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Abstract
Motivation of Secondary School Teachers:

An Application of the Job Characteristics Theory

Better educated people want more meaningful and
challenging jobs. Improving teacher motivation should be a
continuing concern of educational administrators, therefore,
the general purpose of the study was to assess the
motivation for a sample of anglophone school teachers using
the complete "Job Characteristics Model" designed by Hackman

and Oldham (1980).

This study is based on a voluntary sample of full-time
teachers from two anglophone secondary schools members of
the Lakeshore Teachers Association (LTA). Of a possible
theoretical population of 156 teachers, 93 usable
questionnaires from which analysis could be drawn were
returned. The “Job Diagnostic Survey' was the tool used to
obtain the data from the teachers. One-way analysis of
variance was used to identify significant between the means

of respondents grouped by demographic variables.

The findings revealed that the schools were very
homogeneougs. In the core Job characteristics, autonomy was
the most important motivating factor for teachers, followed

by task significance, skill variety, feedback from the j3job




and lastly task 1identity. In the critical psychological
states, experienced meaningful of the work was the highest
degree, followed by experienced responsibility for outcomes
of the work, and knowledge of results of the work
activities. Other dimensions revealed that dealing with
others had a relataively high score, followed closely by
internal work motivation, an outcome factor of the theory,
and finally that feedback from agents was the lowest score.
The motivating potential score of 174, out of a possible
343, reflected the overall potential of a job to foster
internal work motivation on the part of the teacher. This
MPS was higher than the American professional norm of 154

and the National norm of 128.

The author recommends that similar motivation studies
of a wider scope be undertaken so that comparisons might be

made and more light shed on a complex but challenging topic.
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Resume

La Motivation des Enseignants(es) au Niveau Secondaire:

Une Application de la Theorie de Caracteristiques des Emploijs.

De nos jours, les gens misux 1nstruits ont besoin
d'emplois plus significatifs et offrant des défis. Les
gestionnaires de l'education se doivent de toujours essayer
d'ameliorer la motivation des enseignants. C'est la raison
pour laquelle cette étude avait pour objectif d'examiner la
motivation des enseignants en prenant comme base théorique "
Le Modele relatif aux Caracteristiques des Emplois' €labore

par Hackman et Oldham (1980).

. - . 7/
Les enseignants a temps plein de deux ecoles
anglophones du niveau secondaire de la Commission Scolaire

du Lakeshore avait eéte choisi pour cette etude. Il s'agisait

donc d'un echantillon volontaire restreignant anisi1 la‘

generalisation des resultats. L'étude fut menee aupres de
quatre—vingt treize (93) enseignants. "L'Etude Diagnostique
de 1'Emploi", instrument recommende par les auteurs, a ete
menee en vue d'obtenir des donnees . Une analyse de variance
a sens unique a eété utilisee pour 1dentifier les differences
gignificatives entre les moyennes obtenues par les

rFl / [
repondants groupes selon les variables demographiques.




L'étude a reévéle que les deux e€coles etalent tres
homogenek Dans les caracteristiques de 1l'emploi, 1l'autonomae
etait le facteur le plus motivant pour les enseignants, on
trouvait en suite la signification de la tache, la varieté
des habilites, le feedback de l'emploi, et en tout dernier
lieu l'identification a la tache. Les etats psychologiques
ont demontre que le sentiment d'un travail valorisant était
le plus motivant, ensuite le sentiment de responsabilite a
l'egard de son travail et finalement la connaissance des
resultats de son travail. Parmi les autres dimensions, le
feedback des superieurs et des collegues était important,
ainsi1 dgque la motivation 1ntrinseque, et le feedback des
superieurs et des collegues. Le potentiel de motivation des
enseignants (MPS), ayant un total possible de 343, était de
174, un niveau de motivation quelque peu plus eleve que les

normes Americaines de 154 et de 128.

L'auteur recommende que des etudes semblables, mais de
plus grande envergure, soilent entreprises afin de pouvoir
faire de plus amples comparaisons et ainsi apporter des

eclaircissements sur un sujet si important e% complexe.
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Chapter I

Introduction

For the past two decades, there has been an
unmistakable upsurge of activities sponsored by teacher
organizations world wide aimed at gaining legal and social
recognition of teaching as a profession. Quebec, Canada, is
no exception but the declining enrolment and the
implementation of the new regime pedagogique, accompanied by
various modifications i1n teacher assignments has made the
task more difficult. Examining the pregent existing
gituation, the Ministry of Education 1insists that the
education provided for Quebec children is intended to foster
the optimum possible development of all dimensions of the
person. Much research supports the student's motivational
potential to attain this goal but little research appears 1in
literature relating to what motivates their classroom leader

—-the teacher.

In 1939, Peter Drucker wrote 'We know nothing about
motivation. All we <can do is write books about 1t" (Roval
Bank of Canada, 1980). This emphasizes just how complex and
inscrutable are the motives of flesh—-and-blood people 1n the

work field today. Concern with how people feel about thear
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jobs is of relatively recent origin. Bendix (1956, p. 294)
best summarized the evolution in managerial thinking by
noting that the "failure to treat workers as human beings
came to be regarded as the cause of low morale, poor
craftsmanship, unresponsiveness, and confusion". The bulk of
the research on motivation initially concentrated on trying
to determine the existence of various drive or need states
and\or their influence on behavior (Campbell et al, 1970, p.

358).

Before the industrial revolution "motivation" took the
form of fear of physical, financial, or social punishment.
However, as manufacturing processes became more complex,
large-scale factories emerged which destroyed many of the
social and exchange relationships existing under the "home
industries", or "putting-out"”, system of small manufacturing
(Steers and Porter, 1975, p. 15). Before 1930, studies
concentrated on the physical surroundings of the worker and
how they could be improved. From the 1930 onward, interest
increased in trying to learn about the thoughts, feelings,
and attitudes of people that motivate them to work. Three
reasons underlay this increased concern about job attitudes
and the motivation to work. First, social critics were
prodding society to pay, more attention to individuals and

their feelings. The second reason for focusing on job
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attitudes was the increasing awareness of managers that jobs
were changing and that greater discretion and responsibility
would be needed from workers. A third reason for the
attention to the worker attitudes in the United States in
the 1930's was renewed vitality of labor unionism at that

time (Bass et al., 1981, pp.53-54).

Once it was realized that employee motivation had a
bearing on productivity studies around 1936 focused on the
field of business administration and management. Initially,
the bulk of the research concentrated on trying to determine
the existence of various drive or needs states and/or their
influence on behavior (Bass et al., 1981, p. 74). The
purpose of these studies and some more of the recent work

has been to create a match between employee and task 1in

order to maximize production (Pastor and Erlandson, 1982, p.

172) .

The importance of motivation in education 18 not a new
concept. Teachers expect to be treated fairly, to receive
support from the school board and their administration, to
have friendly interpersonal relationships, and to work 1in
pleasant working conditions. Teachers and administrators
have different needs which vary according to age, sex, and

professional role. The almost universal failure of
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administrators, board members and citizens to recognize
these different needs helps to explain educational rigidity,
faculty dropout, and increased teacher militancy. When
teachers are denied opportunities for motivation expression,
not only are valuable human resources wasted but students
are denied important opportunities for self-actualization

(Trusty ani Sergiovanni, 1966, p. 116).

It is interesting to note that most of the teacher
achievement—centered stories involved less concrete evidence
of actual success and more sensing and feeling by teachers
that students have been reached and were presumably affected
i some positive way (Sergiovanni, 1967). Lortie (1969-1973)
demonstrated, wusing his own and others' research, that
teachers draw their satisfaction and motivation primarily
from intrinsic rewards tied to the act of teaching itself
(p.119). As Lortie (1975) reminds us, teachers want to
teach. Other satisfaction factors include recognition, work
itself, responsibility and advancement. On the other hand,
factors of dissatisfaction involve poor salary conditions,
the impossibility of growth, the problems of interpersonal
relations with subordinates, peers and superiors, the lack
of status, the energy consumed 1n supervision, board policy
and administration, poor working conditions, the lack of

personal life and job security. Factors which accounted for
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high attitudes of teachers were related to the work :i1tself
while factors which accounted for low attitudes of teachers

are related to the conditions or environment of work.

Sergiovanni and Carver (1980) acknowledged that
motivation is an important word to educators. As i1t applies
to students, motivation has received considerable attention
in the preparation programs of teachers and as an 1ntegral
component of curriculum development. Yet with all of the
emphasis on motivation for students, educators have tended
to overlook the topic of motivation as 1t relates to
professional workers (p. 8l1). The recent emphasas on
professional burnout and increasing demands for improved
student performance have 1intensified teacher motivation

(Matthews and Holmes, 1982, p. 22).

Teaching is the process of causing knowledge, guiding
studies, imparting Kknowledge, and instructing. It demands
integrity, honesty, spirituality, perfection, confidence,
competence and caring. It 18 a life-way through which
students learn to become that which they choose to be. A
study by Atkinson (1958) demonstrated that one may be
strongly motivated to complete a task but though motivated,
how does one find the intensity to follow through? Later

research in achievement motivation (Atkinson, 1983) suggegts
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that the kind of people, the kind of situation and
combination of these define an order of points along the

continuum of intensity of motivation.

Atkinson in 1983 further noted that we know that people
are more or less strongly motivated to engage in the task
depending upon the interaction of their own motivational
characteristics and the incentive character of the
situation. Individuals differ greatly in motivation because
there are so many components of motivation in terms of which
they can differ. Many teachers want to work and are both
interested in anu capable of making a gsignificant
contribution to their school system. They seek personal
fulfiliment and self-actualization through their work.
Incentive plans such as differentiated staffing plans,
career ladder plans, mentor and master teacher program were
intended to motivate prospective and experienced teachers
seeking to 1ncrease variety and responsibility in their
work. These plans have raised more problems and failed to

meet the specified goals i1intended by the organization.

Today we are trying to operate our schools as if the
teachers in them possess an infinite capacity for coping
with more and more demands on individual time and energy

(Groves, 1984, p. 33). Although teaching 18 demanding work
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requiring creativity, it is repetitive. Despite the variety
of classroom challenges, one year can look very much like
the next. Teachers often report that they are discouraged by
work that promises the same responsibilities on the first
and last days of their careers (Moore, 1986, p. 99).
Research stresses that the best teachers stay in teaching
because of 1intrinsic rewards, they may be forced to leave
becaugse of poor salaries or working conditions. There 13 a
living human behind that title of teacher. He or she works
best under certain types of educational structure as a proud
and professional human being. Our teachers will cherish the
gifts of teaching in direct ratio to the amounts of freedom
and authority they are given. Efforts to retain outstanding
teachers should focus on enesuring that they can do thear
work without disruption or financial hardship.More research
is urgently needed as the exhausted teacher syndrome has
become the rule rather than the exception, especially 1in the
case of the creative and imaginative teacher. Unless a
remedy 18 found, there 1s a distinct possibility that the

whole school system may fall apart (Groves, 1984, p. 32-33).
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Statement of the Problem

Many theories of motivation have been used to explain
the different aspects of needs, desires and exp&ctancies of
workers. Public interest in education has been energized by
a multitude of national reports, provincial studies and
media commentaries but little empirical research has been
done on the motivating potential of the secondary school
teacher. It has become clear that classroom teachers are
prime targets for much of the blame for the lack of
excellence on the student's part. The public also expects
excellence from its teachers but too often limited human,
material and financial resources, coupled by restrictive
administrative support require a great deal of motivation if
school teachers are to be encouraged to fulfill their
responsibilities effectively and efficiently. Recent
research related to satisfaction and motivation in education
has provided much needed understanding but further research

ig still needed.

In our attempt to further research teachers' motivation

the following questions evolve:

Should teacher motivation be further encouraged?
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Can in fact the 3job characteristics model be useful 1in

understanding secondary school teachers' motivation?

This can be answered through a diagnostic study of the
motivating potential of the secondary school teacher. Some
of the more recent work i1n the area of motivation has been
on its relationship to Job design. The psychological study
of motivation is thought to be highly related to the job
characteristics. Miskel suggested the possibility of using
the job characteristics theory to study the motivation of
teacher, therefore following his suggestion (1982) to use
better motivational theories, this study delves 1n the
possibility of using the job characteristics theory to study

the motivation of teachers. The purpose of this study 1s

twofold:

First, to conduct a diagnostic survey to assess the

motivating potential of the secondary school teachers.

Secondly, to evaluate the results 1i1n an attempt to
identify the job characteristics which lead to motivation

and greater job enjoyment.
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Research Questions

1. Which are the job characteristics which motivate

teachers?

2. Do the psychological states, the motivating potential
score, the internal work motivation, the feedback from

agents and dealing with others matter to teachers?

3. Do the means vary when the respondents are grouped on the

basis of the demographic dimensions?

Signifi £ £) tud

Theories of motivation have made an important
contribution to the wunderstanding of organizations and the
actual work of the individual pertorming within the
organization. The theories have stimulated further research
in the area of motivation and its relationships with job
design and its content. Sergiovanni and Carver (1980) noted
that motivation factors, being intrinsic, are associated
with the work itgelf and provide people with opportunities
for psychological success. Hygiene factors, being extrinsic,

are associated with the conditions of work and provide
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people with relief from physical and psychological
discomfort. Today's teachers expect more from their jobs 1in
the way of extrinsic and intringsic rewards. The need to
understand the 3job characteristics and to assess these

rewards and their importance may be vital.

This study is significant as i1t 1is the first to be
conducted in education, with secondary teachers, using the

Job Characteristics Model.

Secondly, it will provide knowledge on motivation of

the secondary school teachers through diagnostic research.

Thirdly, as a result of the diagnostic research, it
will attempt to identify the job characteristics whaich lead

to motivation and greater 3job enjoyment for teachers.

Fourthly, it may provide administrators with valuable
information which could enable them to provide a better

workplace for the teacher.

Finally, it 1s an application of one of the most recent
theories of motivation (Hackman and Oldham, 1976; 1980) to

the study of secondary school teachers.
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Organization of the Study

Chapter two, "Review of Literature', recapitulates
views and findings concerning teachers, the human being
behind the title. It also provides a description of a number
of thecries of motivation. Emphasis is placed on Job
Characteristics theory, since it 1is highly significant to
this research. A review of some of the relevant research is

briefly presented at the end of the chapter.

Chapter three "Methodology'" describes the sample, the
diagnostic i1nstrument, the data collection, the data

analysis, and the limitations and considerations.

Chapter four '"Analysis of Findings" reports and

analyzes the findings of the data collected.

Chapter five "Conclusions and Implications'" offers a
summary of the findings. Questions and recommendations for

future research are considered and presented.



