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AN INVESTIGATION OF THE RELATIONSHIP BETWEEN TEACHERS'
ATTITUDES AND THEIR CURRICULUM PLANNIMG DECISIONS
IN PRIMARY READING INSTRUCTION: AN APPLICATION

OF THE FISHBEIN MODEL
ABSTRACT

The purpose of the study was to predict and
~explain elementary teaéhers' curriculum planning
intentions and behaviours from a knowledge of their per-
sonal and professional characteristics. The particular
planning behaviours investigated involved recommending the
instructional use of basal reading programs with different
ability groups of primary level students. Three classes
~of antecedent variables were considered in the prediction:
formative, relating to the possession of situational
information relevant to primary reading insfruction and
indexed in terms of prior classroom teaching experience at
the primary level; academic, relating to the possession of
theoretical information relevant to primary reading
instruction and indexed in terms of prior‘preservice or in-
service preparation in elementary reading instruction; and

psychological properties, involving the beliefs, motivations

and attitudes held toward the planning task. Relationships

between curriculum planning intents and behaviours and



111

antecedent variables, as well as among antecedents, were
investigated in the context of Fishbein's Behavioural
Intention Model. Basic to the definition of the Model is
the notion that intention and behaviour may be predicted
primarily from attitudinal and normative factors.
Specifically, the Model proposes the variables of Attitude
Toward the Behaviour and Subjective Norm as the necessary
and sufficient predictors of intention and hence, behaviour.
Other variables such as traditionally measured attitudes
and individual difference factors are presumed reflected

in the attitudinal and normative components of the Model.

The subjects included 112 elementary teachers
from the New Westminster School District (School District
40, Province of British Columbia). Data collection
instruments were composed of questionﬁaire items, Semantic
Differential-type instruments and a Behavioural Record
‘Instrument. Descriptive statistics, correlational analyses
and regression analyses were used to examine the empirical

relationships among variables.

The results of analyses indicated that subjects'
curriculum planniné intentions and behaviours couid be
usefully predicted from psychological properties variables

and that formative experiences and academic learnings were
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largely reflected in those psychological properties;
specifically, subjecté‘ attitudes toward the behaviour and
their normative beliefs regarding performance of the
behaviour. While the effect of teaching experience and
formal learning on subjects' intention and behaviour was
largely mediated by attitude and norm, the former exerted
some influence on the empirical relations found between

behavioural criteria and the Model's predictors.

It was concluded that application of the Fishbein
Model to antecedent-process studies in teaching research
offers a useful tool for making quantitative and visible
the relationships between instfuctional processes and

antecedent variables as well as among antecedents.
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CHAPTER ONE

THE PROBLEM

l.1 Introduction

An important aspect of research on teaching concerns
the search for systematic relationships between process vari-
ableé which express the events of teaching and antecedent
variables which presumably determine those events. A review
of the teaching research literature, however, demonstrates an
emphaéis on either the descriptive analysis of instructional
procedures or their consequences rather than an elaboration
of antecedents (to instructional behaviour) (Averch et al,
1972; Gage, 1972; Getzels.and Jackson, 1963). Moreover, that
research which ﬁas given attention to antecedents relates
primarily to the actions of teachers in classrooms; much less
has been recorded of the elements that influence their be-
haviour in the preactive setting. According to Mofine (1973),
the planning and preparatory activities of teachers occurring
prior to the interactive situation with students.constitute a

significént but neglected problem area in teaching research.

The need to examine the basis for teachers' preactive
planning behaviour ariées from the fact that, in large measure,
decisions regarding the instructional use of professionally

developed curricula are made at the school and classroom level.



In this regard, the teacher has been acknowledged an important
agent. Professional teacher organizations for example, have
long endorsed an increased emphasis on the teacher§ 'role as
curriculum planner (BCTF, 1968) as have provincial departments
of education, although less consistently (Torgunrud, 1974;
McDonald and Werker, 1976). Professional curriculum developers
have also recognized the influence that teachers exert on the
effectiveness with which curricular goals are realized through
their decisions regarding instructiongl means (Gallagher, 1967;
Herron, 1972). Further support for a curriculum decision-
making role for teachers may be found in the curriculum litera-
ture. Lavatelli et al, (1972) maintain that the teacher "has
become the central figure in‘content matters and in the selec-
tion of materials" (p. 164). Similarly, Connelly (1972) has
stated that "Teachers are highly autonomous agents with respect
to externally developed materials" (p. 1645. This assertion is
reinforced by a recent international study of curriculum de-
cision making (Garry and Connelly, 1975) which foﬁnd'substantial
agreement among curriculum developmeﬁt authorities that teachers
are critical actors in thé deliberation and choice that curricu-

lum planning activities involve,

WhileAmuch opinion has been expressed about the
teacheré“ prerogatives in curriculum matters, there is a lack of
empirical evidence relating to curriculum deéision-making at the
classroom level (Connelly, 1975; Maclure, 1973). Where teachers

are allocated responsibility for deciding the relative merit of
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profeésionally developed materials and activities, there is a
neéd to determine those factors which influence their responses
to problems of curricular choice. In Shulman's (1974) view,
successful implementation of new curricula or effective
operation of existing plans and programs requires a research-
based knowledge of teachers' planning behaviour; not only a
descriptive account of their responses to curriculum related
tasks but also an understanding of the basis for practical
judgements regarding the selection, adoption, support or worth

of curricula.

1;2 Background

In their recent review and analysis of research on
teaching, Dunkin and Biddle (1974) have proposed a conceptual
scheme for the prediction and explanation of instructional
behaviour which appears relevant to the.study of antecedent-
process relationships in curriculum planning. According to
these writers, where instructional tasks are under the
volitional control of teachers, their behaviour may be accounted
for by reference to what are termed "presage" variables. These
include formative and academic factors associated with teachers'
practical classroom experience aﬁd formal learnings acquired
during preservice or inservice preparation. As well, Dunkin and

Biddle posit a third presage factor of psychological properties --

the attitudes, beliefs and motivations that teachers hold toward

the instructional process.
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Basic to the definition of this predictive framewgrk
is the notion of teacher autonomy. While many instructional
tasks are proscribed for teachers, and others are subject to
constraints over which they hgve little or no control, there
remains much of teaching which offers and requires certain
initiatives on the part of the teacher. A general acceptance
of teacher prerogatives in curriculum matters as these pertain
to classrooms has already been indicéted; the allocation of
decision-making responsibility, however, further assumes that
teachers employ this authority with professional and presumably
expert judgement (Kirst and.Walker, 1974). MacDonald (1970)
has referred to both facets:

In all vocations, including teaching, practition-

ers have to make decisions; the essence of

professionality is to be found in the nature of

decisions professionals make, and are allowed to

make (p. 32).

MacDonald has further described the desired nature of profes-
sional decisions in terms of rational choice making. Specific-
ally, the attribution of rationality to the teachers' choice
behaviour requires first, that such judgemeﬁts reflect the right
of the decision-maker to apply his knowledge as he sees fit and
secondly, that decisions be made not only becéuse they appear
to lead to the most attfactive outcome but also can be seen to
emerge from a body of professional knowledge (i.e. theory){
Similarly, Tyler (1973) refers to the necessary conditions for
teacher autonomy as the availability of choice and a rational
respbnse to choosing. According to Tyler, a rational response

to a problem of educational choice depends upon a knowledge of



the probable consequences of each alternative course of action.
The possession of such knowledge, however, extends beyond an
awareness of the specific features of a given problem situation;
resolution of practical probl;ms of choice must be informed by
theory as well. A requirement for theoretical and practical
knowledge by teachers in planning has also been indicated by
Turner and Fattu (1961) who viewed planning tasks in terms of
problem solving and decision-making. Drawing on the earlier
formulations of Bruner, Goodnow, and Austin (1956), Turner and
Fattu identified the appropriate basis for curriculum planning

as the information inhe?ent in the problem situation and
information deriving from relevant accepted-theory. They main-
tained that a curriculum plan could be considered valid if it
were consistent with both these kinds of information. Green
(1975) has provided a succinct summary of the notion of teacher
autonomy in planning as the "freedom to make practical judgements
on the basis of what they know and believe" (p. 203). Under such
conditions, Dunkin and Biddle assume that teacher behaviours are
primarily a function of personal and professional characteris-

tics which may be characterized in terms of presage variables.

1.2.1. Presage Variables: Formative and Academic

As a prescription for autonomous curriculum planning,
the criterion of rationality clearly relates to the teacher's
willingness and ability to engage in activities assumed to

accompany a deliberative thought process. According to Jackson



(1968) these activities may be seen as 'manifestations of
orderly cognition':
... activities such as the identification of
alternative courses of action, the conscious
deliberation over choice, the weighing of
evidence (and) the evaluation of outcomes (p. 151).
A brief description of planning as an essentially intellectual
task for teachers will suggest the relevant formative and
academic variables for predicting their responses to planning

problems.

Johnson (1975) has described the processes of effec-
tive planning by teachers as involving the employ of
judgemental skills and abilities such as translation, inference,
prediction, analysis, synthesis and evaluation for which Bloom
(1965) gives the following operational definition:

... the individual can find appropriate informa-

tion and techniques in his previous experience

to bring to bear on new problems and situations.

This requires some analysis or understanding of

the new situation; it requires a background of

knowledge or methods which can be readily utilized;

and it also requires some facility in discerning

the appropriate relations between previous

experience and the new situation (p. 38).

The curriculum planning behaviours of teachers may thus be
understood, in part, from their particular interpretation or
understanding of the problem situations they face. This is
consistent with contemporary views among psychologists regarding

the relationship between the cognitive processes of an

individual involved in formulating a complex problem and his



responses to it. Specifically, individuals are seen to form
cognitive representations or simplified models of the external
world which then serve as mediators for experiencing and re-

sponding to reality (Simon, 1957).

The parallel between these notions of problem solving
or decision making and educational problems has been drawn by

Fattu (1965):

A teacher facing a classroom has an extremely

large range of possible situations to cope with.

What he chooses to do depends, in large measure,

on what he sees as his task. The task then be-

comes the problem to.be solved. Any educational

activity involves goals, pupils, content, facili-

ties, and organizational structure. The teacher

combines these ingredients .in a way compatible

with his perception of the task at hand. Skill

in acting, or solving the problem, depends upon

command of the processes that are useful in

attaining various goals (p. 77).
Although considerable debate exists as to the applicability of
a rational model to the activities of teachers in classrooms
(eg. Cronbach, 1967; Gage, l972),lthe attribution of ration-
ality to preactive behaviour appears more plausible. 1In his
analysis of the elementary teachers role in the instructional
process, Jackson (1968) observed that while teachers did not
appear analytic or deliberative during the moment-to-moment
exchanges with students in the classroom setting, their pre-
active planning and preparatory behaviour suggested that here
"the teacher often seems to be engaged in a type of intellec-

tual activity that has many of the formal properties of a

problem solving procedure" (p. 151). The application of a
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cognitive model to curriculum planning problems of choice has
been made by Connelly (1972) who describes a primary planning
task of teachers to be a deliberative process involving the
generation of a cognitive map. Specifically, the role of
teachers in curriculum decision making or 'user-based curricu-
lum development' is as follows:

The function of user-based development is to

construct images of particular instructional

settings by matching a variety of theoretical
conceptions with the exigencies of these par-
ticular settings, and to translate these images
into a curriculum~-in-classroom use. In this
translation, teachers choose from among avail-

able curriculum materials those that best suit

their images. Intelligent choosing is guided by

the theoretical and practical considerations

from which images are constituted (p. 169).

It may be concluded that with respect to formative
and academic factors in curriculum planning, the appropriate
variables to consider relate to the possession of situational
and theoretical information. These may be seen as manifest in
an awareness of the practical constraints of classroom in-

struction (Teacher Experience) and the possession of relevant

concepts and principles (Teacher Preparation).

1.2.2 Presage Variables: Psychological

While the inclusion of formétive and academic factors
as logical antecedents of teachers' autonomous behaviour is
consistent with prevailing perspectives on "teacher autonomy'
in the educational literature, a consideration of psychological

factors is seen by Dunkin and Biddle (1974) to be of central



importance to their predictive framework. Where teachers'
attentions are focused on coping with problems concerning the
curriculum, the nature and objectives of the teaching task,.ex-
pectations for pupils, and norms of instructional behaviour,
Dunkin and Biddle propose that responses to these problems may
best be explained by reference to teachers' evaluative, norma-
tive and conative beliefs. Specifically, they suggest that the
immediate determinants of instructional behaviour are what
teachers' "think they prefer to, ought to, and will do" (p. 410).
Although Dunkin and Biddle consider norm and behavioural inten-
tion they refer particularly to the evaluative or affective
element of teachers' belief systems:

Training and formative experiences cannot affect

the teacher's performance unless she retains

traces of these experiences in her attitude...

(p. 40).
A conception of attitudes as learned and as guides to behaviour
is consistent with traditional‘definitions of the attitude con-
struct which view attitude as a learned predispositien to
respond in a consistently favourable or unfavourable manner with

respect to some object (eg.- Allport, 1935).

The notion that attitudes reflect prior learnings is
well established and may be seen in the accepted definitions of
attitude which consider affecﬁ and cognition joihtly (Bloom and
Broder, 1950; Johnson, 1955; Russell, 1956; Wertheimer, 1945).

A

Typical of this view is that of Asch (1952):
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Attitude contains a more or less coherent or-

dering of data ... an organization of experiences

and data with reference to an object (p. 580).
Similarly, Rosenberg (1956) has argued that a tendency to re-
spond to an object with positive or negative affect is
"accompanied by a cognitive structure made up of beliefs about
the potentialities of that object for attaining or blocking
the realization of valued states" (p. 367). It should be noted
that the term 'object" is most general, referring to any indi-
vidual, group, issue or situation (eg. Rosenberg and Hovland,
1960). Thus Conklin (1971) has noted the relationship between
cognition and affect with respect to a problem situation:

Virtually every problem has both emotional and

cognitive aspects ... Problems are perceived

simultaneously in both an emotional and cognitive

framework (p. 261).

The assumption of a consistent relationship between
expressions of attitude toward an object and behaviour with re-
spect to that object underlies most, if not all, educational
research which has considered this variable. The predictive
utility of the response consistency assumption may be seen in
Dunkin and Biddle's (1974) conception of inner dispositional
states such as attitude:

(These) properties have two features in common;

they are hypothetical constructs in psychology,

thus they are presumed to characterize the in-

dividual teacher in a consistent fashion, over

time, and serve to explain her behaviour in re-
sponse to a number of situations (p. 40).
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In education, as in most applied areas, it is the particular,
situation-specific behaviours that are of interest in
prediction. For exémple, in the preactive instructional phase
it is iﬁportant to predict the specific curriculum choices of
teachers rather than general gehavioural tendencies or sets of
related behaviours assumed to express curricular preference.
However, recent reviews of the very few educational studies
which have directly examined the relaﬁionship between attitude
and particular behaviours demonstrate'a lack of empiricai
suppoit for this view (Crocker, 1974; Loree, 1971). 1In his
analysis of research on teachers' attitudes toward various
aspects of the 'ﬁeaching—learning process', Loree indicated
that teachers' actions will be consonant with their expressed
attitude only under certain conditions relating to situational
and individual difference factors. He suggested that these
qualifications were necessary in view of the research findings
in related areas of social science, principally social
psychology. Wicker's (1969) éummary of the state of attitude-
behaviour research in this area is illustrative:
The present review provides littlé evidence to
support the postulated existence of stable under-
lying attitudes within the individual which
influence both his verbal expressions and his
actions (p. 75).
Although Dunkin and Biddle accept the traditional interpretation
of atitude as a trait, an inner dispositional state that acts

as both determinant and mediator of teachers' responses to

instructional problems, their inclusion of normative and conative
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beliefs indicates an awareness that affective dispositions may
not be the necessary and sufficient psychological predictors of
instructional behaviour. This position would reflect the results
of more recent investigations of the functional relationship
between attitude and behaviour by attitude theorists. Calder and
Ross (1973) for example, concluded their review and analysis of
the relevant research with some optimism in the reliability of

an attitude-behaviour associaﬁion but cautioned that the
relationship is not 'a simpleléne. As a result of the current
_search for systematic links between attitude and behaviour, two
distinct points of view are apparent. The first retains the
assumption of consistency while the second questions the basic
conception of attitude as the piimary determinant of a person's

responses to an object.

The consistency view assumes that reliable predictive
and causal links'éxist between attitude and behaviour but are
often attenuated or éven obscured by the influence of other
factors. These include other attitudes, competing motives, ver-
bal, intellectual and social abilities, individual differences,
actual or considered presence of other people, normative pre-
scriptions of proper behaviour, alternate behaviours available,
expected or actual consequences of various acts, and unforeseen
or extraneous events (Ehrlich, 1969; Keisler, et al, 1969; Rokeach
and Kleljunas, 197227 Wicker, 1971) . This 'other variables'
approach preserves the notion that traditional measures of atti-

tude are related to behaviour but that additional variables must
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be considered in order to predict behaviour accurately.

The second point of view questions the basié utility
of the trait concept in prediction. That is, human behaviour
is seen to be sufficiently sensitive to variations in
situational and individual difference factoré to preclude the
existence of reliable links between behaviour and inner
dispositional states such as attitude (esgs Endler, 19753
Mischel,1973) . In the area of attitude research, perhaps the
leading exponeﬁts of this second approach are Fishbein and his
colleagues (1967, Fishbein and Ajzen, 1975). According to
these writers, traditional measures of attitude assess a general
disposition that may or may not be manifest in a particular
behaviour. Their research, reviewed most recently by Fishbein
and Ajzen (1975), 1énas suppbrt to this contention. 1In

summarizing their findings they conclude:

Traditional measures of attitude toward an
object do not provide an adequate basis for the
prediction of specific behaviours with respect
to that object (p. 364).

As a corrective to the low correlations typically found between
traditional measures of attitude and specific behaviours,
Fishbein (1967) had earlier proposed the development of an atti-
tudinal theory for behaviour prediction based on the work of
Dulany (1968). 1In large measure, the increased confidence in
the possibility of establishing a systematic relation between -
attitude and behaviour expressed by Calder and Ross (1973) may
be attfibuted to the success of Fishbein and his associates in
conceptualizing and validating their theory for the prediction

of single-act behavioural criteria. Specifically, Fishbein (1967;
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Ajzen and Fiéﬁbein, 1973) constructed a regression model faor
the prediction of behaviour and behavioural intention from a
pgrsonal or attitudinal factor and a social or normative
factor. In its most recent fgrm (Fishbein and Ajzen, 1975) the

model may be expressed as follows:

Boaw I = (Ab) .+ (SN) (1)

where B represents the specific behaviour or act of interest; I
refers to the intention to engage in the behaviour under speci-
fied conditions; Ab and SN, as the predictors of I, represent
the attitude toward performing the behaviour in a given situa-
tion and the social norm perceived to govern the performance of
the behaviour in that situation. Wo and W1l are empirically de-

termined (regression) weights.

Fishbein (1973) has shown the model capable of ac-
curate predicﬁion of behaviour and behavioural intention under
controlled (laboratory) conditions and with individuals who
varied widely in the characteristics they brought to the valid-
ation tasks. The predictive utility of the model he attributed
in part to its inclusion of a normative component and in part to
its emphasis on specificity of measurement; that is, each com-
ponent of the model is assessed with reference to the same
clearly defined act as opposed to a more general object. As
well, it is claimed that variables not explicitly included in
the model such as situational conditions or personality attri-

butes, can affect intentions and behaviour only to the extent
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that they are related to the attiﬁudinal or normative components.
However, predictive ability and economy are but one aspect of
the model;s total utility. As formulated, the model provides
considerable explanatory power as well. First, relationships
among the terms in the model are specified. Fishbein has
elaborated the general factors which may influence the rela-
tionship between intention and behaviour and between intention
and the attitudinal and normative components of the model.
Secondly, the model allows the addition of external variables
and accounts for any effect they might have on intention and
behaviour through their influence on the attitudinal or
normative components or the relative weights. Although the
model has received strong empirical support principally in
controlled, experimental situations, when utilized in more
applied settings the claims for its predictive and explanatory
utility have been generally substantiated (eg” Jaccard and

Davidson, 1972; Ryan and Bonfield, 1975).

1.2.3. Summary

The problem of better understanding preactive in-
structional behaviour has been presented as one of predicting
~and explaining teachers' responses to curriculum planning
tasks in terms of the personal and professional characteristics
indicated by Dunkin and Biddle (1974). 1In view of the function-
.al relationship among presage variables proposed by Dunkin and
Biddle, development of a systematic approach to understanding

teachers' behaviour requires examination not only of the empirical
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relationships between process and pfesage variables but also
among presage variables, Particularly, the emphasis given the
psychological factor of attitude suggests that the problem of
prediction and explanation may be conceptualized in terms of

the more general attitude-behaviour issue. From this perspec-
tive, the relationships of interest are séen to be best examined

within the quantitative framework provided by the Fishbein Model.

1.3 Statement of the General Problem

The general problem investigated in the study was:
what are the determinants of eleméntary school teachers' cur-

riculum planning intentions and behaviours?

The particular planning behaviours investigated in the
study involved recommending the classroom use of professionally
developed curricula in primary reading. . At the primary level, a
relevant planning decision required of teachers is the selection
of a basal reading program for instructional use with children
who vary in their capabilities to acquire basic reading skills.,
Since these individual differences are typically recognized by
forming instructional groups of like ability students, the plan-
ning task is one of making the best match between the
developmental needs of each group and the characteristics of
alternative basal ‘programs (Alpert, 1975; Harris, 1970; Wolfe,
1971) . Teachers currently may elect from among programs which
offer unique configurations of content, learning activities,

teaching procedures and evaluation techniques. Recommending
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behaviours, ‘in this context,'are seen as behavioural expres-
sions of preference for certain instructional courses of action.
Where teachers are allocated responsibility for deciding the
curricular merit of each progfam and their preferred choices
reflect a deliberative process of considering and weighing the
alternatives, recommending behaviours may be considered as

instances of autonomous, preactive instruction.

Consistent with the proposals of Dunkin and Biddle
(1974), the antecedent variables éonsidered in the study related
to the personal and professional characteristics of elementary
teachers. The formative and academic variables of interest
were teaching experience (TE) and teaching preparation (TP). It
was assumed that recommending a particular instructional course
of action as.appropriate to the requirements of a group of
students depends, in part, on how the teacher interprets or
understands tﬁe task. The previous experience of teachers may
be expected to influende their perception of the problem
situation. Specifically, teachers who have had prior practical
experience and formal training in primary reading instruction
are likely to view the task someWhat differently than those who
have had neither or only one of these experiences and

consequently, make rather different recommendations.

