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THESIS ABSTRACT 

T I T L E : Value Change in Adolescents: School Effectiveness in the Affective Domain 
BY: George Murray Durance 

Factors contributing to school effectiveness in the affective domain have been 

largely ignored in recent research in spite of a transnational concern about value 

disorientation. This thesis explores the influence a secondary school has on adolescent 

value formation. Current theories on "effective schooling" and "valuing" provide a 

framework for the research. 

Following an introduction to the issue of values in schools, the thesis reviews the 

literature on "values", "effective schools", and "school climate" before proceeding to a 

description of a two site, longitudinal study. The creation of a value change-effective 

schools (VCES) model enabled local school issues to be analysed in conjunction with an 

overarching theory and principles which are relevant to a broad educational community. 

The four complementary surveys of parents, students and staff included a wide range of 

items which address frequently voiced methodological criticisms of the "effective schools" 

approach. Subsequent chapters summarise and discuss the findings of the surveys and 

place them in the context of current research. 

The thesis demonstrates that a school has a significant, unique role to play in 

adolescent value formation. Value change did not emerge as a cause and effect 

phenomenon, but as a complex interaction of change agents operating within the terms of 

the value change-effective schools model. Programmes and strategies, which have 

meaning at the local level, can be developed for the affective domain based on insights 

provided by the model. The factors associated with effectiveness were determined and 

defined primarily by the local schools. They crossed over domains from the cognitive to 

the affective, coalescing to form an effective learning environment. 
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PART ONE: INTRODUCTION 

CHAPTER ONE: Societal expectation and values in schools 

Teaching values in schools today is a contentious issue. At the heart of current 

calls for educational reform in the affective domain is the hope that educational 

systems will provide a values foundation which will enable students to make wise 

decisions and to behave in responsible and effective ways. This hope assumes that the 

outward expression of life is a reflection of an interior value system which orientates 

diverse elements of personality. As George Pugh (1977) put it, values are the 

"connectors" of life, the fundamental driving force in history, and the "guiding criteria 

for all personal decisions," and, as such, they deserve a central place in the educational 

process. Some critics, particularly those with a moral inclination, feel that societies 

which fail to transmit values experience decline and that character formation, the 

essence of values education, is the critical element in the survival and development of a 

society (e.g., Ryan and Lickona 1987). 

It is not difficult to see how the current concern for the role of values in 

education gained ascendancy in the minds of many parents and politicians. Information 

technology has widely disseminated the view that society is in trouble. Few adults, or 

even students, are unaware that a "crisis" is thought to be imminent. This, coupled 

with the fact that social scientists are establishing an increasingly accurate picture of 

social moods and views, leaves one with the impression that Western civilisation is 

experiencing a disastrous values disintegration (Bennett 1992; Barrow 1995). 

The worse the problem is perceived to be, the more urgent are the demands 

that schools fiilfil their cultural mandate, that is, that they graduate students who are 

prepared for participatory citizenship in a democratic society which requires both 

affective and effective skills (cf, Jones 1985). Cognitive training, with its emphasis on 



objectivity, efficiency, and specialisation, requires an affective balance with its 

emphasis on the subjective and personal. 

1.1 Facets of a perceived dichotomy: an historic perspective 

Interest in values education and character formation is not a uniquely modem 

phenomenon. A review of past educational theory and practice reveals that concern 

for the values children acquire in the educational process is "an enduring adult 

preoccupation" (Ryan and Lickona 1987). 

The Greeks, represented by philosophers such as Aristotle and Plato, held that 

the goal of education was the development of both intellectual and moral capacities 

(Grant 1981; Ryan 1985). Indeed, they held that education was primarily a moral 

activity rather than an intellectual one. 

Latin culture subsumed the Greek and in the process adopted the concept of a 

dualistic function for education with the values orientation holding primacy: 

The man who can really play his part as a citizen and is capable of 
meeting the demands both of public and private business, the man who can 
guide a state by his counsels, give it a firm basis by his legislation and purge its 
vices by his decisions as a judge, is assuredly no other than the orator of our 
quest (Quintilian, De institutio oratorio). 

Adoption of this objective in the Renaissance brought the humanist movement 

into conflict with its academic rival, late medieval scholasticism. Should the 

educational "system" strive to produce people of knowledge or people virtuous in 

deed? The contrasting emphases, which have their modem parallels in the debate 

between those who advocate holistic education in contrast to primarily cognitive 

training, had caused tension centuries earlier both in Athens, as is evident in the 

debates between the Sophists, Socrates and Isocartes, and in Rome, as is indicated by 

the dialogue between Crassus and Antonius in Cicero's De oratore (Seigel 1968). 

Theoretically the rhetorical (humanistic) ratio and the philosophical (scholastic) ratio 

were incompatible traditions in spite of the efforts to unite the two (McNally 1969,70). 

Today there is a danger the differing orientations could once again be constmed as 

incompatible. 



Scholasticism (cognitive emphasis with an obscuring of affective concerns) was 

unacceptable to humanists (holistic emphasis with a predominant values component) 

not merely on superficial methodological grounds but, more importantly, because its 

language and style were private rather than public and, therefore, incapable of 

reforming society through applied moral wisdom. 

Renaissance humanists condemned an approach "which appeared to stress the 

abstract and intellectual," which had no "true utility or direct relevance for human life" 

and which failed "to communicate important truths with persuasive effect" (Gray 

1963). The pursuit of practical wisdom and true eloquence, which persuaded others to 

a "better" life, united an otherwise economically, geographically, religiously, and 

professionally fractured humanistic movement. Similarly today, the widespread interest 

in developing a values component in education unites an otherwise heterogeneous 

group of reformers. Popular demands for a return to values in education obscure 

deeply divisive issues inherent in divergent metaphysical presuppositions. One suspects 

that ultimately reformers will have to address these suppressed discrepancies i f a truly 

satisfying values educational programme is to be found. 

A leading fourteenth century educator, Vittorino da Feltre, emphasised the 

'living spirit' over 'dead letters' in an attempt to promote balance between eloquence, 

or cognitive skill, and the acquisition of values. For him, the truly educated person 

was one who actively sought the betterment of the society in which he or she lived: 

Not everyone is called to be a lawyer, a physician, a philosopher, or to 
live in the public eye, nor has everyone outstanding gifts; but all of us are 
created for the life of social duty, all are responsible for the general influence 
that goes forth from us (in Bouwsma 1973, p.23). 

Vittorino felt social duty took a variety of forms but it always embodied the 

idea that thought could not be divorced from expression. For many humanists the 

desire to communicate learning involved a struggle between two contrasting 

expressions of wisdom - the vita activa and the vita contemplativa. The active life 

was the embodiment of the humanist ideal, because Renaissance humanists wished to 

educate an individual rich in culture, in the totality of human experience, who would be 

capable of making prudent decisions beneficial to society. 



1.2 The modern context 

The belief in education's redemptive power and its ability to produce virtue, is 

not unique to the twentieth century. Similarly, the modem emphasis on the cognitive 

domain has an historic antecedent in the early decades of the twentieth century for it 

could be argued that various elements in the social sciences - empiricism, logical 

positivism, pragmatism, relativism, conditioning theory, and the awareness of human 

subconsciousness - were woven together into an educational philosophy which pulled 

values out of the public domain into a private, personal world. In this interpretation, 

values became what people in the twentieth century made of them, and as long as these 

values provided meaning in the private, existential sense, that was enough. 

The veracity of this particular line of reasoning is not at issue here. The point is 

that there exists today a tension between the privatisation of values and the expectation 

that a pubHc institution is to educate the whole child and not just his/her intellect. 

There is a vestige of this expectation in most school's statements of philosophy but 

implementation of the philosophy has proven to be increasingly problematic in spite of 

strong societal support for it (Ormell 1993). Explanations for this apparent 

contradiction lie in the non-sectarian, secular, and pluralistic nature of modem society. 

What kind of values should be taught, by whom, and how? Traditional societies of 

another era faced some of these questions, such as 'who should teach values' and 

'how,' but the critical question of'which or whose values should be taught' were not 

as contentious as they are today. ̂  

The modem school's retreat from the overt transmission of values should not 

obscure the fact, however, that values are leamed in the school environment. One can 

imagine a student leaving a school without a logically integrated values system or 

adopting a value system incompatible with that of parents, teachers and society at 

large, but one cannot imagine a student leaving the school devoid of values. 

' On pressure from interest groups and the "pendulum swing" they create, see, for example, Cohen 
1988, Doyle 1988, and Wilson 1985. 



1.3 School effectiveness in the values domain 

The research which follows confirms that schools do make a difference in the 

lives of children who attend them and that this difference is discernible in all areas of 

the child's life, including the values domain. Research into the cognitive outcomes of 

schooling is extensive and the issues relatively clearly defined. By contrast, factors 

contributing to effectiveness in non-cognitive areas, where values are imbedded, has 

been generally ignored until recently in spite of a transnational concern over the issue 

of value disorientation (Saqeb 1980; Hamisch 1987). The low profile and general 

ignorance of how schools impact students in non-cognitive ways have meant that 

schools do not maximise the opportunities available to them to facilitate change (Lynch 

1988, Keeves 1988). 

Pluralistic societies seeking to placate both special interest groups and 

individuals concerned with the abuses of indoctrination, hesitate to mandate a 

particular ethical agenda. Nevertheless, the dream of amoral education is illusory. Not 

only do teachers consider affective learning desirable (Mortimore 1988) and, in the 

process, repudiate the amoral model, but, as was noted above, many groups in society 

expect schools to promote and cuhivate "traditional values." 

Furthermore, an amoral education programme assumes people are capable of 

divorcing themselves from their values. Such an assumption is psychologically 

unsatisfying and improbable; it is much more likely that people are not conscious of 

the values they hold or the manner in which they communicate them (e.g., see 

Broadfoot 1988). 

While policy makers search for an acceptable series of value objectives and a 

moral platform upon which to base them, the system continues to transfer values as 

though a mandate existed. Consequently, there are substantial school effects in the 

affective domain (Reynolds 1985) even though the effects may be other than that 

which is desired. The result is an impasse, for on the one hand explicit education in 



values appears impossible, while implicit values education is often confused and 

contradictory (Hemming 1995; Cox, 1988; Hailstone 1994). 

I f schools foster values in an unavoidable process, then it is important to 

understand, identify, explain, and evaluate the methodology which makes this process 

effective. There is widespread agreement that the methodological factors contributing 

to value change in school-attending adolescents needs analysis. Reynolds and Reid 

(1985) have called for an array of "new outcome measures to tap 'affective' rather 

than cognitive outcomes" because of the evidence testifying to significant school 

impact in this area. At the same time, they point out the "awesome difficulty" entailed 

in such a task (see also Jones 1985; Anderson 1985; and Strivens 1985). 

Given societal expectations and the inevitability of value learning in schools, it 

is not surprising that recent studies in school effectiveness have included components 

in their research design which attempt to analyse the effectiveness of schools in the 

value transfer process. Peter Mortimore etal. (1985 and 1988), for example, assessed 

school effectiveness in both cognitive and non-cognitive areas because his team felt 

social outcomes were a significant objective in education. Mortimore argued that if 

one were to evaluate effectiveness but exclude an examination of the non-cognitive 

area, the research would be of limited value because the entire scope of school 

effectiveness had not been examined. After interviewing over 220 teachers in 50 

London primary schools over a four year period, his team found that 77 per cent of the 

teachers had a social-moral aim for their children. Clearly the affective domain remains 

of critical concern to educational practitioners and an essential criteria in any 

evaluation of a school's effectiveness. 

Another large scale study under the auspices of the lEA is seeking to identify 

which values can be learned in school and under which conditions with special 



emphasis on educational environmental factors such as the formal and 'hidden 

curriculum' (T.N. Postlethwaite 1985). Studies like Mortimore's and the lEA's reflect 

an on-going awareness of and concern for holistic education. Current public 

dissatisfaction with the values dimension of education suggests that the conclusions 

drawn from this research will be of interest to the general public as well as to the 

professional educational community. 

1.4 The focus of this study 

In focusing on the conscious and unconscious impact of schools on the valuing 

dimension of adolescents, this study seeks to answer the following question: Is there a 

value change in adolescents attributable to the influence of the school and i f so, can the 

shift be quantified and explained? This question deals with the de facto impact of 

schools, not with the more moralistic idea, should schools impact students and, i f so, 

in what way? Furthermore, the question of which values should be taught in schools 

is also not considered. Although this is a critical question and lies at the heart of a 

satisfying theory of values education, the question of should values be consciously 

taught in schools raises additional metaphysical questions which are beyond the scope 

of this research project. However, a pragmatic explanation of a school's impact on 

adolescent value formation has import for those who seek to mandate a particular 

roster of values in the school setting as well as for those concerned with the 

appropriateness of a school teaching values. 

In order to address the complex issues associated with research in the affective 

domain an innovative approach is required. This study begins with a literature review 

of values (Chapter Two), effective schooling, and school climate (Chapter Three). The 

theories of effective schooling, climate, and valuing which emerge describe the nature 

and significance of the problem associated with value learning in schools and provide 



the framework for the research design which was used. The design, described in 

Chapter Four, features a two site, longitudinal case study in which survey data is used 

to explain theoretical formulations. The schools in the study were chosen deliberately 

because their two distinct approaches to values education allow for the exploration of 

the parameters of value change. 

A series of surveys were given to parents, teachers, and students at the two 

sites over a two year period. The surveys themselves are included in appendices 1-4. 

The rationale and structure of the surveys appear in the appropriate sections dealing 

with each respondent group. The methodology (Chapter Five), results (Chapter Six), 

and discussion (Chapter Seven) of the parent surveys are presented first. The student 

and staff surveys are similarly summarised in chapters eight to ten. Chapters eleven 

and twelve examine the methodology, results and procedures of surveys which are 

readily available and not constructed specifically for this research project. 

A multiple survey approach was used in order to obtain as accurate and 

comprehensive a definition of the value change process as possible, given the time and 

budget constraints of the project. All the surveys were constructed on the basis of a 

value change-effective schools model (VCES) which represented the interface of 

theories related to effective schools and valuing. The creation of the VCES model 

enabled local school issues to be analysed in conjunction with overarching theory and 

principles which are relevant to a broad educational community. 



PART TWO: L I T E R A T U R E R EV IEW 

CHAPTER TWO: Review of Literature on "Values" 

2.1 Definitional Issues 

In everyday language, "value" has many meanings, some of which are quite 

esoteric. Musicians use the term to denote the duration of a note, linguists use the 

term to denote the quality of verbal sound associated with a written character, and 

artists use the term to denote the gradation of tone fi-om light to dark in painting. 

People more commonly use the term to refer to the desirability of an object or 

to the moral principles which individuals and societies accept as standards for 

behaviour. The nuances of this common usage require articulation if an intelligible 

picture is to emerge of what educators mean when they speak of values. The 

dictionary's 'ordinary language' definition does not fully reflect the way in which social 

scientists use "value" to discriminate amongst various things. 

Some writers have given "value" a very definite, idiosyncratic meaning while 

others have chosen to use the term in an umbrella fashion to categorise some "aspect 

of human desiring, approval, interest, motivation, preference, aspiration" or some sense 

of "decency, beauty, worth, or goodness" (Kitwood 1976, p.81; cf, Straughan 1993). 