13

Chapter 2

Review of Literature

Introduction

The concept of motivation, as it applies to business,
has been widely researched since the 1930's. Herzberg (1968)
reports a steady rise in research from one study between
1920 to 1924 period to sixty—-seven studies between 1950 to
1954. The development of the most popular theories of
motivation therefore originated in the 1940's ana the
1950's. White (1959) believed that one important thrust of
human motivation is getting to know what the world 1s like,
shaping that world, and getting that which one wants from
it. Gellerman (1963) stated that "The first and the most
important thing to be said about motives 1s that everybody
has a lot of them and that nobody has quite the same mixture
as anyone else". He also suggested that there are people
"Who work chiefly for money. others who work chiefly for
gsecurity and still others who work because they enjoy 1it:
there are even those who work chiefly because they wouldn't

know what to do with themselves otherwise' (p. 1795).
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The term" satisfaction" is not to be confused in our
literature. Smith and Kendall (1963) propose that job
satisfaction 1s a function of the perceived characteristics
of a job in relation to an individual's frame of reference.
Satisfaction at work results when the individual can fulfill
his personal needs and goals through the performance of his
agssigned tasks. A vparticular job condition can be a
satisfier or dissatisfier. Satisfaction is then an attitude

by which motivation 1is reached.

At the most general level, motivation refers to a
process governing individual choices among different forms
of voluntary activities (Vroom, 1964). Motivation involves
the direction of behavior, the strength of response, and the
persistence of behavior (Campbell & Associates, 1970). It
consi1sts of three basic components that activate, direct,
and sustain human behavior. It 18 a sort of hedonism of the
future (Steers & Porter, 1975). It also directs or channels
behavior; that 1s, it provides a goal orientation. 1In
education, the concept 1is not a new one but teacher
motivation has not been sufficiently considered. Sergiovanni
and Carver (1980) mentioned that motivation is an important
word to educators. It is easier for the individual to claim
that success and positive feelings are the result of his or

her own achievements (motivation factors) and that
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digsatisfaction does not arise from the person's own
inadequacies but is caused by another person or by the
surrounding conditions(hygiene factors)(Bass et al., 1981).

Individual motivation can be viewed as a function of a
person's perception that his or her increased performance
will result 1n certain rewards which will help attain
personal goals. Needs also change over a period of time, and
what motivates individuals at one period of 1life may be
drastically different at another time. People enter the
formal work structure with a multiplicity of needs; some are
high and some are low 1in their need for achievement,
affiliation, and power; some are mature indaividuals, and
others are extremely dependent. From this aggregate, an
enterprise must find the means by which 1t can motivate
individuals to achieve and perform on the job (Bass et al.,

1981, p. 74).

Motivation can be described as a complex process by
which job satisfaction is obtained. Hoy & Miskel (1982)
defined motivation as the complex forces, drives, needs,
tension states, or other mechanisms that start and maintain
voluntary activity toward the achievement of personal goals.
Most psychologists according to Wlodkowski (1985) use the

word motivation ''to describe those processes that can arouse
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and instigate behavior, give direction or purpose to
behavior, continue to allow behavior to persist, and lead to
choosing or preferring a particular behavior". Although the
research by Johnson (1986) 1is far from conclusive, it
suggests that the best way to motivate teachers and to

design effective incentives policies have vyet to be learned.

The review of literature attempts to summarize the
related views and theories related to motiwvation. It is an
attempt to 1dentify the theory which will offer the best

diagnostic means to indicate the motivation of teachers.

Theories of Motivation

Maslow's Need Hierarchy theory (1943) included the five
basic need levels in the hierarchy. On the first level, they
are 1dentified as five physiological needs which consist of
the fundamental biological functions of the human organism
such as the need for clothing, food and shelter. The safety
and security needs show the desire for a peaceful and stable
society and the absence from pain, threatening circumstances
or illness. The social drive considers relationship,

belonging, love and social needs, all Dbeing important

U S

ok
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elements in modern society. The next level reflects the
esteem needs. Most people have the desire to be highly
regarded by others and to obtain self-respect for
themselves. Maslow identifies achievement, competence,
status, and recognition as satisfiers to esteem needs. The
fifth level 1is that of self-actualization, and self-
fulfillment. Individuals will become discontent and restless
unless they do what they are best suited for. Two postulates
can be drawn from this theory, the fundamental being that
higher-level needs become activated as lower-level needs
become satisfied. The second reveals that the needs that
individuals pursue are universal and are arranged 1in a

hierarchy.

Porter (1961) modified the hierarchy theory to include
autonomy needs, which lie between esteem and self-
actualization needs. Porter claims that needs such as those
for authority, independent thought and action, and
participation are logically distinct from more common esteem
items such as the need for prestige. Porter's studies were
an attempt to operationalize Maslow's concept of need
hierarchy 1in order to investigate how managers perceived the
psychological characteristics of their jobs. Porter (1962)
developed the Need Satisfaction Questionnaire (NSQ) to test

Maslow's theory. It has since been modified for use 1n
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specific organizational settings, including schools (Trusty
& Sergiovanni, 1966, pp. 168-180). In an earlier study, they
had reported that the largest deficiencies for professional
educators were satisfying esteem, autonomy, and self-
actualization needs. The NSQ questionnaire designed mainly
to investigate satisfaction and not motivation will Dbe

disregarded for the purposes of the present study.

Beer (1966) concluded from a study of female clerks in
an insurance company that the Maslow model was open to
question as a theory of human motivation. However he did
find the model to be a fairly reliable way of measuring the
priority need of workers. In a longitudinal study, Hall and
Hougaim (1968) collected data from managers over a five vear
period to test Maslow's theory. They conducted this study at
the American Telephone and Telegraph Co. (AT&T) in which
individual attitudes, need satisfactions and strengths were
measured through annual interviews. Over the five year time
span, they found little data to support the theory. Maslow
(1968, p.27) himself offered little empirical support for
his original propositions and, in fact, argued that his

theory was primarily a framework for future research.

Alderfer (1969) had been able to partially test the

need hierarchy concept by using cross-sectional data. His
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approach was to correlate individual needs satisfaction with
need strength both within and across needs levels. He was
amongst the group who found 1little data to support the
Maslow need hierarchy concept. Alderfer in collaboration
with Schneider (1973) reaffirmed that Maslow's theory of
personality development was difficult to put into operation
in an organizational setting. They showed that with
correlational analyses of worker's responses about their
needs, needs tend to <cluster into three rather than five
areas: existence (safety and security), relatedness (love

and affectaion), and growth (esteem and saself-actualization).

Wahba & Bridwell (1973; 1976) agreed that Maslow's
model presents an interesting paradox: the theory is widely
accepted, but little research evidence exists Lo support it.
In fact, the findings of a number of studies do not support
the fundamental assumptions of a hierarchy of prepotency
while others have found modest support. Furthermore, 1t is
not clear whether Maslow's proposaitions have been
operationalized adequately nor whether they are applicable

to employees in an organizational setting.

Biranda (1978) reported on a study conducted a year
earlier of 330 educators employed by the Calgary, Alberta

public school system. His findings on prepotency differ from
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the levels of need operation for educators he had reported
in an earlier study conducted with Rochester™s educators.
The 1977 study reveals that esteem still appears as a
dominant area of perceived need deficiency but it is raivaled
by important i1ncreases in perceived need deficiencies at the
self-actualization level and security level. He concluded
that changes i1n the work demands of educators and in the
work envaronment may be contributors to these increases in
security needs. Goldsberrey et al. (1978) with Biranda
(1978) painted a dark portrait of teacher job satisfaction.
Theair Illinois study showed substantial increases i1n the
social, esteem, autonomy, and self-—actualization areas of
perceived need deficiency but not in security. They
concluded that teachers remain fairly hopeful, that teachers
are able to differentiate between conditions they face in
their own particular jobs and the general climate facing the
teaching professions as a whole with the former apparently

being better particular conditions than latter.

Williams (1978) in a further study attempted to
integrate Maslow's theory into the day-by-day problems of
teacher motivation outlining the implications for
administrators and teacher organizations. He concluded that
teachers are more likely to be motivated by activities and

incentives which will move them to a higher 1level of
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satisfaction (p. 94). Another study conducted by Chisholm
and her colleagues concentrated on administrators showing
that these exhibit fewer need deficiencies than teachers in
all five subscales: security, social, esteem, autonomy and

gself—-actualization (Chisholm et al., 1980).

In a more recent investigation, Anderson and Iwanicki's
(1984) findings are supportive of Trusty's and Sergiovanni's
where they reported the largest deficiencies for
professional educators were satisfying esteem, autonomy and
self—-actualization needs. However, the later study indicated
a relatively large 1increase in the deficiency for security
needs so they concluded that teachers' lack of self-esteem

represents the largest source of need deficiency for them.

The need hierarchy theory speculates that the higher
level needs continually motivate and should be considered as
a means for understanding variations that exist from teacher
to teacher rather than generalizing for everyone. In
schools, teachers need to feel important as persons and as
recognized, respected and competent professionals. School
executives should be concerned with finding out at what
levels teachers see themselves 1n the hierarchy ladder.
Knowing the levels of prepotency of teachers is important

because 1t does not make sense to motivate at the autonomy
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level if teachers are insecure or to motivate at the
security level when they seek autonomy. Sergiovanni & Carver
(1980, p.85) noted that inexperienced school executives
often overestimate the operating—need level of teachers and
"'gcare them off" with ultraparticipatory self-actualizing

administration.

Basically, when the theory 1s operationalized into
practice 1t tends to underestimate individual differences
among workersg, overestimate the prepotency feature which
suggests that a person is not motivated at a higher level
unless satisfied at lower levels, and oversimplify the
concept of need satisfaction. Maslow's characterization of
human needs 13 derived primarily from his own clinical
experiences and he did not intend to propose a mot:vational
recipe for administrative use, but rather a general
framework for analysis perhaps more akin to philosophy than
psychology. Maslow was speaking of needs as a whole and

humankind in general (Sergiovanni & Carver, 1980, p. 92-93).

Overall, attempts to establish evidence of Maslow's
hierarchy have failed. Maslow's theory has been more
interesting and more popular than true. Nevertheless, his
theory and his efforts to apply his theory to life sparked

the "human potential movement' which 1in turn influenced the
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organizational development (Bass et al., 1981). Maslow
clearly explained that 1individual differences affect his
theory, yet his model frequently 18 interpreted too raigadly.
A second misconception 18 that one need must be entirely
satisfied before the next 1level of need emerges (Hoy &

Miskel, 1987, p. 180).

Two conclusions appear reasonable. First, the need
hierarchy theory is somewhat useful in understanding human
motivation, although the debate concerning the number of
need levels and their order of gratification 1s not vyet
finished. Second, since the data are so scant and based on a
considerable extension questionnaire such as the NSQ,
Maslow's theory may be more powerful and robust than the
research testing 1t (Hoy & Maskel, 1987, pp. 181-182).
Therefore, methods must be developed to satisfy more fully

the higher-level needs of teachers.

otiv - i (o)

Herzberg and his colleagues' theory of motivation
(1959) has been variously termed the two-factor theory, the
dual-factor theory and the motivational-hygiene theory. This
theory is based partially on a study of industrial employee

motivation to work. Interviews conducted with 203
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accountants and engineers from the greater Pittsburgh area
focused on each person's description of events experienced
at work that had resulted in either a marked improvement or
a significant reduction i1n job satisfaction. The behavioral
implications of this theory are to be considered distinct
entities. Extrinsic factors may prevent the onset of job
dissatisfaction while intrinsic factors tend to i1ncrease job

satigfactaion.

Smith and Kendall (1963) have shown that a worker may
dislike some aspects of his job, vyet still think it 1s
acceptable. They propose that job satisfaction i1s a function
of the perceived characteristics of a 3Job in relation to an
individual ‘s frame of reference. A particular job condition
can therefore be a satisfier or dissatisfier. Vroom (1964)
1in reviewing the theory argued that the storytelling
critical-incident method and 1n—-depth 1interview methods
accounted for the associations found by Herzberg et al.
argued that other methods are required to adequately test
the theory. "It 1s ... possible that obtained differences
between stated sources of satisfaction and dissatisfaction
stem from defensive processes within the 1ndividual
respondent." Persons may be more likely to attribute the
caugses of satigsfaction to their own achievements and

accomplishments on the job. On the other hand, they may be
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more likely to attribute their dissatisfaction not to
personal inadequacies or deficiencies, but to factors 1n the
work environment; l1.e., obstacles presented by company

policies or supervision' (Vroom, 1964, p. 129).

The original study has also been criticized by Ewen
(1964) because he too found that 1t contains no measure ot
overall satisfaction. Malinovsky and Barry (1965) reported
that it 18 possible that correlations between motivator
items and between hygiene 1tems 1n the evaluations of
factors resulted from response—set effects and the tendency
of the workers to respond in the same manner to like-worded
gstatements. Freidlander (1966, p. 143) found that no data
are presented by Herzberg to 1indicate a direct relationshaip
between 1incidents involving intrinsic Job characteristics
and incidents containing self-reports of 1increased )job

performance.

Vroom (1966) summarized many arguments succinctly when
he discussed the administrative implication of the
distinction between recall of satisfying events and actual
observation of motivated behavior. He, as many of his
colleagues, argued that the satisfiers are also motivators,
that those job content conditions which produce a high level

of satisfaction also motivate the person to perform
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effectively on his 3Job (p. 11). Wernimont (1966) found
situations 1n which hygiene factors were associated with job
satisfaction. Whitsett and Wislow (1967) supported
Herzberg's position while House and Wigdor (1967) seriously
questioned the research methodology of the theory. Dunnette,
Campbell and Hakel (1967) believe this theory to be grossly
cversimplified; they concluds that satisfaction or
dissa#t1faction can reside 1in the job content, or Jjob
context, or both jointly. The most important criticism
involves the wutilization of Herzberg's categorization
procedure to measure Jjob dimensions, the satisfiers and
hygiene factors. The coding 1s no:t completely determined by
the rating system ana the data, but requires, in addition,
interpretation by the rater. If the subject merely describes
the supervisor's behavior, an evaluation by the rater 1is

also necessary.

Sergiovanni (1967) conducted a study. based on
Herzberg's theory, with teachers and administrators
respectively. Several differences between industrial and
educational groups were noted but the basic Herzberg
conclusion was upheld. In the educational setting, employees
tend to associate one set of factors with job satisfaction
and a different set with jJob dissatisfaction. Herzberg

(1968) concentrated on the psychological person in terms of



§ 3

27

how the job affects basic needs. His work had a tremendous
impact on stimulating thought, research and experimentation
on motivation in the actual workplace as compared to the
Previous research conducted 1n laboratory settings. He
advanced a theory that was simple to grasp, based on some
empirical data, and offered specific action recommendations

for managers to improve employee motivational levels.

