their greater number. They may have more power to obtain 
self-governance or the administrators of the district may not 
have the resources to govern or supervise individual teachers 
closely.

The findings concerning status may be related to the dy
namics discussed above. Teachers in large districts must compete 
for status with a proportionately larger number of well educated 
professionals than those in small* districts. This could easily 
result in large district teachers perceiving the need for an in
crease in the status of all teachers in their community.

The variable described in Table 10 is age. There were 
five age divisions used: 20-29, 30-39, 40-49, 50-59, and 60 and
above.

Table 10 shows three significant ANOVA. results. Because 
there were more than two means involved in each set of means it 
was necessary to use t-test procedures to isolate the statistical 
differences. Table 11 shows the results of this procedure.
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Table 9. Summary Table of ANOVA Results for the Size Variable

Factor Score
Mean

Large Small ss df F Ratio
1. Independence a 16.30 16.75 20.80 1 1.86

b 15.40 15.95 34.74 1 2.55
c 18.98 19.12 13.58 1 2.01

(c-a) 2.96 2.48 14.31 1 0.20
2. Status a 13.86 14.34 12.81 1 0.72

b 13.07 13.47 9; 00 1 0.48
c 20.79 19.89 .29.14 1 1.67

(c-a) 5.45 4.56 66.31 1 4.14*
3. Self-Governance a 9.56 9.31 23.72 1 1.85

b 8.26 8.47 1.50 1 0.13
c 18.11 16.98 78.16 1 3.87*

(c-a) 7.38 7.07 3.42 1 0.23 .
4. Responsibility a 14.60 15.10 4.68 1 0.35

b 13.27 13.66 4.28 1 0.29
c 20.66 19.96 23.86 1 1.91

(c-a) 4.61 3.84 41.01 1 3.35

"'Significance



Table 10. Summary Table of ANOVA Results for the Age Variable

Factor Score 20-29 30-39
Mean
40-49 50-59 60+ ss df F Ratio

1 . Independence a 16.32 16.38 16.53 16.59 16.61 6.68 4 0.14
b 15.72 15.46 15.89 15.94 16.30 . 140.38 4 2.57*
c 19.35 19.08 18.93 18.89 18.77 18.53 4 1.31

(c-a) 3.05 2.63 2.40 2.30 2.15 46.30 4 1.29
2. Status a 14.07 14.04 14.01 14.47 13.05 70.31 4 0.94

b 12.26 12.93 13.48 13.93 13.88 203.95 4 2.71*
c 19.10 18.92 18.69 18.62 17.59 73.25 4 3.99*

(c-a) 5.03 4.89 4.68 4.16 4.55 46.81 4 0.71
3. Self-Governance a 9.75 9.72 9.39 9.27 8.55 56.98 4 1.03

b 8.16 8.15 8.53 8.02 8.21 30.58 4 0.64
c 16.23 16.70 16.21 16.13 14.82 85.16 4 2.04

(c-a) 6.49 6.98 6.82 6.85 6.27 14.29 4 0.25
4. Responsibility a 14.98 15.04 14.45 14.99 14.04 60.24 4 0.88

b 12.77 13.37 13.47 13.78 13.89 71.60 4 1.13
c 18.80 18.87 18.71 18.37 18.16 30.08 4 1.75

(c-a) 3.83 3.82 4.25 3.38 4.11 56.41 4 1.02

*Significance
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Table 11. T—Test Results for ANOVA Significance for the Age Variable by Factor

Factor Score Age Groups df t
Signifi

cance
Independence b 2 vs. 5 153 4.15 HO

Status b 1 vs. 4 168 3.81 .01
1 vs. 5 145 2.94 .03

Status c 1 vs. 5 145 3.50 HO

On the Independence factor, score b difference was ob
tained between teachers in the 30-39 age category and the 60 and 
above category. This finding is that teachers aged 30-39 per
ceive significantly less independence in the last three years than 
do teachers "60 and above.

The relationships for Status involve only the 20-29 age 
group. On the question of how much status there was three years 
ago, the 20-29 age group perceived lower status than did groups 
of teachers aged 50-59 and 60 and above. The 20-29 age groups 
perceived that there should be significantly more status given 
teachers than did the 60 and above teachers.

It is not surprising to find that young people just 
starting out as teachers perceive less status and less indepen
dence than veteran teachers . Their perceptions of less status 
are supported by the real world of the school, where the younger 
or newer teachers very often receive work assignments that
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reflect lack of autonomy. Alluto and Belasco (1972) and Miskel 
(1973) found a desire for decision making and autonomy in young 
teachers which is unfulfilled.

The parallel between the findings for the age variable 
and the longevity variable in this study support these views.
The findings of Hall and Mansfield (1975) which showed differ
ences between workers with short experience and long experience 
are worth noting here. The variables in the Hall and Mansfield 
work were security and autonomy. Workers.with long experience 
thought they had higher levels of each than did workers with 
short experience. This study dealt with autonomy and supported 
the Hall and Mansfield finding. It may be that security is a pre
requisite for feelings of autonomy in teachers. Older teachers 
who have longer experience are more likely to have more security 
and this security factor, as was suggested by Hall and Mansfield, 
may give such teachers more perceived autonomy.

