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Abstract

This exploratory correlational study seeks to answer the question of whether a
relationship exists between student average test score gains on state exams and teachers’ rating
of values on the Schwartz Values Survey. Eighty-seven randomly selected Kansas teachers of
math and/or reading, grades four through eight, participated. Student test score gains were
paired with teachers and averaged. The results of these backward stepwise entries of multiple
regressions using SPSS software are reported. Significant relationships with large effect sizes
are reported for teacher values and student test score gains in reading and math. Models of
teacher values are found that account for thirty-two percent of the average student test score
gains in reading and for forty-three percent of the average student test score gains in
mathematics. The significant model of values with the greatest adjusted relationship with reading
test score gains is described as the Relational Teacher Value Type. The valuing of True
Friendship (close supportive friends) and the valuing of Sense of Belonging (feeling that others
care about me) proved to be the most powerful indicators of student reading score gains within
this type. The significant model of values with the greatest adjusted relationship with
mathematics test score gains is described as the Well-Being Teacher Value Type. The valuing of
Healthy (not being sick physically or mentally), the valuing of Reciprocation of Favors
(avoidance of indebtedness), and Self Respect (belief in one’s own worth) proved to be the most
powerful indicators of student mathematics test score gains within this type. The significant
value items within each of the above types’ models are discussed regarding possible reasons for
their relationships to student test score gains. A value that is found significant for both reading

and mathematics teachers in accounting for student test score gains is Moderate (avoiding



extremes of feeling and action). Of the teachers in the study that taught mathematics and
reading, their students’ mathematics score gains did not correlate in a statistically significant way
with their students’ reading score gains, suggesting that a teacher’s ability to teach math has little

to do with a teacher’s ability to teach reading.
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Chapter 1 - Introduction

This dissertation was an effort to determine if a relationship exists between basic human
values and teacher effectiveness. The study was based on data collected from state assessments
of grades four through eight students and their teachers’ results on the Schwartz Value Survey.
This first chapter presents the background of the study, discussion of the problem statement, the

professional significance of the study, delimitations, and definitions.

Background of the Study
Prior to the mid-1980s the emphasis on values in education was on teaching them to the
student (Titus, 1994) and on developing a scientific framework for doing so (Maslow, 1959;
Krathwohl, Bloom, & Masia, 1964). Also during this time Rokeach (1973) was examining the
nature of human values.

After A Nation at Risk was published in 1983 the attention in education had clearly

turned away from values toward competition in the world marketplace. “Many educators see the
publication of the now-famous report A Nation at Risk (National Commission on Excellence in
Education, 1983) as the initiating event of the modern standards movement” (McRel, n.d.). With
the standards movement, the focus on education became clearly focused on content and
performance standards.

In an odd sort of way A Nation at Risk (National Commission on Excellence in

Education, 1983) gave rise to a new interest in values education. It was because of the standards

movement, which came as a response to A Nation at Risk, that standards have been developed

not only for K-12 education but also for teacher education programs. Since the early 90s a focus

has been placed on pre-service educators. The Council of Chief State School Officers (2010), in



its draft standards by the Interstate New Teacher Assessment and Support Consortium and in the
new proposed draft for public comment by the Interstate Teacher Assessment and Support
Consortium, dispositions were included, which clearly implicated teacher values under each of
its ten principles or standards. The National Council for the Accreditation of Teacher Education
(NCATE), required that the teacher education unit, “systematically assess the development of
appropriate professional dispositions by candidates™ (2008, p. 22). In order to meet accreditation
requirements, teacher education institutions were to teach and assess dispositions which include
values.

Though the standards movement has been concerned about teacher values and other
dispositions, its primary concern was with student performance in regard to knowledge and

skills. Since the passage of the Elementary and Secondary Education Act (No Child Left Behind

Act) (U.S. Department of Education, 2001) knowledge and skills have been measured by student
scores on state assessments. Teachers and school districts have now been held accountable for
student performance on these tests. This general climate of measuring teacher effectiveness
could be typified by this quote from an E-School News article entitled “Gates Foundation:
Teachers Trump Class Size” (2009):

The Bill and Melinda Gates Foundation spent billions of dollars exploring the idea that
smaller high schools might result in higher graduation rates and better test scores. Instead, it
found the key to better education is not necessarily smaller schools but more effective teachers.
The above quote clearly implied that the measure of effectiveness in teaching was the production
of “higher graduation rates and better test scores.”

In a recent government initiative, Race to the Top, the application of the Phase #1 winner

for government funds, Delaware,(State of Delaware, 2010) outlined its efforts to insure quality



educators in the classrooms. Five different criteria were applied to determine teacher
effectiveness: 1) Planning and preparation, 2)Classroom environment, 3)Instruction,
4)Professional responsibilities and 5) Student improvement. Student improvement was the one
factor that was given the power to trump the other four in the measure of teacher effectiveness.
Unless a teacher was able to be effective in producing student growth, as measured by a series of
three tests administered during the year, the teacher was not be given an effective rating. If the
teacher was measured as effective, as shown on the tests, in producing student growth, the
teacher will not be given anything less than an effective rating (State of Delaware, 2010).

In this climate of measuring teacher effectiveness by student achievement on test scores
other voices have been expressed. People like Nel Noddings (2005) presented a challenge to
build schools and curricula around themes of care and Ron Miller (n.d.) shared his concern about
holistic education. These voices were crying out for a values base to education, an evaluation of
teachers based primarily on other things than test scores, and were concerned more with the
education of the whole child and with a broader focus on developing decent and caring members
of society.

It has been with this background of standards, which included pre-service educator
dispositions, and the measurement of teacher effectiveness by state assessments that this

dissertation was written.
Problem Statement

Research Question
Is there a significant relationship between teacher held basic motivational values as

measured by the Schwartz Value Survey, and student gains on state assessments?



Null Hypotheses
There is no significant relationship between teacher held basic value scores as measured
by the Schwartz Value Survey, and student gains on state assessments.
There is no significant relationship between various combinations of teacher held
motivational values scores as measured by the Schwartz Value Survey, and student gains on state

assessments.

Professional Significance of the Study

In this section two reasons are given as to why this study had significance to the
educational community at large and three reasons as to why this study has professional
significance for teacher education programs.

First, different educational philosophers have promoted different values for teachers. If it
should hold that a certain value has risen to the top in relationship to producing greater student
learning this study would then tend to serve as support for particular schools of educational
philosophy that have held such values.

Second, for the larger educational community, according to Pajares (1992) teacher beliefs
or their interrelationships (of which he believes teacher values to be a “substructure” [p. 318])
have not been tested in their relationship to student outcomes. In the literature search, nothing
was found that attempted to correlate particular teacher values and student outcomes from
Pajares’ writing to the present.

Concerning teacher education programs, according to Pajares (1992), pre-service
educator values were often deeply held prior to their entrance into education programs and
required concerted effort and time to alter significantly. Lappan et al. (1988) believe that

interventions of at least two years were necessary to change teacher beliefs and Bai and Ertmer



(2008) suggest that changes in pre-service teacher beliefs may require long-term efforts
throughout the entire teacher education program. Since pre-service educators often have come
into teacher education programs with deeply held values, and since a significant amount of time
and effort has been required to alter those values, it would make sense that teacher education
programs focus on values that are positively related to student learning. If no such relationship is
found to exit it would also make sense that teacher education programs not waste time and
energy with teaching values but instead focus on effective teacher behaviors.

Also, a research basis for a set of prescribed values could add to pre-service educators’
depth of reflection in the examination of their own values. Both Danielson (2007) and Yero
(2002) have emphasized the importance of reflection for effective teaching. If indeed certain
teacher values have been identified by this study as having a relationship to student learning they
could be used as items for reflection to improve professional practice.

Lastly, Tatto and Coupland (2003) and Richardson (2003) have agreed that if programs
seek to change pre-service educators’ beliefs (of which values are a substructure) without a
strong research base to give evidence that the beliefs being promoted do indeed improve student

learning, then these types of changes present ethical problems.

Overview of Proposed Methodology
This section was written as a brief overview of the methodology for this study and has
been discussed with more detail in chapter three. The quantitative research perspective was
adopted for this study. The type of research conducted is correlational.
A sample of Kansas 4™-8" grade mathematics and reading teachers were the subjects of
the study. Previous year scaled scores of the students on the state mathematics and reading

assessments were paired with next year scaled scores to determine a numerical gain value that



students made in mathematics and reading tests scores under the instruction of each participating
teacher. The mean gain of the class was then used as a value-added measure of a teacher’s
particular effectiveness.

The subjects participated further in the study by taking the Schwartz Value Survey (SVS)
(See Appendix G). Scores on the basic human values scales were paired with the value-added
measure of teacher effectiveness. Correlation coefficients were used to determine if correlations
existed and also were used to determine the strengths of the correlations that exist. For those
correlations that existed, a multiple regression analyses was performed to determine their nature.
Results were displayed using charts, and diagrams. As possible confounding variables, effects of

gender, subject area, and grade level were also tested.

Delimitations of the Study
The following boundaries of this study had the potential to impact the ability to
generalize. Discussed were the researcher’s rationale for setting geographic boundaries, grade
level boundaries, and subject area boundaries. Following the rationale for these delimitations is

a brief statement concerning how this may have impacted the ability to generalize.

Geographical Boundaries
This study was limited to the state of Kansas in order to remove unnecessary confounding
variables. Since State assessments were used for the value-added assessment, it was more
consistent for the scores from the same state’s tests be used to do this assessment. Since values
were found to be influenced by culture (Smith, Peterson, & Schwartz, 2002) and state standards
which are measured on these assessments vary from state to state, it was thought that the values
of an effective teacher may vary from state to state. It may have been possible that what was

found to define an effective teacher in Kansas had some limitations concerning how the results



could then be applied to states with different cultures, different state standards, different state
assessments, and different levels of coordination of state standards to their particular state

assessments.

Grade Level Boundaries

Grades four through eight were chosen because, unlike high school, state mathematics
and reading assessments were given every year, which made it more likely that the value added
to the student test scores were more directly attributed to the work of a particular teacher of
mathematics or reading. If high school was to be chosen, it would allow for too many
intervening variables to occur since tests have not been taken every year, and reading skills were
to be learned from multiple teachers. Upper elementary and middle school were chosen over
lower elementary because reading skills have been more similarly focused on comprehension
rather than the decoding skills that have been used in the earlier grades. Though this removed
some of the intervening variables that might be present at other grade levels, it may also have

limited the ability to generalize the results regarding lower elementary or high school teachers.

Subject Area Boundaries
Mathematics and reading were chosen as subject areas because they were the two areas
assessed on Kansas State assessments and served as a source of data for a value-added
assessment. Since the study was limited to reading and mathematics teachers, it may not be

easily generalized to teachers of other content areas.

Definitions
1. a - the Greek letter alpha, representing the pre-determined level of statistical
significance, normally set at .05 for social science and educational research.

2. Achievement — accomplishment, attainment, the arrival at what was aspired toward.



3. Achievement Value Type — a set of goals centrally motivated by personal success

through demonstrating competence according to social standards (Schwartz, 2006, p. 1).

4. Adjusted R* - a statistic that theoretically represents the percentage of the dependent
variable determined by the independent variable(s) that can be generalized from the sample to
other populations.

5. B — a statistic that represents the amount of change in units of the dependent variable
for every unit of change in the independent variable.

6. B - the Greek letter beta used for a statistic that represents the amount of change
measured by standard deviations of the dependent variable for every standard deviation of
change in the independent variable.

7. Beliefs — operational mental constructs based on evaluation and judgment and not on
objective fact (Pajares, 1992, p. 313).

8. Behaviorism — a school of educational philosophy that emphasizes the importance of
positive and negative reinforcements as the cause of learning.

9. Benevolence Value Type - a set of goals centrally motivated by preserving and

enhancing the welfare of those with whom one is in frequent personal contact (Schwartz, 2006,
p. 1).
10. Benevolent — characterized by acting with kindness or generosity toward others.

11. Conformity Value Type - a set of goals centrally motivated by restraint of actions,

inclinations, and impulses likely to upset or harm others and violate social expectations or norms
(Schwartz, 2006, p. 1).

12. Conservation Values — a broad range of transituational goals characterized by the

preservation of established ideas and practices.



13. Constructivism — a learning theory based on the concept that each individual builds

meaning as they reflect on how prior knowledge is impacted by new knowledge.

14. Dispositions — values, beliefs and attitudes that give one a tendency to act in certain
ways.

15. Essentialism — a philosophy of education which stresses a common core of
knowledge as being of utmost importance for truly educated people to acquire.

16. Feminism — a philosophy that advocates for women to have rights, privileges and
opportunities equal to those of men.

17. Hedonism Value Type - a set of goals centrally motivated by pleasure and sensuous

gratification for oneself (Schwartz, 2006, p. 1).

18. Holistic educators — instructors who hold to a philosophy that emphasizes the

development of all facets of the student.

19. Motivational Needs — action producing cravings, desires, or wants that are derived

from perceived adequacy levels of essential physical, social or psychological sustenance.

20. Motivational Values — a subcategory of beliefs which are “transituational goals,

varying in importance, that serve as guiding principles in the life of a person or a group”

(Schwartz & Rubel, 2005, p. 1010).

21. Openness to change values - a broad range of transituational goals characterized by
the willingness to accept new ideas and practices.

22. Perennialism - a philosophy of education which stresses a common core of
knowledge obtained from great literary works of the past that all truly educated people should

know.



23. Power Value Type — a set of goals centrally motivated by social status and prestige,

control or dominance over people and resources (Schwartz, 2006, p. 1).

24. Pre-service educator — one who is enrolled in a program of study which leads to

teacher licensure.
25. Progressivism — a philosophy of education that focuses on the inherent needs of the
child and on the influences of social structures.

26. Perspectival Reconstructionism — a philosophy of education that focuses on a

redesigning of formal education from a specific position (e.g. feminism, holistic education, etc.)
in order to achieve pre-conceived and specific societal outcomes that the current framework of
education is unable to adequately accomplish.

27. R — a statistic representing the effect size of the independent variable(s) on the
dependent variable.

28. R’ - a statistic representing the percentage of change in the dependent variable that
can be accounted for by the change in the independent variable(s).

29. Reconstructionism — a philosophy of education that focuses on a redesigning of

formal education in order to redesign society as a whole.

30. Security Value Type - a set of goals centrally motivated by safety, harmony, and

stability of society, of relationships and of self (Schwartz 2006, p. 1).

31. Self-Direction Value Type - a set of goals centrally motivated by independent thought

and action; choosing, creating, exploring (Schwartz, 2006, p. 1).

32. Self-enhancement values - a broad range of transituational goals characterized by

concerns that focus inwardly, upon one’s own desires.
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33. Self-transcendent values - a broad range of transituational goals characterized by

concerns that focus outwardly, beyond one’s own welfare.
34. Sinusoid curve — a curvilinear line of best fit described by the equation y = a sin x.

35. State assessments — tests taken annually by U.S. school children, required by the

Elementary and Secondary Education Act, as determined by the various state boards of
education.

36. Stimulation Value Type — a set of goals centrally motivated by excitement, novelty,

and challenges in life (Schwartz, 2006, p. 1).

37. Tradition Value Type - a set of goals centrally motivated by respect, commitment,

and acceptance of the customs and ideas that established culture or religion provide the self
(Schwartz, 2006, p. 1).

38. Transituational — spanning variation in locality, time and circumstance.

39. Universalism Value Type - a set of goals centrally motivated by understanding,

appreciation, tolerance, and protection for the welfare of all people and for nature (Schwartz,
20006, p. 2).

40. Value-added assessment — appraisement of performance based on the increase of

worth produced toward a specified outcome.
41. Values — beliefs that focus on priority, importance or appraised worth that have

become transituational goals.

11



Chapter 2 - Review of the Literature

In this section, literature is reviewed which builds a theoretical base for the hypothesis
that teacher held values do influence student outcomes. The theoretical base of the content and
structures of human values is explained. The philosophical schools of thought that advocate
various values for teachers are discussed. Linkages in research and theoretical literature that lead
to the hypothesis that teacher values influence student outcomes are made. Finally a discussion is
included concerning the use of a value-added method of assessment to determine teacher effect
on student outcomes, as well as a discussion concerning the use of the Schwartz Value Survey to

determine teacher value types.

The Theoretical Base
The theoretical base for the content and structure of human values was built by
Schwartz and Bilsky (1987), Schwartz and Bilsky (1990) and Schwartz (1992). Much of their
work was built upon the work of Rokeach (1973), Rokeach (1979), Maslow (1959), and Maslow
(1970).

In their first article, Schwartz and Bilsky (1987) test their theory that universal types of
human values can be structured “on the basis of their similarities and differences” (p. 550), and
that types of values can be predicted based on universal human requirements reflected in needs,
social motives, institutional demands and functional requirements of social groups. Out of these
requirements, Schwartz and Bilsky identified seven motivational domains for values: Enjoyment,
Security, Achievement, Self-Direction, Restrictive-Conformity, Prosocial and Maturity. Four
hypotheses were made and then tested using a survey made largely from items borrowed from

Rokeach (1973). Two studies were performed using 455 Israeli first through ninth grade
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teachers from urban schools and 331 German college students (155 of which were preparing to
become teachers). Pearson correlation coefficients were used based on the value importance
ratings served as the data matrix analyzed with the Guttman-Lingoes Smallest Space Analysis.

In their second article Schwartz and Bilsky (1990) added 479 first year Australian
graduate students, a 1,409 representative sample of U.S. adults, 424 undergraduate students from
Hong Kong, 441 undergraduate students from Spain and 184 adult residents of a small coastal
village in Finland, and performed similar tests and interpretive analyses. Three items were added
to the Rokeach Values Survey to check for the possibility of a Power domain in the Hong Kong
sample bringing the number of motivational domains for values to eight. Schwartz and Bilsky
(1990) found very similar results concerning the basic structure of the relationships of value
domains as to what they found in 1987 in the resulting smallest space analysis maps.

In the third journal article Schwartz (1992) reported the development of a new tool called
the Schwartz Value Survey (SVS) (see appendix G) and developed the theory of basic human
values. In the series of studies represented in this article Schwartz answered questions
concerning whether values form a universal set of types, whether a comprehensive set of value
types can be identified, whether values have the same or similar meanings among the differing
groups of people under study and if there are consistent conflicts and compatibilities among
values.

In this series of studies Schwartz (1992) gave new labels. He re-labeled “value domains”
as “value types”. In order to “sharpen the meanings of the types” (p.5) he modified the
definitions and the contents of the enjoyment, maturity, prosocial and security domains.
Schwartz maintained the power type that he tested in the previous study and attempted to add a

spiritual value type. This brought the total number of value types to eleven.
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The Schwartz Value Survey (SVS) became a modification of the old Rokeach Value
Survey to which Schwartz (1992) added items to reflect power and spiritual value types.
Another change to the Rokeach Value Survey was a change from a ranking of values to a
numerical rating of values in the SVS.

To test his theory of values Schwartz (1992) drew samples from 20 different countries
“on every inhabited continent, representing 13 different languages, and included adherents of
eight major religions as well as atheists” (p. 18). “In each country, researchers were asked to
collect data using the SVS from a sample of approximately 200 teachers in grades 4 to 10 in the
type of school system that teaches the largest proportion of children”(p. 18). College students
and other people from the general public were chosen as samples as well. A total of 9,140
subjects were sampled, of which 3,365 were teachers (pp. 25, 26).

As in the previous two articles (Schwartz & Bilsky, 1987, 1990), Schwartz (1992)
applied Smallest Space Analysis of the data. As a result, each value type except Spiritual Values
was defined in the analysis. The items representing Spiritual Values were not clearly bounded
but were found spread among at least four of the other value types.

The results of Schwartz’ (1992) study regarding the structure and dynamic relationships
between values can probably be most easily explained by figure 2.1, depicting the placement of
value types and the four broader ranges of basic values produced from Schwartz’s smallest space

analysis (Schwartz, 1992, pp. 24,45; Roccas, Sagiv, Schwartz, & Knafo, 2002, p. 791):
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Figure 2.1 Value structure circle from Schwartz (1992) and Roccas, Sagiv, Schwartz, and Knafo
(2002) used by permission from Schwartz, January 2, 2013 (See Appendix K).

Figure 2.1 shows the relationships between values (Schwartz, 1992). Values have been
located opposite to one another in the circle represent conflicting values which are negatively
correlated with one another. According to Schwartz, values located adjacent to one another
represent values with compatible motivations which were positively correlated. For example, it is
predictable that a person who rated the value type of benevolence high, would also rate
universalism high and would rate the value type of achievement low. Schwartz found some

Hedonism type values to be Self-Enhancement values and some to be Openness to Change
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values. Though value types of conformity and tradition were both bounded by Security and
Benevolence, they occupied separate space in Schwartz’s smallest space analysis.

Rokeach (1973) claimed that values are relatively few in number but “attitudes number in
the thousands” (p. 18). Rokeach argued that values are also limited by human needs which are
relatively few in number. To this Maslow (1970) agreed. Therefore, when it came to
motivational types of values, Schwartz (1992) and Schwartz and Bilsky (1987, 1990) attempted
to create an exhaustive list. Schwartz (1992) proposed that his list of value types is “relatively
comprehensive, encompassing virtually all the types of values to which individuals attribute at
least moderate importance as criteria of evaluation” (p. 59). (See appendix A for a list of the
value items with corresponding value types and motivational needs.)

In summary, the theory of basic human values has claimed that a comprehensive list of
ten motivational value types exists. These types have been related to one another in a way that
can best be represented in a circular fashion indicating their compatible and conflicting
relationships. Individuals and cultures have tended to emphasize certain value types over others,

and have created unique value patterns based on perceived needs (Schwartz 1992).

Teacher Values Promoted by Various Philosophies of Education

This section sampled the philosophies of well-known educational philosophers in an
attempt to discern the values that they have promoted for teachers. The following philosophies
were examined: Essentialism as represented by Arthur Bestor (1985), Theodore Sizer (1984,
2004), and B.F. Skinner (1948), Perennialism as represented by Robert Hutchins (1964) and
Mortimer Adler (1998), Progressivism as represented by John Dewey (1897, 1938), and Virginia

Richardson (2003), Reconstructionism as represented by Paulo Freire (2000)and Theodore
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Brameld (2000), and Perspectival Reconstructionism as represented by Ron Miller (2005), and
Nel Noddings (2005). (A chart which represents the teacher values implied with each

perspective was developed and can be found in appendix B.)

Essentialism

As Bestor (1985) attacked the life adjustment emphasis of public education of the early
1950s he pulled out about every one of Schwartz’s (1992) ten value types with the exception of
Hedonism, as support for his arguments. Bestor most clearly exposed his values for education
toward the end of the book in the following quote:

“We shall not produce them (referring to men and women with a general and

liberal education) until we go back to first principles and create a college

curriculum which, as a whole and in its interrelated parts, provides ordered and

progressive training in the various forms of disciplined thought” (pg. 178).

