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ABSTRACT

The Development of a Values Assessment Device Based
Upon the Assumptiﬁns Underlying the
Direct Approach to Moral Education
by
Todd Scott Larsen, Doctor of Philosophy
Major Professors: Dr. Keith T. Checketts
Dr. Larry C. Jensen
Department: Psychology

The purposes of the present research were two-fold. The first
purpose Was the development of a test construction strategy by which
an objective assessment device, based upon the unique goals of
moral education within a specific school district, may be developed.
The second purpose was the actual development of a psychometrically
sound instrument based upon such goals. To accomplish these aims,
seven interrelated studies were conducted involving a total of 775
subjects.

The rationale for the nature of the test was based upon the
assumptions of the direct approach to moral education. These assump-
tions are that children should learn and exemplify in their behavior
certain values that are viewed by the community as essential to
adequate socialization. Such values have been indentified by

educators of the Salt Lake City School District. Therefore, the




goal of measurement was the development of a test that would discri-
minate students who exemplify these values in their behavior from
those students who do not. The instrument was developed for the
assessment of groups to aid curriculum evaluation in moral education.
Disclaimers are made regarding the assessment of individuals using
the instrument.

The reported studies concerning the development of the test
include: (1) the intial writing and field testing of the hypothetical
dilemmas and alternative solutions used in the test, (2) the revision
of the test based upon the field testing, (3) the item analysis
and validation procedures, (4) the cross-validation of selected
items, (5) an analysis of the content validity of the dilemmas that
compose the test, (6) the establishment of the reliability of the
test, and (7) an assessment of the effects of socially desirable
response sets on test scores. In addition, normative data regarding
test scores for each grade tested and a parent group were presented.

The instrument developed through these procedures is an objec-
tive group test, app1icab1e to grades 5 through 12. A content validity
study provided reasonable evidence that the dilemmas that compose
the test are logically related to the value goals proposed by
district personnel. Studies of the reliability of the test revealed
reliability coefficients from .82 (stability) to .92 (internal
consistency). The concurrent validity of the test was established

by selecting items that discriminated between groups of students




X117

who were identified as either exemplary of the district values or
non-exemplary of the district values. These items were then success-
fully cross-validated on an independent sample of similar criterion
groups. In addition, two studies related to the effects of socially
desirable response sets on test scores were conducted.

The limitations of the present research are discussed and

suggestions for further research regarding the instrument are made.

(235 pages)




CHAPTER 1
INTRODUCTION

Virtue, then, being of two kinds, intellectual and moral,
intellectual virtue in the main owes both its birth and its
growth to teaching (for which reason it requires experience
and time), while moral virtue comes about as a result of habit,
whence also its name ethike is one that is formed by a slight
variation from the work ethos (habit). From this, it is also
plain that none of the moral virtues arises in us by nature;
for nothing that exists by nature can form a habit contrary

to its nature. For instance, the stone which by nature moved
downwards can not be habituated to move upwards, not even if
one tries to train it by throwing it up ten thousand times;
nor can fire be habituated to move downwards, nor can anything
else that by nature behaves in one way be trained to behave

in another. Neither by nature, then, nor contrary to nature
do the virtues arise in us; rather we are adapted by nature

to receive them . . . (Aristotle, 1969, p. 61).

As may be seen by the foregoing remarks of Aristotle, concern
over moral education is not new. The educational systems in most
cultures throughout history have, with few exceptions, sought the
development of character in addition to the development of intellect
(Castle, 1962). However, what is new is the recent movement for
educational accountability. Accountability in education means
simply that educators may be held responsible for delivering a
curriculum that is effective in achieving its stated purpose.
Assessment is clearly related to accountability in education (Buhl,

1978). It is through assessment techniques that curriculum programs




may be evaluated and their effectiveness in achieving their specific
purposes determined.
A number of approaches to moral education have been developed
in the past few decades. The curriculum programs related to these
approaches differ as a result of differing views regarding values
and the valuing process. Only one of these approaches currently
enjoys a systematic method of assessment (the moral development
approach, see Review of Literature). Because of the differences in
theoretical underpinnings and desired outcomes among the different
approaches to moral education, assessment approaches must also differ.
One of the most widely used approaches to moral education in
the United States has been called the direct approach (Superka, et al.,
1976). Proponents of the direct approach to moral education believe
that specific values exist, which are fundamental to society and
which children must learn and put into practice in order to be
adequately adjusted in society. The present research is addressed
to the need for an assessment technique that is suitable for use in
districts where educators utilize the direct approach to moral

education.

Need for the Study

Although concern about moral education has existed since anti-
quity, there appears to have been a resurgence of interest in the

area in the United States during the past few decades. Such interest




is reflected most vividly in the results of public opinion polls and
professional surveys. For example, evidence of the educational
community's support for moral education comes from studies involving
the membership of Phi Delta Kappa (a professional community in
education). Since the membership of Phi Delta Kappa (PDK) is composed
of educational professionals including teachers, principals, super-
intendents, educational researchers and professors of education, these
studies represent a wide sample of the educational community.

In one study, the membership of PDK were asked to rank, in order
of priority, 18 specific goals of education (Spears, 1973). Ranked
third by this group was "develop good character and self-respect",
which included these subdivisions: (1) develop moral responsibility
and sound ethical and moral behavior; (2) develop capacity for
discipline; (3) develop a moral and ethical sense of values, goals
and processes of a free society; and (4) develop standards of
personal character and ideas. The only goals ranked above the
goals of moral education were: (1) "develop skills in reading,
writing, speaking and listening" and (2) "develop pride in work and
a feeling of self-worth."

A second survey of the Phi Delta Kappa membership (Ryan &
Thompson, 1975) showed that this group almost unanimously believe
that schools should be actively and directly involved in moral edu-
cation. When offered five choices with regard to the school's

role in moral education, 88% of the surveyed group chose "An active




program of moral education in the school would be a helpful addition
to the efforts of family and church to improve the moral development
of children" as the alternative closest to their own overall view.
Only 2% of the sample chose "An active program of moral education

in the school is simply out of the question."

These two surveys suggest strong support by the professional
educational community for some kind of moral education in the schools.
However, evidence exists that the public sector is also highly in
favor of moral instruction in the schools. The Seventh Annual
Gallup Poll of Public Attitudes Toward Education (Gallup, 1975)
revealed that 84% of the public school parents polled favored
instruction in the schools that would deal with morals and/or moral
behavior. The author of this study concluded that "an overwhelming
majority of all major groups in the popu]atioﬁ would like to see
such instruction (i.e., moral) provided by the schools. And, signi-
ficantly, one of the groups most in favor is that composed of parents
of children now attending public school" (Gallup, 1975, p. 234).

It may be inferred from these surveys that there is widespread
recognition that moral education in the public schools is appropriate
and desirable. And there appears to be a trend for school districts
to include formal moral/ethical goals as a part of the district's
educational objectives. Sanders and Klafter (1975) analyzed goal
statements of the State Offices of Education and found that most of

these included goals in the moral/ethical domain. In fact, these




researchers found that of 42 States Departments of Education
having at least working drafts of public school educational objectives,
36 (86%) of them had at least one goal related to moral education.
With increased interest in moral education within the public,
educational and governmental sectors, a number of programs, curriculum
materials and instructional approaches have become available in this
area (see Review of Literature). Unfortunately, these materials
usually lack ways of assessing program effectiveness. This deficit
in program assessment is especially serious given the recent movement
towards educational accountability (Buhl, 1978; Kehres, 1978).
Hoepfner (1974) points out that "Educational accountability, at some
point, demands the use of assessment devices to measure the progress
or achievements of pupils, classrooms, groups, schools, or school
systems" (p. 103). Both the perceived priority of moral education
by the educational community and the lack of assessment instruments
in this area has been demonstrated by Hoepfner (1974). Through
interviews of teachers, principals, superintendents and curriculum
literature, Hoepfner (1974) assembled a comprehensive list of 106
educational objective categories. A nationwide sample of 2,555
subjects, including principals, teachers, and parents, were then
asked to rank the objectives by importance. O0f the 106 objectives,
citizenship (a broad label including moral education) was rated the
second most important educational objectives. In addition to these

priority ratings, Hoepfner matched an exhaustive 1list of existing




published tests with the appropriate goal category. In this way,
1,644 published tests in education were sorted into the previously
mentioned 106 educational objective categories. As a result of this
procedure, the number of published tests currently available to
assess each objective was determined. The results indicated that
as of 1974, no published tests available for the assessment of the
citizenship objective category existed. A review of the literature
since 1974 also revealed no suitable tests reported in the literature
since 1974 (see the Review of Literature section).

This lack of nationally based objective test in the area of
moral education probably results from the variability of specific
goal statements and curriculum materials produced by educators of
different states, and even different districts within a state. This
diversity in goal statements and curriculum materials in moral education
is a reflection of the pluralistic character of the nation's schools.
Indeed, as Purpel and Ryan (1976) have stated: "An open and pluralistic
stance is fundamental to our public schools. Many religious, racial,
ethnic, and even regional groups are distinguished by their values,
the philosophical and theological basis for their morality and their
different standards of behavior" (p. 8).

In summary then, educators in the United States who are concerned
about moral education find themselves in a quandrary. First, there
is agreement among the public and educational sectors that moral

education is desirable and appropriate in the schools. Second,




because of the pluralistic nature of schools in the United States,
curriculum materials and goal statements in moral education have
been developed on local Tlevels to be in harmony with regional standards.
Finally, because of this variability of curriculum programs and

goal statements, pationally based assessment instruments have not

been developed. Therefore, those educators interested in assessing
the effectiveness of their curriculum programs find themselves

without any suitable instruments. They are thus left with a curri-
culum and no objective means of assessing its impact.

The Salt Lake School District exemplifies this quandrary. This
district has developed an accepted set of 12 democratic values (see
Appendix A) that all students should comprehend and hopefully imple-
ment in their personal Tives. In addition to the development of
these value goal statements, the district has also developed a formal
curriculum approach to teach these values. Having established these
particular goals and curriculum programs, a method of pupil evaluation
was sought. This scenario illustrates the dilemma shared by all
school districts that have developed a unique set of educational
objectives and curriculum materials in the moral domain. The solution
to this problem, that suggests itself, is the development of an
assessment device based upon the unique goals and needs of each

distriet.




Purpose and Objectives

Educators within the Salt Lake City School District have adopted
a direct approach to moral education, and have developed formal
curriculum strategies to teach the values they have identified as
fundamental (Appendix A). These educators are presently in search of
a method to assess the effectiveness of the curriculum they have
implemented.

There are two major assumptions underlying the direct approach
to moral education that have a direct bearing on the kind of assess-
ment needed (see following review for more detail). First, educators
using the direct approach believe that the prescribed values must
be learned by the students. Second, educators using the direct
approach believe that if the values are adequately learned by the
students, the students' behavior will be directed by and in harmony
with the values.

An assessment instrument designed to assess whether these values
have been adopted by the student must not only test whether the student
knows the values (cognitively), but must also assess whether the
student exemplifies these values in his/her behavior. Logically, the
best way to assess whether student behavior is congruent with the
values is to observe student behavior in situations involving those
values. However, such an assessment approach would undoubtedly

prove very costly and time consuming. An objective form of measurement




is much more attractive in terms of time and expense. The problem,
therefore, is whether an objective, paper and pencil, measurement
approach can be developed to assess student exemplification of the
particular values identified by district personnel.

The purposes of the present research are two-fold. The first

purpose is the development of a test construction strategy based
upon the unique goals of moral education within a specific district.
The second purpose is the actual development of a psychometrically
sound instrument based upon these goals. Therefore, the present
research should culminate in a measurement approach that is useful
to other districts using the direct approach to moral education.
In addition, the research should result in the development of an
instrument tailored specifically for use in the Salt Lake School
District.

The specific objectives of the present research project are

outlined below, subsumed by the two major purposes stated previously.

Objectives for the Test Construction Strategy

For a test construction strategy that would be useful to most
school districts, it was assumed that the following three character-
istics were essential:

1. Time efficiency. The strategy should be time efficient

enough so as to allow the complete development of the final

test within a period of one school year (nine months).
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2. Data efficiency. The strategy should allow for the efficient
use of data. The data collection procedures should be
reasonable in terms of the number of subjects needed, yet
yield complete information regarding sex, grade, and criterion
group.