Table 12 summarizes sex differences concerning percep
tions of professional autonomy, t-test procedures were not 
necessary because the sets of means contain only two means for 
comparison.

The significant results that related to sex of the re
sponding teachers center around self-governance. Females per
ceive lower amounts of how much self-governance there should be 
and lower degrees of self-governance three years ago than do 
males. This significance of the (c-a) score is related to the
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Table 12. Summary Table of ANOVA Results for the,Sex Variable

Mean
Factor Score Female Male ss df F Ratio
1. Independence a 16.49 16.45 0.61 1 0.005

b 15.40 15.92 45.16 1 3.31
c 19.05 19.00 0.58 1 0.16

(c-a) 2.56 2.55 0.27 1 0.03
2. Status a 14.16 13.86 17.61 1 0.94

b 13 .19 13.28 4.32 1 0.23
c 18.62 18.92 6.26 1 1.36

(c-a) 4.46 5.05 44.85 1 2.72
3. Self-Governance a 9.37 9.61 3.04 1 0.22

b 8.11 8.69 55.67 1 4.69*
c 15.82 16.90 126.37 1 12 .08**

(c-a) 6.45 7.29 90.22 1 6.18*
4. Responsibility a 14.70 14.93 4.13 1 0.27

b 13.14 13.85 85.01 1 5.38*
c 18.63 18.74 0.24 1 0.06

(c-a) 3.93 3.81 2.37 1 0.17

*.05 level.
**.01 level
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difference in how much there should be. There is no perceived 
difference between the sexes as to how much self-governance there 
is presently. Obviously the significance of (c-a) comes from the 
differences on score c, how much self-governance there should be. 
Females perceived less responsibility three years ago than did 
males. ~

A pattern exists here which gives some support to the 
contention that the passage of a law may influence perceptions as 
well as practice. The Civil Rights Amendments of 1972 clearly 
advocated equality of conditions of employment between men and 
women. Three years later this study obtained results that sup
port the idea of that law affecting perceptions of self- 
governance. The lack of significant findings for the other 
factors may denote the process of the societal changes that 
Alexander and Eckland (1974) felt will increasingly limit sex 
differences.

Table 13 gives the results obtained for the longevity 
variable. This variable was defined as length of employment in 
the teacher’s present district. Five categories were investi
gated: 0-5j 6-10, 11-15, 16-20, and more than 20 years service.

Table 13 concerned the longevity variable. The table 
summarizes data that parallel the data reported for the age 
variable. These two variables seem to have functioned as a sin
gle variable in this study. Such a possibility was discussed by 
the panel of judges prior to the establishment of these



Table 13. Summary Table of ANOVA Results for the Longevity Variable

Factor Score 0-5 6-10
Mean

11-15 16-20 20+ ss df F Ratio
1 . Independence a 16.12 16.68 16.22 16.59 17.37 64.73 4 1.45

b 14.85 15.79 15.82 15.86 16.82 154.32 4 2.91*
G 19.18 19.12 18.66 18.98 19.17 22.67 4 1.60

(c-a) 3.04 2.44 2.44 2.39 1.80 61.41 2 1.78
2. Status a 13.83 14.21 13.68 14.55 14.45 50.62 4 0.69

b 12.21 13.46 13.27 14.09 14.80 323.30 4 4.38**
c 19.01 18.84 18.29 18.45 18.93 49.71 4 2.73*

(c-a) 5.18 4.62 4.62 3.91 4.47 83.29 4 1.27
3. Self-Governancei a 9.37 9.53 9.41 9.59 9.50 2.23 4 0.04

b 8.02 8.27 8.57 8.67 8.92 42.35 4 0.92
c 16.18 16.46 16.27 15.70 16.15 25.22 4 0.59

(c-a) 6.81 6.93 6.86 6.11 6.65 36.23 4 0.61
4. Res ponsibility a 14.57 14.97 14.48 15.25 15.03 36.36 4 0.63

b 13.56 13.70 13.56 13.72 14.01 177.76 4 1.74
c .18.87 18.83 18.46 18.35 18.83 43.43 4 2.21

(c-a) 4.29 3.85 3.76 3.11 3.80 59.32 4 1.13

*.05 level.
**.01 level
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conditions as separate demographic variables. Both variables 
were used in an effort to test the proposition that age of re
spondent and experience in the respondent’s present district of 
employment, was not the same condition. Apparently this was the 
same condition for the population in this study. Since the vari
ables appear inseparable in this study it is useless to discuss 
longevity as a variable. The discussion of these findings can 
not be separated from the discussion of the findings for the age 
variable (see Age Variable). This is not to say that the stronger 
of the two variables is age, only that such a determination can 
not be made by this study. The only determination that can be 
made from these data is that.age and longevity did not function 
independently here.

Table 14 compares the perceptions of professional autono
my of elementary teachers (K-8) with that of secondary teachers 
(9-12). This variable turned out to be the only demographic 
variable which showed across the board differences.