According to Fishbein and Ajzen (1975), behaviour and
behavioural intent with regard to performing a particular act in
a given situation is related to the individual's attitude toward

performing the act in the situation (ab) and his subjective norm
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concerning what he believes he is'expected to do in that
situation (SN). 1In the context of the proposed study, recom-
mending behaviours and intents were assumed to be functions of
learnings acquired in the classroom and in formal preservice
and inservice preparation, reflected in attitudes toward
recommending a certain instructional course of action and in
normative beliefs as to whether or not the recommehdation

should be made.

l.4 Purpose of the Study

The purpose'of the study was: to predict and explain
elementary teachers' responses to curriculum planning tasks in
primary reading. More specifically the study undertook to
determine the relationship between teachers' intentions and
behaviours with respect to recommending the instructional use
of basal reading programs and selected formative, academic and
psychological properties variables suggested by the proposals
of Dunkin and Biddle (1974). 1In this context, the régression
model of Fishbein and Ajzen (1975) was advanced as an appropriate
methodology for making quantitative and visible the relationships

between teachers' planning behaviours and their personal and

professional characteristics. A consideration of the Fishbein

Model required investigation of the following relationships:

1.4.1. The Relationship Between Intention and Behaviour

In the model proposed by Fishbein, intention is viewed
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as the immediate determinant of behaviour. The strength of

this relationship is, however, contingent upon a number of
factors: 1) the degree of correspondence in the levels of
specificity at which intention and behaviour are measuréd;

2) the stability of intention over time; 3) the degree'to which
performance of the behaviour is under volitional control. Al-
though Fishbein (Ajzen and Fishbein, 1973; Fishbein and Ajzen,
1975) has shown that intentions are predictive of behaviour

over a variety of conditions and persons, he has repeatedly
emphasized that an empirical relationship is dependent upon the
above conditions. Assessing intention and behaviour at the

same level of specificity is essentially a methodological matter
of defining the appropriate correspondence between the object or
target of the behaviour, the nature of the performance and the
situétional context and time of performance. Of greater interest
to the proposed study are the factors of stability and volitional
control. Stability of intention, like specificity, may be seen
as a‘methodological matter involving the temporal proximity of
intentional and behavioural measures. Since it is possible that
new information may either influence the strength of. a previous-
ly held intention or lead to the formation of a new intention,
discrepancies between intention and behaviour may be reduced
simply by minimizing the time span between measures. However,
in a more important sense, stability of intention may be re-
lated to the degree of volitional control that the individual

exercises over performance of the behaviour. Fishbein has
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pointed out that the formation of intention is based on the
attitudinal and normative beliefs held by the individual -
regarding performance of a behaviour. It seems reasonable to
assume that teachers who diffgr in their skills and resources
with respect to primary reading instruction will also differ

in terms of the strength and accuracy of their attitudes toward
making particular program recommendations and their perceptions
of normative expectations regarding the recommendation. To the
extent that intention is the product of attitude and norm,
teachers with prior experience and learnings relevant to pri-
mary reading instruction will likely form and hold intentions
which are more enduring and more consistent with subsequent

behaviour.

1.4.2 The Relationship Between Intention and Variables Internal
and External to the Model

It may be seen from equation (1) that the immediate
concern of the model is the prediction of intention from a
personal or attitudinal factor and from a sbcial or normative
factor. This follows from a desire to not only predict but also
understand behaviour. For the purpose of behavioural.prediction,
the most direct procedure is to obtain an appropriate measure of
intention; however, an understanding of a person's behaviour
requires specification of those factors which determine intention.
Fishbein has provided strong empirical support for the prediction
of intention from the attitudinal and normative components of

the model (Fishbein, 1973; Ajzen and Fishbein, 1973; Fishbein and
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and Ajzen, (1975). According to Fishbein, the attitudinal and
normative components, i.e. the variables internal to the model,
are the necessary and sufficient psychological variables wifh
which to predict intentions and thereby behaviour. It is
cléimed that the addition of external variables will not improve
this prediction and will affect intention and behaviour only as
they relate to attitude and subjective norm. Particularly, it
is expected that»the relative importance of the attitudinal and
normative terms will vary with the kind of behaviour that is
being predicted, with the conditions under which the behaviour
is to be performed, and with the individual differences among
persons who are to perform the behavioﬁr. In the proposed
study, differences among persons were of central concern. Here,
a consideration of the novelty of the planning task for teachers
leads to the expectation that prior experience and learning will
affect the components of the model differentially. That is,
variation in the relative importance of the predictors will re-
flect the amount of exposure to and information about a given
instructional course of action (i.e. basal reading program) .

It may be expected that the greater a teacher's exposure to a
particular program in classrooms and the greater the amount of
information possessed about that program with respect to the
reading requirements of children, the more favourable or un-
favourable and the strongef or weaker are likely to be his
attitudes and normative beliefs respectively, to recommending

the use of a particular program.
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In summary, the objectives of the study were to first,
assess the applicability of the Fishbein Model to the problem
of predicting preactive instructional behaviour and secondly,
to examine the impact of prior experience 'and learning on the

predictive relationships assumed by the model.

1.5 Specific Problems to be Investigated

The épecific problems investigated in the study
involved the prediction and explanation of elementary teaéhers'
intentibns and behaviours with respect to recommending the
selection of basal reading programs for instructional use with
primary~level students. The particular planning tasks are de-

tailed in Section 3.2.1.

1l) Do the variables specified in the Fishbein Model
provide the necessary and sufficient predictors of

behaviour and behavioural intent?

2). What is the effect of teachers' prior experience
and learning on the relationship between intention

and behaviour?

3) What is the effect of teachers' prior experience
and learning on the relationship between intention

and variables internal to the Fishbein Model?
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1.6 Definition of Terms

1.6.1 Criterion Variables

a) Intention (I); Behavioural intention refers to
the individual's stated intent to perform an act under speci-
fied conditions. In the study, the relevant acts concerned
~recommending the instructional use of basal reading programs.
Operationally, intention to recommend was defined in terms of
the subject's willingness to recommend a particular basal read-
ing program for instructional use with a given ability-group of
.primary—level students. It should be noted that intention

functions as both a predictor and criterion variable.

b) Behaviour (B): Behaviour refers to the per-
formance of the particular act toward which the behavioural
intention is assessed. In the study, behaviour was recorded by
asking subjects to make actual recommendations for the use of
particular basal reading programs with given ability groups of

primary-level students.

1.6.2 Presage Variables Internal to the Fishbein Model

a) Attitude toward the Behaviour (Ab): Consistent

with Fishbein's conception of attitude as the evaluative aspect
of a set of beliefs concerning a psychological object, a unidi-
mensional definition of the attitude construct as the amount of
affect for or against an object will be adopted (eg. Thurstone,
1931). However, from Equation (1) it may be seen that the object

of interest refers to the performance of a particular act.
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Attitude is thus assessed in. terms of the subject's amount of
affect for or against performance of the behaviour. In the
study, attitude toward the behaviour (Ab) was measured by
asking subjects to indicate their degree of favourableness or
unfavourableness toward recommending the use of a particular

basal reading program with specific groups of primary students.

b) Subjective Norm (SN): The normative component

of Fishbein's model deals with the influence of the social
environment on the formation of intention and the performance
of behaviour. Specifically, Subjective Norm (SN) refers to the
subject's perception that most people who are important to him
think he should or should not perform a particular behaviour.
In the study SN was assessed as the perceived expectations of
significant referenfs regarding the subject's recommendations

for the instructional use of basal reading programs.

1.6.3. Presage Variables External to the Fishbein Model

a) Teacher Practical Experience (TE): This wvariable

refers to the possession of situational information relevant to
reading instruction at the primary level. 'Situational' or
'practical' information is the specific, descriptive data
inherent in a pianning situation including facts about a school
system, a school or a particular classroom; a groﬁp of students;
and relevant curriculum materials and activities. Since student
developmental level and curricula are assumed to be the critical

data in a planning decision, an awareness of these elements is
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indexed in terms of prior classroom experience at the primary
level. Specifically, TE is dichotomized to indicate elementary
teachers who have had primary-level experience and those who

have not.

b) Teacher Preparation (TP): This variable refers

to the possession of theoretical information relevant to
reading instruction at the primary level. Most generally, the
bodies of theory traditionally considered necessary to inform
educational practice and included in teacher education programs,
i.e. educational history, philosophy, sociology and psychology,
bear on any planning task. However, in the context of the
present study the concepts and principles ofvlearning and in-
struction in early reading are seen to be of primary importance.
This is consistent with Shulman's (Shulman, 1974; Shulman and
Elstein, 1975) findings that the background learnings necessary
for resolution of practical problems are domain specific. The
possessién of this information is indexed in terms of prior
pPreservice or inservice preparation in developmental reading.
Specifically, the TE variable ig dichotomized to indicate
elementary teachers who have had such éreparation and those who

have not.

1.6.4. General Terms

a) Curriculum Planning: This term refers to the

processes used by a classroom teacher in determining an in-

structional course of action for a particular group of learners
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in a particular setting. In a comprehensive sense, curriculum
planning includes diagnosing student needs, formulating
instructional objectives, and generating, selecting, and
'grganizing lesson content, learning activities, resources, and
evaluation procedures (eg. Taba, 1962). The actual processes
of planning are unobservable, although they may be inferred
from observable procedural behaviours. They are assumed to be
essenuially rational and deliberate. In the study, curriculum
planning refers to teachers' recommendations fegarding
selection of professionally developed curricula with a view to

their use with groups of students who vary in terms of learning

needs and requirements.

b) Curriculum Decision Making: Recommending the
use of a particular basal reading program with a particular
group of students is construed as a problem of choice, of
decision making. A curriculum decision is seen to be the outcome
of a rational process employed to deal with a problem of
selection. Generally, such problems exist whenever the most
appropriate course of action is not immediatély evident. With
respect tu matching programs with student groups, thefe exist
no explicit, prescriptive guidelines (Barr, 1974; Cohen, 1975);
Evaluation, deliberation, and judgement thus devolve upon the

classroom teacher.

¢) Curriculum Planning Tasks: The planning tasks

to be examined in the study will be defined in terms of two
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dimensions or conditions; alternative curricula and student

groups.

cl) Curriculum Alternatives: The specific curricula

recommended by subjects were the basal reading programs pre-
scribed by the province for use in the primary grades. These

are the Canadian Reading Development (Copp-Clark) Series,

(McIntyre, 1962) and the Language Patterns Reading Series (Linn,

1967). Each is designed to impart a basic reading competence

in a progressive sequence. However, they differ in their
instructional strategies. Copp-Clark emphasizes the initial
acquisition of word meaning skills while Language Patterns
fosters initial sound-symbol discrimination accuracy. As per-
ceived by practicing teachers, these programs differ also on a
number of other dimensions including story and illustration
interest, rate of skill development and instructional directive-
ness (Sweet, 1975). However, a basic difference between 'meaning®
and 'code' emphasis is the typical distinction applied to basal

reading programs in the literature (eg., Chall, 1967).

c2) Student Groups: As indicated, students differ

in the capabilities considered as prerequisites for learning to
read. Although each student is thus unique and may best learn
under conditioné of individualized instruction, the constraints
of class size dictate that these differences be accommodated by
the formation of instructional groupings of like ability
students. Such groupings are only estimates of any given pupil's

status. However, by the end of one year of instruction those
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students who are experiencing little difficulty or marked
difficulty are identifiable with some reliability on the basis
of testing and observation. Thus, the particular groupings
and grade level selected to define the instructional situation
for planning were the 'high' and 'low' ability groups at the

second yéar primary level.

1.7 Delimitations

a) Decisions regarding the classroom use of
curricula represent but one of the many planning activities
engaged in by teachers. For example, the actual design and
construction of curriculum materials is occasionally undertaken
by teachers. However, their role in this aspect of planning is
usually limited to participation in larger committees composed
of a number of persons who represent different areas of
expertise such as subjéct—matter and cufriculum specialists,
educationai psychologists, énd media technologists (Merrill,
1968; Schwab, 1973). More typical of the function of teachers
'in planning are activities involving the adaption, modification
and interpretation of professionally developed curricula
(Ben-Peretz, 1975). Here, the relevance of teachers' selection
behaviour may be seen in the assertion of Connelly (1972) that
"interpretation should be preceded by intelligent choice among
externally developed materials (p. 169)." It is to the pre-
diction of this choice-making aspect of planning, referenced by

teachers' recommendations, that the proposed study was addressed.
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b) Recommending behaviours were studied in relation
to a single grade-level and subject-matter area and with

reference to particular groups of students.

c) The recommending behaviours examined relate:.
only to ‘the preactive phase of instruction. Instructional
strategies and evaluation procedures associated with the

implementation of curricula were not the concern of the study.

d) The study focussed on a particular instance, of
practicing teachers planning rather than their potential for
participation in planning. Although the question of teacher
effectiveness in planning has centered on their use of theory to
inform practical judgements (Broudy, 1972; Glass, 1970; Hayes,
1975; Maclure, 1973), it was not the aim of the proposed study
to resolve this important issue. Under the conditions of the .
study the actual utilization of either theoretical or practical
Iinformation could not be traced. Rather, the relevance of
differences in teachers' possession of these knowledge sources
to their planning responses is assumed and the association of
prior experience and learnings to recommending behaviours was
examined through the agency of the psychological variables

included in the Fishbein Model.

e) Many contextual elements may influence teachers’
planning decisions including for example, aspects of the school
and community (Herrick, 1971; Taylor, 1970). Such elements are

undoubtedly a component of teachers' deliberations and reflected



in their (stéted) evaluative and normative beliefs. However,
only the factors of studeht developmental level énd curricular
alternatives were specified as conditions of the study in view
of their recognized importance in planning (Harris, 1970;

MacDonald, 1965; Taba, 1962).

f) The sample was restricted to 112 elementary
teachers in one school district who volunteered to participate
in the study. The results may thus be generalizéd only to
teachers who are similarly situated and who possess the
particular personal and professional characteristics of this
sample. The generalizability of the findings is further
constrained by the Fishbein formulation. It has been indicated
that the model is particularly sensitive to situational conditions
and individual differences. The results of analysis then must
be unique to the participating teachers. However, the underlying
theory is claimed to be guite general in its application to
various situations and persons. It is this general applicability
that the proposed study attempted to demonstrate which has
implications for the conduct of antecedent-process investigations

in education.

1.8 Organization of the Study

The following chapter contains a more detailed
discussion of the attitude-behaviour issue in education and

related areas of social science. As well, the conceptual basis
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and empiricai development of the quantitative framework which
underlies the stud? is examined. Research supporting the
Fishbein formulation is reviewed and related to the problems
which provide guidance to the:study. 1In this context, the

research questions initially identified are elaborated.

Chapter Three outlines the research design used in
gathering data for the study, the development of the instruments
employed, and the statistical procedures used in analysis of

the data.

Chapter Four reports the results of analysis related

to the identified research questions.

Chapter Five concludes with a summary of the study,
discussion of the findings, conclusions, implications, and

recommendations for further research.



CHAPTER TWO

STATEMENT OF PREVIOUS RESEARCH

This chapter first elaborates the various aspects of
the attitude-behaviour problem from the perspective of both
attitude theorists and more pfactically oriented researchers,
principally social.psychologists, who have considered this
issue. 1In this context, the very few educational studies that
have examined teachers' attitudes with regard to preactive
instruction are reviewed and fhe needed consideration of some
alternative conception of attitude shown. The theoretical basis
and development of Fishbein's approach to attitude-behaviour
relationships is_examined. ‘Relevant validation studies of the
Fishbein Model are reviewed as are studies of its utility in
more applied settings. Supported by this discussion and review,
the research quesﬁions_identified with respect to the present

study are then elaborated.

2.1 Attitudes and Behaviour: Relevant Issues

A‘major concern among social scientists has been the
lack of empirical support for a strong relationship between
measures of attitude and behaviour. Wicker (1969) for example,
reviewed 46 studies in which subjects’ verbal and behavioural -
responses to attitude objects were obtained on separate occasions.
He found that attitude-behaviour correlations were generally low

and inconsistent and summarized the results of his review as

32.
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follows:

Taken as whole, these studies suggest that it is
considerably more likely that attitudes will be
unrelated or only slightly related to overt
behaviour than that attitudes will be closely
related to actions. Product-moment correlation
coefficients relating the two kinds of responses
are rarely above .30 and often near zero (p.65).
Although numerous potential sources of discrepancy have been
suggested by such findings (DeFleur and Westie, 1958; Erlich,
1969; Lemon, 1973; Rosenberg and Hovland, 1960; Schwartz and
Tessler, 1972), the problem may be seen to comprise two related
aspects. The first concerns the conception and measurement of

the attitude construct and the second relates to the influence

of variables other than attitude in the prediction of behaviour.

2.1.1. The Conception and Measurement of Attitude

The theoretical nature and fuﬁction of attitude has
long. engaged the interest of philosophers and psychologists
and the considerable body of literature available on this topic
clearly bears on the present study. However, the intent of this
section is not to trace the historical development of the atti-
tude concept but rather to outline current thought and practice
regarding the empirical search for a systematic relationship

between measures of attitude and behaviour.

It was previously indicated that the traditional
definition of attitude refers to a learned predisposition to

respond in a consistently favourable or unfavourable way to an
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object or class of objects. This general definition has given
rise to a number of differing interpretations, most of which
stém from the failure to find the predicted association between
measures of attitude and behayiour. Basic to the traditional
interpretation is the assumption that attitude is an internal
process which determines an individual's response to.an (atti-
tude) stimulus. Such a perspective may be seen in Allport's
(1935) assertion:

An attitude is a mental and neural state of

readiness exerting a directive influence upon the

individual's response to all objects and

situations to which it is related (p. 810).
Similarly, Campbell (1960) maintains that attitude is a primary
determinant of behaviour:

Responses toward most objects are prefaéed by .

attitudes toward those objects which in a

proximal sense determine the responses (p. 28).

Beginning with the classic study of Lapiere (1934)
empirical investigations of this assumption revealed that
attitude, as measured by standard attitude instruments, and
behaviour were not highly correlated. As a consequence, the
argument was advanced that these instruments were insufficient
in that they measured only the affective component of attitude.
The alternative view held that attitude was multifaceted,
involving not only affect but also cognitive and behavioural
components (Chein, 1948; Insko and Schopler, 1967; Katz and
Stotland, 1959; Rosenberg and Hovland, 1960). This multicom-

ponent view of attitude has since gained considerable acceptance
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both as a conceptual description of the attitude construct and
as an explanation of behaviour. Kretch et al (1962) for
bexampie, relate attitudinally relevant behaviours to the
complex system of beliefs, feelings and behavioural tendencies
an individual holds with respect to an object:

The social actions of the individual reflect his

attitudes-enduring systems of positive or

negative evaluations, emotional feeling, and pro

or con action tendencies with respect to social

objects (p. 139).
At a conceptual level it may be seen that the above disagree-
ment with the traditional view of attitude is a disagreement
over the nature of predispositions. The’more immediate
implication of the multicomponent view for behavioural pre-
diction is that all three components mgst be assessed if the
attitude-behaviour relationship is to be adequately understood.
This assumes however, that the hypothesized components are
relatively independent. To date, attempts to establish
empirically the independence of affect, cognition, and conation
have produced mixed findings. Woodmansee and Cook (1967)
conducted a factor analysis of a large pool of attitude items
and found no evidence for such a classification of evaluative
reponses. Similarly, Ostrom (1969) found minimal support for
the construct validity of this classification. 1In this study
a high intercorrelation among the components was obtained with
the uniqueness of each component contributing little additional
variance. 1In explanation of these findings, Ostrom suggested

that the homogeneous nature of the attitude issue, which
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concerned thé church, and the relétively homogeneous college
student population reduced the amount of inconsistency

possible between components. More recently, Kothandapani (1971)
replicated Ostrom's procedures and reported some success in
establishing the discriminant validity of scales measuring each
of the hypothesized components. However, criticism of
Kothandipani's analysis (Fishbein and Ajzen, 1975) suggests
that the findings of this study must be accepted with some

reservation.

Generally, the utility of the multicomponent view as
an explanation of the attitude—behavioﬁr relationship is
questionable. The complexity of the procedures involved in a
'multi~indicator' approach to attitude measurement (eg. Cook
and Selltiz, 1964) has inhibited the development of any new and
widely useable instruments (Lemon, 1973). At a more fundamental
level the high convergence among cognitive, affective, and
conative items in standard attitude measures such as Thurstone
'(1931), Likert (1932), and Guttman (1944) scales indicates that
responses from any of the three components would serve equally
well as an index of attitude. It follows that separate assess-
ment of all three components is unlikely to lead to improved

behavioural prediction (Fishbein and Ajzen, 1975).

A second response to the consistently low relation-
ship found between attitudinal and behavioural measures has
been what DeFleur and Westie (1963) refer to as the 'probabil-

istic' definition. Essentially this view questions the existence
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of attitude as a latent intervening variable between a
stimulus and a behavioural response. Rather than accept the
notion that an individual's behaviour is somehow shaped,
guided or mediated by an unobservable variable, a conception
of attitude more closely tied to observable behaviour is
proposed. Fuson's (1942) definition is illustrative of this
position:

The probability of occurreﬁce of a defined

behaviour in a defined situation (p. 856).
Adoption of this extreme view, with its rejection of any
indirectly defined constructs and demand that conceptualization
be linked absolutely to the processes of measurement, is, in
Lemon's (1973) consideration, "tantamount to a rejection of the
concept of attitude..." (p. 1l1). However, in a less literal
sense the probabilistic definition may bé related to a distinc-
tion often drawn between attitudes and their behavioural
component; that is, attitudes are seen to differ from each other
in the readiness with which they can be expressed in behaviour
(eg. Davis, 1975; Triandis, 1964). Whether or not such a
characteristic may be considered an integral part of attitude
is subject to considerable debate. Fishbein (1967) for example,
has argued for its separate identity. Specifically, he maintains
that the term 'attitude' should be used when a measure places aﬁ
individual's response on a bipolar, affective dimension and the
term 'behavioural intention' employed when a measure is used
which indicates the person's position along a subjective proba-

bility dimension involving a relation between himself and some
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action.