Though Bestor advocated academic freedom for teachers, he clearly focused on
achievement in content area and academic self-discipline as the most necessary qualities for a
teacher to possess. The focus on achievement that Bestor advocated relied on external
determination (standards), as to what that achievement will look like. This clearly implied an
emphasis on Schwartz’ (1992) Achievement value type. Bestor’s emphasis on academic self-
discipline pushed toward the self-restraint area of Schwartz’ value wheel, implying conformity
values.

In two of his books, Essentialist Theodore Sizer (1984, 2004) provided a somewhat
different focus than Bestor (1985). Sizer (2004) clearly stated which values he believed effective

teachers should hold. “The tone of the school should explicitly and self-consciously stress values
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of unanxious expectation (“I won’t threaten you but I expect much of you™), of trust (until
abused), and of decency (the values of fairness, generosity, and tolerance)” (p. 95). These are all
values that line up with Schwartz’ value types of Benevolence and Universalism.

Skinner (1948) devised a utopian culture around the concept of operant conditioning.
Skinner did not refer to teachers but rather relegated the teaching function to people he called
trainers or controllers. Their role was to condition the residents of Waldon Two to conform to the
mission of the controllers. The learning process was reduced to controlling positive and negative
reinforcement. In his utopian culture, Skinner saw the head controller as a benevolent and
powerful person who was interested in the security and well-being of the residents. However,
this security and well-being was dependent on the residents’ conformity to the to the controller’s
behavioral reinforcement. Thus we see that Schwartz’ (1992) basic values of Benevolence,

Conformity, Security and Power were important values that Skinner placed on his trainers.

Perennialism

In The University of Utopia Hutchins (1964) laid out an alternative focus for education in

the United States and attempted to paint a picture of what that would look like. Hutchins stated
that the strength of a democratic society “lies in the character of the citizens.” In saying this
Hutchens defines “character” as “the moral, intellectual, aesthetic, and spiritual levels they have
reached, their grasp of devotion to the hierarchy of values for which their country stands” (p. 14).
Hutchins calls on Americans to rely on their “patriotism, moral fervor, and intellectual capacity,”
which he believes “gives them the ability to meet any new situation with intelligence and
decision” (p. 21). Of the three values mentioned in the above quote, Hutchins believed that the
educational institution should focus in developing intellectual capacity. Hutchins did not

differentiate between the values that teachers were to hold and those that were to be held by
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society at large. He seemed to advocate for Schwartz’ (1992) value types of Tradition,
Benevolence, Universalism, Self-direction and Achievement. Within this broad range of values
there are conflicting value types of Benevolence and Achievement and conflicting value types of
Tradition and Self-Direction.

In his book, Adler (1998) focused on the values that he believed competent teachers
should possess. Adler stated when writing about teachers, “To be truly educated is a state
achieved by self-direction, usually long after schooling is completed, in the later years of life” (p.
58). Adler firmly believed that teachers need a “significantly strong motivation to carry on
learning while engaged in teaching” (p. 59). The motivations for these values would definitely

fall into Schwartz’s (1992) value types of Achievement and Self Direction.

Progressivism

Dewey (1938) wrote, “Hence the central problem of an education based on experience is
to select the kind of present experiences that live fruitfully and creatively in subsequent
experiences” (p. 28). The type of value needed in order to answer these types of problems
implicates a teacher’s need to be creative and self-directed which leads us directly to Schwartz’
(1992) value type of self-direction. Dewey’s (1897, 1938) emphases on democratic values in
education continued to bring a strong focus toward values of individual freedom and choice.
This clearly leads one to focus on self-direction in most of his writing.

However, when Dewey (1897) turned his attention to what he thought that teachers
needed to value, there seemed to be a slight twist in emphasis. His attention focused on the
social life of the child and the teacher’s need to attend to it. Dewey (1897) said “I believe that
only through the continual and sympathetic observation of childhood’s interests can the adult

enter into the child’s life and see what it is ready for, and upon what material it could work most
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readily and fruitfully.” This revealed a sense by Dewey that the teacher should be motivated by
care and concern for the child. These teacher values can clearly be identified as representative of
Schwartz’s (1992) Benevolence value type.

But this was not all. Dewey (1897) saw a bigger mission for the school than the
educating of individuals. In the final article and at the very end of his pedagogical creed, Dewey
called on the teacher to be the prophet who ushers in social progress and reform. This role of the
teacher demands that teachers transcend the narrower focus of the classroom and the students to
a larger cause in life described by Schwartz’s (1992) value type of Universalism.

Richardson (1997) represented a Constructivist approach to learning, though it is
technically a learning theory it falls under the larger umbrella of Progressivism. Richardson
charged that there are two different approaches to constructivist teaching. One she called “the
psychological Piagetian approach to constructivism,” and the other she named “the situated
social constructivist approach” (Richardson, 1997, p. 4). According to Richardson those from
the Piaget school see the learning process to be more individualistic where the teacher “facilitates
the environment in which students undergo a certain amount of cognitive dissonance” (p. 5)
which would require students to reflect on their beliefs. To do this, the teacher would have to
create an atmosphere which is non-threatening for the students (Richardson). “This approach to
constructivism, then, focuses on the individual meaning making process” (pg. 7).

In order for a teacher to effectively teach a Piagetian approach to constructivism it would
make sense that the teacher adopt values concerning the child’s curiosity and independent style
of learning implicating the Schwartz’ (1992) motivational value type of Self-Direction.

According to the social constructivism approach the social is at least instrumental and at

most “essential in the construction of knowledge” (Richardson, 1997, p.7). According to
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Richardson the focus in this type of classroom would cast the teacher into more of an interactive
role of facilitating relational learning experiences. This would implicate both Schwartz’s (1992)

value types of Universalism and Benevolence as important for the teacher to hold.

Reconstructionism
Freire (2000) stated the importance of self-transcendent values of the Benevolence and
the Universalism value types (Schwartz 1992) in his desire to humanize the dehumanized by
means of honest dialogue. These values served as the means for what Freire considers the
ultimate value type of self-determination which came through his writing in themes of freedom

and creativity (Schwartz 1992). For example Freire states:

No matter where the oppressed are found, the act of love is commitment to their cause —
the cause of liberation. And this commitment, because it is loving, is dialogical. As an
act of bravery, love cannot be sentimental; as an act of freedom, it must not serve as a
pretext for manipulation. It must generate other acts of freedom; otherwise it is not love.
Only by abolishing the situation of the oppression is it possible to restore the love which
that situation made impossible. If I do not love the world — if I do not love life — if I do
not love people — I cannot enter into dialogue. (p. 89)
Mature love is one of the values found under the value type of Benevolence (Schwartz,
1992). Concern for the oppressed is a social justice value and is found under the value type of
Universalism (Schwartz, 1992). Freedom is a value under the value type of Self-determination

(Schwartz, 1992). Pedagogy of the Oppressed (Freire, 2000) was filled with discourse relating to

these three value types.
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In a more limited way Freire (2000) also wrote about the value of humility for the teacher
(p. 90). Though this would seem to advocate for the value type of tradition (Schwartz 1992), his
discussion of humility was very limited. Freire rather saw traditional education, which he refers
to as “banking” pedagogy, as a tool of the oppressor and opposed to a pedagogy centered in
dialogue (p. 72).

Brameld (2000) as indicated in the title of his book Education as Power was concerned

with the value of power, however power as it was used in his book does not directly tie itself to
power as a sought after value by teachers. Rather, Brameld saw education as a powerful force
for the changing of society to become what he believed the ultimate goal of education should be,
and that is “ . . . the building of a world order of nations under the direction of the majority of
peoples” (p. 46). Brameld saw education as a way to bring together peoples of various races,
religions, and nationalities under a one world democratic system (p. 46). This view alluded to the
value type of power as being necessary to bring about the goal value type of universalism.
Brameld (2000) saw educational philosophy as divided into two camps when it comes to
values: Brameld saw the essentialists and perennialists as belonging to the value camp of
transmission of tradition and the progressivists and reconstructionists as belonging to the value
camp of modification and innovation (p. 62). Modification and innovation fall into the value type
of self-direction. Other evidences of holding high the motivational value of self-direction lay in
Brameld’s emphases on creativity (p. 91) and social-self-realization (p. 92). Under Bremeld’s
discussion on evolution he made the point that man is unique among the animals in that he can

guide his own evolution, which again alluded to Schwartz’ value type of self-direction.
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Brameld (2000) also alluded to the value type of universalism as he shared his concerns
about social class and the control of a minority under a section entitled “Social Realism” (pp. 98-
100).

Though Brameld (2000) discussed the need of the teacher to create an “atmosphere of
mutual respect and integrity, of authenticity and honesty,” and the need to “feel continuously
warm with them,” he saw this Benevolent value type as a means to creativity within the value
type of self-direction (p. 102).

In conclusion Brameld more narrowly focused on the value types of self-direction and

universalism than does Friere who more obviously included the value type of benevolence.

Perspectival Reconstructionism

Miller (2005) clearly stated that values are inherent in holistic education, “. . . holistic
educators are interested in cultivating spirituality, reverence for the natural environment, and a
sense of social justice. They seek to inspire children’s creativity, imagination, compassion, self-
knowledge, social skills and emotional health”(p. 1). Schwartz’ (1992) value types that were
represented in this quote are Self-Direction, Universalism and Benevolence.

Noddings (2005) advocated for an educational system built around themes of care. In the
system for which Noddings advocated, there were many motherly traits that she proposed for
teachers to hold. This screams to the reader that the main teacher value type for teachers,
according to Noddings, should be benevolence (Schwartz, 1992).

The research of Walls, Nardi, Von Minden, and Hoffman (2002, p. 45) confirmed
Noddings view from the teachers’ perspective, “Caring about students was particularly prevalent

in the descriptions of effective teachers. They were described as warm, friendly, and caring.”
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In her book Noddings clearly revealed the values she promoted for education in the
chapter 6-11 titles as she built her proposed school model around themes of care. The chapter six
title, “Caring for Self” (p. 74), and chapter eleven title, “Caring for Ideas” (p. 150), implicated
Schwartz’ value type of self-direction. The chapter seven title, “Caring in the Inner Circle” (p.
91), implicated Schwartz’ value type of benevolence. The chapters 8-10 titles, “Caring for
Strangers and Distant Others” (p. 110), “Caring for Animals, Plants, and the Earth” (p. 126), and
“Caring for the Human-Made World” (p. 139) implicated Schwartz’ value type of Universalism.

In summary, Schwartz’ (1992) compatible value types of Benevolence, Universalism and
Self-Direction were well agreed upon as proposed motivations for teaching within the
philosophical schools of Progressivism, Reconstructionism and at least two Perspectival
Reconstructionists’ views. Motivational types that were proposed by Essentialists did not find
total agreement within this school of thought being that Skinner supported value types of Power,
Security, Conformity and the Conflicting value type of Benevolence, Bestor supported values of
Achievement and Conformity and Sizer supported values of Benevolence and Universalism. The
Perrenialist camp held common values of Self-Determination and Achievement with Hutchins
having supported Tradition, Benevolence and Universalism. According to Schwartz (1992),
Benevolence and Universalism are conflicting value types with the value types of Power and
Achievement. If one were to lump all of the educational philosophers together it would lead to
the hypothesis that effective teachers hold strongly to compatible values of Benevolence,
Universalism and Self-Direction while giving some emphasis to conflicting value types of

Achievement, Power and Conformity. (See Summary Chart of Philosophers in Appendix B.)
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Linking Teacher Values to Student Outcomes
In this section the theoretical and research literature was reviewed which demonstrates
linkages between teacher values and student performance. First, the link was established
between the teacher and student learning. The following links were then explored: The link
between teacher values and teacher behavior, the link between teacher behavior and student
learning, the link between teacher values and student values, and the link between values,

teaching and student learning.

The Impact of the Teacher on Student Learning

The literature established that teacher effect could very well be the largest factor in
student learning (Campbell, Kyriakides, Muijs, & Robinson, 2004; Darling-Hammond, 2000;
Sanders & Rivers, 1996; Sanders & Rivers, 1999; Wenglinsky, 2002; Wright, Horn, & Sanders,
1997). In a report to the Council of Chief State School Officers Darling-Hammond and
Ducommun (2007) wrote that “Every aspect of school reform ... depends on highly-skilled
teachers” (p. 1). Sanders and Horn (1998) claimed that teacher effect determines student
academic progress to a greater degree than race, socioeconomic level, class size, and classroom

heterogeneity.

The Impact of Value Types on Behavior

There was evidence in the literature that a correlation exists between value types and
behavior. Bardi and Schwartz (2003) found that there is a significant relationship between
college student behavior and value types. Bardi and Schwartz concluded that “values motivate
behavior but that a relation between values and behaviors is partly obscured by normative

pressures” (p. 1217).
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Smith, Peterson, and Schwartz (2002) in a 47 nation study of mid-level managers found a
connection between seeking guidance and value types as influenced by cultures.

Roccas, Sagiv, Schwartz, and Knafo (2002), used a sample of 246 students and with a
five factor model, tested for the big five personality traits (Neuroticism, Openness to Experience,
Extraversion, Agreeableness and Conscientiousness) and Schwartz’s ten value types.
Correlations were found between value types and personality traits suggesting that “traits have
stronger influence on behavior over which individuals have little cognitive control, values on
behavior under more voluntary control” (p. 799).

In a study done by Feather and Rauter (2004), using regression analysis with work values
and teacher behaviors on a sample of 154 school teachers from Victoria, Australia, they found
that organizational citizenship behaviors (behaviors that help the organization but may not be
directly or explicitly recognized in the organization’s formal reward system) were impacted by
the teachers’ opportunity to satisfy work values. It would make sense that these types of
behaviors (e.g. staying late to finish work, postponing days off to meet school needs, talking
about work at lunch, and helping a co-worker who is having difficulty) on behalf of teachers

would impact student outcomes.

The Impact of Teacher Behavior on Student Learning

Lemov (2010) claimed to have found 49 specific techniques that work for teachers.
Lemov’s claim was that by performing these very well defined behaviors student academic
progress will be increased. Lemov claimed that his methods are based on research. Lemov’s
research consisted of a compilation of field notes that he took on teachers whose students were
experiencing a high level of success on test scores, while working in what he describes as the

“toughest neighborhoods of our cities and towns” (p. 4). Though Lemov may have taken good
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field notes, he did not clearly lay down his criteria of what a “great” teacher is. He does not
report on the size of the sample and generally doesn’t report any observation protocol or explain
how he categorized the data to come up with his “toolbox” of techniques. Though his book
seems to be based on a qualitative approach it appears to lack the necessary rigor of proper
research methodology.

Carter (2008) used a value-added measure to seek a correlation between teacher
behaviors and student academic progress. In her study, Carter controlled for years of experience
with a sample of 62 third through ninth grade teachers of mathematics, reading and language
arts. The three teacher behaviors that were observed for were, teacher encourages a high level
interaction, teacher follows appropriate lesson sequence and teacher assigns homework. No
significant relationships were found between the three behaviors and the students’ academic
progress. In reflecting on her research, Carter suggests that isolated behaviors may not correlate
well with teacher effect on student learning, but that possibly a wider pattern of behaviors or
grouping of behaviors may provide better correlation.

McBer (2000) in a report to the United Kingdom’s Department of Education and
Employment claimed that classes of teacher behaviors, which he referred to as “professional
characteristics” do impact student learning. McBer based his conclusions on research using a
random sample of a broad range of teachers using a wide range of methodologies (classroom
observations, in-depth interviews, questionnaires, focus groups, collection of personal and school
data which included pupil progress data). McBer’s findings were that effective teachers used a
broad range of teaching skills which they carefully matched to student needs; they created a
positive classroom climate and displayed a set of professional characteristics. His “findings

suggest that when taken together, teaching skills, professional characteristics and classroom
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climate will predict over 30% of the variance in pupil progress” (p. 9). McBer listed a set of
broad range behaviors that effective teachers exhibit: They “set high expectations for the pupils
and communicate them directly to the pupils” (p. 11). They “are good at planning, setting a clear
framework and objectives for each lesson” (p. 12). They “employ a variety of teaching strategies
and techniques to engage pupils and keep them on task” (p. 13). They “have a clear strategy for
pupil management” (p. 15). They “manage time and resources wisely” (p.16). They “employ a
range of assessment methods and techniques to monitor pupils’ understanding of lessons and
work” (p.16). Besides these broad range behaviors McBer found that teachers display a well
identified set of professional characteristics which suggest ongoing behavior patterns. McBer
included each of these professional characteristics in his “dictionary of characteristics” providing
motivations behind each characteristic. (See Appendix C for alignment of McBer’s
characteristics with Schwartz’s [1992] value types.)

Strahan (2008) reported on findings of a series of qualitative studies in which he was
involved. His article reported a technique that effective teachers use to help students who are
under-performing to gain academic momentum (part of which was gauged on their improvement
on state tests). Building trusting relationships with students was determined to be the key that
allowed the student the freedom to take the chances necessary to gain momentum. Strahan cited
three specific teacher behaviors that effective teachers use to gain relational trust: 1) Discovery
talk by the teacher with the student to understand the student’s personal life and to make sure
that everything with the student is okay. 2) Delivering help for the student with personal
problems and with academic problems that actually enabled the student to improve. 3) Friendly

listening to discover students’ personal issues that impact the students’ classroom behaviors and
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academic performance. The implication of Strahan’s list of behaviors would clearly be
supported by Schwartz’ (1992) benevolence value type.

Marzano (1998) in his meta-analysis of research on education found an effect size for
instructional techniques to be .65 across the knowledge domain and the three systems of
cognitive, metacognitive and self. Marzano found that the effect size for the self system to be
.92 and the effect size for the metacognitive system to be .75 suggesting that instructional
behaviors that bolster students’ ability to self-regulate their own learning and to strategize their
own thinking to be highly effective. These systems fall in line with Schwartz’ (1992)

motivational value-type of self-determination.

The Impact of Teacher Values on Student Values

“Debating whether or not teachers should teach values is the wrong question. Education
is a values-infused enterprise (Narvaez & Lapsley, 2008, p. 156).” In their article Narvaez and
Lapsley direct their discussion as to whether teachers should continue to impact student values
with a hidden curriculum or whether moral values should become part of an intentional and
deliberate task for which teachers prepare themselves.

In Australia, values education has been mandated by the state and intentional strategies
for teaching values have been adopted (Lovat & Toomey, 2009). In their book, Lovat and
Toomey presented six case studies in schools where values were intentionally taught, four in
Australia, one in the United Kingdom and one in a charter school in the United States. In each of
the six cases, all significant stakeholders (of which teachers were cited as the most important)
chose to adopt the values that were taught. School procedures were analyzed and adopted that
were consistent with the values being taught (in most cases this meant a change in classroom

management procedures). The teachers’ modeling of the values was viewed as absolutely
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essential. It was agreed in all cases that the link between the stakeholders’ own values and the
students’ values was the single most powerful link in the transmission of values. (Chapman,

Cahill, & Holdsworth, 2009; Clement 2009; Lovat 2009; Macmullin & Scalfino, 2009; Hill &
Vick, 2009; Netherwood, Buchanan, Palmer, Stocker, & Down, 2009; Hawkes, 2009; Shea &

Murphy, 2009)

The Impact of Values on Teaching and Student Learning

Campbell, Kyriakides, Muijs, and Robinson (2004) in their discussion of teacher
effectiveness and values suggested that any model of teacher effectiveness should include an
analysis of teacher values. Campbell et al. claimed that “There is a consensus in the classic
sociology literature that the processes of education are suffused with values and moral purpose.”
(p. 453)

Krathwohl, Bloom, and Masia (1964) wrote clearly and extensively about the connection
between the affective and cognitive domains, devoting a whole chapter to the relationship
between the two. Since values are a part of the affective domain, according to Krathwohl,
Bloom, and Masia, they too would be part of this connection.

The ability to organize and inter-relate values into systems must certainly call for the

ability to 4.0 Analyze, as it is described in the cognitive domain, and the development of

new values complexes also most likely involves the ability to 5.0 Synthesize. Further the
ability to balance values against one another, which is implied by the very highest effect
categories, implies the capability for 6.0 Evaluation as it is defined in the cognitive

domain. (p. 51)

To sum up their chapter on the interrelationships between the two domains Krathwohl et al.

stated, “This chapter really only scratches the surface of what is undoubtedly a very complex
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relationship between objective and affective domains. We still have much to learn about it. But
the fact should be clear that the two domains are tightly intertwined” (p. 62).

Toomey (2009) described the nature of the impact between student academic
achievement and the learning of values as a “double helix effect”. Toomey writes:

In an environment where values like respect, tolerance, doing your best and others are

constantly shaping classroom activity, and where the classroom activity is structured to

consolidate the practice of values, quality teaching and learning come naturally. Children,
adolescents and young adults alike all strive to do their best. Or ideally at least, they try

to do their best. (p. 145)

Lovat and Toomey (2009) found this “double helix effect” to be in place in the six case
studies that were performed. This study supported Australia’s national commitment to adopt and
intentionally teach its nine core values. (See appendix D for the nine Australian core values,
their definitions and the corresponding Schwartz (1992) value types.) Furthermore, Toomey
(2009) claimed that giving values a more central role in education improves students’
“intellectual depth, communicative competence, capacities for reflection, self management and,

most importantly, self knowledge.” (p. 141)

Extrapolations

The literature seemed to indicate that teacher values have an impact on student learning,
and that there may be several pathways by which this could occur. First, teacher values could
impact teacher behaviors which in turn impacts student achievement. Second, teacher values
could impact student values which in turn impacts student achievement. Lastly, teacher values

could impact the classroom environment which would impact student achievement.
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Schwartz (1992, pp 54-59) suggested that researchers should develop a model for
developing hypotheses concerning value types using sinusoid curves. In figure 2.2 on page 40,
the writer has developed this type of curve. From the literature, the following hypothesis
concerning the content of effective teachers’ values seems to emerge. According to this

hypothesis, the more effective a teacher is, the closer their values will fit this value type pattern.
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Figure 2.2 Hypothesized Sinusoid Curve

Value Added Assessment
In this section the reliability and validity of using a value added assessment of
student learning as an indication of teacher effectiveness is discussed. The literature concerning

the positives and negatives of value-added assessment were first reviewed.

32



Positives and Negatives of Value-Added Assessments

In agreement with Darling-Hammond and Ducommun (2007), in this study it was
assumed that the student learning that takes place in class is what effective teaching is about.
The real question of debate then was, “How is student learning best assessed?”’

A value added measure of teacher effectiveness seeks to measure the effectiveness of a
teacher by measuring the test score gains that the students have made under a specific teacher.
Using a one-time test to measure teacher effect was considered inadequate, and, according to
Braun, Chudowsky, and Koenig (2010), a single test gives only a snapshot of student
performance which is then compared to an established target. However, value-added models
measure the improvement, or student gains, that are made from one year to the next whether
students have met or did not meet the established target. Sanders (2003) argued that value-added
systems offer a more accurate system of assessing teachers than the meeting of adequate yearly
progress targets because they take into account the academic growth of all levels of students not
just those who could easily be pushed up in order to meet adequate yearly progress (AYP).
Markley (n.d., p. 8) claimed that “Adequate measures of teacher effectiveness have been lacking.
What evaluation methods exist are highly subjective and bear little connection to student
achievement.” He went on to say that value-added models “offer the best hope for creating a
truly useful evaluation measure.”