Table 14 shows that differences in perceptions of profes
sional autonomy were fairly constant between elementary and sec
ondary teachers. Secondary teachers scored higher on all factors 
when the basic scores (a, b, and c) were considered. The c score 
(How much should there be?) gave a single difference; self- 
governance. Taken with the fact that a statistical difference 
existed for the (c-a) score on self-governance it appears that 
there is a difference of scale for this factor. Elementary
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Table 14. Summary Table of ANOVA Results for the Assignment

Variable

______ Mean______
Elemen- Secon-

Factor Score tary dary ss df F Ratio
1. Independence a 16.08 17.11 154.69 i 13.85**

b 15.10 16.43 237.73 i 17.924**
c 18.96 19.15 32.71 i 1.54

(c-a) 2.88 2.04 93.95 i 10.92**
2. Status a 13.80 14.44 58.97 i 3.19

b 12.84 13.89 136.23 i 7.39**
c 18.68 18.84 3.01 i 0.66

(c-a) 4.87 4.40 35.35 i 2.17
3. Self-Governance a 9.05 10.15 174.32 i 13.01**

b 8.09 9.13 230.06 i 20.07**
c 15.84 16.90 140.65 i 13.30**

(c-a) 6.80 6.76 1.81 i 0.12
4. Responsibility a 14.09 15.94 489.88 i 33.806**

b 14.08 14.76 632.14 i 43.32**
c 18.59 18.81 7.47 i 1.73

(c-a) 4.50 2.88 376.40 i 28.59**

**.01 level



teachers perceived the need for less self-governance than did 
secondary teachers. They perceived less at present (score a) and 
less three years ago (score b).

For the status factor somewhat different findings were 
obtained. Elementary teachers perceived significantly less sta
tus three years ago than did secondary teachers . No differences 
were found for the other three scores of the status factor.

For the factors of independence and responsibility the 
findings were similar. In each case secondary teachers perceived 
that there should be as much of each factor as did elementary 
teachers. Secondary teachers perceived higher levels of each 
factor at present and higher levels three years ago. There is a 
statistical difference in their perceptions of the difference 
score (c-a). This can only be due to the significance found by 
comparing score a.

The two groups show significantly different perceptions 
of how much independence and how much responsibility presently 
exist and have existed in the near past but do not differ in 
perceptions of how much there should be. Elementary teachers 
have lower scores and the ideas of Charters (1963) and Vogt 
(1970) are clearly supported by these findings. The results on 
these two factors of professional autonomy also tend to support 
the findings of Allutto and Belasco (1972) and may be taken to 
support their contention of deprivation of decision making at the 
elementary level of assignment.

96
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Certainly this is an area for more research. The sugges

tion that there is a difference of kind between elementary and 
secondary teachers relative to their perceptions of professional 
autonomy speaks directly to the nature of the educative process 
and perhaps to the development of students in our system of 
education.

Table 15 shows the results of the investigation of the 
relationship between teacher perceptions and teacher income. It 
is not amount of income that is the question, but whether the 
teaching income of the respondent is the primary income for the 
teacher’s family or a secondary income.

Table 15 shows that there were no differences in percep
tions of professional autonomy that could be related to the re
spondent teacher being the primary or a secondary wage earner for 
the family. This finding may be explained by various circum
stances surrounding present day teachers .

One facet of the primary versus secondary income finding 
that might be explored is its relationship to sex difference.
The finding of this study shows that the major difference between 
teachers when they were compared by sex was in the area of per
ceptions of self-governance. The single exception, where no dif
ference in self-governance occurred, was for perceptions of how 
much self-governance there presently is (score a). The sexes did 
not differ for any of their perceptions of autonomy factors on 
score a. This may be an outcome of major strides by women in our
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Table 15. Summary Table of ANOVA Results for the Income 

Variable

Mean
Factor Score

Pri
mary

Secon
dary ss df F Ratio

1. Independence a 16.45 16.52 8.34 1 0.75
b 15.64 15.54 4.04 1 0.30
c 18.99 19.14 3.05 1 0.86

(c-a) 2.54 2.61 1.30 1 0.15
2. Status a 14.03 14.09 • 3.49 1 0.19

b 13 .18 13.33 19.84 1 1.08
c 18.83 18.53 13.40 1 2.95

(c-a) 4.80 4.43 30.56 1 1.87
3. Self-Governance a 9.48 9.44 2.05 1 0.15

b 8.37 8.28 2.73 1 0.24
c 16.39 15.91 13.95 1 1.32

(c-a) 6.91 6.47 26.71 1 1.81
4. Responsibility a 14.81 14.74 5.03 1 0.35

b 13.50 13 .24 2.79 1 0.19
c 18.69 18.63 0.73 1 0.17

(c-a) 3.88 3.88 9.59 1 0.73
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schools and may be traceable to the sexless salary schedule as an 
early instance of equality.. For teachers married to other teach
ers this sexless salary schedule negates the concept of primary 
and secondary incomes for the family.

Another possible explanation would be the effect of 
teachers having a single income family. Single income may occur 
in young families where the wife is still child bearing or in 
single parent families. The United States Census Bureau report 
of 1975 showed that the single parent household is on the rise, 
and it is likely that teachers as a group contribute as much to 
this statistic as any other group in the United States. Lieber- 
man and Moskow (1966) set the rate of married women teachers at 
57%.