Referring to the traditional definition of attitude
and its accepted means of measurement, comparative studies of
the predictive utility of sta;dard attitude scales have been
conducted on the premise that the failure to obtain reliable
prediction of behaviour may be due not to the inadequacies of
verbal measures per se but to the particular type of measure
employed. Tittle and Hill (1967) for example, compared Likert,
Thursfone, and Guttman scales together with a Semantic
Differentiai measure (Osgood et al, 1967), in the prediction of
multiple (four) behavioural c¢riteria. It should be noted that
in contrast to the Ostrom (1969) and Kothandipani (1971) studies
the scales used by Tittle and Hill were designed to measure the
same underlying attitude, ie. attitude toward various aspects
of political activity. Their findings provide some evidence
for the differential effect of measuring instruments on pre-
diction. Significant differences among the attitude-behaviour
correlations for each instrument were noted with the Likert
scale being most highly correlated with behaviour. Various
arguments were advanced for these differenées. The superiority
of the Likert scale was attributed, in part, to the operation
of an intensity factor in the summated rating procedure used in
scoring. Specifically, Likert scoring is influenced by the
degree as well as the direction of response to each item. In-
tense or strongly felt responses would thus weight the final
score assigned to each subject, The finer discriminations

allowed were presumably reflected in the rankings of subjects
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with respect to the object; the rankings being input to the
particular (Gamma) statistic used in analysis. A second reason
advanced by Tittle and Hill in explaining the greater pre-
dictive ability of the Likert scale related to the number of
self-referent items contained in the instrument. Relative to
the other measures, the Likert scale included considerably more

personal pronouns (ige.. 'I' or 'me'). It was assumed that "re-
sponse to an item is likely to be more specific for an individu-
al if the item contains some self-reference" (p. 212). Although
more technical treatments of the relative predictive utility of
standard attitude scales have been given (eg, Fishbein and
Ajzen, 1975), a general consideration of the two issues raised
by Tittle and Hill, ie. intensity and specificity, will outline
the basic operational issues involved in predicting behéviour

from attitude.

~Although considerable debate surrounds the interpre-
tation and function of such terms as intensity or salience in
attitude measurement (eg. Lemon, 1973), they have been equated
with the notion of importance (Hackman and Anderson, 1968;
Wyer, 1970). While it seems plausible that the importance of
a belief statement is a determinant of a person's total
attitude score, this has not been shown empirically. (Kaplan
and Fishbein, 1969). As a component measure of attitude,
- importance has been widely used in applied areas such as
education (Stake and Gooler, 1971) and consumer research (Wilkie

and Pessimier, 1972). However, this appears to be an inappro-

priate usage in that the importance of an attitude object or
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attribute is not an adequate measure of evaluation. Measures of
importance have been shown to load on both the evaluative and
potency dimensions of the Semantic Differential (Osgood, Suchi

and Tannenbaum, 1957).

The notion of specificity may be discussed with respect
to attitudinal and behavioural variables. Some researchers .
(Ehrliph;_1969; Fishbeig; ;967;_1973;'w10ker;'1971) have drawn
attention to the critérion measures employed in attitude-
behaviour studies. It is argded that in most instances there
are many possible.favourable or unfavourable Ways in which an
individual can respond to an attitude object. :Since such
behaviours may be substitutes for one another, their inter-
correlations may be quite low.‘ It follows that to asséss ad=- -
equately the relationship between an attitude toward.an object and
behaviour with respect to that object, a representative sample

of relevant behaviours should be used as a criterion.. Referring

again to the traditioﬁal definition of attitude and ité assumed
relation to behaviour, it may be seen that the criterion issue
concerns the interpretation given the notion of response
consistency. Some researchers (eg. DeFleur and Westie, 1958)
maintain that there should be a consistency among different
responses.  Others (Fisabein, ‘;967; Osgodd, et al,. "19"5-7-4;-, Thur- -
stone,1931) assume that only the total amount of favourableness
or unfavourableness of an individual's different behaviours
toward an object should be consistent with his attitude toward

that object. Empirical support for this position has been
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provided by Fishbein and Ajzen (1974) who showed that traditional
measures of attitude (ie,. Thurstone, Likert, Guttman and Semantic
‘Differential) correlated highly with multiple behavioural

criteria but only slightly with particular behaviours.

Rokeach and Kleijunas (1972) have elaborated the notion
of content specificity with regard to verbal attitude measures.
They proposed that attitude-behaviour relationships could better
be exélained by considering 'attitude toward the situation' (As)
as well as 'attitude toward the object' (Ao). They argued that
Ao and As were independent and that each would predict behaviour,
at least to some extent. To test this formulation, Rokeach and
Kleijunas attempted to predict college students' attendance (ie.
cutting classes) in terms of Ao and As, where Ao referred to the
course instrﬁctors and As referred to the importance or
unimportance of attending class. Consistent with expectations,
they found Ao'énd As to be uncorrelated. However, while As was
significantly correlated with behaviour, the relationship
between Ao and behaviour.was not significant. While these
findings illustrate the significance of considering the various
levels of specificity at which attitude may be measured with
regard to the prediction of particular behaviours, certain
interpretive difficulties attend Rokeach and Kleijunas' formu-
lation. First, Aswas operationalized with respect to 'attending
class' rather than the classroom situation. It is thus more
closely related to an attitude toward the behaviour than toward

the situation. Secondly, a measure of importance was used in

assessing As. Specifically, a nine-point scale ranging from
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'somewhat important to me' to 'very important to me' was
employed. As previously indicated, measures of importance may

not be highly related to attitude.

Perry (1976) recently conducted a study which examined
the effect of scale specificity on the prediction of behaviour.
In this study, two measures of attitude (Thurstone scales) were
constructed at different levels of specificity with respect to
the behaviour of interest. The latter involved a choice among
five punishments for cheating on a college-level examination.
The choices or verdicts differed in their severity, ranging
from a mild rebuke to the assignment of a failing grade. The
'géneral' scale was composed of items which reflected a general
orientation toward cheating in school while the 'specific' scale
items made particular reference to punishment behaviours under
specified circumstances. Results similar to Rokeach and
Kleijunas' (1972) findings were reported. The specific and
general scales were uncorrelated while the correlation of
behaviour with the general and specific scales althoﬁgh.low, was
significantly higher for the latter measure. Perry concluded
that, taken by itself, attitude is not a particularly efficient
estimator of behaviour but that apart from other variables which

presumably intervene to attenuate the relationship, some portioh
of the correlation between attitude and behaviour may be accounted

for by the specifity of the attitude scale.

In both the Rokeach and Kleijunas (1972) and Perry

(1976) studies it was anticipated and shown that attitude toward
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the object (Ao) and attitude toward a specific behaviour (Ab)
were uncorrelated. The implication that responses to these
measures will always be uncorrelated does not, however, follow.
In a study of two Prisoner Dilemma games Ajzen and Fishbein
(1970) found significant correlations between (Semantic Differen-
tial) measures of Ao and Ab. Fishbein's explanation for this
relationship provides a rationale for the ability of more
specifically defined scales to predict behaviour. In his view,
the more immediate determinant of a particular behaviour is the
attitude toward performing that behaviour. Assessments of
attitude toward the more general object will be related to a
particular behaviour with respect -to that object only to the

extent that they are correlated with the more specific measure.

Evidence that standard attitude measures are pre;
dictive of sets of behaviours but not specific behaviours helps
to explain the negative findings of many previous investigations
of this‘;elationship, Particularly, the effects of item
specificity on the prediction of single-act behaviours indicates
at least one-direction in which reconceptualization of attitude
may proceed. Currently however, the view that most investi-
gators appearhto hold may be summarized as including the belief
that attitudes are a primary determinant of a person's
responses to an object, ie. affective, cognitive or conative,
and thét any of these responses provide a valid index of
attitude. While this view prevails, it is also qualified by an
awareness that no one-to-one correspondence may be expected

between attitude so defined and any given behaviour. An
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acceptance of the imperfect relationship between attitude and
behaviour leads to a discussion of the second major explanation

of discrepancies in this relationship.

2.1.2. The Role of Non-Attitudinal Variables in the Prediction

of Behaviour

It has been suggested that much current research on
attitude-behaviour relationships reflects the view that attitudes
somehow shape, guide or mediate an individual's behaviour but
that as presently conceived and measured, do not provide a suf-
ficent basis for behavioural prediction. Freedman et al, (1970)
have stated this position as follows:

... attitudes always produce pressure to behave

consistently, but external pressures and extraneous

considerations can cause people to behave incon-
sistently with their attitudes. Any attitude or
change in attitude tends to produce behaviour that
corresponds to it. However, this correspondence

often does not appear because of other factors that
are involved in the situation (p. 385-6).

A large array of 'other variables' has been proposed
to account for the inconsistent relation between attitudé and
behaviour. Since comprehensive treatments of these potential
sources of influence are available (Ehrlich, 1969; Fishbein and
- Ajzen, 1975; Kiesler, Collins and Miller, 1969; Tittle and Hill,
1967; Wiéker, 1969) no attempt to elaborate these sources will here
be made. However, certain points.with respect to the general

nature of these variables, their relationship to attitude in pre-

diction and the methodological approaches employed in their study



45,

is necessary.

Most generally the 'other variables' explanation
implies that attitude is only one of a number of variables that
influence behaviour and that non-attitudinal factors, relating
to situational conditions and characteristics of the person,
must also be taken into account. Wicker's (1969) review and
analysis is perhaps the most comprehensive and his categoriza-
tion of the logically relevant antecedents into personal (ie.
individual difference or intra-personal) and situational (ie.
environmental or extra-personal) factors is typical of most
surveys. Wicker detailed the personal factors potentially
capable of influencing the attitude-behaviour relationship as:
other competing attitudes and motives; and differences among
verbal, intellectual, and sbcial abilities. The relevant situ-
ational elements proposed Qere: actual or considered presence
of other people and normative prescriptions of proper behaviour;
available alternative behaviours; unforeseen or extraneous
events and expected or actual consequences of various acts; the
specificity of the attitude object. A final factor, relating
to the specificity of measuring scales previously discussed,
was the degree of similarity between the test conditions under

which attitude and behaviour measures were drawn.

While many variables have been identified as logical
determinants of behaviour, relatively few studies have
explicitly tested the other-variables explanation. Wicker (1969)

stated:
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Often these factors are mentioned in discussion

sections by investigators who have failed to

demonstrate attitude-behaviour consistency...The

arguments for the significance of each factor

are often plausible anecdotes and post-hoc

explanations (p. 67).
Among those studies which have directly examined the effect of
personal and situational factors on the attitude-behaviour
relation, there appear. to exist two points of view regarding
the functional relationships among antecedent variables which
may be termed interactive or independent (Fishbein and Ajzen,
1975). Where relationships between attitude and behaviour are
moderated by other variables, as for example when certain skills
are required to perform the behaviour, attitude is seen to
interact with ability in determining the behavioural response.
Alternatively, other variables may operate independently in their
influence on behaviour. Direct effects of an ability variable
on behaviour may occur regardless of the attitude held. 1In this

case, the ability variable would function in conjunction with

attitude in determining the behavioural response.

It is also possible to characterize each of the above
viewpoints in terms of the research methodology typically em-
ployed (Wicker, 1971). One strategy has been to create
experimentally two or more 1eveis of a variablé and then to
examine the attitude-behaviour relatidn at the different levels.
In a series of studies examining racial attitudes and various
behaviours regarding participation in civil rights activities
(DeFleur and Westie, 1958; Green, 1972; Linn, 1965; Warner and

DéFleur, 1969), variables such as degree of public exposure or
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visibility and degree of intimacy were experimentally manipulated
to determine their effect on the relationship between racial
attitudes and behaviour. Iﬁ Warner and DeFleur's (1969) study
for example, the effect of public exposure on behavioural
commitments such as 'contributing money to a civil rights
organizétion', '‘attending a dinner to welcome ten negro students
to campus', énd 'endorsing an appeal to seek out qualified negro
candidates for public office' was investigated for two groups of
subjects defined in terms of their racial attitudes (ie. most and
least prejudiced). The visibility of the behaviour was manipu-
lated by telling half the subjects in each attitude group that
their responses would be published in é student newspaper (high
social constraint condition) while the other group was assured
that their responses would be kept confidential (low social
constraint condition). Comparisons of the refusal and compliance
rates of each attitude group under the social constraint con-
ditions were made. Specifically the two situational conditions
and the partitioned attitude positions allowed a test of
proportions to be made using the behavioural measure as a
dependent variable. As anticipated, Warner and DeFleur found a
significant difference between the responses of the defined

attitude groups attributable to social constraint.

More recently, Snyder and Swann (1976) examined the
effects of a personality variable on attitude-behaviour consis-
tency. Specifically, they investigated the influence of ‘'‘self-
monitoring' on the relationship between attitudes toward the

issue of sex-discrimination in job hiring practices and legal
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decisions in.a related court case. The construct of self-
monitoring was defined as the propensity of an individual to
refer either to situational and normative cues or to information
about inner dispositional states such as attitude. Two groups
of subjects were formed on the basis of high or low scores on
the Self—Monitoring Scale (Snyder, 1974). This allowed a com-
parison of the congruence between attitudes toward hiring
practices and verdicts rendered in the legal situation for
subjects who were inclined either toward self or situation moni-
toring. Snyder and Swann found that for the high seif—monitoring
group, covariation between attitude and behaviour was signif-
icantly greater than for the low self-monitoring group although
the magnitude of the association was not large. Snyder and
Swann concluded that congruence between attitude and behaviour
is greatest for persons who regard their behaviours as accurate

reflections of corresponding dispositions, ie,. attitudes.

An alternative strategy for. testing the contribution
of a-variable to behavioural prediction is to measure it direct-
ly, together with attitude. Here, attitude and additional
factors are treated as independent yvariables in a regression
equation with behaviour as a depéndent variable. Wicker's (1971)
investigation provides an example of this approach. In this
study, three church-related behaviours involving attendance,
monetary contributions and the degree of participation in church
activities were predicted from the following variébles: attitude
toward the church; perceived consequences of the behaviour;

evaluation of the behaviour; and judged influence of extraneous
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events. Wicker reported results for the independent and joint
contribution of the predictors which showed essentially that
attitude and other variables may or may not be related to a
given behaviour. Specifically, he found correlations between
antecedents and behaviours which ranged in magnitude from low
to moderately high while the multiple correlations were equally

variable.

A study by Ewens and Ehrlich (1972) similarly demon-
strated inconsistent relations betWeen various civil rights
related behaviours and antecedent variables, including attitude.
In this study, correlations and partial correlations of each
behaviour with 'ethnic attitudes' and 'reference-other support'
variables were calculated. The attitude measure referred to
Negroes in general while the reference-other measure assessed
the number of significant social referent groups considered by
each subject. As indicated, the relatiénship between the atti-
tude toward the object measﬁre employed in this study and the
relevant behaviours varied considerably resulting in a pattern
of association much like that found by Wicker (1971). When the
influence of the normative term was partialled out, the magni-
tude of the attitude-behaviour correlations dropped somewhat.
Although the normative term was expected to be strongly related
to behaviour, the manner in which it was operationalized may
have attenuated this relationship. Ewéns and Ehrlich concluded
that one of the reasons for the generally low and inconsistent
attitude-behaviour relations found in the study was their

reference to a general attitude object. Particularly, they refer
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to the need for a more specific attitude measure:

... the use of the concept of 'attitudes toward

specific situations' rather than 'attitudes

toward more general attitude objects (such as

-minority groups) has been shown to yield
significantly higher predictions than those

reported here (p. 358).

It may be seen that both uses of the general linear
model provide evidence that other variables may interact with
attitude as well as exert an independent influence on behaviour.
Consequently, the problem of understanding the association
between attitude and behaviour in relation to other antecedent
variables remains problematic. The issue appears to be one of
determining the relevant ‘other variables'. In Schwartz and
Tessler's (1972) terms, the problem presents "...the challenge
of developing a method for sampling among variables or for
designating those that are crucial'.(p. 225). Fishbein and
Ajzen (1975) have similarly assessed this situation:

Without some theoretical framework which specifies

the 'other variables' that are relevant for the

prediction of a given behavior, continued search

for additional variables can only serve to
confound the problem (p. 347).

SUMMARY

Much current research in the attitude area has
attempted to explain why traditional measures of attitude-scores
representing an individual's degree of affect for or against
some object-are unrelated to behaviour. The most generally

accepted alternative to this conception is the argument that
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attitudes are complex phenomena comprising not only a person's
affective feelings toward an object but also his beliefs about
the object and action tendencies toward the object. According

to this viewpoint, the adequate prediction of behaviour from
attitude requires the measurement of cognitive and conative as
well as affective aspects of attitudé. However, despite a |
general acceptance of the multicomponent view as descriptive of
attitude, attitude measurement is usually accomplished by
obtaining a single score that represents an individual's feelings
of favourableness or unfavourableness toward an attitude object.
More specifically, this single score is usually obtained by
considering either the cognitive component, the conative com-
ponent, or some combination of both presumed to reflect the
underlying evaluative predisposition. It has been shown that
this single score, as generated by standard attitude instruments,
is not reliably predictive of particular behaviours. That is, a
score representing a person's feelings of favourableness or un-
favourableness toward some object has no systematic relation to
discreet behaviours with respect to that object. 1In response

to this state of affairs, further explanations have been
advanced. Among these are arguments that one or more additional
variables have to be taken into account in order to predict the
performance of a particular behaviour. These include situational
variables, norms, motivation and personality factors in addition
to traditional attitude measures. Yet investigation. of the
relationships between behaviour and proposed antecedent variables

has failed to reveal any systematic relations. Such negative
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findings are, apparent not only in the social psychology field

but also in the educational area of research on teaching.

2.2 Attitude Research in Education

Although teachers' attitudes are acknowledged to be
an.important topic in educational discourse, relevant empirical
studies are somewhat narrow in scope. Most such studies have
attempted to elaborate the substance and structure of teacher
attitudes toward self, students or particular aspects of the
social environment in classrooms (Crocker, 1974). Few have
considered teacher attitudes toward curriculum and fewer yet
have examined the relationship of curricular attitudes to
planning behaviours. The following review will reflect the
concerns, assumptions and methodology of previous research

that is relevant to the preactive instructional area.

A number of studies have focused on the priorities
given curricular goals and teaching practices by teachers
(Ammons, 1964; Downey, 1960; Miller et al, 1967; Ohnmacht, 1965;
Stake and Gooler, 1970). Although equating priority with value
has precedent in other disciplines (cf. Glass, 1970), nearly all
studies in education have assessed goals, objectives, and in-
structional courses of action in terms of importance measures
which, as previously indicated, are poor‘indices of attitude.

In Stake and Gooler's (1970) study for example, groups of
teachers were asked to rate various curriculum goals with regard
to their relative importance and the amount of classroom

‘teaching time they would allocate to goal attainment. The latter
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may be considered a behavioural measure of commitment, Stake

and Gooler found little consistency between the two measures

and concluded:

When our scale of priorities shifted from use of
time to the more general attribute, "importance',
we found....that different ways of operationali-
zing priorities may lead to quite different school

procedures (p. 47).

Attempts to describe the content and structure of

teachers' beliefs toward the

'teaching~learning process' have

been made. Wehiing and Charters (1969) for example, viewed

teachers' attitudes to be most meaningfully described in terms

of a complex organization of beliefs. Based on a number of

questionnaires and factor analytic studies, eight dimensions

of elementary teachers' views of the educative process were

revealed. The eight dimensions and the central theme of each

are as follows:
Dimension

1. Subject Matter Emphasis

2. Personal Adjustment
Ideology

3. Student Autonomy versus
Teacher Direction

4. Emotional Disengagement

5. Consideration of Student
Viewpoint

6. Classroom Order

Theme
It is important that children
learn subject matter in school.

The social-emotional needs of
students are important.

Give children more freedom
versus Keep pupils busy with
a well planned program.

Keep proper 'professional
distance' from pupils.

Understand and love your pupils.

Keep firm control of your class.
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7. Student Challenge ' Challenge students with dif-
ficult learning tasks.
8. Integrative Learning Teach the interrelationships
of knowledge.
No attempt was made by Wehling and Charters to relate these
positions to teacher practice. The structural éxplication of
teachers' belief systems was seen to be a preliminary to
“uncovering the relationships between teachers' beliefs about
the educative system and behaviour of teachers in the schools"
(p. 23). However} subsequent studies based on Wehling and

Charters"' research have not yet appeared in the literature.

The first two dimensions 'of teachers' beliefs described
in Wehling and Charters' (1969) study may be related to the
factors of 'traditionalism' and 'progressivism' - dimensions which
were presumed to underlie teachers' attitudes toward education -
found by Kerlinger (1958). Sontag (1968) attempted to relate
these attitudinal orientations to teacher judgements of desir-
able teachipg behaviours. 1In this study, teachers were grouped
by a median partition of their scores on Kerlinger's (1958)
Educational Attitude Scale (ES VII). Their assessments of
desirable teaching behaviours (ie, relative importance of a
given practice to elementary teachers) were gathered from a Q sort
of eighty behaviours relating to four broad areas of instruc-
tional practice: teaching subject—matter; interpersonal
felations{ authority-discipline; and normative-social. A factor
analysis of the Q sort showed that four factors underlay the

behaviours judged desirable for elementary school teachers.
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These were lgbelled: Concern for Students; Structure and Subject
Matter; Stimulating Teaching; and Self Control in Teaching. Of
these, the two which accounted for the major portion of factor
variance were Concern for Students ana Structure and Subject

Matter. Sontag concluded:

(These) factors were clearly related to attitudes
toward education in that most of the progressives
loaded on the first factor and most of the tra-
ditionalists loaded on the second factor (p. 400).
The behavioural factors were each composed of a number of items
relating to specific planning and classroom management tasks
and thus constructed, represent behavioural 'syndromes' or
patterns rather than discrete behaviours. Sontag's findings
may be seen as congruent, at least in a general way, with the

previous discussion of the relationship between attitude toward

an object and multiple-act behaviours or behavioural commitments.