3. Ease of data analysis. The treatment of data and data
analysis should be within the resources and capabilities

of most school districts.

Objectives for the Assessment Instrument

The essential specifications of the final assessment instrument
are as follows. The instrument should:

1. Be a group test, objective in format.

2. Be applicable to a wide grade range (fifth-twelfth grades).

3. Require less than one class period to complete.

4. Be logically and demonstrably tied to district educational
objectives in the area of moral education.

5. Meet established standards for reliability and validity.

6. Test practical knowledge of the value goals proposed by
district personnel. That is, the implications of the

particular values on decisions and actions should be tested.

Measurement Goal

The measurement goal in the present research is necessarily

related to the assumptions underlying the approach to moral education
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used within the district. Therefore, the goal of measurement in

the present research is an attempt to measure the degree to

which students exemplify the values identified as important by
educators within the district. In other words, the goal is to assess
the degree to which students implement the identified values in their

behavior.

Definition of Terms

To establish a common ground or frame of reference from which
to proceed, the meaning of a number of terms are clarified in the

present section.

Values
Values have traditionally been classified into two general cate-
gories: "intrinsic" or "instrumental." Intrinsic values are seen
as important in and of themselves, while instrumental values are
seen as important for being a means to other ends. For example,
Rockeach (1973) refers to values as either "instrumental" or "terminal."
In Rockeach's conception, instrumental values refer to values
concerning desirable end-states of existence.
Shaver and Strong (1976) suggest the following broad definition
of values: "Values are our standards and principles for judging worth.
They are the criteria by which we judge "things" (people, objects,

ideas, actions and situations) to be good, worthwhile, desirable; or
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on the other hand, bad,'worth1ess, despicable; or, of course, somewhere
in between these extremes" (p. 15). Further, these authors define
three types of values: esthetic, instrumental and moral. Esthetic
values are described as those values by which beauty is judged.

These values are applied in areas such as art, music and literature.
Instrumental values are defined as values that are not important

in and of themselves, but as means to an end. Usually more fundamental
values underlie instrumental values, and the instrumental values

are used as means to these more basic values. Finally, moral values
are defined as "the standards, the principles, by which we judge
whether aims or actions are proper" (p. 22). Therefore, moral values
are applied in making decisions about our own or others' actions or
intents. Shaver and Strong further contend that moral values vary
considerably as to their importance and applicability. Therefore,
moral values may be placed on a continuum of importance, from "personal
preferences" to "basic values." Personal preferences are values

such as "cleanliness." These values are generally not imposed upon
others or used to judge the behavior of others. These values are not
as weighty as basic values. Basic values, however, unlike personal
preferences, are usually fundamental to the society. An example of
such a value is the sanctity of human life. This kind of value is
usually seen as fundamental to human existence and applicable to all

men as a universal value. Shaver and Strong remark: "In a democratic
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society, our basic values include commitments to such ideals as
equal protection of the law, equal opportunity, freedom of speech,
and religious freedom" (1976, p. 23).
The values with which the present dissertation deals (Appendix A)
appear to fit well the definition of basic moral values given by

Shaver and Strong.

Moral

"'Moral" refers to issues for which consideration of values
or principles are relevant. A moral question requires the kind of
thinking which seeks to establish a relationship between one's
particular decisions and one's values or principles" (Hall & Davis,
1975, p. 15).

In addition to this cognitive component of morality, educators
using the direct approach to moral education include a behavioral
component to morality. A number of authors in the field of moral
education agree with this conception of morality. For example, Hall
and Davis (1975) state: "Morality. concerns the ideals and values
that underlie people's actions" (p. 16). Similarly, Purpel and
Ryan (1976) emphasize that "the consideration of moral education
must take into account both the students' capacity to think about
moral problems and the way in which a student actually behaves in

situations involving right and wrong behavior" (p. 5).
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Moral Education

"Moral education is direct and indirect intervention of the school
which affects both moral behavior and the capacity to think about
issues of right and wrong" (Purpel & Ryan, 1976, p. 5). This definition
encompasses both overt and covert attempts of the school to help
the child become a more moral individual. It also includes both
cognitive and behavioral components on the part of the student. That
is, the student's ability to think about moral issues, as well as
the way the student actually behaves in situations involving "right"
and "wrong" behavior is considered.

The terms "value education" and "moral education" have been
used interchangeably in the literature, and will be used interchangeably

in this dissertation.

Hypothetical Dilemmas

Hypothetical dilemmas are short story problems that present
the reader with a conflict that must be resolved by some decision
or action. Throughout this investigation, the hypothetical situations
that compose the test will be referred to as dilemmas, and the alter-
native solutions to each dilemma will be referred to as items.

In the following review of the literature, two major areas are
reviewed. First, the major contemporary approaches to moral education
are presented in order to point out the differences in assumptions
and desired outcomes among the approaches. Second, an historical

survey of attempts to assess values is offered.
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CHAPTER I1I
LITERATURE REVIEW

In the previous chapter, evidence was presented to show that
there exists widespread support for moral education in the public
schools. In addition, it was pointed out that currently there are
no assessment instruments appropriate for use in the schools. to
evaluate the effectiveness of curriculum programs in the area of
moral education. This lack of appropriate assessment instruments
presents a dilemma to educators who search for a way to evaluate
curriculum programs in the area of moral education.

In the present chapter, a review of the major approaches to
moral education is presented. Also, an historical survey of attempts
to assess values is offered. Conclusions are drawn from the review
and aims related to the instrument developed in this dissertation

are presented.

Contemporary Approaches to Moral Education

As a result of the increasing interest in the area of values/
moral education, various approaches to teaching values have been
developed. The literature in the area of values and values education

is vast and until recently has lacked any systematic organization.
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A typology of values education approaches was formulated by Superka
(1973) in his doctoral dissertation. This typology was originally
developed around eight approaches to values education. Subsequently,
because of inconsistencies and overlap among these categories, the
number of categories was reduced to five (Superka, Ahrens, Hedstrom,
Ford & Johnson, 1976). In the present review, Superka's (1976)
general format and typology is followed. The review of each approach
includes (1) the general purposes of the approach, and (2) the
instructional methods usually utilized within that approach. The five
approaches reviewed in the following sections include (1) the incul-
cation or direct approach, (2) the moral development approach, (3)
the values analysis approach, (4) the values clarification approach,

and (5) the action-learning approach.

Inculcation or the Direct Approach

The direct approach is probably the most widely used approach
to moral education (Superka, et al., 1976). A discussion of the
purpose and the insdructional methods typically used in this approach
follows.

Purpose. The general purpose of the direct approach is to
instill or help the child internalize values:that are considered
desirable and accepted by the community. The values that are taught
are considered standards or rules of behavior which are drawn from
the society or culture and are, therefore, seen as necessary to the

adequate socialization and adjustment of the child. The task of
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values education, according to this approach, is to instill the
values that are necessary for the child to efficiently assume the
roles prescribed by society (Superka, et al., 1976).

The values commonly taught in western societies, using this
approach, are usually described as democratic values and includes
such things as freedom, dignity, justice, equality before the law,
and self-development, among other values. The specific list of
values may vary, however. Educators adopting this approach contend
that the process of socialization requires that the values be
adopted, internalized, and put into action by the time the child
reaches adulthood (Jensen & Knight, 1980). Therefore, educators
utilizing the direct approach to values education are not merely
concerned that the child learn the values, but also adopt the behaviors
that are consistent with these values.

Instructional methods. The instructional methods used to teach

these values generally involves three basic approaches. The first

and most widely used teaching method is that of reinforcement (Superka,
et al., 1976). .This method may involve positive reinforcement such

as praise, or punishment for behaving contrary to a certain desirable
value. A second method used in the direct approach for teaching

values is modeling (Sarason & Sarason, 1974). The teacher personi-
fies the values that he or she holds, and therefore is a model of

these values. In addition, other students, community leaders and

national heroes are presented symbolically or in real Tife for the
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purposes of encouraging children to emulate them. A third method
used to teach values by the direct approach is the traditional
pedagogical teaching approach, in which a concept is presented in
a classroom situation with illustrations and definitions. In
addition to this form of teaching, role playing and participation
in games may be used to facilitate the Tearning of these values by
the students.

The direct approach is the approach to moral education that is
utilized by the educators of the Salt Lake City School District.
The democratic values taught in this school system are the values
upon which the instrument developed in this dissertation is based

(see Appendix A).

The Moral Development Approach

The moral development approach to values education is predicated
on the theory and research of cognitive developmental psychologists
such as Jean Piaget and Lawrence Kohlberg. The purposes of this
approach and the typical teaching methods utilized are outlined below.

Purpose. Educators using a moral development approach to values
education attempt to stimulate the student to achieve more complex
Tevels of moral thought. Development in moral reasoning is seen
as the progression of thought through a series of sequential stages.
This conception follows the tradition set by Jean Piaget and emphasizes

stages.
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Kohlberg's (1958) theory of moral development has been the
popular mainstay of this developmental approach. Expanding on
Piaget's (1932) studies of moral judgement in children, Kohlberg
developed a six-stage theory of the development of moral reasoning.
Recently Kohlberg has dropped the sixth stage of development because
of lack of empirical conformation of this stage (Kohlberg, 1978).

Kohlberg (1978) contends that there is a universal and invariant
series of five stages of cognitive moral development. Further, he
contends that the achievement of any stage requires passing through
the previous stages and that each successive stage is morally superior
to those preceding it. Kohlberg (1%6) argues that, although indi-
viduals may stop at any stage in the sequence, he can be stimulated
to move to the next stage. The three Tevels and five stages of
Kohlberg's developmental classification are presented in Table 1.
Kohlberg (1966) contends that an individual can understand the cogni-
give reasoning one stage above and one stage below his/her own stage.
Movement to the next stage requires exposure to the reasoning patterns
of the next higher stage.

Unlike educators who utilize the direct approach to moral educa-
tion, Kohlberg criticizes the practice of teaching and reinforcing
specific rules of behavior. Kohlberg opposes teaching specific moral
content, and has labeled the content of morality as nothing but a
"bag of virtues" (Hamm, 1977). Unlike educators using the direct

approach, Kohlberg holds that morality is basically an aspect of
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Classification of Moral Judgement Into

Levels and Stages of Development

Level

Basic of Moral Judgement

Stage of Development

L

Moral values reside in ex-

ternal, quasi-physical
happenings, in bad acts,
or in quasi-physical needs
rather than in person and
standards.

Moral value resides in
performing good or right
roles, in maintaining the
conventional order and the
expectancies of others.

Stage 1: Obedience and
punishment orientation.
Egocentric deference to
superior power or prestige,
or a trouble-avoiding set.
Objective responsibility.

Stage 2: Naively ego-
istic orientation. Right
action is that instrumen-
tally satisfying the self's
needs and perspective.
Naive egalitarianism and
orientation to exchange

and reciprocity.

Stage 3: Good-boy orien-
tation. Orientation to
approval and to pleasing
and helping others. Con-
formity to stereotypical
images of majority or
natural role behavior, and
judgement by intentions.

Stage 4: Authority and
social-order maintaining
orientation. Orientation
to "doing duty" and to

showing respect for authority

and maintaining the given
social order for its own
sake. Regard for earned
expectations of others.
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Table 1 (Continued)

Level Basic of Moral Judgement Stage of Development

ITI Moral value resides in con- Stage 5: Contractual

formity by the self to shared Tlegalistic orientation.

or shareable standards, rights Recognition of an arbitrary

or duties. element or starting point
in rules or expectations
for the sake of agreement.
Duty defined in terms of
contract, general avoidance
of violation of the will
and rights of others, and
majority will and welfare.

reasoning, deemphasizing behavior (Kohlberg, 1975). According to
Kohlberg, behavior that conforms to conventional standards of right
and wrong is not necessarily moral. The only behaviors that can be
considered moral are behaviors that are the result of the kinds

of moral decisions that are determined by a high level of moral
reasoning.

Kohlberg's conception of morality differs in two fundamental
ways from the conception of morality utilized in the direct approach.
First, morality is viewed as a function of the type of reasoning
used in judging moral issues. Second, because morality is seen
as an aspect of reasoning, specific values (i.e., content) and

behavior are viewed as unimportant.
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Instructional methods. The teaching technique most character-

istic of the moral development approach is to present a moral
dilemma story, which is then discussed by students in small groups
(Galbraith & Jones, 1975). Students are urged to take a position
with regard to what action the major chéracter in the dilemma story
should take and provide reasons for that position. Theoretically,
exposure to higher levels of moral reasoning through such group
discussions stimulates students to progress into higher stages of

moral reasoning (Kohlberg, 1966).