Certainly more research is necessary to obtain an idea of 
the effects of teacher equality upon the income structure of the 
teacher's salary. For this study there are two facts that stand 
out. One is that sex and primary or secondary incomes do not 
appear to co-function. The second is that teaching income when 
thought of as primary or secondary to the teacher’s family may 
not be a useful variable under present economic conditions.

Table 16 gives results of comparison by affiliation with 
professional organizations. The variable was divided into those 
teachers affiliated with the AFT, NBA, or having no organization
al affiliation.
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Table 16. Summary Table of ANOVA Results for the Organizational

Affiliation Variable

Factor Score NBA
Mean
AFT None ss df F Ratio

1. Independence a 16.44 16.00 16.81 17.58 2 0.77
b 15.60 14.97 15.95 23.41 2 0.87
G 19.04 19.08 18.96 0.17 2 0.02

(c-a) ' 2.59 3.08 2.15 21.10 2 1.21
2. Status a 14.05 13.08 14.43 43.11 2 1.16

b 13.23 11.69 13.86 102 .22 2 2.73
c 18.73 18.69 18.82 1.66 2 0.18

(c-a) 4.68 5.61 4.40 34.39 2 1.05
3. Self-Governance a 9.59 7.67 9.49 125.09 2 4.59*

b 8.64 6.11 8.36 182 .93 2 7.82**
c 16.29 15.92 16.14 7.33 2 0.34

(c-a) 6.67 8.25 6.64 72.02 2 2.45
4. Responsibility a 14.77 14.50 15.03 9.63 2 0.31

b 13.45 12.86 13.48 10.50 2 0.33
c 18.67 18.58 18.69 0.65 2 0.08

(c-a) 3.90 4.08 3.65 5.27 2 0.19

*.05 level. 
**.01 level.
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The organizational affiliation of teachers was found to 

have little relationship to the perceptions of professional au
tonomy of teachers in this study. The finding that AFT affili
ated teachers perceive a lesser degree of self-governance at 
present and during the last three years is the only result of 
note. That there is no organizational affiliation difference for 
how much self-governance there should be sets the stage for the 
general statement that AFT teachers may be less satisfied than 
NBA teachers with recent progress toward the agreed upon level of 
self-governance.

In 1975 the NBA estimated its teacher membership to be 
1,200,000. The AFT membership for 1975 was approximately 375,000 
teachers. These national membership figures show the AFT to hold 
approximately 23.8% of organized teachers in the United States . 
The population in this study did not replicate the national per
centage ratios (White 1976).

The AFT affiliated respondents in this study were rela
tively few in number. Only 36 of the total n of the study re
ported AFT affiliation, and unaffiliated teachers, with an n of 
87, were more common in the study population than were AFT mem
bers. Such a disparity of n makes any result suspect. This 
study found that AFT members comprised less than 6% of the popu
lation obtained in the three western states sampled. The only 
finding that can be made for this variable is that the AFT is not 
strong in the states of California, Arizona, and Nevada as mea
sured by this sample.
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Table 17 shows data for the Educational Administration 

course work completed variable. Divisions were 1-5 hours, 6-10 
hours, 11-15 hours, 16-20 hours, and 20 or more hours completed 
by the individual teacher. Table 17 is the ANOVA summary table. 
Because there was only a single significance obtained, a t-test 
was not constructed. The t-test figures are given in the body of 
the discussion.

A single significance was obtained for the variable of 
amount of course work in Educational Administration. The score 
that signifies how much status there was three years ago shows a 
measurable difference between respondents having 16-20 hours of 
Educational Administration course work and those having 20 or more 
hours .

The t obtained by comparing the mean scores of these two 
subgroups was -2.94 for 88 degrees of freedom. This is signifi
cant beyond the .05 level. Such minimal differences in results 
(1 significance of a possible 128 comparisons) must be considered 
as a statistical artifact. This variable has no apparent rela
tionship to perceptions of professional autonomy as described in 
this study.

Table 18 displays the ANOVA results for the variable of 
formal training in negotiation theory and practice. This was of 
interest mainly because very little work has been reported on 
the variable.



Table 17. Summary Table of ANOVA Results for the Educational Administration Course .
Work Variable

Factor Score 0-5 6-10
Mean

11-15 16-20 20+ . ss df F Ratio
1. Independence a 16.43 16.24 16.64 15.94 16.95 26.41 4 0.58

b 15.41 16.85 16.09 14.82 16.52 102.54 4 1.90G 19.01 18.80 19.30 19.29 19.19 8.31 4 0.57
(c-a) 2.58 2 .56 2.67 3.35 2,25 19.28 4 0.55

2. Status a 13.92 14.55 13.94 14.00 14.39 33.34 4 0.45
b 13.02 13.29 13.67 12.35 14.77 211.51 4 2.82*
c 18.67 18.88 18.45 18.82 19 .12 14.53 4 0.77