Soméwhat similar to Sontag's approach, Turner (1967)
drew upon previous work by Ryans' (1960) to assess the relation-
ship between beginning teachers' attitudes and their observed
responses to instructional problems commonly encountered in
the first two years of elementary-level teaching. Employing
Ryans' (1960) Teacher Characteristics Schedule (Form E 54),
Turner measured attitude toward pupils, democratic pupil
practices, school personnel (ie,. fellow teachers) and beliefs
regarding a pefﬁissive, child-centered versus a tréditional,

subject-centered approach to instruction. As well, the

instructional problem solving performance of teachers was
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assessed on Wade's (1961) Teaching Tasks in Reading test.

Essentially, this test assesses the ability to diagnose pupil

learning difficulties and the ability to organize durricular

materials, For purposes of comparison, teachers were categor-

ized according to elementary supervisor and principal ratings

into a number of 'problem groups'. The following such groups

bear on aspects of preactive instruction:

l‘

Management: This grouping referred to problems of instruc-

tional ‘'organization', curriculum 'planning', or classroom
'management’. |

Reading: Problems in this category referred to instructional
difficulties in language arts éenerally'and in the teaching
of reading particularly. Specific problems related to the
formation of instructional groups of pupils were paramount.

Expectancy: Teachers included in this category experienced

difficulty relating to three aspects of instruction: 1) a

tendency to 'over-expect' or 'under-expect' of pupils in

terms of achievement; 2) difficulty adjusting instruction to
indiyidual differences among pupils; 3) problems in determ-
ining the appropriate level of complexity in instruction for
the grade they were teaching.

No Problem: This group included all teachers who were per-

ceived as having no notable problems in instruction. As such,

they provided a criterion group for comparison.

Comparisons between the Problem and No Problem groups revealed

the following results. With respect to management problems,

the only significant difference found related to staff attitudes;
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teachers wi;h less favourable attitudes toward fellow staff
members differed significantly from the No Problem group.
Significant differences were also noted for the problem area of
teaching reading. Here the Problem group displayed a signifi-
cantly gréater unfavourable attitude toward school staff and
democratic pupil practices. Of particular interest is the non-
significant difference of the comparison groups' scores on the
Teacher Tasks in Reading test. In this regard, Turner (1967)
concluded:

In the present sample at least, difficulties in-

teaching reading seem more closely identified

with the personal-social characteristics of the

teacher than with her problem solving characteris-

tics (p. 255).
The group of teachers who had expectancy problems differed from
the No Problem group with respect to the traditional versus
permissive viewpoint and problem solving performance. According
to Turner, this suggests that the teachér with expectancy

problems is somewhat subject-centered but lacking in adequate

problem solving ability in the skill subjects.

As with most studies in the area, Turner's investi-
gation referenced attitudinal objecté or issues with respect
to behavioural patterns or sets of behaviours and significant
relationships may thus be expected. Of particular interest are
the findings concerning the function of the problem solving
factor. The possession and utilization of analytic skills were
assumed to be of primary importance as antecedents to teacher

difficulties in instruction. The fact that they did not relate
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to teacher problems in Management or in Reading prompted Turner
(1967) to conclude that this factor did not operate directly;

rather it appeared to "interact with other factors" (p. 256).

The above studies may be seen to correspond in
methodology to the previously mentioned social psychology
studies which manipulated different variable levels in examiﬁing
attitude and the relationship between attitude and behaviour.
The following study presents an example of the regression

approach to attitude-behaviour research.

Maguire (1968; 1969) attempted to ascertain the atti-
tudinal basis of certain instruqtional decisions made by
teachers regarding educational goals. Specifically, teachers
evaluated a list of curriculum objectives on a set of bi-polar,
adjectival (semantic differential) scales which had been
" selected to describe various value aspects of the objectives.
Subsequently, instructional decisions with respect to the
implementation of each objective were recorded. These decisions
included: 1) an estimate of thelnumber of classroom instruc-
tional hours each teacher would devote to the pursuit of each
bbjective; 2) their subjective estimate of the amount of com-
mitment they would personally feel toward pursuit of each
objective; 3) a similar estimate of the amount of commitment
the school system in general should display in attaining each
objective; 4) a ranking of the objectives in terms of their
relative importance in the school program. A factor analysis

of the values assigned to the objectives revealed four dimensions



59.

which were common to the test and replication samples employed
in the study. These were labeled Subject Matter Value,
Motivational Qualities (to students), Ease of Implementation,
and Statement Properties, the latter referring to the precision
and clarity of the objectives. Regressing the derived 'value
components' on each decision, Maguire (1969) reported that "al-
though the accuracy of the (regression) model varied over the
kinds of decisions made, the median multiple correlations for

both samples, for all decisions were greater than .75" (p. 23).

Maguire's study is significant in that it addressed
directly the relationship between attitude and behaviour. Again
however, the reported variation in predictive accuracy of an
attitudinal measure of objectives and specific behavioural com-
mitments with respect to those objectives conforms to the
previously discussed findings for this relationship. Of
additional interest is Maguire's reported result that among the
various individual difference and contextual variables assessed,
which included teacher age and sex, teacher preparation and
experience, and situational characteristics of the school, only

teacher age was related to attitude.

A substantive consideration in Maguire's study was
the view that teachers represented a legitimate body of experi-
ence to be consulted on matters of curriculum implementation
(Taylor and Maguire, 1966). Specifically, teachers were seen
to be important judges of a curriculum "at its point of contact
with the student...It is contended that teachers' assessments

of curriculum objectives can control the impact that a curricu-
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lum has on a student" (Maguire, 1968:68). Such a position reflects
the traditional, linear model of curriculum development associ-
ated with Tyler (1949), Taba (1962) and others. Within this
framework, the role of stated objectives in providing appropriate
criteria for evaluating the merit of curricula may be seen in
Popham's (1969) assertion:

Precise objectives, stated in terms of measurable

learner behaviour make it infinitely easier for

the teacher to engage in curricular decisions.

The clarity of precisely stated goals permits the

teacher to make far more judicious choices regard-

ing what ought to be included in the curriculum

(p. 44).
Similarly, Mager (1962) states that "When clearly defined goals
are lacking....there is no sound basis for selecting appropriate
materials, content, or instructional methods" (p. 3). However,
the importance of objectives as criteria for teachers' evalua-
tions of curriculum materials and activities has been shown to
be minimal (eg, Goodlad and Klein, 1974; Walker, 1971).
Teachers engaged in curriculum decision making apparently con-
sider aspects and consequences of program implementation other
than the stated objectives. It follows that where traditional
attitude toward the object measures are employed, a more

appropriate object to consider in assessing curriculum evalua-

tions is the program itself.

A search of the literature reveals but one study which

has directly related teachers' curricular attitudes to problems
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of program choice. lMorrison et al (1969) examined the relation-
ship between elementary teachers'responses to the San Diego

Teacher Inventory of Approaches to the Teaching of Reading (1961)

and their preferred choice of reading curricula. Two curricular
approaches were under study. The 'Skills Centered' approach
comprised two programs: 1) the Basal Reader method in which the
teacher relied on conventional basal readers and their accompany-
ing manuals and wbrkbooks; 2) the Phonovisual method which
combined use of basal readers with a phonic system developed
through use of phonovisual materials. The second approach was
the 'Language Experience' procedure which also consisted of two
programs: 1) a regular Languade Experience program in which
reading materials were largely developed from the experience and
verbalization of children and in which library books were used
for supplementary instructional purposes; 2) a Language Experi-
ence-Audiovisual program in which the basic language experience
procedure was supplemented by various kinds of audiovisual
equipment (eg. tape recorders, cameras, projectors)ﬁ

The San Diego Attitude Inventory employed in this study
is a Likert-item instrument on which teachers indicate their
agreement or disagreement with the accuracy of statements for

describing their particular approach to the teaching of reading.

l. Eash (1972) has constructed a program evaluation and choice
instrument which involves a variety of teacher evaluative
and importance responses. However, the instrument is de-
signed to provide a logical analysis of curriculum materials .
rather than act as a measure of teachers' curricular
attitudes, and no validation studies with this in mind have
been carried out. :
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The instrument is composed of three scales each of which
represents a Basic, Individualized, or Language Experience
approach. Each scale requires a response to statements re-
garding the following aspects of reading instruction:
1. Teacher's purpose for reading instruction.
2. Basis of the plan for reading instruction.
3. Teacher's method of motivation for reading instruction.
4. Materials of reading instruction the teacher uses.
5. Teacher's method for organizing the classroom for reading.
6. How the teacher provides for direct reading instruction.
7. How the teacher provides for supplementary reading instruction.
8. How the teacher includes skill development in the reading
programn.
9. How the teacher incorporates vocabulary development in the
reading program.
10. Provision for individual differences in the reading program.

1ll1. Teacher's criteria for evaluation.

It may be seen that this instrument provided a broader assessment
of teachers' concerns reiating to curricﬁlum choice than was
possible in the Maguire (1968) study. In the Morrison et al study,
the Basal Reader and Phonovisual methods,‘the Skills Centered
approaches, were assumed to correspond to the Basic Scale on the
Attitude Inventory while the Language Experience Scale was assumed
to represent the beginning stages of reading in the Language
Experience method and the Individualized Scale represented the

later stages of this method.
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The results reported by Morrison et al of the relation-
shiv between measured attitude and preferred choice of reading
method indicate that teachers who chose a Skills Centered
approach had significantly higher mean scores on the Basic Scale
than on either the Individualized or Language ExXperience Scales.
The scores of teachers who chose the Language Experience
methods however, were not significantly different between the
Basic and either of the Individualized or Language Experience
Scales. Nevertheless, Morrison et al summarized their findings
as follows:

Since selection of a teaching method in the...

schools were largely optional, it must be assumed

that for most teachers, a decision to use basal

materials was more often based on personal

preference than on administrative edict. Since

the results of a teacher attitude inventory also

indicated that teachers (participating in the

study) were favourably disposed toward basal

reading instruction, it is rather obvious that

there is a strong relationship between teacher

attitude and choice of approach (p. 392).

While the assertion of a strong attitude-behaviour
relationship must be qualified by the empirical findings, the
study is important in that it considered the relationship
between attitude and behaviour with respect to a curriculum
planning problem that typifies the task faced by classroom
teachers. Moreover, in assumptions, methodology, and results,
the study is characteristic of the traditional approach to the
attitude~behaviour issue -- an approach that was previously

shown to require some alternative formulation if a reliable

association between attitude and behaviour is to be found.
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2.3 The Fishbein Model

The purposes of this concluding section are first to
outline the conceptual basis of the Fishbein model as well as
the operational issues involved in its development. Empirical
findings concerning the relationships between predictor and
criterion variables and among predictor variables are then
reviewed and the relevance of the Fishbein formulation to the
preseﬁt study drawn. This review and discussion underlies the
subsequent statement of research questions to be tested in

the study.

2.3.1. The Fishbein Model: Conceptual Antecedents

The theoretical basis for Fishbein's (1967; Fishbein
and Ajzen, 1975) regression model for predicting behavioural
intention and behaviour may be found largely in the work of
Dulany (1968). 1In a series of studies related to concept
learniné, Dulany formulated thé theory of Propositional Control.
Here, Dulany argued that where subjects' responses to verbal
learning tasks were under volitional control they would act
according to the 'self-instructional set' or 'intentibn' that
was formed and held with respect to a pérticular response. The
central statement of the theory thus focuses on the determin-

ants of intention and may be expressed as follows:

R~ BI = (RH4 - RSV)wl + (BH - MC) (2)

w2

Primarily, the theory is concerned with explaining the effect
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of various reinforcement parameters on verbal responses. Related
elements of knowledge, belief, and awareness are represented as
propositions in the form of two hypotheses, the first of which
concerns the individual's expectation of a reinforcement termed
the Response Hypothesis or Hypothesis of Reinforcement Distribu-
tion (RHd). The second major hypothesis concerns the congruence
of the respohse to group norms, the Behavioral Hypothesis (BH).
Associated with the Response Hypothesis is a feeling of value
termed the Subjective Value of Reinforcement RSv). Similarly
associéted with the Behavioural Hypothesis is a positive or
negative position on conformity, the Motivation to Comply (MC).
Wl and W2 are empirically determined wéights which indicate the
relative importance of the two components in determining

Behavioural Intention.

The variables included by Dulany reflect specific
actions and situations. It is presumed that the subject's
performance of the reinforced response is closely related to his
intention to perform that behaviour; the level of spécificity
of the intention is determined directly by the available re-
sponse. Similarly the co-determinants of intention are
specific to the behaviour. The first component refers to the
expectation that a given response will lead to a given event or
consequence and the subject's evaluation of that event. The
second component refers essentially to the subject's perception
that the particular response is expected of him by some signifi-

cant social referent (eg. the experimenter) and his motivation
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to comply with the perceived pressure. Dulany suggests there are
many additional variables that may influence the.behavioural
response. However, they are considered to have only an indirect
effect; their influence on behavioural intention and behaviour
is reflected in the model's component variables. Stated some-
what differently, each of the two components is assumed to
contribute to the determination of intention but their relative
importance may vary as a result of personal and situational
factors. Validation studies reported by Dulany (1968) provide
evidence to support the theory in the prediction of intention
and behaviour under controlled conditions. Here, the indepen-
dent variables were highly predictive of Behavioural Intention
and the intention variable was similarly predictive of

Behaviour (see Tables 1 and 2).

Fishbein's model is an adaption of the central state-
ment contained in Dulany's theory (see Equation 1, page 14).
As in ﬁhe original formulation, Fishbein's modification deals
with the prediction-of a particular behaviour in a given
situation. A person is assumed to form and hold a specific
behavioural intention which influences his subsequent behaviour
and this intention is directly predicted from the two components

of attitude and norm which are given empirical weights.

In Dulany's model the behavioural intention term re-
ferred to the performance of a specific reinforced response in
a highly controlled learning situation. Fishbein has elabor-

ated this term to reflect the more complex social situation.
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In his view, intention may be seen to vary along four dimensions:
the naturg of the behaviour, the time and situation in which it
occurs, and the characteristics of the object or target of the
behaviour. Studies of drinking habits by Sandell (1968) and
leisure time activities by Bishop and Witt (1970) in which these
conditions were manipulafed showed that such variations signifi-
cantly affected the likelihood that their subjects intended to
perform the behaviours under study. It will be recalled that
Fishbein has defined intention as the position an individual
occupies along a subjective probability dimension involving a
relation between himself and some action. It follows that
alteration in any of the above mentioned elements defines a
different probability dimension, a different behavioural inten-
tion. Adequate assessment of intention thus requires
specification of the behaviour, target, situation, time or

combinations of these elements.

The attitudinal component in Fishbein's model (Ab)
refers to the individual's attitude toward performing a
behaviour under a given set of circumstances. According to
Fishbein, a person's attitude is a function of the perceived
consequences-of performing a behaviour and the evaluation of
those consequences. Similarly, the initial component of
Dulany's model concerns the subject's belief that a given be-
haviour leads to some specified reinforcing event and his
evaluation of that event. A major distinction of Fishbein's

model however, is the consideration of multiple consequences.
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His expansion results in a set of beliefs and evaluations per-
taining to each of the relevant consequences of performing the
behaviogr. The parallel between the components of each model is
seen in their relation to expectancy-value theories of decision
making and attitude (Feather, 1959; Fishbein, 1967; Peak, 1955;

Rosenberg, 1956). 1In this context, the attitudinal component

of the Fishbein model may be expressed as follows:

n
Ab =_1§’b1. e; (3)

where b is the belief that performing behaviour B leads to
consequence or outcome i; e is the person's evaluation of out-
come i; and n is the number of beliefs the person holds about
performing B. Fishbein and Ajzen (1975) have related their
more general formulation and Dulany's first hypothesis to
attitude as follows:

Conéistent with the expectancy-value theory of

attitudes, this generalization suggested that

the first component of Dulany's theory could be

viewed as attitude. In contrast to a traditional

attitudinal approach, however, the attitude in
question is the person's attitude toward per-
forming a given behaviour rather than his

attitude toward the object or target of the

behaviour (p. 302).

Fishbein has similarly elaborated the normative com-
ponent of Dulany's model. In both models the normative
component deals with the influence of the social environment
on behaviour. Fishbein's Subjective Norm (SN) term refers to

the person's perception that most people who are important to

him think he should or should not perform the behaviour. This
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general subjective norm is presumed to be determined by the
perceived expectations of specific referent individuals or
groups and by the person's motivation to comply with these
expectations. The generalize? normative component and its

determinants may be expressed as follows:

SN = mel (4)
iey

where b is the normative belief that referent group or in-
dividual i thinks he should or should not perform behaviour B;
m is the motivation to comply with referent i; n is the number
of relevant referents. As with Dulany“s normative component,
the Subjective Norm referé to perceived pressures to perform
a given behaviour and the individual's motivation to comply
with these pressures. However, where Dulany considered only
the influence of the experimenter on the subject'é responses
in his investigations, Fishbein has generalized the normative
source by defiping an overall subjective norm which includes
all relevant referent groups and individuals. Empirical
support for the relation between Subjective Norm (SN) and the
compound measure of normative beliefs and motivation to comply
(Zb e, ) has been given by King and Jaccard (1973) and Glass-
'm;; and -Birchmore (1974). |
An impbrtant issue with respect to the necessity of
including a normative component in addition to attitude has
been raised by Fishbein and Ajzen (1975). It may be argued
that normative beliefs should properly be considered a part

of attitude toward the behaviour:
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... some of the consequences of performing a
" given act are that the act may please or dis-

please relevant reference groups or individuals,

and it may lead to reward or punishment from a

given referent. Depending on the person's

evaluation of these consequences, his attitude

toward the behaviour should become favourable

or unfavourable (p. 304).
However, Fishbein maintains the differentiation between beliefs
about the consequences of performing a behaviour and beliefs
about expectations of relevant others. This distinction is
based on the assumption that different processes are seen to
underly the formation of the attitudinal and normative com-
pbnents. This notion may be elaborated by brief reference to
the social influence literature. "According to Kelman (1961),
social influence operates through one or more of three distinct
processes. The first of these, internalization, is said to
occur when the individual accepts influence because it is
perceived as being instrumental to the attainment of valued
goals or as "inherently conducive to the maximization of his
values" (p.65). The process of identification is seen to occur
when an individual adopts a behaviour or opinion derived from
another because the role relationship between the individual
and that other is beneficial to some portion of the individual's
self-concept. The third process posited to account for social
influence refers to compliance, a conformity to the expecta-
tions of another in order to receive a reward or avoid a
punishment mediated by that other. Each of Kelman's processes

may be distinguished in terms of the apparent motivational

antecedents that are salient in a given influence situation.
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Deutsch and Gerard (1955) have distinguished two types of social
influence situations. They refer to informational social

influence as the influence to accept information from another as
evidence .about reality. They reserve the term normative social
influence for the influence situation which calls for conformity

to the expectations of another person or group.

~Thus an informational source of influence would be
accepted and internalized if it was perceived as being instru-
mental to the solution of some problem confronting the
individual or because it supports or adds to what the individual
already believes about the situation. An important aspect of
internalization is the credibility of the information source.
McGuire (1969) points out that a source which is believed to be
expert or very knowledgeable will most readily lead to interna-
lization. With respect to curriculum planning, Gardner (1971)
found that classrqom‘teacherS"informational needs were
primarily in the area of instructional materials. Persons most
often consulted in this regard were principals, fellow'grade

teachers, librarians and curriculum specialists.

‘In contrast, normative social influence situations
would be salient when the individual is motivated to comply with
expectations by realizing a reward or avoiding a punishment
mediated by another. An individual similarly would be expected
to accept the influence of a positively evaluated referent by
adopting or identifying with the behaviours or views of that

referent. Equally, he would be expected to disassociate him-
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self from the behaviours and views of a negatively evaluated
referent. This interpretation may be applied to some of the
referents indicated by Gardner (1971) such as the principal or
curriculum supervisor. In this regard, MacDonald (1570) has
argued for the pervasive influence of school and community-based

referents on the instructional practice of beginning teachers.

Fishbein's differentiation of beliefs about the
consequences of behaviour and beliefs about the expectations
of others may thus be seen to reflect distinct influence situ-
ations and processes. Fishbein and Ajzen (1975) refer to the
broader implications of including both attitude and social
norm in their model:

... this distinction emphasizes the importance
of two basic social psychological concepts that
have traditionally been treated independently.
Psychologists and socioclogists interested in
individual behaviour have frequently made use
of  the attitude concept whereas theorists deal-
ing with groups and societies have often relied
on the concept of social norm. By including an
attitudinal and a normative component, the
present theory emphasizes the importance of both
concepts and provides a bridge between the two
approaches to the study of human behaviour

(pp. 304-305).

A further social influence source was described by
Deutsch and Gerard (1955) as including the individual's 'self'.
That is, the expectations of oneself regarding appropriate
behaviour and conduct. 1In his initial elaboration of Dulany's
model, Fishbein (1967) posited a Personal Normative Belief

(NBp) term, presumably to account for this influence source.

The empirical findings with regard to this variable have been
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equivocal. Some studies (Abramson, 1972; Atanu, 1974; Schwartz
and Tessler, 1972) have included NBp in the prediction of be-
havioural intention. However, Fishbein and Ajzen (1975) report
that their (own) empirical findings "have repeatedly indicated
that a subject's report of his personal normative belief serves
mainly as an alternative measure of his behavioural intention"
(p. 305). They maintain that although é conceptual distinction
between personal normative beliefs is possible, at this time a

satisfactory operationalization of NBp is not apparent and it

has therefore been deleted from the present version of the model.

2.3.2. The Fishbein Model: Empirical Support

In its present form the Fishbein model posits specific
relations amdng variables that are of central concern to the
present study. These include relationships between intention
and behaviour; and between intention and variables external and
internal to the model; the latter referring to the attitudinal
‘and normative components. Empirical studies which describe and
support these relations follow.

\
2.3.2.1. The Intention-Behaviour Relationships

In the framework suggested by Fishbein it is expected
that where an appropriate measure of intention is taken, there
should exist a high empirical relation between a person's in-
tention to perform a particular behaviour and his subsequent

performance of that behaviour. The studies listed in Table 1



TABLE 1

INTENTION-BEHAVIOUR CORRELATIONS OBTAINED IN VARIOUS STUDIES

USING THE FISHBEIN MODEL

Study Situation Correlation

. Ajzen (1971) Choose alternative X or Y in

Prisoner's Dilemma (PD) game .822 *
Ajzen and Choose alternative X or Y in .841 *
Fishbein(1970) two PD games .847 *
Ajzen and Send communication to co-work-
Fishbein (1974) er .690 *

Follow instructions of co-

worker .211 *
Bonfield(1974) Choice of fruit drinks .400 *@
Darroch (1971) Sign interracial photographic

release .462 *@
Devries and Cheating in college examination .652 *@
Ajzen(1971) ‘
Dulany (1968) Verbal learning tasks .940 *@
Fishbein (1966) Engage in premarital sexual

' intercourse (females)
a) Generally .564 **
b) Time specific .676 *

*
1l

p<l 01
p< 05

* %

(>
i

average correlation

74.