Sergiovanni (1969) studied teachers and concluded that:
“Achievement, recognition, and responsibility were factors
which contributed ... to teacher satisfaction." He also felt
that 3job satisfaction reinforced behavior and motivation of
performance. In the empirical sense, the Herzberg's theory
has been only concerned with Job satisfaction and
dissatisfaction and not with job Dbehavior (Campbell et al.,
1970, p. 381). Herzberg postulated the existence of two
classes of work motivators. The first being extrinsic or
hygiene factors such as pay, or salary 1increase; technical
supervision, oy having a competent superior; the human
relations aquality of supervision; company policy and
administration; working conditions, or physical
surroundings: and job security Secondly, he referred to
intringic or motivation factors such as achievement, or
completing an important task successfully; recognition, or

being singled out for praise; responsibility for one‘'s own
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or other's work; advancement or changing status through
promotion (Campbell et al., 1970, p. 354). Some articles by
Backman (1971) strongly supported Herzberg's views and
Armstrong (1971) reported more on the fact that job factor

importance 138 linked with occupational level.

In Saskatchewan, Wickstrom (1973) carrying out his
study of Englash teachers' satisfaction found that
Herzberg's original sixteen factors were adequate. He
discovered that all factors exhibited a bi-polar nature,
being considered important in 10% or more of both
categories. Locke (1975) noted that what we need 1s to push
ahead to discover how employees actually make choices among
real alternatives (pp. 457-480). It 1is suggested that a
simpler model proposing that effort and performance are each
influenced by a long 1list of variables be utilized. A more
workable model could be constructed after variables are
1ientified as more or less important. Lortie™s work (1975)
in teacher characteristics also vYyields valuable insights
into teacher needs and satisfaction. One of his assumptions
postulates that because extrinsic and auxiliary rewards in
teaching show little change over time, they do not act as
motivators. Teachers' major sSource of satisfaction comes
from i1ntrinsic or psychic rewards. Again, this bolsters the

position that teachers are motivated by higher order
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(intrinsic) needs (p. 174).

According to Steers & Porter (1975, p.88) 1n doing so,
Herzberg forced organizations to examine closely a number of
possible misconceptions concerning motivation. These authors
state that the theory has been 1nstrumental to both
industrial managers and psychologists who have 1nstalled
management training and working-motivation programs.
However, the necessity for interpretations of the data by a
rater may lead to contamination of the dimensions so
derived. Second and closely related to the first
methodological problem, is the 1nadequate operational
definitions utilized by Herzberg and associates to identify
satisfiers and dissatisfiers (Steers & Porter, 1975, p. 105-
107). If the dual-factor theory were correct, we should
expect highly satisfied people to be highly motivated and to

proriuce more.

There seems to be generai agreement among most
researchers that the effect of satisfaction on worker
motivation and productivity depends on situational variables
vyet to be explicated by future research (Steers & Porter,
1975, pp. 109-110). Buchanan (1979) reported that Herzberg
tended to use the terms ")ob satisfaction” and "motivation"

synonymously, implying that job performance of the motivator
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seeker who has found what he or she is looking for will be
better either than that of one who has not, or that of a
mere hygiene seeker .Miner (1980) observed that when
motivator elements are present in work, positive feelings as
well as improved performance will result. The hygiene
factors can 1mprove dissatisfaction and slightly improve

performance.

Toupin et al., (1980), basing their study on
Herzberg's work, researched the teacher's conception of an
ideal work environment in the elementary, secondary, public
and private French schools from across the province of
Quebec. They reported 57% of French-speaking respondents
listed the possibility for promotion as a factor 1in their

overall ijob satisfaction.

The Herzberg theory has stimulated a great deal of
argument and considerable research activity. The most
meaningful conclusion that we can draw is that the theory

has now served its purpose and should be laid aside.

Expectancy Theory
Vroom (1964) modified and popularized the expectancy

theory which presents a complex view of 1individuals in
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organizations. Steers and Porter (1975, p. 79) support the
theory and conclude that it provides a comprehensive
framework for dealing with complex employee behavior. They
state that if a person wanting to perform well does not feel
that his effort will result in good performance, he will
have no motivation to perform well. They believe that thas

theory is a promising approach to understanding work

motivation.

Vroom saw individual motivation as a function of a
person's perception that his 1increased performance will
result in certain rewards which will help him attain
personal goals (Sergiovanni & Carver, 1980, p. 124).
Individual values and attitudes combined with environmental
aspects such as role expectations and organizational
climate, were found to influence behavior. In this theory,
job satisfaction is derived from performance. Satisfaction
from achievement, recognition, and responsibility are earned
ags a result of accomplishing work (Sergiovanni & Carver,
1980) . Miskel, Bloom and McDonald (1980) designed measures
to test the theory and they came up with four points which
should be kept 1in mind when using the theory. They found
that expectancy motivation of teachers was consistently
related to teacher Jjob satigsfaction, student attitudes

toward school, and perceived school effectiveness. The force
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of motivation in an expectancy model has been demonstrated
to be positively correlated with job satigfaction, effort,

and performance 1n a variety of settings.

In a study of teachers in secondary schools and higher
education, Maskel, DefFrain and Wilcox (1980) related the
force of motivation to job satisfaction and perceived job
nerformance. Graham (1980) while working with college
students, found moderate to high support for the ability of
expectancy theory to predict their satisfaction,
participation in activities, and achievement. Miner (1980)
agreed that the theory would be useful in providing

understanding to work motivation.

Hoy and Miskel (1987) describe the three concepts,
valence (V), instrumentality (I), and expectancy (E), which
combine to make this theory. Valence is the strength of a
person's desire for a vparticular reward. Feelings of
competence, autonomy, recognition, accomplishment, and
creativity represent valued work outcomes for educators.
Instrumentality refers to the perceived probability that an
incentive with a valence will be forthcoming after a given
level of performance or achievement. Instrumentality might
be high when teachers think that high student achievement in

their classroom 18 likely to result in public recognition of
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their teaching ability. Expectancy is the extent to which an
individual believes that a given level of activity will
result in a specified level of goal accomplishment. For
example, 1f teachers feel that a high probability exists of
improving student achievement by increasing their own
efforts, then educators have a high expectancy level (Hoy &
Miskel, 1987, P. 188) . There is a multiplicative
relationship and when expectancy, instrumentality, or
valence falls to zero, effort becomes zero. According to Hoy
& Miskel (1987) expectancy motivation is an important factor
in effort and performance, but other factors in the

environment are also important contributors (p. 190).

A frequent criticism of the theory i1s the combination
of the three components in a multiplicative fashion. Another
criticism is that it overemphasizes linearity. It assumes
that when expectancy, valence, or instrumentality increases,
then the motivation force becomes greater. The role of
rationality, with the notion that 1individuals neither have
the capacity to consider all alternatives nor select the
best alternatives when deciding how to act, 1s also
overemphasized. It 1is believed that, even though questions
and criticisms surround this theory, with carefully designed
studies, expectancy theory can make valuable contributions

to educational administration (Hoy & Miskel, 1987, p. 193).
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Goal Theory

Drucker (1954) introduced this theory. The major
application as originally conceived by Drucker was
management by objectives (M.B.0.) which was based on
Maslow's higher-order needs and Herzberg's motivator
factors. Many evaluation systems for school personnel are
modifications of a management by objectives technique
(M.B.0.). It refers to the process by which administrators
or teachers jointly define common goals in terms of expected
outcomes. This technique assumes that 1f employees are given
increased responsibility for developing goals in relation to
organizational goals, autonomy in achieving them, and method
for evaluating their achievement, they will work harder and
be more effective in their 3job. Yet, this technique often
ignores the additional factors which influence performance,
and does not explain the process by which it affects

performance.

Raia (1965, 1966), and Carroll and Tosi (1973)
confirmed that greater care should be given to i1nsure that
the final goal—-setting program design 1is consistent with
existing knowledge concerning the performance implications
of the various task-goal attributes. Latham & Yukl (1975)
showed that the evidence from field studies does indicate

that goal theory is valid for describing employee behavior
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in organizations such as schools (pp. 824-845).

Locke and his associates are generally recognized for
the renewed interest in goal theory. It became, 1in the
1970's, a valuable analytic and practical tool for
educational administration (Hoy & Miskel, 1982, p. 193).
Goal theory is applied in several important school practices
as it 1is a cognitive process approach of work motivation.
The basic postulate of the theory is that intentions to
achieve a goal constitute the primary motivating force
behind work behavior (Hoy & Miskel, 1980 pp. 193-194).
Specific performance goals elicit a higher level of
performance than general goals such as telling individuals
to do their best. The more difficult the perfcrmance goal,
the more effort will be initiated if the individual accepts
it. This holds true even 1f the goal 18 so difficult that
virtually no one can achieve it. Locke (1980) further notes
that the most fundamental effect of goals on mental or
physical actions is to direct thought and overt behavior to

one end rather than another.

The greatest deficiency is the failure of the theory to
specify what determines goal acceptance and commitment. The
processes of how goals are approached needs elaboration.

Another weakness is that the mecthanisms that explain how
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goal acceptance, goal difficulty, and other variables
combine to determine effort are not fully developed. A third
problem reveals that the theory 13 better for predicting
outcomes for simple jobs with concrete results, but is less

ef fective when tasks are complex.

Much remains to be learned about the theory's processes
and applications for administrative practice in industrial
and even more so in educational organizations. It is not
understood how various attributes 1n a goal-setting program
affect an individual's motivational force to perform. More
work 13 needed to tegt the applicability of motivational

models to the goal—-setting environment.
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Job Characteristics Theory

This applied approach combines and unifies Maslow's
need fulfillment theory of motivation, Herzberg's concern
for job redesign and intrinsic motivation, and Vroom's
expectancy theory into a theory of job design made popular
during the late 1970's and early 1980's (Hoy & Maisgkel,
1982). This theory has its roots 1n a major study by Turner
& Lawrence (1965), and by Hackman & Lawler (1971). Pioneer
work of Blood & Hulin (1965), and by Hackman & Oldham (1975,
1976) provided valuable refinements to the theory. Turner &
Lawrence ascertained the relationships between certain
objective attributes of the jobs and emplcyees' reaction to
their work. They measured job characteristics by developing
operational measures of seven dimensions: motor variety,
object wvariety, autonomy, required interaction, optional
interaction, knowledge and skill required, and

responsibility.

Turner & Lawrence (1965) found that these task
attributes were sufficiently interrelated to combine and
they developed a summary measure called the '"Requisite Task
Attribute Index" (RTA Index). Objective task characteristics
were measured with supervisory ratings for 47 job

clagsifications in 11 companies under an assumption of
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homogeneity within job classifications. The assumption of
homogeneity gimplifies measurement of objective task
characteristics, but it 1s only wvalid if the companies
gstudied have rigorous job classification systems. Many
organizations are unlikely to have carefully defined job

claggifications and duties (Roberts & Glick, 1981, p. 194).

Hackman and Lawler (1971) provided evidence that job
characteristics can directly affect employee attitudes and
behavior at work. Employees with high measured needs for
growth responded more positively to complex jobs than did
employees low in growth need strensth. In a study of
telephone company jobs they focused on four job
characteristics: variety, task identity, autonomy, and job-
based feedback. Data was collected from 208 employees and 62
supervisors who worked in 13 different jobs. The authors
predicted that if these characteristics were present in a
job, favorable 2nd vpositive reinforcement (internal-
intransic motivation) would result for the jobholders

encouraging them to continue good performances.

Hackman and Oldham (1975,1976, 1980) revising the
previous findings developed a conceptual framework for their

theory (Figure 1).
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FIGURE 1: The Complete Job Characteristics Model
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The basic idea they propose was to build into Jjobs
those attributes and outcomes that create conditions for
high internal work motivation, high "growth" satisfaction,
and high work effectiveness. The authors examined these
basic conditions that promote motivation and satisfaction
and then worked backwards to determine how these conditions

could be created.

The internal work motivation refers to the degree to
which an individual is self-motivated and experiences
positive internal feelings when performing effectaively on
the job. A person experiences positive internal feelings
when working effectively on the job, and negative internal

feelings when doing poorly.

Growth satisfaction is the degree to which an
individual is satisfied with opportunities for growth on the
job; for example, "The amount of personal growth and

development I get i1n doing my job".

High general satisfaction is an overall measure of the
degree to which the employvyee is satisfied and happy with the
Job.

Work effectiveness includes both the quality and the

quantity of the goods or services produced. When a job is



-

¢ 3

A

41

high in motivating potential, people perform well and
produce high—quality work. If work is extremely routine and
repetitive employees may resort to dysfunctional behaviors
such as daydreaming or sleeping, taking unnecessary breaks,
demanding the supervisors' help or restricting output. The
individual's attendance at work may decline. It 1s expected
that when jobs are motivationally improved, employees will
find the workplace more attractive and will want to come to
work more regularly. Therefore personal outcomes, work
effectiveness, and attendance at work are a number of other
personal and organizational outcomes that are often
agsociated with motivating jJobs. These are also outcomes
that may be affected when the motivational structure of work

is changed (Hackman & Oldham, 1980, p. 89).

The motivating potential of the job., the internal
motivation, growth satisfaction and the general satisfaction
combine to represent the personal outcomes. Individuals
given the opportunities to experience these outcomes express

relatively high general satisfaction.

The Job Characteristics Model (Figure 1) contains three
psychologicai states. They are mentioned as three key
conditions which when present mediate between the core job

dimensions and the outcomes of the work:
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First, the experienced meaningfulness of the work is

the degree to which a person must have knowledge of the
results of his or her work. The person has basis for feeling

good about having done well or unhappy about doing poorly.

Secondly, the experienced responsibility for work
outcomes refers to the degree to which a person must
experience responsibility for the results of the work,
believing that he or she 1is personally accountable for the
work outcomes. The person can feel personally proud when the

job is done well or sad when it is not.

Finally, the knowledge of the results is the degree to
which the person must experience the work as meaningful, as
something that ‘“counts' 1n one's own system of values
(Hackman & Oldham, 1975; p. 162, 1976; p. 256-257; 1980, p.
72). Internal work motivation is unlikely to develop if the
work 1s seen as travial. These three factors labeled
"critical psychological states" need to be present for

strong i1nternal work motivation to develop and persist.

The five core job characteristics (Figure 1) foster the
emergence of the psychological states. Three core
characteristics -skill variety, task identity and task

significance- contribute to the experienced meaningfulness
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of work. Hackman and Oldham (1980, p. 78) describe them:

Skill variety is the degree to which a job requires a
variety of different activities in carrvying out the work,

involving the use of a number of different skills and

talents of the person.

Task identity is the degree to which a job requires
completion of a '"whole" and identifiable piece of work, that

is, doing a job from beginning to end with a visgible

outcome.

Task significance is the degree to which the job has a
substantial impact on the 1lives of other people. whether

those people are in the immediate organization or 1in the

world at large.

Autonomy, the fourth characterastac of Jjobs that
creates feelings of personal responsibility for the work, 1is
noted as the degree to which the job provides substantial
freedom, independence, and discretion to the individual 1n
scheduling the work and in determining the procedures to be

used in carrying it out.

Job Feedback, the last characteristic affecting
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directly knowledge of results, 18 the degree to which
carrying out the work activities required by the job
provides the individual with direct and clear information

about the effectiveness of his or her performance.

