




















































secondary school faculties; and secondary schools are larger than elementary 

schools. 

Within the four effectiveness criteria, (Variables 14-17) significant 

positive coefficients characterize the relationships. Five of six in the fall 

and six of six in the spring are significant. The coefficients are also larger 

in the second data set. Therefore, schools judged effective on one dimension 

tend to be high on the others. 

In general, the independent variables comprising structural linkages 

(Variables 1-7) and expectancy climate (Variable 8) are positively related to 

the effectiveness criteria (Variables 14-17). The statistically significant 

coefficients between the demographic and criterion variables are negative. 

Moreover, significant relationships between variables in each type of inde­

pendent variable--structural linkages, expectancy climate, and demographic-­

and one or more dependent variables are shown in Table 2. 

Marked and interesting differences occur in the relationships between the 

independent and dependent variables for the first and second data collection 

sets. In particular, 25 of 28 (89%) coefficients describing the relationships 

between the structural linkage and effectiveness variables are significant for 

the spring data as compared to 14 of 28 (50%) for the fall data. For expectancy 

climate, all four in the fall and spring are significant. In the second data 

set, the magnitudes of the correlation coefficients for linkage and climate 

variables with the dependent variables are much larger than the first . In 

contrast, the number declines from 10 of 20 (50%) to 3 of 20 (15%) for the 

demographic and criterion variable relationships. Time of the year may have 

important implications for research and for administrators and will be dis­

cussed in detail later in this paper. 
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Tests of the Hypotheses 

Multiple stepwise regression analysis was used to test the four hypo­

theses. Two regression equations--one for the fall data set and one for the 

spring data set--were calculated for each hypothesis. To determine the stab­

ility of the regression equations, results from the first and second data 

collections are compared and contrasted . 

Hypothesis One. The findings from the statistical tests are summarized 

in Table 3 for the hypothesis that the structural linkage, expectancy climate, 

and demographic variables are significant predictors of perceived adaptability. 

The regression equation using the fall semester data set is significant (f = 

9.3; df = 3,86, R <: .01), and the explained variance is 25%. Three variables 

are significant predictors. Level of school (~ = -.36; beta = -.28) is nega­

tively related to perceived adaptability. That is, elementary schools are 

thought by teachers to be more adaptable than secondary schools. The discip­

line procedures scale (~ = . 24; beta= .28) as an indicator of cooperative 

control of student behavior is a positive predictor of perceived adaptability. 

Finally, work system int~rdependence between teachers and learning disabilities 

specialists (~ = . 31; beta= .25) is also a positive_ predictor of perceived 

adaptability . 

The regression equation for the spring semester data is significant (f = 

18 .2; df = 5,83; R < .01), and the explained variance is 52%. Five variables 

form the equation. Expectancy climate(~= .48; beta= .26), work system inter­

dependence of teachers and learning disabilities specialists (~ = .43; beta= 

.41), discipline procedures (~ = . 43; beta= .25), teacher isolation (~ = .23; 

beta= .29), and communication of the teachers with the principal (~ = . 29; 

beta= .28) are positive predictors of perceived adaptability . Schools with 

high expectancy climates, high levels of cooperation between teachers and LD 
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specialists, relatively tight linkages between the teachers and principal for 

student discipline, and yet where teachers work alone in their classrooms are 

believed by teachers to be highly adaptable. 

Hypothesis One is partially supported by results from both data sets. 

Two variables, discipline procedures and work system interdependence between 

teachers and LO specialists, are significant predictors for both the fall and 

spring semesters. The level of explained variance was higher in spring (52%) 

than it was in the fall (25%). In the spring data set, it is interesting that 

three variables indicating a tendency toward tight linkages and one, isolation, 

suggesting looseness in the operating core are all positively related to per­

ceived adaptability. Explanations for these findings could be that being inter­

dependent and linked to a modest extent provide new ideas and expectations for 

change and that teachers working alone can be more flexible in their methods 

than when working in groups. 

Hypothesis Two. The statistical tests for the prediction of perceived 

goal achievement are summarized in Table 4. For the data set collected during 

the fall semester, the regression equation is significant ([ = 10.9; df = 4,84; 

~ < .01), and the level of explained variance is 34%. Work system interdepen­

dence between teachers and LO specialists (~ = .40; beta= .33), discipline 

procedures (~ = .26; beta = .28), sex (~ = -.31; beta= -.22), and expectancy 

climate(~= .33; beta= .21) are significant predictors of the dependent vari­

able. Schools characterized by linkages to the technostructure and middle 

line, a larger proportion of female faculty, and positive expectancy climates 

are described by teachers early in the school year as being high on goal achieve­

ment. 