TABLE {1 (continued)

(1975)

Study Situation Correlation

Fishbein and Voting behaviour

Coombs (1974) a) one month interval .796 *

b) one week interval .888 *

Harrell and Prescribing drugs for

Bennett (1974) diabetes .370 *@
Hornik (1970) Extended PD game .866 *
Schwartz and Donation of transplant

Tessler (1972) organs .375 *
Songer~Nocks Modified PD game .693 *
(1976)
‘Wilson et al Two PD games .740 *
(1972)

Wilson et al Choice of toothpaste .900 *@
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demonstrate considerable suppbrt for the model's ability to
provide adequate prediction of behaviour from intention over a
number of behaviours, situations and persons. Variation in re-
ported results however, reflects the fact that the magnitudelof
this relationship may be influenced by a number of factors.
Fishbein has identified three prerequisites for high intention-
behaviour correlations. The necessary conditions are that the
measure of intention be behaviour=specific, stable and free from
new information about behavioural consequences and social pres-
sures, and that the behaviour be within the individual's

volitional control.

The effects of specificity between measures of intent
and behaviour are demonstrated in the Fishbein (1966) study of.
premarital sexual intercourse_(PSI) among female undergraduates.
In this study, general intentioﬁs to engage in PSI and specific
intentions to engage in PSI 'this semesfer' were correlated
with self-report behaviours gathered at the end of the semester.
A marked increase in the intention-behaviour relationship may
be seen as the intended behaviour shifts from the general to the

specific.

The effect of a long time interval on the stability
of intention is apparent in nearly all field applications of
the model. Among the laboratory investigations, primarily in-
volving Prisoner's Dilemma games or modifications of these,
the potential influence of extraneous factors was either experi-

mentally controlled or accounted for by minimizing the time
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between intention and behaviour measures. Attenuation of this
correlation among field studies parallels the time lag between
measures. This may be seen in the Fishbein and Coombs (1974)
study or by comparison of the Devries and Ajzen (1971) study,

in which behaviour Was assessed immediately, with the Darroch
(1971), Bonfield (1974), Harrell and Bennett (1974), or

Schwartz and Tessler (1972) studies where behaviour was assessed
from one to three months subsequent to gathering intent measures.
However this factor does not alone account for the discrepancies
shown. Other elements such as variati&n in co-worker's

responses during a cooperative task (Ajzen and Fishbein, 1974),
may intervene to modify previously held intentions. Among the
field-oriented studies, that of Wilson et al (1975) is unique

in the high correlation obtained. This may be explained not
only by the fact that subjects chose a preferred brand of tooth-
paste immediately following completion of the questionnaire but
also by the unusual procedure used to test the intention-behaviour
relationship which involved éomputing a biserial correlation
coefficient between brand choice and highest ranked behavioural

intention.

The condition of voliﬁional control has been
interpreted in terms of the novelty of the behaviour for the
individual. Tittle and Hill (1967) for example, refer to the
extent to which the behaviour falls within the range of the
person's common experience as a determinant of the degree of
correspondence between predictor and criterion. Schwartz and

Tessler (1972) also -refer to the likely positive effect of prior



experience on the relation between intention and behaviour.
Songer-Nocks' (1976) findings regarding the specification of
additional variables, particularly prior experience, for

- predicting subject's responses to a modified form of the
Prisoner's Dilemma game is illustrative. In her analysis of
the intention-behaviour relationship, Songer-Nocks included the
variables of prior experience and feedback (knowledge of results
for various decisions made during the game) in a regression
formulation with behaviour as a criterion. While intention
contributed significantly to behavioural prediction (R2 = .48),
the addition of a triple interaction term involving intention,
prior experience and feedback markedly‘increased the precision
of this prediction (R2 = .59). Of particular interest to the
present study is the effect of prior experience on the
weighting of intention in prediction under the common condition
of feedback. This task may be eduated with a problem of choice
as generally accepted in the decision theory literature. Where
éubjects had no prior experience with the'demands of the game,
the intention variable received a relatively small weight (.27).
In contrst, the prior experience condition resulted in a weight
of .97 for intention. 1In the context of this study at least,
specification of the novelty of the behaviour resulted in a more

precise relationship between intention and behaviour.

2.3.2.2. The Relationship of Intention With Variables Internal
and External to the Fishbein Model

- As previously indicated, the central concern of the
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Fishbein model is the elaboration of the immediate antecedent of
behaviour; that is, the specification of the determinents of
behavioural intention. According to Fishbein, the necessary and
sﬁfficient psychological variables for the prediction of
intention are the attitudinal'and normative components given by
the model. The accuracy of prediction of intention from these
components is indicated by the multiple correlations for
different studies shown in Table 2. Over all studies listed the
average correlation is .734, indicating that the precision of
prediction is considerable both in highly controlled laboratory
situations and in less constrained field settings. It is
claimed by Fishbein that this precision will not be enhanced by
the specification of additional variables such as personality
characteristics or situational factors. Specifically, variables
external to the model can affect intention only if they
influence the attitudinal or normative components or their
relative weights. Moreover, since a given behaviour may be
under primarily attitudinal or normative control, the effect of
external factors will be seen only if the related component is

a significant determinent of intention. While the addition of
external variables may not directly increase predictive precision,
their specification does allow greatef explanation of the
formation of intention. However, before discussing the impact of
external variables on the relative importance of attitude and
norm in prediction, the sufficiency of the model will be

considered.

Sufficiency may be demonstrated if the relation of



TABLE 2
MULTIPLE CORRELATIONS BETWEEN INTENTION

AND FISHBEIN MODEL COMPONENTS

. Multiple
Study Situation Correlation

Ajzen'(l97l) Choose alternative X or Y

in PD game .716 *
Ajzen and Choose alternative X or Y . 849 *
Fishbein (1970)] in two PD games .888 *
Ajzen and Perform four behaviours
Fishbein(1972) | involving risk .793 *@
Ajzen and Send communication to coworker .704 *
Fishbein(1974) | Follow instructions of coworker .608 *
Bonfield(1974) | Choice of fruit drinks .600 *
Darroch (1971) Sign interracial photographic

release form .647 *@
Davidson and Use birth control pills : .775 *@
Jaccard(1975) '
Devries and . . L *
Ajzen (1971) i?gitlng in college examina .642 *@

*
i

p<.01

@ = average correlation



TABLE 2 (continued)

Multiple
Study Situation Correlation

Dulany (1968) Verbal learning tasks .880 *@
Fishbein (1966) Engage in premarital sexual

intercourse (females, time-

specific) .935 *
Harrell and
Bennett (1974) Prescribing drugs for diabetes .450 *@
Hornik (1970) Extended PD game ' .806 *@
Jaccard and Use birth control pills .775 *@
Davidson (1972)
Songer-Nocks Modified PD game .771 *
(1976)
Wilson et al Two PD games .695 *
(1972)
Wilson et al Choice of toothpaste .672 *@
(1975) ,
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external variables to intention is drastically reduced when the
attitudinal and normative variables (Ab and SN) are statistically
held constant. 1In the Fishbein and Ajzen (1970) study for
example, the effects of individual difference and situational
variables on strategy choices in a Prisoner's Dilemma game were
examined. The specific variables under study were the subject's
sex and measured authoritarianism as wéll as the game's pay-off
matrix and motivational orientation. The latter was defined in
terms of cooperation, competition, and individualism. Ajzen

and Fishbein's reported results indicate that sex and
authoritarianism were not significantly related to intentions
while intentions were significantly affected by the pay-off
matrix and the motivational orientation. Consistent with the
hypothesized relations between internal and external variables,
similar relationships were reported with respect to the
attitudinal and normative components. Employing the procedure
of covariance analysis, Ajzen and Fishbein found that with the
attitude and norm variables held constant the effect of the
pay-off matrix was reduced to non-significance while the effect
of motivational orientation, although significant, was greatly
attenuated. 1In an extension of Ajzen and Fishbein's (1970)
study, Songer-Nocks (1976) investigated the effect of prior
experience and motivational orientation variables on intention
in a modified fofm of the Prisoner's Dilemma game. A comparison
of the Fishbein model variables alone with a model containing
the external Qariables and interactions produced only a minimal

increase in predictive efficiency, the multiple correlations
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being .771 and .796 respectively.

As previously indicated, Fishbein regards general
attitude toward the object (Ao) measures to represent variables
external to the model. Studies by Ajzen and Fishbein (1970)
and Ajzen (1971) in which attitude toward the behaviour (Ab) and
subjective .norm (SN) were held constant indicated the partial
correlations of Ao with intention (I) to be nonsignificant in all
cases; The study by Jaccard and Davidson (1972) in the more
applied setting of family planning intentions similarly demon-
strates the mediating role of the model's cqmponents with
respect to traditional attitude measures. An examination of
Table 3 illustrates this function as well as the differential
relationship between attitudinal and normative components in
the predictién of intention. It may be seen that the effect of
partialling Ab on the Ao-I relationship dramatically reduces
the initial cérrelation between Ao and I while the same procedure
applied with SN results in a minimal reduction. This indicates
that the intention to use birth control pills is primarily under
the subjects' attitudinal control rather than social norms or
pressures. While the weight of empirical evidence suggests that
the attitudinal and normative variables specified by the
Fishbein model are necessary and sufficient psychological
predictors of intentions, one published counter-example should
be mentioned. Schwartz and Tessler (1972) examined the necessity
and sufficiency of an earlier formulation of Fishbein's model
(ie,. one which contained a personal normative component) in the

prediction of intentions regarding six kinds of medical



TABLE 3

CORRELATION BETWEEN ATTITUDE TOWARD THE OBJECT (240)
AND INTENTION (I) PARTIALLING OUT ATTITUDE TOWARD

THE BEHAVIOUR (Ab) AND SUBJECTIVE NORM (SN)

Object Ao~-1 Ab SN Ab+SN

Contraceptives .625%* -.017 .554% 0.00

(adapted from Jaccard and
* = p< .05 : Davidson, 1971)
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transplant donations. They reported thaf attitude toward the
behaviour, personal normative beliefs, and social normative
beliefs were significant predictors of intention,.accounting for
somewhat better than fifty percent of the variance in intentions.
When the variables specified by the model were partialed out,
substantial reductions in the correlations between intentions

and externai variables occurred. However, the internal

variables failed to account completely for the effects of four
out of six variables tested across the thirty-three possible
relationships defined by the study. Schwartz and Tessler
concluded that these results cast doubt on the model's
sufficiency. In response, Fishbein and Ajzen (1975) have pointed
to the necessity of a theoretical framework for the specification
of external variables since it is always possible to find
significant correlations if a large number of relationships are
considered. More relevant to the claim for sufficiency perhaps,
are the greater number of studies which report a significant
mediating effect of the attitudinal and normative components in

the model.

Turning to the explanatory usefulhess of considering
external variables in predicting intention, Table 4 demonstrates
the effect on the relative importance of the attitudinal and
normative components due to variation in individual difference
and situatioﬁal factors. The effects of an individual difference
variable, ie. religious persuasion, may be seen in fhe'Jaccard
and Davidson (1972) study. Specific situational effects are

apparent in the Ajzen and Fishbein (1970) study while variation



' TABLE 4
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RELATIVE IMPORTANCE OF ATTITUDINAL (Ab) AND NORMATIVE (SN)
COMPONENTS IN THE PREDICTION OF INTENTION
Situation Correlation Regression
and Coefficient Coefficient Multiple
Study Condition Ab SN Ab SN Correlation
Jaccard and Use birth
Davidson(1972) | control pills
a) Catholics .909 .775 .715 .281 .931
b) Protestant .756 .565 .644 ,195 .773
Ajzen and PD Game
Fishbein (1970) | a) Cooperative .370 .752 .229 .707 .785
b) Individual .710 . 780 .353 .552 . 852
¢) Competetive .883 .733 -691  .327 .922
Mathews et al Choice of tooth-
(1974) paste
a) Gleem .240 .460 .620
b) Crest .210 .540 T .660
c) Colgate : .360 .380 .670
d) Ultra-brite reported .110  .590 .660
e) Macleans .12¢0 .570 . 650
f) Pepsodent .090 .680 . 640
Devries and College
Ajzen(1971) Examinations
a) Cheat . 459 .474 .331 .354 .566
b) Copy .546 .534 .398 .378 .647
¢) Allow others :
.526 .652 .317 .526 .714

to copy




87.

in the behavioural object and the nature of the behaviour are
seen in the Wilson et al (1974) and the Devries and Ajzen (1971)
studies, respectively. 1In these studies, differences between as
well as among attitudinal and normative components are
illustrated across the various conditions. Fishbein and Ajzen
(1975) report that over all studies conducted and across
conditions within them, there is a slight tendency for the
attitudinal component to take on a somewhat greater weight than
does the normative component. However, they point out that such
a comparison is theoretically meaningless; different behaviours,
different situations, and different individuals have to be
compared. The fact that individual difference and situational
factors are reflected in the relative predictive importance of
the two components of the model suggests its applicability to a

wide variety of situations.

2.4 Summary

Research has been unable to demonstrate a‘consistent
relation between general measures of attitude toward an object
and an individual's behaviour with respect to that object.
Various arguments have been advanced in response to this problem.
Some authors have suggested reconceptualizing the attitude
construct in terms of multiple components involving affect,
cognition and conation. Others have proposed a distinctly
behavioural conception of attitude. Some of the difficulty in
establishing reliable attitude-behaviour links has been

attributed to the instruments employed in assessing attitude.
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Where traditional conceptions and measures have been accepted,
the problem has been seen as one of including the appropriate
personal and situational factors associated with specific
behavioufs. The latter approach emphasizes the importance of
the social environment in the‘prediction of behaviour. DeFleur
and Westie (1958) for example, acknowledge this influence:
... analysis of the beliefs of an individual about
the attitudes, norms and values held by his
reference groups, significant others, voluntary
organizations, peer groups, and the like may be
essential for better prediction of individual
lines of action with the use of verbal scales
(p.673).

In light of empirical findings relating to the above
mentioned approaches to the prediction of behaviour from
attitude and relevant antecedent variables, Dulany's (1968)
formulation of a prediction model which accounted for personal
and situational antecedents provided the needed basis for an
alternative conception of the relationship between attitude and
behaviour (Ajzen and Fishbein, 1973; Fishbein, 1967; Fishbein
and Ajzen, 1975). Particularly, Fishbein's extension of Dulany's
model offers a well-defined conception of attitude and its
measurement as well as providing a methodology for examining the
'other variables' argument. 1In Fishbein's broposed prediction
model, attitude is defined in terms of a single score indexing
a feeling of favourableness or unfavourableness toward some
object. However the object in this case is not general. Rather,

attitude toward performance of the particular behaviour defines

the object of interest. It is thus not the definition of attitude
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that is alte%ed but the attitude object. Fishbein has also
accommodated the argument that non-attitudinal variables must be
included in the prediction of behaviour, Specifically, his
formulation proposes that attitude towara the act or behaviour
and social normative beliefs are the basic co-determinants of

an individual's intention and actual performance of a behaviour.
Other variables, including traditional attitudes toward (general)
objecfs, individual differences and situational factors are

seen to influence intention and behaviour only indirectly by
affecting the attitudinal of normative components or their
relative weights. In its present form, the Fishbein Model
places the attitude-behaviour relationship in a position con-
sistent with previous observations in that there is no necessarily
high correlation between attitude and behaviour. The magnitude
of this relation depends in part on the weight determined for
the attitudinal term in the prediction of intention and on the

empirical relation established between intention and behaviour.

Fishbein's Model has been shown to predict some
behaviours reasonably well. Much of this research however, has
been concerned with model validation involving highly'controlled
laboratory experiments and game behaviours. Burhans (1972)

assessed this research with the Fishbein Model:

... the few - though highly successful studies

that (Fishbein) has conducted which employ his

model have been concerned with very specific

and limited kinds of behaviour....Much empirical
research is needed to test the efficacy .of his

model in predicting behavioural intention and
behaviour under a wide range of circumstances

and with a wide range of classes of behaviour (p.427).
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More recent field tests of the model have been indicated in the
present literature review. However, there remains a need for
further elaboration in applied settings. Application of thé
model in the context of preactive reading instruction and with
elementary teachers provides such a test of the generality of
the model in a situation and with a.population not previously

considered.

In the field of teaching research the prediction of
instructional behaviour from measures of attitude has for the
most part reflected the traditional assumptions and methodology
of related disciplines. Consequently, the findings of empirical
research are similar. The application of Fishbein's model in
an educational context appears to offer a promising approach to
the prediction and explanation of teacher instructional
behaviour, particularly in the preactive setting. Here, the
immediate usefulness of the Fishbein model is that it delimits
the necessary independent variables for predicting curriculum
planning intentions and behaviours. Moreover, the lfunctional
relations among these predictors as well as their relationship
to other antecedents is specified by the model. According to
Fishbein, additional (external) variables will not directly
improve prediction although their consideration allows inter-
pretation of the relationships assumed by the model.
Explanation of the relative importance of the attitudinal and
normative components with respeét to individuai difference and
situational factors provides an understanding of subject's

perception of behavioural consequences and normative expectations.
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In the present study, an understanding of the attitudinal and
normative basis for preactive planning intentions and behaviours
involves elaboration in terms of teachers' personal and

professional characteristics.

2.5 Research Questions

A general statement of the research questions to be
investigated was given in Chapter I. These concerned the
prediction and explanation of elementary teachers' intentions
and behaviours toward recommending the instructional use of
basal reading programs with particular ability groups of primary
students. Specifically, the behaviours and behavioural intents
under study involved four curriculum planning decisions
requiring the matching of two basal reading programs and two
ability-groups of grade two students. The initial research
questions are reiterated below and elaborated with respect to
the following variables: Recommending Behaviour (B);
Recommending Intention (I); Attitude Toward the Behaviour (Ab);
Social Norm (SN); Attitude Toward the Object (RAo); Teacher

Experience (TE); Teacher Preparation (TP).

2.5.1. Do the variables specified in the Fishbein Model

provide the necessary and sufficient predictors

of Behaviour and Behavioural Intent?

a) Are Behaviour and Intention highly correlated?

b) Is Intention predictable with greater than chance

accuracy from variables internal to the Fishbein



2.5.3.

92.

Model (ige.. Ab and SN)?
c) Is Intention predictable with increased accuracy
by the addition of variables external to the

Fishbein Model (ig( TE, TP and Ao)?

What is the effect of elementary teachers' prior

experience and learning on the relationship between

Intention and Behaviour?

a) Does the correlation between Intention and
Behaviour depend significantly on teachers' prior
classroom teaching experience (TE) and formal
learnings relevant to primary reading instruction

(TP) 2

What is the effect of teachers' prior experience

and learning on the relationship between Intention

and variables internal to the Fishbein Model?

a) In the prediction of Intention does the relative
importance of Ab and SN depend significantly on
teachers' prior classroom teaching experience
(TE) and formal learnings relevant to priméry

reading instruction (TP) ?



CHAPTER THREE

METHOD

The study was an attempt to apply a recent formu-
lation of Fishbein's attitude model to the prediction and
explanation of elementary teachersf:responses to curriculum
planning tasks in primary reading instruction. The study thus
presented two aspects: the prediction of curriculum planning
intentions and behaviour, and the explanation of differences
among teachers intentions and behaviours in terms of their
personal and professional characteristics. ' The previous
chapters indicated the potential usefulness of employing
Fishbein's Model in the contéxt of the identified problem.
Consistent with recént applications of the model in more
realistic non-laboratory settings, a certain loss of predictive
validity was expected:"The explanatory potential of the model,
specifically its accommodation of variables seen to be of
importance to preactive instructional decision making, was also
emphasized as an initial step toward further undefstaqding the

basis for teachers' curriculum planning.

3.1 Subjects

The subjects in the study were practicing elementary
teachersﬁin'the'New Westminster School District (School
District Forty, Province of British Columbia).‘ From among the
13§ elementary teachers in the district, 112 agreed to

- 93 -
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participate in the study. For the investigative purposes of the
study, subjects were categorized with respect to preservice or
inservice preparation in primary reading instruction as well as
classroém teaching experience at this level. Table 5 illustrates
this partitioning and the numﬁer of subjects in each of the
defined groups. Only practiséng elementary teachers were /
included in the study to make comparable the general school
experience of the defined groups. For example, where investi-
gation of curriculum planning intentions and behaviours involved
a comparison between subjects with primary level experiences

and those without, both shared the common background experience
of the elementary school. Similarly, only elementary teachers
who had received inservice or preservice preparation in reading
instruction related to the elementary level were considered.
Thus, where investigation involved a comparison between subjecﬁs
who possessed_this leatning and those who_did not, formal
learnings were relevant to primary instruction. As well, only
elementary teachers from one school district were considered in
the study to make the conditions of school facilities and
community similar for subjects. The relevant biographical data
for the teaéhers included in the study are given in Table 6.
Table 7 details the characteristics of the district in terms of

student population and elementary school facilities.

3.2 Instrumentation

Three independent variables external to the Fishbein
Model as well as two internal predictor variables were under

study (see Table 8). The former included: Teacher Classroom
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TABLE 5

PROFESSION CHARACTERISTICS OF ELEMENTARY TEACHER SAMPLE

Teacher Preparation

Teacher Experience

Reading No Reading

Primary 37 : 25 .