The five characteristics were combined into a single
index called motivating potential score (Figure 2) that
reflects the overall potential of a job to foster internal
work motivation on the part of job incumbents. A job high in
motivating potential must be high on at least one (and
hopefully more) of the three characteristics that prompt
experienced meaningfulness, and high on both autonomy and
feedback as well, thereby creating conditions that foster

all three of the critical psychological states (Hackman &

Oldham, 1980, p.81).

The Motivating Potential Score (MPS) 18 defined as:

[ Skill + Task + Task ] X Autonomy X Job
[ variety identity gignificance | Feedback
3

Figure 2: MPS

This MPS formula (Fig. 2) indicates that a very low
score on either autonomy or feedback will reduce the overall

MPS of the 3job very substantially. On the other hand, a low
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score on one of the three job characteristics that
contribute to experienced meaningfulness cannot seriously
compromise the overall motivating potential of a job. The

lowest possible MPS for a job 18 1 and the highest posgsible

is 343 (7 cubed).

Hackman & Oldham (1980) realized that there are many
attributes of people that affect how they respond to theair
work but they are far too numerous to review. Three factors

identified as "moderators' are presented in Figure 1:

First, knowledge and skill refers to the concept that
when a job 18 low 1n motivating potential, then 1nternal
motivation will be 1low, and one's feelings will not Dbe
affected much by how well one does. But 1f a 3job 18 high 1in
motivating potential, then good performance will be highly
reinforcing and poor performance will lead to unhappy

feelings (Hackman & Oldham, 1980, p. 82).

Secondly, growth need strength (GNS) indicates that
some people have strong needs for personal accomplishment,
for learning, and for developing themselves beyond the
present situation they are now in. Growth need strength may
affect how people react to their jobs at two different

points in the model shown above. The first 1link gspecifies
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that people with high growth need strength will experience
the psychological states more strongly when their objective
job 18 high i1n MPS than will their low growth need strength
counterparts. And the second link means that individuals
with high growth need strength will respond more positively
to the psychological states, when they are present, than
will low growth need i1ndividuals (Hackman & Oldham, 1980, p.
85s5).

Thirdly, Hackman & Oldham (1980) expect that
individuals experiencing “Context"” satisfactions are
individuals who are relatively satisfied with pay, job
sSecurity, co—-workers, and supervisors, will resrond more
positively to enriched and challenging jobs than individuals
who are dissatisfied with these aspects of the work context.
And 1f 1ndividuals who are satisfied with the work context
also have relatively strong growith need strength, then a
very high level of internal work motivation would be

expected.

Knowledge and skill, growth need strength and '"context"
satisfactions are the three characteristics of people which
the authors have selected to moderate hypothesized
relationships. Three psychological states combine to assure

high internal work motivation, high ‘'"growth'" satisfaction,
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high general 3job satisfaction and high work effectiveness.
These important elements join to make work successful and
enjoyable but moderators act as the variables which may

change the environment and the working conditions.

Research results are far from conclusive but according
to Hackman & Oldham (1980) each of these factors may affect
the responses of a person to a job, but they become
especially significant when they occur in combination. The
negative personal results and work outcomes would be
predicted when the i1ndividual 1s only marginally competent
to perform the work, has low needs for personal growth at
work and is highly dissatisfied with one or more aspects of
the work content. On the other hand, the outcomes should be
beneficiul 1f the individual 138 competent to carry out the
work required by a complex, challenging task, has strong
needs for personal growth and 1s well satisfied with the

work content.

The theory that is proposed specifies the condition
under which 1individuals will become internally motivated to
perform effectively on their jobs (Hackman & Oldham, 1976).
The Job Characteristics Model examines individual responses
to jobs as a function of Jjob characteristics moderated by

individual characteristics. The 1interaction of job and
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individual characteristics determines job responses. The
model states that task characteristics-job response
relations are moderated by the job incumbent's needs
(Roberts & Glick, 1981). It provides measures and guidelines
that can be used in diagnosing and implementing )ob redesign

for professional employees.

A number of researchers have noted people with high
growth need strength (GNS) respond more positively to )jobs
high i1n motivating potential than do individuals with weaker
GNS. These studies employed static courrelations between job
characteristics and outcome measures (Hackman & Lawler,
1971; Brief & Aldag, 1975; Hackman & Oldham, 1976; Oldham,
1976; Sims & Szilagyil: Zierden, 1975). Seeborg (1976) and
Rousseau (1977) concluded that a person's perception of his
or her job 18 no doubt caused by that individual's other
reactions to the work and the organization. Research was
conducted with 201 employees 1n a large metropolitan bank.
In general, the results show that changes in job
characteristics do affect employee reactions to their work
as predicted. Employees on jobs that increased in motivating
potential gained in 1internal work motivation and growth
satisfaction; the reverse was true for employees whose jobs
deteriorated 1n motivational potential; and little change

was obtained for employees whose work was redesigned in a
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way that minimally altered the MPS of their jobs (Hackman,
Pierce & Wolfe, 1978, p. 301). While results of some
investigations provaide inferential support for thas
proposition, there have been no studies in which measured
need for personal growth has been shown to vary directly
with changes in Jjob characteristics (Hackman, Pierce &

Wolfe, 1978, p. 291).

Certain criticisms have been made of this theory.
Reviews by Pierce & Dunham, 1976; Steers & Mowday, 1977;
Roberts & Glick, 1981; Aldag, Barr & Braief, 1981; Stone,
1986, have argued that most of the available data in the
area of job design cannot serve as a valid basis for
asgessing the objective characteraistics and 1i1ndividual
responses. The available empirical research suggests that
task design often has a positive relationship with various
worker responsesgs., Neither the measurement of task design nor
the theoretical i1ntegration 13 complete. The boundaries of
task design-response relationships have not vyet been

completely i1dentified (Pierce & Dunham, 1976, p.93).

Hackman & Oldham, in a test of the job characteristics
model, obtained data from 658 employees working 1in 62
different jobs in seven organizations. The )j)obs were highly

heterogeneous and included blue collar, white collar, and
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professional work (Hackman & Oldham, 1976, p. 259). Other
studies have failed to support the model and tend to suggest
smaller numbers of dimensions than are predicted by the
model. Skill variety, task significance, and job autonomy
might be part of one dimension because of high possible
cross—-factor amongst the items of these dimensions ( Dunham,
1976; Dunham et al., 1977; Champoux, 1978; Fried & Ferris,
1986). A few studies have focused directly on the issue of
whether the psychological states mediate the relationships
between the core 3job dimensions and criterion variables
(Hackman & Oldham, 1976; Arnold & House, 1980). The results
of these studies provided 1ndirect 1information thiough
correlational data on the relationships between

psychological states and work outcomes.

O‘Re1lly, Parlette & Bloom (1980) 1ndicated that
personal factors such as age, income, tenure in the unit,
father's income, education or attitudes towards one's
profession affect how employees perceive their task
characteristics. Roberts & Glick (1981) suggested that
stronger relationships would be obtained between jJob
characteristics and c¢ritical psychological states than
between critical p3ychological states and psychological and

or personal outcomes.
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Caldwell & O'Reilly (1982) indicated that the level of

job satisfaction affects perceptions of job characteristaics.
It has failed to conduct sufficiently comprehensive and
systematic reviews and analyses of the data concerning
different components of the job characteristic model. None
of these reviews has provided a comprehensive summary of the
model as a whole and all of the published reviews on job
characteristics research are narrative 1n nature a fact
which <can lead to wvague or erroneous conclusions. These
results led the researchers to conclude that perceptions of
task characteristics vary with the employvyee's frame of
reference and job attitudes. They reported that most of the
data from studies of job characteristics are correlational

in nature, derived from a single questionnaire (p. 288-289).

In education, Pastor and Erlandson (1982), while not
testing the overall theory, appear to be the first authors
to have wused part of the 1instrument which goes with the
theory with a sample of secondary school teachers. Miskel
(1982) found no other studies that tested the model 1in
educational settings (p. 79). Sergiovanni and Carver (1980,
p. 126), Miskel (1982, p. 79), and Barnabe (1987, p.331) are
the sole authors, according to our Kknowledge, who have
discussed the theory of job characteristics by Hackman and

Oldham (Barnabe, 1988). Since then Robertson (1988) looked
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at the 3job characterastics of the school principal. The
findings of his study indicate that there 1s definitely room
for the school principal's job to be significantly improved
in an effort to 1increase the motivational potential, and
consequently the quality of the school principal's working

life.

This review clearly indicates that little research has
been conducted in the field of teacher motivation using the
Job characteristics theory. The need for teacher motivation
regearch i1n all our school exists vyet more emphasis and time
have Dbeen devoted to job satisfaction. Acknowledging the
above criticisms we can still apply the job characteristics
theory to research in teacher motivation since researchers
Pierce & Dunham (1976) stated that the latest and most
complete refinement of an instrument to measure task
characteristics may bz found in the Job Diagnostic Survey of
Hackman & Oldham. Some of the more recent work in the area
of motivation has been on 1ts relationship with jJob design
and following Miskel's suggestion to use better
motivational theories (1982, p. 8l), this study will assess
the motivation factors of high school teachers by using the

Job Characteristics Theory.
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Chapter 3

Methodology and Procedure

The _Sample

This study is based on a voluntary sample of full-time
teachers, from two anglophone high schools, members of the
Lakeshore Teachers Association (LTA) of Quebec, Canada. From
a possible theoretical population of 156 teachers, 95
returned the questionnaire (61% return rate). All but two
questionnaires presented usable data. These two were,
therefore, disregarded leaving 93 questionnaires from which

analysis could be drawn.

The researcher, being a full—-time teacher at one of the

institutions, took every possible precaution to retain each

L e T T e

respondent 's anonymity. Each school provided the author with
a list of their full-time teachers. Working with one list at
] a time, a student-teacher volunteered to assign a random
number to each of the teachers and to distribute the

corresponding questionnaire i1n each teacher's mail box. The

questionnaires were collected by another teacher and then

returned to the author.
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Table 1 indicates the Dbreakdown of returns and
representation by high schools have Dbeen identified
arbitrarily. School A was given 73 questionnaires and
returned 54 (58.7%) a higher return than school B who

received 83 and returned only 38 (41.3%).

TABLE 1
REPRESENTATION BY HIGH SCHOOL

SCHOOL NUMBER OF QUEST. : PERCENT
DISTRIBUTED RETURNED OF SAMPLE
A 73 54 58.7
B 83 38 41.3
TOTAL 156 93* 100.0

*93 USABLE QUESTIONNAIRES

Table 2 shows that 35 (37.6%) of the respondents were
female, while 58 (62.4%) were male. This table 1s not
indicative of the actual schools' gender distribution.
School A has 47 male and 24 female teachers while school B

has 49 male and 35 female teachers.
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TABLE 2

DISTRIBUTION BY GENDER FOR
SAMPLE OF SCHOOL TEACHERS

GENDER NUMBER PERCENT

FEMALE 35 37.6
MALE 58 62.4
TOTAL 93 100.0

In Table 3, twenty-nine (31.6%) school teachers were 39
years of age and under, while sixty—three (68.4%) were 40
vears of age and over. An interesting polnt to note was that
only 3 respondents were between the age of 20 and 29. This
manifest that there has been wvery little "new blood"

entering the schools' system.

Table 3

DISTRIBUTION BY AGE FOR
SAMPLE OF SCHOOL TEACHERS

AGE IN YEARS NUMBER PERCENT

20-29 3 3.3
30-39 26 28.3
40-49 29 31.5
50+ 34 36.9
TOTAL 92* 100.0

——

*MISSING CASES =1
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Table 4 revealed that the distribution by vyears of
teaching experience i1n education shows that thirty-seven
(40.3%) of the respondents had 16 or less vyears of
experience, and fifty-five 59.7%) had seventeen or more

vears of experience.

TABLE 4

DISTRIBUTION BY YEARS OF
TEACHING EXPERIENCE FOR
SAMPLE OF SCHOOL TEACHERS

YEARS OF

EXPERIENCE NUMBER PERCENT
I—4 o 8 8.7
5-8 3 3.3
9-12 11 12.0
13-16 15 16.3
17-20 21 22.8
21-24 13 14.1
25+ 21 22.8

TOTAL 55* IBSTO

*MISSING CASES =1
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Table 5 presents the distribution by vears of teaching
experience with LTA indicates that forty-seven (51.1%) of
the respondents had 16 or less vyears of experience, and

forty-five (48.9%) had 17 or more vears of experience.

.
>
o
2
o

DISTRIBUTION BY YEARS OF
TEACHING EXPERIENCE WITH LTA FOR
SAMPLE OF SCHOOL TEACHERS

YEARS OF
EXPERIENCE NUMBER PERCENT
——__I ——————— 8 8.7
1-4 12 13.0
5-8 2 2.2
9-12 8 8.7
13-16 17 18.5
17-20 22 23.9
21-24 13 14.1
25+ 10 10.9
TOTAL 92*  100.0

*MISSING CASES=1
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The daistribution by level of education 1in Table 6
indicates that one (1.1%) had received a diploma, forty-
ei1ght (52.2%) had a bachelor's degree, forty-two (45.7%) had
a master's degree, and only one (1.1%) had obtained their

doctorate's degree.

TABLE 6

DISTRIBUTION BY LEVEL OF
EDUCATION FOR SAMPLE OF
SCHOOL TEACHERS

LEVEL OF

EDUCATION NUMBER PERCENT
DIPLO&A 1_—— 1.1
BACHELOR 48 52.2
MASTER 42 45.7
DOCTORATE 1 1.1
TOTAL 92+ 100.0

*MISSING CASES=1

1nerefore, the sample of respondents had a higher male
representation (62.4%), only 3.3% of teachers were 29 or
under, that 81% had eleven vyears of experience or more, that
67.4% had more than thirteen years of experience wath LTA
and that 46.7% had obtained more schooling than the required

bachelor's degree.
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Diagnostic Instrument

The Job Diagnostic Survey (JDS) (Appendix A) was the
data collection instrument for this study because it 1s the
measurement tool proposed by the authors of the Job
Characteristics Theory. The JDS was also selected since 1t
represents the most comprehensive 1nstrument for the
measurement of jcb characteristics and 1t was constructed by
the authors to tap dimensions in the Job Characteristics

Model (Hackman & Oldham, 1974, 1975, 1976, 1980).