In addition to a linguistic problem, there is a paradigm difficulty associated with 

the use of the term "value." Does the construct lie within the domain of the 

anthropologist, the economist, the sociologist, the psychologist, the theologian or the 

philosopher? "Value" as a construct, is present within the literature of all these 

disciplines. Therefore, in order to place this project within the framework of values-

research, conceptual issues arising from conflicting theories of knowledge, need 

summarisation. 

2.1.1 Origin of the term "value" 

German philosopher Rudolf Hermann Lotze (1817 -1881) was the first to use 

"value" in its modem sense. (For an examination of the word's etymology, see 
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Rescher's bibliography, 1969, and C. A. Moore's Essays in East - West Philosophy, 

1951). Lotze borrowed the term from Economics, where it was widely used to denote 

the material or monetary worth of something. Lotze took the term out of a context in 

which value as a noun meant "worth" and as a verb "to estimate worth," there was no 

underlying intonation of goodness, truth or beauty (cf, Frankena 1967). 

Lotze embellished the term from a defensive posture created by his protracted 

struggle with nineteenth century reductionistic, materialistic naturalism (Tillich 1959). 

"Value" was a suitable weapon in his arsenal because it enabled him to advance a 

dualistic concept of reality, one dimension of which was comprised of facts (being), 

the other values. Dualism, of course, had a long history stemming back into Greek 

philosophic and educational thought, as well as in post-classical periods of Western 

Civilisation. Lotze was at odds with the scientific, naturalistic view of the world which 

was gaining ascendancy in his day, and "value" in its embellished sense, captured the 

essence of a philosophic debate which had characterised much of Western thinking 

since the time of Plato and Aristotle. 

According to R.B. Perry (1926), Hugo Muesterberg introduced the Lotze 

concept of "value" into American philosophic pariance following his appointment to 

Harvard in 1897; in England, G.E.Moore's use of the term was particularly influential 

(Rescher 1969, p.50) although traditional terms like "good" and "right" remained more 

in vogue in educational circles (Frankena 1967, p.229). 

The cluster of concepts which coalesced to form "value" in the wake of Lotze, 

included good, beauty, morality, truth, right, and worth, all of which represented a 

sense of what ought to be rather than what was, is or will be. The construct stood in 

conceptual contrast to "fact;" historically it lay in the "prescriptive" disciplines of 

ethics, religion and philosophy rather than the "descriptive," factual disciplines of 

mathematics, biology, physics, and chemistry (Pugh 1977). 

Therefore, the tension, noted between two concepts of reality with their 

respective educational traditions - the one dominated by private, cognitive concerns, 

the other by public, non-cognitive concerns - demonstrates itself in the origin of the 
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modem term "value." When parents and social critics call for "values" in education, 
they are using a term whose linguistic origins reflect the broader philosophic issue at 
stake. 

Lotze and his followers paid a high price for the concept they constructed: 

"Being and value had nothing in common: value had no being and being had no value" 

(Tillich 1959). The task today is to find a balance between the two and to harmonise 

two views of life which are essential for the well-being of people. Neither position 

seems able to compromise with one group holding that the "ought" cannot be derived 

from the "is" while the other group argues that what "is" cannot be derived from 

"ought." Meanwhile, collective experience argues for the necessity of both 

approaches. 

The extension of "value" into the social sciences and humanities began in the 

early part of the twentieth century. Sociologists, like Znaniecki, used the term as early 

as the 1920s while psychologists, like Thurston and Allport, first employed the term in 

the 1930s (Kitwood 1976). It was during the 1930s that Allport, Vemon, and Lindzey 

first drafted their still popular Study of Values (1931), although "values" here 

represented more goal orientation and personal interest than the stronger moral 

imperative of "ought" which characterises later thinking (Levitin 1973). 

During the 30s, 40s, and 50s, anthropologists and sociologists were the social 

scientists most inclined to work with the values construct and to develop it 

conceptually. Anthropologists used values when they analysed the relationship between 

culture and personality and when they examined the role of childrearing in emergent 

cultural patterns, while sociologists focused on the role of values in social mores. 

Psychologists preferred tidier ancillary constmcts like attitudes, motives and 

valences (Levitin 1973) primarily because the discipline was casting itself in the 

"scientific" mould where concem with what is excluded questions of what ought to 

be. They held values to be unobservable, outside the realm of empirical investigation 

(Hogan et al. 1978). More recently anthropologists have accepted this position and 

followed the lead established by psychologists (Richards 1970). Nevertheless, the term 



12 

is still widely used as any search of the literature will reveal. A recent ERIC document 
search (1995) revealed over 11,000 articles relating in some way to "value." Albert 
and Kluckholn's (1959) bibliography of significant literature dealing with values listed 
43 pages of references concerned with values in Anthropology, 49 pages in 
Psychology/Psychiatry, 43 pages in Sociology, 20 pages in Political Science -
Government, 20 pages in Economics, 74 pages in Philosophy, 11 pages in 
Humanities/Theology, and 10 pages in the Maths and Sciences. Cleariy the concept of 
"values" is the focus of much scholarly attention. 

2.1.2 Current Usage 

Current definitions can be broken down into a number of broad, non-discreet 

categories. The most obvious way to categorise the definitions is by discipline 

according to the shades of meaning associated with the presuppositions inherent in 

theology, philosophy, psychology, sociology, and economics. Another approach is to 

categorise the definitions by linguistic usage as suggested by William Frankena (1967) 

who identified three linguistic dimensions, including the abstract noun, the concrete 

noun, and the verb. 

In a short, seminal article published over thirty years ago, Franz Adler (1956; 

cf also Levitin 1973) outlined another category of definitions reflecting philosophic 

orientations. One definitional cluster describes "eternal ideas" or absolutes, another 

finds a meaning for the term in objects, a third sees values as emerging from learned or 

innate preferences held by people, and a fourth equates values with actions. 

2.1.3 Presuppositional considerations in a definition 

A review of the term's origin and a summary of its usagê  indicates that basic 

epistemological and metaphysical questions must be raised and answered before a 

definition can be given. 'How do we come to know about values?' 'What is there in 

reality which gives rise to value?' 

By assuming that people are capable of acquiring and holding a value, all of the 

definitions considered above make a major anthropological statement with clear 

' See, for example, Frankena 1967; Adler 1956; Levitin 1973; Fallding 1965; Ryan 1985; Rescher 
1969; Schneider 1980 
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metaphysical overtones. People are held to be reservoirs of value by disposition and, 
because they are human beings, they have needs and desires, wants and preferences. 
Values are the central, defining feature of the individual's world (Levitin 1973). 

There is a dichotomous nature to the anthropological assumptions latent in 

modem definitions, a nature which closely parallels the dualistic sense of reality 

associated with the etymological origin of the concept "value." Once again, it is the 

material versus the immaterial, the physical versus the spiritual. Even if values 

originate in the material universe or express themselves in a physical worid, they 

nevertheless reside in the immaterial and are not subject to empirical definition in the 

same sense that "facts" are. 

To locate the anthropological assumptions about values within the non-material 

nature of "human being," is to accept the time honoured dualistic notion of reality; no 

fimdamentally new anthropological theory needs to be formulated. Still, the 

anthropological assumption needs to be clearly stated because it adds force to the 

argument for the inclusion of values in education. 

Epistemolojical questions naturally follow from the anthropological 

assumptions implicit in the definitions. "How do people come to know about values?" 

All theories of values education have to deal with this question although it is safe to 

say that few have actually specified the epistemological assumptions underpinning their 

theories. This situation appears to have arisen either because the assumptions were 

too contentious and liable to lead to outright rejection of the proposed method of 

values-education before its pedagogic advantages were seriously considered, or 

because the theorist was unaware of the epistemological assumptions which were made 

when the theory was formulated. 

Having established the anthropological and ultimately metaphysical framework 

for "values," it is possible to outline a definition which can be consistently used in 

empirical research and which will be in keeping with scholarly definitions generally 
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accepted today. Without an articulation of the presuppositions, a beheaded definition 
results. No true testing of a theory of value change can be undertaken because the 
theory lacks a gravitational pull which brings order into the conceptual universe. 

George Pugh's (1977), The Biological Origin of Human Values, provides a 

stimulating thesis for the origin of values and the way in which people come to know 

them. Pugh likens the human brain to a complex, "value-driven" computer decision

making system. Like the computer, he sees the brain selecting and choosing the "best" 

alternatives according to the criteria built into the system by the designer. 

Consequently, values are "an essential part of nature's system design for the brain." 

(p.6) 

Pugh's computer model requires that the uhimate criteria for decision making 

needs to be put in place by the programmer or designer. With the evolutionary process 

in the role of system designer, 

It follows that evolution's 'behavioral plan' for each species must be 
defined in an underiying 'system of values' which is an essential part of the 
design of the brain. Assuming that this is true, then there must be an 
underlying system of 'innate' human values that motivated people to behave 
like people, (p.7) 

Pugh beUeves "primary values" or innate values are therefore a part of essential 

reality and give rise to secondary values. The primary and secondary components taken 

together represent the human value system which "provides the ultimate criterion for 

all personal decisions." Below, under acquisition theories, the educational implications 

of this concept are explored. For the moment, it is only necessary to consider its 

significance within the framework of broad epistemological concerns. 

Researchers who subscribe to Adler's third and fourth category of definitions 

(cf, Adler 1956) would undoubtedly question Pugh's conclusions, either because they 

feel he is seeking to answer a question for which there is no objective evidence, or 

because they do not consider the conclusions meaningfial. Nevertheless, Pugh's 

contribution to the study of values does not lie in his acquisition theory, but rather in 
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his suggestion that human beings have evolved in a manner which predisposes them to 
valuing. In other words, it is human to value. Within the concept of "humanness" is 
the activity of valuing and to not value is to be something other than human. 

The educational implication of this theory is immediately apparent. To tmly 

educate a child, the values component must be addressed and to assume that students 

do not leam values while at school, or to assume the corollary, that 'it is best to delay 

values training until children get older when they can independently choose for 

themselves,' is to misunderstand what it is to be a human child. Learning values is as 

natural and inevitable as seeing the worid in colour. 

Paul Tillich (1959), writing from a different perspective, summed up this line 

of reasoning as follows: 

...our knowledge of values is identical with our knowledge of man, of 
man not in his existential but in his essential, nature, (p. 194) 

In a recent article in the Journal of Moral Education, Harry Femhout (1989) 

argued forcefijUy for the articulation of philosophic orientation points pervading 

values educational programming. He correctly argues that advocacy of a value's 

agenda is largely determined by the convictional core of the proponent. "Why do 

values at all?" is a logical question which can only be fully and honestly answered when 

philosophic questions are examined. He theorises that the uhimate concem, or the 

ultimate value of a person directs one's life by bringing fulfilment and meaning to it. 

At the centre of every person's Weltanschauung is faith, that is "tmst in and loyalty to" 

the ultimate value, (p. 188) "What is it," asks Femhout, "that justifies or grounds our 

pre-reflective confidence?" (p. 192) For some it will be the worth and dignity of 

people, while for others the worth and dignity of people is not an End in itself but 

rather related to God or Deity who gives people dignity as bearers of Transcendent 

Value. The point here is not to establish which description of worth and dignity is 

correct but rather to point out that both interpretations have their orientation in a faith 

core. 
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2.1.4 A working definition 

What is the nature of values? The answer lies in one's metaphysic orientation. 

For some, the nature of values will include innate or Absolute qualities implanted by 

the designer (the natural evolutionary process or by the Transcendent Being). For 

others, values are simply behavioural patterns or learned preferences. 

For those who accept that values thinking is part of the essential human design 

- as I do - then the role of values in education is justified on two accounts. On the one 

hand, values in education are acceptable because they are inevitably a part of any 

educational endeavour. Furthermore, to acknowledge the role of values in the 

educational process enables the educator to fiilfil the mandate to "truly" educate the 

child. For those who champion a mechanistic or naturalistic (evolutionary) origin for 

the human species and values, the line and force of the argumentation for values in 

education would be analogous to those who see a Creator active in human origins. 

The nature of absolutes or irmate values would possibly be different but the essential 

potentiality to know about and to comprehend values would be comparable regardless 

of how the designer/Creator were conceived. 

The purpose of this metaphysical digression has not been to find grounds for 

criticising or condemning one approach in preference for another, but to draw 

attention to the fiandamental differences which exist and to argue for those calling for 

values in education to recognise their life orientations and to accept the right of those 

who have a different one to express theirs in a suitable manner. It is a call for a truly 

pluralistic society along lines suggested by Harry Femhout (1989): 

This idea of pluralism begins with the recognition that people in our 
society have different beliefs (faith orientations) and, in living out of these 
beliefs, wish to shape different patterns of life. A pluralistic vision of society 
should seek to reckon seriously with differences that go to the core of that 
which gives coherence to a way of life. Understood in this way, pluralism is a 
social vision which safeguards the free and integral expression of faith. It is an 
idea of society which recognizes the confessionally pluralistic nature of our 
times; it deals with and honours the reality of the side-by-side existence of 
different life perspectives in our society....(p. 196) 
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This digression into the realm of metaphysics provides a clarification of the 
nature and role of values in education. Consequently, it also provides the substructure 
to a theory of value in which values education must be located. 

The definition which follows emerges logically from the presupposition that 

valuing is an instinctive human trait and that to perceive values is to be acting naturally 

in the realm of ideas just like seeing in colour is natural in the physical worid. 

A value is a belief in the worth of something consciously or unconsciously 
expressed as a moral imperative (ought) or as a preference for; it originates 
through a natural valuating process which carries with it an innate perspective and 
superstructure originally deposited by the designing mechanism/Creator and which 
is built up and developed through interaction with life experiences until it becomes 
an integral part of personality. 

2.2 Development of a value theory 

Adler's four categories of definition accommodate the philosophic divisions 

inherent in the use of the term "value." The above definition seeks to ferret out the key 

elements from the various categories which are compatible with my presuppositions. 

Nevertheless, when it comes to empirically analysing value change in adolescents it is 

not enough to provide a theoretic framework for the investigation. Values as here 

defined manifest themselves in "concrete" ways which are subject to both measurement 

and understanding. 

Milton Rokeach's (1968) theory of value provides a satisfactory bridge from 

the world of the metaphysical and theoretical to that of the empirical, where research 

can take place. Rokeach's theory is highly regarded and widely accepted because of its 

simplicity, its logical formulation, and its affinity with researchers working in all the 

social sciences. 
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2.2.1 Beliefs 

Rokeach began construction of his theory by distinguishing between three 

related concepts which are often erroneously employed in an indiscriminate manner: 

belief, attitude, and value. 

In Rokeach's scheme, the beliefs one acquires are systematically ordered into 

"architectural systems" characterised by describable and measurable qualities. Because 

not all beliefs are equally important, the individual orders them in a "central-peripheral 

dimension." The centrality of the beliefs position in an individual's architectural system 

determines both the degree to which change will be resisted and the profiindity of the 

consequences associated with any change. The more central the belief, the greater will 

be the repercussion of change. 