Many of the negatives that have been attached to these value-added systems are the same
negatives that are made towards any system of teacher evaluation based on student tests.
According to Braun, Chudowsky, and Koenig (2010) arguments against using tests as a measure
of teacher effectiveness have been that: Tests are incomplete measures of student achievement,

measurement error, non-random assignment of students and effects of more than one teacher
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(pp.12,14). According to Braun et al.(2010) other problems that tests have created for value
added measures include: The need for tests to use an interval scale if a regression model is
employed. The need to be able to vertically link tests from one year to the next is required.
Precision and stability problems come because the teacher has a relatively small number of
students each year. Since more than one year of data is needed, missing data can be a problem.
Braun et al. also listed the need for statistically complex models.

Viadero (2008) and Braun (2005) claimed that results of value-added assessments may be
biased because students are, in many cases, not randomly assigned to teachers. In other words
each teacher has not been dealt the same hand. Sanders and Horn (1994) claimed that these types
of variables are blocked and that “each student serves as his or her own ‘control’ —or, in other

299

words, each child can be thought of as a ‘blocking factor’ (p. 305) when it comes to variables
that impact the students’ initial academic levels. Sanders and Horn (p. 305) claimed that three
studies performed by Sanders indicate that these types of influences can be “filtered out, without
having to have direct measures of all of the concomitant variables.” Sanders and Horn have
indicated that effective teachers are teachers who have relatively consistent positive effects on
student learning as indicated by the difference of pre-test and post-test measures regardless of the
background of the students that they are assigned.
Reliability

Sanders (2006) demonstrated how value-added measures vary in their stability based on
the type of statistical model that is used. Sanders explored the following models: the class
average score, the class average gain, ANOVA (analysis of variance), ANCOVA (analysis of

covariance), ANCOVA using many previous scores as predictor variables, and the EVAAS

(education value-added assessment system) univariate response model (URM) model (which is
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essentially the same as the ANCOVA with multiple previous scores as predictors). Sanders
demonstrated how the URM model is more reliable than the other models, regardless of the
socio-economic status of the student populations.

Sanders (2003) claimed that for tests to have sufficient reliability for a value-added
system they need to have 40+ test items. Sanders (p. 3) assert that “test scales must have
sufficient stretch to measure the progress of both very low and very high achieving students.”
According to Poggio, Yang, Irwin, Glasnapp, and Poggio (2007) the Kansas State assessments in
reading and math for grades 3-8 have met the standards set forth by Sanders. These assessments
from 2010 and 2011 had 58-86 test items on each assessment. Besides this, each score was
reported as an adjusted percentage, which in reality is an equalizing score between test forms.
According to Poggio et al. (2007) tests were vertically scaled between grade levels in five
different categories ranging from “Academic Warning” to “Exemplary”. Within this scaling,
spans of adjusted percentage scores were included within each category allowing for a more
finely scaled comparison between scores at different grade levels. (See appendices E and F for
scaling used in this study)

Poggio et al. (2007, p. 59) reported that score reliability for the Kansas assessments,
using Cronbach alpha coefficients, range from .88 to .94 for all reading grade levels and range
from .91 to .95 for all mathematics grade levels. Classification consistency and classification
accuracy indices were used to accurately develop cut scores for each of the five classifications.
Reported by Poggio et al. (p. 62) were that “For both mathematics and Reading, reliabilities of
classification at a given cut point were generally high whereas probabilities of misclassifications

were low.”
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Validity

It was found that, much of the concern surrounding value-added assessment as a measure
of teacher effectiveness revolved around the use of the assessment. Questions concerning
validity intensify when politicians and school boards have proposed using the assessment for
determining teacher pay (McCaffrey, Han, & Lockwood, 2008; Viadero, 2008; Braun,
Chudowsky, & Koenig, 2010). However, according to Braun et al. and Viadero value-added
measures have been largely considered to be valid in their use as a research tool.

According to Sanders (2003, p. 2) in order for a value-added assessment system to be
robust, “the data must come from tests that are highly correlated with curricular objectives.” The
Kansas standards have been published for the public on the Kansas Education Resource Center
(n.d.) (KERC) website and on the Kansas State Department of Education (n.d.) website. These
websites have been available to teachers and the general public. On the KERC website the
assessed indicators for each standard at each grade level in mathematics and reading have been
marked with a solid triangle or square. The state assessments have been aligned with these
indicators giving teachers guidance over which objectives to be taught in their lessons. This has
given any teacher in the state of Kansas the necessary resources for the state assessments to
correlate closely with the student learning that was expected. According to the Kansas State
Department of Education (2010) reading assessment fact sheet, there have been four to six items
per indicator on the reading assessments. The KSDE fact sheet on the mathematics assessment
states that there are four to eight items per indicator on the mathematics assessments. This has
substantially boosted criterion-related evidence of validity of the test scores to be used as

measures of teacher effectiveness.
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Poggio et al. (2007) reported on two evidences of validity sought in the Kansas
assessments of reading and mathematics. Internal evidence of validity was sought through using
full-information factor analysis and nonlinear factor analysis based on Item Response Theory
models. Poggio et al. (p. 69) stated that for the mathematics assessments “average inter-item
correlation ranges from .311 to .451, with an increasing trend toward upper grades.” Also stated
concerning the mathematics assessments were that all distributions of inter-item correlations
have positive kurtosis. For the state reading assessments Poggio et al. (p. 69) stated that “inter-
item correlations range from .336 to .385” with most inter-item correlation distributions showing
a negative skew, but smaller values of positive kurtosis than were present in the mathematics
assessments.

In order to seek criterion-related evidence of validity Poggio et al. (2007) ran three
studies. In a predictive validity study between formative and general assessments across all
forms and grades of the mathematics assessments 7 values ranging between .71 and .87 were
found. In the reading assessments r values ranging between .76 and .82 were found. In a
“relationship of test scores across years given” study it was found that between years and
between test modes 7 values between 0.70 and 0.80 were found. Additionally a study was
performed that investigated the relationship between teacher ratings of students and student test
performance. For reading » values of between 0.44 and 0.74 were found. For mathematics r
values of between 0.44 and 0.80 were found.

Poggio et al. (2007, p. 81) conclude, “The results of these analyses provide evidence to
support the validity of the 2006 Kansas Assessment scores.” These were the same versions of the

tests used in this study.
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Schwartz Values Survey

Introduction

In this section the reliability and validity of using the Schwartz value survey as a measure
of teacher value types is discussed.

Reliability

Spini (2003) compared the equivalence of Schwartz’ 10 value types from the SVS across
21 countries. Spini’s study demonstrated that it is possible for the SVS to indicate that the ten
separate value types are reliable measures “across a large number of samples.”

Lee and Soutar (2010) tested whether the SVS has true interval scales in its measurement
of value types. Euclidean distance scales were used to measure the distances between the scale
values of -1 and +7. It was found that the intervals on the low end of the scales were slightly
larger than the intervals on the upper end of the scale. However, it was also found by Lee and
Soutar (p. 81) that “little information is lost by using the SVS value-type scores in a correlational
analysis, regardless of the lack of true interval scaling.” Lee and Soutar’s study suggested “that
researchers can be confident using SVS value-type scores when examining structure issues and
when estimating relationships between SVS value types and other constructs™ (p. 83).

Validity
According to the Interkulturelle Management-Und Organisationsberatung (n.d.) which

manages the Schwartz Value Survey (SVS),
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In order to avoid a cultural (ethnocentric) bias, values of all world-religions and items

from cultural-specific questionnaires (e.g. Asia, Africa) were incorporated into its

construction. The survey involved more than 60,000 individuals in 64 nations on all

continents. The results contributed among other things to validate this instrument (p. 1).

Schwartz’ value types were also validated by several multinational studies using the SVS
which brought these values consistently into expected correlations with related concepts (Smith,
Peterson, & Schwartz, 2002; Roccas, Sagiv, Schwartz, & Knafo, 2002; Bardi & Schwartz, 2003;
Schwartz & Rubel, 2005).

Bilsky and Koch (2007) discussed validity of the Schwartz two-dimensional model of the
relationships between values using two tools that differ from the SVS. According to the
interpretation of their findings Bilsky and Koch concluded that on the condition that the
instruments have the same motivational elements in common with the SVS, similar structures to
Schwartz’ model are produced, thus supporting the validity of SVS in the measurement of

motivational value types.
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Chapter 3 - The Methodology

This chapter explains the methods that were used in carrying out the study. Emphasis is

given to the procedure for the collection of the data and for the analysis of the data.

The General Perspective
As a quantitative study the research presented here involved the testing of hypotheses
concerning relationships between student gains on state assessments and the value types held by
their teachers. This is an exploratory correlation study using backward multiple regression
analyses to seek the nature of relationships between Schwartz’ ten value types as held by

teachers and average student test score gains.

The Research Context

Prior to data collection, permission was sought from Shalom Schwartz for the use of the
Schwartz Values Survey by emailing Dr. Schwartz (See Appendix K). He responded by sending
a copy of the survey for this study along with scoring guides and instructions for administration
(See Appendix G). Cooperation was sought from the Kansas State Department of Education
(KSDE) for test score data. After an application for data was made, a meeting of the State Data
Review Board (DRB) was attended by the researcher to explain the research and make a case for
receiving student test score data matched to teachers. In January of 2011 the DRB agreed to
cooperate and supply the test score data as requested. Application was then made to the Kansas
State University Internal Review Board (IRB) to do survey research using human subjects. An
amendment to the initial request was asked for which required a signed consent form from each
teacher. The amended application was approved in May of 2011 and data collection began. The

model as set up by Dillman, Smyth and Christian (2009) was followed.
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On the day permission was received from the IRB, letters went out to 200 grade and
middle school administrators requesting the names of 4™ through 8" grade reading and
mathematics teachers in their school for the study. As soon as names were received, surveys and
consent forms were sent out to the individual teachers. By the end of July of 2011, 182 teacher
responses had been received. The researcher was not able to receive consent forms or the
identification of the teacher was not from the right grade level or subject area for ten of the
responses. KSDE informed the researcher that student state test scores would not be finalized
until November of 2011. In November, 172 teachers’ names were sent to KSDE for matching to
student test scores. In December of 2011, news was received from KSDE that they could not
provide the quality of data that met up to their standards. KSDE was contacted by the researcher
and a request to be put on the agenda of the Data Review Board’s meeting in January of 2012
was made. At the meeting, the DRB agreed to allow the researcher to draft a letter to be sent by
the Commissioner of Education to the building administrators requesting class lists from the
2011 classes of the teachers in the study to be sent to KSDE. The letter was drafted and was sent
to KSDE in less than a week. No response was heard from KSDE for a month. In March of
2012 the researcher was able to make contact with the commissioner’s secretary, and the letter
could not be found. A suggestion was made by the secretary to have a deputy commissioner
send out the letter. He was contacted and sent a new draft of the letter. He sent the letter to
administrators via a list-serve communication. The letter was followed up by emails and phone
calls to administrators by the researcher. By the end of July of 2012, 104 teachers’ class lists had
been sent in to KSDE. However, only 87 of the teachers’ could be matched adequately by
KSDE to two years of student test scores. This unfortunate series of events may have damaged

the internal validity of the study by preventing the detection of small but potentially significant
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effect sizes. The researcher received the data from KSDE in August of 2012. Data entry into

SPSS was completed in the Fall of 2012 and statistical tests were run.

The Research Question
Is there a significant relationship between teacher held basic motivational values as

measured by the Schwartz Value Survey, and student gains on state assessments?

Null Hypotheses
There is no significant relationship between teacher held basic value scores as measured
by the Schwartz Value Survey, and student gains on state assessments.
There is no significant relationship between various combinations of teacher held
motivational values scores as measured by the Schwartz Value Survey, and student gains on state

assessments.

The Research Participants

Participating in this study were 4 through g™ grade teachers of mathematics and reading
from Kansas. A variety of district sizes were used and a minimal sample size of 150 was sought
due to the number of regressions to be tested. This number was sought at the suggestion of Field
(2005) in order to detect small effect sizes. By the end of August 2011, survey data had been
collected from 182 4™ grade through 8" grade randomly selected teachers of reading and
mathematics. Due to the need for KSDE to seek additional information from building
administrators and due to limitations regarding the Kansas State Department of Education’s data
base, the actual number of subjects used to run the regression analyses became 87. Of the 87
samples obtained 21 taught mathematics only, 21 taught reading only and the remaining 45
taught both reading and mathematics. Of the 87 samples obtained, 22 teachers taught an average

grade of 4-4.5, 21 teachers taught an average grade of 5-5.5, 22 teachers taught an average grade
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of 6-6.5, 11 teachers taught an average grade of 7-7.5, and 11 teachers taught an average grade of
8. Of the 87 teachers, 13 were males and 74 were females. The teachers in the final Sampling
were largely dependent upon the researcher’s ability to gain contact with teachers through the
cooperation of their building administrators and on the willingness of administrators to send in

class lists to the Kansas State Department of Education.

Instruments Used in Data Collection

Two different instruments were used in the data collection process. The Schwartz Value
Survey (SVS) was used to collect data concerning teacher value type profiles. The survey
contained three parts: two value lists and a set of demographical questions. 57 items representing
specific value items were on the value lists. The items were rated on a scale of -1 to 7. Negative
1 represents a value to which one is opposed and 7 represents a value that is of supreme
importance. The numbers 0-6 are ratings from not at all important to very important. As
suggested in directions for scoring the instrument, individual scores were centered by using each
subject’s Mean Response to All Terms on the survey (referred to as their MRAT) (See appendix
Q).

The demographic section was used to collect information regarding the subject area
taught, grade level taught, and gender of the subjects. The gender demographic was chosen
because of the work of Schwartz and Rubel-Lifschitz (2009) and Schwartz and Rubel (2005)
which showed that there is a small but significant effect between gender and values. Reading and
Mathematics are chosen as demographics because a different test is used to predict teacher effect
for reading than is used for math. The other reason that school subjects were chosen as a
demographic is because of the possibility that different sets of values may be related to raising

reading scores than were related to raising mathematics scores. Grade level was sought because
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of an attempt to project if there was a significant change in test score gains as students move
from elementary to middle school.

The Schwartz Value Survey data was collected primarily through the use of the U.S.
Postal Service. Follow up e-mails and phone calls were made in order to encourage teachers to
check their mail and return the surveys.

A second letter was sent to building administrators in order to collect information to help
the Kansas State Department of Education match student scores to teachers (See appendix J). A
preliminary test was performed on student scores to see if there is a significant difference
between using scaled scores (See appendices E and F for scaling charts) or using the raw
adjusted percentage scores to determine average test score gains. It was found that average
teacher gains are significantly altered by using the raw scores verses the scaled scores. Therefore

average scaled score gains were used in measuring teacher effect on student gains.

Procedures Used
After having received permission to do research using human subjects from the Kansas
State University Institutional Review Board the following procedure was used to gain

participants for the research. Using the 2009-2010 Kansas Educational Directory (Stewart,

Lowe, Reinert, & Franklin, 2009), 200 public schools at the grade school and middle school
level were selected by numbering the schools in the directory as listed and taking a computer
generated list of random numbers. The model described by Dillman, Smyth & Christian (2009)
for getting survey returns was used. Building administrators were contacted via U.S. Mail with a
cover letter, a form for writing in potential teachers’ names, two one dollar McDonalds gift
certificates and a self-addressed stamped envelope for the return of the teacher list (see appendix

H for copy of letter sent to administrators). After follow up telephone calls and emails, sixty-
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seven administrators cooperated by returning lists of potential subjects for a response rate of
33.5%. 393 teachers’ names and contact information were provided by the building
administrators. A cover letter was sent to each of the teachers with an enclosed Schwartz Value
Survey, informed consent document to be signed, two one-dollar McDonald’s gift certificates
and a self-addressed postage paid envelope (See appendix I for letter sent to teachers). A follow
up phone contact or email was made to each teacher. Further emails and phone contacts were
made if responses were delayed by more than two weeks. One hundred eighty-two teachers
responded by sending back completed surveys, for a little better than a 50% return rate. Ten of
the surveys were either incomplete, did not have signed informed consent documents to
accompany them, or were from teachers that were not teaching math or reading in grades four
through eight. This list of 172 teachers was then sent in to the Kansas State Department of
Education (KSDE) for matching to student test scores. It was found by KSDE that matching of
student test scores with specific teachers could not be done with sufficient quality to meet
KSDE’s standards. The inability of KSDE to adequately match teachers with their students’ test
scores resulted in a year’s delay in obtaining the data and a loss of one half of the teachers from
the study. To salvage the project a letter was then drafted and sent out from the office of Kansas
Deputy Commissioner of Education, Brad Neuenswander via e-mail calling for building
administrators involved to send class lists in to the Kansas State Department of Education so that
matching could be successfully done (see appendix J). Follow up phone calls and emails were
made to administrators in order to secure a response. By the end of June 2012, of the original list
of 172 teachers that had validly participated, 104 teachers’ class lists had been sent in to KSDE
to be matched for an approximately 61% return rate from administrators. Of the 104 class lists,

87 could be effectively matched to two years’ worth of test scores.
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Data Analysis

Preliminary Data Preparation and Statistical Procedures

Test score data were prepared for statistical tests in the following way. Test score data
were delivered from the Kansas State Department of Education linked to teachers in the study.
Each student score was reported as a percentage score. 2010 and 2011 scores were paired for
each student whose scores were used. The 2010 scores were averaged and then, using the
scaling charts in appendices E and F, an equivalent grade level 2011 score was determined. The
equivalent grade level score was then subtracted from the 2011 average score for an average test
score gain. Test score gains of zero therefore represented an expected gain of a year’s worth of
learning, whereas gains of less than zero or more than zero represented less than or more than a
year’s worth of learning in the 2010-11 school year. For teachers who taught more than one
grade level the average test score gains were weighted based on the number of students at each
level and then averaged. For the 45 teachers who taught both reading and mathematics, separate
mathematics test score gains and reading test score gains were entered. Also entered in their
case were overall test score gains by averaging the two subject area gains. Students with missing
data were excluded from the determination of test score gain averages.

Schwartz Values Survey score data was prepared for statistical tests by centering all
scores based on each teacher’s MRAT (Mean Response to All Terms). The MRAT was
subtracted from each item’s rating to render centered item rating scores. The MRAT was also
subtracted from the average combined item ratings within each value type. Therefore, each
value score with a negative designation indicated a ranked number below the mean response of
that teacher. Likewise, each value score with a positive designation indicated a ranked number

above the mean response.

46



Data were originally entered on Microsoft Excel spreadsheets with preliminary
scatterplots, trend lines and R squared values run in the Excel format. Data were transferred to
SPSS and analyzed with descriptive statistics, Pearson’s correlations, and multiple backward

stepwise regression analyses.

Statistical Tests for Possible Intervening Variables

Independent analyses of the possible intervening variables were run. A regression
analysis was run using Grade level taught as the independent variable and average test score gain
as the dependent variable to determine if it was necessary to hold grade level as a necessary
variable when running multiple regressions on the value types.

Regression Analyses were run using average mathematics test score gains and average
reading test score gains as the paired variables on the 45 teachers who taught both reading and
mathematics. This was done to determine if a significant relationship existed between teachers’
effects on mathematics test score gains and teachers’ effects on reading test score gains. This
test was also used to determine if separate statistical tests for reading teachers and math teachers
were needed.

An independent T-test was run using gender as the independent variable and average test
score gains as the dependent variable. Means were compared between the two genders to
determine if there was a significant difference in the male and female genders when it came to
producing average test score gains. This was done to determine if gender would need to be an

independent variable in other statistical tests.
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Statistical Tests for Determining Relationships between Teacher Value Types and Average
Student Test Score Gains

Using average test score gains as the dependent variable and the ten value type scores as
independent variables a backward stepwise method of multiple regression entry was used in
order to obtain scores on the ten value types. The multiple regression was reported in table
format showing the hierarchical regression, giving the constant as the average test score gain and
different value types as the variables. Standardized betas, their significance values, betas and
their standard error were reported. The R squared statistic was reported as well. An alpha of
<.05 was used to determine statistical significance.

Comparisons of descriptive statistics to the hypothesized sinusoid curve in chapter two,
figure 2 were discussed. Also correlations and effect size of value types to the hypothesized

sinusoid curve, as presented in chapter two, figure 2, were discussed.

Statistical Tests for Determining Relationships between Specific Value Items and Their
Combinations and Average Student Test Score Gains

Eleven specific survey value items were chosen for their correlations with average
reading test score gains and eleven specific survey value items were chosen for their correlations
with average mathematics test score gains. Using mathematics and reading average test score
gains as the dependent variables, separate Backward Stepwise Multiple Regression Analyses

using SPSS were run for each.

Summary of Methodology
This is an exploratory correlational study using backward stepwise multiple regression
models to analyze relationships between average test score gain by students as the dependent
variable and teacher ratings of the ten value types and specific items on the Schwartz Values

Survey as independent variables. Access to data was sought by approaching building
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administrators as gatekeepers. After collecting paired data on state tests of reading and
mathematics and results of the SVS from 87 fourth through eighth grade teachers of reading and
mathematics in Kansas, data were analyzed. Analyses of regression models were displayed,

discussed and compared to the hypothetical sinusoid curve in chapter two.
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Chapter 4 - Results of the Study

Chapter four presents the results of the study. Four main areas are addressed. First, data
from tests for intervening variables are displayed and discussed serving as a basis for decisions
on how to run other statistical tests. Secondly, descriptive statistics are displayed and discussed
in order to give context for the multiple regressions that are displayed next. Third, the results of
multiple regression analyses of teacher value types and their relationship to student test score
gains are displayed and explained. Lastly, results of multiple regression analyses of specific

value items from the Schwartz Values Survey are displayed and explained.

Tests for Possible Intervening Variables

Three tests were run concerning possible intervening variables. Since the subjects in the
study are both elementary and mid-level teachers, there was some concern on the part of the
researcher that there may be a slump in test score gains as students changed learning
environments by moving from elementary school into middle school. To prepare data for this
test an average grade level taught by the teachers in the study was determined by using the
number of students the teacher had in each grade level multiplied by those students’ grade levels.
The total was then divided by the total number of students. A single regression analysis was run,
using average student test score gains as the dependent variable and average grade taught by
teachers as the independent variable.

A second concern was that different skills and values may be required for teachers of
different subject areas. Forty-five of the 87 teachers in the study taught both reading and
mathematics. This provided an opportunity to determine if there is a relationship between

teachers’ ability to impact test score gains in reading with their ability to impact test score gains
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in mathematics. Therefore a single regression analysis was run with the 45 subjects using
average reading test score gains as the independent variable and average mathematics test score
gains as the dependent variable.