The Job Diagnostic Survey (JDS) 1tself has undergone
three major revisions over a two year developmental period.
In 1ts various forms, 1t has been taken by over 1,500
individuals working on more than 100 different jobs in about
15 different organizations. Revisions of the 1nstrument
were based on both psychometric and substantive
considerations (Hackman & Oldham, 1975, p. 161). JDS has
been used extensively 1n research and change projects over
the last few vears. Further data were obtained and compiled
from 6930 employees who worked on a wide variety of jobs 1n
56 organizations throughout the United States. The means and
standard deviations provide a relatively stable set of
standards for wuse in interpreting JDS diagnostic results

(Hackman & Oldham, 1980, p. 317, p. 106).
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The instrument of the Job Characteristics Theory
measures 21 3jobs dimensions of which 19 are part of the
present study. These dimensions cover each major class of
variables i1n the as described 1in the previous chapter. Two
concepts 1n the theory are not assessed by the JDS: the
level of employee knowledge and skill, and employee work
effectiveness. These factors are idiosyncratic to particular
work settings, and therefore defy meaningful measurement
across organizations (Hackman & Oldham, 1980, p. 103). Two
supplementary dimensions which have Dbeen helpful in

understanding jobs and employee reactions to them are

described as:

First, feedback from agents, 138 the degree to which the
employee rece.ves clear 1nformation about his or her
performance from Ssupervisors or from co—workers. It
supplements 1nformation about the feedback from the job

1tself and the effectiveness of his or her performance.

Secondly, dealing with others, defines the degree to
which the job requares the employee to work closely with

other people 1n order to carry out the work activaities.

Individual growth need strength vielded two separate

measures: The first, "would 1like format'" where respondents
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are asked to indicate how much they would like to have a
number of specified conditions presgsent in their jobs some of
which focus on growth-relevant aspects of the work: the
other "job choice format" where respondents show their
relative preference for jobs. The would like format was
measured on a ten (10) point scale which was transposed to a
seven (7) point scale during analysis. Most of the JDS 1tems
are expressed on a seven (7) point scale, where 1 was low
and 7 was high. The i1nstrument measures a number of job
characteristics that have been shown to atffect the work
motivation and satisfaction of job holders. It provides the
overall motivating potential score (MPS) of a job, as

described i1in the previous chapter, ranging from 1 to 343 (7

cubed) .

Hackman and Oldham (1980, p. 303-304) suggested

cautions in the use of JDS:

1- Job characteristics, as measured by the JDS, are not
independent of one another. We should be careful not to
overinterpret JDS scores for any single job characteristic
congidered alone. Often when a 3Job 18 high 1n  one

characteristic 1t 1s also high in others.

2- It 18 jJust as good empirically, and usually better
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simply to add up the scores of the five motivating job
characteristics to get an overall estimate of the motivating
potential of a job, rather than to use more complex formula

for the motivating potential score (MPS).

3- The validity of some JDS scales remains
unestablished. While 1t 1s to the credit of the instrument
that 1t discriminates well between jobs, 1t takes many
research studies relating a concept to other variables to

firmly establish the meaning of that concept.

4—- The survey warns that there 18 a relative ease with
which respondents who are so 1inclined can 'fake" their
gscores, deliberately distorting their answers to JDS 1tems.
The questionnaire was therefore anonymous to protect the

confidentiality of the respondent and to encourage

truthfulness.

5- The anstrument 1is not appropriate for use 1n
diagnosing the jobs of single i1ndividuals. The instrument
was constructed so that the reliabilities of the job
characteristic measures would be fully satisfactory when the

responses of five or more individuals who work on the same

Job are averaged.
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Careful and appropriate applications of JDS should
result in a useful and informative diagnostic tool. The JDS

was slightly modified for the purposes of this study.

Data Collection

The praincipal of each school was contacted personally
requesting permission to conduct the survey in their school.
A letter outlining the 1i1ntent and the procedures was

provided as both principals required their school council's

€ 3

permission (Appendix B). Once the approval was granted, each
respondent received a letter informing them that thear
principal and school council had approved the survey and
that they would soon be recelving the questionnaire
(Appendix C). Soon after, each teacher received a package

containing the following i1tems:

1- A covering letter (Appendix D) which explained the
study, why they had been chosen, an explanation of the
ethical concerns, the name and place to return the

questionnaire and the request for their co-—-operation.

- 2—- The questionnaire, "Job Diagnostic Survey' (Appendix
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A) 1n a booklet form.

3- The consent form which also guaranteed their

anonymity (Appendix E).

The questionnaires were distributed at each school and
the completed ones returned 1i1n the board's internal mail
service to a third party teacher. Returns were monitored

using the coding system incorporated into the gquestionnaire.

A letter (Appendix F) was forwarded to all the
respondents two weeks after each questionnaire was
distributed. This letter thanked those who had completed it
and reminded the others of the importance of their return. A
week later a personalized note was posted in the respective

teachers' lunch room, sSserving as a further reminder.

Data Analysis

A review of the raw data prior to analysis showed that
two (2) of the ninety-five (95) questionnaires had been
improperly completed or not filled. Ninety-three (93)
questionnaires were therefore wused 1in this study. The

calculations were done with the aid of STATPAC available at



¢ !

¢ 4

¢ 3

65

McGill University. Frequency distributions were generated to
identify independent dimensions: representation by high
school, gender, age, years of teaching experience, yvears of
teaching experience with LTA and level of education (Tables
1 to 6). Scores for the nineteen (19) )job dimensions
measured by the JDS were calculated wusing the american
scoring key provided by Hackman & Oldham (1980, p. 303-306).
The 1ndividuals results were tabulated to produce means and
standard deviations for the sample and for 1individual
independent dimensions within each classification. These
scores can then be compared with the appropriate American

norms provided by Hackman & Oldham (1980, p. 317).

In order to 1dentify the relationships within groupings
or between levels of independent dimensions with relation to
a dependent dimension a one-way analysis of variance was
conducted. The one-way analysis of variance permitted the
comparison of two or more means 1n order to establish
significant differences between them. A statistically
significant F-value at the p<0.05 level of significance
indicated that there was evidence suggesting a difference
between the means. The F-test requires that the probability
of obtaining a given F-value be determined by comparing 1t
to a sampling distribution of F based on two values for

degrees of freedom associated with the numerator and the
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denominator 1n the F-ratio. This allows the differences
among the mean scores for the sample to be evaluated
relative to any overlap in the sample distribution (Hinkle

et al., 1979, p. 244-262).

Limitati I iderati

The population chogen for this study was limited to two
public anglophone schoojs i1n the Lakeshore School Board. In
the past few vyears, english teaching establishments have
endured a turbulent period due to the change 1in government
and have suffered an enormous drop 1n enrollment but these
two schools have lately shown stability and even an increase
on both teacher and pupil! population. The teacher population
of these two school represents more than half of the LTA's

entire high school teacher population.

As an exploratory study based on the expectations and
perceptions of voluntary participants the results are
subjective and the findings must be interpreted with
caution. Indeed, even when used for its 1intended purposes,
speci1al care should be taken to ensure that respondents
believe that their own best interests will be served 1f the

data they provide accurately reflect the objective
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characteristics of the jobs and their personal reactions to

them (Hackman & Oldham, 1980, p. 31i4).

Further 1limitations and considerations beyond those

already mentioned are:

1- The selection of two anglophone public high schools
prevented generalization related to their respective school

board as well as other school boards.

2- The questionnaire method was considered appropriate
as 1t is an efficient tool to collect data with relative
2ase, within a reasonable time frame and at modest monetary

costs.

3- Valid responses depend on the clarity of the

questions and linguistic competency of the respondents.

4—- The mestionnaire may contain topics that may not be

appropriate to a particular situation or setting.

All limitations and considerations associated with this
study were carefully cogitated as the results were

interpreted.
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Chapter 4

Analysis and Findings

Introduction

In this chapter the data collected will be presented
and analyzed. An analysis of the demographic dimensions of

the sample will be presented.

The research questions will be addressed through the
one-way analysis of variance. Consideration will only be
given to significant differences within groupings or between
levels of independent dimensions. The research revealed only
five dimensions where significant differences were
indicated. It seems that these dimensions matter the most,
even though 1t may appear to teachers that other dimensaions

which matter to them are present in their work.

The one-~way analysis of wvariance of JDS scores for school
teachers by age, gender, as well as by name of the school
for all i1ndependent wvariables did not reveal any significant

differences, so they will not be presented.
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Thas findings relating to the firet research question

1. Which are the job characteristics which motivate

teachers?

Hackman and Oldham (1980) descraibe 5 core 3job
characteristics as skill variety, task identaity, task
significance, autonomy and feedback from 3jok. The rarst
three contribute to the experienced meaningfulness of the
work, autonomy contributes to experienced responsibility for
outcomes of the work while the last, feedback from the job,

contributes to knowledge of results of the work activities.

In an effort to assess the job characteristics which
motivate teachers Table 7 shows the means and standard
deviations for the job characteristics for our total sample
of Lakeshore school teachers, the American means and
deviations 1listed under the professional or technical
category, (the word technical has been disregarded in the
above table for the purposes of this study). Thirdly, 1t
only shows the American means for the national average since
the standard deviations were not provided by the original

authors.

There was no attempt to test significant differences in
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thi3s unalysis but the raw data (Teble 7) indicate that most
of {he dimensions were higher than the professional norms
and\or the national averages. According to Hackman & Oldham
(1980) the higher the score of the dimensions the more
important it becomes for the 1incumbents. Autonomy (6.0) was
the highest Quebec mean and was therefore important to the
teachers while task identity (4.8) the lowes:, was slightly
lower than the professional but higher than the national
American norm. Task identity was identified a problematic

area that matters most to teachers.

TABLE 7

MEANS AND STANDARD DEVIATIONS FOR TOTAL SAMPLE OF
SCHOOL TEACHERS AND AMERICAN NORMATIVE DATA
FOR CORE JOB CHARACTERISTICS

SAMPLE: QC. SCH. TEACHERSH NORM: PROFESSIONAL®S  NATIONAL AV.488
105 DIMENSIONS NEAN  S.D, MEAN  5.D. MEAN 5.0,
408 CHARACTERISTICS

SKILL VARIETY: 3.6 0.9 5.4 1,00 4.7 -
TASK TDENTITY: 4.8 1.3 S L20 4.7 -

TASK SIGNIFICANCE: 5.8 1o a6 0.9 5.5 -
AUTONDNY: 6.0 0.85 54 100 £.9 -
FEEDEACK FROI JOB: 5.3 L3 S L 4.9 -

t  QUEBEC SCHOOL TEACHERS=93
14 HACKMAN & OLDHAM 1980, p. 317
148 HACKMAN & OLDHAM 1980, p. 103
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findings ati he se d r a

2. Do the psychological states, the motivating potential
score, the internal work motivation, the feedback from

agents and dealing with others matter to teachers?

Hackman & Oldham (1980) described these dimensions:; the
three psychological states as experienced meaningful work,
experienced responsibilaty for outcomes of the work, and
knowledge of the actual results of the work activities. The
two related core characteristics, were not in their theory
but were also measured, the first being "feedback from
agents" to supplement information on feedback from the job,
the other "dealing with others'" to provide information to
what extent the job 1s interconnected with other jobs. ‘hen
someone has a nice sense of accomplishment or feels good
about themselves and what they are producing, c(his state of
affairs 1s termed 1internal motivation. It appears that
strong internal work motivation will develop and persist on
the 3Job when all three of the psychological states are

present.

There was no attempt to test significant differences in
this analysis but the raw data (Table 8) i1ndicate that the

lowest score 13 feedback from agents (3.4), and the second
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lowest 18 Kknowledge of results (4.9). These, respectively,
appear to matter most to teachers. The highest score,
dealing with others (5.8), 1s the same as the professional

norm and slightly higher than the national average.

TABLE 8

MEANS AND STANDARD DEVIATIONS FOR TOTAL SAMPLE OF
SCHOOL TEACHERS AND AMERICAN NORMATIVE DATA
FOR PSYCHOLOGICAL STATES AND
OTHER DIMENSIONS

SAMPLE: GC. SCH. TEACHERSS NORM: PROFESSIONALEY NATLONAL AV.$13
s owesios e s MOS0, WM MM 5.
CRITICAL PSYCHO. STATE:
EXPERIENCE MEANINGFUL WORK: Jub .89 3.4 .87 5.2 -
EXPERIENCE RESPONSIBILITY: 3.9 J9 3.8 72 3.9 -
KNOWLEDGE OF RESULTS: 4.9 96 3.0 99 2.0 -
QTHERS
FEEDBACK FROM ABENTS: 3.4 1.41 4.2 1.40 4.1 -
DEALIND WITH OTHERS: 3.8 1.24 5.8 56 3.6 -
INTERNAL WORK MOTIVATION: 3.7 .70 5.8 63 3.8 -

¥ QUEBEC SCHODL TERCHERS=93
88 HACKMAN & OLDHAM 1980, p. 317
$8t  HACKMAN & OLDHAM 1780, p. 103
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The JDS provided the motivating potential score (MPS)

to assess whether the respondents, regardless of how they
felt personally about their 3job, perceived the 3job of school
teacher as having the potential to motivate them. The MPS 1is
a combination of the five characteristics into a single
index that reflects the overall potential of a 3job to foster

internal work motivation on the part of the incumbents.

The MPS of the sample group of 174 points, out of a
possible 343, was higher than the American professional norm
(154) reported 1n Table 9. This indicated that the school
teachers' 3job provided an slightly above average potential

to motivate them.

TABLE 9

MEANS AND STANDARD DEVIATIONS FOR TOTAL SAMPLE OF
SCHOOL TEACHERS AND AMERICAN NORMATIVE DATA FOR
"MOTIVATING POTENTIAL SCORE"

SAMPLE: @C. 9EH. TEACHERSH NGRM: PROFESSIONALSS NATIONRL AV, 304
QUTCOMES HEAN 5.0 REAN 5.0 MEAN 5.0
MOTIVATING POTENTIAL SCORE 174 b3 134 93 128 -

¥ QUEBEC SCHOOL TEACHERS=93
§1 HACKMAK & DLDHAM 1980, p. 317
384 HACrMAN & OLDHAM 1980, p. 103
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The findings relating to the third research question

3. Do the respondents wvary on the basis of the demographic

dimensions?

Table 10 shows the means related to vyears of experience
with LTA. Skill variety which 1s the degree to which a job
requires a varilety of different activities in carrying out
the work showed the 1lowest score for respondents who had 5
to 8 vyears and the highest degree for respondents who had 1
to 4 years of teaching experience with LTA. If the target
Job's scores are less than one standard deviation away from
the normative mean, this suggests that an 1nsignificant
difference between the two scores may exist. If the target
score 18 (plus or minus) two or more standard deviations
from the focal norm, it suggests that the target job 1is
quite discrepant from the normative base. For example,
assume that a target teaching job has a task significance
gcore of 2.10 and this score 18 more than two standard
deviations away from the reported mean, this may suggests
that action to improve the task significance of the job

might be appropriate (Hackman & Oldham, 1980, p. 316).

Significant differences were found between the

following group means. Teachers with less than a vyear of
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experience with LTA perceived that they had less skill
variety in their job than the teachers who had 1 to 4 vears
of experience (p< .0l). ©Ski1ll variety was 1less for the
teachers who had 9 to 12 vyears, and those who had 21 to 24
vears (p<. 05). Teachers with 1 to 4 vyears of experience
with LTA perceived that they had more skill variety in their
Job than the teachers who had 5 to 8 years (p< .01) and more
than the teachers who had 13-16 vyears (p< .05). Teachers
with 5 to 8 vyears of experience with LTA perceived that they
had 1less skill variety 1in their 3job than the groups of

teachers who had more than 9 yvyears of experience (p<.09).