The central tendency component of Rokeach's theory closely parallels the 

theories of other researchers in the field. In Foundation for a Scientific Analysis of 

Value (1951,1973), Henk Mulder had earlier argued for a higher - lower classification 

of values in order to explain the significance of change in value positions for 

individuals. Quoting Scheler, Mulder observed that, 

'Values appear to be 'higher' the more durable they are,...the less they partake 
of'extensity' and divisibility,...the less they are 'grounded' in other values, the 
'deeper' the satisfaction connected with sensing them,...the less feeling them is 
relative to the positing of certain substantial bearers of 'feeling' and 
'preferring." (p. 19) 

The implications of this concept are significant. In order to explain a school's 

impact on student's values, it is not enough to ascertain that value change occurred. 

One must also seek to establish the significance of the change. Although in 

quantifiable terms a shift in a peripheral values could have the same numerical weight 

in terms of the "quantity" of school effect, the "quality" factor is, i f anything, more 

important. 

Rokeach went on to identify a congruity principle which has an equally 

important implication for value change in a school setting. According to him, the 
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closer a competing belief system is to the one held by the individual, the more likely it 
is that he/she will intemalise the new system. This would mean that i f a student was 
exposed to a value which competes with his/her own, the student would be more likely 
to adopt the new value i f it was congruous with the one already held. 

I f Rokeach's congmity principle is accepted, then schools will be more likely to 

affect change in students whose value systems are congruent with theirs. It also 

follows that a school will be more effective i f its values are congruent with the home 

and community it serves because the home and the community create a belief 

framework in the student which will predispose him/her to accept or reject what the 

school teaches. Conversely, i f it is accepted that school's do foster values in students, 

then parents and the community would find it easier to engage in value transfer i f their 

value systems were congment with the school's. 

2.2.2 Belief System 

In the Rokeach theory, the total universe of one's beUefs is known as the belief 

system and it includes ideologies (the "organisation of beliefs and attitudes"), 

opinions, ("the verbal expression of some belief, attitude, or value"), and faith (beliefs 

accepted as "tme, good, or desirable" regardless of what others believe or objective 

evidence), as well as attitudes and values. 

To firmly locate values in the belief stmcture, it is necessary to distinguish them 

from related constmcts. An attitude is a "package of beliefs" interconnected by 

assertions that some characteristic of the object or situation is tme or false, desirable or 

undesirable. Attitudes, therefore, are clusters of beliefs rather than some irreducible 

element of personality; it follows, therefore, that not all beliefs are attitudes. 

Values differ from attitudes in that they represent a single belief which 

"transcendentally guides actions and judgements" across object, situation, or goal, to 

"ultimate end-states of existence" without being attached to any specific attitude. 

Values are centrally located beliefs either concemed with obligatory behaviour 

(ought/ought not) or concemed with the worth of end-state existence. These beliefs, or 

abstract ideals, represent ideal modes of conduct or ideal ultimate goals. Moreover, a 
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value, unlike an attitude, is an imperative to action, not only a belief about the 
preferable but also a preference for the preferable (Lovejoy 1950). Finally, a value, 
unlike an attitude, is a standard or yardstick to guide actions, attitudes, comparisons, 
evaluations, and justifications of self and others, (p. 160) 

Attitudes and behaviours flow from underlying values making value a more 

economic term to work with than attitude. In Rokeach's words, "An aduh has tens or 

hundreds of thousands of beliefs, thousands of attitudes, but only dozens of values." 

(p. 124) Working on the premise that values are the core of the belief structure, it is 

clear that the role of the school would be very significant in the life of a child if it really 

did impact the pupil in his/her values domain. 

2.2.3 A taxonomy of values 

Rokeach divided values into two categories. One group, which relates to 

desirable modes of conduct such as honesty and obedience, he called "instrumental" 

values, while the other, which related to desirable end states such as happiness and 

peace, he labelled "terminal" values. The two are interrelated in the sense that the 

instrumental values are the means of attaining the terminal. The Rokeach hierarchical 

structure can be summarised as follows: 

...two separate value systems may be posited -instrumental and 
terminal-each with a rank-ordered structure of its own, each, no doubt, 
functionally and cognitively cormected with the other, and both systems 
connected with many attitudes towards specific objects and situations, (p. 161) 

Rokeach's classification system has the advantage of simplicity and 

comprehensiveness with its location of a value system within a belief-attitude-opinion-

faith matrix. Furthermore, its grounding in a central tendency principle and its 

employment of a congruity principle make the entire theory impressive both in the 

breadth of issues covered and in its suitability to the worid of empirical research. 

Furthermore, it overarches the various disciplines from economics to ethics and 

psychology thereby reducing the "buzzing, booming confiision of reality" (William 

James in Wirt 1988) into coherent categories. 
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For these reasons, Rokeach's approach has much to offer and the empirical 
research which follows is based in part on the instmment he developed to identify 
values held by individuals. His definition is compatible with the one outlined above, 
although there are ramifications for Ultimate Reality which Rokeach leaves unstated. 
Rokeach adopted a definitional position reflecting Adler's third category which means 
that he believed values were imbedded in belief stmcture which arose from one's 
idiosyncratic interaction with culture and society (Minton and Schneider 1980). 
Therefore, something becomes valuable when an individual accepts it as desirable 
through a process govemed by congmence and central tendency. 

I f one accepts that the human being is predisposed by the designing 

mechanism/Creator to view the world in values, then the possibility of innate or 

absolute values emerges. Idiosyncratic interaction with culture and society give rise to 

values because a person naturally sorts information in a way that values unavoidably 

materialise. Rokeach did not ask the question, 'Why do people organise their belief 

system around values, that is, around concepts of conduct and end states?' It was 

enough for him that they did. 

This pragmatic solution to a controversial and contentious issue is acceptable 

given the objectives of his research. His model can be used in this study because the 

question at hand asks how schools impact students in the values domain. The 

metaphysical dimensions of the values-in-education issue become significant when 

subsequent questions are raised such as, 'Should schools influence value formation in 

children?' Rokeach's tmncated axiology is a good place to begin when asking the 

question, 'Do value changes occur and, i f so, in what direction and under what 

circumstances?,' but it is not appropriate for studies which question whether values 

should or should not be taught. 

2.2.4 Alternative taxonomical approaches 

It is normally at the taxonomical level of value theory that educational 

practitioners become involved. A sorting out of values along a continuum of 

significance and according to some ranking principle allows teachers, curriculum 
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experts, and administrators to set objectives which undergird a philosophy of 
education. In the process, definitional issues are normally ignored. 

The concept of a taxonomy is important in an analysis of value change because 

the measurement of change in one value often becomes the measurement of change in 

a series of interrelated values. One cannot evaluate or measure without understanding 

the relationship which the values hold to each other. 

Rokeach's bi-polarization of values into instrumental and terminal categories is 

similar to that taken by a number of other researchers in the field, although there is a 

wide divergence of opinion on classification schemes, as one might suspect given the 

multitude of definitions which clutter the field. 

Rescher's 1969 comprehensive summary of classification schemes brings order 

into an otherwise confiising array of taxonomical alternatives. He defines his first 

group of taxonomies according to the subscribership. This results in taxonomies which 

express values in such ways as personal, professional, vocational, and national values 

(e.g., Morris 1956). 

Rescher's second group of taxonomies are based on the idea that object 

determines the value. These taxonomies make reference to "thing" values (purity, 

speed), individual/personal values (bravery, intelligence), environmental values 

(beauty), group values (trust, respect), and societal values (justice, equality).'̂  A third 

way of viewing and organising values lies in the benefits offered by the value and a 

fourth in the purpose that is served when the end state of the value is realised.̂  

A fifth category of taxonomies defines the relationship between the subscriber 

and the beneficiary and leads to a classification of self-oriented values (e.g., success, 

comfort, privacy) and other-oriented values with this latter group of values being 

subdivided into parochial values (family-, profession-, nation-, or society-oriented 

values) and people-oriented values (aesthetic, humanitarian values). 

^ See, for example, Allport-Vemon-Lindsey 1960, Good 1959,1973; Thomas 1989; Perry and Taylor 
in Frankena 1967, Taylor 1970. 

^ Rescher suggests the formula "value for X purposes" be used to identify values in this categoiy. 
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Finally, values can be classified according to the relationship of one class of 
values to another. In this interpretation of values, instrumental (means) values are 
subordinated to more fundamental values and serve a facilitating role for self-sufficient, 
intrinsic, or end values. Rokeach's instrumental and terminal values are one example of 
this type of classification." 

Rescher's survey of value classification schemes clarifies the ways in which 

values can be linked to each other. When values are observed and measured within a 

taxonomical orientation it must be remembered that the arrangement of values in the 

measuring instrument assumes a certain relationship between values. The degree and 

nature of value change could appear differently if an alternative taxonomy was used. 

Although it is only possible to consider two or three taxonomical approaches in a 

doctoral research project, ideally many instruments should be used, each reflecting a 

different taxonomical scheme in order to get a broader picture of the value shift. 

2.3 The acquisition of values 

An analysis of value change is really an analysis of values in transition. Earlier 

it was argued that people are naturally endowed with a valuing facility so that the 

acquisition of values is seen to be a natural phenomenon. This assumption provides an 

axiological "First Cause" but the reasons why personal value systems uniquely develop 

remains to be established. Many values education programmes have suffered because 

little thought was given to the way in which values are internalised. Elaborate lesson 

plans and expensive teaching aids cannot compensate for an understanding of forces at 

play in the student's conscious or unconscious decision to adopt a value. 

Are values grasped through an irrational, emotional, intuitive process or are 

there over-riding cognitive factors at work in a predominantly conscious and rational 

decision? Are some values apprehended differently than others? Is it possible to 

separate out the parasitical qualities operating in value formation? That is, can the 

actors which give rise to values, support, nourish and carry them, be separated from 

the values themselves? 

^ See also Pugh 1977; Mulder 1951, 1973; Catton 1959; Levitin 1973; Ormell 1993; Straughan 1993. 
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Three learning theories dominate current interpretations of value acquisition: 

the Psychoanalytic Theory, the Social Learning Theory, and the Cognitive 

Developmental Theory, Although these three approaches clearly dominate the field, 

moral philosophers continue to look for alternative ways to explain the way in which 

values are formed "in character." For example, Rose's (1992)perceptual-experiential 

approach borrows elements fi-om all three theories. William Belanger (1993) created 

an elaborate multidimensional and seemingly mechanistic model which he hoped would 

describe all the ways in which values are imparted in a school setting. His model has 

the advantage of crossing over the theoretical lines distinguishing the three dominant 

acquisition theories at the practical level where theories become strategic programmes. 

2.3.1 Psychoanalytic Theory 

Freud and his psychoanalytic successors seek to map out the interior of the 

unconscious where irrational impulses supposedly dominate human nature. The task 

of society, and the school system as one of its agents, is to impose controlling 

restraints on this primordial behaviour. The comer stone of their value acquisition 

superstructure lies in the development of self-discipline. Freud's tripartite 

psychological model, including the id, with its raw, animalistic urges, the ego, with its 

perception of reality as the governing force, and the superego, with its agent of 

restraint, holds that value formation is initiated in the superego. 

Given the critical role of parents in the development of the superego, it is not 

surprisingly that the parents' perception of "value" is extremely important to the child 

and in many respects the child's value perceptions are the embodiment of his/her 

parents. So strong is parental influence in Freud's theory that even later modifications 

to the parental position are seen as essentially cosmetic. Consequently, schools and 

teachers play decidedly secondary roles in value formation. As Ryan (1985) observed 

in his summary of Freud's pedagogic import, "Teachers can serve as models for the 

best in a child's parents and augment an already internalised parental view" (p.3409). 

By way of contrast, Social Learning and Cognitive Developmental theories 

offer schools a more significant role in the development of values. 
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2.3.2 Social Learning Theory (SLT) 

Because the SLT and the Cognitive Developmental Theory offer formal 

educational institutions a more meaningful role in the development of values than does 

the psychoanalytic theory, it is not surprising that educators have been attracted to 

them. SLT roots He in the work of empiricists dating back to John Locke who used 

the analogy of the tabula rasa to describe how society uses sense perception to write 

into the child's mind all he/she ever learns, including his/her concept of value. Those 

who hold to the designing mechanism/Creator model of value origins would argue that 

the blank slate was at least an impressionable slate and not a impenetrable piece of 

marble. Impressions could be made - impressions which by nature were value 

oriented. 

Society in the Lockian sense refers to everything and every one in a person's 

empirical world, including nature, the family, the church, the community, and the state. 

These social forces come to bear on the tabula rasa in a variety of ways with values 

being inscribed through means which include direct teaching, modelling/imitation, 

expectation and experience. The enculturation process undoubtedly begins at home in 

routine activities of feeding, dressing, and putting to bed, so that the child is 

conditioned to believe and behave in a culturally approved way.̂  

The primary objective of this research project is to ascertain whether or not 

schools have a significant impact in the lives of their students. The evidence which 

emerges indicates that the impact is significant, thereby lending support to the Social 

Learning Theory. The most significant agents of change in this study were people as 

the social learning theory would predict. These agents operated in school-based roles 

which were distinct and specific to the school. I f the results had shown little or no 

^ Coleman's (1961) argument that young people develop a separate set of values different from their 
parents and in opposition to older age groups was rejected by Leslie (1981) as American 'pluralist' 
ideology. Coleman's thesis, if accurate, would weaken the argument that families have a dominating 
influence on children. Citing additional research, Leslie concluded that adolescents did not have value 
patterns significantly different from their parents and those differences which did occur were better 
explained in Leslie's view, by emergent cultures associated with social class and economic 
orientation. Many have argued over the role of the family in value formation. For example, see 
Hanson and Ginsburg (1988) who accepted the SLT explanation tliat much of the value formation 
process had already occurred by the middle teen years (p. 342). 
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school influence then it would have lent support to critics of the Social Learning theory 
who would question the ability of non-familial forces to impact children. 

2.3.2.1 A role for the school 

This thesis asks a question which is at the heart of the Social Learning theory: 

Are schools, as the theoretical embodiment or microcosm of society, important agents 

in value teaching? Emile Durkheim (1973) observed that "the family is too small and 

too personal a unit to reflect the whole of the social system" (quoted in Ryan 1985, 

p.3408). This leaves a significant role for other social institutions to play in the 

formation of value character (Hemming 1995). Once the basic premise of the SLT has 

been accepted, it becomes necessary to isolate the various agents which influence value 

formation. Independent variables need to be carefiilly defined and extraneous elements 

controlled for i f the impact of a single agent is to be quantitatively assessed and 

evaluated. An example of the inter-relatedness of the various agents in an educational 

setting is found in the study of Sandra Hanson and Alan Ginsbury (1988) who sought 

to establish that high school achievement was directly related to the values held by the 

teenager. They discovered that individual value orientation cannot be taken in 

isolation because the values of a student's fiiends are also significantly related to a 

student's achievement. For example, they felt that a fiiend's estimation of the value of 

post-secondary education had a "net value" of three fourths of a year's education on a 

student. 