Since grade school and middle school teaching positions are generally dominated by the
female gender, as substantiated by this random sample of Kansas Teachers (Female N=74, Male
N=13), there was a concern that if significant average test score gains differed between groups
that gender might in some way be an additional variable of concern. Therefore a t-test was run to
determine if there was a significant difference between male teachers’ abilities to impact test

score gains and female teachers’ abilities to effect test score gains.

Test Regarding Relationship between Grade Level and Test Score Gains

Since teachers of grades 4 through 8 were sampled in this study it was decided to test for
grade level as an intervening variable when it comes to average test score gains. The average
grade taught for 22 of the subjects was 4™ through less than 5™. The average grade taught for 21
of the subjects was 5t through less than 6". The average grade taught for 22 of the subjects was
6™ through less than 7™. The average grade taught for 11 of the subjects was 7™ through less
than 8. And the average grade taught for 11 of the subjects was 8". A single linear regression
was run to determine if there was a significant relationship between test score gains and average
grade level taught using the average test score gain as the dependent variable and average grade

level taught as the dependent variable. The results are displayed in Table 4.1.
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Table 4.1
Regression Results for Predicting Test Gains Using Grade Level (N=87)

Model R’ B Standard Error of
B

Dependent Variable 0.89 0.75

(Average Test Score Gain)

Independent Variable .001 -0.04 0.15 -.03

(Average Grade Level

Taught)

Though the data suggested that there was a very slight decline in test score averages with
the increase of grade level taught (B=-.03), increase in grade level taught can only account for
one-tenth of a percent (R*>=.001) of drop in average test score gains. This one-tenth of a percent
can only be predicted with less than 19% accuracy (p=.81) which was far less than the 95%
accuracy required by an a<.05. Since the effect size was so minimal and the results were
statistically insignificant, grade-level was not considered as an intervening variable when

discussing test score gains in this study.

Test Regarding Relationship between Subject Area and Test Score Gains

Of the 87 subjects that were in the study, 45 of them taught both reading and mathematics.
To test for this potential intervening variable it was decided to use these subjects to determine if
a relationship existed between their students’ test score gains in reading and their test score gains
in mathematics. Reflected in table 4.2 and the subsequent discussion are the results of this linear

regression. Mathematics test score gains category was chosen as the constant therefore the table
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describes the ability of teachers to produce reading test score gains as a predictor of their ability
to produce math score gains.
Table 4.2

Regression Results for Predicting Math Gains Using Reading Gains

Model R’=0.03 B SEB B
Constant -0.34 0.74
(Average Mathematics Score

Gain)

Average Reading Score Gain .033 0.22 0.18 18

The data suggested that there was an increase in mathematics test score average gains
with the increase of reading test score average gains (=.18). However, an increase in average
reading score gains could only account for about a 3% increase in average mathematics score
gains (R *=0.03). This 3% increase could be predicted with less than 77% accuracy (p=.23)
which is considerably less than the 95% accuracy required by an a<.05. This suggested that
variables such as value types had a different relationship to reading test score gains than the
relationship that they had to mathematics test score gains. Therefore a decision was made to
assess reading score gains and mathematics score gains separately in how they relate to values

types and specific value items.

Test Regarding Relationship between Gender and Average Test Score Gains

Using a T-test to compare means, on average, the 74 female teachers had students that
had slightly higher test score gains (M=0.77, SE [Standard Error] =0.37) than the 13 male

teachers’ average student test score gains (M=0.52, SE=1.49). However this difference was not
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statistically significant (t[13.53]=.17, p>.05) and this difference represents a small effect size
(r=.05). Due to the small sample size of males in the study and the large standard error, it is
obvious that this study does not have the statistical power to determine if the effect size of
gender is significant. Since it cannot be determined that gender has a significant impact on

student test score gains it will not be used as a variable in the remaining tests.

Descriptive Charts and Statistics

In this section the 87 subjects were not divided into Reading Teachers and Mathematics
Teachers and then analyzed separately. After looking at these descriptive statistics separately it
became obvious that they were nearly identical. This would make sense since 45 of the 87
subjects taught both reading and mathematics and are therefore the same teachers. Therefore,
after the descriptive statistics are given for reading score gains and mathematics score gains, all
of the value type descriptive statistics represent the views of all 87 subjects in the study.
Following the Table 4.3 display, a discussion of the statistics is supplied.

Table 4.3 shows the results of the teachers’ responses to the 10 value types (basic
transituational priorities) on the Schwartz Value Survey (SVS). All value types scores are
centered based on the mean response to all terms (MRAT). Therefore a negative number
represents a mean response that is below the average response to all items on the survey and a
positive number represents a mean response above the average response to all items on the

survey.

54



Table 4.3

Descriptive Statistics for Reading and Math Teachers

Descriptive Statistics

Standard

Error of Standard
Variables Mean Mean Deviation
Avg. Reading Gain* 1.47 0.45 3.64
Avg. Reading Gain** 1.09 0.36 2.88
(without outliers)
Avg. Math Gain*** 0.07 0.54 4.42
Universalism -0.20 0.08 0.75
Benevolence 1.12 0.06 0.59
Tradition -0.53 0.09 0.84
Conformity 0.75 0.07 0.62
Security 0.05 0.06 0.58
Power -2.19 0.11 1.00
Achievement 0.47 0.08 0.74
Hedonism -0.71 0.12 1.08
Stimulation -1.25 0.11 1.01
Self-Direction 0.18 0.08 0.74

N=87,*N=66, **N=064, ***N=066.

The average reading score gain for the 66 teachers of reading in this study resulted in an
average of 1.47 percentage points of gain for the students in their classrooms above an expected
years’ worth of gain. Though this was above the expected norm of 0.00 percentage points of

gain, the statistic was positively skewed. This skew reflected a more than expected years” worth
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of test growth by the students of the teachers in the study. (An expected years’ worth of test
growth would be 0.00, which would show that that average student in the class gained one year’s
worth of expected growth in understanding.) One teacher in particular raised her students’
reading test scores by an average 17.90 percentage points which is an outlier when using 3
standard deviations above the mean (3SDs=12.39). Once this outlier was removed the next
highest test score gain above the mean was an average test score gain of 9.30 percentage points.
This score also became an outlier once the previous outlier was removed. When both outliers
were removed the average reading test score gain was 1.09 percentage points for the remaining
64 teachers of reading with a standard deviation of 2.88. Without outliers the low average test
score was -5.50 and high average test score was 7.90 for a range of 13.40 percentage points. Due
to the discovery of these outliers they will be removed from the statistical tests that involved
reading test score gains as a variable.

The average mathematics score gain for the 66 teachers of mathematics in this study
resulted in an average of 0.07 percentage points of gain for the students in their classrooms
above an expected years’ worth of gain. With a standard error of mean equaling 0.54 the mean is
well within the expected result. This is close to the expected norm of 0.00 percentage points of
gain. With a positive kurtosis of 0.24 and standard error of kurtosis greater than the positive
kurtosis (SE of Kurtosis=0.30), and an average low score loss of -11.10 percentage points and an
average high score gain of 11.20 percentage points and with median and mode of 0.00 and a
skewness less than the standard error of skewness (SE of Skewness=0.30), the average
mathematics gains in this sample closely followed the hypothetically normal curve. None of the

average mathematics score gains can be considered outliers (3SDs=13.26).
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For all of the value types scores represented the rating above or below the Mean
Response to All Terms (MRAT) on the Schwartz Value Survey, around which all items are
centered for each of the 87 subjects in the study. The least valued value type in the sample was
Power with a mean response more than two ratings below the average MRAT (M=-2.19). The
most valued value type in the sample was Benevolence with a mean response more than one
rating above the average MRAT (M=1.12). Hedonism also fell within the range that was
expected for this value type (M=-0.71). While these three scores by the teachers in this sample
seem to fit the hypothesized pattern of value types displayed in chapter two figure two, the rest
of the values scores do not. Though philosophers would seem to put Universalism at the top of
the curve as the highest of the value types it is ranked below the MRAT in this sample (M=-
0.20). According to what was hypothesized, Self-Direction would be expected to be ranked on a
similar level as was Benevolence, but instead it was ranked closer to the MRAT (M=0.18).
Tradition and Stimulation were also expected to get positive ratings but also fell below the
MRAT (M=-0.53 and M=-1.25). Achievement, Security, and Conformity value types would all
be expected to be given negative rankings but instead were ranked above the MRAT by the
sample (M=0.47; M=0.05; M=0.75). While the descriptive statistics did not indicate whether
majority opinion in the sample was a description of what a teacher who impacts test scores
positively was like, it does make it evident that the practitioners in the study do not have

motivational values that agree with the hypothetical sinusoid curve.

Tests Regarding Relationship between Test Score Gains and Teacher Value Types

In this section the results of multiple regression analyses of the relationships between
value types of teachers and the average test score gains of their students. Teachers of reading and

teachers of mathematics were dealt with separately. The number of subjects in the mathematics
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group was 66. Once the outliers were removed the number of subjects in the reading group was
64. In both cases test score gains were entered as the dependent variable and the value types

were entered as independent variables.

Test Regarding Relationship between Reading Test Score Gains and Value Types

In order to test for relationships between average reading test score gains and teacher
value types a multiple backward stepwise regression model was run with all ten of the value
types. Because of the high number of independent variables being used, multicollinearity
statistics were closely watched to avoid any type 2 errors that might occur with the removal of
variables from one step to another. Setting minimal tolerance statistics as greater than .20 for
tolerances and a VIF (Varience Inflation Factor) of less than 5 no concerns of multicollinearity
were found. According to Andy Field’s (2005) discussion on pages 174-5 one person suggests
that a VIF of less than ten is acceptable and another that anything above one can bias a multiple
regression. Ten suggests complete multicollinearity and one suggests absolutely no
multicollinearity, which is hardly possible unless there is only one independent variable tested.
Therefore it was decided to split the difference by setting the VIF as less than 5. While Field
plays it safe and is not ready to offer a happy medium for multicollinearty, he suggests that a
tolerance of less than .20 is an issue of concern. All tolerance and VIF statistics were well within
acceptable levels with the lowest tolerance being .37 in model one for the Tradition value type
and the highest VIF being 2.68 for the Tradition value type in model one. The B values
(representing unit correlations), standard error of B (representing how much the B statistic could

be misrepresented), £ values (representing correlations after units have been converted to

standard deviation units), R” values (representing the percentage of dependent variable that can

be accounted for by the independent variables in the model) and statistical significance with an o
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set at <.05 (noted by an asterisk) are indicated in Table 4 below. The a represents the highest
significance statistic (p-value) permitted to accept the dependent variable’s effect on the
independent variable as statistically significant. A discussion of the data in each model follows
Table 4.4 below.

Table 4.4

Regression Results for Predicting Reading Gains Using Values Type Responses

Standard Error
Model B of B B
Step 1 R*=0.10
Universalism Value Type 0.96 0.78 24
Benevolence Value Type 0.71 0.78 .02
Tradition Value Type 0.43 0.70 13
Conformity Value Type -0.96 0.81 -.20
Security Value Type 0.40 0.76 .08
Power Value Type 0.15 0.55 .05
Achievement Value Type 0.13 0.64 .03
Hedonism Value Type 0.15 0.52 .06
Stimulation Value Type -0.08 0.49 -.03
Self-Direction Value Type -0.36 0.71 -.09
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Standard Error
Model B of B

Step2 R*=0.10

60

Universalism Value Type 0.94 0.75
Tradition Value Type 0.43 0.69
Conformity Value Type -0.97 0.80
Security Value Type 0.39 0.73
Power Value Type 0.13 0.50
Achievement Value Type 0.12 0.63
Hedonism Value Type 0.13 0.46
Stimulation Value Type -0.89 0.47
Self-Direction Value Type -0.37 0.69
Step3 R*=0.10
Universalism Value Type 0.86 0.62
Tradition Value Type 0.36 0.58
Conformity Value Type -0.98 0.79
Security Value Type 0.35 0.70
Power Value Type 0.11 0.48
Hedonism Value Type 0.10 0.42
Stimulation Value Type -0.11 0.45
Self-Direction Value Type -0.38 0.68

.24

13

-.20

.08

.04

.03

.05

-.03

-.10

22

A1

-21

.07

.04

.04

-.04

-.10



Standard Error
Model B of B

Step 4 R>=0.10

61

Universalism Value Type 0.80 0.55
Tradition Value Type 0.32 0.54
Conformity Value Type -1.02 0.75
Security Value Type 0.33 0.69
Hedonism Value Type 0.94 0.41
Stimulation Value Type -0.14 0.43
Self-Direction Value Type -0.44 0.62
Step 5 R*=0.10
Universalism Value Type 0.77 0.52
Tradition Value Type 0.27 0.49
Conformity Value Type -1.08 0.70
Security Value Type 0.31 0.68
Stimulation Value Type -0.15 0.42
Self-Direction Value Type -0.51 0.55
Step 6 R*=0.10
Universalism Value Type 0.79 0.51
Tradition Value Type 0.33 0.46
Conformity Value Type -0.99 0.65
Security Value Type 0.38 0.65
Self-Direction Value Type -0.49 0.55

21

.10

-22

.07

.04

-.05

-.12

.20

.08

-23

.07

-.05

-.13

.20

.10

-21

.08

-.13



Standard Error
Model B of B B

Step 7 R*=0.09

Universalism Value Type 0.77 0.51 .20
Tradition Value Type 0.79 0.53 .19
Conformity Value Type -1.11 0.62 -23
Self-Direction Value Type -0.58 0.52 .09

Step 8 R*=0.09

Universalism Value Type 0.72 0.50 18
Conformity Value Type -1.05 0.61 -22
Self-Direction Value Type -0.68 0.50 -.18

Step 9 R*=0.06

Universalism Value Type 0.56 0.49 .14

Conformity Value Type -0.84 0.59 -.18
Step 10 R*=0.04

Conformity Value Type -0.91 0.59 -.19
*p<.05

The data in step one of the table above suggests that gains in teacher value type ratings of
Achievement ($=.03), Power (B=.05), Benevolence (3=.02) Universalism (=.24), Hedonism
(B=.06), Security (f=.08), and Tradition (B=.13) predict a positive gain in student reading test
scores. The data in this step also suggests that losses in teacher value type ratings of Self-

Direction (f=-.09), Conformity (=-.20), and Stimulation (f=-.03) predict gains in student
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reading test scores. The table also suggests that this model can predict 10% of the gains in

reading test scores (R *=0.10). This would be a medium effect size (R=0.32). However
according to the ANOV A (Analysis of Variance) there is no significant difference between this
model’s ability to predict test score gains than the mean (p=0.81). Within this model none of the
value types attain the a<0.05 with p-values ranging from 0.23 to 0.93.

As one looks at the results in Table 4 for further models in this multiple regression, the
predictability gradually decreases with each step to a B of 0.19 in Step 10. According to the
ANOVA all models do not differ in a statistically significant manner from the mean, with the
most hope for a significant model coming from Step 8 (p=0.14) containing value types of Self-
Direction, Conformity and Universalism. In summary, according to this multiple regression,
there is little support for predicting gains in student reading test scores from teacher value type

SCOores.

Test Regarding Relationships between Mathematics Test Score Gains and Value Types

In order to test for relationships between average mathematics test score gains and
teacher value types a multiple backward stepwise regression model was run with all ten of the
value types. Because of the high number of independent variables being used, indicators of
multicollinearity were closely watched to avoid any type two errors that might have occurred
with the removal of variables from one step to another. Setting minimal tolerance statistics as
greater than .20 for tolerances and a VIF (Variance Inflation Factor) of less than five (Field
2005), no concerns of multicollinearity were found. All tolerance and VIF statistics were well
within acceptable levels with the lowest tolerance being .36 in models one and two for the

Universalism value type and the highest VIF being 2.81 for the Universalism value type in model
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one. The B values, error of B, f values, R* values and statistical significance with an o set at

<.05 (noted by an asterisk) are indicated in Table 4.5 below. A discussion of the data follows.
Table 4.5

Regression Results for Predicting Math Gains Using Values Type Responses

Standard Error
Model B of B B__
Step 1 R?=0.20
Universalism Value Type -1.19 1.20 -.20
Benevolence Value Type 0.22 1.13 .03
Tradition Value Type 1.12 0.94 25
Conformity Value Type -0.82 1.04 -.12
Security Value Type 0.45 1.12 .06
Power Value Type 0.42 0.72 .10
Achievement Value Type 0.20 0.88 .03
Hedonism Value Type 0.23 0.84 .05
Stimulation Value Type -1.35 0.67 -.29%
Self-Direction Value Type 1.07 1.12 18
Step2 R*=0.20
Universalism Value Type -1.22 1.17 =21
Tradition Value Type 1.20 0.93 .24
Conformity Value Type -0.78 1.01 -.11
Security Value Type 0.40 1.08 .05
Power Value Type 0.40 0.70 10
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Standard Error

Model B of B B
Achievement Value Type 0.18 0.87 .03
Hedonism Value Type 0.18 0.79 .04
Stimulation Value Type -1.37 0.66 -.29%
Self-Direction Value Type 1.06 1.11 18

Step3 R’=0.20

Universalism Value Type -1.34 1.01 -23
Tradition Value Type 1.10 0.79 22
Conformity Value Type -0.82 0.98 -.12
Security Value Type 0.36 1.06 .05
Power Value Type 0.34 0.65 .08
Hedonism Value Type 0.10 0.71 .02
Stimulation Value Type -1.39 0.65 -.29%
Self-Direction Value Type 0.98 1.04 17

Step4 R*=0.20

Universalism Value Type -1.43 0.80 -.24
Tradition Value Type 1.06 0.72 21
Conformity Value Type -0.87 0.93 -.12
Security Value Type 0.37 1.05 .05
Power Value Type 0.32 0.63 .08
Stimulation Value Type -1.39 0.65 -.29%
Self-Direction Value Type 0.93 0.97 .16

65



Standard Error

Model B of B B
Step 5* R’=0.20
Universalism Value Type -1.46 0.80 -.25
Tradition Value Type -0.99 0.70 20
Power Value Type 0.37 0.61 .09
Stimulation Value Type -1.46 0.60 -31*
Self-Direction Value Type 0.95 0.96 .16
Step 6* R*=0.19
Universalism Value Type -1.63 0.74 -.28%*
Tradition Value Type 0.84 0.65 17
Conformity Value Type -1.02 0.89 15
Stimulation Value Type -1.44 0.60 -.30%*
Self-Direction Value Type 0.68 0.84 A1
Step 7* R’=0.18
Universalism Value Type -1.48 0.71 -.25%
Tradition Value Type 0.71 0.63 .14
Conformity Value Type -1.18 0.86 -.17
Stimulation Value Type -1.31 0.58 -.28%*
Step 8% R’=0.16
Universalism Value Type -1.64 0.70 -.28%
Conformity Value Type -0.97 0.84 -.14
Stimulation Value Type -1.46 0.56 -31%
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Standard Error
Model B of B B

Step 9* R’=0.15

Universalism Value Type -1.49 0.69 -.25%
Stimulation Value Type -1.34 0.55 -.28%*
*p<.05

The data in model one suggested that gains in teacher value type ratings of Benevolence,
Tradition, Security, Power, Achievement, Hedonism, and Self-Direction as well as losses of
value type ratings of Universalism, Conformity and Stimulation together could account for 20%
of student gains on Mathematics test scores (R*=.20). This was approaching a large effect size
for this model (R=.45). However, with an a<.05 this model was not found to be significantly
different than using the mean (p=.22). The Stimulation value type in model one had a
statistically significant negative relationship with average mathematics test score gains (p=.049).
In this model a drop of approximately 1 standard deviation of rating of the value type of
Stimulation predicted an increase of 0.29 standard deviations of Average Reading Test Score
gains (f=-.29).

When looking at Table 4.5, steps 2 through 4 in the table had similar results as did step 1
for predicting test score gains with R’ values equal to .20, and Rs between .45 and .44. As value
types of Benevolence, Achievement, and Hedonism were dropped from these models the
ANOVA indicated that the steps moved closer to statistical significance with ps dropping from

0.22 to 0.16 in step two, to 0.11 in step three and 0.07 in step four. The Stimulation Value Type
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with its negative correlation to student test score gains (Bs=-.29), continued to be a significant
contributor in each of these steps (ps=0.04).

After dropping the value types of Benevolence, Achievement, Hedonism, and Security
from the regression, steps five through nine are significantly different than using the mean as
shown by the ANOVA (ps=0.04; 0.03; 0.01; 0.01; and 0.01). In steps 6 through 9 as shown in
the chart the value type of Universalism joins the value type of Stimulation as significant
contributors to these models (ps<0.05). These models show that an increase in teacher ratings of
both the Stimulation teacher value type(Bs=-.30; -.28; -.31; -.28) and the Universalism teacher
value type (Bs=-.28; -.25; -.28; -.25) predict a significant decrease in student math test
performance gains. Scores on teacher value types in these models can predict 15 to 19% of
student test score gains in mathematics (R's=0.19; 0.18; 0.16; 0.15).

Within the models of this multiple regression, step seven is of particular interest since it
holds the greatest potential for generalizing to other populations (Adjusted R'=0.13). After
dropping the value types of Benevolence, Achievement, Hedonism, Security, Power, and Self-
Direction in model seven, it was found that gains in teacher value type ratings of Tradition as
well as losses in teacher value type ratings of Universalism, Conformity, and Stimulation
together accounted for 18% of the average gain in student mathematics test scores (R>=.18).
This approached a large effect size for this model (R=.43). With an a<.05 this model was found
to be significantly different than using the mean to predict test score gains (p=.01). The
Stimulation value type in model seven had a significant negative relationship with average
mathematics test score gains (p=.03). In this model, with a drop of approximately 1 standard
deviation in teacher rating of the value type of Stimulation, a predicted increase of 0.28 standard

deviations of average mathematics test score gains ( #=-.28) was found. The Universalism value
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type in model seven also had a significant negative relationship with average mathematics test
score gains (p=.03). In this model, with a drop of one standard deviations of rating of the value
type of Universalism, there was a predicted increase of 0.25 standard deviations of average

mathematics test score gains ( [ =-.25).

In summary, steps five through nine were significant models for predicting mathematics
test score gains by using teacher value type ratings. Of the value types, Universalism and
Stimulation were the strongest predictors of student math score gains. Model seven, which
includes value types of Universalism, Tradition, Conformity and Stimulation held the greatest
hope for generalizing (adjusted R *=.13). Model five, including value types of Tradition,
Stimulation, Universalism, Conformity, Power, and Self-Direction showed the largest effect size

of all of the statistically significant models in this multiple regression (R *=.20).

Tests Regarding Relationship between Test Score Gains and Teacher Responses to Specific
Value Items on the Schwartz Values Survey

In the theory building process of the 10 value types, Schwartz and Bilsky (1987) used
value items from Rokeach’s instrument (Rokeach, 1973), to which they later added value items
of their own. Being that the SVS (Schwartz Value Survey) is built upon pieces designed to
simply measure individual values instead of value types, it seemed appropriate that teachers’
responses to individual items from the SVS, which were largely borrowed from Rokeach, could
legitimately be taken individually and examined in their relationships to student test score gains.