For the data collected during the spring semester, the regression equation 

also is significant (f = 21.5; df = 5,83; ~ <( .01), and 56% of the variance in 
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goal achievement is explained. Moreover, five variables comprise the equation: 

expectancy climate (r = .55; beta= .32), discipline procedures (~ = .46; beta 

= .21), work system interdependence between teachers and LD specialists (~ = 

.38; beta = .26), teacher isolation (r = .26; beta = .32), and work system 

interdependence among teachers (~ = .42; beta= .30) . While work system inter­

dependence between teachers and LD specialists, expectancy climate, and discip­

line proceduces entered the equations for both semesters, sex did not enter 

the regression equation for the second data set. But two other variables did 

become significant predictors. On the surface, two of the new predictors--work 

system interdependence among teachers and teacher isolation--may seem to form 

inconsistent relationships . The two variables are negatively correlated (L = 

-.25; R < .01) with . each other. Yet both are positive predictors of perceived 

goal achievement. While isolation suggests that few opportunities exist to 

form linkages in the operating core, the other predictor indicates a tendency 

toward tighter linkages among teachers. An explanation lies in the use of 

time within the schools. Since time and energy are scarce resources, inter­

dependent relationships must be carried out efficiently and with minimal time 

usage. This efficiency allows teachers to spend a large segment of their time 

working alone with students. 

Hypothesis Two was partially supported by both data sets. The relation­

ships were much stronger in the spring data set with more variables constituting 

the equation and a larger percentage of the variance in goal achievement being 

explained. In both instances, linkages to middle line and technostructure 

were positively related to perceived effectiveness. 

Hypothesis Three. The statistical summaries for testing the hypothesis 

that the linkages and climate will be significant predictors of teacher job 

satisfaction are also given in Table 5. For the fall semester data, the regres-
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sian equation is significant (f = 5.6; df = 1,87; R < .05) . With only one 

·independent variable comprising the equation, expectancy climate (L = .25; 

beta= .25), and the explained variance only 6%, support for the hypothesis is 

minimal. 

The regression equation for job satisfaction during the spring semester 

shows much greater support for the hypothesis . The equation is significant (f 
= 12.6; df = 3,85; R < .01), and 31% of the variance is explained . In addition, . 
three linkages variables are positive predictors of teacher job satisfaction: 

discipline procedures (L = .36; beta= .24), teacher isolation (L = .32; beta 

= .40), and work system interdependence among teachers (L = .30; beta = .30). 

Schools in which teachers and principals act together to control student beha­

vior problems and in which teachers plan together exhibit high levels of job 

satisfaction. The three linkage predictors at first seem contradictory, and 

in fact, isolation is negatively correlated with the other two. However, all 

three are positive correlates and predictors of teacher job satisfaction. 

Schools in which teachers spend more time in isolation from other teachers and 

yet are more interdependent with the middle-line administrator and with other 

teachers in the operating core are more satisfied than teachers who are less 

isolated and less interdependent. 

While marginal support for Hypothesis Three appeared in the fall semester, 

stronger support emerged in the spring. A change in the type of variable com­

prising the equation is also evident. In the fall expectancy climate is the 

only predictor, but in the spring three variables are predictors. 

Hypothesis Four. The tests for Hypothesis Four that the variance in student 

attitudes can be explained by the independent variables are shown in Table 6. 

For the fall data set, the equation is significant (f = 43.5; df = 1,87; R < .001), 

and the explained variance level is 33%. Only one demographic variable, level 
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of school (~=-.58; beta= -.58), entered the equation. Student attitudes of 

elementary students early in the year are more positive than those of secondary 

students. 

For the spring semester, however, a different group of variables formed a 

significant regression equation (£ = 14.8; df = 3,85; £ < .01) that explained 

34% of the variance in the student attitudes variable. Expectancy cl imate(~ 

= .45; beta= .35) and the two structural linkage variables of teacher isolation 

(~ = .33; beta= .31) and discipline procedures (~ = .35; beta= .24) entered 

the equation. Toward the end of the school year, three variables relating 

directly to student and teacher interactions predicted student attitudes. 