2.3.2.2 Precipitating change 

It follows fi-om Rokeach's taxonomy that value change occurs either directly or 

derivatively. For example, a change in the fate of a terminal value would create a 

significant derivative or ripple effect throughout the taxonomy and would be 

particularly noticeable in subordinate instrumental values. New information, 

ideological and political change, 'erosion' induced by boredom, disillusionment, and 

reaction, "or any number of changes in the wide sweep of society" can theoretically 

cause direct value transfer (Rescher 1969, pp. 116-118). 
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But why would new information, political change, or technological innovation 

bring about value change for one person and not another or affect one person in a 

unique manner? The relative contributions of the various determinants of value appear 

to vary with the individual, suggesting that there are elements within both the 

environment and within the individual which influence value acquisition. On the one 

hand, early childhood experiences act as a highly complex filter moulding the 

perceptions of later life into positions unique for every individual. This idea is reflected 

in Ausubel's theory of subsumption which holds that new values must be potentially 

meaningful i f they are to be subsumed into an existing network. The pre-disposition to 

acceptance is a basic feature of personality (in Williams 1985, p.87). 

William Catton (1959) offered a slightly different interpretation in what could 

be called the "value-space" theory. He believed that the attractiveness of a value was 

directly proportionate to its physical, social, and time "proximity" to the valuer. 

Earlier it was noted that Rokeach had postulated that values were potentially accepted 

according to the principles of central tendency and congruity. This congruity principle 

parallels Ausubel's subsumption theory. 

All three of these theories -the subsumption/congruity, value-space, and central 

tendency theories - suggest that the individual and the environment operate in a bi

directional manner where there is interaction and mutual influence (cf, Ryan and 

Lickona 1987). Personality and environment are thus interdependent variables 

affectmg the behaviour of the person. 

It would be simplistic to assume that values are simply imposed on individuals 

without a personalised process of negotiation operating in the life of each child (Leslie 

1981; Schiller 1921; Mandelbaum 1975,). In their eagerness to identify factors in the 

environment which give rise to learning, SL theorists have tended to overtook the filter 

of individual personality. For example, WiUiam Gnagey (1981), citing research done 

by Duke (1978), noted that researchers had looked for the causes of student 

misbehaviour in the performance of teachers (Kauffinan 1977), peer groups (Palonsky 
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1975), school systems (West 1975), in the deviant's families, (Duke and Duke 1978), 

and in society (Havighurst 1974). He concurs with Duke that it is 

time to hold the students responsible for their own actions and to focus 
on personal characteristics that might influence their behaving and misbehaving. 
(p.45) 

A balance between a position which argues for society over against individual 

personality was suggested by Rokeach (1968) who wrote that, 

while personality factors will give rise to variations in individual value systems, 
cultural, institutional, and social forces will nevertheless restrict such variations 
to a reasonably small number of dimensions, (p. 161) 

When asking the question, 'How do schools impact students' values?,' it is not 

enough to understand how the school itself operates as an independent variable in a 

milieu of other independent variables. One must also investigate the role personal 

characteristics, such as emotional constitution and "will," play in determining which 

values are accepted, modified, or rejected. 

2.3.3 Cognitive Developmental Theory (CDT) 

The emphasis of the SLT is on prosocial behaviour learned through an 

interaction with the social environment. Cognitive developmentalists, while accepting 

the importance of learning through interaction with the social environment, shift the 

focus of attention away fi-om behaviour to thought process. This is in part a reaction 

against the SL theorists who advocate behavioural codes (i.e., a value system - note 

Adler's fourth category of definitions) without a suitable explanation for the behaviour 

that is expected. Over the last twenty years there has been a discernible increase in 

interest in developing a values education programme which would offer rationally 

defensible explanations for prescribed behaviour (Fisher 1994). The theoretical 

groundwork for this approach was laid by Jean Piaget and subsequently developed by 

prominent psychologists like Lawrence Kohlberg. 

2.3.3.1 Kohlberg 

Lawrence Kohlberg (d. 1987) of Harvard University found in Piaget's work the 

source of inspiration for his influential six stages of moral judgement. During the 

1960s Kohlberg sought to defend Piaget's approach while modifying it to bring greater 
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focus to social and personality development (Rest 1989; Roebben 1995; 
Kavathatzopoulos 1991). 

Kohlberg's antagonists were the SL theorists led by B.F. Skinner who was 

arguing that speculations on irmer cognitions were unscientific and irrelevant. 

Kohlberg, following Piaget, was influential in raising the profile of the individual's 

subjective or inner understanding of values (cf, Rest 1989). He reasoned, along with 

other cognitive psychologists, that highly personalised cognitions had to be present in 

the form of intervening variables i f one was to explain the 'stage-like' phenomena 

present in value oriented behaviour. 

Kohlberg's emphasis on cognitive meaning structures, as opposed to 

behavioural response structures, stemmed from his use of moral dilemmas which 

distinguish between "action choices (behaviour level), reasons (meaning level) and 

ways of thinking (structure level)" (Boom 1989). The response of individuals to the 

dilemmas becomes the basis for an interpretation of the person's moral development. 

Working in sympathy with the principle of congruity/assumption, Kohlberg 

beUeved that children move into the subsequent valuing stage i f they have been 

stimulated in the direction of the new stage. He reasoned that people only move 

vertically through the hierarchy i f they are predisposed to the new position. Alien 

patterns are rejected (Kohlberg 1971). 

Kohlberg believed that moral judgements are ultimately based on concepts of 

justice. Through the Moral Judgement Interview, he outlined dilemmas which he 

beUeved revealed underlying principles of justice. For example, in the well known 

Heinz dilemma, Heinz discovered that his wife was terminally ill with cancer and that 

her only hope for survival was a prohibitively expensive drug. Heinz was forced to 

decide whether to break the law, steal the drug and save his wife's life, or obey the law 

and let her die. Kohlberg felt that responses to dilemma's like this provided insights 

into a moral reasoning process based on a concept of justice.'^ 

^ Kohlberg's use of justice reminds one of Adler's "category three" definition of value which was 
characterised by the "ought." 
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Detailed descriptions of Kohlberg's six stages of development are readily 

available and are not directly relevant to this study. It should be noted that stages are 

not equivalent to particular age levels. Kohlberg did make reference to 'age norms,' 

however, suggesting that children ages 4-10 usually reflected the pre-moral level of 

reasoning while school-attending adolescents normally reflected a morality of 

conventional role conformity. Value positions associated with stages five and six are 

virtually non-existent in children under eighteen years of age (see Beck 1989). 

Consequently, an assessment of value change in teenagers would be an assessment of 

value change in individuals who normally score at stages three and four in Kohlberg's 

scheme. Furthermore, one should anticipate little fiindamental change. Edelstein 

(1988) pointed out that socio-moral development measured in Piagetian stage growth 

is slow, something less than one stage for every three years of childhood. 

2.3.3.2 Assessing Kohlberg's contribution 

There is an extensive research tradition which embodies Kohlbergian principles 

and his ideas have penetrated the theoretical and practical sides of values education, 

particularly in North America. A brief evaluation of his work is necessary before the 

features relevant to this study can be established. 

I f a researcher's influence is measured by the criticism levelled at his/her work, 

then Kohlberg has been exceptionally influential over the last twenty years. As an 

individual, he appears to have been a remarkable man possessed with a high degree of 

personal integrity and affability (cf, Rest's tribute, 1989). Personal qualities aside, it 

remains to be seen how durable his ideas will be in the face of a barrage of criticism 

levelled at this theory, criticism not only about his research design, but also about his 

philosophic orientation, his conceptual fi-amework, his definitions, and his conclusions. 

Kohlberg recognised the limitations of his early samples (60s, 70s) and the 

frailty of the bold claims he had made in spite of a paucity of empirical data (Rest 

1989). He and his colleagues at Harvard made a concerted effort in later years to 

improve the data collection techniques and to fill in the empirical gaps which 

undermined the general theory (Colby et al. 1987). 



31 

Welcome though these attempts have been, they fall short of resolving all the 
critical questions about methodology. The continued reliance on moral-decision 
making episodes poses a problem of relevancy: 'How adequately do dilemmas reflect 
real life situations?' Value oriented behaviour is not a theoretic construct but real life 
experience. Kohlberg himself came to distinguish between aretaic and deontic 
judgements, where aretaic judgements referred to decisions made in an actual situation 
while deontic judgements referred to judgements about ideals in hypothetical 
situations, and he acknowledged that his dilemmas evoked deontic type judgements 
(Rest 1989). Kohlberg saw the deficiency of this approach and devoted considerable 
energy to resolving the problem of interaction in the "real" worid. Nevertheless, it is 
hard to escape the fact that values are variously expressed in real life situations by 
equally mature people as the situation demands (Kitwood 1988). 

The reservations about Kohlberg's instrumentation and data collection 

techniques appear almost superficial next to some of the definitional and philosophic 

questions raised by others, particularly by those outside the field of educational 

psychology. H. Fernhout, in his article "Moral Education as Grounded in Faith" 

(1989), probes the metaphysical foundations of Kohlberg's theory and concludes that 

he and Kohlberg have different "faith orientations" which means that Kohlberg's model, 

regardless of how satisfying it is for some people, is unsuitable for him. 

Femhout goes back to the question, 'Why be moral at all?' and concludes, as 

Kohlberg did, that the answer ultimately requires a religious (faith) interface (Femhout 

1989, p. 187 citing Kohlberg). The question also raises additional questions about 

human nature, and meaning and purpose in life, which are likewise faith questions and 

"the dynamics of ultimate concern" (Tillich in Femhout 1989, p. 188). Therefore, while 

Kohlberg attempted to develop an educational programme which was secular, non-

sectarian, and non-indoctrinating, it emanated from- and was grounded upon - the idea 

of the ultimate worth and dignity of people. This was Kohlberg's "bottom line." His 

theory of justice flows from his conviction that "the rationally autonomous person is 

both the criterion for and determiner of morality" (Femhout 1989, p. 193). 
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Femhout, who wrote from a religious (Christian) perspective, accepted that 

this grounding was satisfactory for many in Western society and he was prepared to 

affirm Kohlberg's right to Uve by his convictions. At the same time, he asked that the 

tradition of tolerance esteemed in our pluralistic society be extended to those who 

believe as he did and who wished to educate their children accordingly. In contrast to 

Kohlberg, he believed that, 

the worth of persons is an important line in the whole sum of things, but 
it is not the bottom line, and thus not the ultimate bed rock of morality either 
(p. 193). 

Social scientists are more likely to question Kohlberg's constructs of "morality" 

and "development" than they are his philosophic presuppositions. For example, critics 

have questioned whether Kohlberg's notions of morality were not more a factor of his 

Western Weltanschauung than some universal moral standard (Williams 1985, p.84). 

Djilali Bouhmama (1984) studied the moral judgements of forty children from two 

cultures using Kohlberg's moral development model. The investigation, based on a 

limited sample of forty children equally split between Algeria and the United Kingdom, 

and between girls and boys fourteen and fifteen years of age, showed significant 

differences commensurate with cultural and religious backgrounds. His findings bring 

into question Kohlberg's hypothesis that the values he identified were universals and 

that development would not be significantly impacted by culture or religion. 

Bouhmama concluded, 

we cannot apply Kohlberg's principles of morality without reference to 
a definite context....[T]he relationship between the cultural values and the 
child's stage of moral development is significant and cannot be neglected. 
(p.131) 

His findings correspond to those described by several other researchers who 

have endeavoured to test Kohlberg's hypothesis in non-Western cultures.' 

Research like Bouhmama's has encouraged various people to suggest that the 

key concept in the moral development construct is not justice but something else. For 

example, filial piety may be at the core of Oriental development, obedience at the core 

of Mormon development, and "care" at the core of feminine development (Rest 1989). 

For a critical review of the literature on cross-cultural studies, see C. P. Edwards (1981). 
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This last one is particularly interesting because of the controversy which has 

surrounded it. Carol Gilligan (1982) believed that the origin of a distinctive feminine 

moral orientation was found in the traditional role females have played in society. 

Because the principal female activity throughout history and in virtually every culture 

has been the care of children, she felt female morality stemmed from care for others 

and centred around, 

the understanding of responsibility and relationships, just as the [male's] 
conception of morality of fairness ties moral development to the understanding 
of rights and rules.* 

In the face of these criticisms, it would appear that elements in Kohlberg's 

moral construct need revision. The "developmental" side of his theory has also come 

under criticism (cf, Boom 1985). Several years ago Kohlberg recognised that his 

criterion of "structured wholeness" was not derived from empirical research but was an 

a priori assumption. This led him to redefine elements in his developmental stages. 

In spite of these revisions, questions still remain. Are all the features of all the stages 

now correctly identified? Are there other stages still to be identified (e.g., a stage 

seven)? Must development always be uni-directional and irreversible? Is development 

always "sequential?" 

Furthermore, the stages may really not be indicators of moral development at 

all. T. J. Mark (1982) has argued that religious thinking may be more related to 

language skill than to cognitive awareness of the issues. I f he is correct, then the same 

question could be asked of the Kohlbergians, 'Can cognitive development be 

disassociated from language development?' Moran and Joniak (cited in Walker et al. 

1984) found that "stage" cues, such as vocabulary and syntax, confounded the resuhs 

of experiments in one of the Kohlbergian genre of measurement techniques, namely 

Rest's Defining Issues Test. 

In a carefully constructed rebuttal to Moran and Joniak, Walker, de Vries, and 

Bichard of the University of British Columbia (1984) argued that hierarchical stages 

exist and that language skill is not a predictor of moral development in the Kohlbergian 

' As quoted in Thomas 1989, p. 62; see also Sichel 1985. 



34 

sense. They rejected Moran and Joniak's thesis on methodological grounds noting that 

flaws in the design vitiated their conclusions. Their own carefully constructed 

experiment provided support for the contention that Kohlbergian stages were more 

than statements of language facility. 

Nevertheless, i f language skill is seen to be correlated with cognitive ability, it 

would follow that there would be some correlation between morality and language 

development as both abilities have a common source. Richard Hanks (1985) 

reinforced the argument that Kohlbergian morality is a fijnction of intelligence in his 

study of mentally and educationally backward children. He found that children with 

this deficiency demonstrated a moral judgement retardation equivalent to their 

mental/educational retardation. Hanks interpreted this to mean that intellectual ability 

determined the quality of moral judgements and therefore had a direct bearing on 

morality itself 

This line of reasoning has led many to reject Kohlberg's approach as too 

"nartow:" there must be factors other than human reason which lead to morality. For 

example, what role, i f any is there for personality, for emotions and for will in moral 

judgement?' Others have asked, 'What correlation is there between moral reasoning 

and moral action?' (Ormell 1993; Williams 1985; Straughan 1993; Blasi 1980). 

Kohlberg was aware of these concerns and not dogmatic that the six stages 

revealed the only component of morality. His successors have continued to ask. 

What else is there besides six stages, and what are the relations between 
these six stages and moral motivation, or ego strength, or moral identity - or 
whatever else there might be? How do these components interact in ways that 
give rise to moral behaviour? (Rest 1989, p. 87) 

In the 1980s Kohlberg was addressing these questions through a "just 

community approach" to moral education. Individuals were encouraged to hone 

problem-solving skills through motivational, behavioural, and cognitive interaction 

with the 'community.' 