The 57 items on the Schwartz Values Survey, in their relationships to average test score
gains for reading and mathematics, were individually analyzed using Microsoft EXCEL. Scatter
plots, lines of best fit were produced and R * values for each individual item were examined.

Thirty-one items showed a relationship to average test score gains with an R* of .01 or greater
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were then entered into SPSS for further analysis. In order to determine the final set of value
items to be used these 31 items were analyzed in groups of six with multiple regressions. Items
that showed a p<.10 or were part of a statistical model with an ANOVA p<.10, were chosen for
further analysis. Using these criteria, 11 items were chosen for the final multiple regression
analysis regarding student reading test score gains. Also, using these criteria, 15 items were
chosen for the multiple regression analysis regarding student mathematics test score gains.
When the mathematics multiple regression was run, the models were statistically identical until
four of these selected items were removed in the backward stepwise regression. These four
items made no statistical contributions to the model. A final multiple regression with
mathematics test scores was run using the remaining 11 survey items. The two sections below
describe the culminating backwards stepwise multiple regression analyses of the relationships

between these specific items and average test score gains for Mathematics and Reading.

Tests Regarding the Relationship between Student Reading Test Score Gains and Teachers’
Responses to Specific Value Items on the Schwartz Value Survey

In order to test for relationships between average reading test score gains and teacher value
items, a multiple backward stepwise regression model was run with eleven of the value items
that were identified. Because of the high number of independent variables being used,
multicollinearity was closely watched to avoid any type two errors that might occur as items
were removed from the regression. Setting minimal tolerance statistics as greater than .20 for
tolerances and a VIF (Variance Inflation Factor) of less than five, no concerns of
multicollinearity were found. According to Andy Field’s (2005) discussion on pages 174-5 one
person suggests that a VIF of less than 10 is acceptable and another that anything above one can

bias a multiple regression. Ten suggests complete multicollinearity and one suggests absolutely
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no multicollinearity, which is hardly possible unless there is only one independent variable
tested. Therefore it was decided to split the difference by setting the VIF as less than five. While
Field plays it safe and is not ready to offer a happy medium for multicollinearity, he suggests that
a tolerance of less than .20 is an issue of concern. All tolerance and VIF statistics were well
within acceptable levels with the lowest tolerance being .71 in model one for the “Successful”
value item and the highest VIF being 1.41 for the same value item. The B values, error of B, S
values, R* values for each model, and statistical significance with an a. set at <.05 (noted by an
asterisk) are indicated in Table 4.6. A discussion of the data was placed after the table. Subjects’
responses to survey items, whose students’ average test score gains were outliers, were removed
from this statistical test.

The eleven value items from the Schwartz Value Survey (see appendix G) tested were:
(Numbers in front of items correspond to their item number on the SVS) 55. SUCCESSFUL
(achieving goals), 47. OBEDIENT (dutiful, meeting obligations), 28. TRUE FRIENDSHIP
(close, supportive friends), 24. UNITY WITH NATURE (fitting into nature), 22. FAMILY
SECURITY (safety for loved ones), 32. MODERATE (avoiding extremes of feeling & action),
7. SENSE OF BELONGING (feeling that others care about me), 2. INNER HARMONY (at
peace with myself), 20. SELF-DISCIPLINE (self-restraint, resistance to temptation), 11.
POLITENESS (courtesy, good manners), 39. INFLUENTIAL (having an impact on people and

events).
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Table 4.6

Regression Results for Predicting Reading Gains Using Value Items

Standard Error

Model B of B B__

Step 1* R’=0.32
SUCCESSFUL 0.23 0.36 .09
OBEDIENT -0.34 0.36 -.12
TRUE FRIENDSHIP 1.04 0.37 35%
UNITY WITH NATURE 0.29 0.23 .16
FAMILY SECURITY -0.45 0.39 -.15
MODERATE 0.66 0.33 27%*
SENSE OF BELONGING 0.48 0.29 21
INNER HARMONY -0.41 0.28 -.18
SELF DISCIPLINE -0.15 0.30 -.06
POLITENESS -0.51 0.36 -17
INFLUENTIAL -0.12 0.22 -.07

Step 2* R’=0.32
SUCCESSFUL 0.25 0.36 .10
OBEDIENT -0.40 0.34 -.15
TRUE FRIENDSHIP 1.05 0.37 35%
UNITY WITH NATURE 0.31 0.22 18
FAMILY SECURITY -0.44 0.38 -.14
MODERATE 0.69 0.32 28%*
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Standard Error

Model B of B B
SENSE OF BELONGING 0.45 0.28 .20
INNER HARMONY -0.39 0.28 -.17
POLITENESS -0.52 0.36 -.18
INFLUENTIAL -0.11 0.22 -.07

Step 3* R’=.32

SUCCESSFUL 0.24 0.35 .09
OBEDIENT -0.40 0.34 -.15
TRUE FRIENDSHIP 1.09 0.36 37*
UNITY WITH NATURE 0.33 0.22 18
FAMILY SECURITY -0.43 0.38 -.14
MODERATE 0.72 0.31 29%
SENSE OF BELONGING 0.43 0.28 19
INNER HARMONY -0.35 0.27 -.16
POLITENESS -0.51 0.35 -.17

Step 4* R’=31

OBEDIENT -0.38 0.33 -.14
TRUE FRIENDSHIP 1.07 0.35 36*
UNITY WITH NATURE 0.27 0.20 A5
FAMILY SECURITY -0.47 0.37 -.15
MODERATE 0.67 0.30 .26*
SENSE OF BELONGING 0.44 0.27 .19
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Standard Error

Model B of B B
INNER HARMONY -0.33 0.27 -.15
POLITENESS -0.47 0.35 -.16

Step 5* R’=0.29

TRUE FRIENDSHIP 1.12 0.35 38%
UNITY WITH NATURE 0.29 0.20 17
FAMILY SECURITY -0.48 0.38 -.16
MODERATE 0.67 0.30 27*
SENSE OF BELONGING 0.53 0.26 23*
INNER HARMONY -0.37 0.27 -.17
POLITENESS -0.53 0.34 -.18

Step 6* R*=0.27

TRUE FRIENDSHIP 1.00 0.34 34%
UNITY WITH NATURE 0.33 0.20 .19
MODERATE 0.67 0.30 27*
SENSE OF BELONGING 0.52 0.26 23
INNER HARMONY -0.29 0.26 -.13
POLITENESS -0.53 0.35 -.18

Step 7* R’=0.26

TRUE FRIENDSHIP 0.99 0.34 33*
UNITY WITH NATURE 0.34 0.20 .19
MODERATE 0.74 0.29 30%
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Standard Error

Model B of B B
SENSE OF BELONGING 0.51 0.26 22
POLITENESS -0.53 0.35 -.18

Step 8% R’=0.23
TRUE FRIENDSHIP 0.94 0.34 32%
UNITY WITH NATURE 0.31 0.20 18
MODERATE 0.65 0.29 26%
SENSE OF BELONGING 0.52 0.27 23
TRUE FRIENDSHIP 0.92 0.35 31*
MODERATE 0.63 0.29 25%
SENSE OF BELONGING 0.52 0.27 23

*p<.05

As seen in Table 4.6, the model in step 1 shows that gains in teacher value item ratings of

SUCCESSFUL (achieving goals), TRUE FRIENDSHIP (close, supportive friends), UNITY

WITH NATURE (fitting into nature), MODERATE (avoiding extremes of feeling & action),

SENSE OF BELONGING (feeling that others care about me), as well as losses in teacher value

item ratings of OBEDIENT (dutiful, meeting obligations), FAMILY SECURITY (safety for

loved ones), INNER HARMONY (at peace with myself), SELF-DISCIPLINE (self-restraint,

resistance to temptation), POLITENESS (courtesy, good manners), and INFLUENTIAL (having

an impact on people and events) together can account for as much as 32% of the average gains in

student reading test scores (R *=0.32). Step nine shows that a rise in the teacher ratings for the
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three value items of TRUE FRIENDSHIP (close, supportive friends), MODERATE (avoiding
extremes of feeling & action), and SENSE OF BELONGING (feeling that others care about me)
account for 20% of student average reading test score gains (R>=0.20). All models represent
large effect sizes (Rs range from 0.57 to 0.44). With an a<.05 all 9 models were significantly
different than using the mean to predict student reading test score gains with ANOVA ps ranging
from 0.026 in model 1 to 0.004 in model 9.

Of the different models, the one represented in Step 5 is worthy of more focus because it is
the only model that had three specific value items that were found to be statistically significant
within the model, using an a<.05. These three teacher value items were ,TRUE FRIENDSHIP
(close, supportive friends) (p=0.002), MODERATE (avoiding extremes of feeling &
action)(p=0.027), and SENSE OF BELONGING (feeling that others care about me) (p=0.047).
Model 5 suggests that gains in teacher value item ratings of TRUE FRIENDSHIP (close,
supportive friends), UNITY WITH NATURE (fitting into nature), MODERATE (avoiding
extremes of feeling & action), and SENSE OF BELONGING (feeling that others care about me),
as well as loses in teacher value item ratings of FAMILY SECURITY (safety for loved ones),
INNER HARMONY (at peace with myself), and POLITENESS (courtesy, good manners) can
account for 29% of the gain in student reading test scores (R *=0.29). This represents a large
effect size (R=0.54). Model 5 theoretically translates into being able to predict 21% of student
test score gains for populations outside of this sample (Adjusted R*=0.21).

Within this model, a teacher’s rating gain of one on the value item of TRUE
FRIENDSHIP (close, supportive friends) results in an average student reading test score gain of
1.12% (B=1.12). A gain of one standard deviation of teacher rating on the TRUE FRIENDSHIP

item resulted in a 37% of a standard deviation gain in average student reading test score gains
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(B=0.38). The relationship between the students’ reading test score gains and the teachers’
ratings of this value item are statistically significant in this model (p=0.002).

Also within Model 5, an increase of rating of one on the value item of MODERATE
(avoiding extremes of feeling and action) results in an average student reading test score gain of
0.67% (B=0.67). A gain of one standard deviation of teacher rating on the MODERATE item
resulted in a 27% of a standard deviation gain in average reading test score gains (f=0.27). The
relationship between the students’ reading test score gains and the teachers’ ratings of this value
item are statistically significant in this model (p=0.027).

Finally Model 5 demonstrates an increase of rating of one on the value item of SENSE OF
BELONGING (feeling that others care about me) results in an average student reading score gain
0f 0.53% (B=0.53). A gain of one standard deviation of teacher rating on the SENSE OF
BELONGING item resulted in a 23% of a standard deviation gain in average reading test score
gains (f=0.23). The relationship between the students’ reading test score gains and the teachers’

ratings of this value item are statistically significant within this model (p=0.047).

Tests Regarding the Relationship between Mathematics Test Score Gains and Specific Value
Items on the Schwartz Values Survey

In order to test for relationships between average mathematics test score gains and teacher
value items a multiple backward stepwise regression model was run with eleven of the value
items that were identified. Because of the high number of independent variables being used,
indicators of multicollinearity were monitored to avoid type two errors that might occur with the
removal of variables from one step to another. Setting minimal tolerance statistics as greater
than .20 for tolerances and a VIF of less than 5, no concerns of multicollinearity were found.

According to Andy Field’s (2005) discussion on pages 174-5, one person suggests that a VIF of
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less than 10 is acceptable and another that anything above 1 can bias a multiple regression. Ten
suggests complete multicollinearity and 1 suggests absolutely no multicollinearity, which is
hardly possible unless there is only one independent variable tested. Therefore it was decided to
split the difference by setting the VIF as less than 5. While Field plays it safe and is not ready to
offer a happy medium for multicollinearity, he suggests that a tolerance of less than .20 is an
issue of concern. All tolerance and VIF statistics were well within acceptable levels with the
lowest tolerance being .75 in model one for the RECIPROCATION OF FAVORS (avoidance of
indebtedness) value item and the highest VIF being 1.34 for the same. The B values, error of B,
[ values, R* values, and statistical significance with an a set at <.05 (noted by an asterisk) are
indicated in Table 4.7. A discussion of some of the data in Table 4.7 follows.

The items from the Schwartz Value Survey (see appendix G) that were in this final
multiple regression were: (Numbers in front of items correspond to their item number on the
SVS) 20. SELF-DISCIPLINE (self-restraint, resistance to temptation); 32. MODERATE
(avoiding extremes of feeling & action); 42. HEALTHY (not being sick physically or mentally);
1. EQUALITY (equal opportunity for all); 24. UNITY WITH NATURE (fitting into nature); 14.
SELF RESPECT (belief in one’s own worth); 12. WEALTH (material possessions, money); 2.
INNER HARMONY (at peace with myself); 15. RECIPROCATION OF FAVORS (avoidance
of indebtedness); 46. PRESERVING MY PUBLIC IMAGE (protecting my “face”), 55.

SUCCESSFUL (achieving goals).

78



Table 4.7

Regression Results for Predicting Math Gains Using Value Items

Standard Error
Model B of B B
Step 1* R'=0.43
SELF-DISCIPLINE -0.47 0.40 -.13
MODERATE 0.92 0.43 24%*
HEALTHY 1.24 0.47 30%*
EQUALITY -0.64 0.39 -.19
UNITY WITH NATURE -0.49 0.28 -.19
SELF RESPECT 1.02 0.46 24%*
WEALTH 0.42 0.37 .26
INNER HARMONY -0.57 0.38 A7
RECIPROCATION OF FAVORS 0.64 0.30 26%*
PRESERVING MY PUBLIC IMAGE 0.44 0.29 17
SUCCESSFUL -0.84 0.49 -.19
Step 2* R'=0.42
SELF-DISCIPLINE -0.53 0.34 -.14
MODERATE 0.92 0.40 24%
HEALTHY 1.35 0.46 33%*
EQUALITY -0.68 0.39 -.20
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Standard Error

Model B of B B
UNITY WITH NATURE -0.54 0.28 =21
SELF RESPECT 0.99 0.46 24%
INNER HARMONY -0.63 0.38 -.19
RECIPROCATION OF FAVORS 0.73 0.28 20%
PRESERVING MY PUBLIC IMAGE 0.51 0.28 20
SUCCESSFUL -0.77 0.48 -.18

Step 3* R'=0.40
MODERATE 0.96 0.43 25%
HEALTHY 1.40 0.47 34%
EQUALITY -0.71 0.39 =21
UNITY WITH NATURE -0.53 0.28 =21
SELF RESPECT 0.87 0.46 21
INNER HARMONY -0.54 0.37 -.16
RECIPROCATION OF FAVORS 0.74 0.29 30%
PRESERVING MY PUBLIC IMAGE 0.55 0.28 22
SUCCESSFUL -0.69 0.48 -.16

Step 4* R'=0.38
MODERATE 1.11 0.42 20%
HEALTHY -0.72 0.39 =21
UNITY WITH NATURE -0.47 0.28 -.19
SELF RESPECT 0.79 0.46 19
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Standard Error

Model B of B B
INNER HARMONY -0.60 0.37 -.18
RECIPROCATION OF FAVORS 0.76 0.29 31*
PRESERVING MY PUBLIC IMAGE 0.58 0.28 23%

Step 5* R'=0.35

MODERATE 1.19 0.42 31*
HEALTHY 1.37 0.47 33%*
EQUALITY -0.81 0.39 -.23%*
UNITY WITH NATURE -0.49 0.28 -.19
SELF RESPECT 0.59 0.45 .14
RECIPROCATION OF FAVORS 0.71 0.29 A
PRESERVING MY PUBLIC IMAGE 0.52 0.29 .20

Step 6* R'=0.33

MODERATE 1.15 0.43 30%

HEALTHY 1.34 0.47 33%

EQUALITY -0.83 0.40 -.24%

UNITY WITH NATURE -0.48 0.28 -.19

RECIPROCATION OF FAVORS 0.73 0.29 29%

PRESERVING MY PUBLIC IMAGE 0.49 0.29 .19
*p<.05

As the most powerful model in the above chart, Step 1 shows that gains in teacher value

item ratings of MODERATE (avoiding extremes of feeling & action), HEALTHY (not being
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sick physically or mentally), SELF RESPECT (belief in one’s own worth), WEALTH (material
possessions, money), RECIPROCATION OF FAVORS (avoidance of indebtedness), and
PRESERVING MY PUBLIC IMAGE (protecting my “face”), as well as losses of value item
ratings of SELF-DISCIPLINE (self-restraint, resistance to temptation), EQUALITY (equal
opportunity for all), UNITY WITH NATURE (fitting into nature), INNER HARMONY (at
peace with myself), and SUCCESSFUL (achieving goals), together accounted for 43% of the
average gain in student mathematics test scores (R *=.43). This represents a large effect size for
this model (R=.66). Hypothetically, this model would predict 32% of the mathematics test score
gains in other populations (Adjusted R'=.32). With an a<.05 from the ANOVA this model was
shown to be significantly different than using the mean to predict test score gains (p=.001).

The MODERATE value item in model one had a significant positive relationship with
average reading test score gains (p=.04). In this model a gain of approximately one standard
deviation of rating the value item of MODERATE predicted an increase of 0.24 standard
deviations of average mathematics test score gains ( f=.24).

The HEALTHY value item in model one also had a significant positive relationship with
average mathematics test score gains (p=.01). In this model a gain of 1 standard deviation of
rating the value item of HEALTHY predicted an increase of 30% of one standard deviation of
average mathematics test score gains ( 5 =.30).

The SELF RESPECT value item in model one had a significant positive relationship with
average mathematics test score gains (p=.03). In this model a gain of one standard deviation of
rating of the value item of SELF RESPECT predicted an increase of 24% of one standard

deviation of average mathematics test score gains ( =.24).
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The RECIPROCATION OF FAVORS value item in model one had a significant positive
relationship with average mathematics test score gains (p=.04). In this model a gain of one
standard deviation of rating of the value item of RECIPROCATION OF FAVORS accounted for
an increase of 26% of one standard deviation of average mathematics test score gains ( f =.26).

Though all models in this multiple regression were found to be statistically significant in

this multiple regression using an a<.05, step one showed the greatest R' and the greatest adjusted

R’. At various points in the six steps, MODERATE, HEALTHY, SELF RESPECT,
RECIPROCATION OF FAVORS, PRESERVING MY PUBLIC IMAGE, and EQUALITY
value items on the Schwartz Value Survey have significantly accounted for Mathematics Test
Score Gains. In this analysis all six models have large effect sizes with the lowest R value of

.57. (For further details see table 7 above.)

Chapter Summary

It was found that there is no significant relationship between a teacher’s ability to
produce student test score gains in Reading and a teacher’s ability to produce test score gains in
Mathematics. Therefore a decision was made to assess reading score gains and mathematics
score gains separately concerning their relationships to values.

After looking at descriptive statistics the average reading test score gains proved to have
a positive skew with two outliers influencing this skew. Both outliers were removed for
subsequent analyses. Average mathematics test score gain descriptive statistics indicated that
these gains closely followed the normal bell curve. Measures of central tendency for both
Mathematics and Reading test score gains gravitated towards zero, showing that the participants

in the study are normalized close to the expected one year’s worth of test score gain for the
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students taught. The mean rating of value types indicated that the subjects in the study are not in
agreement with the hypothetical sinusoid curve as developed in chapter two.

In the regression analyses, using average reading score gains as the dependent variable
and the ten value types as independent variables it was found that none of the ten models had
statistical significance.

In the regression analyses, using average mathematics score gains as the dependent
variable and the ten value types as independent variables it was found that models five through
nine are statistically significant. The strongest predictors of average mathematics test score gains
in this regression are the value types of Universalism and Stimulation, which are negatively
related to average mathematics test score gains. The best model in this regression is model
seven, which includes negatively related value types of Universalism, Stimulation, and
Conformity, and the positively related value type of Tradition.

In the regression analyses, using selected specific value items off of the Schwartz Value
Survey as the independent variables and average test score gains as the dependent variables, all
models were found to be statistically significant with large effect sizes.

In the regression that used average reading score gains as the dependent variable, models
four and five hold the best possibility for generalizing from the sample with an adjusted R-square
of .21. The survey items that were found to have significance in step five of the regression with
a positive relationship to average test score gains were TRUE FRIENDSHIP (close, supportive
friends), MODERATE (avoiding extremes of feeling & action), and SENSE OF BELONGING
(feeling that others care about me).

In the regression that used average mathematics score gains as the dependent variable,

model one held the best possibility for generalizing from the sample with an adjusted R-square
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of .32. The survey item that was found to have significance in the different steps of the
regression with a negative relationship to average test score gains was EQUALITY (equal
opportunity for all). At various steps in the regression, five survey items are found to have
statistically significant positive relationships with average test score gains. They are
MODERATE (avoiding extremes of feeling & action), HEALTHY (not being sick physically or
mentally), SELF RESPECT (belief in one’s own worth), RECIPROCATION OF FAVORS

(avoidance of indebtedness), and PRESERVING MY PUBLIC IMAGE (protecting my “face”).
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Chapter 5 - Summary and Discussion of the Results

This final chapter restates the research question and reviews important methods used in
the study. The major sections of this chapter summarize the results and discuss their

implications.

The Research Question Restated

This study has sought to answer the question: Is there a significant relationship between
teacher-held basic motivational values as measured by the Schwartz Value Survey and student
gains on state assessments?

The two null hypotheses state: 1) There is no significant relationship between teacher-
held basic value scores as measured by the Schwartz Value Survey and student gains on state
assessments. 2) There is no significant relationship between various combinations of teacher-
held motivational values scores as measured by the Schwartz Value Survey and student gains on
state assessments.

This study clearly rejects the first null hypothesis. A significant negative relationship
was found between student mathematics test score gains and the teacher-held basic value type of
Stimulation (“a set of goals centrally motivated by excitement, novelty, and challenges in life”
[Schwartz, 2006, p. 1]). Also a significant negative relationship was found between student
mathematics test score gains and their teacher-held basic value type of Universalism (“a set of
goals centrally motivated by understanding, appreciation, tolerance, and protection for the
welfare of all people and for nature” [Schwartz, 2006, p. 2]).

This study also clearly rejects the second null hypothesis. A combination of eleven value

items from the Schwartz Value Survey were found to be statistically significant and accounted
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for 32% of the student test score gains in reading. Another combination of eleven value items
from the Schwartz Value Survey were found to be statistically significant and accounted for 43%

of the student test score gains in mathematics.

Important Methods Used

As explained earlier in this study, this is a correlational study using backward entry,
multiple regression models to determine if the ten basic motivational values that Schwartz and
Bilsky (1987, 1990) and Schwartz (1992, 2006) developed, as held by middle level teachers, are
related to their students’ average test score gains on reading and mathematics state assessments.
Eighty-seven randomly chosen teachers of mathematics and reading participated in the study by
completing the Schwartz Values Survey and by having their students’ test scores matched.
Teachers’ ratings on the survey were centered by using their respective Mean Response to All
Terms (MRAT) paired to value types and specific item scores. Through administrators,
students’ test scores were paired with their teachers. The Kansas State Department of Education
cooperated with this study by providing the actual 2010 and 2011 test scores. All students’ test
score gains that were paired with their teachers were averaged, rendering each teachers’ average
student test score gain. With average test score gains paired to teachers’ value ratings on both
individual items and value type scores on the Schwartz Value Survey multiple regression

analyses were run.