Table 11 indicates that the only significant dimension
for the '"context satisfactions" was satisfaction with job
security. The lowest mean was experienced by the employees
who had been teaching with the board for 1 to 4 years (3.45)
while the highest was with teachers of 25 and more vyears

(5.995).

There were significant differences between the
following group means. Teachers with 1less than a year of
experience with LTA perceilved that they had legs
satisfaction with their job security than the teachers who
had 9 to 12 vears, and the groups who had more than 17 vyears

of experience (p< .05).
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TABLE 10

ONE-WAY ANALYSIS OF VARIANCE OF JDS SCORES
BY YEARS OF EXPERIENCE WITH LTA FOR
"SKILL VARIETY"

YEARS OF EXPERIENCE CORE JOB CHARACTERISTICS
RITH LTA “SKILL VARIETY"

----- ;6:----'-__---_---_-—EE&&---—-----_- 5.0, &0. OF RESPONDENTS

s w1 YR A 0684 ;
1-4 b.19 0.783 12
3-8 3.83 1,635 2
9-12 3.95 0.864 8
13-16 3.42 0.779 17
17-20 3.50 1.072 22
21-24 3.89 0,918 13
253+ .76 1.134 19

In Table 11, teachers with 1 to 4 years of experience
with LTA perceived that they had less satisfaction with
their job security than the teachers who had 9 to 12 years
(p< .01), less than those who had 13 to 16 years (p< .05),
and less than the groups of teachers who had more than 17

vyears (p< .01).
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TABLE 11

ONE-WAY ANALYSIS OF VARIANCE OF JDS SCORES
BY YEARS OF TEACHING EXPERIENCE WITH LTA
FOR "SATISFACTION WITH JOB SECURITY"

YEARS OF EXPERIENCE “CONTEXT SATISFACTIONS®
WITH LTA “GATISFACTION WITM JOB SECURITY*
""" N WM S0 L OF AESPONENTS
oS T L YER s i o
1-4 3.45 2,136 12
3-8 3.0 3,336 2
9-12 3.87 V.64 8
13-16 S0t 1,485 17
17-20 2.13 1,606 by
2i-24 .30 1,907 12
25+ 5.93 1.301 10

The other ‘'context satisfactions", satisfaction with
pay, compensation, co-workers, and supervisors did not show
any significant differences but Hackman & Oldham (1980,
p.86) remind us that 1indivaduals who are vrelatively
satisfied with the above satisfactions will respond more
positively to enriched and challenging jobs than individuals
who are dissatisfied with these aspects of the work context.
Individuals who are satisfied with the work context also
have relatively strong growth need strength, and expect a

very high level of internal motivation.
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Table 12 indicates how the respondents with the lowest
score (2.62) on satisfaction with the 3job security had
recently Jjoined the profession. The highest (5.90) was
reached by teachers with 25 and more vears of teaching

experience.

There were significant differences between the
following group means. Teachers with 1 to 4 years of
teaching experience perceived that they had less
satisfaction with jJob security than the teachers who had 13
to 20 vyears (p< .001); less than the teachers who had 21 to
24 vyears (p< .01); and less with the teachers who had 25
vyears and more (p< .000). Teachers with 5§ to 8 years of
teaching experisnce perceived that they had less
satisfaction with job security than the group of teachers
who had 13 to 24 years of teaching experience (p< .05) and

less than the teachers who had more than 25 years (p< .01).

Hackman & Oldham (1980, p. 86) noted that how satisfied
people are with aspects of the work "context" may affect
their willingness or ability to take advantage of the

opportunities for personal accomplishment provided.
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TABLE 12

| ONE WAY ANALYSIS OF VARIANCE OF JDS SCORES
| BY YEARS OF TEACHING EXPERIENCE FOR
; "SATISFACTION WITH JOB SECURITY"

YEARS OF EXPERIENCE “CONTENT SATISFACTIONS®
f RITH ANY BUARD *SATISFACTION WITH JOB SECURITY*
- o - S.0. 0. OF RESFONENTS
e e VESR 2a2 s .
3-8 2.6b 2.887 3
9-12 4,72 1.752 1
13-1s 3.30 1.634 13
17-20 3.09 1.700 2
21-24 5.00 1.871 13
25+ 3.90 1.242 Pl

Table 13 indicates that the lowest mean reported for
"feedback from agents", which i1s the degree to which the
employee receives clear information about his or her
performance from sSupervisors or from co—workers, was for
respondents with 9 to 12 years of teaching experience (2.08)
and the highest was 13 to 16 vears (4.16). There were
significant differences Dbetween the following groups.
Teachers with 9 to 12 vyears of experience perceived that
they had less feedback from agents than the following groups

of teachers: 1 to 4 years (p< .001); 13 to 16 years (p<.01);




)

80
17 to 20 years (p< .001); 21 to 24 vyears (p< .01):; and for
teachers with more than 25 vyears (p<. 05). Teachers with 13
to 16 vyears of experience perceived that they had more
feedback from agents than the teachers who had 21 to 24
vears (p< .01). Teachers with 21 to 24 years of experience
perceived that they had less feedback from agents than the

teachers who had 25 vyears and more (p< .05).

TABLE 13

ONE WAY ANALYSIS OF VARIANCE OF JDS SCORERS
BY YEARS OF TEACHING EXPERIENCE FOR
"FEEDBACK FROM AGENTS"

YEARS OF EXPERIENCE A RELATED CORE CHARACTERISTILS
WITH ANY BOARD "FEEDBACK FROM AGENTS®

-----;6: --------------- HE;&_-- -;:5:-_- NB. OF RESPONDENTS
T s w8

3-8 2,77 0.836 3

3-12 2,08 0.882 i1

13-16 4.16 1.436 13

17-20 J.48 1.39 21

21-24 2.76 1.314 13

25+ 3.87 1,393 21

Table 14 1ndicates that respondents with 1 to 4 vyears
of experience had the lowest GNS score (4.61) or the needs

for personal accomplishments, for learning, and for
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developing themselves beyond where they are now. They may
not recognize the existence of opportunities provided, or
may not value them, or may even find them threatening and
balk at being '"pushed" or stretched too far by their work
(Hackman & Oldham, 1980, p.85). Respondents with 17 to 20
vears of experience 1ndicated the highest level of GNS

(5.64).

There were significant differences Dbetween the
following group means. Teachers with 1 to 4 vyears of
experience perceived that they had 1less (GNS) than the
groups of teachers between 13 to 20 vears (p< .05). Teachers
with 17 to 20 years of experience perceived that they had

more GNS than the teachers who had 21 to 24 years (p< .095).

Table 15 indicated that male respondents had a slightly
higher 1level of feedback from agents. There was a
significant difference between the following group means.
Female teachers perceived that they had less feedback from
the agents than the male respondents (p< .05). Teachers
appear to feel that they are not receiving information from
supervisors or from co-workers about his or her performance
enough of the time. This 1s not to say that they would of
would not 1like to receive any more. The answer to thas

question would have to be further reviewed.
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TABLE 14

ONE-WAY ANALYSIS OF VARIANCE OF JDS SCORES
BY YEARS OF TEACHING EXPERIENCE YOR
"GROWTH NEED STRENGTH"

YEARS OF EXPERIENCE MODERATOR

HITH ANY BOARD

"GRONTH NEEL STRENBTH®

NO MEAN §.0. NO. OF RESPONDENTS
B . -;._bl B L s

3-8 3.00 .333 3

9-12 3.29 0,613 1

135-14 3.36 0.794 13

17-20 3. 64 0.630 21

21-24 4.87 0,735 13

25¢ S.1b 0.523 21

TABLE 15

ONE-WAY ANALYSIS OF VARIANCE OF JDS SCORES FOR

MALE AND FEMALE SCHOOL TEACHERS FOR
"FEEDBACK FROM AGENTS"

A RELATED CORE CHARACTERISTICS

RESPONDENTS “FEEDBACK FROM ABENTS"

GMER MM S0 N OF RESPONDENTS
e e Lm oW
MALE 3.68 1,409 58

82
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This chapter reported and analyzed the data and
findings collected from the voluntary sample of secondary
school teachers. In an attempt to assess teacher motivation,
the research questions have been addressed and 1t would
appear that some of the dimensions 1in the Job
Characteristics Model matter slightly to teachers while
others matter greatly. One—way analysis of variance of JDS
scores included are: years of experience with LTA for skill
variety and for satigfaction with job security: vyears of
experience for satigfaction with job security, for feedback
from agents, and for growth need strength; for male and
female school teachers for feedback from agents. A summary

of the findings will be presented i1n the next chapter.
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Chapter 5
Summary, Implications and Conclusions
Introduction

There have been many changes in our culture, our
attitudes, and our technology. Numerous studies showed that
much time and effort have been devoted to analyze and
explore the amount and kind of motivation that a child needs
in order to learn. Today's society requires a highly
motivated teacher who can teach while displaying creative,
and innovative behaviors. Assessing and improving teacher
motivation has become a continuing concern of educational
leaders. Therefore the purpose of this study was to assess
the motivation for a group of school teachers using the "Job
Characteristics Model" and the 'Job Diagnostic Survey

presented by Hackman & Oldham (1980).

The voluntary sample consisted of secondary school
teachers in anglophone schools in the Lakeshore school
board. A one-way analysis of variance was used to identify
the significant differences between the means of respondents

grouped by demographic variables.
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3 f the Findi

Three questions served as guide for this study:

1. Whaich are the job characteristics which motivate

teachers?

- T

2. Do the psychological states, the motivating potential

gscore, the internal work motivation, the feedback from

agents and dealing with others matter to teachers?

i
i

B
w

Do the respondents vary on the basis of the demographic

dimensions?

Based on remarks from Hackman & Oldham (1980), the

following findings and observations were made for the

research questions:

b TR

The first question as it relates to core 3job
characteristics 1indicated autonomy as the highest score for
school teachers, followed by task significance, skill
variety, feedback from the job and lastly task identity. It
would appear that teachers of the study could possibly
attain the greatest 1level of motivation when their job

. provided substantial freedom, independence, discretion in
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class scheduling, and 1in determining the procedures to be
used. Then, teachers seemed to think that 1t was
motivationally important that their job had a substantial
impact on the 1lives of other people, followed by the fact
that their job in carrying out the work, required a variety
of different activities which i1nvolved the use of a number
of different skills and talents. The next dimension which
mattered most motivationally to teachers looked at how
carrying out the work activities required by the 3job
provided them with direct and clear i1information about the
effectiveness of their performance. The least motivating
characteristic was related to the fact that very often they
did not find their work meaningful since they were not

responsible for each of their students as a '"whole."

In question two, of the critical psychological states,
experience meaningful work was the highest degree, followed
by experience of responsibility, and knowledge of results.
It would appear that teachers perceive that they are
responsible for their work, that it "counts", and serves a
purpose. Then, teachers seem to perceive that they were
personally &ccountable for the work outcomes. Their own
initiatives or efforts could have made them personally proud
when they did well or sad when they did not. Apparently, 1t

did not seem to matter as much to teachers whether they knew
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1f they performed well or poorly. Hackman & Oldham (1980)
mentioned that 1t appeared necessary for all three of these
psychological states to be present for strong internal work
motivation to develop and persist. Therefore, it could be
concluded that the teachers in the study had relat.vely high
internal motivation but there was still room for

improvement.

The other dimensions revealed dealing with others as a
relatively high score, followed closely by 1internal work
motivation and finally was feedback from agents with the
lowest score of all. The results would indicate that 1t is
important for teachers that their 3job requires that they
work closely with administrators and other teachers. They
would appear to have had more personal responsibility for
successes and failures that occur on the job and were more
willing to accept personal accountability for the outcomes
of their work. Feedback from agents was not in their job
which could have been an indication that the teachers may
want some -so 1t matters to them. Knowledge of the results
of one's work 138 affected directly by the amount of feedback
the person receives from doing the work and secondly by

feedback from the agents.

The MPS score of 174, out of a possible 343, was higher
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than the American professional or technical norm of 154. The
teachers' job were high on at least one of the three
characteristics which prompt experienced meaningfulness, and
high on both autonomy and feedback as well, thereby creating
conditions that foster all three of the critical

psychological states (Hackman & Oldham, 1980, p. 81).

The third question revealed that the respondents varied
on the basis of some demcgraphic dimensions. Those reported
were skill variety, satisfaction with job security, feedback
from agents, and growth need strength. The only significant
differences revealed were with vears of teaching experience,
vears of teaching experience with LTA, and gender. Age, sex
of the respondents and name of the school where they taught

did not prove to be significantly different.

Implications

As a direct result of the study conductasd with the Job
Characteristics Theory and looking at teacher motivation 1in
the two schools of the Lakeshore school board, 1t 1s
apparent that there is room for improvement. In an effort to
increagse the motivating potential for the school teachers

and offer them a better working place, various implications
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may possibly be presented to assist the administrators. The
problem of motivating staff 1s complex and no easy solutions
applicable to the teachers and their tasks have been
developed. It 1s recommended that future research could
include more schools 1n the board, or a further study be
done to compare the motivation of elementary school teachers

with the study conducted at the secondary level.

The wvalues of our society have become increasingly
unstable and the rapid change 1n what people believe has
become the norm. People of all ages now have difficulty 1in
deciding what 18 really worthwhile in 1life. People now
desire a fuller sampling of life and distribute their waking
hours among numerous at—work and away-from-work interests. A
greater diversity of recreational activities can possibly
mean a decrease 1n the amount of effort available for the

Jjob.

Grant (1982) reported that Protestant work ethic has
foundered and stumbled 1n recent yvyears. Fewer individuals
believe that hard work 1is the mark of a righteous person.
Fewer believe that all good automatically comes to those who
work hard. People are not taking great pride in their work.
Hard work and quality individual output are no longer widely

viewed as synonymous with personal success. For emplovees to
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be motivated, they must receive valuable outcomes for high

effort and rewards must have high values.

The rise of unions, 1ncreased organizational size, and
increased specialization may have decreased the employee's
identification with the educational system. The absence of a
sense of obligation to the profession may reduce motivation.
Teachers lacking lovyalty may not 1internally accept
educational goals while teachers with high loyalty may feel
commitment to these goals as they feel they owe a fair day's

work for a fair day's wage and that the school deserves

their best effort.

Hackman & Oldham (1971) observed that the job must
allow a worker to feel personally responsible for a
meaningful portion of his work (autonomy), provide outcomes
which are intrinsically meaningful or otherwise experienced
as worthwhile (task identity and varaiety), and provide
feedback about performance effectiveness (responsibility).
In the study of the five job characteristics of the theorvy,
principals must recognize that the teachers considered
autonomy as the most important dimension of their job, then
came task significance, skill variety, feedback from the
job, and task identity. The administrators must continue to

allow and encourage teachers to exercise autonomy in making
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decisions, to 1ncrease individual responsibilaty in
developing and 1implementing teaching programs, and to

develop professional skills.