Schools in which teachers have positive expectancies for students and work in 

isolation with them and in which teachers and principal cooperate in handling 

discipline procedures have students with more positive attitudes toward school . 

Although the level of explained variance does not differ between the fall 

(R2=.33) and the spring (R2=.34) data sets, the type of variables entering the 

equation are different . Moreover, the results using the spring data provide 

insights into factors that affect the orientation of students--teacher expec­

tations and time in the classroom and a linkage of the operating core to the 

middle line. 

Discussion 

Structural linkages and expectancy climate were hypothesized to be signi­

ficant predictors of four school effectiveness indicators representing the 

.critical functions of social systems. Partial support was found for each hypo­

thesis across both data collections, although the relationships tended to be 

stronger with the data collected later in the school year. The dependent vari­

ables for Hypothesis One, perceived adaptability, and Hypothesis Two, perceived 

goal achievement, were highly correlated. Therefor~, it is not surprising 
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that the predictor variables were similar for perceived adaptability and per­

ceived goal attainment of schools. The two variables that were the most con­

sistent and strongest predictors of both criteria were discipline procedures 

and work system interdependence between teachers and LD specialists . These 

variables represent linkages with the middle line to maintain appropriate 

student behavior and with the technostructure to plan appropriate activities 

for students with learning disabilities. The relationships for Hypothesis 

Three, predicting job satisfaction, changed from the single predictor of expec­

tancy climate in the fall to three, indicators of structural linkage in the 

spring. Moreover, the amount of explained variances for Hypotheses One, Two, 

and Three increased dramatically from the fall to spring data sets. While the 

amount of explained variance did not increase across time for the equation 

testing Hypothesis Four, the type and variables predicting student attitudes 

did change. In the fall, only the level of school as a demographic variable 

entered the regression equation . In contrast, a combination of two structural 

linkage and expectancy climate variables were significant predictors of the 

student attitudes during the spring. 

Four of the independent variables entered four or more of the eight regres­

sion equations. The linkage variable of discipline procedures was a significant 

predictor for six analyses--for two hypotheses in the fall data set and for 

all four in the spring data set. Two other linkage variables--work system 

interdependence with LD specialists and teacher isolation--entered four equations. 

In the case of teacher isolation, all four were for the spring data . As the 

year progresses, teachers and students evidently equate time in classroom with 

positive school outcomes. Expectancy climate entered five of the eight equa­

tions. A combination of variable types comprised five of the eight regression 

equations. Both linkage and expectancy climate variables composed the equations 
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for the tests of Hypotheses One, Two, and Four for the spring data set. In 

sum, substantial support was found for the general proposition that structural 

linkages and expectancy climate are significant predictors of school effective­

ness. 

Demographic Variables 

The five demographic variables exhibited few significant relationships 

with the criterion variables, expecially in the spring data set. While 10 of 

the 20 correlation coefficients between the demographic and dependent variables 

were significant in the first data set, only three entered the regression equa­

tions . The regression equations for the fall data set revealed that elementary 

schools were perceived as being more adaptable and having more positive student 

attitudes than secondary schools . Schools with a larger proportion of female 

teachers were perceived as having higher levels of goal achievement than schools 

with a larger percentage of male teachers. In the spring data set, only 3 of 

the 20 correlation coefficients were significant, and no demographic variable 

entered the regression equations testing the four hypotheses. Three of the 

five demographic variables--education, experience level of teachers, and size 

of school--did not enter a single regression equation for either data set. In 

the present study, the demographic variables were relatively weak predictors 

of the effectiveness criteria. 

Structural Linkages 

Based on the present data, schools are described by teachers as having 

relatively weak linkages. The mean scores for the structural linkage variables 

are for the most part low. Cooperative planning and communication events tend 

to be infrequent, especially involving regular teachers and LD specialists or 

principals. In addition, teachers indicate that about 25 to 26 hours per week 

are spent in isolation from other adults . However, the linkage between teachers 
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and principals on matters of student discipline appears to be relatively strong. 