(c-a) 4.57 4.33 4.52 4.82 4.73 14.89 4 0.23
3. Self-Governance a 9.29 10.18 9.18 10.06 9.84 54.36 4, 1.00

b 8.49 8.68 8.31 8.76 9.02 51.05 4 1.09
c 16.01 16.88 16.64 17.82 16.48 86.90 4 2.04

(c-a) 6.73 6.70 7.45 7.76 6.64 29.96 4 0.51 /
4. Res ponsibility a 14.76 15.33 14.88 14.35 14.58 26.77 4 0.43

b 13.18 14.08 13.58 12.42 14.38 130.44 4 2.06
c 18.62 18.72 18.48 18.41 19.08 12.11 4 0.71

(c-a) 3.86 3.39 3.61 4.06 4.51 45.82 4 0.83

*.05 level
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Table 18. Summary Table of ANOVA Results for Negotiation

Training Variable

Mean
No

Factor Score Training Training ss df F Ratio
1. Independence a 16.43 16.48 0.42 1 0.04

b 15.58 15.61 2.50 1 0.19
c 19.19 19.00 2.36 1 0.65

(c-a) 2.76 2.52 4.77 1 0.55
2. Status a 13.96 14.06 1.34 1 0.07

b 13.05 13.27 9.65 1 0.52
c 18.97 18.69 5.61 1 1.20

(c-a) 5.02 4.62 12.43 1 0.76
3. Self-Governance a 9.84 9.38 18.25 1 1.34

b 8.34 8.34 0.19 1 0.02
c 17.08 16.06 82.82 1 7.74**

(c-a) 7.24 6.68 23.32 1 1.59
4. Responsibility a 14.90 14.77 2.93 1 0.19

b 13.61 13.38 0.23 1 0.02
c 19.00 18.60 11.45 1 2.67

(c-a) 4.09 3.83 2.80 1 0.20

**.01 level
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The demographic variable of negotiation training has only 

a single statistically significant result. Those respondents 
with formal training in negotiation perceived a higher degree of 
how much self-governance there should be than did those without 
formal negotiation training.

No real importance can be attached to such a meager re
sult, which may be caused by a disparity of n. One hundred- 
eleven of the respondents reported that they had negotiation 
training, while 517 reported they did not. The only reportable 
finding here is that approximately one of every six teachers in 
the population surveyed had had formal training in the theory or 
methods of collective negotiation.

Summary
The results of this study point to only two variables 

having a relationship to perceptions of professional autonomy. 
Those variables were the major variable of state of residence and 
the demographic variable of level of assignment. Tables 3 through 
6 related to the "state" variable and show consistent differences 
between perceptions of California based teachers and teachers em
ployed in Arizona or Nevada. Results from comparisons of Arizona 
and Nevada teachers are less consistent and are not as widespread. 
The results of the Arizona-Nevada comparisons do not appear to 
allow any general statement about professional autonomy but in
stead must be considered at the factor and score level due to 
their inconsistency. The results of the comparisons between
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California and each of the other states support the statement 
that California based respondents perceive higher degrees of 
professional autonomy than do the teachers sampled in Arizona or 
Nevada. Due to the fact that Nevada and California both have 
statutes authorizing collective negotiation,.it appears that 
length of time since passage of such a statute is the condition 
that contributed most to the results obtained in this study.

The level of assignment was divided between elementary 
and secondary teaching. A definite relationship between level of 
assignment and perception of professional autonomy was estab
lished in this study. Secondary teachers in the study perceived 
higher degrees of independence, self-governance, and responsibil
ity than did elementary teachers. The results for the status 
factor were in general not significantly different for these two 
groups. These findings suggest that secondary teachers perceive 
themselves to have higher degrees of professional autonomy than 
do elementary teachers.



CHAPTER 5

CONCLUSIONS, IMPLICATIONS, AND 
RECOMMENDATIONS

The purpose of this study was to describe possible rela
tionships between state level negotiations laws and elapsed time 
since their passage upon the perceptions of professional autonomy 
of teachers. The three states of Arizona, California, and Nevada 
were chosen as representative states. These states vary with re
spect to the existence or explicitness of statutes that govern 
educational collective negotiation and with respect to the 
elapsed time since passage of regulatory statutes.

Arizona had no statute, California at the time of data 
collection had a rather inexplicit statute, and Nevada had more 
explicit statutes than California.

• These three states also vary with respect to elapsed time 
since passage of legislation authorizing educational collective 
negotiation. Arizona presently has no law and no elapsed time. 
California enacted the Winton Act in 1965 and Nevada the Local 
Government Employee-Management Relations Act in 1971.

Ten demographic variables were inspected as pertinent to 
this study as a means of control. They were:

107
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1. Location of district
2. Size of district
3. Age
4 • Sex
5. Longevity
6. : Assignment level
7. Income (primary versus secondary)
8. Organizational affiliation
9. Educational Administration course work

10. Negotiation training

All of these variables have face validity for a descriptive study 
of perceived professional autonomy within varying conditions of 
collective negotiations .

The design of this study was a treatment by blocks design. 
Statistical procedures of analysis of variance and t-test were 
used to organize and inspect the data. Analysis of data showed 
clear differences between states. Differences between percep
tions of professional autonomy by teachers in California when 
compared with teachers living in Arizona and in Nevada were pro
nounced . Differences between teachers in Arizona and Nevada were 
not so great.