Intermediate 27 23
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TABLE 6

BIOGRAPHICAL DATA FOR SUBJECTS

Group One: Primary and Reading

Age:* 32.20
Sex:** 0 male 37 female
Teaching Experience:* 8.76 years

Teacher Training:** U.B.C. 28 U. Victoria 2
S.F.U. 7 Other 0

Group Two: Primary and No Reading

Age: 32.88
Sex: 0 male 25 female
Teaching Experience: 8.18 years

Teacher Training: . U.B.C. 13 U. Victoria 3
S.F.U. 6 Other 3

Group Three: No Primary and Reading

Age: 33.37
Sex: 7 male 20 female
Teaching Experience: 7.00 years

Teacher Training: U.B.C. 17 U.Victoria 4
: S.F.U. 2 Other 4

Group Four: 'No Primary and No Reading

Age: - 36.44
Sex: 10 male 13 female
Teaching Experience: 8.11 years

Teacher Training: U.B.C. 12  U. Victoria 0
S.F.U. 7 Other 4

*
* %

Values are means
Values are numbers of subijects in groups



TABLE 7

DISTRICT ELEMENTARY SCHOOL CHARACTERISTICS

Schools
Students
1 2 3 4 5 6 7
Primary 177 75 186 168 247 144 220

Intermediate 251 106 175 170 288 166 259
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TABLE 8

VARIABLES INTERNAL AND EXTERNAL TO THE FISHBEIN MODEL

Independent Variables Independent Variables
Dependent Variables | (internal to the Model)| (external to the Model)

Ao
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Experience (TE), Teacher Preparation (TP), and Attitude Toward
the Object (Ao), where the objects were the Basal Reading
Series. The variables internal to the Model were: Attitude
Toward the Behaviour (Ab), and the Subjective Nbrm (SN). The

criterion variables were Behaviour (B) and Intention (I).

3.2.1 Independent Variables

Teacher Preparation(TP)

In the study, TP referred to the prior acquisitioﬁ
or non-acquisition of an accredited program of study related to
elementary school reading instruction. It was assumed that
teachers who had taken a university progrém in developmental
reading possessed theoretiéal knowledge relevant to reading
"instruction at the elementary level. The TP categories for
subjects were thus established on the basis of academic qualifi-
cation, ie,. 'Reading' or 'No Reading'. . Ninety per cent of the
subjects received their professional education at one of three
provincial institutions: the University of British Columbia
(62%), Simon Fraser University (20%), and the University of
Victoria (8%). The remaining ten per cent received their
training out of province but in Canadian institutions. Each of
the provincial universities offer programs in developmental
reading for the elementary level and all place basically the
same emphasis on theory. Program descriptions for each institu-

tion are included in Appendix A.

Teacher Experience (TE)

As with the Teacher Preparation variable, Teacher
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Experience (TE) was defined in terms of two categories, 'Primary’
and 'No Primary'. The first was designed to index a knowledge

of the situational conditions of reading instruction in primary
classrooms. The second category referred to subjects who did
not possess this awareness. Specifically, primary classroom
experience included teaching at one of the first four years of
elementary school, ige. kindergarten or grades one to three. It
was assumed that subjects who taught at the intermediate grade
levels, ie, grades four through seven, would not be as intimately
aware of the characteristics of primary basal reading programs

or the unique requirements of beginning readers.

Attitude Toward the Objéct (Ao)

Attitude Toward the Object (Ao) assessed the subject's
feeling of favourableness or unfavourableness toward both basal
reading programs under study. These measures were gathered
from a semantic differential instrument composed of three bipolar
evaluati#é adjectives drawn from Fishbein and Ravens' (1962) 'A'
scales. The specific seven-point scales employed were: good-bad,

wise-foolish, and harmful-beneficial.

Attitude Toward the Behaviour (Ab)

Attitude Toward the Behaviour (Ab) represents one of
the internal variables specified for the Fishbein Model. It
refers to the amount of favourableness or unfavourableness a
subject feels toward performing a stipulated act in a given

situation. In the study, Ab was assessed with respect to the
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act of recommending the instructional use of the particular
basal reading programs under study. Specifically, Ab was
measured on a seven-point semantic differential instrument

composed of the same scales employed in the Ao instrument.

Subjective Norm (SN)

Subjective Norm (SN) appears as the second internal
variable in the Fishbein Model and represents the influence of
the social environﬁent on behaviour. It is an indicant of the
subject's commitment to what he perceives as his social referent
group's behavioural expectations.. In the study, SN referred to
the subject's perception of what persons or groups important to
him expected him to do in the curriculum planning task. SN was
measured on three, seven-point subjective probability scales
drawn from Fishbein and Ravens' (1962) 'B' scales. The spec@fic_
scales used in the study were: probable-improbable, likely-

unlikely, and ;possible-=- impossible.

3.2.2 Dependent Variables

Intention (I)

Behavioural Intention (I) refers to expressed intent
to perform some behaviour under specified conditions. According
to Fishbein, intentions may vary in specificity along four
dimensions: the nature of the behaviour, the time and situation
of occurrence, and the object toward which the behaviour is
directed. In the study, intentions varied with respect to objects

(basal readers) and situation (student achievement groups). The
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willingness of subjects to make particular program recommendations
for the instructional use of basal reading series was assessed on
the three subjective probability scales employed for the SN
measure. It was assumed that expressed intention to recommend a
particular reading program for use with a given achievement group
of students reflected the degree of subjects' awareness of both
the instructional consequences and the appropriateness of the

recommendation with regard to important referents.
Behaviour (B)

The particular curriculum planning behaviours under
study involved recommending the instructional use of two basal
reading progfams -—- the Canadian Reading Development Series
(Copp-Clark series) and the Language Patterns Series (Langﬁage
Patterns) -- with high and low achieving students at the second
grade level. .The planning task thus required subjects to make
four program-group matching decisions:

a) Copp—Clarkl— High Group
b) Language Patterns - High Group
c) Copp-Clark - Low Group

d) Language Patterns - Low Group

3.3 Collection of the Data

The collection of the data follcwed a sequence of three
steps, each phase relating to the major variable classes under
study. The instruments administered to the subjects in each

phase are given below.
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Phase I (External Variables): a questionnaire,

including the Ao instrument.

PHASE II (Internal Variables): +the Fishbein

instruments including I, Ab, and SN.

PHASE III (Curriculum Planning Behaviour): the

Behavioural Record Instrument, B.

The Questionnaire

The questionnaire was used to gather relevant back-
ground information from subjects as well és their teaching
situations. Personal and professional data included the subject's
agé, sex, teaching experience, and professional education. Other
information gathereq related to school and class size factors.

A sample of the questionnaire is given in Appendix B. The ques-
tionnaire was administered to subjects as a group in each school.
The experimenter first explained the general purpose of the study
and the procedure to be employed in responding to the affective
and probaﬁility scales used in the Attitude Toward the Object and
Fishbein instruments. The confidentiality of the information

gathered was also guaranteed.

The Fishbein Instruments

The Intention (I), Attitude Toward the Behaviour (Ab),
and Subjective Norm (SN) instruments were designed to measure
subjects' dispositions toward recommending the instructional use
of particular basal reading programs. Samples of the instruments

are given in Appendix B. For each instrument written instructions
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were provided to guide subjects in making their responses. These

instructions followed the general format for semantic differential
instruments (Osgood et al, 1957) and recommended by Fishbeiﬁ and
Raven (1962). Subjects were directed to complete the instruments
for each phase in bne sitting and not in the company of their
colleagues. A pilot study was initially carried out with a group
of thirty-three elementary teachers in three schools from an
adjacent school district (School District Forty-Three, Coguitlam).
Questions regarding the difficulty of understanding the
instructions were solicited and the needed clarifications incor-
porated in the instruments before administration to subjects in

the main study.

The Behavioural Record Instrument

The behaviour under study was recorded one week
subsequent to subjects' completion of the Fishbein instruments.
Recommendations were recorded on a form which indicated a simple
'yes‘ or 'no' response with regard to instructional adoption of
each basal reading program for each student achievement group.
An example of the Behavioural Record Instrument is given in

Appendix B.

3.4 Technical Characteristics of the Instruﬁents

Validity of the Instruments

For the intended purposes of the study instrument
validity was considered for: 1) the constructs being measured

2) the particular behaviours and curriculum planning situations
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under investigation and 3) the prediction of behaviour and

intention.

Evidence for the construct validity of the instruments
employed in the study derived mainly from adherence to the well-
established procedures that have produced similar instruments to
measure similar constructs. Reference to studies which have
employed Fishbein and Ravens' (1962) A-B scales in the measure-
ment of Attitude Toward the Object, Attitude Toward the
Behaviour, and Subjective Norm were given in Section 2.3. Here,
the data collected with instruments constructed in accordance
with Fishbein's procedures confirmi that such measures perform
as theoretical considerations reéuire. In the current study,
established practice was adhered to in constructing instruments
for measuring intention, attitude, and norm. For example, a
subject's expression of favourableness or unfavourableness
toward the performance of an act in a given situation was taken
as a measure of his attitude toward the behaviour (Ab).

Similarly, a subject's normative beliefs regarding the behavioural
expectations of important referents was taken as a measure of
his subjective norm (SN). Finally, a subject's expressed
willingness to perform a given act in a given situation was
regarded as a measure of his behavioural intention (I). Fishbein
(Fishbein and Ajzen, 1975) considers these to be appropriate
verbal measures of the variables in his model. Item data with
respect to both evaluative and probability scales employed in
the various instruments are given in Table 9 for the present

study. Specifically, item-scale correlations for both evaluative



INSTRUMENT VALIDITY:

TABLE 9

ITEM-SCALE CORRELATIONS

Scales Concepts *
Evaluative AoCC AoLP AbCCH  AbLPL AbCCL AbLPL
. good-bad .91 .97 .95 . .96 .96 .97
. wise=foolish .95 .94 .97 .96 .97 .97
. harmful-beneficial .92 " 97 .97 .98 .98 .98
Probability SNCCH SNLPH - SNCCL SNLPL I1CCH I1LPH IlCCL I1LPL
(I2CCH) (I2LPH) (I2CCL) (I12LPL)
. probable-improbable .96 .97 .93 .98 .95 .99 .95 .98
(.95) (.97) (.94) (.97)
. likely-unlikely .98 . .98 .98 .98 .97 .99 .97 .99
. (.98) (.99) (.98) (.99)
. possible~impossible .96 .99 .96 .99 .97 .99 .97 .97
(.97) (.98) (.97) {(.99)
_** Concepts Notation:
Ao: Attitude Toward the Object CC: Copp-Clark
Ab: Attitude Toward the Behaviour LP: Language Patterns
S8N: Social Norm H: High-ability student group
Il: Intention (first assessment) L: Low-ability student group

901
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and probability scales are presented to show their applicability

across the various concepts examined in the study.

Fishbein and Raven (1962) have investigated the
convergent and divergent validity of the A-B scales. They
reported inter-item correlations of .90 for the A scales and
.91 for the B scales on the concept of Extra-sensory Perception
(ESP). A-B correlations for the concepts "ESP", "Atomic Fallout"
and "Racial Prejudice" were -.17, -.07 and .12, respectively.
Similar results were found in the present study where inter-item
correlations fqr Evaluative (A) scales ranged from .85vto .95.
For the Probability (B) scales, inter-item correlations ranged
from .82 to .98. Howevef, correlations betﬁeen Evaluative and
Probability scales ranged from .50 to .64 indicating less than

satisfactory divergent validity.

A basic construct validity consideration in the study
was the notion that by varying the situation and object toward
whiéh intention was directed, distinct behavioural intentions
were defined. Reference to fhe-correlations among Intention
measures reported in Table 10 for each curriculum planning
decision suggests that the subjects in the study perceived the

decisions to be relatively discrete.

With regard to the behavioural criterion, the argument
for using recommending behaviour as a valid indicant of
preactive instructional decision making has already been made in

Chapter One.



INSTRUMENT VALIDITY:

108

TABLE 10

CORRELATIONS BETWEEN INTENTION MEASURES

FOR FOUR CURRICULUM PLANNING DECISIONS

Decision

D1 D2 D3

Copp-Clark -

High Group (D1)

Language Patterns -

High Group (D2)

Copp-Clark -

Low Group (D3)

Language-Patterns -

Low Group (D4)

-.10

-.32 : .30

.32 .16 -.20
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With regard to content validity, the curriculum
planning task under study is basic to reading instruction at the
primary level. Moreover, the dimensions of the task emphasized
in the study -- available curriculum alternatives and individual
differences among students ——.are primary considerations in
planning. The particular basal reading programs selected are
thQse prescribed as alternatives by the Provincial Department
of Education and both are widely used in the province (Hill et

al, 197e6).

Determination of predictive validity constitutes a

substantive part of the study and is dealt with in Section 3.5.

Reliability of the Instruments

The instruments for which reliability measﬁres were
sought included Intention (I), Attitude Toward the Object (A0),
Attitude Toward the Behaviour (Ab) , and Subjective Norm (SN).
The main reliability interests of the study related to the

internal consistency and stability of the instruments.

Internal consistency was assessed using Cronbach's
(1951) Coefficient Alpha. The results for each instrument on
each concept are given in Table 11. These findings indicate a

high level of internal «consistency for the instruments used.

Estimates of stability were available only for the
intention measure and are given in Table 12. The reported
correlations are between measures of Intention taken one week

apart, ig. at the time when the qﬁestionnaire and Fishbein
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TABLE 11

INTERNAL CONSISTENCY,
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Standard
Concepts Mean Deviation Cronbach Alpha
AoCC 14.01 2.72 .91
AoLP 15.12 3.64 .96
AbCCH 14.87 3.53 .96
AbLPH 15.53 3.81 .96
AbCCL 11.83 3.92 .97
AbLPL 13.73 4.13 .97
SNCCH 14.24 4.28 .97
SNLPH 15.02 4.41 .98
SNCCL 11.82 4.10 .96
SNLPL 14.54 4.63 .98
I1CCH 13.39 4.70 .97
I1LPH l?,Q7 4.90 .99
I1CCL 11.04 4.43 © .96
I1LPL 13.65 4.90 .98
I2CCH 14.00 4.71 .97
I2LPH 15.20 4.57 .98
I2CCL 11.33 4.31 .96
I2LPL 13.40 5.04 .98
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TABLE 12

INSTRUMENT CHARACTERISTICS DATA: TEST-RETEST
RELIABILITIES FOR INTENTION MEASURES (Il, I2)

FOR FOUR CURRICULUM PLANNING DECISIONS

77 .71 .82 .84




112

Instrument data was gathered (I1l) and at the time when the
Behavioural Observation Instrument was administered (I2). The
obtained results indicate an adequate level of stability for
the purposes of the study. Although stability measures were
not available for the Ao, Ab, and SN instruments in the present
study, Fishbein and Raven (1962) correlated attitude (A) scores
of forty-three subjects in a study of the concept ESP (Extra-
sensory Perception) after a four-day interval and obtained a
correlation of .90. The corresponding correlation for belief

(B) scores was .91 on this concept.

3.5 Method of Analysis

To investigate the applicability of the Fishbein
Model in the context of the present study, analysis of the
gathered data was guided by the predictive and explanatory
purposes of the study. The analytic procedures outlined below
thus relate to an asséssment of: 1) the necessity and suffici-
ency of the Fishbein Model variables in predicting Behaviour
and Intention with respect to the four curriculum planning
decisions under study; 2) the effect of priof teacher experience
and learning on the relationships among variables assumed in the

Model.

3.5.1 The Necessity and Sufficiency of the Fishbein Model

The statistical procedures employed in examining the
utility of the Fishbein Model for predicting Intention and
Behaviour are given below together with the specific research

questions related to this purpose.
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a) Are Intention and Behaviour highly correlated?

According to the Model, the immediate determinant of
a particular behaviour is an individual's intent to perform.that
behaviour. This is in contrast to traditional notions of
behavioural prediction from attitudes which typically employ
standard Attitude Toward the Object (Ao) measures as antecedent

variables.

To assess the strength of the relationship between
Intention (I)l and Behaviour (B) in the present study, point-
biserial correlation coefficients were computed between these
measures for each curriculum planning decision and across all
subjects. The statistical significance of these coefficients
was reported utilizing a two-tailed test of their departure

from zero value.

In addition to examining the strength of the relation-
ship between I and B over the one-week time period which inter-
vened‘between their respective assessment, Attitude (Ao)-Behaviour
correlations for a similar time period were computed; A test of
significant differences between I-B and Ao-B correlations for
(non-independent) samples was made for comparison (Glass and

Stanley, 1970).

b) Is Intention predictable with greater than chance

accuracy from variables internal to the Fishbein Mndel 2

To assess the accuracy of prediction given by the

1 All subsequent references to I refer to the first assessment

of that variable (ie. Il).
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attitudinal and normative variables specified by the Model, a
multiple regression procedure was employed with Intention as
the criterion. Multipie correlation coefficients and coeffic-
ients of determination were computed across subjects and for
each curriculum planning decision. This procedure allowed
investigation of the joint contribution of Attitude Toward the
Behaviour (Ab) and Social Norm (SN) toward predicting variation

in Intention.

Since a unique feature of Fishbein's Model is its
inclusion of a normative term in the regression, the necessity
of including SN in addition to Ab was examined. This was done
in terms of the increment in predicted criterion variation
associated with the normative term after that due to attitude
had been taken into account. A consideration of the predictive
rolg of both attitudinal and normative components in previous
empirical research has shown a degree of correlation among
these predictors. As a result, not only the joint and unique
predictive utility of Ab and SN but also their direct associa-
tion with Intention was reported to better present the
relationships among Model variables. The relevant statistics

thus considered were:

bl) the coefficient of determination (R2) between the
criterion variable (I) and predictor variables (Ab and

SN) ,

b2) the increment in predicted I variation due to the

individual terms Ab and SN ( A.Rz)
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b3) the multiple correlation coefficient (R) of I

with ab and SN,

b4) the first-order correlation coefficient (r)

between I and each predictor variable Ab and SN,

b5) the standardized regression (beta) weights

associated with each predictor.

Derivation of the appropriate F test statistics from the

regression is given by Kim and Kohout (1975).

c) Is Intention predictable with increased accuracy

by the addition of wvariables external to the

Fishbein Model ?

To examine the claim made by Fishbein that the atti-
tudinal and normative componénts mediate the effect of any
additional variables on Intention, the variables of Teacher
Experience (TE), Teacher Preparation (TP), their interaction
(TE X TP) and Attitude Toward the Object (Ao) were included in
multiple regression equations constructed for each curriculum
planning decision and computed across all subjects. This
procedure allowed the effect of Ab and SN to be held constant
while any significant increment of the predicted variation in
Intention due to the external variables was examined.. Derivation
of appropriate F test statistics from regression which reflects
an ordering logic for entering variables in the equation is
given by Kim and Kohout (1975). Interpretive cautions in employ-

ing qualitative variables in regression with unequal numbers of
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subjects for-each level or category of these variables (eg. TE
and TP) have been discussed by Overall and Speigel (1969),

Kaufman and Sweet (1974) and Marks (1974).

Fishbein has stated that where external variables are
related to Intention they are also directly related to Ab and
SN. To more clearly examine the relations among variables
included in the regression, external variables were correlated

with Intention and with the Fishbein predictor terms.

3.5.2 The Effect of Prior Teacher Experience and Learning

on the Relationships Assumed in the Fishbein Model.

The statistical procedures employed in examining the
effect of external variables on components of the Fishbein Model
and the behavioural criteria are given below together with the
specific research questions related to this explanatory purpose.
Since the analysis involved examination of the effects of prior
teaching experience (TE) and formal learning (TP) on the
relationships among criterion and predictor variableé, the TE
and TP variables were considered as design factors. The resultant

sub-groupings of subjects were labelled as follows.

Group 1: subjects who possessed both primary class-
room teaching experience and formal learnings

relevant to primary reading instruction.

Group 2: subjects who possessed primary classroom

teaching experience but no formal learnings

related to primary reading instruction.
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Group 3: subjects who had no prior primary class-
room teaching experience but who did possess
formal learnings relevant to primary reading

instruction.

Group 4: subjects who possessed neither classroom
teaching experience at the primary level nor
formal learnings relevant to primary reading

instruction.

a) What is the effect of prior teaching experience and

learning on the relationship between Intention and

Behaviour ?

According to Fishbein's formulation, the strength of the
relationship between intent and behaviour is, in large part,
determined by the degree of volitional control individuals have
over performance of the behaviour. 1In the present study
volitional control was indexed in terms of subjects' possession
of relevant prior teaching experience and formal learnings.
Accordingly, correlation coefficients were computed between I
and B for each curriculum decision and sub-group of subjects.
The procedure suggested by Marascuilo (1966) for ekamining
differences among multiple (first-order) correlation coefficients
was employed. This procedure involves'first a test of the
equality of K coefficients followed by the specification of
contrasts among all possible pairs or selected combinations of
these coefficients to determine the source of differences

initially found.
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b) What is the effect of prior experience and

learning on the relationship between Intention

and variables internal to the Fishbein Model ?

According to the Model, persons and situations elements
will have a differential effect upon the (regression) weights
given the Ab and SN terms in the prediction of Intention.
Separate regression equations were therefore constructed for
each curriculum decision and each sub=group of subjects to
assess the relative predictive importance of these components.
While the attitudinal and normative terms are considered to be
formed by distinct processes, previous empirical research has
shown a lack of independence. To investigate the relative
importance assigned Ab and SN in predicting I and at the same
time take into account any intercorrelation among predictors,
simple correlations and multiple correlations between criterion
and predictors as well as standardized regression weights were

reported and examined for their significance.



CHAPTER FOUR

RESULTS OF ANALYSIS

Chapter Four presents the results for the analyses
outlined in Section 3.5 of the previous chapter. The
statistical analyses of data were performed on an IBM 360/67
. computer using the applicable sub-routines of the

Statistical Package for Social Sciences: SPSS (Nie et al,

1975). Statistical significance levels of less than .05 are
reported for substantive discussion and interpretation. The
analysis consisted of two phases, each of which related to

the major research purposes identified in the study. These
referred first to the necessity and sufficiency of the

Fishbein Model in the prediction of Elementary teachers'
intentions and behaviours with respect to recommending the
instructional use of basal reading programs with different
ability-groups of primary level students. The particular
curriculum planning behaviours and behavioural iﬁtents examined

related to the following decision situations: 1) recommending

the instructional use of the Copp-Clark series with a High
ability group of grade two students; 2) recommending the

instructional use of the Language Patterns series with a High

ability group of grade two students; 3) recommending the

instructional use of the Copp-Clark series with a Low ability

group of grade two students; and 4) recommending the

- 119 -
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instructional use of the Language Patterns series with a Low

ability group of grade two students. The second phase of
analysis consisted of an examination of the effects of prior
teaching experience and formal learning factors on the
relationship between subjects' Recommending Intentions and
Behaviour and on the relative importance of the Model's
attitudinal and normative components in predicting Intention.
Additional relations between and.among variables considered
internal and external to the Model were of interest as were
their numerical values. Descriptive statistics were thﬁs

included for elaboration of the research questions.