Another important observation is that, with the exception of teacher isola­

tion, six structural linkage variables are positively related to the criterion 

variables. More tightly linked schools tend to be more effective. This finding 

is probably explained by the relatively modest levels of linkages in school 

organizations. The limited linkages found in the present study are viewed as 

facilitating the effectiveness of schools, but dramatic increases in their 

strength would probably produce curvilinear relationships. 

As a group, the structural linkage variables were consistent predictors 

of the criterion variables, especially later in the school year. For example, 

discipline procedures and teacher isolation entered all four regression equa­

tions in the spring data set. These two variables suggest different levels 

and types of linkages. In other words, modest levels of discipline procedures, 

i.e., a linkage between the operating core and middle line, are associated 

with positive school outcomes. Yet, as the number of hours per week teachers 

spend away from other adults increases, so do the values of the effectiveness 

criteria . Thus, teacher isolation in the operating core which allows teachers 

added time to work alone with students is associated with organizational effec­

tiveness . 

These findings for structural linkages are highly supportive of Mintzberg's 

(1979) conception of professional bureaucracies. Discipline procedures represents 

a linkage of teachers in the operating core to the principal staff in the middle 

line. The function of the linkage is to negotiate and handle disturbances in 

student beRavior, an especially important role for the middle line. Similarly, 

the relationships for teacher isolation support Mintzberg's contention that 

teachers as professionals in the operating core control their own classrooms, 

act relatively independently of their colleagues, and work closely with their 
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students. The conclusion that teachers work alone in their classrooms is · further 

reinforced by the failure of the communication-among-teachers variable to enter 

any of the equations . 

There is also support for Mintzberg's model in the relationships of work 

system interdependence between teachers and LD specialists to perceived adapt­

ablility and goal achievement. Mintzberg noted that a major problem for pro­

fessional bureaucracies is innovation. New programs cut across existing special­

ities and call for interdisciplinary efforts. Linkages between the operating 

core and the technostructure allow teachers to expand their working repertoire 

of standard programs or set of skills. In other words, cooperative planning 

with LD specialists allows teachers to categorize students' needs in terms of 

a standard program of instruction and to apply that program in their classrooms 

(Mintzberg, 1979). Consequently, teachers as~ociate linkages with LD special­

ists to school adaptability and goal achievement. 

Expectancy Climate 

Based on a cognitive approach to motivation, expectancy climate entered 

five of the eight regression equations, two in the fall and three in the spring. 

However, it was significantly correlated with all four effectiveness criteria 

in both data sets. For the second data set, in particular, the magnitudes of 

the correlation coefficients are high, with a range of .30 to .55. These find­

ings are supportive of those reported for educators by Miskel et al. (1980) 

and in the general literature by Mitchell (1974) . . 

The use of expectancy climate based on cognitive approaches to motivation 

offers significant potential for understanding the self-fulfilling prophecy in 

schools. Further work is needed, however, to specify how expectancy climate 

influences the behavior of teachers and students. Resource denial (Wilkins, 

1976) and supplements in conjunction with the components of expectancy, instru-
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mentality~ and valence provide relatively clear concepts and processes that 

should be examined more fully with a combination of research methods. Further 

efficacy can be provided to expectancy as a self-fulfilling prophecy by placing 

it into a sequential model such as Cooper's (1979} or Braun's (1976}. 

Furthermore, expectancy climate is an important concept in understanding 

schools as social organizations. Lincoln, Hanada, and Olson (1981) have main­

tained that organizational structures tend to be compatible with the values 

and beliefs of their members. They believe that organizational phenomena are 

shaped by cultural values, beliefs, and expectations, as well as the institu­

tional arrangements in which they are embedded. Therefore, the structure of 

schools may appear to be loosely linked to the criteria of organizational 

effectiveness. But school outcomes may be tied to the structure through cul­

tural and social orientations such as the expectancy climate. 

Change in Relationships 

The magnitude of the variable means, strength of association, and type of 

independent variables relating to the school effectiveness criteria exhibited 

a tendency to change over the course of the year. The means suggest that the 

strength of six linkage and expectancy climate factors show slight declines 

and teacher isolation a slight increase. In contrast, the correlation coeffi­

cients among the linkage and climate, and organizational effectiveness variables 

increased, while those for the demographic and outcome variables decreased. 