Summary of the Results

This section of chapter five summarizes the results of the statistical tests of this study.

First, a summary of the test that was run to determine if there is a significant relationship
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between average math score gains and average reading score gains produced by teachers is
discussed. Second, a summary of significant findings of descriptive statistics are discussed.
Following is a discussion of the results of the regression analyses of test score gains and value
types. Finally, there is a discussion of the results of the regression analyses of test score gains

and their relationships to individual survey items.

Regression Predicting Average Math Score Gains Using Average Reading Score Gains

Of the 87 teachers in the study, 45 taught both reading and mathematics. Pairing the
average reading and mathematics test score gains of these 45 teachers’ students a regression was
run to see if reading test score gains could be used to predict mathematics test score gains. No
significant relationship was found between a teacher’s ability to produce reading test score gains
and a teacher’s ability to produce mathematics test score gains. As a result, the average test
score gains were disaggregated into average mathematics test score gains and average reading

test score gains.

Descriptive Statistics

For the 87 subjects in the study, the descriptive statistics showed a fairly normal curve of
reading test score gains after two outliers were removed. The descriptive statistics aligned very
nicely with the “normal” curve in the average mathematics test score gains. The teachers in the
study rated the Power Value Type lowest and the Benevolence Value Type the highest which
would tend to fall in line with many of the philosophies of education as discussed in Chapter 2.
However, the rest of the means of the teacher value types in the study were not aligned with the

responses expected by any particular philosophy of education.
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Relationship of Value Types to Average Reading Score Gains

In the multiple regression analysis of the 64 teachers of reading, using value types as the
independent variables and average reading score gains as the dependent variable, none of the
models or stand-alone value types were found to be more statistically significant than using the

mean in predicting average student reading score gains.

Relationship of Value Types to Average Mathematics Score Gains

In the multiple regression analysis of the 66 teachers of mathematics, using value types as
the independent variables and mathematics test score gains as the dependent variable, models
five (p=.04) through nine (p=.01) were found to be significant models for predicting mathematics
test score gains by using value types. The statistical significance of the models was found after
removing value types of Benevolence, Achievement and Hedonism. Of the value types,
Universalism and Stimulation were the strongest predictors of student mathematics score gains.
Stimulation was found to be a significant predictor in models five (p=.02) through nine (p=.02),
and Universalism was found to be a significant predictor in models six (p=.03) through nine
(p=.03). Model seven, which included value types of Universalism (f=-.25), Tradition ($=.14),
Conformity (f=-.19) and Stimulation (3=-.28) holds the greatest hope for generalizing to other
populations (adjusted R *=.13). Model five, including teacher value types of Tradition (f=.20),
Stimulation (=-.31), Universalism (f=-.25), Conformity (f=-.13), Power ($=.09), and Self-

Direction (B=.16) shows the largest mathematics test gain effect size on all of the statistically

significant models in this multiple regression (R*=.20).
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Relationship of Value Items to Average Reading Score Gains

In the multiple regression analysis of the 64 teachers of reading (after removing the 2

outliers), selected specific survey items from the 57 items on the Schwartz Values Survey were
used as independent variables, and average reading gains scores were used as the dependent
variable. After individually testing each of the items in correlation to test score gains, eleven
items that showed the most promise were used for this regression. The backward stepwise entry
resulted in producing nine models, all of which proved to be significantly more accurate than the
mean for predicting average reading test score gains when using an a<.05 (all ps<.026). All
models proved to have large effect sizes with Rs ranging from .57 for model one to .44 for model
nine. Following are the eleven individual value items that were in this analysis:
SUCCESSFUL (achieving goals), OBEDIENT (dutiful, meeting obligations), TRUE
FRIENDSHIP (close, supportive friends), UNITY WITH NATURE (fitting into nature),
FAMILY SECURITY (safety for loved ones), MODERATE (avoiding extremes of feeling &
action), SENSE OF BELONGING (feeling that others care about me), INNER HARMONY (at
peace with myself), SELF-DISCIPLINE (self-restraint, resistance to temptation), POLITENESS
(courtesy, good manners), INFLUENTIAL (having an impact on people and events). Items that
were negatively correlated with average reading score gains were OBEDIENT, FAMILY
SECURITY, INNER HARMONY, SELF-DISCIPLINE, POLITENESS, AND INFLUENTIAL.
Items that were positively correlated with average reading score gains were SUCCESSFUL,
TRUE FRIENDSHIP, UNITY WITH NATURE, MODERATE, and SENSE OF BELONGING.

Of the models in this multiple regression, models 4 and 5 had the most power to generalize

(adjusted R * s=.21) with a high level of significance (ps=.005;.006). Model 5 had a large effect

size (R=.54) and had the ability to predict 29% of the average reading test score gains (R > =.29).
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Contained in model five were the value items of TRUE FRIENDSHIP, UNITY WITH
NATURE, FAMILY SECURITY, MODERATE, SENSE OF BELONGING, INNER
HARMONY, and POLITENESS. Of the items, TRUE FRIENDSHIP, MODERATE, and
SENSE OF BELONGING were statistically significant within this model (ps=.002; 0.027; 0.047
respectively). Gains in teacher ratings of these significant items were positive predictors of

student reading test score gains: TRUE FRIENDSHIP (3=.38); MODERATE (3=.27); SENSE

OF BELONGING (B=.23).

Relationship of Value Items to Average Mathematics Score Gains

In the Multiple Regression analysis of the 66 teachers of mathematics, selected specific
survey items from the 57 items on the Schwartz Values Survey were used as independent
variables; and average mathematics gains scores were used as the dependent variable. After
individually testing each of the items in the Schwartz Value Survey, the eleven items that
showed the most promise were used for this regression. The backward stepwise entry resulted in
producing six models, all of which proved to be significantly more accurate than the mean for
predicting average reading test score gains when using an a<.05 (all ps<.002). All models
proved to have large effect sizes with Rs ranging from .66 for model one to .57 for model six.
Following are the eleven individual value items in this analysis: SELF-DISCIPLINE (self-
restraint, resistance to temptation), MODERATE (avoiding extremes of feeling and action),
HEALTHY (not being sick physically or mentally), EQUALITY (equal opportunity for all),
UNITY WITH NATURE (fitting into nature), SELF RESPECT (belief in one’s own worth),
WEALTH (material possessions, money), INNER HARMONY (at peace with myself),
RECIPROCATING OF FAVORS (avoidance of indebtedness), PRESERVING MY PUBLIC

IMAGE (protecting my “face”), and SUCCESSFUL (achievement of goals). Items that were
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negatively correlated with average mathematics score gains were SELF-DISCIPLINE,
EQUALITY, UNITY WITH NATURE, INNER HARMONY, and SUCCESSFUL. Items that
were positively correlated with average mathematics score gains were MODERATE,
HEALTHY, SELF RESPECT, WEALTH, RECIPROCATION OF FAVORS, and
PRESERVING MY PUBLIC IMAGE.

Of the models in this multiple regression, model one had the most power to generalize
(adjusted R *=.32) with a high level of significance (p=.001). This model had a large effect size
(R=.66) and the ability to predict 43% of the average mathematics test score gains (R*>=.43).
Contained in model one are all of the value items in this multiple regression.

However, only the following items within this model were statistically significant: The
MODERATE (avoiding extremes of feeling and action) item within this model had a teacher
gain of 1 standard deviation for every 0.24 standard deviation gains in student average
mathematics test scores (f=.24) and this statistic was significant (p=.04). The HEALTHY (not
being sick physically or mentally) item within this model had a gain in teacher ratings of 1
standard deviation for every 0.30 standard deviations of student average mathematics test score
gains ($=.30) and this statistic was found to be significant (p=.01). The SELF RESPECT (belief
in one’s own worth) item within this model showed that a teacher rating gain of one standard
deviation predicted average student mathematics test gains of 0.24 standard deviations (f=.24)
and this statistic was significant (p=.03). The RECIPROCATION OF FAVORS (avoidance of
indebtedness) item within this model had one teacher rating gain of a standard deviation for
every 0.26 standard deviations of gain in student average mathematics test scores (f=.26) and

this statistic was found to be significant (p=.04).
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In models five and six of this multiple regression, the EQUALITY (equal opportunity for
all) value item made a statistically significant contribution as a negatively correlated predictor of
mathematics test score gains. In various models within this multiple regression, MODERATE
(avoiding extremes of feeling and action), HEALTHY (not being sick physically or mentally),
SELF RESPECT (belief in one’s own worth), RECIPROCATION OF FAVORS (avoidance of
indebtedness), and PRESERVING MY PUBLIC IMAGE (protecting my “face”) value items
made statistically significant contributions as positively correlated predictors of mathematics test

score gains.

Why Models of Individual Value Items More Clearly Correlate to Teaching than do Value
Types

This section of the paper explains the reasoning behind using value items from the
Schwartz Value Survey and why they are more powerful predictors of teacher effectiveness than
value types.

In developing the Schwartz Values Survey (Schwartz & Bilsky 1987, 1990; Schwartz
1992), the Guttman Lingoes Smallest Space Analysis was used to arrange value items according
to their correlations to one another. This system arranged items according to their relationships
with negatively related items opposite one another and positively related items close to one
another according to their strengths of relationship. Schwartz used large sample sizes to
determine how humans around the globe generally related these items to one another. Once
spaces for items were established, Schwartz then categorized items by common themes (types)
according to their positions and then defined these categories by giving them broad-based names,
thereby establishing his value types. Since types are dependent on the placement of items by

large heterogeneous groups, groupings may look different when smaller homogeneous
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populations such as Kansas 4™ through 8" grade teachers of reading and mathematics are used.
For example, Schwartz (1992) discovered that teacher values as a whole did not generally follow
the exact pattern of relationships with one another as did student values.

Thirty of the fifty-seven items on the Schwartz Values Survey come directly from the
Rokeach (1973, 1979) value survey, which did not have value type categories but merely
consisted of the rankings of individual value items. Therefore, it is a legitimate use of these
items to evaluate them individually as they relate to other variables such as student mathematics
test score gains and student reading test score gains.

Since using value item types on the Schwartz Values Survey are derived from an average
score of multiple value items, these types represent broad value orientations toward life. Student
test scores are specific to course subject content requiring specific teaching and learning
behaviors which may not relate well to large, broad-based value types. Therefore, it should not
be a surprise to find that alternative groupings of individual items from the Schwartz Values

Survey would better predict student test score gains.

Discussion of the Results

In this section of chapter five, findings are interpreted, the relationship of this study to
material in chapter two is discussed, recommendations for educators are made, and suggestions

for further research are provided.

Interpretation of Findings

In this section, the findings are interpreted in light of their support or lack of support for

the hypotheses. More specific items of discussion take place concerning the value models that

94



were found to relate to test score gains by subject area. Also discussed are teacher value types as
predictors of student test gains and teacher value item models as predictors of student test score
gains. The value means from the descriptive statistics are used to compare them to the expected
curve derived from educational philosophy.

Support of the Hypothesis

Even though no significant relationships were found between reading test score gains and
teacher-held value types, a significant relationship was found between reading test score gains
and a combination of specific value items. The extent of this relationship is such that a set of
values can account for up to 32% of reading test score gains, thereby discounting the null
hypotheses.

The Relational Teacher Value Type

The model that is discussed in the next paragraph was chosen because it is most likely to
transfer to populations of teachers outside of the sample studied. The author has labeled this
chosen model as Relational Teacher Value Type, taking into account two of the three significant
and most positive value items in the model.

The first three items listed in the chosen model are negatively related to test score gains,
meaning that the lower the teacher rated these items the better the student’s reading scores were.
These three items did not hold a high level of significance within this model. They were
POLITENESS (courtesy, good manners), INNER HARMONY (at peace with myself), and
FAMILY SECURITY (safety for loved ones). One value item in the Relational Teacher Value
Type model was positively related to student reading test score gains but was not found to be
statistically significant within that model. The higher the rating of this value item the higher the

student test scores were. This item was UNITY WITH NATURE (fitting into nature).
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The items that give the Relational Teacher Value Type its name are positively related to
reading test score gains, are statistically significant within the model, and are discussed in the
following paragraphs with value types as headings:

True friendship (close supportive friends). Of all of the teacher-held value items, this is the
most powerful predictor of student reading test score gains. It is believed that this is true for the
following reasons: First, a teacher who highly values true friendship will likely develop a
support network that will allow the teacher ample opportunity for collaboration regarding the
challenges of teaching reading. This is supported by Charlotte Danielson (2007) under her
component 4d, “Participating in a Professional Community” concerning “Relationships with
colleagues” (p. 103).

Second, a teacher that highly values close, supportive friends will be concerned that each
student in the class is also supported by friends as group learning activities are formed. Building
reading support networks is important for mid-level students who tend to be self-conscious and
may be tempted to feel inferior or superior due to their level of reading comprehension.
Marzano, Pickering & Pollock (2001), reporting on research and theory of cooperative learning,
point to five defining characteristics of successful cooperative learning groups. Three of the five
characteristics focus on friendship: “Positive Interdependence,” “Face-to-face promotive
interaction,” and “Interpersonal and small group skills” (pp. 85, 86).

Third, the teacher who highly values true friends will also be concerned with building
supportive, positive, and professional relationships with students. Teachers who build these types
of relationships are trusted by students because they sense that they are safe from unhealthy
relationships between teacher and student and that they are cared for. This type of relationship

frees the child to learn. This is supported by multiple sources: Noddings (2005), McBer (2002),
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Danielson (2007), Lovat & Toomey (2009), and Strahan (2008). Nel Noddings supports this
type of thinking in chapter seven where she discusses caring for the inner circle. McBer
describes the 16™ characteristic of effective teachers: “Understanding Others —the drive and
ability to understand others and why they behave as they do” (p.66). Danielson describes the
“Distinguished” level of teacher interaction with students as “Teacher interaction with students
reflect genuine respect and caring for individuals as well as groups of students. Students appear
to trust the teacher with sensitive information” (p.66). On the list of nine Australian core values
is “Care and Compassion & Care for Self and Others” (Lovat & Toomey, p. xiv). Strahan
indicated that under-performing students gain academic momentum when the teacher uses
discovery talk, delivers help for academic and personal problems and listens as a friend to
students’ personal issues; all characteristics of true friendship.

Sense of belonging (feeling that others care about me). Of all of the teacher-held value
items, this item is the third most powerful predictor of student reading test score gains. It is
believed that this is true for these reasons: First, teachers who have a high priority on feeling
that others care about them will attempt to develop relationships with students where students
care about the teacher (Noddings, 2005). When students care about their teacher, they would
naturally be motivated to learn about what the teacher cares about. This could include the tastes
that the teacher has in selecting reading materials for the student. This would also include a
desire to make attempts at the reading strategies that the teacher would promote. Second,
teachers who place a high value on a sense of belonging would naturally place a high value on
making sure that each student feels that she/he is cared for in the classroom. Students’ sense of

belonging and being cared for creates a climate in the classroom where each student is valued,
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regardless of reading ability. This allows students to gain momentum as they are free to practice
their developing reading skills with confidence (Strahan, 2008).
Further Support of the Hypothesis

Significant negative relationships were found between mathematics test score gains and
two teacher-held value types. The lower the teacher rated these types the higher the students’
test scores, thereby discounting the null hypotheses. A discussion of these teacher value types
and their relationships to student mathematics test score gains follows.

An increase in a teacher’s value rating of Stimulation type values, (defined as a set of goals
centrally motivated by excitement, novelty, and challenges in life [Schwartz, 2006, p. 1])
predicts a decrease in student math score gains. A teacher who is highly motivated by
excitement and novelty will negatively impact student mathematics learning gains for the
following reasons: First, since the focus of mathematics is logical reasoning, it makes sense that
the illogical seeking of thrills by the teacher could become a major distraction for students who
are probably in the midst of struggling to work through difficult equations. Second, the
mathematics teacher who is distracted by what is novel and stimulating may get caught in
sharing stimulating and interesting information with students instead of finding ways to get
students to learn mathematics.

An increase in a teacher’s value rating of Universalism type values (defined as a set of
goals centrally motivated by understanding, appreciation, tolerance, and protection for the
welfare of all people and for nature [Schwartz, 2006, p. 2]) predicts a decrease in student math
score gains. Since mathematics is about logic and the solving of physical problems, it would
make sense that a high sense of need on the part of the teacher to focus on social issues as

implied by Universalism values would tend to distract the teacher, and perhaps the students, from
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productive teaching and learning of mathematical concepts and skills. The teacher’s desire to
focus on the topic at hand communicates to students the importance of what is being taught, and
universalism values have little to do with mathematics.

More Support for the Hypothesis

A significant relationship was found between mathematics test score gains and a
combination of specific value items. The extent of this relationship is such that a set of values
can account for up to 43% of mathematics test score gains, thereby discounting the null
hypotheses.

The Concern for Well-being Teacher Value Type

The model that is discussed in the next paragraph was chosen because it is most likely to
transfer to populations of teachers outside of the sample studied. The author has labeled this
chosen model, Concern for Well-being Teacher Value Type. This label focuses on three of the
four significant and most positive value items within the model.

The first five items listed in the chosen model are negatively related to test score gains,
meaning that the lower the teacher rated these items the better the student’s mathematics scores
were. These five items did not hold a high level of significance within this model. They were
SUCCESSFUL (achieving goals), UNITY WITH NATURE (fitting into nature), EQUALITY
(equal opportunity for all), INNER HARMONY (at peace with myself), and SELF-
DISCIPLINE (self-restraint, resistance to temptation). Two value items in the Well-being
Teacher Value Type model were positively related to student mathematics test score gains,
meaning that the higher the rating of these value items the higher the student test scores were.
These two items were not highly significant within this model. These items were WEALTH

(material possessions, money) and PRESERVING MY PUBLIC IMAGE (protecting my “face”).
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The items that give the Concern for Well-being Teacher Value Type its name are discussed
below:

Healthy (not being sick physically or mentally). 1 propose the following four reasons as to
why an increase in the teacher value HEALTHY predicts a positive increase in students’
mathematics test scores. First, there is a connection between classroom environment and mental
health and student learning as demonstrated by Milkie and Warner (2011). Math teachers who
are concerned for their students’ health would naturally wish to create an environment clear of
causes for mental and physical health issues. Second, teachers who take better care of their own
health will tend not to be absent due to illness. This lack of absenteeism may help avoid the
disruption of the learning process that occurs when a teacher is absent. Ehrenberg, Ehrenberg,
Rees, & Ehrenberg (1989) reported that teacher absenteeism negatively impacts student test
scores. Teacher absence due to illness is particularly important in mathematics where one lesson
builds on one another. Third, teachers that highly value health would also value the health of
their students. A teacher with health as a high priority would be careful to make sure that
students would not miss valuable lessons, forfeiting the learning necessary as one concept builds
upon another in the typical mathematics class. For example Krenitsky-Korn (2011) states that
“students with asthma were absent more frequently,” and “scored lower in mathematics” than
“their peers without asthma” (p. 61). Fourth, teachers of mathematics that highly value the health
of their students, understand that well-rested and healthy student minds are able to think more
logically and clearly in selecting appropriate processes for problem solving. This concern for
mental and physical health can be reflected by Margolis (2005) as he describes the difficulty of

prescribing homework for students who are struggling mentally after a weary day at school (p.
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5). Fifth, health applications integrated into mathematics is related to an increase in student
learning (Shore, Shore, & Boggs, 2004).

Reciprocation of favors (avoidance of indebtedness). Three reasons are given to explain
the possible connection between the teacher value of Reciprocation of Favors and student test
score gains in mathematics. First, effective mathematics teachers are concerned for balancing
the equation of kind acts. These teachers would tend to place a high priority on keeping on top
of relationships that take advantage of another’s kind acts. For example, this value would tend to
make group learning in the mathematics class focus on equitable contributions from all members
of the group, thereby insuring that each group member avoids a sense of dependence or
indebtedness toward another for learning. Marzano, Pickering & Pollock (2001) concur when
talking about group accountability: “Individual and Group Accountability (each of us has to
contribute to the group achieving its goals)” (p. 85). McBer(‘s) (2000) effective teacher
characteristics would support this with the characteristic of “Creating Trust — Being consistent
and fair. Keeping one’s word” (p. 40). McBer also describes a second characteristic that
supports such a conclusion: “Holding People Accountable — The drive and ability to set clear
expectations and parameters and to hold others accountable for their performance” (p. 56). This
is consistent with the Australian National Value of “Fair Go” meaning to “Pursue and protect the
common good where all people are treated fairly for a just society” (Lovat & Toomey, 2009, p.
x1v). Second, this desire to owe no favor to anyone would tend to drive the mathematics teacher
to expect a high return from students for the investment that the teacher makes in each student’s
learning because they “owe” it to the teacher. In turn, the students’ efforts would increase the
teacher’s sense of indebtedness to students and drive the teacher to increase efforts to help

students learn. McBer describes one of the teacher characteristics as having a similar focus:
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“Drive for improvement — Relentless energy for setting and meeting challenging targets, for
pupils and the school” (p. 48). Third, a high sense of the importance of reciprocating favors
would also tend to motivate the mathematics teacher to create a kind classroom environment. In
such a class, where students would be encouraged to respond to each other with acts of kindness,
a pleasant classroom climate is likely. This would be reflected in the Australian Core Value of
“Respect — Treat others with consideration and regard, respect another person’s point of view”
(Lovat & Toomey, 2009 p. xiv). With this type of value driving the teacher, everyone’s sense of
well-being is enhanced.

Self-respect (belief in one’s own worth). The following three reasons are why the teacher-
held value of self-respect predicts an increase in mathematics test score gains: First, teachers that
place a high value on their own worth are not easily damaged by ridicule, insult, or the hyperbole
that upper elementary and mid-level students are capable of delivering. The teacher’s sense of
worth (well-being) is too highly valued to allow it to be damaged. Second, teachers that believe
in themselves, face the classroom and the material that they teach with confidence. McBer
(2000) sites “Confidence, the belief in one’s ability to be effective and to take on challenges™ (p.
38) as one of the characteristics of being an effective teacher. They come at the mathematical
concepts to be taught with the self-respect that demands that they are prepared to demonstrate
concepts in a way that makes sense to each student. Teachers come to class with the confidence
that they can find a way to help each student learn. Third, teachers who highly value self-respect
believe that this is a value worth instilling in students in order to bring about the confidence in
them that they, too, can solve whatever problem they encounter. Math teachers with this value
refuse to believe that their students aren’t worth it. These teachers persist in trying to convince

students to think of themselves as worthwhile. McBer describes this characteristic as “Passion
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for Learning — The drive and ability to support pupils in their learning, and to help them become
confident and independent learners” (p. 60). Without a doubt, a high sense of self-worth gives

each person a sense of well-being.

A Teacher Value Item that Positively Predicts Student Test Score Gains in Both Reading and
Mathematics.