As Scott (1966) recommended today 1t is also probably
advisable that administrators permit some moderate level of
variety simply to keep the teachers from being Dbored with
his or her work so that once this is achieved, experienced
meaningfulness of the work could possibly vary directly with
the amount of task 1identity present. A report 1ssued by the
U.S. Department of Health, Education, and Welfare (1973)
supported that long-term work on simple, routine tasks can
reduce an 1ndividual's desire for personal growth and

development.

Teachers have often regarded achievement, trecognition
and responsibility as high attitude sequences and
adminigstrators must encourage these aspects to foster and
grow. Teachers must be given the opportunity to show what
they can do. Their efforts must be recognized and rewarded
to the extont that this is possible within the system. It
comes down to treating people with respect for their
individualaty and consideration for their feelings. It means
caring about others, about their personal well-being. It

means giving them a chance to show what they can do even 1f
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that 1s sometimes 1nconvenient. It means encouraging and
helping them to meet their full potertial i1n their careers.
If a person's work per se adds to his or her happiness, then
the job in 1tself becomes the ultimate motivator. The
administrators should attract the keenest minds. the finest

personalities, and the most humane people.

Some authors including Milbourn, Jr. (1980) believe
that money 13 a means to attract, hold, and motivate
employees toward organizational objectives. Money has the
ability to help satisfy human needs at several levels. Money
gseems to matter to those who don't have 1t or fall short of
personal goals. Johnson {(1986) states that the best teachers
stay 1in teaching because of 1ntrinsic rewards, although they
may be forced to leave because of poor salaries or working
conditions. At some universities where professors' salaries
are published, the morale and motivational level of many
reach the low point of the year when their pay 1s pranted 1in
the paper. Then, i1t may be advisable for all administrators
not to make salaries of i1ndividuals known. The study
revealed that 1t 1s important to teachers but 1t did not
offer any significant differences withain and between the

groups.

Other c<considerations for the administrators connected
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with the study, may be that they want to continue theair
staff's opportunity of sgsetting their own goals, of designing
tasks which are more 1nteresting. Administrators could
encourage teachers to participate in the decision making
process which gives them a greater latitude in the way they
do their 3job, and to take part 1i1n more professional
development training so they can increase their professional

competence.

conclusions

The two secondary schools 1in the study proved to be
homogeneous 1n many respects and as a result revealed only a
few significant differences described earlier. Creating a
climate which will 1inspire teachers to achieve above the
fullest extent of their capabilities 1s a problem shared by
many administrators who are concerned that the teachers
reach their full potential. It 1s highly probable that the
obtained results in the study were due to the high

organizational climate of the schools.

Hoy & Maiskel (1987) described organizational climate as
a broad term that refers to teachers' perceptions of the

general work environment of the school: 1t is influenced by
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the formal organizataion, informal organization, by the
personalitaies of participants, and organizational
leadership. It 1s a broad concept that denotes members'

shared perceptions of tone or character of the workplace: 1t
1s a set of i1nternal characteristics that distinguishes one

school from another and influences the behavior of people 1n

school.

The two schools probably have similar shared values. a
high degree of thrust and esprit, and low disengagement.
This may suggest a climate in which both the principal and
faculty are genuine 1i1n their behavior. The teachers probably
work well together and seem committed to the task at hand.
Teachers are more than likely not burdened with paperwork,
are not supervised closely., nor boggled down by a myriad ot
rules and regulations. The schools are probably not
preoccupiled exclusively with either task achievement or
social needs satisfaction, but rather both emerge freely and
without coercion. Hackman & Oldham (1980) mentioned that the
regspondents 1in this situation should respond eagerly and

positively to the opportunities provided by enriched work.

The obtained results of the study may be related to the
organizational culture of the schools. Concern for the

culture of the work group 18 not a new concept and 1in order
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to better wunderstand motivation 1in the schools 1t was
reviewed. Organizational culture (Hoy & Miskel, 1987) is
typically defined in terms of shared orientations that hold
the unit together and give 1t a distinctive identaity. It is
another attempt to get at the feel, sense, atmosphere,
character, or 1mage of an organization. It may be probable
that what 13 shared by the teachers 1n the schools of the
study and probably in thezir board. Norms, values,
philosophies, perspectives, beliefs, expectations,

attitudes, myths, or ceremonies are very similar.

Supposing that the organizational climate and culture
were similar in both schools, 1t may be possible that the
principals i1in the study have a similar leadership style.
Numerous definitions have been given for leadership but
Stogdill (1950) described 1t as the process of influencing
the activities of an organized group toward goal setting and

goal achievement. He (1948) classified the personal factors

associated with leadership as capacity (1ntelligence,
alertness, verbal facilaity, originality, judgment),
achievement (scholarshaip, knowledge, athletic

accomplishments), responsibility (dependability, 1nitiative,
persigtence, aggressiveness, self-confidence, desire to
excel), participation (activity, sociability, cooperation,

adaptability, humor), and status (socioeconomic position).
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The concept of leadership 1mplies that there are
followers but the situations wunder which different groups
and i1ndividuals w:ll follow wvary considerably. Leadership
depends on the position, behavior, and personal
characteristics of the leader and\or the character of the
situation. It may have also been possible that the
department heads displaved similar leadership styies. The
most successful leaders are always those who pay most
attention to the people who follow them. If a leader cares
about what happens to his\her followers, his\her followers
will «care about what happens to him (The Rovyal Bank of
Canada) . It is important for leaders to remember that the
teacher works best under certain types of educational

structure as a proud and professional human being.

Administrators who make a serious effort to understand
their teachers become Dbetter-motivated themselves, because
they come closer to fulfilling their own ego and self-
expression needs in the process. Motivation must, 1in fact,
work two ways because superiors must be open to thear
subordinates' 1nfluence if they expect the subordinates to
be open to theirs. The crogs-motivation that comes from
healthy superior-subordinate relationships gives rise to an
ideal working climate, not only for the people directly

concerned, but for the organization as a whole (The Rovyal
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Bank of Canada).

Numerous researchers have shown that people, from
newborn infants to mature adults, seek out occasions to
explore and manipulate their environments and to gain a
sense of efficacy by testing and using their skill (Kagan,
1972; and White, 1959). The curriculum prescribed by the
Ministry of Education contains compulsory and optional
objectives. It should be adapted for various aspects of
enrichment, personalization, and teaching approaches
appropriate to the school population served. The school
board needs to make every possible effort to preserve and
renew the effectiveness and efficiency of both teachers and
administrators to make the most of their yvyears of experience
and their wisdom. Spitzer (1980) recommended various ways to

motivate the teachers and achieve these goals.

Every school has complex relationships, power,
structures and traditions. The needs and interests of
students are at the heart of teachers' work but teachers are
not full-time psychologists, social workers, police
officers, annual curriculum revisers, computerized geniuses,
or duplicating clerks as they are asked to be. It requires
bondless energy, enthusiasm, knowledge, skill,

understanding, a sense of humor and above all, time (Groves,
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1984). The best ways to motivate teachers for sustained and
improved work are apparently a complicated puzzle and have

vyet to be learned.
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SECTION ONE

This part of the questionnaire asls you to describe your Job as
obrectively as you can.

Flease do not use this part of the questionnaire to stiow how much you
lite or dislite your job. Questions about that will come later. lnstead,

try to make your description as accurate and as obiective as you
possibly can.

A sample guestion 15 given below

A. To whet extent does your 1ob require that you wort with mechanical
equipment 7

1 2 T 4 ] ) 7
Very littley the aob Moderately Very muchi the iob
requires almost no requires almost
contact with mechanical constant work with
equipment of any tind mechanical equipment

You are to circle the number which 1s the most accurate description of
your 1ob.

If for example your Job reguires you to worl with mechanical equipment &
good deal of the time - but also reguires some paperwort — you might
circle the number si1v,y as done 1n the esiample above.

Once these i1nstructions are clear please turn the page and beqin.
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JOB DIAGNOSTIC SURVEY
(Moditi1ed)

Thie questionnaire 1s a modifired JIDS. Some changes have been
made to the original questionnaire so that 1t 15 better
suited to the t1eld ot education. The original JDS was
developed as part of & Yele University stuuy ot aobs and how

people react to them.

U the tollowing pages yvou will +i1nd several ditferent binds
ot questions about vouwr aob. Specitic i1nstructions are given
al the start ot each section. Flease read them carefully. it
should tale no more than 25 minutes to complete the entire

gquestionneire. Flease move throuagh 1t quich iy,

The questions are desiagned to obtain vour perceplions of

your Job and your reactions to 1t.

There are no 11 1ch gquestions. Your individuel answers will
be ltepl completely contidentiel. Flease answer each 1tem as

honestly and frantly as possible.

Thank you for your cooperation
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SECTION ONE

This part of the guestionnaire asts you to describe your 1ob as
obiectively as you can.

Flease do not use this part of the questionnaire to show how much you
like or dislite your job. Ouestions about that will come later. lnstead,

try to make your description as accurate and as oblective as you
possibly can.

A sample guestion 15 given below

A. To what extent does your 1ob reguire that you worl with mechanical
equipment 7

1 2 M 4 = 6 7
Very little: the 1ob Moderately Very much: the aob
reguires almost no requires almost
contact with mechanical constant work with
equapment of any hind mechanical equipment

You are to circle the number which 1s the most accurate description of
your job.

1f for example your job recwires you to worl with mechanical eguipment a
good deal of the time - but slso reguires some paperwort - you might
circle the number si1u, as done 1n the eyample above.

Once these instructions are clear please turn the page and begin.
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1. To what entent does your 1ob reguire you to work tlosely with other
people (either "clients" or people i1n related jobs 1n your organi-—

~ation) °
1 ~

Very li1ttle; dealing
with other people 1s
not &t all necessary
1n doing my 3job

%]

4

wn

Moderately;
some dealing
with others
15 necessary

&6 7

Very muchs dealing
with other people
15 an absnlutely
essentral and
crucial part of
doing the aob

«s« How much autonomy 1s there 1n your job 7 That 1s, to what estent
does your 31ob permit you to decide on your own how to go about

doing your work 7

i 2

[

Very little; the Jaob
give me almast no
"eay" about how and
when the wort i1s done

2«  To what entent does your

] 3

Moderate autonomy;
many thinge are
standardized and
not under my
control but 1 can
matl e some decisions
about the wort

=] 7

Very muchj the aoh
gives me almost
complete responsi-
bility for deciding
how and when the
worl 1s done

jo0b i1nvolve doino a whole and identitiable

prece of wortk ™ That is, 15 the 10b a complete piece of wort that
Nat an obvious beginning ano end ~ Ur 1€ 1t only a smell part part
ot the overall plrece of wort, which 1= firished by other people

1 z M

My 21o0b 1s only a tiny
part af the overall piece
of worly the results of
any activities cannot be
seen 1n the final product
or service

4 ¥

My Job 1s a modera-
te~sized “chuni" of
worls; my own contri-
bution can be seen
in the final outcome

[} 7

My Job i1nvolves
doing the whole
piece of work, from
start to finmish;
the result of any
activities are seen
1n the final
product or service

L
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o 4. How much variety 15 there i1n your job ™ That 1s, to what e:xtent
o does the Job require you to do many different things at worl, using
a variety of your stills and talents "'
1 2 2 4 o & 7
Very littles the Job Moderate varietv Very much: the job
. requires me to do the reguires me to do
same routine things many difterent
over and over again things using a
. numbel ot different
; st1lls and talents
|
i 9. 1n general, how significant or amportant 1s your aob 7 That is,
E are the resulte of your work lilely to significantly atfect the
: lives or well-being of other people ~
v
g 1 2 B 4 S & 7
: Not very significant; Moderately Highly significant;
f the outcomes of my wort significant the outcomes of my
E are not litely to have wortk can affect
. important effects on other people 1n
i other people very i1mportant ways
{ s 6. To whet extent do superiors or co-worlers let you |t now how well
; . you are doing your lab 7
1 o o 4 g & 7
Very littles people Moderatelys Very muchs
almost never let me sometimes people SUper1o0rse or cao-
bnow how well 1 am may give me worlers provide me
aol1ng teechbact s other with almost cons-
times they may tant feedbact about
not how well 1 am doing

7. To what eutent does doing _the Job i1tselt provide you with intorma=
tion about your wort performance " That 1s, does the actual wort
1tself provide clues about how you are doing-aside {from anv
"feedbact" co-worlers or supervisors may provide T

1 2 M 4 o 6 7
Very little; the aob Moderatelys Very muchs the Job
1tself 15 set up so I sometimes doing the 18 set up so that 1
could wort +forever Job provides get almost constant
without finding out feedbact to me; teedback as I work
how well 1 am doing sometimes 1t does about how well 1 am
not doing

. 3
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SECTION TWO

Listed below are a8 number of statements which could be used to describe
a Job.

You are to i1ndicate whether each statement 1s an accurate or an
1naccurate description of your job.

Once again, please try to be as obaective as you can 1n deciding how

accurately each statement describes your Job -~ regardiess of whether you
Iite or diclaite your Job.

Write a number in the blant beside each statement, based on the
following cscale:

How_accurate 15 the statement in describing your aob ?

1 I~ 3 4
Very Mostly 8lightly Uncertain
1naccurate 1naccurate 1naccurate
) 6 7
Slightly Mostly Very
accurate accurate accurate

8. The 1ob requires me to use a number of comple:r or high-level
sti1lls.

Y. The iob requires a lot of cooperative wort with other people.

10, The aob 1s arranged so that 1 do not have the chance to do
an entire piece of wort from beginning to end.

11. Just doing the wort required by the Job provides many chances
tor me to figure out how well I am doing.

12. 7The 1ob 15 quite simple and repetitive.

1%, The 1ob can be done adequately by a person worting alone -
without talling or checling with other peagple.

14. The supervisors and co-worters on this Job almost never
give me any "teedbact" about how well I am doing 1n my wori,

13. This 1ob 15 one where a lot of other people can be affected
by how we'l the wort gets done.

o

¢ 3

3

g
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16. The 1ob denies me any chance to use my personal 1mitiative or
Judgment 1n carrying out the wori.

17. Supervisors often let me lnow how well thint 1 am performing
the job.

18. The job provides me the chance to completely f1nish the
pi1eces aof work I beqgin.

19. The Job 1tzelf provides very few clues about whether or not 1
am performing well.

20. The 1ob aives me considerable opportunity tor 1ndependence
and {reedom 1n how 1 do the wort.

21. The ob 1tself 1s not very significant or i1mportant in the
broader scheme of things.
SECTION THREE

Now please i1ndicate how you persaonally feel about your job,
Each of the statements below 1s something that a person might say about
his or her job. You are toc indicate youw own personal feelings about
your job by mariing haw much you agree with each of the statements.
Wite & number 1n the blant for each statement, based on this scale:

How much do you agree with the statement ™

i Py 3 4
Disagree Disagree Disagree Neutral
strongly slightly

5 b 7

22, It’e hard, on this job. for me to care very much about
whether or not the worl gets dore right.