5.1 The Necessity and Sufficiency of the Fishbein

Model.

'The first phase of analysis involved testing the
applicability of the Fishbein Model to the prediction of
Behaviour (B) and Intention (I) for all subjects and each of
the curriculum planning decisions under study. The research
questions which guided the analysis are given below together

with the related findings.

a) Are Intention and Behaviour highly correlated?

To assess the strength of the relationship between
subjects' Recommending Behaviour and Behavioural Intent,
point biserial correlation coefficients were computed across
sﬁbjects for each curriculum planning decision. The results

of this analysis are given in Table 13. Here, the four
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TABLE 13

.RELATIONSHIPS BETWEEN BEHAVIOUR, INTENTION

AND ATTITUDE (A0)

Decision Correlations Observed Z Values for
I-B Ao-B Correlation Comparisons
D1 .49 * .21 * 3.00 **
D2 .54 * .19 * : 4,30 **
D3 .54 * -.11 * ’ 5.56 **
D4 .49 * .29 * 2.27 **
* pg .05

** 2 .975 = 1.96
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curriculum planning decisions -—- Copp-Clark-High Group,
Language Patterns-High Group, Copp-Clark-Low Group, and
Language Patterns-Low Group -- are indexed.as Decision One
'(Dl), Decision Two (D2), Decision Three (D3), and Decision
Four (D4), respectively. It may be seen that relationships
between I and B measures were moderately strong and positive
over all curriculum pi;nning decisions. The coefficients
obtained for each planning decision were .49, .54, .54 and
.49 (p<.05) respectively. These results are comparable to

the findings of related studies where the Model has been

applied in non-laboratory settings.

For purposes of comparison, correlations were also
computed between the Attitude Toward the Object (Ao)
measure and Behaviour (B) for each planning decision. The
obtained coefficients were .21, .19, -.11 and .29 (p< .05)
for Decisions One to Four, respectively. While significant
for each of the four planning decisions, the Ao-B corre-
lations were generally low and in one instance (Decision
Th:ee) demonstrated an inverse relationship. Comparison of
the I-B and Ao-B correlations for each decision produced
significant differences in favour of the I-B correlations in
all cases. The observed Z values for this analysis were
3.00, 4.30, 5.56 and 2.27 (p< .05) for the respective

decisions.

These results lend support to Fishbein's contention

that traditional measures of attitude are not highly related
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to particultar behaviours and that behavioural intention pro-

vides an improved antecedent measure.

b. Is Intention predictable with greater than chance

accuracy from variables internal to the Fishbein

Model ?

To assess the ability of variables specified as
internal to the Fishbein Model -- Attitude Toward the
Behaviour (Ab) and Subjective Norm (SN) -- to accurately pre-
dict Intention, multiple regression equations were constructed
for each planning decision. Tables 14, 15, 16 and 17 report
the results of this analysis in terms of the coefficient of
determination (R2). The obtained results of this analysis
indicated that variation in Intention could be accounted for
with some precision from the attitudinal and normative com-
‘ponents of the Model. For all decisions, the joint predictive
values of Ab and SN were strong and positive although
considerable range in these values (Total R2) was apparent.
across decisions; coefficients of determination obtained for
Decisions One to Four were .54, .62, .47, and .72 (p<£.05), re-
spectively. These results are comparable to those found in
other field applications of the Model where conditions do not
permit the degree of experimental control available in

laboratory studies.

In the context of the present study, the Ab and SN

terms of the Model were sufficiently predictive of Intention
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TABLE 14

RESULTS OF REGRESSION ANALYSIS OF INTERNAL

VARIABLES ON INTENTION FOR DECISION ONE

_ 5 Degrees of
Source | AR Freedom Fobs
Ab .51 1 38.47 *
SN | | .04 1 | ' 8.81 *
Total ‘ .55 2 65.07 *
Error .45 ' 109

* pL.05



"RESULTS OF REGRESSION ANALYSIS OF INTERNAL

VARIABLES ON INTENTION FOR DECISION TWO

TABLE 15
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> Degrees of
Source AR Freedom Fobs
Ab .53 1 36.67
SN .09 1 26.77
Total .62 2 88.44
Error .38 109

* pg .05
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TABLE 16

RESULTS OF REGRESSION ANALYSIS OF INTERNAL

VARIABLES ON INTENTION FOR DECISION THREE

Degrees of
Source AR Freedom Fobs
Ab .46 1 ' 46.39 *
SN | .02 1 3.19 *
Total .48 2 | 48.47 *
Error | .52 109

* p& .05
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TABLE 17

RESULTS OF REGRESSION ANALYSIS OF INTERNAL

VARIABLES ON INTENTION FOR DECISION FOUR

5 Degrees of
Source AR Freedom Fobs
Ab .61 1 - 79.09 *
SN 11 1 44.83 *
Total | .72 2 : 142.36 *
Error : .28 109

* p<L .05
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to provide support for Fishbein's general formulation.

'To assess the.necessity of the Ab and SN terms in
prediction, the incremental: contribution of each to the
regression was examined fof the four planning decisions. For
all decisions, the attitudinal term.made the greatest contri-
bution; as reported in Tables 14, 15, 16 and 17, R2 values
for Decisions One to Four were .51, .53, .46 and .61 (p< .05),
respectively. In each decision situation SN accounted for a
~small but sighificant proportion of the I variation beyond
that provided by Ab. For the four decisions the respective
increments in R2 due to SN were .04, .09, .02 and .11 (p<.05).
While the necessity of both components in prediction was
indicated, the relative importance of Ab in the regression
was clearly greater. Howevér, this interpretation was compli-
cated by the correlation among predictors for the respective
decisions (r = .77, .71, .82 and .84; p«L .05). Reference to
Table 18 provides d”mbre complete picture of the relationships
between Intention and the predictors as well as relations
among predictors. In terms of the regression, the role of Ab
and SN may be seen in the relative weights assigned each
predictor (ie, the regression coefficients). As indicated,
the attitudinal term received the greatest weighting for all
decisions. However, measures of the direct association of
Intention with Ab and SN showed both to be significantly
correlated with the criterion. Respective first-order corre-

lations of Ab and I for the four decisions were .71, .73, .78



TABLE 18

RELATIONSHIPS BETWEEN INTENTION AND INTERNAL
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VARIABLES FOR FOUR CURRICULUM PLANNING DECISIONS *

Correlation Regression Multiple
Decision Coefficients Coefficients Correlation
Ab SN Ab SN
D1 .71 .62 .54 .26 .74
D2 .73 .69 .48 .39 .79
D3 .68 .50 .59 .15 .69
D4 .78 .72 .55 .41 .85

* all reported values have p< .05.
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and .78 (p«.05) while those between SN and I were .62, .69, .50
and .72 (p< .05). The effect of correlation among predictors

is made apparent by a comparison of the first-order corre-
lations of Ab and SN with I to the multiple correlations of
both with the criterion across decisions (R = .74, .79, .69

"and .85; p<.05), respectively.

In the context of this analysis, it would appear that
the attitudinal term is a necessary component of the Model and

inclusion of the normative term increases predictive efficiency.

c) Is Intention predictable with increased accuracy

by the addition of variables external to the

Fishbein Model ?

Another aspect of the sufficiency of the attitudinal
and normative components of the Fishbein Model relates to
their role in mediating the influence of additional variables
on Intention. To assess the potential of variables not
specified in the model to increase the precision of prediction,
the fbllowing terms were added to the regression formulation:
Teacher Experience (TE), Teacher Preparation (TP) and
Attitude Toward the Object (Ao). The regression procedure
employed in this analysis allowed the Fishbein variables (2b
and SN) to be statistically held constant in order to examine
the relationship between Intention and the external variables.
Tables 19, 20, 21 and 22 show the increment in predicted I

variation attributable to the external variables for each
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TABLE 19

RESULTS OF REGRESSION ANALYSIS OF INTERNAL
AND EXTERNAL VARIABLES ON INTENTION

FOR DECISION ONE

2 Degrees of
Source A RS Freedom Fobs
(Ab
.54 2 65.07 *
SN)

Ao .005 1 .57
TE X TP .02 1 3.83 *
TE .007 1 1.68
TP .001 1 .26
Total .58 6
Exrror .42 105

* pL .05
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TABLE 20

RESULTS OF REGRESSION ANALYSIS OF INTERNAL
AND EXTERNAL VARIABLES ON INTENTION

FOR DECISION TWO

2 Degrees of
Source AR Freedom Fobs
(Ab
.62 2 ) 88.44 *
SN)
Ao .005 1 .69
TE X TP ‘ .001 1 .58
TE .01 1 4,14 *
TP ' .00 1 .00
Total .64 _ 6
Error .36 105

* p<.05



TABLE 21

RESULTS OF REGRESSION ANALYSIS OF INTERNAL

AND EXTERNAL VARIABLES ON INTENTION

FOR DECISION THREE
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Degrees of

SOURCE A R2 Freedom Fobs
(Ab |
: .47 2 48.47
SN)
Ao .002 1 .12
TE X TP .00 1 .00
TE .005 1 .99
TP .00 1 .03
Total .48 6
Error .52 105

* p<L.05



TABLE 22

RESULTS OF REGRESSION ANALYSIS OF INTERNAL

AND EXTERNAL VARIABLES ON INTENTION

FOR DECISION FOUR
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Degrees of

Source A R® Freedom Fobs
(Ab
.72 2 142.36
SN)
Ao .00 1 .00
TE X TP .00 1 .00
TE .00 1 .00
TP .00 1 .00
Total .73 6
Error .27 105

* p<L.05
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curriculum planning decision. These results generally
supported the sufficiency of the attitudinal and normative
components in mediating the effect of additional variables.
Exceptions were found with the TE variable and the con-
structed variable TE X TP which gave small but significant
increments in predicted criterion variation for Decision Two

and One respectively (TE = .01, p<£.05; TE X TP = .02, p<.05).

Fishbein has stated that where external variables are
related to Intention, they also will be related to either or
both the Ab and SN components. To examine these relationships,
first-order correlation coefficients were qomputed between each
external variable, Intention, and the Fishbein variables.

Table 23 provides these results. Among the external variables
considered in the present study, Ao was significantly related
to I in three of the four planning decisions. Obtained Ao-I
correlations'for Decisions One to Four were .37, .53 (p<.05),
-.05 (p>».05), and .42 (p<.05), respectively. The pattern of
relationships between Ao, Ab, and SN conformed to that outlined
by Fishbein; correlations between Ao and Ab and between Ao and
SN were significant for Decisions One, Two and Four but not
Three. Similarly for Decision Two, where TE gave a significant
increment in predicted I variation, the I-TE correlation was
.45 (p«£.05) and the TE-Ab and. TE-SN correlations were .47
(p<.05) and .30 (p< .05), respectively. For the first plan-
ning decision, where the independent contribution of the

TE X TP variable to predicted I variation was significant, the



136

TABLE 23

CORRELATIONS BETWEEN INTENTION AND (INTERNAL AND EXTERNAL)
PREDICTORS AND AMONG PREDICTORS FOR

FOUR CURRICULUM PLANNING DECISIONS

Variables Decisions
D1 D2 D3 D4
Ao-I .39% .53 % -.05 L42%
Ao-Ab .52% .56% .00 .56 %
Ao-SN L21% .51% -.07 L40*
TE X TP-I -.11 .05 | .01 -.13
TE X TP-Ab ~ .07 | .15 .03 -.13
TE X TP-SN -.02 .05 .01 -.06
TE-TI .14 .45% .03 .23%
TE-Ab .32% LAT7* .17 .17
TE-SN .22%* .30% .03 .32%*
TP-1 .17 .16 -.07 | .12
TP-Ab L21%* .l9f -.09 .09
TP-SN .12 .16 -.10 .14
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I-TE X TP correlation was not large and negatively signed
(-.11; p< .05). The relationship of TE X TP with Ab was
correspondingly nonsignificant (.07; p>.05) as it was with

SN (-.02; p>.05).

Claims for the sufficiency of the Model in the sense
that the specified attitudinal and normative components
mediate the effect of external variables were generally
supported. Where the Model failed to mediate completely the
influence of additional variables, their relationship with

Intention was greatly attenuated.

5.3.2 The Effect of Prior Teacher Experience and

Learning on the Relationships Assumed in the

Fishbein Model.

This phase of the énalysis was directed toward
examining the effect of prior classroom teaching experience
and formal learning related to primary reading instruction on:
1) the relationship between Intention and Behaviour and 2) the
relationship among the attitudinal and normative components of
the Model in the prediction of Intention. To examine the
effect of the individual difference factors on these relation-
ships, the sample was partitioned in terms of experience and
learning background to form four subgroups: Group One subjects
possessed both experience and learning related to primary
reading instruction; Group Two subjects possessed only experi-

ence; Group Three subjects possessed only learning and Group
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Four subjec¢ts possessed neither experience nor learning. The

relevant research questions and findings are summarized below.

a) What is the effect of prior teaching experience

and learning on the relationship between Intention

and Behaviour ?

In.the present study it was conjectured that relevant
classroom teaching experience and formal learnings would sig-
nificantly effect the strength of the Intention-Behaviour
relationship. To assess the extent of this influence, I-B
correlation coefficients were computed for each curriculum
planning decision and each sub-group of teachers as defined
by their experience and learning background. Descriptive

statistics relevant to the analysis are given in Table 24.

Resulﬁs of the'X2 analysis used to test the equality
of the I-B éoefficients between groups are reported in Table 25.
It may be seen that for three of the four decisions significant
differences existed between the groups; observed % 2 values
for Decisions One to Four were 7.37 Q>>.05), 14.57, 9.03 and
11.57 (p £.05), respectively. These results indicated that the
specific nature of group differences could be usefully expiored
for Decisions Two, Three and Four. With the exception of
Decision One, which required a matching of £he Copp-Clark pro-
gram with a Low-ability group of students, the effect of
subjects' prior experience and learning on the I-B relationship

was further examined by defining pairwise contrasts between



TABLE 24

DESCRIPTIVE STATISTICS FOR INTENTION-BEHAVIOUR

ANALYSIS BY SUBJECT GROUPS
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Variables
Group Intention Behaviour Correlation of
_ I with B
X S.D. p* r
Decision One
Gl 14.08 5.66 .62 .67
G2 13.80 4,75 .72 .55
G3 14.07 3.47 .82 .38
G4 11.04 3.69 .57 .08
Decision Two
Gl 17.54 4.94 .84 .79
G2 16. 36 4.04 .84 .45
G3 13.33 4. 36 .59 .36
G4 11.74 3.83 .39 .06
Decision Three
Gl 10.95 5.47 .38 .72
G2 11.44 4.28 .28 .67
G3 10.59 3.52 .30 .48
G4 11. 49 4,01 .39 .10
Decision Four
Gl 14.46 5.97 .57 .70
G2 15.00 4.23 .68 .48
G3 13.70 4,13 .74 .48
G4 10.83 3.59 .39 -.11

* Proportion of subjedts in group who chose indicated program.



TABLE 25

GROUP DIFFERENCES ON INTENTION-BEHAVIOUR

CORRELATIONS FOR FOUR CURRICULUM PLANNING DECISIONS
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Decisions
Group | D1 D2 D3 D4
Observed Zr Values
Gl .816 1.064 | .908 .863
G2 .614 . 489 .787 .517
G3 .393 .381 .517 .520
G4 .084 .056 .103 - -.114
Observed %2 Values for
Group Differences
7.37 14.57 * 9.03 * 11.57 *
* N (3,.95) = 7.81
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groups for the following decisionh situations:

1. Decision Two: Language Patterns-High Group (students)

Table 26 gives the results of the pairwise contrasts
between groups for this decision. Reference to these results
and to the correlations reported in Table 24 indicate that
Group One, composed of subjects whé had primary classroom
teaching experience and formal learnings related to primary
level reading instructibn, had a significantly higher I-B
correlation (.79) than did the G;oup Four subjects (.06) who
had neither experience nor learnings relevant to primary
reading instruction. No other significant differences were

found between groups.

2. Decision Three: Copp-Clark-Low Group (students)

The results for the pairwise contrasts among the
groups for this decision are given in Table 27. These results
are similar to those found for Decision Two. Group One sub-
jects had a significantly higher I-B correlation (.72) than
did Group Four subjects (.10). No other significant differ-

ences were noted between the groups.

3. Decision Four: Language Patterns-Low Group (students)

The results for the pairwise contrasts among groups
for this planning decision are presented in Table 28. As in

Decisions Two and Three, Group One subjects had a significantly



TABLE 26

5]

RESULTS OF ANALYSIS OF PAIRED COMPARISONS

BETWEEN GROUPS FOR DECISION TWO
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Observed Zr Difference

Group
G2 G3 G4
Gl .575 .683 1.008
G2 .108 .433
G3 .325
Confidence Intervals About
Observed 2r Differences
Group
G2 G3 G4
Gl (-.190, + 1.400) (-.063, + 1.428) (+.220, + 1.80)
G2 (-.718, + .933) (-.431, + 1.296)
G3

(-.521, + 1.171)




TABLE 27

RESULTS OF ANALYSIS OF PAIRED COMPARISONS

BETWEEN GROUPS FOR DECISION THREE
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Observed 2Zr Differences

Group
G2 G3 G4
Gl 121 .391 . .805
G2 .270 . .684
G3 .414
Confidence Intervals About
Observed Zr Differences
Group
G2 - G3 G4
Gl (-.644, + .886) (-.355, + 1.136) (+.018, + 1.593)
G2 (-.556, + 1.095) - (-.180, + 1.547)
G3 (-.432, + 1.260)




TABLE 28

RESULTS OF ANALYSIS OF PAIRED COMPARISONS

BETWEEN GROUPS FOR DECISION FOUR
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Observed 2r Differences

Group
G2 G3 G4
Gl .346 .343 .977
G2 -.003 - .631
G3 .634
Confidence Intervals About
Observed Zr Differences
Group
G2 G3 G4
Gl (-.419, + 1.111) (-.402, + 1.088) (+.189, + 1.764)
G2 (-.828, + ..822) (-.233, +11.494)
G3 (-.212, + 1.480)
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higher I-B correlation (.70 ) than did Group Four subjects

(-.11). All other comparisons were nonsignificant.

Since no significant differences were obtained between
Group One subjects and subjects in Groups Two and Three, nor
were there significant differences between Group Four subjects
and subjects in Groups Two and Three, interpretation of the
results was not straightforward in terms of either experience
or preparation. Nevertheless, the fact that Group One
subjects had significantly higher I-B correlations than did
Group Four subjects in three of the four decision situations
does suggest that practical and theoretical knowledge operate
jointly to produce greater consistency between behavioural

intent and subsequent actions.

\

b) What is the effect of prior teaching experience

and formal learning on the relationship between

Intention and variables internal to the Fishbein

Model ?

To assess the influence of individual difference
factors on the relative importance of Ab and SN in predicting
subjects' Recommending Intention for eacﬁ planning decision
under study, separate regression equations were constructed
for each deqision situation and subject group, as defined by
their previous classroom teaching and formal learning
experiences. Descriptive statistics relevant to the analysis

are given in Table 29.



DESCRIPTIVE STATISTICS FOR FISHBEIN-MODEL

TABLE

29

ANALYSIS BY SUBJECT GROUPS
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Variables
Group
Ab
X S.D. X S.D.
Decision One
Gl 16. 46 3.37 15.27 5.16
G2 15.00 4.03 14.80 4.04
G3 14.22 3.38 13.85 4.13
G4 12.91 2.17 12.44 2.47
Decision Two
Gl 17.84 3.66 16.68 4,40
G2 16.12 3.42 15.48 4,09
G3 13.82 3.48 14.15 4.43
G4 13.17 2.52 12.87 3.94
Decision Three
Gl 12.16 5.12 11.62 5.12
G2 12.80 3.86 12.36 4.60
G3 10.67 3.26 11,26 3.25
G4 11.61 1.88 12.22 2.49
Decision Four
Gl 14.16 5.03 15.89 5.74
G2 14.64 3.76 15.80 3.22
G3 13.96 4.04 13.96 3.71
G4 11.78 2.28 11.65 3.74
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The results of the (regression) analysis reported in
Table 30 indicate first that Intention could be adequately
determined from either or both predictors for each decision
and for all subject groups but the Fourth which was composed
of subjects who had no prio£ experience or learning. Here,
considerable variation in first-order and multiple correlations
between predictors and criterion was evident for the four de-

cisions.

Since the Ab and SN variables were correlated, their
relative importance in the regressions was reported in terms
of three values: 1) the simple correlatiqn between each
predictor and Intention; 2) the multiple correlation between
Intention and both predictors; and 3) the standardized
régression coefficients for each predictor. Thesé results are
given in Table 30. It may be seen that Intention was related
to both the'attitudinal and normative components with respect
to the direct measure of association and the multiple corre-
lation for all subject groups. For the four decisions, both
Ab and SN received significant regression weights in the
prediction of Intention. For Group One subjects who possessed
both prior classroom teaching experience and formal learning
related to primary reading instruction and for Group Two sub-
jects who possessed relevant classroom teaching experience,
neither the Ab nor SN terms appeared to be dominant across all
decisions. However, for Decisions-One and Three, Group One

subjects had significént regression weights for the Ab term



TABLE 30
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EFFECT OF' PRIOR TEACHING EXPERIENCE AND FORMAL LEARNING
ON THE ATTITUDINAL AND NORMATIVE COMPONENTS OF

FISHBEIN'S MODEL IN PREDICTING INTENTION

Correlation Regression Multiple
Decision Coefficients Coefficients * Correlation
Ab SN Ab SN
Group One
D1 .81 .58 .82 -.02 NS .81
D2 .72 .77 .38 .53 .83
D3 .83 .49 .83 -.01 NS .83
D4 .78 .82 .43 .55 .89
Group Two
D1 .78 .80 .43 .49 .86
D2 .84 .56 .78 .11 NS .84
D3 .60 .65 .27 NS .45 .68
D4 .84 .74 .62 .38 .89
Group Three
D1 .71 .57 .57 .25 NS .74
D2 .70 .61 .55 .19 NS .71
D3 .81 .79 .55 .50 .92
D4 .72 .31 .72 .00 NS .72
Group Four
D1 .31 .42 .19 NS .36 .46
D2 .03 .52 .00 NS .52 .52
D3 -.11 -.17 -.09 NS -.16 NS .19
D4 .69 .65 .55 .49 .83

* All reported values have p<.05

except where indicated as non-

significant (NS).
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(.82 and .83; p< .05). For Group Three subjects who possessed
relevant formal learning, the attitudinal term waé clearly
dominant in three of the four decisions but had only a
slightly larger regression weight assigned the Ab term for the
remaining decision (Decision Three). Standardized regression
weights reported for the Ab term for the four decisions were
.57, .55, .55 and .72 (p< .05), respectively; for the SN term,
the corresponding weights were .25, .19 (p>.05), .50 (p<.05)
and .00. For Group Four subjects the normative term received
the greater weighting in two of the four decisioné. Standard-
ized regression weights reported for the SN term for Decisions
One to Four were .19, .00, .09 (p>.05) and .54 - (p<£.05),
respectively. Corresponding weights for the SN term were .36,

.52 (p<£.05), -.16 (p>.05) and .49 (p<£ .05).