In both the prior reading and mathematics models, the increase in the teacher value rating
of MODERATE (avoiding extremes of feeling and action) positively and significantly accounts
for student test score gains. Two probable reasons for this relationship are as follows: First, in
classrooms full of “tweens” and early teens when hormones begin to wash the brain, mood
swings, and drama are common. A teacher who values the avoidance of these extremes will not
allow these swings to affect their own feelings and actions. This value would enhance the
teacher’s ability to be a stabilizing force in students’ lives. The teacher who highly values
moderation, provides a mature voice in the midst of immaturity. Secondly, the teacher who
values moderation would also be a calming force in the classroom, creating an environment in

which students are free to concentrate on learning.

Different Values for Success in Different Subject Areas

As can be seen from the value items and types presented previously, with the exception of
the value item MODERATE, different teacher values are important for student success in
reading than are important for student success in mathematics. Figures three and four further
illustrate these differences. In figure 5.1, all of the value items in the Relational Teacher Value
Type are placed on the value wheel used in figure 2.1. As can be seen, all of the value items are
on the right half of the wheel which are self-transcendent values and conservation values. These

value items all seem to have something to do with relationships and the conserving of
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relationships. This leads to the affirmation that aspects of teachers’ values about relationships

can positively or negatively impact student reading gains.

Openness to Change Self-Transcendent Values
Values

Self
Direction

Universalism

B=.17 Unity with Nature
B=-.17 Inner Harmony

Benevolence

=.38 True Friendship

B=-18
Politeness Tradition

B=.27 Moderate

Achievement

p=-.16
Family Security
B=.23 Sense of
Belonging

Security

Self
Enhancement
Values

Conservation
Values

Figure 5.1 Reading value items from model 5 on value structure circle from Schwartz (1992) and
Roccas, Sagiv, Schwartz, and Knafo (2002) used by permission from Schwartz, January 2, 2013.

Figure 5.2 uses the specific value items from the Concern for Well-Being Value Type.
Accounting for student test score gains in mathematics are value items and value types from all
areas of the wheel with the exception of the Hedonism and Benevolence segments of the chart.

However, with the exception of the value item of SELF-RESPECT, all positively related teacher
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value items lie in the three adjoining value types of power, security, and tradition. Though the
value item of SELF-RESPECT seems to lie in opposition to these value types, its smallest space
is so close to the center of all of the value type spaces (Schwartz 1992) that it is not used in
scoring value types on the Schwartz Values Survey (see appendix G). This pattern and the
nature of the values items has led the writer to believe that a complimentary set of well-being

values on the part of a mathematics teacher will account for greater student learning gains.

Openness to Self-Transcendent Values
Change
Values Self Universalism
e
. . B=-.17 Inner Harmony
Direction B=-.19 Equality
5 B=-.19 Unity with
=24 Nature
Self Respect*
Benevolence
Conformity
P38l | Tradition
ISCIp me
Achievement 530 p=.24 Moderate
B=-.19 Successful B=.13 Healthy*
Wealth B:-zﬁ
B=.17 Preserving Reciprocates
My Public Image Favors
Security
Power
Self Enhancement Conservation
Values Values

Figure 5.2 Math value items from model one on value structure circle from Schwartz (1992) and
Roccas, Sagiv, Schwartz, and Knafo (2002) used by permission from Schwartz, January 2, 2013.
*Self-Respect and Healthy are so close to dividing lines on the values wheel that they are not
scored to discern value type scores on the SVS.
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This study demonstrates, with the exception of MODERATE, that teacher values are

related to student test score gains differently in mathematics than they are related in reading.

Teacher Values in the Context of Standards Based Education

In the context of standards based education with high stakes tests, teachers’ basic
motivational values play an important role in the ability of students to raise their test scores from
year to year with up to 43% of the rise in students’ mathematics test scores and up to 32% of the
rise in students’ reading test scores being accounted for by teachers’ ratings of specific values on
the Schwartz Values Survey. Unusual in this context is that, according to the descriptive
statistics, the highly rated value types by the teachers in this study are not necessarily the values
that produce the biggest gains. While specific values from within the value types of Power,
Security and Tradition produced the biggest gains in mathematics, Power was given the lowest
rating by teachers in the study. Tradition was also given a below average rating and Security was
given only an average rating. Though specific values from within the value types of
Benevolence, Tradition, and Security produced the biggest gains in reading, both Tradition and
Security are given below average ratings, as the descriptive statistics show. However,
Benevolence is given the highest rating by the teachers in the study and one of its value items,
TRUE FRIENDSHIP, does relate positively to reading score gains. Therefore this study
demonstrates that in the present standards based climate, the most commonly held values of
teachers do not generally agree with the values that produce the biggest gains in reading and
mathematics test scores. This may explain why many teachers are not as successful as desired in

raising their students’ scores to the standards.
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Relationship of the Current Study to Philosophic Viewpoints

In chapter two of this study the writer built an expected curve based on the values
promoted by various active philosophies of education. This expected outcome is now compared
to the findings of the study.
The Average Teacher Response and the Expected Sinusoid Curve

Figure 5.3 compares the average teacher response to each of the Schwartz Value Types
scores with the expected sinusoid curve.
As can be seen from figure 5.3, outside of the value types of Benevolence and Power there is
little agreement between the average ratings of teachers in the study with the values generally
expected by modern philosophers. This indicates that there is limited agreement among the
teachers in the study with the writer’s summary of philosophical viewpoints. However, the
values extracted from the writings of Bestor (1985) (Essentialist) and Hutchins (1964)
(Perennialist) are in more agreement with the mean responses of the subjects (See Appendix B).
This would make sense in an environment that focuses on “essential” standards with
accompanying assessments. In other words, this sample of teachers seems to have bought into
the essentialist/perennialist position. However, the question remains, which philosopher’s

perspective supports test score gains?
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Comparison of Hypothetical Sinusoid Curve with Descriptive Means
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Figure 5.3 Hypothesized sinusoid curve compared with the mean responses of the subjects.

The Regression Results and the Expected Sinusoid Curve

Figure 5.4 compares the value types connected with reading test score gains and the
expected sinusoid curve. A note of caution should be noted with this comparison because none of
the value types had a large enough effect size to be considered statistically significant as a stand
alone variable. Also it should be noted that none of the value type models was considered

statistically significant in the multiple regression in this figure.
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Model One Reading Betas Compared to Expected Sinusoid Curve
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Figure 5.4 Hypothesized sinusoid curve compared to reading betas on value types

Though the first glance at figure 5.4 would seem to show that values of Conformity and
Tradition closely match with the curve and show some hope of approaching the normal curve,
none of the effect sizes are significant and as a result can show no support for any of the
philosophical positions. The value types with the largest positive effect sizes on reading test
score gains are Tradition and Universalism, which most closely align with the views of Hutchins
(See Appendix B). However, none of the rest of the values types can be discerned to support the

values gleaned from Hutchins (1964).
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Figure 5.5 compares the values types connected with mathematics test score gains and the

expected sinusoid curve.

Model One Math Betas Compared to Expected Sinusoid Curve
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Figure 5.5 Hypothesized sinusoid curve compared to math betas on value types.

Within the multiple regressions only the teacher held value types of Stimulation and
Universalism proved to be statistically significant in predicting mathematics test score gains.
The higher both of these teacher value types are, the lower the mathematics test score gains.
None of the philosophers support Stimulation as a desired value type (See Appendix B), and only
Skinner (1948) and Bestor (1984) fail to support Universalism as an important educational value.
Though not statistically significant, Tradition and Self-Direction show some promise as teacher
value types that support mathematics test score gains. Neither Tradition nor Self-Direction are

value types that would be supported by essentialist philosophy (See Appendix B). Therefore,
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with caution, it could be said that none of the present philosophies of education are supported by
this research.
Summary of Findings

The most powerful findings of this study were as follows: First, teacher values can
account for 43% of student test score gains in mathematics and can account for 32% of student
test score gains in reading. Sanders and Horn (1998) claim that teacher effectiveness is the major
factor in student test score gains. This implies that the teacher is responsible for over 50% of
student improvement from one test to another. When taking Sanders and Horn’s claim into
account, this values study shows that teachers’ values are likely the major factor when it comes
to teacher effectiveness in producing reading and mathematics test score gains.

Secondly, teacher value sets for producing test score gains differ from one subject to
another. Teachers’ positive effect on students’ reading test score gains are concerned with a set
of values focused on meaningful relationships. However, with mathematics, teachers’ positive
effect on student gains flow out of a values set concerned with individual well-being.

Lastly, the students’ improvement in both reading and mathematics tests is positively

related to the teacher who highly values the avoidance of extremes in feeling and action.

Suggestions for Additional Research
Since only medium to large effect sizes could be established as statistically significant in
this study, further studies need to be done to more finely tune the connection between value
items and types with student learning. One way to do this would be to run similar studies in
states where a value-added system of teacher effectiveness has been in place for a longer period
of time (such as has been done in Tennessee, Florida, Louisiana, and Dallas, Texas) so that

student test score gains for multiple years of teaching could be used to more accurately identify
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teachers who effectively and consistently raise all students’ test scores. Another way to do this
would be to conduct similar studies with larger sample sizes.

Further research would also be useful in that accurate scoring formulas could be produced
for the Schwartz Value Survey that could become powerful instruments for predicting student
learning gains in the various subject areas. As standards and assessments and cultures change,
new studies may need to be done to update the change in teacher values needed to predict
learning gains.

As a result of this study I would also suggest that qualitative follow-up studies be done
with smaller groups of teachers that have been identified as being highly successful in raising
student test score gains over multiple years (based on value-added results). The purpose of these
studies could be to collect information on what these teachers value, what their beliefs are
concerning students, and what their motivational beliefs are concerning the teaching of their
subject areas.

This study demonstrates that teacher values need more attention concerning their
relationships to student learning. When it comes to teachers’ abilities to impact student learning,

teachers’ personal values constitute a substantial piece of the puzzle that makes great teachers.
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Appendix A - Value Types, Items and Needs

Figure A.1 Alignment of Value Types, Items and Needs

Value Type

Value items from SVS

Motivational Need

Universalism- “Concern
for nature” and the
“welfare of all mankind.”

(p-39)

wisdom, world of beauty,
world at peace, protecting
environment, social justice,
inner harmony, unity with
nature, equality,
broadminded

“Derived from the survival needs of
groups and individuals that become
apparent when people come into
contact with those outside the
extended primary group and become
aware of the scarcity of natural
resources.” (p. 12)

Benevolence-Concern for
“the welfare of people
with whom one is in close
contact.” (p.39)

true friendship,
responsible, meaning in
life, mature love, loyal,
honest, helpful, forgiving,
spiritual life

Derived from the need “for positive
interaction in order to promote the
flourishing of groups and from the
organismic need for affiliation.” (p.
11)

Tradition- Subordination
to abstractions such as
religion and cultural
customs and ideas. (p. 40)

moderate, respect for
tradition, humble, devout,
accepting portion in life,
detachment

Derived from needs to preserve
“symbols of the group’s solidarity,
expressions of its unique worth, and
presumed guarantors of its survival.”

(p. 10)

Conformity-
“Subordination to persons

with whom one is in
frequent interaction.”

(p.40)

politeness, honor parents,
self-discipline, obedient

Derived from the need “that
individuals inhibit inclinations that
might be socially disruptive if
interaction and group functioning are
to run smoothly.” (p. 9)

Security- Concern for
individual and group
security. (p. 41)

healthy, family security,
social order, clean,
reciprocation of favors,
sense of belonging,
national security

Derived from “basic individual and
group requirements” for safety,
harmony and stability. (p. 9)

Power- The gaining of
social esteem in the
“hierarchical organization
of relations in socity.” (p.
40)

preserving public image,
social recognition,
authority, wealth, social
power

Derived from needs for functioning of
social institutions that require status
differentiation, and a transformation
of “the individual needs for
dominance and control.” (p. 9)

Achievement-The gaining
of social esteem in “trying
to demonstrate
competence in everyday
interaction.” (p. 40)*

capable, successful,
ambitious, influential,
intelligent

Derived from a need for “competent
performance if individuals are to
obtain resources for survival and
social interaction and institutional
functioning are to succeed.” (p. 8)

Hedonism-“Pleasure or
sensuous gratification of
oneself.” (p. 8)

pleasure, enjoying life

“Derived from organismic needs and
the pleasure associated with satisfying
them.” (p. 8)
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Stimulation-“Excitement,
novelty, and challenge in
life.” (p. 8)

exciting life, varied life,
daring

Derived from “organismic need for
variety and stimulation in order to
maintain optimal level of activation.’

(-7

b

Self-direction-
“Independent thought and
action—choosing,
creating, exploring.” (p.
5)*

self-respect, choosing own
goals, creativity, curious,
independent, freedom

“Derived from organismic needs for
control and mastery.” (p. 5)

* Important Note: It should be noted that the traditional understanding by many
educators of achievement does not match Schwartz’ description of this value type. (Schwartz,
1992; Schwartz and Bilsky, 1987, 1990).

Figure A-1. Chart of value types with corresponding values and needs. Chart created
from Information found in Schwartz (1992).
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Figure B.1 Philosophers’ Value Types Summary Chart

Appendix B - Philosophers’ Value Types

Value Types ->

= -
: . . S = 3 =
Philosophical Categories Z g g 2 2 £ 2
2 g |2 |¢ 2 | E R Z
5 = g 0 ) g i h= 2 )
S |E | |3 : |8 |5 |8 £
A N T < - %) &) = | @ -)
Essentialism Be Sk Sk Be,Sk S1,Sk Si
Perrenialism H, H, A H |H H
A
Progressivism D,R D, R D, R
Reconstructionism F,Br F, F,Br
Perspectival M, N M, N M, N
Reconstructionism

Key: R=Richardson, Be=Bestor, Si=Sizer, H=Hutchins, A=Adler, D=Dewey, M=Miller,

N=Noddings, Sk=Skinner, F=Freire, Br=Brameld
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Appendix C - McBer’s Teacher

Characteristics and Schwartz Value Types

Figure C.1 Chart of McBer’s Teacher Characteristics and Schwartz Value Types

Schwartz’(1992) Value
Types ->

McBer’s (2000) Effective

Teacher Characteristics g = 3 £
= = ) 2 a 2
= g Z 2 = S g 3 2
2 |2 |8 |& |8 |58 |E |€ |8 |8
S |2 |2 |5 |2 |2 |2 B |B |E
n n am < = %! = O m -

1. Challenge and Support — A X

commitment to do everything

possible for each pupil and to

enable all pupils to be

successful (p. 36)

2. Confidence — The beliefin | X

one’s ability to be effective

and to take on challenges (p.

38)

3. Creating Trust — Being X

consistent and fair. Keeping

one’s word (p. 40)

4. Respect for Others — The X X

underlying belief that
individuals matter and
deserve respect (p. 42)

5. Analytical Thinking — The
ability to think logically,
break things down, and

recognize cause and effect (p.
44)

6. Conceptual Thinking —
The ability to see patterns
and links, even when there is
a lot of detail (p. 46)

7. Drive for Improvement — X X
Relentless energy for setting
and meeting challenging
targets, for pupils and the
school (p. 48)
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8. Information Seeking — A
drive to find out more and get
to the heart of things;
intellectual curiosity. (p. 50)

9. Initiative — The drive to act
now to anticipate and pre-
empt events. (p. 52)

10. Flexibility — The ability
and willingness to adapt to

the needs of a situation and
change tactics. (p. 54)

11. Holding People
Accountable — The drive and
ability to set clear
expectations and parameters
and to hold others
accountable for their
performance (p. 56)

12. Managing Pupils — The
drive and the ability to
provide clear direction to
pupils, and to enthuse and
motivate them (p. 58)

13. Passion for Learning —
The drive and ability to
support pupils in their
learning, and to help them
become confident and
independent learners (p. 60)

14. Impact and Influence —
The ability and the drive to
produce positive outcomes by
impressing and influencing
others (p. 62)

15. Teamworking — The
ability to work with others to
achieve shared goals (p. 64)

16. Understanding Others —
The drive and ability to
understand others, and why
they behave as they do (p.
66)

Totals:
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Appendix D - Australian Core Values and

Schwartz Value Types

Figure D.1 Australian Nine Core Values with Corresponding Schwartz Value Types

Australian National | Description of Value Corresponding
Value (Lovat & Toomey, 2009, pp. xiv, XV) Schwartz(1992)
(Lovat & Toomey, Motivational Value
2009, pp. xiv, XV) Type(s)

Care and

Care for self and others

Benevolence and Self-

Compassion Direction

Doing your Best Seek to accomplish something worthy and | Achievement
admirable, try hard, pursue excellence

Fair Go Pursue and protect the common good Universalism
where all people are treated fairly for a
just society

Freedom Enjoy all the right and privileges of Universalism and Self-
Australian citizenship free from Direction
unnecessary interference or control, and
stand up for the rights of others

Honesty and Be honest, sincere and seek the truth Benevolence

Trustworthiness

Integrity Act in accordance with principles of moral | Benevolence and
and ethical conduct, ensure consistency Universalism
between words and deeds

Respect Treat others with consideration and regard, | Benevolence and
respect another person’s point of view Universalism

Responsibility Be accountable for one’s own actions, Benevolence and
resolve differences in constructive, non- Universalism
violent and peaceful ways, contribute to
society and to civic life, take care of the
environment

Understanding, Be aware of others and their cultures, Benevolence and

Tolerance and accept diversity within a democratic Universalism

Inclusion society, being included and including

others
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Figure E.1 Scaling Chart for Kansas Reading Assessments

Appendix E - Reading Assessment Scaling

GD Academic Warning

3 0 1 2 3 4 5 6 7 8 9 10 [ 11 | 12 13 | 14 145115 | 16 17 [ 18 | 19 20 | 21 |22 |23 |24 |25 |26 |27 28
4 0 1 2 3 4 5 6 7 8 9 10 | 11 | 12 13 |14 15 16 | 17 18 [ 19 | 20 21 |22 |23 124 125 |26 |27 |28 29
5 0 1 2 3 4 5 6 7 8 9 10 | 11 |12 13 | 14 15 16 | 17 18 | 19 | 20 21 |22 |23 [ 24 |25 |26 |27 |28 29
6 0 1 2 3 4 5 5516 7 8 9 10 | 11 12 |13 14 15 [ 15516 | 17 | 18 19 [ 20 |21 |22 |23 |24 |25 | 255 |26
7 0 1 2 3 4 5 6 7 8 9 10 | 11 12 | 12.5] 13 14 15 116 | 17 18 [ 19 |20 |21 |22 |23 |24 25
8 0 1 2 3 4 5 6 7 8 9 10 | 11 12 13 14 15 116 | 17 18 [ 19 120 |21 |22 |23 |24 25
GD Academic Warning

3 29 130 |31 |32 |33 |34 |35 3637 ]38 39 140 | 405 |41 | 42 43 44 | 45 46 | 47 | 48 49 |50 | 51 |52 |53 |54

4 30 |31 [ 32 |33 |34 |35 |36 |37 |38 |39 40 | 41 | 42 43 | 44 45 46 | 47 48 149 | 50 51 |52 |53 |54 | 55 | 56

5 30 |31 [ 32 [ 33 |34 |35 |36 |37 |38 |39 40 | 41 | 42 43 | 44 45 46 | 47 48 149 | 50 51 |52 |53 |54 |55 | 56

6 27 128 |29 |30 |31 |32 |33 |34 |35[355][36 |37 ]38 39 |40 41 42 143 44 145 | 455 |46 | 47 | 48 | 49 | 50 | 51

7 26 |27 |28 |29 |30 |31 |32 |33 ]34 35 136 | 365 |37 | 38 39 40 | 41 42 143 44 145 146 | 47 | 48 | 49

8 26 |27 |28 |29 |30 |31 |32 33 ]34 35 136 37 | 38 39 40 | 41 42 143 44 145 146 |47 | 48 | 49

GD Approaches Standard Meets Standard

3 55 |56 |57 |58 |59 |60 [ 61 62 | 63 |64 | 65 |66 | 67 | 68 | 69 70 |71 |72 | 73 74 |75 |76 77 178 | 79

4 57 | 58 |59 |60 |61 62 63 | 64 | 65 |66 |67 |68 | 69 | 70 71 [ 72 |73 |74 75 176 | 77 78 |79 | 80

5 57 | 58 |59 |60 |61 62 63 |64 |65 |66 |67 |68 |69 |70 | 705 |71 [ 72 |73 | 735174 |75 |76 | 765 |77 |78 |79

6 52 |53 |54 |55 |56 |57 | 575 58 |59 |60 |61 |62 [ 63 | 64 | 65 | 66 | 67 68 | 69 | 70 | 71 72 |73 |74 |75 76 | 77 | 78

7 50 |51 |52 |53 |54 |55 56 57 |58 |59 |60 | 61 [ 62 |63 |64 | 65 | 66 67 | 68 |69 | 69570 |71 [ 72 |73 74 |75 |76

8 50 [ 51 |52 [53 [54 |55 [56 [57 [58 59 [60 |61 [62 63 [64 |65 |66 |67 68 |69 | 70 | 71 72 |73 |74 |75 76 | 77 | 78

GD Exceeds Standard Exemplary

3 80 81 82 83 84 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100

4 81 82 83 84 84.5 85 86 87 88 89 90 91 92 93 94 94.5 95 96 97 98 99 100

5 80 81 82 83 83.5 84 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100

6 79 80 81 82 83 84 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100

7 77 78 79 80 81 82 83 84 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100

8 79 80 81 82 83 84 85 86 87 88 89 90 91 91.5 | 92 93 94 95 96 97 97.5 | 98 99 100
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Appendix F - Mathematics Assessment Scaling

Figure F.1 Scaling Chart for Kansas Mathematics Assessment

GD Academic Warning
3 0|1 ]21]3 4 5 6 7 | 819 10|11 ] 12 | 13|14 | 15 [16] 17 |18 |19 | 20 21 22 | 23| 24 25 26 |27 | 28 |29
4 0|1 ]2]3 4 5 6 |65 7|8 9 10| 11 |12 [13] 14 [15] 16 [ 17 18] 19 [195]| 20 |21 | 22 23 24 | 25| 26 |27
5 01213 4 5 6 7 | 8 9 |10 11 |12 ]13 | 14 [ 15] 16 |17 | 18| 19 20 | 21| 22 23 24 | 25| 26 |27
6 01213 4 5 6 7 1 8 9 [ 10| 11 [ 12|13 ] 14 [ 15] 16 |17 | 18] 19 20 | 21| 22 23 24 | 25| 26 | 26
7 0[] 1 ]2 3 4 5 6 | 7 175]8 9 1011|115 )12 13 [14]|15] 16 165 | 17 | 18 19 20 | 21 [ 215 | 22
8 0|1 ]2 3 4 5 6 |7 8 9 10 | 11 12 13 |14 |15] 16 17] 18 J19]20 21 22 |23
GD Academic Warning
3 [30 31 [32(33] 34 |35] 36 [ 37 |38 (3940 [41 | 42 |43 44| 45 [46| 47 [ 48149 | 50 51 52 [ 53| 54 55 56 | 57
4 |28 1293031 | 32 [33]335)|34 353637 38| 39 |40 |41 | 42 |43 | 44 [ 45|46 |465 | 47 48 |49 | 50 51 52|53
5 [28]29(30|31] 32 |33 34 135036 |37 [ 38] 39 |40 41| 42 |43 | 44 | 45|46 47 48 |49 | 50 51 52 | 53
6 |27 28[29 30| 31 |32 33 13413536 [37] 38 |39]|40| 41 |42 ] 43 |44 |45 46 47 |48 | 49 50 51 |52
7 2324252626527 27 [ 28 |29 (30 |31 |31.5(32]33] 34 |35]|355]|36]37 38 39 |40 | 40.5 41 42 | 43
8 [24 25|26 27 28 28 {29 |30 | 31 | 32 33134 ] 35 |36 37 | 38 39 40 | 41 42 43 | 44
GD Approaches Standard | Meets Standard
3 |58]59 | 60 61 | 62| 63 | 64 | 66 | 67 68 |69 |70 | 71| 72|73 7475 |76 | 77|78 |79 | 80 81 | 82| 83| 84
65
4 | 5455 56 | 57| 58 |59 | 60 61 | 62 |63 6465|6667 6869|7071 727374757677 78 179
5 | 54]55]555 56 | 57 58 | 59 59.5 160 | 61 | 62 |63 |64 |65]|66]| 67| 68|69 70 |71 |72 |73 | 74175176 | 77
6 |53 ]54 | 55 | 5555657 58 159|595 60 |61 | 62|63 6465|6667 |68]|69]70 71172 |73 |74 |75 176 | 77 | 78
7 144 145| 46 47 |48 149 149550 |51 | 52 53 | 54 | 55|56 |57 |58 |59]60]61]|62]063 63 |64 | 65|66 |67 |68 |69 70
8 [ 45|46 | 47 48 |49 |50 | 51 |52 (53] 54 55 |56 |57 |58 ]59 60|61 )62]63]|64]65 65166 |67 | 68169707172
GD Exceeds Standard Exemplary
3 [ 85|86 | 87 88 89 90 [ 91 | 92 | 93 94 | 95 96 97 98 | 99 100
4 |80 | 81| 82 83 84 85 86 | 87 | 88 | &9 90 [ 91 [ 92 |93 | 94 95 196 [ 97 | 98 | 99 100
5 |78 179 ] 80 81 | 82 83 | 84 85 | 86 | 87 | 88 89 190 |91 92|93 94 95 196 [ 97 | 98 | 99 100
6 | 79|80 | 81 82 | 83 | 84 | 85 | 86 87 | 88 | 89 | 90 91 | 92 93 | %4 95 96 | 97 98 | 99 100
7 |70 72 |73 [ 74 |75 76 |77 | 78 | 79 | 80 | 81 | 82 | 83 | 84 | 85 [ 8 | 87 | 88 | 89 [ 90 | 91 | 92 [ 93 |94 |95 |96 |97 |98 |99 | 100
8 |73 [ 7475176 |77 |78 |79 | 80 | 81 | 82 | 83 | 84 | 85 | 8 | 87 | 88 | 89 90 1 91 [ 92 {93 194 |95 |96 97 198 [ 99 | 100
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Appendix G - Schwartz Values Survey

VALUE SURVEY

In this questionnaire you are to ask yourself; “What values are important to ME as guiding
principles in MY life, and what values are less important to me?” There are two lists of values
on the following pages. These values come from different cultures. In the parentheses following
each value is an explanation that may help you to understand its meaning.