The Values Analysis Approach

The values analysis approach to moral education is advocated
by many of today's social science educators (Metcalf, 1971; Shaver
& Strong, 1976). A discussion of the purposes of this approach
and the typical teaching methods are described below.

Purpose. The purpose of the values analysis approach is to
help students use logical thinking and the principles of scientific
investigation in dealing with value issues (Superka, et al., 1976).
In this approach, students learn to provide facts about whether
something is good or of value. The student must justify his statements
with appropriate evidence. Feelings and passions are viewed as
secondary to the acquisition of a rational approach to morality.

Like moral development, the analysis approach emphasizes

rationality. Valuing is seen as the cognitive process of determining
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what facts are relevant in justifying the goodness or worth of
phenomena. Unlike the moral development approach, values analysis
concentrates primarily on social values issues rather than on
personal value dilemmas (Superka, et al., 1976). Thus, the valuing
process is seen by the proponents of this approach as relying on
facts and reason rather than being guided by the dictates of conscience.
The individual can attain the highest good, according to proponents
of this method, by subordinating feelings and passions to logic
and the scientific method in resolving values issues.

Unlike the direct approach, specific content is not stressed
and moral behavior is justified by the presentation of facts
and logical argument.

Instructional methods. Because social science specialists have

developed this approach, instruction generally involves learning to
deal with, and resolve, hypothetical problems, issues, and questions.
Typical Tearning experiences provided within this approach include
group study, library and field research, and class discussion (Jensen
& Knight, 1979). The following sequence of steps, condensed from
the 41st yearbook of the National Council for the Social Studies
(Metcalf, 1971), illustrate the primary goals of instruction.

1. Identify and clarify the value question: Clarify by

defining terms from which the evaluation is to be made.

Specify the value object to be judged.
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Assemble facts: Gather and organize facts to make a value
judgement.

Assess the truth of facts: Assess the truth of purported
factual assertions by finding supporting evidence and by
assessing the source of the purported fact.

Clarify the relevance of facts: Clarify the relevance

of the facts by encouraging and insuraing that (a) the
facts are about the value object in question, and (b) the
evaluator has criteria which gives the facts a positive or
negative balance.

Arrive at a tentative value decision: Decide tentatively
the answer to the value question.

Test the value principle implied in the decision: Test
the value principle implied in their decision for accept-
ability in any of the following four ways: (a) New cases
test: formulate the value principle explicitly, imagine
other situations in which it would logically apply, and
decide if one can accept its application in these situations.
(b) Subsumption test: formulate the value principle
explicitly and assemble facts that show the value principle
is a case of some more general value principle that the
evaluator accepts. (c) Role exchange test: imaginatively
exchange roles with someone else affected by the appli-

cation of the value principle and consider whether he or
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she can still accept the principle as it applies to him or
her in this role. (d) Universal consequences test: imagine
what the consequences would be if everyone in similar
circumstances were to engage in the action being evaluated

and consider whether one can accept these consequences.

The Values Clarification Approach

The values clarification approach to moral education has evolved
primarily from the humanistic education movement. It has been
popularized through the work of Sidney Simon and his colleagues
(Simon & Kirschenbaum, 1973). The purposes and teaching methods of
this approach are outlined in the following sections.

Purpose. A quotation from the originators of the values clari-
fication approach may give the reader a flavor for the general
purposes of this'approach:

We are interested in the proce-ses that are going on. We are

not much interested in identifying the values which children

hold. We are much more interested in the process because we

believe that in a world that is changing as rapidly as ours,

each child must develop habits of examining his purposes,

aspirations, attitudes, feelings, etc., if he is to find the

most intelligent relationship between his life and the surrounding

world, and if he is to make a contribution to the creation of

a better world: . . .The development of values is a personal

and life-long process. It is not something that is completed

by early adulthood (Raths, Harmin & Simon, 1966, p. 37).

These authors, Louis Raths, Merrill Harmin and Sidney Simon. advocate
teaching valuing (as a process) rather than teaching specific values
(content). The major goal of this approach is to develop individuals

who are capable of valuing. The authors propose seven basic elements
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which characterize the valuing process. These elements include:

|

Choosing freely. If something is in fact to guide one's
life, whether or not authority is watching, it must be a
result of free choice. If there is coercion, the result
is not likely to stay with one for long, especially when
out of the range of the source of that coercion. Values
must be freely selected if they are to be really valued
by the individual.

Choosing from among alternatives. This definition of
values is concerned with things that are chosen by the
individual, and, obviously, there can be no choice if

there are no alternatives from which to choose. It

makes no sense, for example, to say that one values eating.
One really has no choice in the matter. What one may value
is certain types of food or certain forms of eating, but
not eating itself. We must all obtain nourishment to
exist; there is no room for decision. Only when a choice
is possible, when there is more than one alternative from
which to choose, do we say a value can result.

Choosing after thoughtful consideration of the consequences
of each alternative. Impulsive or thoughtless choices

do not lead to values as we define them. For something
intelligently and meaningfully to guide one's life, it

must emerge from a weighing and an understanding. Only
when the consequences of each of the alternatives are
clearly understood can one make intelligent choices.

There is an important cognitive factor here. A value can
emerge only with thoughtful consideration of the range of
the alternatives and consequences in a choice.

Prizing and cherishing. When we value something, it has

a positive tone. We prize it, cherish it, esteem it,
respect it, hold it dear. We are happy with our values.

A choice, even when we have made it freely and thoughtfully,
may be a choice we are not happy to make. We may choose

to fight in war, but be sorry circumstances make that

choice reasonable. In our definition, values flow from
choices that we are glad to make. We prize and cherish

the guides to 1ife that we call values.

Affirming. When we have chosen something freely, after
consideration of the alternatives, and when we are proud

of our choice, glad to be associated with it, we are likely
to affirm that choice when asked about it. We are willing
to publicly affirm our values. We may even be willing

to champion them. If we are ashamed of a choice, if
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we would not make our position known when appropriately
asked, we would not be dealing with values but with
something else.

6. Acting upon choices. Where we have a value, it shows up
in aspects of our living. We may do some reading about
things we value. We are likely to form friendships or
to be in organizations in ways that nourish our values.
We may spend money on a choice we value. We budget time
or energy for our values. In short, for a value to be
present, life itself must be affected. Nothing can be a
value that does not, in fact, give direction to actual
living. The person who talks about something but never
does anything about it is dealing with something other
than a value.

7. Repeating. Where something reaches the stage of a value,
it is very likely to reappear on a number of occasions in
the life of the person who holds it. It shows up in
several different situations, at several different times.
We would not think of something that appeared once in a
life and never again as a value. Values tend to have a
persistency, tend to make a pattern in a life (Raths,
et al., 1966, pp. 28-29).

The proponents of values clarification, therefore, do not
advocate the teaching of specific values, rather the emphasis 1is
placed upon the process of discovering one's own true values. The
values clarification approach differs from the direct approach and
the values analysis approaches in that the former relies upon external
influences in the development of values and the latter relies on
logical and empirical processes in the development of values; whereas
the clarification approach relies on “the wisdom of the whole human
organism to decide which values are positive and which are negative"

(Superka, et al., 1976, p. 105). The values clarification approach

is similar to the direct approach in that the proponents of both
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approaches view values as having a clear behavioral component. That
is, it is expected that one will act upon values that have been
freely chosen and are cherished.

Instructional methods. Raths, Harmon and Simon (1966) have

developed a rather comprehensive and detailed instructional packet
for teaching values clarification. The essentials of these specific
techniques are outlined in the following quotation:

1. Encourage children to make choices, and to make them freely.

2. Help them discover and examine available alternatives
when faced with choices.

3. Help children weigh alternatives thoughtfully, reflecting
on the consequences of each.

4. Encourage children to consider what it is that they prize
and cherish.

(Oa]

Give them opportunities to make public affirmations of
their choices.

6. Encourage them to act, behave, live in accordance with
their choices.

7. Help them to examine repeated behaviors or patterns 1in
their life. (p. 38-39).

The primary purpose of these techniques is to raise questions
in the minds of children to help them examine basic issues, actions
and ideas. The goal is to help the children examine their lives
and to think about values issues in an atmosphere of positive accep-

tance and intelligence.
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The Action-Learning Approach

The action-Tlearning approach to moral education is the least
developed approach of the five presently reviewed. This approach
is derived from social-psychological concepts that stress the inter-
action of social and cognitive fields (Bigge, 1971). The emphasis
is on moving beyond thinking and feeling to action. The purposes
and typical instructional techniques are outlined below.

Purpose. The action-Tearning approach can be distinguished
from the other approaches discussed in this review in that its
proponents attempt to provide students with specific opportunities
to act on their values. Values education is not confined to the
classroom, but is extended into experiential learning within the
community (Superka, et al., 1976). Such experiences in the community
allow the learner to deal with the constant interplay between value
choices and actions.

The valuing process in the action-learning approach is very
similar to the process defined by the proponents of values clari-
fication. That is, the emphasis is placed upon considering alter-
natives, choosing freely from among those alternatives, and prizing
and acting upon those choices (Superka, et al., 1976). However,
the values clarification concept is expanded in two major ways.
First, more emphasis is placed on action taking based upon the
freely chosen values, and second, more emphasis is placed on the
influence of social and group pressures on the valuing process

(Superka, et al., 1976).
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Instructional methods. Many of the instructional methods used

in the values analysis and values clarification approaches, as
described earlier, are also used in the action-learning approach.
However, these methods are expanded to include skill practice in
interpersonal relationships and groups. Instruction also includes
the provision of experiential "action projects" which provide
opportunities for interaction in the school and community (Superka,

et al., 1976).

Summary of Moral Education Approaches

Table 2 presents an overview of the five major approaches to
moral education discussed in the present review. These five
approaches differ with regard to the way in which the cognitive
component of the valuing process is defined and with regard to the
emphasis that is placed on the behavioral component of values.

The direct approach views the student as reactive. That is,
specific values exist, external to himself, which he must adopt in
order to become a well socialized and adjusted adult. The moral
development approach likewise views the student as reactive in the
sense that there exist well defined, universal, processes of
reasoning about moral issues. The student learns "higher" levels
of reasoning through exposure to these more complex patterns of
reasoning. In the moral development approach, the student is also

seen as active. That is, he must actively reconcile his current




Table 2

Overview of Values Education Approaches

Approaches

Purposes Methods Process Behavioral
Referent
The Direct To instill or internalize certain Modeling, positive and nega- Reactive + &
Approach values in students. To change tive reinforcement, games
the values of students so they and simulations, role
more nearly reflect certain playing, discovery learning.
desired values.
Moral Develop- To help students develop more Moral dilemma episodes with Reactive i
ment complex moral reasoning pat- small-group discussion and
terns based on a higher set of relatively structured and Active
values. To urge students to argumentative.
discuss the reasons for their
value choices and positions.
Values Analysis To help students use logical Structured rational discus- Active —

thinking and scientific
investigation to decide

value questions and issues.

To help students use rational
analytical processes in inter-
relating and conceptualizing
their values.

sion that demands application
of reasons as well as evidence,
testing principles, analyzing
analogous cases, debate,
research.

w
—




Table 2. (Continued)

Overview of Values Education Approaches

Behavioral
Referent

Approaches Purposes Methods Process

Values Clari-
fication

Action Learning

To help students become aware of
and identify their own values and
those of others. To help stu-
dents communicate openly and
honestly with others about their
values. To help students use
both rational thinking and
emotional awareness to examine
their personal feelings, values,
and behavior patterns.

Those purposes listed for
analysis and clarification.

To provide studnets with oppor-
tunities for personal and social
action based on their values.

To encourage students to view
themselves as personal-social
interactive beings, not fully
autonomous, but members of

a community or social system.

Role-plahing games, simu- Active
lations, contrived or real

value-Taden situations, in-

depth self-analysis exer-

cises, sensitivity acti-

vities, out-of-class

activities, and small group
discussions.

The methods listed for
analysis and clarification
as well as action projects
within the school and com-
munity, and skill practice
in group organizing and
interpersonal relations.