The results of the analysis thus suggested a pattern
of regression weights which was interpretable with respect to°
the individual différénce factors considered for three of the
four subject groups. Subjects who had relevant theoretical
experience tended to give primary emphasis to attitudinal
factors for three of the four decisions while for subjects
with neither primary-level experience nor relevant formal
learning, normative considerations were to the fore in two of
the four decision situations. Subjects who possessed both

primary+~level experience and related formal learningvemphasized

attitudinal factors in two of the four decision situations.



CHAPTER FIVE

CONCLUSIONS AND RECOMMENDATIONS

5.1 Statement of the Problem

The purpose of the study was to examine the basis
for elementary teachers' curriculum planning activities in
primary reading instruction. The particular planning
behaviours investigatéd involved recommending‘the instructional
use of basic reading programs with different ability groups of
primary-level students. Recommending behaviour was seen to be
an instance of autonomous teachér activity; that is, an aspect
of instruction within the volitional control of teachers.
Under these conditions, Dunkin and Biddle (1974) indicated
that teachers' behaviour may best be predicted from a knowledge
of their personal and professional characteristics. Three
categories of predictive variables were proposed: 1) formative,
relating to the practical experiences of teachers; 2) academic,
relating to relevant theory acquired in preservice or inservice

learning; and 3) psychological properties, involving the beliefs,

motivations and attitudes that teachers bring to the instruc-
tional situation. According to Dunkin and Biddle, the effect

of formative experiences and academic learnings on teachers'
instructional behaviour is reflected primarily in their affective
dispositions. The problem of relating the proposed antecedent

variables to behavioural criteria was thus considered in terms

= 150 -
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of the more general attitude-behaviour issue of current concern
in (social) psychological research. In this context, the
framework of Dunkin and Biddle was investigated by reference to

Fishbein's Behavioural Intention Model.

Fishbein (1967; Fishbein and Ajzen, 1975) has
developed a regression model for the prediction of behavioural
intention and behaviour from attitudinal and normative variables.
The model represents an alternative formulation to that typically
employed in studies which have attempted to explain behaviour
from attitude using traditional attitude instruments. Evidence
that standard Attitude—Toward—The—iject (Ao) measures are not
related to particular behaviouré'requires that other variables
be included in prediction. Fishbein considers the appropriate
antecedent measure for a given behaviour to be an individual's
intenﬁion to perform that behaviour (I). The formation of
behavioural intent is further seen to be related to the person's
attitude toward performance of the behaviour (Ab) and his social
normative beliefs (SN) as to whether he should perform the
behaviour. The attitﬁdinal and normative components of the
Model are assumed to provide the necessary and sufficient
prediétors of Intention. Variables consiaered external to the
Model, including traditional attitude measures, are assumed not
to add to predictive accuracy. However, external variables can
significantly affect the prediction by their influence on the
Model’s components. Behavioural pfediction from conative,
affective and normative variables thus parallels the position

of Dunkin and Biddle with regard to instructional activities.
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A second aspect of the study involved investigation
of the influence of formative and acaaemic factors on the
prediction of Behaviour and Intention from attitudinal and
normative variables. The formative and academic characteristics
of subjects were defined in terms of teacher classroom experi-
ence (TE) in primary reading instruction and teacher preparation
(TP) , the acqﬁisition of relevant theoretical.learnings from
preservice or inservice experiences. These indices were assumed
to reflect the possession and utilization of situational and
theoretical knowledge required of teachers for autonomous and

effective curriculum planning.

Specific research questions were posed to direct
investigation of the predictive and explanatory potential of

the Fishbein formulation:

1) Are Behaviour and Intention highly correlated?

2) Is Intention predictable with greater than
chance accuracy from variables internal to the
Fishbein Model (ie. Ab and SN) ?

3) Is Intention predictable with increased accuracy
by the addition of external variables (ie. Ao,
TE, TP, and TE X TP) ?

4) What is the effect of prior teaching experience
and learning on the relationship between
Intention and Behaviour ?

5) What is the effect of prior teaching experience

and learning on the relationship between
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" Intention and variables internal to the Model?

5.2 Results and Conclusions

A number of tentative conclusions can be offered to
the problems that provided direction for the investigation.
These relate to the predictive and explanatory aims of the

study.

5.2.1 The Prediction of Intention and Behaviour

The results of analysis indicated that the Fishbein
Model provides a useful approach to the prediction of

Behaviour and Intention.

Correlations obtained between I and B averaged .51
6ver the four curriculum planning décisions examined and were
significantly‘higher than those observed between Ao and B
which averaged .20 over the decisions. While only moderate,
the I-B correlations found in the study are similar to those
reported for other studies of an applied nature. It may be
concluded that while intention does not provide a necessary
and sufficient antecedent measure of subjects' curriculum
recommendations it does offer a much better estimate than that

given by the standard attitude measure.

In forecasting Recommending Intention, the
attitudinal and normative variables specified in the Fishbein
Model were adequately predictive. Obtained coefficients of

determination were greater than those previously reported in
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applied studies where approximately fifty per cent of I variation
was accounted for from AB and SN. In the present study,
approximately sixty per cent of the variation in I was accoﬁnted
for from the Model's predictors over the four planning decisions.
With regard to the necessity of the Model's components,
particularlyvthe normative term, it may be concluded that Ab is
central to prediction while inclusion of the normative term
increases predictive efficiency and accuracy. However, assessment
of the relative importance of these variables in the regression
was complicated by their intercorrelation. Moreover, examination
of the direct association between Intention and each predictor
showed that both were highly related to the criterion. This
raises doubts as to the adequacy of the particular formulation

of the normative term employed in the present study.

Turning again to the sufficiency of the Model but in
terms of the relationship of its components to external
variables, it may be concluded that the latter are in large
measure reflected in attitude and norm. Where Ab ana SN were
statistically held constant the effect on I of Ao, TE, TP and
the constructed variable TE X TP was removed or greatly

attenuated.

5.2.2 The Effect of Prior Experience and Learning on

the Relationships Assumed in the Model.

The results oflanalysis indicated that individual
difference factors had at least some effect on the relationships

among variables which were of interest. These were: 1) the
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relationship between I and B; and 2) the relationship between

I and the predictors Ab and SN. The individual difference
factors were TE and TP. Partitioning the sample into subgrou?s
as defined by their experience and preparation defined four
such groups. Regquired correlations and regression coefficients

were computed for each group on each decision and compared.

With respect to the influence of prior experience and
preparation on the correlation between I and B, significant
differences were noted between subjects who possessed both
classroom teaching and formal learning experience (Groué One)
and subjects who possessed neither (Group Four). Of the subject
groups which possessed only one of these experiences (Groups
Three and Four) none differed significantly from Group One or
Four subjects. It may be concluded that both situational and
theoretical knowledge are necessary to produce behavioural
intents which are acted upon in a mannef strongly consistent
with their initial formation. Such a finding is consonant with
notions of rational curriculum decision making which presume
that knowledge of situational elements as well as relevant
concepts and principles are required for effective problem

formulation and action.

Assessment of the relative importance of the Ab and
SN components in predicting I produced some significant findings.
However, examination of the regression weights associated with
each term did not demonstrate a clearcut pattern for all groups. -

For Group One and Group Two (which possessed primary-level
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teaéhing experience only) the Ab term received the greater weight

in two decisions while the SN term was most heavily weighted for
two decisions. For Group Three, which possessed a relevant
theoretical background, the attitudinal term received the
greatest weight for all decisions. For subjects in Group Four,
the normative term received the greatest weight in three of the
four decisions. An interpretation of the attitudinal component
in tefms of evaluative beliefs and the normative component as
compliance is possible from these results. Group Three subjects
may well have been unaware of the expectations of principals or
curriculum supervisors regarding the classroom use of basic
reading programs and relied instead on their acquired learnings
to form evaluative beliefs. Conversely, Group Four subjects,
lacking a theoretical background, would have been more likely

to consider the perceived expectations of school curriculum
authorities. ‘For Group One and Two subjects, both of whom had
actual experience in primary reading, evaluative and normative
considerations would likely have been entertained. While
plausible in the context of the regression formulation proposed
by Fishbein, the above explanation must be qualified by the
empirical relations found among I, Ab and SN variables.
Specifically, intercorrelations among predictors and significant
first-order correlations between each predictor and the

criterion were noted for all groups and decisions.

Some general conclusions may be drawn with respect to
the applicability of the Fishbein Model to the problems

identified in the study.
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First, the Model gives a reasonably good prediction
of behaviour in the sense that Intention, when viewed as an
antecedent variable, is associated with Recommending Behaviour.
The strength of this relationship was much.greater than that
observed between Behaviour and the traditional attitude measure
Ao. Secondly, the attitudinal and normative components of the
Model are adequately predictive of Intention and mediate the

effect of external variables on the Intention measure.

.These results conform to Dunkin and Biddle's notion
that the immediate determinants of instructional behaviour are
the conative, evaluative, and normative beliefs held by
teachers. Similarly, they support the view that formative and
academic variables are reflected in psychological properties
variables although not always and not entirely in teachers'

affective dispositions.

Less firm conclusions are possible with respect to
the specific nature of the effect that formative and' academic
factors have on the relationships among criterion and Model
variables. It would appear that the notion of volitional control,
as defined in the study (eg, TE and TP) was inadequate to clearly
demonstrate the role of this condition in influencing the

formation and execution of curriculum planning intentions.

A basic aim of the study was to demonstrate the utility
of the Fishbein Model in an educational context. The fact that
some clearly significant findings were obtained in prediction and

that these results were comparable to those found in similar
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applied studies suggests that the Model is suitably general to
have application to antecedent-process studies in teaching

research.

5.3 Limitations of the Study

The following are some limitations which affect the

interpretation of results found in the study:

a) Direct measures of reliability for all instruments
used in the study, based on their stability, were not obtained.
With regard to the Behavioural Record Instrument, the
-substantive interest of the study dictated that a single-act
behavioural criterion be used. However, such measures are
inherently less reliable than either multiple-act or repeated

measures criteria.

b) The non-random sampling of sﬁbjects and the school
district selected as the study site limits the generality of the
findings. The results of analysis afe limited to teachers who
are similarly situated and who possess the personal and

professional characteristics of those involved in the study.

c) Relaéed to the sampling problem mentioned above were
the unequal numbers of subjects in each subgroup as defined by
their experience and learning backgrounds. This requires that
some caution be taken in interpreting the results of regression

analysis.

d) An important limitation concerns the operation-
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alization of the normative component of the Fishbein Model.
While evaluative and normative beliefs are conceptualized to
be the products of distinct influences, the Ab and SN terms
were found to be highly correlated in the present study. It
is possible that had an alternative formulation of the SN term
been used, involving the product of normative beliefs and
motivation to comply with significant referents, less

correlation among Model components would have occurred.

e) Lastly, the assumption that the TE and TP factors
were adequate indices of both the possession and utilization
of situational and theoretical knbwledge may be questioned.
Both ‘'years of teaching experience' and 'accreditation'
measures are typically employed in educational studies to
describe the informational acquisitions of teachers presumed
used in curriculum planning activities. However, in the present
study TE and TP were only partially successful in differentiating
teachers in terms of the relationship between Intention and
Behaviour. Problem identification and information processing
capabilities may be assumed different for individuals with
different professional characteristics but such perceptions and
processes were not traced in the present study. It may well be
that subjects in Groups One, Two, and Three drew upon a broader,
and common, information base to form and execute behavioural
intents. Similar argument may be offered to explain the lack of
a differential effect on the relative predictive importance of

Ab and SN for these groups.
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5.4 Recommendations for Further Research

a) The present study has been confined to investi-
gating relationships between selected antecedent and process
variables in teacher ¢urriculum planning for primary reading
instruction. The curricular decision situations were
necessarily limited. Further research is needed into decisions
involving other curricular objects and instructional settings.
In adaition, expressions of curricular merit other than

recommending behaviour should be examined.

b) Further investigation of the Fishbein Model under
varying instructional conditions, with a variety of teacher
groups and curricular materials, would provide a firmer basis
for elaboration of predictor variables. Particularly, the
attitudinal and normative components of the model.may be

further explored in a teaching research context.

With respect to the ‘attitudinal term, it was noted
that an élternativé formulation is given by the product of
beliefs and evaluations for salient outcomes of a behaviour.
This expectancy-value formulation is essentially equivalent to
subjective expected utility models in decision theory (Etter, 1975).
Since a basic aspect of this approach involves specification of
behavioural outcomes as perceived by the decision maker,
application of this model to teacher curriculum planning would
address‘directly a current issue in curriculum development.
When teachers are allocated responsibility for deciding questions

of curricular worth for instructional plans and programs,
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traditional assumptions of curriculum theory require that
teachers state their intended learning outcomes. According to
this view, specifically stated objectives provide the neceséary
evaluative criteria upon which to decide curricular merit.

That teachers may hold pufposes other than those contained in
specific objectives has been argued in the literature, but not
investigated.empirically to any extent (Wise, 1976). An
assessment of the basis for teachers evaluative decisions in
the context of an expectanby-value attitude model would provide
insight into the particular criteria utilized in curriculum

decision making at the classroom level.

An extension of this approach to include all persons
and groups involved in curriculum - teachers, curriculum and
subject-matter specialists, etc. - would make quantitative and
visible the areas of agreement and conflict, thus facilitating

the process of development and implementation.

‘Elaboration of the manner in which teachers combine
informétion is also possible in terms of the expectancy-value
model. Such study could draw upon existing work in cognitive
modelling énd information processing (Slovic and Lichtenstein,
1973). Examples of applied uses of attitude models in this
framework are available in the consumer literature (eg. Wilkie

and Pessimier, 1972).

The determination of normative elements in teachers'
planning could proceed along similar lines. It will be recalled

that the SN term in Fishbein's Model may be represented by the
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product of normative beliefs and motivation to comply. Specifi-
cation of significant referents for teachers would provide a
means of outlining the sources of influence for their curriculum
decisions. Knowledge of the relative influence of say,
colleagues, curriculum supervisors or university professors
would lgcate those individuals or groups perceived as most

capable of providing meaningful inservice programs.
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APPENDIX A

UNIVERSITY PROGRAM DESCRIPTIONS

1. The University of B.C.

Curriculum and Instruction in Developmental Reading

in the Elementary School.

"The reading process and the teaching of basic
reading skills from beginning stages through

the elementary school."

2. Simon Fraser University.

a) Studies in Educational Theory and Practice.

"Development of teaching skills and educational
concepts through work shops, seminars and

directed and independent study."

b) Designs for Learning: Reading.

"Planning for learning; creating learning
environments; developing teaching strategies

and materials."

3. University of Victoria.

a) Foundations of Reading.

"Consideration of the processes and psychology

of reading."
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b) Reading in the School.

"Components of a total reading program:
examination, evaluation and construction
of instructional materials; curricular

organization."
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APPENDIX B

Instruments Used in the Study

l. Written Directions for Scales.

2. The Questionnaire and Attitude Toward the Object

Instrument (20).

3. The Fishbein Instruments

W
4

+ 2.1 Attitude Toward the Behaviour (2b).

2.2 Social Norm (SN).
2.3 Behavioural Intention (I).

4, The Behavioural Record Instrument (B).
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Written Directions for Scales

Here is how you are to use the following scales in judging the
programs and program aspects involved in the study. Each set of
scales has a "“concept" listed above it. When judging the concept,
do so on the basis of what it represents or means to you. For
example, if the concept is:

"Choosing Coca-Cola provides a
refreshment that is sweet:" you would
respond as below:

1. If you feel that the concept is very closely related to one
end of the scale, you would respond by placing an "X" as follows:

probéble X : : : : : B improbable

OR

probable . e B : : : X improbable

2. If you feel that the concept is quite closely related to one
or the other end of the scale (but not extremely so), you would
place an "X" as follows: .

good : X : : :

bad

OR

good s : : I : X

bad

3. If the concept seems only slightly related to one side of the
scale as opposed to the other (but not really neutral), then you
would place an "X" as follows:

harmful B H X, : : H beneficial

OR

harmful : : s : X : beneficial

The direction toward which you place an "X" depends upon which
of the two ends of the scale seem more characteristic of your
feeling toward the concept you are judging.

4. 1If you consider the concept to be neutral on the scale -
both sides of the scale equally associated with the concept, or if
you feel completely indifferent toward the concept - then you would
pPlace an "X"™ in the middle space:

probable : :

tad

improbable




II.

III.

PHASE I: BIOGRAPHICAL INFORMATION

PERSONAL
1. Age:

2. Sex:

TEACHING EXPERIENCE

1. Grades Taught:

181

" Grade K: years Grade 4: years
Grade 1: years Grade 5: years
Grade 2: years ~ Grade 6: years
Grade 3: years Grade 7: years

"2, Grade Currently Registered: or Split: and’ .
3. Number of Students Currently
Registered in Class: or Split: and .

TEACHER QUALIFICATIONS

X. Name of Dégree Held (eg. BA, BEd, etc.):

2. Reading Education Courses Taken:
a) Developmental Reading
b) Remedial Reading

c) Other

3. Institution.at Which Teacher Training Taken:
a) University of B.C.
b) Simon Fraser 'U.
c) U. of Victoria

d) Other




guidebooks, etc.

PHASE I:

SECTION 2

second year primary (grade two) only.

harmful

wise

bad

harmful

wise

bad

COPP-CLARK

.

LANGUAGE

PATTERNS

182

In this section we would like you to indicate your
degree of favourableness or unfavourableness toward the
basic reading programs listed below.
consider the total program, ie. the readers, workbooks,

Also, consider the programs with respect to

In doing so, please

beneficial

foolish

good

~

beneficial

foolish

good-

P .
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PHASE II

In this part of the study we would like you to

indicate your feelings and beliefs toward recommending the

instructional use of basic reading programs with different

ability-groupings of students at the second year primary

level (grade two). Consider the four planning g}tuations
listed Below to occur at the beginning of the school year

{(ie. September).

S1: Recommending the instructional use of COPP-CLARK with

a HIGH ability group of students.

S$2: Recommending the instructional use of LANGUAGE PATTERNS

with a HIGH ability group of students.

§3. Recommending the instructional use of COPP-CLARK with

a LOW ability group of students.

S54. Recommending the instructional use of LANGUAGE PATTERNS

with a LOW ability group of students.
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PHASE II SECTION 1

: In this section we would like you to indicate your
feelings of favourableness or unfavourableness toward recommending
the instructional use of basic reading programs with different
ability groups of students. .

S1: COPP-CLARK - HIGH GROUP

harmful : : : : : beneficial
wise : : foolish
bad. : : : : : N good
S2: LANGUAGE PATTERNS - HIGH GROUP
harmful : : : e beneficial
wise : : s : s : foolish
bad : : : : : good
S3: COPP-CLARK - LOW GROUP
harmful : »‘: : : : beneficial
wise : : : : : foolish
baa : : : : : : good
S4: LANGUAGE PATTERNS - LOW GROUP
harmful : : : : : beneficial
w1se : : : : : foolish
bad : : : : : good




PHASE II: SECTION 2
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In this section we would like you to indicate your beliefs concern-
ing what program recommendations other people who are important to

you would expect you to make in each planning situation.

Eg. For each planning situation consider the statement:

with the XXX ability group of students'.

possible
‘unlikely

probable

possible
unlikely

probable

possible
unlikely

'probable

possible
unlikely

probable

S1: COPP-CLARK - HIGH GROUP

..

'y

52: LANGUAGE PATTERNS - HIGH GROUP
§3: COPP-CLARK - LOW GROUP
S4 LANGUAGE PATTERNS - LOW GROUP

..

'Most people who are important to me would expect me
to recommend the XXX program for instructional use

impossible
likely

improbablé

~impossible

likely

improbable

impossible

likely

improbable

impossible

likely

improbable



PHASE II SECTION 3
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In this section we would like you to indicate your intentions to
recommend a basic reading program in each planning situation.

Eg. For each planning situation consider the statement:

possible
unlikely

probable

possible
unlikely

'probable
possible
unlikely

probable

possible

unlikely

probable

*I intend to recommend the XXX program for
instructional use with the XXX abili

students'.

S1: COPP-CLARK - HIGH GROUP

o

ty group of

S2: LANGUAGE PATTERNS - HIGH GROUP

ae

S3:

COPP-CLARK -

LOW GROUP

S4: LANGUAGE PATTERNS

- LOW GROUP

.o

' impossible

likely

improbable

impossible
likely

improbable

impossible
likely

improbable

impossible
likely

improbable



PHASE III: SECTION 1
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In this section we would like you to indicate your intentions to
recommend a basic reading program in each planning situation.,

Eqg.

possible
unlikely

probable

possible
unlikely

probable

possible
unlikely

probable

possible
unlikely

probable

For each planning situation consider the statement:

'T intend to recommend the XXX program for
instructional use with the XXX ability group of

students'.

S1l: COPP-CLARK - HIGH GROUP

S$2: LANGUAGE PATTERNS

HIGH

GROUP

a

53: COPP-CLARK - LOW GROUP

S4:

3

LANGUAGE PATTERNS -

LOW GROUP

o

impossible

likely

improbable

impossible

~ likely

improbable

impossible
likely

improbable

impossible
likely

improbable
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PHASE III SECTION 2

In this section we would like you to make actual program
recommendations for instructional use with different ability groups
of students. For each planning situation listed below indicate
your recommendation with a check( ).

YES NO
S1: COPP-CLARK - HIGH GROUP
" YES " NO
$2: LANGUAGE PATTERNS ~ HIGH GROUP
YES NO
S3: COPP-CLARK - LOW GROUP
YES NO

54: LANGUAGE PATTERNS - LOW GROUP