' See Roebben 1995; Sageb 1980; Kitwood 1988; on the contributions of R.S. Peters who argued for a 
broadening of perspective along these lines, see Bemadette Tobin 1989. 
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Kohlberg's central concept of "stage" has also undergone severe criticism. 
Developmental psychologists no longer accept as tenable the stage theory of cognitive 
development; sequence is now the preferred term.*" Reflecting this trend, some of 
those with whom Kohlberg worked have moved away from a strict adherence to stage 
theory: 

.. .there are many new ways of depicting the storage of knowledge and 
the construction of perception, and new ways of representing how decision
making is carried out. Piaget and Kohlberg portrayed cognitive operations and 
structures in terms of stages, but we should be open to altemative ways of 
portraying cognitive operations and structures (Rest 1989, pp., 89; see also 
Hanks 1985; and Williams 1985). 

2.3.4 Conclusion 

Evidence from research conducted over the last fifty years indicates that 

individuals come to hold values and internalise them under the influence of the 

environment. This does not necessarily preclude the existence of "innate" or inherited 

disposition and the role it would exercise in value formation; rather, it emphasises the 

point that the environment plays a key role in the value formation process. People 

acquire values as they receive information, observe the values in behaviour, mature 

through experience, and are faced with societal expectations. These constraining and 

modifying environmental forces are screened by a personality which has interacted with 

society. Changes which occur in value positions are in accordance with the centrality 

of the new value, its congruity with the pre-existent value system, and the "distance" 

the valuer is from the new value. Furthermore, an analysis of change will have to 

include an analysis of the role the individual's conative, cognitive, and emotive aspects 

of personality play in the rejection, modification, and adoption of the value. 

2.4 The school setting 

Schools are "value-laden" institutions. Recent studies in school effectiveness, 

such as Mortimore and team's School Matters, have recognised this and sought to 

assess its effects. Mortimore believed that schools have an impact on pupils' values 

and that the impact varied across schools. Ben-Peretz and Kremer (1982) felt that 

10 See Boom 1989; Rest 1989 and D.C. Phillips and M. E . Kelly 1975. 
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their study of Israeli schools implied the existence of a significant variance in a 
school's ability to transmit both terminal and instrumental values. 

These studies and others which are reviewed in Chapter 3 establish that there 

are elements in the school environment which do influence value formation but the 

extent and nature of the influence awaits thorough investigation (Kitwood and 

Smithers 1975). The government assumes the potency of the school and in the 1992 

Education Act required that inspectors identify "what schools do to 'promote the 

social, moral, spiritual and cultural development of pupils'" (in Trainor 1995, p.7). 

Accepting as a hypothesis for this thesis the concept of schools as effective agents in 

value formation is, therefore, in line with the evidence provided by earlier empirical 

research and in agreement with many axiological statements as well as with 

government assumptions. The task at hand is to define, quantify, and explain aspects 

of the school's impact. 

Once the basic premise of SLT has been accepted as a theoretic starting point 

for empirical research, then it follows that all those elements in society which are 

empirical in nature, have at least the potential to be eflfective in influencing value 

formation. To ask the question, 'What impact does a school have on value formation?' 

is really to ask how the various elements in the "environment" including, for example, 

the hidden and overt curriculum, classrooms, administrative structure, management 

style, school policies, student intake, and the physical facilities, come to bear on an 

individual's values. 

2.4.1 Values education in schools 

In view of the school's perceived efficacy, it is surprising that there are not 

many values-education programmes. SL theorists generally reject values educational 

programming, preferring an informal curriculum located in the atmosphere of the 

school, because value content in a formal curriculum is problematic. A list of problems 

would include the "mature" and tentative nature of the subject (e.g., see D.Z. Phillips 

in Gardner 1982); the fragmented nature of a pluralistic society (e.g., Sagab 1980); the 

sceptre of indoctrination (e.g., Kitwood and Smithers 1975; Hare 1987; Wilson and 
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Cowell 1987; Ryan 1985; Purpel and Ryan 1975; Dalton eLaL 1982; Oser 1986); the 
feeling that values education belongs in socialisation agents like the church or family 
(e.g., MacMillan 1988); and the feeling teachers have that they are not competent to 
enter an area "sages fear to tread" (Purpel and Ryan 1975). Cognitive 
Developmentalists have circumvented these problems by shifting the focus on value 
learning from content to structure. They would argue that the more ambiguous 
approach of the SL theorists leaves too much to chance, and avoids a responsibility 
and opportunity afforded the school. They prefer a method of direct intervention on 
the cognitive side of valuing. Perhaps the three most common CD models are values 
clarification,'* value analysis (see Fraenkel in Ryan 1985); and Kohlbergian style moral 
development programmes. 

Each of these cognitive approaches has been the subject of considerable 

criticism. What follows is a very brief summary of the main problems usually 

associated with the cognitive method. 

What is the essence of value development? (1) The CD approaches stress 

structure, or how a person comes to and holds a value as opposed to what he/she 

actually believes. What is the benefit of this? "What, i f any, moral progress can a child 

be seen to have made in moving through some of Kohlberg's stages, i f the views he 

holds are regarded as morally repugnant to the one who has assisted his movement?" 

(Joyce 1983).*^ (2) The CD models are too closely associated with cognitive process, 

meaning that moral development and achievement are closely connected with 

intellectual ability (Pring 1984, p.61). This seems to contradict a widely held belief 

See Dalton 1982; Lockwood 1978; Ryan 1985; Hare 1987; Barrow and Milbum 1986. 

Clive Beck (1989) provides an interesting variant of this criticism. He argues that there is normally 
no improvement in morality after the age of eight. Children may be "as good at morals" as adults. 
Whole moral improvement is always possible, moral capacity, like the capacity to leam a second 
language, does not improve with age. Ryan & Lickona (1987) likewise feel that children often 
demonstrate a 'purer' moral quality than adults. These articles argue that, while the valuer does 
develop, so does the standard by which he/she is assessed. Improvement is measured against a shifting 
rather than stationary standard. Critics following this line of reasoning would not describe change as 
improvement. When one rejects the irreversible hierarchical stage model, it becomes possible to see 
that the over-all impact of a school on a child could be negative. True development in the sense of 
improvement would require that esteemed values be upgraded in all dimensions of personality, 
including the cognitive, conative, affective, behavioural domains. 
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that what people do is at least as accurate a reflection of value attachment as is the 
thinking process. I f development in a value position is a thought process, how do 
thinking and acting interrelate? (3) Values are held and subject to change in all 
dimensions of personality; what a person should feel, what a person should do, and 
what a person should be, are all as important as what a person should think (Wilson 
and Cowell 1987; Roebben 1995). 

Are values relative? (4) The attempt to be broadminded and non-

indoctrinating has resulted in value relativism which holds that one value is as good as 

another. This proposition is flawed because it reflects a value and consequently is self-

contradictory (Gardner 1982). (5) Furthermore, these theories make a '"fallacious 

jump'" from 'There is a great variety of moral opinions' to the conclusion that 'one 

moral opinion is just as valid as any other (Gardner 1982). (6) Some of these theories 

(VA, VC) want children to decide which position they feel is most valid while at the 

same time holding that no position is morally superior. Therefore, they encourage 

"structurally" (as opposed to content) erroneous attitudes, for no value is superior to 

another (Gardner 1982). (7) There is an implicit contradiction in giving individual's the 

right to choose personal values without letting them create a moral environment in 

which to live them (Royce 1983). (8) All three of these approaches seek to counter 

indoctrination but in the process they create a negative view of 'open-mindedness' 

(Hare 1987). Open-mindedness does not mean one should reject the superiority of any 

and all values, but rather that one should respect the opinions of others while believing 

that some values are "better" than others and that these "better" ones are subject to 

change in the face of compelling evidence. (9)Indoctrination is not inevitable unless 

one considers all forms of values education indoctrination. I f some value positions can 

be presented to children in non-indoctrinating ways, as values clarification, values 

analysis, and moral development programmes suggest, then why cannot specific morals 

be taught directly in non-indoctrinating ways? (Royce 1983). (10) I f the process 

(values clarification, values analysis, moral development) does not produce a desirable 

content, what justification can there be in using it? (Royce 1983). Some value 
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positions, such as discrimination on the basis of sex or race, are not considered 
acceptable in our society so it is difficult to esteem a value process which could 
produce value positions which do not reflect these "universal," non-relative values 
(Higgins 1987). 

Are these models effective? (11) How are students to be motivated to make 

principled value choices? Such an activity is in itself a reflection of a love for learning 

or 'truth' which has to be "taught." (12) Empirical evidence suggests that the 

intervention progranames envisioned here are only capable of creating small shifts in 

values thinking over long periods of time. The gains seem modest considering the 

effort that is expended (Ryan 1986; Leming 1981). (13) Gains which do take place are 

often attributable to factors which have nothing to do with the intervention programme 

offered (cf, Rest and Thoma 1985 and Schlaefli etal. 1985). (14) I f a process 

approach produces conflicting resuhs, then it is "inadequate; " i f it fails to exclude any 

value position, it is "useless" (Royce 1983). (15) I f students are not taught values by 

the people who truly love and care for them, namely parents and teachers, then they 

will inevitably be exposed to values from an impersonal, insensitive, and potentially 

hostile world (Royce 1983). 

2.4.2 Direct transmission of values 

These criticisms have led teachers either to avoid explicit value training or to 

carry on with more traditional approaches. The integrity factor associated with 

conscious efforts to teach values has some appeal because values are passed on 

through the 'front door' rather than through an unconscious 'back door.' 

In this approach, teachers, in conjunction with parents and the community, 

select values for overt teaching on the basis of some criteria of worthiness, desirability, 

or Tightness. Using a set-of-values approach, the entire school's atmosphere is 

'climatized' with the values and students are routinely exhorted to adopt the values 

which the teachers are modelling by precept and example. Special attention is usually 

made to bolster the effectiveness of the overt curriculum with a congruent hidden 
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curriculum through the carefial screening of teachers, restrictions in student intake, and 

the development of particular school policies. 

This approach is difficult to implement in a public school setting where 

agreement on the values to be taught is normally not possible. Furthermore, it runs a 

higher risk of indoctrination than do the previously reviewed methods of values 

education and, although some may argue that indoctrination into "truth" is to be 

commended, nevertheless, the effect of graduating students incapable of critical 

reflection in a dynamic, and crisis oriented worid, is not an attractive one (cf, 

Fairweather 1995; Barrow 1995). 

Even the goal of safely transferring values to the next generation may be an 

illusory one when powerfiil agents in society are acting at cross purposes to the 

subculture cloistered in the school. As Edwin Cox (1988) put it, "the implicit 

education that comes from living in a morally plurahstic society will negate the explicit 

moral teaching of the school community." Finally, those who hold to a direct 

transmission mode still need to ask the basic question, 'How do schools impact 

children?' Some methods which appear attractive and theoretically sound may 

produce unintended values, hence the aphorism, 'values are caught, not taught.' 

The two schools which formed the basis for this study represent different 

approaches to values education. The one school, the American International High 

School (AHS), took a social learning theory approach. The other. The Religious 

International High School (RHS), took a direct transmission approach. They were 

chosen, in part, because they represent the two principal approaches to the teaching of 

values in an educational setting. 

2.5 Holding a value 

Section One above deah with the question, 'What is a value?' With the answer 

to this question in hand, it was possible to raise the question, 'How are values 

acquired?' (Section 3) and 'How are values acquired in a school setting?' (Section 4) 

This section asks the question, 'What does it mean to hold an acquired value?' 
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Eariier it was noted that a strict interpretation of SLT would leave one with the 

expectation that individuals exposed to the same social environment would come to 

value in the same way. Genetic research and psychological theory both suggest that 

features in individual 'personality' act as an important fiher in what is believed. 

Consequently, what is needed is 

...an approach which draws on both sociological and psychological 
insights, which takes individuality fiilly into account, and which sees the person 
not as an isolated organism, but in a social context. (Kitwood 1976, p.83) 

Kitwood went on to speak of values as beliefs "woven into the fabric of human 

life" (p.88). He argued that every individual held values in a unique way and that 

efforts to assess value change must avoid simplistic, uni-dimensional methods. 

It should also be noted that values are held in conjunction with the roles people 

play (e.g., a loving spouse can also play the role of an improvident parent; see Williams 

and Williams 1970), in the context of past experience, in congruence with shared 

perspectives (e.g., personal performance dictated by the opinions of others), in light of 

a fiiture objective in view (e.g., a prisoner may decide to 'go straight' upon release 

from prison), in accordance with personal identity (e.g., the martyr cannot define 

him/herself apart from the value), and in internal equilibrium (e.g., values are attached 

to each other so that violation of one brings feelings of guih, anxiety, despondency, 

etc.). 

Those who assume that holding a value is equivalent to acting in a particular 

manner obscure the sophisticated nature in which values are attached to personality. I f 

people always carried through on their expressed wishes, then there would be little 

controversy about measuring a held value, but experience testifies that such is not the 

case: 

'Between principles and practice, ideal and fiilfiUment, there will in any 
normal morality be a gap....[T]his gappiness is an essential feature of the moral 
life, and is made manifest in the tension which may exist prior to action 
between principle and desire' (Neil Cooper quoted in Straughan 1983, p. 188). 
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I f the existence of a "gap" means that behavioural evidence for a value does not always 
exist, or that, i f it does exist, its meaning is potentially misleading, then how does one 
determine i f a value is held? 

Ryan and Lickona (1987, p.21) have developed an "integrative" model of a 

moral agent. Three components - knowing, affect, and action - interplay with each 

other in the context of a moral environment. A slightly modified version, diagrammed 

below as Figure 2.1, illustrates how the integrations are conceptually linked: 

Figure 2.1 

Knowing 

Person as a Valuer 

/ 
Affect ction 

Knowing 
1. Knowledge of values 

2. Value reasoning 
3. Decision-making 
strategies 
4. Imagination 
5. Judicio^ 

Action Affect 
1. Wiil i . Identification with the 

value 
2. Competence 2. Attraction to the value 
3. Habit 3. Commitment to the 

value 
4. Conscience 
5. Empathy 

The interactive view of human valuing is a middle-of-the-road compromise 

combining the SLT concept of societal impact on the tabula rasa with elements in 

psychological thinking which describe a role for "personalism." It also takes a 

sophisticated approach to locating a value within the complex construct of personality. 
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This last point needs clarification i f it is to provide a theoretic grounding for 
measurement methodology. 
2.5.1 Domains of personality 

The role of reason is a key one in value formation (Peters in Tobin 1989, p. 19; 

Blasi 1980). Those in the cognitive developmental tradition see it in such a dominating 

role that other locations of value are relatively insignificant or non-existent. The 

cognitive side of personality provides unity to the otherwise disparate elements in 

personality and is really the central location of the value. That is, will, behaviour, and 

emotion lead to or follow from the cognitive throne room (e.g., Peters in Tobin 1989). 

How does one 'know' what course of action to take without first having some 

cognitive awareness of it? How can a person become emotionally attached to a value, 

or will to behave according to its dictates, i f it is 'unknown?' A values-information 

base must be resident in personality before other dimensions can attach themselves to 

the value. 

There appears to be empirical evidence for the centrality of cognition in value 

holding. For example, McNamee (1978) and others (cf, Kohlberg's investigation of 

the Milgram experiments) have found that cognitive development as measured in 

Kohlbergian stages was correlated with behaviour. 