Do the variable relationships exist early in the year but are simply not 

recognized by students and teachers? Or~ do structural linkages and climates 

start anew each year and evolve into significant relationships by the end of 

the school year? While activities and positions may be loosely linked together 

and while problems, solutions, and actors seem to make little structural sense, 

stability must be acknowledged (Ranson, Hinings, & Greenwood, 1980} . Similarly, 
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communication patterns in organizations have a continuity through time (Porter 

& Roberts, 1976). This stability critically affects communication patterns, 

content, and frequency, because it gives individuals an awareness that thei r 

activities and interactions are likely to be repeated . However, explanations 

of qifferent empirical results for fall and spring data sets must accommodate 

existing and emerging patterns of interaction within the school . In most cases, 

new members join the faculty and new students enroll in the school during the 

fall semester . These new actors not only must learn the work system interdepen­

dencies, communication patterns, expectations, and appropri ate educational 

outcomes, they will to some extent disrupt the continuity of patterns for the 

returning educators and students. Another factor affecting the stability of 

relationships is that certain times of the year , such as the opening of school 

and preparing for fall activities, hold high potential for crises, disruption 

of the system, and reduced goal attainment. As Burlingame (1979) observed, a 

rhythm of seasons characterizes a school year. 

Based on this background, the response to the two questions must include 

a combination of the linkages evolving and becoming known. Some stability 

exists among variables from one school year to the next. Most of the educators 

and students return and reactivate many relationships from the previous year. 

However, new students and educators do not know the linkages and expectancies, 

and the ones returning from the previous year may suffer from uncertainty 

because of the new actors and opening school activities. One result is that 

associations among the linkage, climate, and outcome variables are unclear . 

Another result is that research conducted early in the school year may record 

this uncertainty as a lack of relationship between the independent and dependent 

variables. But by the spring semester the linkages and expectanci es have 

evolved and have been learned, and the relationships with the school effective-
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ness criteria are described with high degrees of association. Since time of 

year can influence the relationships among variables in schools, investigators 

should specify systematically in their reports when data were collected. 

Implications and Conclusions 

Several important relationships have been described that suggest direc­

tions for future research efforts. In agreement with Ranson and his collea­

gues (1980), interpenetration of structure : linkages, and climate offers a 
' 

fruitful perspective for future research. A useful approach to examine struc-

tural configurations of schools has been developed by Sousa and Hoy (1981) . 

They have successfully combined objective and perceptual measures for a number 

of structural factors in schools such as centralization, formalization, stand­

ardization, autonomy, and technical competence. Employing both types of mea­

sures, in combination with those in the present study, would allow an investi­

gator to describe the influences of structural and process constraints upon 

organizational outcomes. 

Using sociometric methods could add richness to our understanding of the 

interdependencies and communication linkages among the parts of the school. 

These procedures could not only reveal patterns of interaction, but increase 

the confidence that the groups studied are, in fact, interacting task groups 

(O'Reilly & Roberts, 1977) . A need also exists to compare the characteristics 

of the communication process from two independent sources with multiple methods 

of data collection (Porter & Roberts, 1976). 

While this study did not address how special efforts to link school parts 

together actually work, additional studies are needed to assess the effects of 

attempts to increase the linkages among organizational parts. In some situa­

tions, teachers, principals, and LD specialists are interdependent through 

team or group activities, periodic inservice training programs, faculty meetings, 
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and committee assignments. Cohen, Meyer, Scott, and Deal {1979) found that 

complexity of organizational structure at an earlier time, complexity of tech­

nology, and the extent to which classes are taught in open space schools affect 

the levels of teacher collaboration. Similarly, Bredo•s (1977} data indicated 

that open space and team policies are pred ictors of collegial influence. While 

these studies have focused on the operating core, the present investigation 

indicates that other arrangements or initiatives from the technostructure and 

the middle line also affect the level of interaction among teachers and should 

be included in future investigations. To increase their impact, special educa­

tors must create new modes of structure, planning, and communication with the 

regular classroom teachers. They can not depend upon administrators to pave 

the road to intervention effectiveness. 

Additional theoretical and empirical work is needed on the concept of 

organizational effectiveness of schools. Too often, school effectiveness is 

defined narrowly as scores of academic ability on cognitive tests. The present 

study has used one approach that worked adequately, but additional variables, 

such as academic achievement, would have strengthened the organizational effec­

tiveness model. Moreover, student attitudes should be used in effectiveness 

models for schools. As an important indicator of quality, student attitudes 

are affected by both structural linkages and expectancy climate of schools and 

also affect the views that their parents hold of the school (Grandjean & Vaughn, 

1981). 