Interactive

* + Indicates that emphasis is placed on a behavioral component of values.
is not placed on a behavioral component.

— Indicates that emphasis
(Adapted from Superka, et al., 1976, pp. 4-5).
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level of reasoning with the higher levels to which he is exposed.
Both the values clarification and values analysis approaches view
values as internally derived. The student actively chooses and
evaluates values by internal cognitive processes. Finally, the
active-learning approach views the student as interactive in the
development of values. Internal cognitive processes, as well as
social and environmental forces, are seen as important determinants
of values.

The five approaches also differ with regard to the emphasis
that is placed on a behavioral component of values (see Table 2).
Some of these approaches view behavior as an indicator or referent of
the underlying values of the actor. Proponents of other approaches
do not view behavior as an important referent of values. The approaches
that place importance on behavior as a reflection of underlying
values are the direct approach, values clarification, and the action-
learning approach. These approaches view behavior as an important
indicator of the values that have been adopted by the individual.
Values are thought of as directing behavior, therefore, values that
have been accepted should be accompnaied by behavior that is congruent
with these values. On the other hand, the moral development and
values analysis approaches view the cognitive processes as the funda-
mental referent of values. Therefore, morality is seen as an aspect

of reasoning, not behavior. Behavior is considered moral or immoral,
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with regard to these two approaches, only in 1fght of the cognitive
processes that determined the behavior.

Because of the theoretical differences among these approaches,
assessment instruments designed to measure value change must be
congruent with the assumptions of the educational approach. Currently,
a systematic and well developed assessment approach exists for only
one of these approaches (the moral development approach). This
instrument, along with the other previous attempts in the area of

values assessment, are reviewed in the following sections.

Review of Previous Approaches to Values Assessment

From the foregoing review of the various approaches to moral
education, it may be seen that major theoretical differences exist
with regard to the definition and derivation of values (i.e., internally
or externally defined and derived), the nature of the cognitive
processes involved in the acquisition of the values, and the impor-
tance of behavior as a referent of values. Because of these theoretical
differences in process and outcome regarding moral education, assess-
ment techniques in evaluating the effectiveness of the approaches
in achieving their specified goals must differ drastically. For
example, with the moral development and values analysis approaches,
assessment approaches should be aimed at the cognitive reasoning
processes which underlie value decisions. In the values clarification

and action-learning approaches, assessment efforts should be directed
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at determining what values an individual has chosen and assessing
whether his/her behavior is congruent with those chosen values.
Finally, with regard to the direct approach, assessment efforts should
be aimed at (1) whether the individual has learned the values that
are considered desirable (by the community), and (2) whether the
individual actually behaves in accordance with those values (i.e.,
whether or not he/she exemplifies them).

A review of the literature in the area of values assessment is
presented in the following sections. The purposes of the review
are two-fold. First, the review is conducted to determine whether
an assessment device currently exists that is suitable for use in
the schools and is compatible with the theoretical assumptions of
the direct approach to moral education. Secondly, if such an
instrument does not exist, a review may provide valuable information
regarding (1) possible types of items that may be used in the construc-
tion of a new test, (2) ideas concerning a general testing format, and
(3) potential approaches for the development of a suitable assessment

instrument.

The Measurement of Values

The immediate concern of the present review is a survey and
evaluation of previous attempts to assess values. Since the literature
on the measurement of values is extensive (dating back to before the

turn of the century), it is necessary to limit the present review
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to the consideration of some instruments that_are representative of
the various methodological approaches used in previous values assess-
ment research. Previous assessment attempts may essentially be divided
into three general categories.

~The three most widely used approaches seem to be (1) direct tests
of "moral knowledge"; (2) tests requiring the respondent to rate or
rank explicit, abstract elements of values or standards; and (3) tests
presenting the respondent with a hypothetical story that raises a
value dilemma and requires the subject to make a judgement concerning
appropriate action in the situation. Each of these approaches is
discussed separately in the following sections. The tests reviewed,
representing each approach, are presented historically, with the

oldest tests presented first and the most recent considered last.

Direct Tests of Moral Knowledge

The earliest reported attempts to assess moral values were, in
general, tests designed to measure "moral knowledge." "Moral knowledge"
is the ability to identify and correctly conceptualize conventional
moral standards.

One of the earliest studies of moka] values was of this general
approach. Osborn (1894) used an open ended questionnaire in an
attempt to discover the "ethical content of childrens' minds." The
children were asked to state what acts a child must do in order to

be called good or bad. Osborn determined by responses to this test
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that specific categories of acts were less important to children, in
terms of their notion of morality, than was the idea of conformity
to rules.

Fernald (1912), developed a battery of tests designed to identify
"defective delinquents." This battery included two tests of moral
knowledge. The first tested knowledge of right and wrong by asking
the subjects to indicate agreement or disagreement with acts that
were described in ten situations involving violations of the law.

In the second test (which was considered a test of "moral intelli-
gence"), the children were required to rank the seriousness of a
series of offences. For both these tests the correct answers were
determined by the investigators. Including some problems from the
Fernald battery, Kohs (1922) developed what he called the Ethical
Discriminations Test. This test also included items from the Army
Alpha, proverbs from the Otis test, and two new tests developed by
Kohs. The new tests included definitions of various moral terms

and the placement of certain behaviors into categories according to
the treatment deserved by the individual committing the act. Thus,
in the first test the subjects were asked to select the correct
definitions of words such as "good", "love", "right", etc., and in
the second to state which of six treatments (nothing, praise, scold,
jail, prison, kill) is deserved for behaviors such as forgery, perjury,

dirtyness, stubborness, etc.
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McGrath (1923) developed a test which was designed to study the
"moral knowledge" of delinguent children. The subtests of this
instrument included (1) a variety of multiple-choice and true-false
items involving violations of conventional (often religious) moral
prohibitions, (2) vocabulary tests, and (3) tests involving comparisons
of acts. This test differed from previous assessment techniques in
that McGrath attempted to standardize the questions by age (from 6 to
17). Following the same line of thinking as McGrath, Lincoln and
Shields (1931) attempted to develop a standardized test of conventional
moral knowledge. The subtests to the test included items dealing
with vocabulary, comprehension, use of moral words in sentences, and
judgements of moral violations. These items were arranged by years
from age 6 to 20, based upon responses expected of children of these
ages. The subtests were scored similarly to the Stanford-Binet, with
Age of Responsibility and Responsibility Quotients derived as scores.

Finally, as a part of the Character Education Inquiry, Hartshorne
and Colleagues (Hartshoren & May, 1930) used a series of tests designed
tb measure moral knowledge. A1l these tests were similar to those
that have already been described (i.e., vocabulary test of moral
terms, selection of consequences for certain acts, attitudes toward
misconduct, etc.). These instruments are known collectively as
the Tests of Moral Knowledge. These tests were used in an attempt
to predict behavior in a number of conduct studies carried out by

Hartshorne and his associations (Hartshorne, et al., 1930). These ’
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investigators reported that no differences were found on any of
their test items (or tests as wholes) between those children who
violated moral prohibitions and those who did not in these studies.
The investigators did report that the Tests of Moral Knowledge
correlated markedly with measures of intelligence (r = .70), while
correlations of tne tests with behavioral measures of honesty,
cooperation and inhibition were Tow (generally around r = .25).

In general, each of the authors of the tests described seem to
have implicitly accepted the notion that moral behavior is in some
way determined by moral knowledge or beliefs (Pittel & Mendelsohn,
1966). However, evidence as that provided by Hartshorne (1930) does
not support this assumption. Evidence in this regard had been
offered earlier by Lowe and Shimberg (1925). Lowe and Shimberg
tested the assumption that moral knowledge and moral behavior are
directly drelated. Lowe and Shimberg tested a large group of normal
and delinquent youths with the Terman Fables Test, which is purported
to be a measure of moral knowledge. No significant difference was
found between normals and delinquents on this test. The authors
concluded that the "results make us suspicious of all tests having
as their underlying principle the assumption that moral judgements
offer a reliable estimation of moral integrity" (p. 59). Maller
(1944), in reviewing these early tests of moral knowledge, also
concluded that their inability to predict behavior is a major flaw

of such tests. He argued that test items included in a test of
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moral values should be selected on the basis of their gredictivé
validity, rather than on the basis of their presumed moral content.
In summary, the early tests of moral knowledge appear not to be
useful in either predicting behavior or differentiating criterion
groups. Given these limitations, this method of values assessment

has all but disappeared from use.

Tests Requiring Rating or Ranking

of Value Statements

The second general approach to values assessment is one in which
the respondent is required to rate or rank explicit, abstract elements
of values and/or standards. This is the most direct approach to the
measurement of values. Typically the subject is asked to rate a
statement representing some value (e.g., doing my duty) on a Likert-
type scale in terms of how much he likes or agrees with the statement.
The subject may also be asked to rank the statements in order of
preference. These instruments are typically "descriptive" in nature,
in that they seek only to describe an individual's value preferences.
Usually, with instruments of this type, no assumptions are made with
regard to the correctness of the responses, and usually no scoring
of the responses on the basis of norms is attempted.

Allport, Vernon and Lindsy (1960) were perhaps the first to
utilize the rating of value statements to measure values. The Study

of Values test, which first appeared in 1931, was devised to measure
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Spranger's six "value types": theoretical, economic, social, political
and religious. These classifications are directly based upon Eduard
Spranger's theory of personality. The test includes two parts. Part I
of the test is composed of 30 items that require the subject to rate
two alternative value statements by weighting each from 0 to 3. In
Part I, each value is paired twice with every other value. Part II

is composed of 15 items which require the subject to rank in order
four different value statements.

Scores are obtained for each of the six "value types" iden-
tified by Spranger. These scores are plotted on a profile of values
to reveal the relative prominence of these six basic types.

Crissman (1942) developed an instrument using an item rating
approach. This test requires respondents to rate 50 acts on a 10-point
scale of wrongness. The acts themselves are descriptions of violations
of conventional moral standards (many are legal transgressions). Some
examples of the kinds of items used are "kidnapping and holding a
child for ransom", "killing a person in defense of one's own life",
"disbelieving in God", etc. This inventory has been used only to
establish item norms for specific populations. It has not been
employed to assess individual differences in values. That is, the
inventory has been used to establish mean "wrongness" ratings for
each item and establish a hierarchical ordering of items for selected

populations of subjects.
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Another more sophisticated attempt to assess values using
general value statements is the "Ways to Live" guestionnaire devised
by Charles Morris (1956). The "Ways to Live" questionnaire describes
13 ways to live, each in a paragraph-long statement. These paragraphs
include general personal preferences, preferences for social policies,
norms of conduct, as well as some general philosophical statements
about the nature of the world and the trends of history. Respondents
are required both to rate each paragraph on a seven-point scale
indicating their degree of Tiking or disliking, and to rank all 13
paragraphs in order of preference. These responses are not combined
into an overall score, but are used to form a 13-dimensional profile
of values. Each of the 13 paragraphs ("Ways") are designed to repre-
sent various combinations of three hypothetical components. These
components are (1) the dionysian component, which presumably reflects
an individual's tendency to release and indulge existing desires;
(2) the promethean component, which reflects the tendency to manipulate
and remake the world; and (3) the buddhistic component, which reflects
the tendency to regulate self by holding desires in check. The 13
"Ways", representing various combinations of these components (high,
medium and low) were devised on a priori, rather than an empirical
basis.

An interesting and unusual procedure for assessing a wide
range of values issues was developed by Carter (1956). This instru-

ment is composed of a dialogue among several explorers who come upon
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an ideal, unpopulated country never before discovered. The dialogue
concerns a discussion of the best society for the future population
of this new country. The dialogue contains about 70 paragraphs,
each putting forward a viewpoing on some social issue. Respondents
are required to read through the dialogue and indicate their degree
of agreement or disagreement with each paragraph on a five-point
scale. The responses are coded into areas such as education, social
organization, moral code, etc., to yield 24 scores indicating the
social value profile of the individual. The strengths of this method
are that the material appears highly interesting and a large number
of issues can be covered with a minimum of strain and boredom on

the part of the subjects. Presumably this method of measurement can
be adapted to almost any topic or values issue one is interested in
assessing.