To suggest that the cognitive domain is the principal reservoir for a value is one 

thing, to argue that the size of the reservoir determines the essence of value holding or 

some 'developmental stage,' is quite another. As Walter Percy put it in The Second 

Coming, bright and well-adjusted students '"all get As, yet flunk ordinary living'" (as 

quoted in Coles 1987, p.viii). For some investigators, therefore, the acid test of value 

disposition is action. Ultimately and finally the value is perceived to be held i f it is 

acted upon (e.g., Blasi 1980; Ormell 1995). 

Critics of this interpretation point out that a behavioural approach obscures the 

role of habit, skill, general disposition, physical characteristics, and a host of 

motivational factors which all appear to have a hold on the value (e.g., Straughan 

1995). Undoubtedly, there are instances when individuals do not act in accordance 
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with what they believe. Kitwood referred to a form of this failure when he noted that 

people hold values in conjunction with the roles they play. People are often seen 

performing in ways contrary to their own value system in order to fijlfil the 

expectations of others. 

Ryan and Lickona believe that the "gap" between knowing and acting is 

sparmed by the bridge of attraction, commitment, empathy, and conscience. While the 

cognitive developmentalists would argue that the size of the cognitive reservoir 

influences behaviour, those who hold to the integrated view would be more inclined to 

argue that the tenacity with which a value is held lies in "essential self (Blasi) and is 

found in the affective side of personality. Emotion, then, acts as a facilitator for action 

(Roebben 1995; Hemming 1995)." 

One can imagine situations where reason "knows" what to do, and "emotions" 

provide a positive feeling for what ought to be done, and yet the action is not 

forthcoming. The confijsed picture which emerges was poignantly described by St 

Paul: 

...what I want to do I do not do, but what I hate I do....I have a desire 
to do what is good, but I cannot carry it out. For what I do is not the good I 
want to do; no, the evil I do not want to do - this I keep on doing....What a 
wretched man I am! Who will rescue me from this body of death? (Romans 8) 

The apostle described this missing moral ingredient in theological terms as the 

law of sin and death. In psychological thinking today the final stakeholder in personal 

value holding is the will, the "action-engendering element" (Tobin 1989) which 

translates understanding and emotional response into conduct. Some, such as Ryan and 

Lickona (1987) and Putnam (1995), have even argued that cognitive processes are 

influenced by the will which supplies the very 'energy' necessary to think through an 

issue and to act morally. Like reason, will can take the magisterial throne and dictate 

to the emotions and determine a course of behaviour. 

Unless all these intraorganismic variables are accounted for, an assessment of 

value attachment will be deficient. Mark Twain provided amusing, insightful summary 

On the distinction between 'emotion' and 'cognition' see Tobin's' 1989 analysis of R.S. Peters; also 
Kitwood 1988. 
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of the problems associated with identifying the location of a value in Huckleberry 

Finn's dilemma. You Can't Pray a Lie: 

YOU CAN'T PRAY A LIE 
. . . I about made up my mind to pray, and see i f I couldn't try to 

quit being the kind of a boy I was and be better. So I kneeled down. 
But the words wouldn't come. Why wouldn't they? It wam't no use to 
try and hide it from Him. Nor from me, neither. I knowed very well 
why they wouldn't come. It was because my heart wam't right; it was 
because I wam't square' it was because I was plajdng double. I was 
letting on to give up sin, but away inside of me I was holding on to the 
biggest one of all. I was trying to make my mouth say I would do the 
right thing and the clean thing, and go and write to that nigger's owner 
and tell where he was' but deep down in me I knowed it was a lie, and 
he knowed it. You can't pray a lie - 1 found that out. 

So I was fill! of trouble, fiill as I could be: and didn't know what to do. 
At last I had an idea; and I says, I'll go and write the letter - and then 
see i f I can pray. Why, it was astonishing, the way I felt as light as a 
feather right straight off, and my troubles all gone. So I got a piece of 
paper and a pencil, all glad and excited, and set down and wrote: 

Miss Watson, your mnaway nigger Jim is down here two mile below 
Pikesville, and Mr. Phelps has got him and he will give him up for the 
reward i f you send. Huck Finn. 

I felt good and all washed clean of sin for the first time I had ever feU 
so in my life, and I knowed I could pray now.... 

I took it up, and held it in my hand. I was a-trembling, because I'd got 
to decide, forever, betwixt two things, and I knowed it. I studied a 
minute, sort of holding my breath, and then says to myself 

"All right, then, I'll go to hell" - and tore it up. 

It was awfiil thoughts and awfiil words, but they was said. And I let 
them stay said; and never thought no more about reforming. I shoved 
the whole thing out of my head, and said I would take up wickedness 
again, which was in my line, being bmng up to it, and the other wam't. 
And for a starter I would go to work and steal Jim out of slavery again; 
and i f I could think up anything worse, I would do that, too; because as 
long as I was in, and in for good, I might as well go the whole hog. 

2.5.2 An integrated model 

Assessing the impact of school on an individual's valuing process cannot be 

done without addressing the value location in personality. The cognitive, affective, 

conative, and behavioural dimensions are all theoretically susceptible to the school's 

influence and quite possibly in unique ways. It is not enough to measure how a school 

From The Adventures of Huckleberry Finn (Twain 1970, pp.149-51). 
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impacts a student behaviourally or even cognitively, because values are held in a more 
sophisticated matmer than such an approach implies (Straughan 1983, 1993; Kitwood 
1988). 

Investigators who have examined the relationship between cognition and action 

have suggested ways of making the prodigious task more manageable (e.g., Blasi 

1980; Roebben 1995; Hemming 1995). The principle of trait consistency maintains 

that values held cognitively will also be held emotionally and behaviourally. Stages of 

development have been demonstrated to correlate with behaviour so there appears to 

be a degree of consistency across the domains of personality. However, uncertainty 

remains as 'to what degree the principle of trait consistency is operative and under 

what circumstances?' Although this issue is not the focus of study in this research 

project, it is relevant to it. Assessing and explaining a school's impact in the value's 

domain cannot be done without an examination of the points of interface which only an 

integrated model of value holding provides. 
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CHAPTER T H R E E : Value Change in an Effective School Climate 

This research project raises the question of the nature and extent of a school's 

impact on students' values. Chapter Two reviewed a selection of the most relevant 

literature dealing with values. Out of it emerged a theory of value change. Chapter 

Three reviews the literature on school effectiveness and sets out a theory which 

permits the development of a research model which addresses the question of a 

school's impact in the values domain. 

3.1 Overview 

Educators have clung to several sacrosanct assumptions, including a belief in 

the educatability of children, a belief in the benefit of universal access to education, and 

a belief in the ability of educators to independently manipulate a host of variables 

which correlate with a child's success. Logical and laudable though these assumptions 

may be, they nevertheless imply a potency in formalised education which needs 

empirical justification. 

Peter Mortimore and team's decision to entitle their school effectiveness study. 

School Matters (1988), was a symbolic statement to a sceptical research community 

that schools are potent and that the school a child attends does make a difference. I f 

Professor Mortimore had made a similar pronouncement fifty years ago, it would have 

gone unnoticed. In fact, to have believed otherwise would have been analogous to 

believing flat earth statements. 

A review of previous research in the field necessarily begins with a cautionary 

note. A subject as diffiise as school effectiveness spans an intimidating breadth of 

Uterature. It is unlikely that any single researcher could completely familiarise 

him/herself with the range of methods, theories, models, procedures, and outcomes 

associated with the subject in its broadest definition. It is equally unlikely that the final 

word is about to be written on a contentious issue such as school effectiveness. 

What is necessary, therefore, is to identify and describe the principal features in 

the construct's current landscape in such a way that a satisfying theory emerges which 

is capable of generating firuitful, testable, and coherent conclusions (cf Keeves 1988). 
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Much of the controversy surrounding school effective research can be traced directly 

to the manner in which researchers have employed the term and careful attention is 

given here to establishing a clear and logical definition which is consistently employed 

in the design and data collection model. 

Research designs are grounded on the philosophic suppositions latent in 

definitions. The more complex the design, that is, the more variables and mediating 

conditions accommodated in the design, the more rigorously definitions must be 

applied. Unfortunately, this has not been the pattern in much of "effectiveness" 

research and contradictory and unrelated conclusions have resuhed. Researchers have 

reacted to this condition by "hiving off ' into secluded research areas where they work 

without the benefit of cross-pollination and with all the problems of autarky. A 

disjointed, incompatible body of research is the result. 

It seems unlikely that any research project will harmonise the designs, methods, 

and conclusions littering the school effectiveness field, at least in the near future. This 

does not preclude significant research in school effectiveness, but it does mean that 

studies like this one need to proceed with caution and a sense of humility in the hope 

that a fresh approach will clarify rather than cloud the picture of school effectiveness. 

There is general consensus in effectiveness research that a school's affective 

impact is mediated principally through the environment or "school climate" (e.g., 

Edmonds 1979, Sagor 1981, Moos 1979). As noted earlier, social learning theory 

suggests that every facet of school life is potentially significant for the student. To 

predict a child's success, whether in personal or relative terms, one must examine the 

environment in which potential success is cultivated. It would be impossible to predict 

individual functioning without analysing social settings which are capable of producing 

differential effects. As Rudolf Moos (1979,p.3) put it. 

Conclusions about the influence of different environments vary, but all 
authors agree that the social-ecological setting in which students fUnction can 
affect their attitudes and moods, their behavior and performance, and their self-
concept and general sense of well-being. 

This project, which analyses value change in school-attending adolescents, 

examines the relationship between a school's climate (i.e., its environment) and a 



49 

Student's value change. Do school climates foster value change, as social learning 

theory hypothesises? I f so, in what ways, how, and to what degree? Are some 

climates more conducive to value change than others? This last question reflects a 

belief that some schools possess climates which are more potent than others, or more 

potentially effective than others, thus locating this project in the larger research domain 

of school effectiveness (cf, Strivens 1985, p.46). 

Chapter Three provides an explication for the line of reasoning outlined above 

and sets forth a school effectiveness theory which undergirds the research to follow. 

Particular attention is given to the identification of connecting pathways between the 

fruitful constructs of value-change, school effectiveness, and school climate. In 

cursory form, the argument proceeds as follows: 

i . Social environments have the potential to create "value change" 
- the school has a social environment (viz., climate) which has the 
potential to create "value change" 

ii. Social environments vary according to constituent traits 
- schools vary according to constituent traits 

iii. Some social environments are more likely to create change than others (e.g., 
according to the principle of central tendency) 

- some schools are more likely to create change than others 
iv. Schools which create change have an "effect" on students 

- some schools have a greater impact on students than do others or 
make more efficient use of their resources and are therefore said to be 
"effective schools" 

3.2 Contextualizing the concept of school effectiveness 

Throughout history educators have sought to improve their understanding of 

the teaching process and to encourage "effectiveness." The contemporary pre

occupation with defining and creating "effective schools" is not exclusively a modem 

enterprise even though current methodological approaches give it a modem aura. 

Scholars reviewing effectiveness literature typically begin vwth events in the 1960s 

thereby implying that whatever preceded this period was either irrelevant or 

inconsequential. 

What makes this blinkered approach particularly puzzling is that conclusions 

arising from current research are analogous to what educators over the centuries have 

held to be true. Not surprisingly, people have asked how it is that. 
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Studies leading to such commonplace, i f not banal, generalities can be viewed 
as a major break through in educational research (Tomlinson in Mackenzie 
1983, p.5). 

Others have expressed amazement that the principles of effectiveness had ever 

been forgotten (Anderson 1990), but in their fascination with new designs and models, 

researchers have mn the risk of 'missing the forest for the trees.' There is no harm in 

re-discovering effectiveness principles (in fact, the process provides gainfial 

employment for many in the research community), but the focus of research needs to 

shift to the application of over-arching principles. 

For example, cumulative wisdom, often treated as though it were "folklore," 

suggests that leadership in social institutions is important, and that diverting energy 

from a stated goal leads to inefficiency. A principle such as this one can be empirically 

re-tested for verification purposes, although it seems reasonable to assume that 

research which focuses on application of these principles in unique educational settings 

holds more promise for educational improvement than does the search for new 

principles. 

There seems to be a tendency in the effective schools research community to 

look for breakthroughs in the quest for effective solutions to persistent problems' but, 

unlike technologically based sciences which are gripped in an "information revolution," 

the social sciences and education are progressing at an evolutionary rather than a 

revolutionary pace. Investigations which centre on dimensions of personhood are 

more likely to yield useful conclusions on the application side of research rather than 

on the discovery side. 

Over the last thirty years, effectiveness research has expended considerable 

energy on the re-testing of traditional (forgotten?) principles of educational success. In 

some cases, when innovative methodological approaches were employed, the results 

appeared to confound conventional wisdom and a reactionary period ensued. A brief 

survey of the literature serves to illustrate this point. 

Cf., below 3.6.1 "Criticism of school effectiveness research.' 
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3.2.1 Background to the 1960s 

Educational research, as a distinct academic discipHne, has demonstrated a 

natural affinity for the social sciences, especially psychology and sociology. As 

methodological approaches changed in these ancillary disciplines, they had a ripple 

effect in education. Furthermore, it is not unusual to see guiding issues in one 

discipline reflect themselves in another. For example, when psychologists committed 

themselves to the time-honoured quest of developing the individual child to his/her 

fullest capability, education followed suit. 

In the pre 1960s period, there was a common assumption amongst educators 

that society would reward the school graduate with a position commensurate with 

demonstrated ability and performance. Because the school provided all children with 

an equal opportunity for advancement, they were theoretically free to move through 

the social hierarchy as they desired. Socialist politicians and radical members of the 

British upper class were amongst the first ardent supporters of the idea that formalised 

education could eradicate a host of social problems and enlighten the individual 

(Miller 1983). 

Such optimism did not seemed justified. Well-known personal success stories 

along the lines described by Horatio Alger appeared to substantiate the belief that 

everyone could "make it" i f they took the opportunities available to them. Sociological 

research consistently demonstrated the ethereal nature of this unbridled optimism 

(Miller 1983) but it was not until well pubUcised events like Sputnik and racial 

desegregation in the United States, and class issues in Great Britain received public 

attention that lack of confidence in schools as an effective institution of social change 

surfaced. 

Schools did not exist in a vacuum, however. Other social institutions, such as 

the church and the family, appeared to be likewise ineffective and in need of reform i f 

they were to deal with problems ranging from psychiatric disorder and drug abuse to 

unemployment and civil disobedience. 
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During the 1950s and 60s it appeared that an 'expansion in provision,' 

including better facilities, better salaries, more teachers, shorter working hours and 

newer textbooks, held the key to the invigoration of the school as a socialising agent. 

Politically, reform ideas found expression in Johnson's 'Great War on Poverty' and the 

Labour Party's democratic socialism. With the benefit of hindsight, these liberal 

programmes appear naive and quixotic. Few today would suggest that stmctural 

changes to an education system could in and of themselves result in profound social 

restmcturing. 

Given socio-political interests in education and the generally pessimistic 

findings in sociology, confrontation was inevitable. The often cited Coleman et al. 