The single demographic variable that showed differences 
of a magnitude to be noteworthy in a "pre-experimental" study 
was the variable of assignment level. Elementary and secondary 
teachers differed in their perceptions of professional autonomy
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X

irrespective of state of residence. Isolated factor differences 
were obtained, for other demographic variables, but with such a 
low frequency that no conclusions could be reached and no pattern 
suggested.

Conclusions
The conclusions of this study were based on the results 

of statistical analysis of data collected from 628 teachers in 
Arizona, California, and Nevada during April and May of 1975.
The respondent teachers were a stratified random sample of teach
ers in these states . Keeping in mind the limitations and the 
fact that this study was designed to be descriptive in nature, 
the following conclusions were drawn:

1. A definitive difference exists between the perceptions of 
professional autonomy of teachers when state of residence 
is the variable analyzed.

2. Obtained differences on the state of residence variable 
reflect elapsed time since passage of negotiations law 
rather than the explicit or inexplicit nature of the law. 
The relationship found was that the longer the elapsed 
time since enactment of a negotiations statute the more 
professional autonomy teachers perceive.

3. This study supports the notion that items of professional 
autonomy tend not to be among those items bargained im
mediately after passage of a negotiations law.
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4. A difference exists in the perceptions of professional 

autonomy of elementary and secondary teachers. Higher 
degrees of professional autonomy are perceived by secon
dary level teachers.

5. The following variables were not found to have a strong 
relationship to teacher perceptions of professional 
autonomy:
a. Location (urban versus rural) of the district
b. Size of the district
c . Age of teacher
d . Sex of teacher
e . Longevity of teacher
f. Income (primary or secondary for family) from 

teaching
g. Organizational affiliation of teacher
h. Educational Administration course work taken by 

teacher
i . Negotiations training of teacher

Implications
The following implications are suggested by the conclu

sions and by the data analyzed for variables where no conclusion 
is possible.

1. The time of professional item negotiation to the point 
where effects are perceived by teachers is probably more 
than three years.
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2. A generalized time line may exist for the inclusion of 

professional autonomy items in the collective negotiation 
history of a state of district.

3. The lack of extensive differences on demographic vari
ables implies a solidarity and equality of teachers with 
respect to their perceptions of professional autonomy.

4. The obtained differences between elementary and secondary 
teachers appear to be more related to differences in 
school organizations and conditions of work than differ
ences in teachers themselves or in negotiation practices.

5. Inspection of the pattern of responses from Arizona and 
Nevada respondents implies that the initiation of formal 
negotiations affects teachers 1 perception of status and 
responsibility factors. The implication here is that 
teachers involved in working under a negotiations law 
feel less status and less responsibility than they pre
viously felt. This may be due to problems in orienting 
themselves within the structure of the teacher organiza
tion that negotiated for them as well as within the 
structure of the school system. Individual teachers may 
feel a loss of power to structure their status and re-

• sponsibility relationships until the parties of the nego
tiation structure establish formal relationships .
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Recommendations

Further study of professional autonomy of teachers under 
a more controlled design should be carried out if the relation
ship between negotiation and professional autonomy is to be bet
ter understood. It is suggested that studies in the following 
areas might promote useful information:

1. The equation of elapsed time since passage of the nego
tiations law. A number of states passed laws in 1965.
The conclusion of importance of elapsed time could be 
readily checked by matching times . It might be appro
priate to establish a detailed time line for increase in 
perceptions of professional autonomy and negotiation of 
items related to professional autonomy.

2. Close inspection of negotiation statutes might permit 
assignment of an ,f explicit ness value" to any state’s law. 
Laws with different values could then be used as a more 
precise variable in a study similar to this one.

3. Evaluation of negotiations practice at the district level 
to determine how integrative or distributive negotiation 
practices might affect perceptions of professional 
autonomy.

Further investigations into the source of differences in 
perceptions of professional autonomy by elementary and secondary 
teachers might also provide useful information. For example, is 
the basis of these differences philosophical, bureaucratic, or
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student need related? Are there predisposing differences in the 
educative process of elementary and secondary teachers? Is the 
difference simply related to the greater continuity of program 
expected of the grade level oriented elementary school as opposed 
to the subject level oriented secondary school? These questions 
and others flow naturally from the findings of this study.

A final recommendation is that negotiators for both ad
ministration and teacher organizations reconsider negotiation 
strategies. An optional strategy for structuring the roles and 
relationships of the early years of negotiation appears to be • 
more emphasis on "professional" items. This might cost teachers 
some loss of money items and administrators some management 
prerogative, but it might also be a means tif more productive nego
tiations in the first few years of bargaining.