The most recent attempt to utilize the rating or ranking method
of values measurement is represented by the Value Survey developed
by Rokeach (1973). Rockeach distinguishes two kinds of values--instru-
mental and terminal. He considers instrumental values as desirable
modes of conduct, or guides to personal or interpersonal action. On
the other hand, terminal values are considered to be desirable end
states of existence and are guides to ways of being. Examples of
terminal values (according to Rokeach) are inner harmony, mature
love, and salvation; while examples of instrumental values include

responsibility, honesty, and broad-mindedness.
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Survey presents the respondent with a 1ist of 18 terminal and 18
instrumental values (in accordance with this theoretical distinction).
The respondent is required to rank the values in each list by order

of importance. The 18 terminal values were "distilled" from a larger
Tist obtained from a number of sources, including the literature,

the author's own values, and values obtained from 30 graduate students.
The 18 instrumental values were selected from Anderson's (1968) 1ist
of 555 personality-trait words. The values selected from this list
were those "deemed to be maximally discrimination across social status,
sex, race, age, religion, politics, etc." (p. 29). No overall score

is derived from the ratings. Some of the uses for the instrument
described by Rokeach are (1) a measure of value system stability,

(2) a measure of value system change, and (3) a measure of value

system similarity between two persons. Scores for these purposes

are derived by correlating the rank orders obtained on two separate
occasions by the same individual, or by correlating the rank orders
between two individuals.

In summary, direct rating measures of the kind described in the
foregoing section seem to have two major characteristics in common.
First, instruments of this type are generally "descriptive" rather
than "predictive" or "discriminative" in nature. That is, these kinds
of instruments are aimed more at describing an individual's system of
values than predicting future behavior or discriminating between

specific criterion groups. Second, because of the descriptive
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quality of these instruments, the authors typically make no assump-
tions about the correctness of the responses.

Some advantages of using a direct rating or ranking method are
(1) the subjects can accomplish the task quickly and with a minimum
of effort, (2) the responses are easy to interpret and quantify, and
(3) the technique is relatively reliable in terms of response consis-
tency. The drawbacks of such an approach are (1) the influences of
the social desirability of the items on how they are rated or ranked,
(2) the subject does not have to demonstrate an understanding of a
value statement (i.e., its implications for behavior or decision),
but only how well he likes or dislikes it, and (3) these tests are

not intended to predict moral behavior.

Tests Using Hypothetical Situations

An assessment strategy that comes closer to the observation of
actual behavior than the previously reviewed strategies is the presen-
tation of hypothetical stories to which the subject is asked to
respond in some way. Typically, these stories present value dilemmas
about which the respondent is required to make some judgement concerning
appropriate action. The intent of this method is to present the
subject with a situation that is concrete and realistic enough that
he is more likely to respond in a way that accurately reflects his
actual thinking and/or probable behavior in such a situation. There

are relatively few examples of this approach cited in the literature.
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Piaget (1932) was one of the first to emply hypothetical stories
to explore the formal aspects of childrens' moral behavior. Piaget
characteristically presented children with a pair of stories that
described some kind of moral behavior (e.g., lying, stealing). The
two stories were constructed so that the nature of the behavior
described in each was similar, but elements such as motivation,
intention and consequences differed. For example, the following
two stories were designed to determine whether the child was more
concerned with the motive or results of an action when making moral
judgements.

1. Alfred meets a friend who is very poor. This friend

tells him that he has had no dinner that day because there
was nothing to eat in his home. Then Alfred goes into a
baker's shop, and as he has no money, he waits until the
baker's back is turned and steals a roll. Then he runs out
and gives the roll to his friend.

2. Henriette goes into a shop. She sees a pretty piece of
ribbon on a table and thinks to herself that it would Took
very nice on her dress. So while the shop lady's back is
turned, she steals the ribbon and runs away at once.

Upon hearing both stories, the respondent is asked whether the children
in the stories are equally guilty and to state which is the "naughtiest"
and why. Piaget classified responses to these stories in terms of

the child's stage of moral development. Therefore, within Piaget's
framework, children were placed into classes of moral thinking based
upon the responses to these dilemmas.

Piaget distinguished two general types of responses. Moral

"realistic" responses are those in which rules are seen as absolute.

The violation of such rules bring about imminent punishment, the
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severity of which is a direct function of the seriousness of the
consequerices of the act. These rules are not internalized at this
stage, but are seen as emanating from some external source. Moral
"relativistic" responses are those responses that take intec consider-
ation extenuating circumstances and a consideration of the motivation
of the act in making moral judgements. Punishment for an act is

made on the basis of the motives and circumstances surrounding the
act, and not simply on the basis of the consequences of the act.

At this stage, it is hypothesized, the rules are internalized by

the child.

Another example of a test utilizing the hypothetical situation
format is the Problems of Human Relations Test, developed for the
Cooperative Study of Evaluation in General Education (1953). This
test presents.the respondent with 30 hypothetical situations involving
a problem in dealing with people in personal or organizational
activities. In 19 of the items the respondents are asked to indicate
what they would do. In the remaining items, the respondents are asked
what would be done or what they would like to have done. The alter-
natives from which the subject has to choose supposedly represent a
"democratic", an "authoritarian", a "laissez-faire", and a "resort
to experts" approach to human relations. The responses are scored
to provide a profile of the relative preference for these four types

of responses.
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Extending Piaget's (1932) theory of moral judgement, Kohlberg
(1958) developed what is probably the most systematic and influential
theory of moral development. As discussed earlier (see review of
approaches to moral education, page 15 of this dissertation), Kohlberg
defines five invariant stages through which moral reasoning can
proceed. Each stage is characterized by a separate type of moral
reasoning; the type of reasoning becoming more sophisticated with
nigher stages.

The method used to assess Kohlberg's stages of moral reasoning
is the Moral Judgement Scale, which was primarily developed in his
dissertation (Kohlberg, 1958). The purpose of this scale is to
determine the stage of moral development of an individual by examining
the individual's type of moral reasoning. The scale consists of nine
hypothetical diTemmas, which were invented by Kohlberg or adapted
from other sources.

The Moral Judgement Scale is a structured projective type of
instrument that is individually administered. The interviewer
presents the subject with the dilemmas, one at a time, and asks the
subject to make a judgement about the situation and Jjustify that
judgement. A1l of the subject's responses are recorded verbatim
by the interviewer (Kurtines & Greif, 1974).

The following is a widely used example of one of Kohlberg's

dilemmas:




49

In Europe a woman was near death from cancer. One drug might
save her, a form of radium that a druggist in the same town
had recently discovered. The druggist was charging $2,000,
ten times what the drug cost him to make. The sick woman's
husband, Heinz, went to everyone he knew to borrow the money,
but he could only get together about half what it cost. He
told the druggist that his wife was dying and asked him to
sell it cheaper or let him pay later. But the druggist said
"No." The husband got desperate and broke into the man's
store to steal the drug for his wife. Should the husband
have done that? Why? (Kohlberg, 1969, p. 379).

The administration time for the test is approximately two hours, and
must be given individually by a trained examiner.

The subject's responses that are scored are the reasons the
individual has given for a specific judgement related to the dilemma,
not the judgement itself. The exact scoring instructions are avail-
able only from Kohlberg personally, and intensive training is required
for correct scoring (Kurtines & Greif, 1974). The cumbersome nature
of the scoring system led Kurtines and Greif'(1974) to the following
conclusions:

The variability and complexity of the scoring schemes for the
Moral Judgement Scale have three major consequences for the
evaluation of research conducted with the scale. First, the
judgemental nature of the coding procedures introduces a poten-
tial for scorer bias. Standardized and objective scoring
procedures would reduce the possibility of scores reflecting
biases of individual judges. Second, the variability of scoring
and reporting procedures confounds the interpretation of
results. With both administration and scoring of the scale
varying from study to study, it is difficult to estimate from
the literature the extent to which results actually reflect
differences among people. Finally, the intricate and often
ambiguous nature of the scoring scheme almost surely discourages
independent research, thereby preventing confirmation or discon-
firmation of Kohlberg's Model (Kurtines & Greif, 1974, p. 456).
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Finally, hypotheticals have been used by Carlin (1966) to
assess differences in the ethical behavior of lawyers. As a first
step in the development of this instrument, a large number of hypo-
thetical situations involving ethical conflicts were constructed
according to the following criteria:

1. They should be stated in a concrete and realistic manner.

2. They should involve unethical practices to which lawyers

are likely to admit--common or borderline practices rather

than flagrantly criminal or vicious ones.

3. They should cover a wide range of ethical obligations--to
clients, colleagues, and the administration of justice.

4. They should include problems faced by Tawyers working
in different areas of practice. (p. 62).

Each of the items constructed in this manner required the respondent
to state what he/she would do in the given situation.

To narrow down the number of items that were constructed, a
preliminary study was conducted. During this study, six "Tawyer-
informants" were asked to rate ten to 12 colleagues as ethical or
unethical. By this method, ratings of overall "ethicality" were
obtained on a group of about 60 lawyers. The preliminary instrument,
consisting of the hypothetical situations, was then administered to
this group of rated lawyers. Finally, only those items that discrim-
inated between the Tawyers rated as ethical and unethical were
retained for the final form of the test. The result was the selection
of 13 items, all of which discriminated well between lawyers judged

ethical and those judged unethical by the lawyer-informants.




51

However, no cross validation of this instrument was conducted. There-
fore, the predictive validity of the instrument is questionable.

In summary, the hypothetical situation technique is a method in
which respondents are presented with a realistic situation involving
a value dilemma and asked how he/she would behave. This technique
appears to be highly flexible and could be used to assess a wide
range of ethical or values issues. It also seems to offer a more
valid method of measuring whether the behavioral implications of
specific values are comprehended by the subjects. Barton (1962),
in reviewing this particular type of assessment technique, states
"Of course there is a great distance between saying that you would be
honorable or brave, and actually behaving in these ways. But at
least these questions go beyond generalities and slogans by asking
for concrete decisions in specific, realistic situations which the
respondent may have been in or may expect to be in. Short of studying
actual behavior, this "story" method would seem to have the closest
correspondence to the notion that basic values are those which

influence real-life decisions" (p. 88).

Review Summary and Conclusions

In the preceding sections, two major areas related to values
were reviewed. First, the primary contemporary approaches to moral
education were discussed. Second, a review of previous assessment
approaches in the area of values was presented. The major points

in each of these discussions is summarized below.




B2

Approaches to moral education. Five major approaches to moral

education were discussed, (1) the direct approach, (2) the moral
development approach, (3) the values analysis approach, (4) the
values clarification approach, and (5) the action-learning approach.
Differences among these approaches seem to occur on three dimensions,
(1) the derivation or source of values (external vs. internal), (2)
the nature of the cognitive processes involved, and (3) the emphasis
on behavior as a reflection of values.

Along the first dimension, the underlying assumption of the
direct approach is that certain values are derived externally to
the individual. That is, certain values are determined by the culture
and society in which the individual lives. The acquisition of such
values is necessary for the adequate socialization and adjustment
of the individual to his social environment. In contrast, the
assumptions underlying other approaches are athat values are universal
and dependent upon reasoning processes (moral development) or are
internally derived through a process of choice (values clarification
and action learning), or by justification with facts (values analysis).
The underlying assunptions regarding cognitive process also differ
among the various approaches. The direct approach views the individual
as reactive to the external values, that is, he must either accept
them or reject them. Whereas, the other approaches view the individual

as active or interactive. That is, the individual must engage in
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complex cognitive processes in evaluating values. Finally, the
approaches differ with regard to the importance placed on the actual
behavior of the individual as an indicator of underlying values.

The proponents of the direct approach, the values clarification
approach, and the actipn-]earning approach assume that values guide
behavior and, therefore, are an index of the values the individual
holds. The proponents of the moral development and values analysis
approaches, on the other hand, view the cognitive process of the
individual as the referent of values. Behavior is not seen as an
important component of morality.

Values assessment approaches. Previous approaches to values

assessment were gruped into three main categories, (1) tests of
moral knowledge, (2) tests requiring rateing or ranking of value
statements, and (3) tests using hypothetical dilemmas.