Finally, the present study has provided insights about the relationships 

of structural linkages, expectancy climate, and organizational effectiveness 

of schools. Much work remains, but fruitful avenues to further our explanations 

of important mechanisms and norms in schools have been revi ewed and revealed. 
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Table 1 
Means and Standard Deviations {SO) for Variables 

in Both Data Collections 

Variables First Collection Second Collection 
Mean so Mean so 

Structural Coupling 

1. Work System Inter-
dependence: Teachers 20.08 8.41 17.53 8.05 

2. Communication: Teachers · 
with Teachers 11 . 27 3.65 10 . 30 3.44 

3. Communication: Teachers 
with Principal(s) 3.82 1.57 3.74 1.53 

4. Discipline Procedures 15.38 2.82 13.86 . 3.68 

5. Communication: Teachers 
with LD Specialists 4.12 2.70 3.17 2.35 

6. Work System Inter-
dependence: Teachers 
and LD Specialists 6. 92 6.06 6.71 6.89 

7. Teacher Isolation (Hours) 25.94 6.93 26.60 7. 59 

Expectancy Climate 

8. Expectancy Climate 1,617.98 278.52 1,537.24 335.47 

Demographic 

9. Education-Teachers 1.46 .23 1.46 .23 

10. Years Experience-Teachers 6. 58 2.87 6.58 2.87 

11. Sex--Female = 1, Male= 2 1.34 .26 1.34 .26 

12. Level of School 2.58 1.28 2.58 1.28 

13. Size--Number of Students 606.18 409 . 96 606.18 409.96 

Organizational Effectiveness 

14. Perceived Adaptibility 17.87 2.17 17.31 2.95 

15. Perceived Goal Achievement 11.41 1.00 11.24 1.52 

16. Teacher Job Satisfaction 23 .96 2.78 23.44 3. 77 

17. Student Attitudes 34.23 2.45 32 . 72 5.63 
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2 
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4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

1 

63* 

41* 

42* 

18* 

38* 

-25* 

29* 

10 

-26* 

-26* 

-40* 

-23* 

41* 

42* 

30* 

19* 

2 

68* 

45* 

35* 

31* 

26* 

-08 

18* 

10 

-21* 

-30* 

-30* 

-18* 

26* 

35* 

27* 

24* 

Table 2 

Correlation Matrices for the Variables fn Data Collections One and Twoa,b 

3 

34* 

48* 

38* 

25* 

-07 

01 

15 

00 

-27* 

-11 

-14 

-19* 

29* 

21* 

23* 

22* 

4 

30* 

17* 

26* 

06 

08 

-02 

36* 

22* 

-14 

03 

06 

-03 

43* 

46* 

36* 
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32* 

37* 
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28* 
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22* 

03 

09 

-37* 

-39* 

-14 

43* 

37* 

17* 

00 

7 

-42* 

-37* 

-04 

-29* 

-11 

-16 

05 

04 

-08 

14 

00 

-09 

23* 

26* 

32* 

33* 

8 

05 

19* 

13 

13 

12 

20* 

03 

10 

-08 

00 

-23* 

-13 

48* 

55* 

30* 

45* 

9 

-14 

01 

-07 

09 

-02 

05 

00 

07 

21* 

21* 

28* 

33* 

00 

12 

-06 

04 

10 

-37* 

-17* 

-31* 

-23* 

-32* 

-06 

01 

03 

21* 

38* 

35* 

41* 

-24* 

-14 

-04 

-04 

11 

-30* 

-28* 

-03 

07 

-35* 

-28* 

06 

-05 

21* 

38* 

74* 

30* 

-16 

-09 

01 

-01 

12 

-42* 

-29* 

-16 

02 

-28* 

-33* 

-01 

-18* 

28* 

35* 

74* 

51* 

-23* 

-13 

05 

-01 

13 

-27* 

-11 

-38* 

-18* 

-28* 

-06 

-18* 

-01 

33* 

41* 

30* 

51* 

-17* 

-03 

02 

04 

aThe correlation matrix for first data collection comprises the top half of the table and the correlation matrix 
bfor the second data collection forms the bottom half. The names for variables 1-17 are 9iven in Table 1. 
The coefficients have been multiplied by 100. 
*Si~nificant at or beyond the .05 level with 87 deqrees of freedom . 
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32* 28* 
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20* 32* 