(1966) Equal Educational Opportunities Study, Jencks et al (1972) Inequality: A 

Reassessment of the Effect of Family and Schooling in America in the United States 

and the Plowden Report in Great Britain did precisely this. Earlier sociological work 

had suggested that family background and personality characteristics determined 

school achievement but it was not until these studies were published that the battle 

lines were drawn in the educational research community (Brookover 1982; Miller 

1983). These reports became indispensable reference tools for those attacking society's 

traditional faith in schools. Rather than initiating the effective schools debate, 

Coleman-Jencks and Plowden crystallised the issues. Consequently, researchers today 

often begin their analysis of effective schools by arguing for or against the Coleman-

Jencks/Plowden interpretation (Ralph and Fennessey 1983; cf, Mortimore 1995). 

Briefly stated these reports established that home background variables were the 

principal predictors of success at school, and that schools only differed insignificantly 

when socio-economic and aptitude inputs have been properly controlled. 

Schools bring little influence to bear on a child's achievement that is 
independent of his background and general social context...this very lack of an 
independent effect means that the inequality imposed on children by their home, 
neighbourhood and peer environment are carried along to become the 
inequalities with which they confront adult life at the end of school. For 
equality of educational opportunity must imply a strong effect of schools that is 
independent of the child's immediate social environment, and that strong 
independence is not present in American schools (Coleman et al. 1966, as 
quoted in Lezotte 1989, p.816). 
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Coleman and company have been criticised on many levels but the durability of the 
Coleman thesis suggests that its major tenet, namely that schools are socially impotent 
when viewed apart from pupil composition, is accurate. Sensitive perhaps to the 
possibility of a negative self-fulfiUing prophecy ensuing from his work, Coleman later 
acknowledged that there were differential schools effects. In an unduly cautious 
statement prefacing his more recent extensive study of high school achievement, 
Coleman et al. wrote: 

Yet despite this evidence that schools do make a difference, not much is known 
about what characteristics of schools affect achievement. Far more is known 
about those characteristics of schools that make little or no difference 
(Coleman, Hoffer, Kilgore 1982, pp.xxvi,xxvii). 

3.2.2 School effectiveness research 1970s - 1990s 

Coleman's "glimmer of hope" for effectiveness research is an acknowledgement 

that criticisms have not gone unheard. Guarded though his statement is, it reflects a 

growing consensus throughout the research community that there is an important role 

for the school to play and that the role can be played better in some schools than 

others. Not surprisingly, a positive psychological atmosphere is now discernible in 

schools where educational practitioners have grasped the import of the fact that 

"school matters." 

While "effectiveness" has become a buzz word in educational circles, the 

empirical research into school level effectiveness is relatively limited and has suffered 

from inbreeding. As Ralph and Fennessey (1983) put it, 

those who write about effective schools show...a high degree of 
'incestuousness' - that is, reviewers refer to earlier reviews as i f they were 
evidence... [and] the self-congratulatory tone of these reviews sometime 
approaches the intensity of evangelism (p.690). 

Harsh though this criticism is, there is truth in it and it forcefully argues for new and 

innovative approaches. 

Studies in the last twenty years have sought to avoid the problems associated 

with the Coleman genre of research. They have attempted to resolve problems of 

definition, to look innovatively at cognitive outcomes, to include evaluations of non-

cognitive school outcomes (cf, Madaus 1979; Lezotte 1989; Miller 1983), to 
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incorporate a host of school variables, particularly, micro process variables rather than 
stock inputs (cf., Sirotnik 1985; Jansen 1995; Gray 1981; Brown 1975), to evaluate 
effectiveness at various levels in the school organisation (cf, Gray 1981), to adopt new 
theoretical and methodological perspectives (cf, Luecke and McGinn 1975), to 
evaluate those things a school seeks to teach through multiple outcome measures (cf, 
Mortimore 1994; Rutter et al.. 1979), and to locate over-arching principles which 
produce beneficial results at the local school level. These trends reflect a maturing in 
the field of school effectiveness research and they help to bring order and freshness 
into a research tradition which has lacked direction and cohesion, two qualities which, 
ironically, are closely associated with "effectiveness" In 1985 David Reynolds 
summarised the situation this way: 

School differences research is, then, a sort of fledgling, still seeking the 
intellectual status that has been associated with the dominant individualizing 
paradigm and still not completely convincing the wider educational research 
community that it has the potential to make a major contribution to knowledge 
(p. 6). 

A decade later the effective schools research "movement' is no longer "a sort 

of fledgling" (Jansen 1995). A voluminous literature and a transnational impact on 

governmental educational policies is indicative of a mature research field. Recent 

emphasis has been on the practical application of effectiveness characteristics (Tibbitt, 

Spencer, Hutchinson 1994) although, in many cases, this remains an illusive goal. 

Research in the 1980s seemed to suggest there was a "formula" for school 

effectiveness (Bennett 1992; Rossmiller and Holcomb 1993; cf, Jansen's 1995 

critique). Today, this Holy Grail quest has run its course (Bangs 1995; Creemers and 

Reynolds 1989) and there continue to be calls for either a complete rejection of the 

research methodology (Jansen 1995) or a merger of it with other approaches, most 

notably the school improvement research tradition which focuses on the ways in which 
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a changing school improves its quality rather than focusing on correlates of attainment 
and performance (Tibbitt, Spencer, Hutchinson 1994). 

3.3 Conceptualising school effectiveness 

The logical place to begin construction of a school effectiveness theory is with 

a definition of "school effectiveness." While it is evident that there is a need for a 

clear, comprehensive, functional definition, the task of creating one is not easy and 

generally speaking, avoided. As a result school effectiveness is "one of the most 

pervasive yet least delineated constructs in the study of organisations" (Goodman and 

Pennings in Hoy and Ferguson 1985, p. 117). 

Three related terms are used interchangeably in the literature: school effects, 

school effectiveness, and effective schools. The first of these, school effects, usually 

carries with it the idea that schools have a variety of influences on a student. School 

effectiveness is used in two ways, either in a broad sense to refer to all studies which 

deal with the impact of schools on students, or in a more narrow sense to refer to 

evaluation of an intended outcome. For example, a study in school effects would 

include a cataloguing of the learned behaviours, attitudes, and beliefs a student 

acquired while in school. A school effectiveness study would evaluate how well the 

school "taught" the learned behaviour, attitude, or belief 

The third affiliated term, effective schools, is a comparative term, that is, it 

suggests that a comparison has occurred between two or more entities. A study in 

school effects would list, describe, analyse, or evaluate a school's effects; school 

effectiveness would evaluate how well a school produced the effect, and a study in 

effective schools would ask whether a school's performance in creating the effect was 

equally effective for all students in the given school or whether the school was more 

efficient at creating its effect than was another similar school (cf Lezotte 1989; and 

Edmonds 1979). 

I f these lines of demarcation are not clearly drawn before the investigator 

embarks on his/her study, confiision is inevitable. Even when the terms are clarified 

significant problems remain. For example, "school effects" studies often give the 
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appearance of a "Holy Grail" quest (Bosker and Scheerens 1989, p.743). When can 
one rest assured that all effects have been isolated? 

However, most of the problems associated with effectiveness studies relate to 

the coupling of "effectiveness" with "school." Lessons from the failure of others 

provides a set of guidelines for those seeking to investigate aspects of the school 

effectiveness construct. First, a distinction needs to be made between comparative or 

external definitions of effectiveness and those which are self-descriptive and internally 

generated. Second, effectiveness can only be evaluated once student backgrounds 

have been accounted for (Ralph and Fennessey 1983, et al). Third, effectiveness 

fluctuates from year to year and studies measuring it must be sensitive to irregularities 

over time (Gray and Jones 1985; Bosker and Scheerens 1989; Reynolds 1985; Ralph 

and Fennessey 1983; Purkey and Smith 1982). Fourth, effectiveness normally varies 

across levels in a school organisation. Any statement of effectiveness must carefully 

identify the level at which the evaluation has taken place. For example, a truly 

"effective school" could be defined as one that produces gains in the classrooms, as 

well as at all grade levels and for all students. On the other hand, to say that a school 

is "ineffective," could obscure the fact that the school may be very effective at levels 

not considered in the study (Cuttance 1985; Reynolds and Reid 1985; Ralph and 

Fermessey 1983). 

Fifth, evaluation of school effectiveness should be related to outcomes 

associated with schooling. Not all schools have the same goals or prioritise common 

goals in a similar fashion. What enlightenment has taken place when one declares a 

school to be "ineffective" i f the effect was never intended? Furthermore, to restrict 

evaluation of effectiveness to a narrow agenda of developmental or academic 

outcomes creates an unwarranted impression that the school's over all effectiveness has 

been measured. Generally speaking, most effectiveness studies have ignored important 

behavioural and affective school outcomes thereby employing the evaluative term 

"effective" before it is justified. This study is an example of one which attempts to 

probe non-cognitive school effects in order to help educators acquire a more 
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comprehensive understanding of school effectiveness (on the need for this approach 

see Lezotte 1989; Galloway 1986; Cuttance 1985: Mortimore a/. 1988; Cuban 

1983; Anderson 1990). 

Sixth, "effectiveness" is a multi dimensional construct. One scholar has 

identified thirty variables associated with organisational effectiveness alone (Campbell 

in Hoy and Ferguson 1985). I f educational goals are ambiguous, how much more so 

will be the criterion of measurement? Most research projects have confined themselves 

to prominent, quantifiable variables, but to say that a school is categorically 

"(in)efifective" when many pertinent variables have not been assessed is presumptuous 

(Gray and Jones 1985,). 

Seventh, the perception of effectiveness varies within and between schools. 

What is effective for boys may not be for girls. What is effective for older pupils may 

not be effective for younger ones. What is effective for students from disadvantaged 

backgrounds may not be effective for students from advantaged backgrounds. 

Furthermore, what students consider effective may not be, according to teachers or 

administrators, and vice versa. The same pattern could repeat itself among external 

interest groups like parents, LEA boards, and the public at large. Finally, what may be 

a very effective school for many individuals may not be effective for the hypothetical 

average child (Anderson 1990; Ouston and Maughan 1985; Rowan, Bossert, and 

Dwyer 1983; Hoy and Ferguson 1985; Reynolds and Reid 1985; Cuttance 1985; 

Rutter et al. 1979; Mortimore et al. 1988; Rutter 1983). 

In summary, therefore, seven questions need to be asked when the term 

"effective" is used in conjunction with school based research: 1) Effective in what 

terms? 2) Effective under what conditions? 3) Effective at what time? 4) Effective at 

what level? 5) Effective for what purpose? 6) Effective according to what criteria? 

and 7) Effective for whom? Clearly, "effectiveness" is a fluid and flexible concept and 

both the degree and nature of effectiveness vAW vary according to the context in which 

it is used. 
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In this project, effectiveness is treated as a multifaceted construct: "school 

effects" refers to the impact a school has on a student; "school effectiveness" 

designates the entire area of research except when the syntactical context clearly 

indicates a school's efficiency at accomplishing an objective is in view; "effective 

schools" describes schools where students perform better than expected. More 

specifically, the school effects dimension of this project answers the question, 'Did the 

schools which were selected for study foster value change?' and if so 'in what ways?' 

The school effectiveness dimension of the study asked 'Why did the schools have the 

impact they did?,' 'What features in the climate fostered the value change?,' and 'Were 

these features used as effectively as they could have been?' The third dimension of the 

school effectiveness construct, the "effective schools" idea, asked comparative type 

questions: 'Was one school more likely to create value change than the other?'^ and 

'Why did some students show a greater propensity to value change than did others in 

the same school environment?' To opt for a simple, monolithic concept of school 

effectiveness might theoretically enhance clarity but the price would be too high. 

Rather than unnaturally restrict the construct, its breadth and depth were explored. 

3.4 Creating a school effectiveness research design 

Designs are grounded on suppositions latent in the key terms they embody. It 

is evident from the foregoing discussion of "effectiveness" that any school effectiveness 

design will have to be particularly sensitive to contextual issues and highly resilient in 

the face of changing, multifarious circumstances. The other key term in the "school 

effectiveness" construct is "school." 

3.4.1 Defining "school" 

Impressions of a school can be misleading. Research designs which assume 

the school is a unidimensional, monolithic institution fail to uncover levels of 

effectiveness in schools. Theoretically schools are hierarchical institutions, meaning 

that students are grouped into classes, classes into grades, grades into schools, and 

schools into local education authorities. Managerially speaking, students are 

2 The intention of the two site study which follows was to define some parameters of value change. 
The two schools were chosen because they had different value agendas so comparison was infrequent. 
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responsible to teachers, teachers to administrators, administrators to the public 

represented by Boards, and Boards to government agencies. It is well known that 

aggregation of data collected at one level and appUed to another can lead to a 

distorted picture of effectiveness, but it would be a mistake of equally serious 

consequence to assume that these theoretical levels are discrete. The various 

components in the hierarchy share characteristics of juxtaposed components at 

different levels and there are many lateral relationships which confound the hierarchical 

chain of being. Tim Packwood's (1980) discussion of adult relationships in the 

hierarchy is illustrative of the complex relational web that constitutes the school. He 

identified managerial assistant relationships, co-ordinating relationships, monitoring 

relationships, collateral relationships, and service-giving relationships. 

Not surprisingly, there are few educators today who view schools as strictly 

hierarchical entities characterised by purely authoritarian and rational properties. In 

David Reynolds words, "schools may be more anarchic, heterogeneous and loosely 

coupled than had been formerly thought" (1985, p. 7; see also Goldstein 1984, and 

Scheerens and Creemers 1989). Schools, therefore, may be defined as hierarchical 

institutions but with the proviso that the hierarchy is perceived to be complex and 

dynamic, and that the various levels are muhifaceted, loosely coupled, and quite 

capable of anarchical relationships (Mackenzie 1983; Purkey and Smith 1985; Strivens 

1985; Bell 1980; Brookover 1982). 

3.4.2 Issues in school effectiveness designs 

The gravitational pull of this project is the question, 'How do schools impact 

adolescents values?' To answer the question, a three dimensional design is needed. 

One dimension accommodates the value change construct, another dimension 

accommodates the effective schools construct, and a third dimension accommodates 

the school climate construct which mediates the other two constructs. 

Given the definitions accepted above, it is logical to expect that a suitable 

research design would be sensitive to contextual issues, dynamic situations, multi

dimensional frameworks, and flexible relationships. Furthermore, the design should 
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impose some sense of order on the factors under analysis and situate observed 
variables in a logically conceived scheme. In proposing a model, it should be 
remembered that the very existence of several commonly used school effectiveness 
research designs suggests that no one approach has proven to be entirely satisfactory. 

Peter Cuttance (1985) has categorised school effectiveness designs as input-

output, organisational, institutional, or exemplary. His schema will serve as a fi^ame of 

reference for the ensuing discussion ahhough, for reasons which will become apparent, 

his latter three categories are subsumed under a separate heading called "process" 

designs. 

3.4.3 Design alternatives: input/output 

Attempts to explain school effectiveness in the 1960s operated from an 

approach usually designated as the "input-output" design. Effectiveness was defined in 

economic terms and the school resembled a factory production line with stock 

resources entering and assembled products exiting. The higher the production rate and 

the lower the cost, the more effective the school was seen to be. 