Tests of moral knowledge, by and large, represent the first
attempts at values assessment. Such tests attempted to assess
the individuals ability to identify and correctly conceptualize
conventional moral standards. These tests are largely capacity or
ability measures, and require the subject to rely on comprehension
and recall. Rather than asking a subject to indicate his own value
Jjudgement, these tests ask the subject to demonstrate that he can
think in a certain way, regardless of whether he personally endorses
it. A further characteristic of these tests is their lack of pre-

dictive validity. Maller (1944) has criticized such tests on
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these grounds and has suggested that items included in tests of
moral values should be selected on the basis of their predictive
validity, rather than on the basis of their presumed moral content.

The second group of tests discussed are those requiring rating
or ranking of value statements. Tests in this category are laregely
measures of preference. That is, the subject is required on-y to
indicate how well he likes or dislikes the statement. The subject
does not have to demonstrate an understanding of the statement or
its implications for actual behavior. These tests were developed
primarily for descriptive purposes and not for the assessment of
knowledge and/or behavior.

The final type of test reviewed are those utilizing hypothetical
situations. Such tests present the subject with a hypothetical
story that requires a decision %egarding appropriate behavior. The
hypothetical dilemma approach has the advantage of presenting a
realistic situation in which a judgement concerning action is required.
The individual is, therefore, required to implement his knowledge
of values to arrive at an appropriate solution to the dilemma. The
major drawback of such a method is that the format is usually an
open ended interview which is time consuming and difficult to score
(except Carlin, 1966, who used an objective format).

Conclusions. Using as criteria the stated objectives for
the present assessment instrument (see page 10 of this dissertation),

none of the instruments reviewed in the previous sections appear
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suitable for the purposes at hand. The primary and most obvious
reason being that the specific value principles delineated by the
educators of the Salt Lake School District are not assessed by these
measures. Secondarily, none of the measures reviewed possess any
clear predictive validity. That is, the measures reviewed do not
purport to discriminate groups on a behavioral basis. Based upon

the theoretical assumptions of the direct approach to moral education,
a suitable assessment instrument should possess these characteristics.
Therefore, it appears that the development of an assessment device
possessing these characteristics is necessary.

In reviewing the literature for an appropriate test format, direct
test of moral knowledge was ruled out because this kind of instrument
has consistently failed to discriminate groups or predict a criterion.
Likewise, preference measures have shown little predictive validity,
and these kinds of instruments do not require the subject to demon-
strate an understanding of the values presented. The hypothetical
dilemma format appears the most appealing for present purposes,
since it requires the subject to recognize the implications of
values on decisions or behavior. Also, Calin (1966) has shown that
such a test format is useful in discriminating between criterion
groups (although this evidence is weak, since no cross-validation
was conducted).

Since one of the objectives for the present instrument is

that it should be amenable to group administration, it was decided
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that the test must be objective. Therefore, the decisibn was made

to include objective alternative solutions to the dilemmas that could
be chosen by the subjects. Thus, the test format chosen includes

the use of hypothetical dilemmas, utilizing objective alternative
solutions.

The following chapter presents a detailed account of the develop-
ment of the proposed instrument. The chapter reports (1) the initial
pilot testing and subsequent revisions of the test format, (2) the
process of item selection, (3) the validation procedures, (4) relia-
bility information, and (5) information regarding the influences of

social desirability on responses to the test.
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CHAPTER ITI

METHODOLOGY AND RESULTS

The purposes of the present research are two-fold. They are
(1) to develop a test construction strategy by which an assessment
device, based upon the unique goals of moral education within a
specific school district, may be developed; and (2) the actual
development of a psychometrically sound instrument based upon such
goals. To accomplish these aims, seven interrelated studies were
conducted, involving a total of 775 subjects.

The primary objectives to be achieved regarding the construction
of the test are as follows: (1) the initial writing and field testing
of the dilemmas and alternative items, (2) the revision of the test
based upon such field testing, (3) the analysis of item validity,

(4) the cross-validation of selected items, (5) an analysis of the
content validity of the dilemmas that compose the test, (6) the
establishment of the reliability of the test, (7) an assessment of
the effects of socially desirable response sets on test scores, and
(8) the collection of normative data regarding test scores for each
grade tested and a parent group.

The effectiveness of a test is dependent upon the character-
istics of the individual items which compose the test. Both the

reliability and validity of a test are a reflection of the reliabilities,
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validities and intercorrelations of its component items. Therefore,
in order to produce the most effective test, each of the items in
the item pool must be studied with regard to its specific character-
istics. The choice of items for the final test form is based upon
the following specifications: (1) the degree to which the jtem
differentiates those who are high on some standard (exemplification
of district values) from those who are low on the same standard,
(2) the content validity of the items, (3) the reliability of the
items, and (4) the internal consistency of the test (Thorndike, 1967).
The following steps were utilized in the present test construc-
tion process. First, a preliminary test was constructed and an
item analysis conducted. The objectives were to write the initial
test items, and obtain information regarding the sensitivity of the
test to group differences, testing time, and the difficulty level
of the items. Second, an item selection and validation procedure
was conducted. The primary objective was to identify items that
possess satisfactory characteristics of discrimination. Criterion
groups were identified and items selected on the basis of their
ability to discriminate the criterion groups. Third, a cross-validation
procedure was conducted for the selected jtems. In addition, infor-
mation concerning the internal consistency of the test and the best
method of scoring were obtained. Fourth, evidence regarding the
content validity of the dilemmas that compose the test was obtained.
Data were gathered regarding the degree to which the dilemmas that

compose the test are related to the 12 value goal statements proposed
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by the Salt Lake City School District personnel. Fifth, information
concerning the stability of the test utilizing a test-retest approach
was obtained. Finally, the effects of socially desirable response
sets on test scores was assessed. In addition, supplementary test
data are presented which provide normative data for the test with
regard to grade level and sex.

Because of the interrelated nature of these studies, and the
relevance of the results of each study on the procedures in the
subsequent studies, the methodology and results of each study are
presented together in the present chapter. Such a presentation is
designed to preserve the continuity of the investigation as a whole,
improve the readability, and assist comprehension for the procedures
of the reported research project. Therefore, this chapter presents
the research design and methodology followed in géthering and analyzing
the data of the present investigation, and also presents the results

of each sequential study.

Preliminary Item Construction and Analysis

After establishing that the test format was to employ hypo-
thetical dilemmas followed by alternative solutions, the initial
construction and field testing was necessary. Two considerations were
assumed to be important in developing the dilemmas.

First, the dilemmas should be logically derived and related to

the 12 value goals proposed by the school district. Second, the
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dilemmas should be realistic in terms of content. That is, the
dilemmas should be believable in the sense they represent situations
that could realistically be encountered in everyday life by the students.
To meet these considerations, a team of experts was assembled to

write the initial dilemmas. The team consisted of four experienced
teachers in the district, one district representative, whose respon-
sibility included monitoring minority group interests, two curriculum
specialists from the district office, and one of the principle
investigators. The initial dilemmas and the corresponding alternatives
(items) were written and approved by this group. The preliminary

test written by this team consisted of 24 dilemmas, with two dilemmas
representing each of the 12 value goals. Each of the dilemmas was
followed by either four or five alternatives in multiple-choice

format. Students were asked to choose the best answer. This initial
test form is presented in Appendix B.

The purposes of the present procedures were to provide data
concerning (1) the appropriateness of the test format, (i.e., whether
the task is understood by the students), (2) the sensitivity of the
test to age (grade) differences, and (3) the difficulty levels of
the items. If an item is to be useful in distinguishing between
those who are high on some trait and those who are low on the trait,
then the item must not be too easy so as to be chosen by everyone or
too difficult and selected by only a few. An appropriate level of

difficulty by iteself does not make the item contribute to the
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discrimination between different individuals, however. The pro-

cedures and results for the preliminary item analysis follow.

Subjects

There were 106 male and female students enrolled in the Salt
Lake City public schools who completed the preliminary test. Included
in this sample were 28 sixth grade students, 31 eighth grade students,

and 47 tenth grade students.

Procedure

The subjects were administered the preliminary test form during
class by their regular teacher. One sample dilemma was used as a
practice question, and was accompanied by the following instructions:

The purpose of these questions is to assess your thinking about
citizenship.

Below is a practice question. Please read this incident
involving John and select the-answer you consider best.

You may notice that more than one answer seems suitable.
Some answers are more suitable than others. No one answer
is the only correct answer.

If you are having a problem answering the question, then
guess, for any answer will give you some credit. Mark only
one answer for each question. For example, in John's
decision above, A is the best answer; however, B and C are
also valuable. Your answers will be confidential. It is
important to answer each question. Use the entire class
period, if you need it to complete the 24 questions. Please
write your full name on the answer sheet.

Now turn the page and begin working.

No additional instructions were given.




62

Data Analysis

In analyzing the data obtained in this preliminary study, a
tabular presentation of response frequencies for each item was
constructed. This tabulation included (1) the number of students
choosing the correct answer (i.e., the alternative selected by the:
panel constructing the test), (2) the number of students choosing
one of the distractor jtems, and (3) the number of students not

reacting to the dilemma (see tables in Appendix C).

Results

A11 subjects completed the test within the allotted period of
time (60 minutes) indicating the test was not too long. In addition,
no teachers reported that any students had difficulty reading the
fest.

Visual inspection of the item response frequencies (Appendix C)
showed that there was general agreement as to the preferred alter-
native. In general, the most frequently selected alternative was
the same for each grade level. The percentage of subjects selecting
each item is shown in parentheses next to the freguency.

Counting the preferred response as one and the other responsés
as zero, the tests were scored. The mean scores by grade were 16.3,
16.5, and 16.3 for Grades 6, 8 and 10, respectively. The maximum

score possible was 24. The scores ranged from 2 to 24.
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Item Selection and Validation

Based upon the results of the preliminary item analysis, it
was determined that (1) some of the items were too easy, (2) some
of the dilemmas needed better distractor items, and (3) the overall
test score was not higher for upper grade levels. Based on these
concerns, a second study was considered necessary.

The purposes of the procedures in the present section were two-
fold: (1) to modify and expand the preliminary test based upon the
results of Study 1, and (2) to establish a method of determining
the validity of the items to be used in the final test form. These

purposes are discussed below.

Modification of the Preliminary Test

The response frequency tables generated in the preliminary item
anslysis were used as guides in modifying many of the items. Those
items that appeared too easy (i.e., a difficulty level greater than
70%) were rewritten to be less obvious. Also, many of the distractor
items that were judged weak were replaced by more attractive alter-
natives. Also, the number of alternatives for all dilemmas was
increased to five. In addition, 12 new dilemmas were written, one
representing each value goal statement. This resulted in a pool
of 36 dilemmas, a total of three dilemmas for each of the 12 value

goal statements. The pool was expanded to accommodate expected
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attrition of dilemmas during later phases of the investigation. A1l
rewriting of items was done following the same general style and
content approach used by the team in the initial item construction.
The format for the subject's responses was changed from the
original multiple-choice format to an item rating system. That is,
instead of asking the student to choose the "best" alternative, the
student was asked to rate each alternative as "good", "maybe" or
"poor." By this method, information about the acceptability of
each item could be gathered. It is argued that this kind of format
will allow an analysis of the discriminative characteristics of each
item, thus resulting in a more sensitive instrument. The revised
instrument (item selection and validation test form) is composed of
36 dilemmas (see Appendix D). Each dilemma is followed by five alter-

native solutions (items), resulting in a total of 180 items.

Index of Item Validity

One method of determining the validity of an item is to determine
how well the item discriminates between groups of individuals supposed
to be high in the trait being measured and those supposed to be Tow
on the trait (Guilford, 1954; Thorndike, 1967). Such a method results
in a discrimination index for each item. This index indicates how
well a particular item discriminates between the two groups. A
technique discussed by Guilford (1954) that may be used to identify
these extreme criterion groups is known as the nomination technique.

This technique involves the use of judges who know the subjects to
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be classified. The judges are asked to select the highest and lowest
members in the trait variable. The subjects are then administered
the items and indices of discrimination are then calculated.

The teachers of the students administered the test were asked
to nominate students who most exemplified and least exemplified the
value goals defined by the district. Therefore, the teachers served
as the judges in the nomination procedure.

Evidence exists to show that teachers judgements of student
conduct are valid indices. Bolstad and Johnson (1977) conducted an
investigation of the relationship between teacher's assessments of
student's conduct and immediate behavioral observation data. In
this investigation, teachers were asked to select from their class
rooms boy and girl pairs whom they would label as "best, average, and
least well-behaved." Both the teacher ratings and immediate behavioral
observation data were collected for each of these students. The
results indicated that the teacher's perceptions of students were
corroborated by the independent behavioral observations. The authors
concluded, "In the general case, it appears that teachers can make
accurate discriminations between students in evaluating their
behavior" (p. 57).