APPENDIX A

PILOT STUDY QUESTIONNAIRE

114



Dear Teacher

A study is being carried out at The University of Arizona 
that attempts to investigate the relationship between 
certain teacher characteristics and autonomy of teachers. 
This study will poll over 1,000 teachers in a three state 
area and is concerned with urban and"rural differences, 
large and small school differences and differencLes in 
negotiation laws as its three main variables. Your 
school district is of a size and location that makes it 
a good district to poll.
The district administration has given The University of 
Arizona permission to use this poll* in your school dis
trict. A random selection of teachers being asked to • 
respond to this questionnaire has been carried out and 
your name was one of those selected. Please assist 
this study by giving approximately ten minutes of your 
time to fill out the accompanying questionnaire, and 

• returning,it to The University of Arizona in the envelope furnished.



116

Code

Individual Data Sheet

Please circle one of the options underlined in each 
item to indicate your personal circumstances•

1. Age 20-29 30-39 40-49 50-59 60 or above
2. Sex Female Male
3# I have been a teacher in this district for

1-5 6-10 ll-f5 16-20 20 or more years.
4. My teaching assignment in this district is:

elementary K-8 Secondary 9-12)
5. My teaching income is the primary .secondary income 

for my family.
6. The teacher organization I am a member of is affiliated with the:

NEA AFT neither
7. The number of hours of college level classwork I have had in 

Educational'Administration courses is:
0—6__7 — 12___13—18____19—24 25 or above

8. I have have not had formal training, (workshops, class, 
etc.) in collective negotiations.

Please do not sign this sheet or the questionnaire to 
follow. The code blank in the upper right corner will be 
used only to record the state your district is located 
in, whether your district is urban or rural, and whether 
your district is a large or small district.

THANK YOU!
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INSTRUCTIONS FOR QUESTIONNAIRE

On the following 3 pages are several characteristics 
or qualities connected with teaching positions• For each 
of these qualities you are asked to give three ratings•

a• How much of the quality iŝ  there now
connected with your teaching position ?

be How much of the quality was there connected 
to your teaching position three years ago ?

c. How much of the quality should there be 
connected with your teaching position ?

The ratings are arranged in the manner shown below:

a • How much is there now ? _ (min) 1 2 3 4 5 6 7 (max)

b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)

c. How much should there be ?(min) 1 2 3 4 5 6 7 (max)

Please circle the number from 1 to 7 that best represents
your perception of the amount of characteristic or quality 
connected with your teaching position.

Low numbers represent low or minimum amounts and high 
numbers represent high or maximum amounts• '
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QUESTIONNAIRE

1. The opportunity, in my teaching position, for participation 
in the setting of goals.
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
be How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
Ce How much should there be ? (min) 1 2 3 4 5 6 7 (max)

2. The opportunity for determining 
teaching assignment• the objectives of my

a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 . 5 6 7 (max)
Ce How much should there be ? (min) 1 2 3 4 5 6 7 (max)

3# The opportunity, as a teacher, 
dealing with the problems of my

to use my 
students•

’ discretion in

a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
be How much 3 years ago ? (min) 1 2 3 4 5 6 7 •(max)
Ce How much should there be ? (min) 1 2 3 4 5 6 7 (max)

4. The. opportunity, in my teaching position, for participation 
in the determination of methods and procedures•
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3. 4 5 6 7 (max)
c How much should there be ? (min) 1 2 3 4 5 6 7 (Max)

The degree toi which my fellow teachers value, economicgain over service to students.
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)
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6. The power teachers in my district have to negotiate the 

salary schedule.
a. How much is there now ? (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7  (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

7. The acceptance of my judgment concerning the proper materials to use in my classroom.
a. How much is there now ? (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago ? (min) 1 2 3 4 5  6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7  (max)

8. The opportunity for independent thought and action in my 
teaching positon
a. How much is there now ? (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago ? (min) J. 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7  (max)

9. The responsibility I have as a teacher for intellectual 
pursuits to improve my teaching 7
a. How much is there now 7 (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7  (max)
c. How much should there be 7 (min) 1 2 3 4*5 6 7 (max)

10. The amount of responsibility I feel to take action concerning 
unprofessional acts by another teacher.
a. How much is there now7 (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago 7. (min) 1 2 3 4 5 6 7 (max)
c. How much should there be 7 (min) 1 2 3 4  5 6 7  (max)

11. The opportunity I have as a teacher to determine my schedule of class assignments and free periods.
a. How much is there now 7 (min) 1 2 3 4 5 6 7  (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7  (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7  (max)
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12, The degree to which teachers of a department or school

are consulted in the employment of new teachers for that 
department or school.
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3, 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

13. The authority connected with my teaching position.
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4* 5 6 7 (max)*

14. The opportunity to determine the methods of teaching 
best serve my classes and individual students. ; that

a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7- (max)

15. The freedom I have to interact 
administrator.

as a professional with my

a. How muck is there now? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

16. The opportunity my teaching position offers for 
individual educative purposes.for my students. meeting my

a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7 (max)
c. How much should there be 7 (min) 1 2 3 4 5 6 7 (max)

17. The opportunity afforded me as 
total needs of my school.

a teacher in meeting the

a. How much is there now 7 (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago 7 (min) 1 2 3 4 5 6 7 (max)
c. How much should there be 7 (min) 1 2 3 4 5 6 7 (max)
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Dear Teacher

A research study is being carried on at the University of Arizona that 
. attempts to investigate the relationship between certain teacher char- 
iacteristics and the professional autonomy of teachers. The study will 
poll over 1,000 teachers in a three state area and is concerned with 
urban and rural differences, large and small school differences, and 
differences in state level law pertaining to negotiations, as its three 
main variables. Your school district is of a size and location that 
makes it a good district to furnish representative data for this type 
of research.
The district administration has given permission to use this poll in 
your school district. Random selection of teachers being asked to 
respond to the attached questionnaire has" been carried out and you 
were one of those selected. Please assist this study by giving 
approximately ten minutes of your time to fill out the accompanying 
questionnaire and returning it in the envelope provided.
Thank you.