Your tsk is to rate how important each value is for you as a guiding principle in your life. Use
the rating scale below:

0—means the value is not at all important, it is not relevant as a guiding principal for you.
3—means the value is important
6—means the value is very important

The higher the number (0,1,2,3,4,5,6), the more important the value is as a guiding principle in
YOUR life.

-1 is for rating any values opposed to the principles that guide you.
7 is for rating a value of supreme importance as a guiding principle in your life; ordinarily there
are no

more than two such values.

In the space before each value, write the number (-1, 0, 1, 2, 3, 4, 5, 6, 7) that indicates the

importance of that value for you, personally. Try to distinguish as much as possible between the
values by using all the numbers. You will, of course, need to use numbers more than once.

AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of

tomy  not very supreme

values  important important important  importance
-1 0 1 2 3 4 5 6 7

Before you begin, read the values in List 1, choose the one that is most important to you and rate
its importance. Next choose the value that is most opposed to your values and rat it -1. If there
is no such value, choose the value least important to you and rate it 0 or 1, according to its
importance. Then rate the rest of the values in List 1.

VALUES LIST I
1 EQUALITY (equal opportunity for all)
2 INNER HARMONY (at peace with myself)

3 SOCIAL POWER (control over others, dominance)
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AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of

to my not very supreme

values  important important important  importance
-1 0 1 2 3 4 5 6 7

4  PLEASURE (gratification of desires)

5  FREEDOM (freedom of action and thought)

6 A SPIRITUAL LIFE (emphasis on spiritual not material matters)
7 SENSE OF BELONGING (feeling that others care about me)

8 SOCIAL ORDER (stability in society)

9 AN EXCITING LIFE (stimulating experiences)

10 MEANING IN LIFE (a purpose in life)

11 POLITENESS (courtesy, good manners)

12 WEALTH (material possessions, money)

13 NATIONAL SECURITY (protection of my nation from enemies)
14 SELF RESPECT (belief in one’s own worth)

15 RECIPROCATION OF FAVORS (avoidance of indebtedness)

16  CREATIVITY (uniqueness, imagination)

17 A WORLD AT PEACE (free of war and conflict)

18 RESPECT FOR TRADITION (preservation of time-honored customs)
19  MATURE LOVE (deep emotional & spiritual intimacy)

20 SELF-DISCIPLINE (self-restraint, resistance to temptation)

21 PRIVACY (the right to have a private sphere)

22 FAMILY SECURITY (safety for loved ones)
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AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of

to my not very supreme

values  important important important  importance
-1 0 1 2 3 4 5 6 7

23 SOCIAL RECOGNITION (respect, approval by others)
24 UNITY WITH NATURE (fitting into nature)
25 A VARIED LIFE (filled with challenge, novelty and change)
26 WISDOM (a mature understanding of life)
27 AUTHORITY (the right to lead or command)
28  TRUE FRIENDSHIP (close, supportive friends)
29 A WORLD OF BEAUTY (beauty of nature and the arts)
30 SOCIAL JUSTICE (correcting injustice, care for the weak)
* * * * *
VALUES LIST I
Now rate how important each of the following values is for you as a guiding principle in YOUR

life. These values are phrased as ways of acting and may be more or less important for you.
Once again, try to distinguish as much as possible between the values by using all the numbers.

Before you begin, read the values in List II, choose the one that is most important to you and rate
its importance. Next choose the value that is most opposed to your values, or—if there is no
such value—choose the value least important to you, rate it -1, 0, or 1, according to its
importance. Then rate the rest of the values.

AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of
to my not very supreme
values  important important important  importance
-1 0 1 2 3 4 5 6 7
31 INDEPENDENT (self-reliant, self-sufficient)

32 MODERATE (avoiding extremes of feeling & action)
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AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of

to my not very supreme

values important important important  importance
-1 0 1 2 3 4 5 6 7

33 LOYAL (faithful to my friends, group)

34  AMBITIOUS (hard-working, aspiring)

35 BROADMINDED (tolerant of different ideas and beliefs)
36 HUMBLE (modest, self-effacing)

37 DARING (seeking adventure, risk)

38  PROTECTING THE ENVIRONMENT (preserving nature)

39  INFLUENTIAL (having an impact on people and events)

40  HONORING OF PARENTS AND ELDERS (showing respect)
41  CHOOSING OWN GOALS (selecting own purposes)

42  HEALTHY (not being sick physically or mentally)

43  CAPABLE (competent, effective, efficient)

44  ACCEPTING MY PORTION IN LIFE (submitting to life’s circumstances)
45  HONEST (genuine, sincere)

46 PRESERVING MY PUBLIC IMAGE (protecting my “face”)
47 OBEDIENT (dutiful, meeting obligations)

48  INTELLIGENT (logical, thinking)

49  HELPFUL (working for the welfare of others)

50  ENJOYING LIFE (enjoying food, sex, leisure, etc.)

51  DEVOUT (holding to religious faith & belief)

141



AS A GUIDING PRINCIPLE IN MY LIFE, this value is:

opposed of
to my not very supreme
values  important important important  importance
-1 0 1 2 3 4 5 6 7

52 RESPONSIBLE (dependable, reliable)

53 CURIOUS (interested in everything, exploring)

54 FORGIVING (willing to pardon others)

55 SUCCESSFUL (achieving goals)

56 CLEAN (neat, tidy)

57 SELF-INDULGENT (doing pleasant things)
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Keying of SVS Ten Individual Level Value Scales

Value SVS items
Conformity 11,10,40,47
Tradition 18,32,36,44,51
Benevolence 33,45,49,52,54
Universalism 1,17,24,26,29,30,35,38
Self-Direction 5,16,31,41,53
Stimulation 9,25,37
Hedonism 4,50,57
Achievement 34,39,43,55
Power 3,12,27,46
Security 8,13,15,22,56

The score of each value is the mean of the ratings given to the items listed above
for that value. Note, however, that for most purposes it is necessary to make a
correction for individual differences in use of the response scale. The next page
provides instructions for making the correction. Failure to make the necessary
scale use correction typically leads to mistaken conclusions!

Scale Use Correction for the 56 or 57 item SVS

Individual and cultural groups differ in their use of the response scale." When treating value
priorities either as independent or as dependent variables, it is necessary to correct for scale use.
In such analyses, scale use differences often distort findings and lead to incorrect conclusions."
Follow the appropriate instructions below to correct for scale use.

1. For correlation analyses:

A. Compute each individual’s total score on all value items and divide by the total number
of items (56 or 57). Icall this the MRAT.

B1. Center scores of each of the items for an individual around that individual’s MRAT.
Then compute scores for the 10 values by taking the means of the centered items. Use these
centered value scores in correlations.
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B2. Alternatively, use the raw scores for the 10 values, but use partial correlation to
correlate them with other variables, partialing out their relations to MRAT (i.e., us MRAT as a
covariate).

The two alternative methods yield virtually identical results.

2. For group mean comparisons, analysis of variance or of covariance (t-tests, ANOVA,
MANOVA, ANCOVA, MANCOVA):

A. Compute MRAT as in 1A above

B1. Center score for each item and compute 10 value scores as in 1B1. Then use these
centered scores in the analyses.

B2. Alternatively, use raw scores and include MRAT as a covariate (i.e. a control at the
individual level) in all analyses.

The two alternative methods yield virtually identical results.

3. For regression:
A. Compute MRAT as in 1A above.

B. Center scores of all items and compute 10 value scores as in 1BI1.

C. Enter up to 8 centered values as predictors in the regression.

1. If all 10 values are included, the regression weights for the values will be
inaccurate and uninterpretable.

2. Choose the values to exclude as predictors a priori on theoretical grounds
because they are irrelevant to the topic.

D. Alternatively, use raw value scores as predictors, but be sure to include at least 3 values

and no more than 8 as predictors [Do not use MRAT in this case]

E. If you are interested only in the total variance accounted for by values, you may include
all 10 as predictors in either method (do not interpret the coefficients obtained this
way!).

If the value is your dependent variable, use the centered value score.

. In publications, I strongly advise providing a table with the correlations between the
values and the dependent variables in addition to any regression. Use correlations
following 1B1 or 1B2, above. These correlations will aid in understanding results and
reduce confusion due either to multicolinearity or intercorrelations among the values.

o™

4. For multidimensional scaling, canonical, discriminant, or confirmatory factor analyses:
Use raw value scores for the items or 10 value means.

Footnotes

1. Schwartz, et al., (1997) examine meanings of such scale use as an individual difference
variable. Smith (2004) discusses correlates of scale use differences at the level of cultures.

2. Individual differences in the mean of the 21 values are largely a scale use bias. This assertion
is grounded both in theory and empirically.

A first theoretical ground is the assumption that, across the full range of value contents,
everyone views values as approximately equally important. Some attribute more importance to
one value, others to another. But, on average, values as a whole are of equal importance. This
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assumption is dependent on the further assumption that the value instrument covers all of the
major types of values to which people attribute importance. Empirical evident to support this
assumption appears in Schwartz 1992, 2004. To the extent that individuals attribute the same
average importance to the full set of values, there mean score (MRAT) should be the same.
Differences in individual MRATS therefore reflect scale use and not value substance. Of course,
differences in MRAT may reflect some substance, but the empirical analyses suggest that
substance is a much smaller component of MRAT than scale use bias is (Schwartz, et al., 1997).

The second theoretical ground is that values are of interest because they form a system of
priorities that guide, influence, and are influenced by thought, feeling and action. Values do not
function in isolation from one another but as systems. For example, a decision to vote for one or
another party is influenced by the perceived consequences of that vote for the attainment or
frustration of multiple values—promoting equality or freedom of expression versus social power
or tradition. It is the trade-off among the relevant values that affects the vote. Consequently,
what is really of interest are the priorities among the values that form an individual’s value
system. Correcting for scale use with MRAT converts absolute value scores into scores that
indicate the relative importance of each value in the value system, i.e., the individual’s value
priorities.

The empirical basis for viewing differences in MRAT as bias is the findings of many
analyses (50 or so, at least) that related value priorities to other variables—attitudes, behavior,
background. The associations obtained (mean differences, correlations) when using scores
corrected for MRAT are consistently more supportive of hypotheses based on theorizing about
how values should relate to these other variables than the associations with raw scores. Indeed,
with raw scores associations sometimes reverse. In no case have raw score associations made
better sense than those corrected for MRAT.

3. A more refined way to measure MRAT is possible. Separate MRATSs may be calculated for
each of the ten values. For this purpose, the average response on all items other than those that
index a value is computed as the MRAT for each value. Scores on the items that index each of
the 10 values are then centered around their own MRAT. Alternatively, the particular MRAT for
each value is used as the covariate when correlating that value with other variables. Studies
indicate that using this more refined method with the SVS makes virtually no difference.
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Appendix H - Cover Letter to

Administrators

May 7, 2011

Dear Mrs.

I am David Loewen, a professor of education at Tabor College, currently enrolled at Kansas
State University as a doctoral candidate in Curriculum and Instruction. In my years of preparing
young women and men to become teachers, I have often wondered about identifiable qualities
that really super teachers have. What is it that sets them apart from the rest of the teaching field?
Could these qualities be instilled in young men and women before they begin teaching? This
letter is asking for your cooperation with research that seeks to place one more piece into that
teaching puzzle.

Of the 1,041 Kansas public middle schools and grade schools, yours was one of 200 that were
randomly selected for participation in this project. 150 to 200 Kansas teachers and the KSDE
Education Research and Evaluation team will be providing data to determine if a relationship
exists between student test score gains and 10 different value types. KSDE will be providing test
score data from the 2010 and 2011 state assessments of reading and math. Teachers that choose
to participate will need to spend about 30 minutes filling out a values survey. The teachers will
be provided with a postage paid envelope for returning the survey.

If relationships are discovered, this research could prove to be useful to teacher education
programs in knowing which values are important to emphasize and which are not. The results
may also prove to be useful for current educators as they reflect on their own personal values and
how those values may be impacting student learning.

Upon completion of the study in the Spring of 2012, you and your participating teachers will
receive a summary of the research results. The summary will not identify any specific districts,
buildings, administrators or teachers. At this time the teachers will also receive the results of
their individual value type scores from the values survey, shred only with the teacher. This will
allow them to be some of the first teachers to reflect on research based information about their
own values and how this may be impacting their students’ learning.

At your first convenience, please fill out the enclosed form with the names and email addresses
of all of the eligible teachers in your building. Teachers that you list need to be educators of
reading and/or math, in the following grades: 4th, Sth, 6th, 7th, 8" After completing the form,
simply insert it in the enclosed postage paid envelope and drop it in the mail.

I have also enclosed my business card. If you have any questions feel free to contact me.
Thanks for your help.

Sincerely,

David Loewen
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P.S. The enclosed coupons are yours as a token of my appreciation. Use them to brighten
someone’s day!
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Appendix I - Cover Letter to Teachers

Date

Title. 1* Name Last Name
School Name

Address 1

Address 2

Address 3

Dear Title. Last Name,

I am David Loewen, a professor of education at Tabor College, currently enrolled at Kansas
State University as a doctoral candidate in Curriculum and Instruction and working on
dissertation research. Recently your building administrator submitted your name as a possible
participant in this research.

By completing the enclosed values survey you will be one of 150 to 200 Kansas teachers
advancing research that could determine if a relationship exists between teacher values and
student learning gains. Learning gains will be calculated by comparing the 2010 scores with the
2011 scores on the state math and reading assessments. I have arranged with the KSDE
Education Research and Evaluation Team to provide this assessment information.

This research could prove to be invaluable to teacher education programs and as an item of
reflection for teacher improvement. You will receive your value type results from the values
inventory and a brief summary of the research results in the Spring of 2012. You will be one of
the first to get the results of the research and benefit by being able to reflect on your own values
and their relationships to your students’ learning.

If you choose to participate, read, sign and date the enclosed consent form and fill out the
enclosed survey at your first convenience. Read and follow the survey directions carefully and
respond to all of the items. Doing this will increase the reliability of the research results. The
survey should take about 30 minutes to complete. Upon completion, place your survey and the
consent form in the enclosed envelope and drop it in the mail.

Participation is voluntary and you may withdraw at any time without any consequences. Please
be assured that the identity of survey participants, such as names and other identifiers, will be
kept confidential. Individual results of this research will be made available only to you. For the
publication of findings of this research, results will be aggregated in a way that individuals will
not be identifiable. Responses to this survey will be maintained on secure computers in locked
offices.

My business card has been enclosed. If you have any questions, please contact me. I genuinely
appreciate your willingness to participate!

Sincerely,
David Loewen
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P.S. The enclosed coupons are yours as a token of my appreciation. Use them to brighten
someone’s day!
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Appendix J - Brad Neuenswander Letter to

Administrators

Dear School Administrator,

Late in the 2010-2011 school year one or more of the teachers from your building/district chose
to participate in a study being conducted by David Loewen for his doctoral dissertation at Kansas
State University. Your teacher(s) completed a values survey and returned it to the researcher.
Mr. Loewen then submitted your teacher(s) names and identification numbers to the KSDE data
management team. However, it was discovered that efforts to match teacher identifications with
2010-2011 student test scores provided less than acceptable results that were not up to KSDE
standards.

It is KSDE’s desire to provide high quality data and information for valuable research. Mr.
Loewen’s research seeks a correlation between student test score gains and their teacher’s values,
and I believe that it could prove to be invaluable to teacher education programs in Kansas as they
seek to teach research based dispositions in teacher education coursework. I also believe that
this research has the potential to provide powerful information to individual teachers as they
reflect on how their own values may be influencing student learning.

Mr. Loewen’s research is being done in coordination with KSDE, therefore I strongly urge your
support in producing quality data for this researcher by providing class lists. The attached
teacher(s) from the 2010-2011 school year are participating in this study and taught Mathematics
and/or Reading in your district/building. KSDE’s data management team needs class lists from
that year which include all of the students to whom these teachers were responsible for Math
and/or Reading instruction.

I desire your cooperation with KSDE in this effort by having an administrative assistant fill in
the names and/or student test code ID numbers by downloading the tables on the next page,
filling them out and returning them to mwallis@ksde.org . Should your response delay more
than two weeks this letter will be followed up with a telephone contact.

I deeply appreciate your efforts to provide a quality educational experience for Kansas children.

Sincerely,
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Brad Neuenswander,
Deputy Commissioner of Education
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Appendix K - Permission to Use Schwartz’s

Materials

Figure K.1 Email Permission to Use Schwartz Values Survey

Tabor College Mail - Penmission o use the SVS for Dissertation Research  hups:/iail.google.com/mail/?ui=2&ik=9d 1e2bdd3 7 & view=pt&q=m...

§;"'].‘Eil) 0 I David Loewen <davidi@tabor.edu>

Permission to use the SVS for Dissertation Research
5 messages

David Loewen <davidl@tabor.edu> Wed, Jan 19, 2011 at 2:33 PM
To: msshasch@mscc.huji.ac.il

Dr. Schwartz,

| have obtained a copy of the Schwartz Value Survey. | am looking at doing a correlational study that seeks a
relationship between teacher values and student test score gains. | will be trying to get a sample of 150-200
teachers to take the SVS. What do | need to do in order to gain permission for its use?

My research is being conducted through the Kansas State University College of Education.

| am a doctoral student at Kansas State and on faculty at Tabor College in Hillsboro, KS.

David Loewen

Assistant Professor of Education
Tabor College

Shalom Schwartz <msshasch@mscc.huji.ac.il> Wed, Jan 19, 2011 at 4:12 PM
To: David Loewen <davidl @tabor.edu>

You have my permission. Just to be sure, | attach a copy and instructions that you should
follow.

Shalom
[Quoted text hidden]

2 attachments

(o)) Scoring&ScalingSVS57 Ind.doc
49K

_@ SVS57ENG..doc
56K

David Loewen <davidl @ tabor.edu> Wed, Jan 19, 2011 at 11:03 PM
To: Aaron Carlstrom <acarlstr @k-state.edu>, Michael Perl <perl@ksu.edu>

Drs. Perl and Carlstrom,
I just thought that you might want to see Dr. Schwartz' responsel
Dave

[Quoted text hidden]

1of2 2/5/2013 11:50 AM
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Figure K.2 Email Permission to Use Figure 2.1

Tabor College Mail - Request to use altached figure in Dissertation https://mail.google.com/mail/?ui=2&ik=9d 1e2bdd37& view=pi&cat=...

“-
'l Ta_b Or David Loewen <davidl@tabor.edu>

Request to use attached figure in Dissertation
2 messages

David Loewen <davidl @tabor.edu> Sat, Dec 29, 2012 at 8:30 AM
To: Shalom Schwartz <msshasch @ mscc.huji.ac.il>

Dr. Schwartz,

I want to thank you for allowing me to use the SVS as an instrument in my dissertation seeking to discover the
relationship between teacher values and student test score gains. | am in the process of making final revisions
in the disssertation and would like your permission to use the attached figure to explain the relationships
between value types.

David Loewen
Doctoral Candidate in Curriculum and Instruction
at Kansas State University

i Schwartz Value Circle.doc
= 27K

shalom schwartz <msshasch @mscc.huji.ac.il> Wed, Jan 2, 2013 at 10:56 AM
To: David Loewen <davidl @ tabor.edu>

You are welcome to use the figure with appropriate citation to where you found
it. Do let me know what you learned in your research.

Shalom

Professor Shalom H. Schwartz

Department of Psychology

The Hebrew University of Jerusalem

& The Higher School of Economics, Moscow
msshasch @mscc.huji.ac.il
shalom.schwartz @ huji.ac.il

[Quated text hidden)

----- — End of Original Message ---—---

lofl 2/5/2013 11:49 AM
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