The following procedures detail the use of the nomination technique

in determining indices of item validity.
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Subjects

A total of 255 students enrolled in the Salt Lake City public
schools were administered the item selection and validation test
form. Included in this sample were 59 fifth grade students, 58
seventh grade students, 69 ninth grade students, and 69 eleventh
grade students. There were 127 female students and 128 male students.
Two classrooms at each grade level 5, 7, 9, and 11 were administered
the test. The criterion groups (nominated students) consisted of

a total of 48 students. Table 3 describes these subjects.

Table 3
Number of Male and Female Subjects Per Grade

Level in the Criterion Groups

Exemplary Non-Exemplary

Grade Male Female Male Female
5 3 2 5 1
7 2 4 2 A
9 2 4 4 2
11 3 2 3 3

Total 10 14 14 10
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Only the 48 subjects in the criterion groups were actually used
in the data analysis for item selection and validation. The data
obtained for the remaining subjects are utilized for descriptive
purposes, and is presented in a later section titled Supplementary

Test Data.

Procedure

Two major procedures are discussed in this section. First,
the nomination procedure used to obtain the criterion groups is
described. Second, the procedures used to administer the item
selection and validation test form are described.

Nomination procedure. The teachers of each classroom were

asked to nominate three students in their classrooms who best
exemplified the 12 value goals proposed by the district, and three
students who Teast exempliefied these values. The teachers were
given a form (Appendix E) on which to identify these six students.
This form contained the following instructions:

Please select the three students in your class who are

present today whose lives best exemplify the 12 values

found on the attached sheet.

Also indicate the three students who have the most difficult

time putting these values into practice. Make certain the

students identified below are taking the test today.

Thank you.

In this way, a total of 24 exemplary and 24 nonexemplary students

were identified, six exemplary and six nonexemplary students per

grade level.
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Administration of the item selection and validation tést form.

The subjects were administered the test during the class hour by
their regular teacher. One sample dilemma was used as a practice
question and was accompanied by the following instructions:

The purpose of these questions is to assess your thinking
about citizenship.

Below is a practice question. Please read this incident about
John and select the answer you consider best. For each number
you should circle either good, maybe, or poor that best tells
how you feel.

If you are having a problem answering the question, then guess.
Any answer will give you some credit. It is important to
answer each statement. Use the entire class period if you

need to. Please write your full name on the answer sheet.

Now turn the page and begin working.

No additional instructions were given.

Data Analysis

A chi-square test of statistical significance was conducted for
each of the 180 items to determine whether the two criterion groups
(exemplary and non-exemplary) behaved differently with respect to each
item. In this analysis, the criterion groups were pooled across grade
level, resulting in 24 students in the exemplary aroup and 24 students
in the non-exemplary group. Criterion group students with missing

data were included in the chi-square analysis.

Results
The results of the chi-square item analysis are presented in

Appendix F. There were 35 items that differentiated the criterion
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groups at a significance level of .10 or better. There were 22 items
that differentiated the criterion groups at a significance level of
.05 or better, while seven items differentiated the groups at a
significance Tevel of .01 or better. These discriminating items
then came to constitute the focus of the subsequent studies.

In the study that follows (cross-validation and internal consis-
tency) the items that were identified in the present study are cross-
validated on a second sample. In addition, the internal consistency

of the test composed of these items is calculated.

Cross-Validation and Internal Consistency

During the item selection and validation, 35 items were identified
that discriminated between the exemplary and non-exemplary criterion
groups at .the .10 level of significance or better. These discriminating
items are contained in 17 of the original 36 dilemmas. Therefore,
these dilemmas were chosen to comprise the cross-validation form
of the test. This form of the test is presented in Appendix G. There
are 17 dilemmas, and a total of 85 items, 35 of which are scored.

Although 35 discriminating items were identified during the item
selection and validation process, it was felt that these items needed
to be cross-validated with a second sample, independent of the first.
The aim of a cross-validation study is to determine whether the same
items that discriminated between the criterion groups in the earlier
study would also discrminate with a new sample. Such a cross-valida-

tion is the primary purpose of the present study.
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In addition to this primary purpose, data concerning scoring
systems to be used with the test and data concerning the test's
internal consistency were obtained. The three purposes of the present
study are, therefore, (1) to provide a cross-validation of the items
identified in Study 2, (2) to determine the best method of scoring
the test, and (3) obtain data concerning the internal consistency
of the test. The procedures used in accomplishing these purposes

are detailed below.

Subjects

A total of 323 students enrolled in the Salt Lake City public
schools were administered the preliminary final form of the test.
Included in this sample were 87 sixth grade students, 59 eighth grade
students, 86 tenth grade students, and 91 12th grade students. There
were 176 female students and 147 male students.

A nomination procedure similar to that used in the item selection
and validation study was used in the present study to identify
exemplary and non-exemploary students, except the teachers were asked
to nominate an equal number of males and females. The criterion
groups obtained by this procedure consisted of a total of 96 students.

Table 4 describes the subjects in these criterion groups.

Procedure
Four major procedures are discussed in this procedures section.

First, the nomination procedure used to obtain the criterion groups
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Table 4
Number of Male and Female Subjects Per Grade

Level in the Criterion Groups

Exemplary Non-Exemplary

Grade Male Female Male Female
6 6 6 6 6
8 6 6 6 6
10 6 6 6 6
12 6 6 6 6
Total 24 24 24 24

is desdribed. Second, the procedures used to administer the revised
test form are described. Third, the cross-validation procedure is
described, and fourth, the scoring procedures are explained.

Nomination procedure. The teachers of each classroom in which

the test was administered were asked to nominate four students who
best exemplified the 12 value goals proposed by the school district,
and four students who least exemplified these values. The teachers
were asked to identify two male and two female exemplary students
and two male and two female non-exemplary students. A form was
provided on which the teachers identified these eight students (see

Appendix H). This form contained the following instructions:
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Please select the four (two male and two female) students
in your class who are present today whose lives best exemplify
the 12 values found on the attached sheet.

Also indicate the four (two male and two female) students who
have the most difficult time putting these values into
practice. Make certain the students identified below are
taking the test today.

Thank you.
In this way a total of 48 exemplary and 48 non-exemplary students
were identified, 12 exemplary and 12 non-exemplary per grade level.

Administration of the cross-validation test form. The 323

students were administered the cross-validation test form during a
regular class hour. One sample dilemma was used as a practice question
and was accompanied by the following instructions:

The purpose of these questions is to assess your thinking
about citizenship.

Below is a practice question. Please read this incident about
John and select the answer you consider best. If you have a
problem answering the question, then guess. Any answer will
give you some credit. It is important to answer each state-
ment. Use the entire period if you need to. Please write
your full name on the answer sheet.

Now turn the page and begin working.
No additional instructions were given.

Cross-validation procedures. The tests obtained from the new

sample of exemplary and non-exemplary students were scored (see
the following section regarding the scoring procedures) using the 35
discriminative items identified in item selection and validation study.

Three sets of items were identified based upon the item's level of
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discrimination. Tests of significance were then conducfed to deter-
mine whether the items as a group could discriminate between the two
criterion groups in the new sample and also to determine which set
of items maximally discriminated between these groups. The following
specific procedures were used.

From the 35 items of the test which were found to discriminate
significantly, sets of items at three levels of significance were
selected. There were 35 items at the .10 level of significance or
better, 22 items at the .05 level or better, and seven items at
the .01 Tevel or better. The score for each student in the criterion
groups of the cross-validation sample was computed. The mean and
standard deveiation of the scores of each of the criterion groups
for each set of items was computed. Finally, a test of significance
was computed to determine whether there was a significant difference
between the means of the scores of the two groups for each of the
sets of items. The set which differentiated the two groups at
the highest level of significance was considered the most discrimina-
tive set of items.

Scoring. The jtems were rated by the subjects as "good", "maybe"
or "poor." The correct rating for the items to be scored was taken
to be the rating chosen most frequently by the exemplary students.
Therefore, if the exemplary students most frequently rated an item
"good", then that was considered to be the correct answer for that

item. Of the 35 scored items (i.e., discriminative items), 28 were




74

keyed "poor" and seven were keyed "good." That is, "poor" was taken
to be the correct answer for 28 of the items, and "good" was taken
to be the correct answer for seven of the items.

Two methods for scoring the items were considered. The first
method was a weighted method in which each rating ("good", "maybe"
or "poor") is given a numerical weight of 1, 2 or 3. For example,
if the item were keyed "poor", then a response of "poor" by the
student would be given a score of 3. Following the same line of
thought, a response of "maybe" would be scored as 2, and a response
of "good" would be scored as 1. These weights are then summed across
all scored items to obtain the total score. Using the weighting
method and scoring all 35 items, the highest possible score would
be 105, and the Towest possible score would be 35. The second scoring
method considered is a dichotomous method. Using this method, a
keyed (correct) response for an item would receive a score of 1, and
any other response would receive a score of 0. Using this method, the
highest score (using all 35 items) would be 35, and the lowest
possible score would be 0.

In order to determine which scoring method is best, both methods
were used in the cross-validation procedures. The scoring method
that yielded the highest level of significance between the criterion

groups was considered the best method.




75

Data Analysis

In the analysis of the cross-validation and scoring data, a t-test
for independent samples was computed to test the difference between
the means of the exemplary and non-exemplary student groups for
each set of items (.10, .05, and .01) using each scoring system
(weighted and dichotomous).

In addition, a two--ay analysis of variance (criterion group
by sex) was conducted to determine whether there are significant
differences between the males and females with regard to their scores
on the test, and whether there exist a significant sex by group
interaction. Finally, the mean scores for each grade level (6, 8,
10, and 12) were calculated for the exemplary and non-exemplary
criterion groups. Al1 the scores used in these analyses were calculated,
using the most discriminative item set (.10) and the most discrimi-
native scoring system (weighted).

There were no missing data regarding the items scored in the
present analyses. Therefore, all subjects in the criterion groups
(exemplary and non-exemplary) were inciuded in the analyses.

As a measure of the internal consistency of the test, the Kuder-
Richardson formula 20 was computed for the responses of the 203
students on whom test data was collected, but who were not included
in the criterion groups. Only students without responses missing

on the items scored were included in this analysis. Because of the
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nature of the items of the test (i.e., allowing more than two response
categories per item), a modified formula 20, described by Ferguson
(1976) was utilized for the internal consistency analysis.

The results of these analysis are reported in the following

section.

Results

The results of the t-tests computed between the exemplary
and non-exemplary student groups using the three sets of items (.10,
.05 and .01) identified earlier are presented in the following tables.
Table 5 shows the results using the weighted scoring system. Table
6 shows the results of the tests of significant differences between
the exemplary and non-exemplary student groups for the three sets
of items using a dichotomous scoring method.

A two-way analysis of variance (for equal N's) was conducted by
sex and criterion group, using the test scores as the dependent
variable. Table 7 shows the results of this analysis.

Table 8 shows the mean scores and standard deviations of the
male and female students in the exemplary and non-exemplary criterion
groups.

The mean scores and standard deviations of the exemplary and
non-exemplary groups by grade level (6, 8, 10, and 12) are presented

in Table 9.
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Table 5
Means, Standard Deviations and t Values for Tests of
Significant Differences Between the Exemplary
and Non-exemplary Groups Using a Weighted

Scoring System

ézim Group gaSZS Mean- SD  t Value df Signif.

.01 Exemplary 48 19.42 17

(7 items) Non-exem- 48  18.12 2.0 3-3%6 94 .001
plary

.05 Exemplary 48 62.33 3.7

(22 Ttems) Non-exem- 48  58.56 6.3 o-°6 94 .00
plary

.10 Exemplary 48 96.54 6.0

(35 items) Non-exem- 48  90.48 9.5 S-/% 94 .000
plary

Table 6
Means, Standard Deviations and t Values for tests of Significant
Differences Between the Exemplary and the Nor-Exemplary Groups

Using a Dichotomous Scoring System

e Group R OT  Mean  SD tValue df Signif.