Merl Sarber 
Research Asst.
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Code Cl

Respondent Data Sheet

Please circle one of the options underlined in each item below 
to indicate your personal circumstances .

1. Age 20-29 30-39 40-49 50-59 60 or above
2. Sex Female Male
3. I have been a teacher in my present, district for

1-5 6-10 11-15 16-20 21 or more years
4. My teaching assignment in my present district is

elementary (K-8) secondary (9-121
5. My teaching income is the primary secondary income for 

my family .
6. The teacher professional organization I am a member of is 

affiliated with the NEA AFT neither
7. The number of hours of college level class work I have had in 

Educational Administration courses is
0-6 7-12 13-18 19-24 25 or above

8. I have have not had formal training, (workshops, class, etc.) 
• in collective negotiations.

Please do not sign this sheet or the Questionnaire to follow. 
The code blank in the upper right corner will be used only to record the state your district is located in, whether your 
district is urban or rural, and whether your district is a large or amnll diatrict.

THANK YOU !
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INSTRUCTIONS FOR QUESTIONNAIRE

On the following two pages are several characteristics or 
qualities connected with teaching positions. For each of these 
characteristics or qualities you are asked to give three ratings.

a. How much of the characteristic or quality is. there now 
connected with your teaching position ?

b. How much of the characteristic or ouality was there 
connected with your teaching position three years ago ?

c. How much of the characteristic or quality should there be 
connected with your teaching position under ideal conditions ?

The ratings are arranged in the manner shown below.
a. How much is there now ?
b. How much 3 years ago ?
c. How much should there be ?

(min) 1 2  3 4 
(min) 1 2  3 4
(min) 1 2 3 4

5 6 7  (max) 
5 jS 7 (max) 
5 6 7 (max)

You are to make your ratings on the 1 through 7 scale according to 
your perceptions as they relate to the district in which you presently 
teach. Please circle the number from 1 through 7 that best represents 
your perception of the amount of characteristic or quality connected 
with your teaching position.
Low numbers represent low or minimum amounts and high numbers represent 
high or maximum amounts.
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1. The responsibility I have as a teacher for intellectual pursuits, 
to improve my teaching .
a. How much is there now ? (min) 1 7  3 4 5 6
b. How much 3 years a%o ? (min) 1 7 3 4 5 6
c. How much should there be ? (min) 1 2 3 4 5 6

2. The amount of responsibility I feel to take action concerning 
unprofessional acts by another teacher .
a. How much is there now ? (min) 1 2 3 4 5 6
b. How much 3 years ago ? " (min) 1 2 3 4 5 6
c. How much should there be ? (min) 1 2 3 4 5 6

3. The degree to which teachers of a department or school are consulted 
in the employment of new teachers for that department or school •
a. How much is there rvy?. ? (min) 1.2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

4. The acceptance of my judgment concerning the proper materials to use 
in my classroom .
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

5. The opportunity, in my teaching position, for participation in the 
determination of methods and procedures .
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. Mow much 3 years ago ? (min) 1 2 3.4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

6. The opportunity afforded me as a teacher in meeting the total needs 
of my school .
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. flow much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

7 (max) 
7 (max) 
7 (max)

7 (max) 
7 (max) 
7 (max)
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7. The opportunity, in my teaching position, for participation in the 
setting of district goals .
a. How much•is there now ? (rain) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (rain) 1 2 3 4 5 6 7 (max)

8. The freedom I have to interact as a professional with my administrator .
6 7 (max)
6 7 (max)
6 7 (max)

6 7 (max)
6 7 (max)
6 7 (max)

10. The opportunity for determining the objectives of my teaching assignment .
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

11. The opportunity for independent thought and action in my teaching position •
a. How much is there now ? (min) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (min) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (min) 1 2 3 4 5 6 7 (max)

12. The power teachers have, in my district, to negotiate the salary schedule *
a. How much is there now ? (rain) 1 2 3 4 5 6 7 (max)
b. How much 3 years ago ? (rain) 1 2 3 4 5 6 7 (max)
c. How much should there be ? (rain) 1 2 3 4 5 6 7 (max)

a. How much is there now ? (min) 1 2 3 4 5
b. How much 3 years ago ? (min) 1 2 3 4 5
c. How much should there be ? (miri) 1 2 3 4 5

9. The authority connected with my teaching position .
a. How much is there now ? (min) 1 2 3 4 5
b. How much 3 years ago ? (min) 1 2 3 4 5
c. How much should there be ? (min) 1 2 3 4 5
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