2%, My opinion of myself goes up when 1 do this Job well.
24, Generally speating, I am very satistied with this nob.

25. Most of the things I have to do on this 1ob sees useless
or trivial.

26. 1 usually inow whether or not my work 1s satistactory on this
Jab,

1)
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“7. 1 +eel o great sense ot personal satistaction when 1 do this
Job well.

28. The worl 1 do on this job 1s very meaningful to me.

29. 1 feel a very high degree of personal responsibility for
the wort 1 do on this Jaob.

20, 1 frequently thanl of quitting this xab.

1. | feel bad and unhappy when ] discover that 1 have performed
poorly on thie Job.

>0, 1 ptten have trouble figuring out whether I'm doing well or
poorly on thas 1ob.

e

Z7. 1 +eel I should personally tate the credit or blame for the
results ot my worl on this job.

>4, 1 am generally satiefied with the tind of wort I do in this
Job.

5. My own feelings generally are not aftected much one wav or
the other by how well 1 do on this Job.

—_ Z&. Whether or not this Job gets done right 1s clearly my
responsibillity.
SECTI10ON FOUR
Mow please 1mdicate how satisti1eoc you are with each @zspect of vour Job
f1sted below. Unce again, write the appropriate number 1n the blant

becside each stztement.

How satisfied are you with this aspect of your Job 7

1 2 3 4
E:tremely Dissatictied Slightly Neutral
dissatisfied dissatisfied

5 & 7
Slightly Satisfied Extremely
sstistied satistied

7. The amount of job security I have.

——_ 3. The amount ot pay and fringe benetits I receive.

¢ 3

¢
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0

The amount of personal growth and development 1 get i1n doing
my Jab.

40, The people 1 talt to and wort on my Job.

41. The degree of respect and fair treatment Il receive trom my
direct supervisor.

47, The feeling of worthwhile accomplishment 1 get from doing my
Job.

4%, The chance to get to know other people while on the 1ab.
44, The amount of support and quidance 1l receive trom my superior

45. The degree to which I am fairly paid for what I contribute to
this orgamication.

46. The amount of i1ndependent thought and action I can exercise
1n my 1ob.

47, How secure things look for me in the future i1n this
organization.

48, The chance to help other people while at wort.
43, The amount of challenge in my Job,

30. The overall guality of the supervision I receive i1n my wortk.

SECTION FIVE

Now please thini of the other people i1n your organication who hold the

same job you do. 1f no one has eiactly the same 1ob as you, thint ot the
Job which 15 most similar to youres,

Flease thint about how accurately each of the statements describes the
feelings ot those people about the Job,

it 15 gquite &all right 1t your answers hetre are ditterent +rom when you
described you own reactions to the job. Often ditferent people feel
gquite ditferently about the same 1ob.
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Unce again, write & number i1n the blant for each statement., based on

this

scale:

How ouch do you earee with the statement 7

1

Disagree
strongly

ot,

2 2 4
Dicagree Disagree Neutral
slightly
5 ¢ 7
fgree Agree Agree
slightly stronaly

Most people on this 3job feel a great sense of personal satis-—
faction when they do the job well.

Most people on this 1ob are very satistied with the Job.

Most people on this iob feel that the word i1s useless or
trivial,

Mosi people on this Job tale a great deal of personal respon-
sibi1lity tor the wort they do.

Moset people on thie ob have a2 pretty good idea of how well
thev are performng their worl.

Most people on this Job +ind the wort very meamingful.

Most peaple on this 1ob feel that whnether o not the 1ob gets
done right 1s clearly their own responsibility.

Feople on this job often thint of quitting.

Most people on this 10b teel bad ar unhappy when they find
that they have performed the wort poori,.

Mosi people on this 1ob have trouble figuring out whether
they are doing a good or bad aob.

¢

¢ 3
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SECTION SIX

Listed below are a number of characteristics which could be present on
any 1ob. Feople differ about how much they would lite to have each one
precent in their own Jobs. We are i1nterested in learning how much you
personally would like to have each one present i1n your jab.

Using the scale below, please indicate the degree to which you would
I1le to have each characteristic present i1n your Job.

NBTE: Yhe rnumber on this scale are different from those used 1n previous
cales.

wn

4 ] b 7 8 9 10
Would 1li1}te having Would lite Would lite having
this only a moderate having this this extremely
amount (or less) very much auch

61, High respect and tair treatment from my supervicor.

___ 62, Stimulating and challenging worl.

—_— 2. LChances to exercise 1ndependent thought and action in my aob.
b4, 0Graat job security.

63, Very triendly co-worters.

— ¢4, Opportunities to learn new things trom my wori.

. &7. High salary and good fringe benefits.

68, Opportunities to be creative and 1maginative 1n my wari.

69. Ouicl promotions,

70. Opportunities {for personal growth and development 10 my Job.

71. A sense of worthwhile accomplishment in my wWorb.

10
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SECTION SEVEN

Feople difier 1n the binde ot Jobs they would most lite to hold. The
guestions 1n this section give you a chance to say aust what 1t 15 about
& 1rp theat 18 most 1mportent to vou.

For each question, two different linds of aobs are briefly
described. You are to i1ndicate which of the jobs you personally
would prefer - 14 you had to male a choice between them.

In ancewering each guestion, assume that evet ythino else 2bout the Jobs
18 the same, Fey attention only to the characteristics actuallv listed.

Twa wramples are given below.

JOB A JUE E
A 1ob requiring worl A Job reguiring wort
mechaniceal equipment with other people most
moct ot the day of the day
1 2 Z 4 S
vtrongly Slightly Neutral Slightly Strongly
preter A preter A prefer B prefer B

4 vou l1te worting with people and worting with equapment equally well,
vyou would circle the rumber 2, &= has been done 1n the example.

Hete 12 amotner exsmple. This &els +tot a hearder choice - botween two
Jobe which have some undesirable features,

11

«1
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JOB A

A Job requiring you to
expose yourself to
conciderable danger

1 2
Strongly Sliaghtly
preter A preter A

Neutral

121
JOB B

A 1ob located 200 miles
trom your home and

tamily
4 o
Slightly Stronaly
preter b preter k

1f vou would elightly preter risting phyeical danger to worling far trom

vour home, you would circle number o,

&= has beern done 1n the enample.

Betore continuing please be sure that you understang enactly how to do

these questione, then caont:inue.

JOE A

-

72, A 1ob where the pay
15 very qood

1 2

ttrongly Sliahtly

prefer A prefer A
JOE A

7. R 30D where you are
often reguired to mate
important decisions

1 2
Strongly Slightly
preter A prefer A

-
&

Neutral

-
-+

Neutral

JOE R
A 10b where there 1s
cornsiderable opportunity
to be creative and
1nnovative

4 s

Slightly Hirongly
preter b preter H

JUB B

A 1o with meny pleasant
people to wort with

4 5

Slightly Strongly
prefer B preter H
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JUE

/4. A 1wb 1n which greater
responsibility 18 given
to those wio do the best

Wor
i 2
stronaly Slightly
preter A preter F
JUr #

/. R Job 1noan organization

which 1 1n financial trouble

and might hav2 to close down
Wwithin the year

1 2

Strongly Slightly

preter & Eret+er A
JUB A

/6. A very routine 1ob

1 2

Stronoly Slaighttly

preter A prefter &
JUE A

77. A 1ob with & supervisor
who 1 often very critical
of you and your wort in
front ot other people

1 2
Stronoly Slightly
preter A preter A

Neutr al

-
-

Neutral

Neutral

Neutral

JOB B *
&
A jJob 1n which areater
responsibility 1s given
to loyal employees who
have the most seniority

4 3
Slignhtly Stronaly
prefer B preter B .
JOB b

A 1ob 1n which you are
not allowed to have any
say whetever 1n how your
wort 1e scheduled, or 1n
the pracedures to be
used 1n carrying 1t out

4 S
Sitightly Strongly
preter B prefer B

JOE E

A 10b where vour
co-woriers are not very

triendly
4 o
Slightly Strongly
preter B prefer B
JOB B

A Job which prevents you
from using a number of
sti1lls that you worted
hard to develop

4 =]
Slightly Strongly
prefer B preter E
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JOB A

78. A 1ob with & supervisor
who respect you and treats

you fairly
1 2 E
Stronaly Slightly Neutral
prefter A prefer A

JOB A

79. A 1ob where there 15 a
rezl chance you could

be laid off
1 p M
Strongly Slightly Neutral
prefer A preter A
JOB A

8J. A J0b in which there 1s
& real chance for you
to develop new shi1lls
and advance in the organization

1 2 o
Strongly Slightly Neutral
prefer A prefer A

JOB A

81. A jJob with little freedom
and 1ndependence to do
your wori i1n the way you thint

best
1 2 o
Strongly Slightly Neutral
preter A prefer A

14

123
JOE H
A 3Job which provides
constant opportumities
tor you to learn new and
1nteresting things

4 ]

5lightly Strongly
preter B preter b

JoB B
A 1ob with little chance
to do challenging worl

4 ]

Slightly Strongly
preter B preter H

JOR B
A 10b whach provides
lots of vacation time
and an excellent fringe
benetits pact age

4 ]

Slightly Strongly
prefer b preter H

JOB H

A 10b where the worting
conditions are poor

4 5

Slightly Strongly
prefer E prefer H
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JOE

8. w 3ob with verv
ectistyino teamwort

] P

vtronaly Slightly
ptetier w prefter M
JUbh w

.o A oJ0b which offers lattle
or nt challenoe

1 2
5trongly Slightly
preter A prefer A

JOE H

A Job which allows you
to use your stills and
abi1lities to the fullest

entent
2 4 S
Neutr &l Slightly Strongly
preter E prefer H
JOE B
A Job which requires you
to be completely i1scla-
ted from co-worlers
3 4 o
Neutr &l Slightly Strongly
prefer B prefer b

SECTiON EIBHT

Birogrephiczl Bachground

B4, fAre vou male __

Li. mLe- Jrovpd

o0 - 2% -

or female

Iy

40 - 49; 50 ang more

86. What 1s the highest level of education you have finished °

Bachelor's dearee

Doctorate’s degree

Master 's degree

B/. How many yesrs of teaching experience do you have

- 1 -4 S
— 9 -8 —_
9 - 12

17

29 and more

¢ 2

¢
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What levels have you taught ”

Frimary (elementary) __ Secondary

What 1s the name of the school 1n which you are teaching

How many years of enperience 1n the actual organization do you
have ™

Less then i G -1z 21 - 24
1 - 4 17 - 16 25 and more
5 -8 17 - 20

YOU FOR YOUR COOFERARTION

16
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Appendix B

McGill University

Administration and Policy Studies in Education

March 21, 1988

The principal

In the near future, as a Masters student from
McGill Unaversity. I will be conducting research for a
thesis entitled: '"Motiwvation in secondary public school
teachers'. Your permission to conduct the study is
required to survey the teachers from your high school.
They will be asked ¢to complete a questionnaire
concerning numerous factors which influence their work.

Please be assured that both +the name of your
school and the identities of your teachers will be kept
confidential. The results will Dbe wused only for my
thesis purposes.

Your cooperation with this project would be
greatly appreciated. Should vyou have any inquiries
regarding any aspects of the research, please do not
hesitate to contact me personally or at 695-3214.

Respectfully yours

Nicole Fournier(Miss)
Graduate Student
McGill University
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Appendix C

McGill University

Administration and Policy Studies in Education

March 28, 1988

The teacher

Dear Participant

Within the next few weeks you will be receiving a
questionnaire from McGill University graduate student
who ig conducting research on factors which influence
your work. Your input is very important to this study.
It is essential to this research to receive an adeguate
number of responses and I would apprec:iate vyou taking
time out from vyour busy schedule to complete the

questionnaire and return i1t within the shortest delay
possible.

Thanking vyou for vyour understanding and vyour
valuable cooperation,

Yours sincerely

Signature of the princapal

127
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Appendix D

McGill University

Administration and Policy Studies in Education

April 11, 1988

Memo: To the teacher

From: Miss Nicole Fournier

Re: Questionnaire from McGill University
Dear participant

Your principal has kindly granted permission for
me to survey teachers in your school concerning teacher
motivation in their work as part of my research for my
M.A. degree from McGill University. The information
received will provide the primary data for my thesis
entitled: “Motivation 1in gsecondary public school
teachers".

Your valuable experience as a teacher with the
Lakeshore School Board will provide us with important
inforwmation which will contribute greatly to this study
and to research on teacher motivation. We would
appreciate you taking the time to complete the enclosed
questionnaire assuring you that your responses will be
kept confidentaial.

In order to avoid any bias on the researcher's
part, a third party will assign an identification
number to each teacher in your school. This person will
gather the consent forms and the questionnaires and
after verification will turn over the surveys to the
reseacher.

e s T e T Ao B st A A e

P EPRRRY
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We hope to start the analysis in the near future
and we hope that you would return the questionnaire by
April 29, 1988 through the inter school mail to Linda
Gendron at John Rennie High School.

We appreciate the time and effort you took in
completing the questionnaire. Your cooperation will
make this study possible and should you have any

questions please do not hesitate to contact me at 697-
3210.

Respectfully yours

Nicole Fournier(Miss)
Graduate student
Dr. C. Barnabe
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McGill University

Administration and Policy Studies in Education

Declaration of Informed Consent

I hereby consent to participate 1n the research
study on teacher motivation to be conducted 1n the
Spring of 1988. The purpose of the research and the
procedures to be followed have been described to me an
I clearly understand my commitment.

I agree to allow the information from my
guestionnaire to be used in the research report on the
understanding that my identity will be kept
confidential. I also understand that it 18 my
prerogative to withdraw from the study at anytime.

D s RS P

Date Signature

T ey ohe
B e P s gt <o R s

Thank you to all participants and I assure you
that the information 11 receive will be used strictly
for the purposes of the research and that your identity
will not be revealed.

Nicole Fournier(Miss)
Graduate Student
4 McGill University
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Appendix F

McGill Univereity

Administration and Policy Studies in Education

April 30, 1988

The Teacher

Dear participant

You recently vreceived a questionnaire entitled
"Job Diagnostic Survey". I requested your assistance
with my research and many of you have already been kind
enough to complete 1t and have promptly returned ic. I
would like to take this opportunity to thank vyou for
both the time and effort you devoted this project.

If you have not yvyet completed the questionnaire, I
would urge you to take a few minutes from your very
busy schedule to do so as vyour co—-operation and
contribution 18 vital to this study.

Once completed, the questionnaire can be returned
in the inter school mai: envelope to Linda Gendron's
attention at J.R.H.S.

Thanking you

Nicole Fournier (Miss)
Graduate Student
McGill University