31* 40* 
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-31* -27* 

-35* -31* 

-36* -33* 
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79* 

81* 

60* 67* 

44* 53* 
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-03 
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-05 

22* 
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25* 
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26* 

23* 

48* 

17 
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-o8· 

19* 

29* 

-12 

18* 

-16 

-13 

-49* 

-58* 

-19* 

29* 

31* 
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Table 3 

Multiple Stepwise Regression Analysis Summaries 
for Testing Hypothesis One for Perceived Adaptabilitya 

Independent Variables r beta F 

Fall Semester--First Data Collection 

Leve 1 of Schoo 1 
Discipline Procedures 
Work System Inter.: Tchr-LD Spec 

- .36 -.28 
• 24 • 28 
.31 .25 

Equation 

8.2 
8.6 
6.3 
9.3 

Spring Semester--Second Data Collection 

Expectancy Climate 
Work System Inter.: Tchr-LD Spec 
Discipline Procedures 
Teacher Isolation 
Communication: Tchrs-Prin 

.48 . 26 

. 43 . 41 

.43 .25 
• 23 . 29 
. 29 . 18 

Equation 

9.7 
26.5 
8.1 

13.8 
4.8 

18.2 

aOnly relationships significant beyond the .05 level are given. 

df 

1,87 
1,87 
1,87 
3,85 

1,87 
1,87 
1,87 
1,87 
1,87 
5,83 

.13 

.19 

.25 

.25 

.23 

. 34 

.41 

.50 

.52 

. 52 



Table 4 

Multiple Stepwise Regression Analysis Summaries 
for Testing Hypothesis Two for Perceived Goal Achievementa 

Independent Variables r beta F 

Fall Semester--First Data Collection 

Work System Inter.: Tchr-LD Spec 
Discipline Procedures 
Sex 
Expectancy Climate 

.40 .33 

. 26 . 28 
-.31 -.22 

• 33 . 21 
Equation 

12 . 2 
9.9 
5.8 
5. 3 

10 .9 

Spring Semester -- Second Data Collection 

Expectancy Climate .55 .32 - 16 . 7 
Discipline Procedures .46 .21 8.4 
Work System Inter.: Tchr-LD Spec .37 .26 10.7 
Teacher Isolation .26 .32 20.6 
Work System Inter.: Teachers .42 .30 5.3 

Equation 21.5 

aonly relationships significant beyond the .05 1 evel are given . 

df 

1,87 
1,87 
1,87 
1,87 
4,84 

1,87 
1,87 
1,87 
1,87 
1,87 
5,83 

.16 

.26 

.30 

.34 

.34 

. 30 

.38 

. 45 

.54 

. 56 

.56 



Table 5 

Multiple Stepwise Regression Analysis Summaries 
for Testing Hypothesis Three for Teacher Job Satisfactiona 

Independent Variables r beta F 

Fall Semester--First Data Collection 

Expectancy Climate . 25 . 25 
Equation 

5.6 
5.6 

Spring Semester--Second Data Collection 

Discipline Procedures 
Teacher Isolation 
Work System Inter . : Teachers 

• 36 • 24 
. 32 . 40 
. 30 . 30 

Equation 

6.0 
18.2 
8.6 

12.6 

aOnly relationships significant beyond the .05 level are given. 

df 

1,87 
1,87 

1,87 
1,87 
1,87 
3,85 

.06 

.06 

. 13 

. 24 

. 31 

.31 



Table 6 

Multiple Stepwise Regression Analysis Summariesa 
for Testing Hypothesis Four for Student Attitudes 

Independent Variables 

Level of School 

r · beta F 

Fall Semester--First Data Collection 

- . 58 - . 58 
Equation 

43.5 
43 . 5 

Spring Semester--Second Data Collection 

Expectancy Climate 
Teacher Isolation 
Discipline Procedures 

.45 . 35 

. 33 .31 

.35 .24 
Equation 

13.6 
12.7 
6.4 

14.8 

a Only relationships significant beyond the .05 level are given. 

df 

1,87 
1,87 

1,87 
1,87 
1,87 
3,85 

. 33 

. 33 

.20 

.29 

.34 

.34 