.01 Exemplary 48 5:58 1.4

(7 items) Non-exem- 48 4.68 1.4 3.09 94 -003
plary

.05 Exemplary 48 18.68 <N

(22 items) Non-exem- 48  16.23 4.3 3:%2 94 .002
plary

.10 Exemplary 48 26.85 5.1

(35 items) Non-exem- 48 23.08 6.2 3:26 94 002

plary
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Table 7
Analysis of Variance by Group and Sex on Test Scores for the
Exemplary and Non-exemplary Criterion Groups in the

Cross-Validation Study

Source of Variation df MS 2, Signif. of F
Sex 1 207.10 3.3 A7
Group 1 882.10 14.2 .000
Interaction 1 al 0 .990
Error 92 62.30

Table 8

Score Means and Standard Deviations by Sex and Criterion

Group in the Cross-Validation Study

Sex Exemplary Group Non-Exemplary Group
Male 95.08(6.3)* 89.00(10.2)
Female 98.00(5.5) 91.96(8.7)

* Standard deviation in parentheses
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Table 9
Score Means and Standard Deviations for the Exemplary
and Non-exemplary groups by grade for

the Cross-Validation Study

Grade Group N Mean SD
6 Exemplary 12 97.0 3.5
Non-exemplary 12 88.6 10.8

8 Exemplary 12 97.9 4.4
Non-exemplary 12 87.3 9.1

10 Exemplary 12 92.8 8.4
Non-exemplary 12 88.1 8.1

12 Exemplary 12 98.4 S0
Non-exemplary 12 97.0 D

Internal consistency results. The Kuder-Richardson formula 20

revealed an internal consistency coefficient of .919 for the 203 tests
scored in the present analysis.

Based upon the results of the cross-validation, all 35 discrimin-
ating items included in 17 dilemmas were retained in the final form
of the test, since this group of items showed the highest discrim-
inative characteristics. These 17 dilemmas composed the final form
of the test (see Appendix I). In addition, the weighted scoring system
was used in the scoring of items in further work with the test, since
this scoring system provided the widest range of scores between the

criterion groups.
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In the study that follows, the issue of the content validity
of the present test is addressed. In addition, the reading difficulty

level of the test is assessed.

Content Validation

An important attribute of the test is that it is logically tied
to the educational objectives of the Salt Lake School District in
the area of moral education (i.e., the 12 values in Appendix A). The
assumption cannot be made that the test measures aspects of these
value goals unless it can be shown that the dilemmas comprising the
test are derived from or sample situations related to these value
goals. Although care was taken during the writing of the dilemmas
to construct dilemmas that reflected the 12 value goals, some evidence
supporting this relationship is necessary. Therefore, the primary
purpose of the present procedures is to provide evidence concerning
the content validity of the dilemmas comprising the test.

In addition to this need to obtain data concerning the content
validity of the test, it is also desirable to determine the reada-
bility of the test. Since the test is targeted for children from.
the fifth grade to the 12th grade, it is important that some measure
of the reading difficulty level of the test is obtained. If the
reading difficulty Tevel is too high, then lack of comprehension would
contribute to the measurement eerror at the lower grade Tevels. There-
fore, an analysis of the regdabiTity of the test is reported in the

present study.
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Both the content validity study and the readability analysis
were conducted for the final form of the test described in the cross-
validation study (also see Appendix I). The following methodology
was used in obtaining and analyzing the data concerning the content

validity and readability of the present test.

Subjects

Ten teachers currently working in the Salt Lake City School
District participated in the content validation. These teachers
vere asked to make the judgements regarding the content validity
of the present test. Six of the teachers were male and four were
female. The mean number of years these teachers have taught in the

Salt Lake City School District is 15.7 (SD = 11.1).

Procedures

The procedures described in this section are two-fold. First,
the procedures relating to the content validity study are described.
Second, the procedures by which the readability analysis was conducted
are described.

Content validity procedures. The ten teachers were given a copy

of the final test form (Appendix I), a copy of the 12 value goals
identified by educators in the Salt Lake City School District (Appen-
dix A), and an instruction sheet for completing the procedure (Appen-

dix J). The instruction sheet contained the following directions:
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On the next page you will find a 1ist of 12 Ethical Demo-
cratic values. On the following pages are 17 hypothetical
dilemmas. Each of these dilemmas was constructed to reflect
one of the 12 values. Please read each dilemma and match it

to the Ethical Demoncratic Value you think it best repre-
sents. Place the number of each dilemma opposite the value it
seems to represent in the spaces provided below. Some of the
vlaues may have only one dilemma that represents it, some

may have two and some may have none. Thank you for considering
this carefully.

A1l the teachers made the judgements requested independently.
The teachers were allowed to take the materials, complete the task,
and return the materials at their convenience.

Readability procedures. To determine the reading difficulty

level of the present instrument, the Harris-Jacobson Readability
formula (formula 2) was used (Harris & Spay, 1977). This formula
requires the determination of the average sentence length of the test
and the determination of the percentage of "unfamiliar" words (i.e.,
words not found on the Harris-Jacobson Readability word list) used

in the test. These data were obtained by drawing three samples of
text from the test (approximately 450 words per sample). The read-
ability formula was applied to the three samples, and the three

results were averaged.

Data Analysis

The present section reports the methods of analysis used for
the content validity data and the readability data.

Content validity analysis. The data obtained concerning the

content validity of the test were analyzed by computing a percentage
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of agreement among the teachers regarding their Jjudgements as to which
value each dilemma represents. That is, the greatest number agreeing
that a particular dilemma represents a particular value was divided

by the total number of judges (10). For example, if eight of the

ten judges indicated that dilemma No. 1 represented value number 4,
then the percentage of agreement among these judges is 80 for this
particular match.

Readability analysis. The three reading samples obtained were

analyzed using the Harris-Jacobson Readability formula (formula 2).
The results of the three samples were averaged to obtain a raw score.
This raw score was compared to the Harris-Jacobson raw score conversion

table to obtain the probable grade level of the reading material.

Resul ts
The results of both the content validity analysis and the
readability analysis are reported in the following sections.

Content validity results. The teachers in the present study

were asked to match each of the 17 dilemmas composing the test with
the value goal they thought the dilemma best represented (see Appendix
A for the 12 value goals). A percentage of agreement among the
teachers was calculated. Table 10 presents the results of the content
validity analysis. In the left hand column of the table are the
dilemmas, numbered 1 through 17 as they are numbered on the test (see

Appendix I). In the center column the numbers corresponding to the
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Table 10
Percentage of Agreement Among Teachers Regarding the
Matching of the Value Goals and the 17 Dilemmas

Constructed to Represent These Values

Dilemma Number . Value Number % Agreement
1 4 80
2 4 50
3 7 70
4 2 60
5 2 60
6 6 70
7 7 80
8 1 60
9 12 50

10 10 50
11 8 90
12 10 80
13 9 90
14 4 80
158 11 90
16 5 50
17 5 40

12 value goals in Appendix A are presented. The right hand column
shows the percentage of agreement among the teachers that the dilemma
in the left hand column represents the co-responding value in the
center column.

Readability results. Using the Harris-Jacobson Readability

Formula (formula 2), the raw scores for the three samples obtained

from the test were 5.76, 4.34, and 4.76. The average of these raw
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is 4.95. This raw score mean is within the critical raw score limits
(4.81 - 5.28) given for a fifth grade reading level on the Harris-

Jacobson raw score conversion table.

Stability

Reliability is an extremely important characteristic of a test.
Reliability is usually defined as "the level of consistency of the
measuring device" (Borg & Gall, 1976, p. 142). The reliability of
a test may be obtained using several different approaches, and each
type of reliability has a somewhat different meaning. One form of
reliability, internal consistency, has already been established. A
measure of internal consistency is based upon the average correlation
among the items of the test. A coefficient of internal consistency
indicates the measurement error within the test, that is, error from
item to item. Other measures of reliability indicate measurement
error between testings. In other words. these measures indicate
the stability of the test. One such method of determining the
stability of a test is known as the "test retest" method.

The procedures used in determining the stability of the test

are detailed below.

Subjects
The subjects were 25 tenth grade students who had completed the

preliminary final form of the test in May, 1979, as a part of cross-
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validation and internal consistency. There were 17 female students

and eight male students.

Procedure

The subjects used in this study were part of the subject pool
used in the cross-validation of the test. These subjects were admini-
stered the cross-validation test form on May 9, 1979, according to
the procedures described in the cross-validation study.

In September 1979, school district officials were given a list
of the tenth grade students who took the test in May. They were
asked to readminister this test to 25 of these students. This was
done on September 20, 1979, using the same procedures of adminis-
tration used in the cross-validation study. The interval between
testings was four months and 11 days.

The tests for each subject-for both administrations were scored
using the weighted scoring procedure described in the cross-validation
study. The scores obtained from the two administrations were correlated

in order to obtain the coefficient of stability.

Data Analysis

The scores from the two administrations were correlated using
a Pearson Product-Moment correlation formula. There were no missing
data on the items scored in this analysis. Therefore, the tests of
all 25 students were included in this analysis. The findings of

this analysis are reported in the results section below.
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Results
A Pearson r of .818 was obtained, using the procedures outlined
above. The mean score for the first administration is 90.6 (SD = 4.6).

The mean score of the second administration is 91.2 (SD = 4.2).

Social Desirability

It is a longstanding observation that scores on self-descriptive
tests (especially personality tests) are influenced by factors other
than those reflected in the content of the test. In a classic paper
in the field of testing, Cronbach (1946) demonstrated that responses
to a test typically reflect the systematic operation of one or more
variables other than that which is to be measured by the test. That
is, subjects seem to have a disposition toward giving a particular
kind of response and this disposition is not necessarily related to
the variable that is being measured. Cronbach called these dispo-
sitions "response sets."

Since the publishing of Cronbach's original paper, many investi-
gators have studied the problem of response sets. One of the focuses
has been on social desirability. That is, the tendency on the part
of the test taker to give answers that will create a good impression.
A number of investigators have discussed ways in which the factor of
social desirability can influence outcomes in personality testing and
social psychological research (Edwards, 1957; Crowne & Marlowe,

1964; Fiske, 1971). These investigators suggest that a subject's
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responses (either on a test or in an experiment) often reflect what
the subject perceives as a socially desirable response rather than
what he "truly" feels.

Because of this previous research on the influence of social
desirability on test responses and the possibility of such influence
with regard to the test under consideration in the present research,
it was deemed necessary to study the relationship between scores of
social desirability and scores on the present instrument. Therefore,
the purpose of the present procedures is to examine the relationship
between scores obtained on the test developed in the present investi-
gation and those obtained using a scale of social desirability. The

following procedures were used to investigate this relationship.

Subjects

There were 35 of the 37 subjects participating in the social
desirability study‘who completed both instruments that were administered.
These subjects were 35 undergraduate students enrolled in an intro-
ductory human development class at Utah State University during the
Winter Quarter of 1980. There were 34 female subjects and one male

subject. The mean age of the subjects were 20.4.

Measures
The final form (Appendix I) consisting of 17 value dilemmas and

35 scored alternatives was used. The second measure used is the
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Marlow-Crowne Social Desirability Scale (Crowne & Marlowe, 1964).

This scale attempts to identify individuals who describe themselves

in favorable, socially desirable terms in order to achieve approval

of others. This cale consists of 33 items, 18 of which are keyed in
the true direction and 15 in the false direction. One point is scored
for each response in the socially desirable direction. Total scores
vary between 0 (no social desirability) to 33 (highest social
desirability). Test-retest reliability (interval one month) is
reported as .88. The internal consistency of the scale (Kuder-

Richardson 20) is likewise reported to be .88.

Procedures

The subjects were administered the tests during a regular weekly
class period. They were given the final test form with the social
desirability scale attached, as if they were one test (see Appendi x
K). The final test form contained the same instructions that were
given in the cross-validation study (p. 69 of this dissertation).
The social desirability test was preceded by the following written
instructions:

Listed below are a number of statements concerning personal

attitudes and traits. Read each item and decide whether the

statement is true or false as it pertains to your person-

ality.

The subjects were told that the test they were taking was a values

test being developed for high school students, and that their responses
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were needed as part of an adult norm group. A1l subjects were
given enough time to complete the entire test.

The final test form was scored using the weighted scoring
system described in the cross-validation study. The social desir-

ability sclae was scored according to the author's directions.

Data Analysis

The scores from the two tests were correlated using<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>