These "production function" studies (Dreeben and Thomas 1980), such as the 

Coleman Report, identified the key inputs into the factory as pupil-teacher ratio, 

expenditure on textbooks, teacher training, experience and salary, school facilities, and 

per pupil government expenditure. Once home background influences were eliminated 

from the equation, these stock resources were found to have little to do with the 

quality of the product which emerged when product quaUty was held to be attainment 

on a standardised test of verbal and mathematical ability (Cuttance 1985; Reynolds and 

Reid 1985). There was no question that some students did better than others but the 

input-output research design attributed the cause to home and background influences 

which preceded the schooling experience. 

This design suffers from many of the problems associated with an inadequate 

conceptualisation of "school effectiveness." Because the resuhs threatened the 

educational establishment and confounded conventional wisdom a flurry of research 
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activity ensued and the design was generally replaced with others deemed to be more 

satisfactory. 

The input-output design ran into difficulty on both sides of the model, that is, 

on the input and the outcome sides. Evidence soon appeared which attributed 

differential school effects quite distinct from home backgrounds. The input-output 

design had demonstrated that stock inputs were not the cause of school's impact on 

students so new designs were needed to isolate those factors in the school setting 

which emerged as causing schools to differ in their output. 

On the other hand, it was readily apparent that the output in this early design 

was far too limited and improperly measured. I f outcomes were taken to represent a 

school's effectiveness, then it was imperative that the indicators of outcome directly 

relate to the goal's of the school. 

Underlying the selection of outcome measurements is the issue of values. 

Whose goal's are to be taken as THE appropriate outcome? The board's? The 

teacher's? The administrator's? The student's? The general public's? The input-

output design tended to select an outcome (achievement on standardised tests) which 

did not correspond to the objectives of most schools (i.e., teachers and administrators). 

As Ouston and Maughan (1985, p.32) pointed out: "there is little point in using 

performance on a Latin test as a measure of outcome i f a school does not teach Latin." 

Many researchers have called for the evaluation of outputs which reflect the 

aims of most schools. For example, most schools have behavioural goals, attitudinal 

goals, and social functioning goals, as well as scholastic achievement goals (Rutter 

1983; Mortimore et al. 1988; Wilcox 1985; Cuban 1983; Ouston and Maughan 1985; 

Ouston 1981). This research project's focus on value change reflects the need to 

assess a non-cognitive area of school impact. 
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3.4.4 Design alternatives: process design 

Researchers developed new frameworks to avoid the difficulties of the input-

output model primarily caused by the faulty conceptualisation of "school 

effectiveness." Both "schools" and "effectiveness" were too narrowly defined and too 

removed from reality to cope with the complex issue of school effectiveness. Process 

designs, as they are usually called, accept the broad and flexible reality of the school 

effectiveness construct. 

I f differential school effects cannot be explained by "economic and direct policy 

related variables" (Cuttance 1985), how can they be explained? The most satisfying 

answers lie in the process of schooling. More recent designs have been constructed to 

capture the processes in schools and, in doing so, they come to view the school 

not as an autonomously managed production unit in which all pupils receive a 
uniform input of resources which then have the same productive effect...but 
rather as a unit which is constrained by the organisational and institutional 
structure in which it is set and by its own internal social organisation and 
structure. The question asked in these frameworks is, where in the schooling 
system should we expect to find the most significant differences? (Cuttance 
1985, p. 18) 

Rutter et a/.'s (1979) Fifteen Thousand Hours has served as a model for many 

subsequent studies (Mortimore 1995). In this study, a variety of school based 

outcomes were held to be affected by school processes independent of intake 

characteristics. By re-directing research attention to school processes, Rutter et al. 

and those using this design ran the risk of confusing the issue even more with the use 

of yet another loose term, "process." Rutter et al. (p. 106) defined process as "those 

features of the social organisation of school life which create the context for teaching 

and learning." This appears to be unnecessarily vague and without explication, not 

particularly helpful. Others have suggested that process refers to the way in which 

resources are used in the school (Dreeben and Thomas 1989) or the counterpart of 

content (Jones 1985). In general, most researchers appear to use process to refer to 

the manner in which variables in the total learning environment come to bear on those 

who operate in the environment. Such an "airy" definition leaves it up to the individual 

researcher to determine whether significant school effects can be found in school 



63 

"process" variables - variables as diverse as teachers, students, the curriculum, the 
administration, school poUcies, or any conceivable complex combination of these and 
other factors (cf, Young 1985). In short, there is neither a generally accepted Hsting 
of school process factors associated with outcomes, nor a clear perception of how 
these factors come to bear on students to create an effect (Reynolds and Reid 1985; 
see also Rutter et al. 1979, p.43). Consequently, it is imperative that researchers 
working with this design present a carefial description and theoretical justification for 
the school processes which are thought to influence outcome. 
3.4.5 Process design: exemplary schools model 

Of the process models, the exemplary schools model is the most closely 

associated with the input-output design. Exceptional or outlier schools are those 

which have a high effectiveness rating calculated by comparing the predicted score for 

pupils in a school with the actual score, once background characteristics have been 

accounted for (Cuttance, 1985). Effectiveness is thought to be discernible when the 

high scoring exemplary school is compared to the low scoring school. 

Process variables are used to explain the differential scores, hence its 

classification as a process design. Nevertheless, this approach shares many of the 

weaknesses associated with the older input/output design. For example, the exemplary 

schools approach tends to utilise a narrow definition of "exemplary" because it 

assumes that all pupils are uniformly affected by variables omitted from the design. 

Furthermore, it makes little provision for differential effects in the school's hierarchical 

levels and complex relationships, and it also runs the risk of finding exemplary schools 

by chance, that is, effectiveness could become "an artefact of the model and data 

employed" (Cuttance 1985). This is particularly true in small samples where statistical 

principles indicate that outliers will exist for purely statistical reasons (Rutter 1983). 

Others have criticised the approach for over emphasising the differences 

between extremes without attention to average schools where comparison should be 

made (Galloway 1986), for undue focus on a few types of urban elementary schools 

(Purkey and Smith 1982; Reynolds and Reid 1985), for the "disembodiment" (Gray 
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1981, p.66) of schools created by the equating of the hypothetically 'typical' school 

with actual idiosyncratic schools (cf, Fetler and Carlson 1985), and for its limited 

range of outputs. 

During the 1970s the exemplary schools model was particularly popular but its 

deficiencies appear to have led to its decline (Miller 1985). Like the input/output 

design exemplary schools have worked with unnatural constraints on the key terms 

which circumscribe the design: "effectiveness" and "school." The two designs which 

have most fully accommodated the complex meaning of the "school effectiveness" 

construct are what Cuttance calls the institutional and organisational designs. 

3.4.6 Process design: institutional model 

The institutional model works on a premise that the school's effective process 

occurs at the various institutional levels within a school. By this Cuttance means that 

system wide categories, such as grade level or curriculum programming produce 

differential effects when compared to the same institutional categories in other 

educational settings. Each institutional category provides the student with a decision

making framework and a negotiated role to play. Desirable outcomes are defined 

through consensus by those who play a role in the institution, although extra-system 

inputs, such as background and ability, are also significant. 

The advantage of this approach is that it allows for effectiveness to be defined 

contextually and is appropriate for the subgroup under study. In its most popular 

form, programme evaluation studies, the institutional model has been well received, 

both because its methodology has been commendable, and because findings are 

generally consistent (Purkey and Smith 1982). 

Its two principal faults appear to be less serious than those which plague the 

two previously mentioned designs. By defining effectiveness internally, that is within 

the institution, this model does not pay enough attention to external interest groups 

which have a stake in the institution. In other words, the definition of effectiveness 

should be responsive to non-institutional demands (Scheerens and Creemers 1989). 

Secondly, this design is limited in what it can say about school-wide effectiveness, and 
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it has even less to say about the issue of effective schools. Those who wish to get a 

global picture of a school's effectiveness will be disappointed with this design because 

it does not embody the school system, but cuts across it. Consequently, it can indicate 

that one school is more effective than another in a given institutional category but it 

carmot deduce from this that one school is generally more effective than another. For 

political reasons, this fact represents a drawback. 

3.4.7 Process design: organisational model 

The fourth category of design takes a global perspective of the school. In 

keeping with the definition suggested above, the school is seen either as a hierarchical 

organisation with vested sublevels (pupils in classes, classes in grades, grades in 

schools) or as a loosely coupled, semi-anarchical organisation. Outcomes are 

attributable to the school's form and operation, which, in turn, are derived from 

organisational structure (Cuttance 1985). 

The input/output design was found deficient because it conflated the school's 

organisational structure to one level thereby ensuring that it would fail to take account 

of the school effect found between organisational levels. Positive school effects at one 

level can be statistically offset with negative school effects at another leaving the 

impression that a school is ineffective. 

The organisational design overcame this problem and appeared to yield such 

promising results that quasi formulae for school effectiveness have developed (see 

below). Classroom level factors were found to be particularly valuable explanatory 

variables, probably because classrooms were "closer" to the outcomes measured 

(Scheerens and Creemers 1989). Nevertheless, the quasi formulae are now considered 

to present only a partial view of effectiveness, and there is a general consensus that no 

single model will adequately capture all the criteria associated with organisational 

effectiveness (Scheerens and Creemers 1989). 

The quasi formulae violate the principles of the widely accepted "contingency 

theory." Effectiveness, according to this theory, is defined by the degree to which the 

organisation adapts to contextual conditions. A set formula like the nine factor 
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formula described below runs the risk of ignoring local conditions and makes no 
allowance for powerflil contingency factors which are only partially under the control 
of the organisation (school) itself 
3.5 Data collection and measurement 

It would be logical to proceed directly from a discussion of the design to 

questions of data collection and measurement with specific reference to variables and 

instruments. However, in order to complete a review of theoretical issues in school 

effectiveness, this section examines general concerns related to data collection and 

measurement in school effectiveness research before proceeding to a detailed 

explanation of the design used in this research project. 

Just as the research design cannot be considered apart from the key definitions 

which undergird it, so too measurement principles must be derived from the theory 

implicit in the design. There are three substantive questions in data collection which 

need addressing. They are concerned with an appropriate selection of variables which 

yield data, with the length of time needed to collect the data, and with the 

organisational level at which the data is gathered. In short, data collection questions 

deal with the "where," "when," and "what," ("who") of data. Measurement questions 

deal with the "how" of data acquisition and analysis, and the research design asks the 

"why" question and provides meaning to the ancillary questions. 

3.5.1 Variables: type and range 

At some point in the investigation, a researcher must decide what he/she is 

going to accept as observable evidence of effectiveness (Lezotte 1989). This is a 

deceptively difficult procedure because often not all the factors relevant to 

effectiveness are known before the investigation begins. As Peter Woods (1987, 

p.303) put it, some school settings have an "insatiable appetite." Measurement models 

which rely on quantifiable techniques of data collection are particularly vulnerable to 

deficiency in this area. 

Stephen Raudenbush (1989) has argued that a simple model that selects a 

potpourri of variables in a variety of settings could provide the researcher with a 
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relatively clear picture of effectiveness. Certainly it would appear that the idea that all 
variables need to be identified and assessed places researchers on an unjustified 
Procrustean bed, particularly in light of the fact that research has demonstrated the 
tendency of effectiveness to coalesce in variables (e.g., Mortimore et al. 1988). 

Furthermore, effectiveness is not restricted to one variable so that omissions do 

not de facto mean that the results are spurious. It is probable that the more 

comprehensive the variable range, the richer the data will be, but a prudent selection of 

relevant, representative variables should ensure that an accurate assessment of 

effectiveness is made. 

3.5.2 Variables: control 

One of the most perplexing issues in effectiveness research has been the 

difficulties arising from multicollinearity of internal and external variables (Brookover 

1982; Cuttance 1985). No model would be complete without background control 

factored in. Logically, background measurements should occur prior to school process 

data collection or the school's effect will be underestimated (Jansen 1995; Cuttance 

1985). Controlling at this level is as difficult as it is critical and many researchers have 

sought for more effective ways to "tease out" background effects (Mortimore et al. 

1980; Reynolds and Reid 1985; Gray and Jones 1985; Cuttance 1988; Keil 1985; 

Ouston and Maughan 1985). 

Socio-economic status, pupil age, parental and pupil values, religious 

affiUation, and previous academic achievement are examples of background variables 

which have the potential to exert a significant influence on the student during the 

period in which the school is being assessed. In Michael Rutter's (1983, p. 12) words, 

"No school is an island." 

It is one thing to acknowledge the existence of extraneous variables, and quite 

another to control for them in conditions where a true "scientific" experiment is not 

possible. Furthermore, there are so many potentially relevant variables that researchers 

run the risk of being overwhelmed by a compulsion to over control. Peter Cuttance 

(1985) has suggested that researchers select variables which demonstrate an observable 
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affect on the outcome. I f there is no discernible or theoretical influence, then there is 
no need for control. 
3.5.3 Level of analysis 

Schools have been variously described as hierarchical organisations, as systems 

with 'nested layers,' as 'loosely coupled' organisations, and as 'anarchical' institutions. 

Each level or relationship in the organisation carries with it distinctive characteristics 

which have the potential to produce an effect and to make a school (in)effective. 

Just as one cannot realistically expect to evaluate all variables, one should not 

expect to evaluate every level or relationship conceivable. Consequently, the 

researcher is continually faced with a tension between demands for breadth and depth 

in data collection. An effort was made in this research project to identify several 

appropriate levels for data collection. 

Recent effectiveness studies have tended to collect data stratified at the level of 

the individual student, the classroom, the school, or some combination of the three 

(Creemers and Reynolds 1989). Logical arguments can be presented for a choice of 

any one of the levels. In the case of the individual student, it would seem probable 

from a theoretical standpoint that school effects could be most precisely measured with 

the student as the unit of analysis (Burstein 1980; Hoy and Ferguson 1985). 

Furthermore, the raison d'etre of schooling is individual learning so effectiveness at 

this level is particularly germane to the research area (Cuttance 1986). In the final 

analysis, parents are more concerned with the school's effectiveness for their particular 

child than they are for the "average" child. Consequently, the question at this level 

becomes, 'How would a specific pupil perform in a given school' (Cuttance 1985, p. 

163). The value of calculating school means for comparison purposes loses its 

significance when viewed from the perspective of the unique child. 

For teachers, classroom level analyses tends to be the most relevant and a 

number of studies have demonstrated that variation at the micro level is more 

pronounced than at the school/macro level or, to put it another way, variance within 
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schools is greater than variance between schools (e.g.. Rowan, Bossert, Dwyer 1983; 
Galloway 1995; Reynolds and Reid 1985; Jansen 1995). 
3.5.4 Period of data collection 

The last data collection issue to be considered deals with the length of time 

required to obtain meaningful information about the variables. Most research on 

school processes has been short-term, that is, research based on cross-sectional or 

panel collection models. In situations where short-term collection is the only feasible 

option, there are techniques which allow for the capturing of dynamic process 

components (see Cuttance 1985), but these unrealistically assume that the school 

system is in equilibrium. The preferred approach is one which leaves enough time for 

the process variables to demonstrate an ordering of their dynamic, interactive 

qualities. Inferences from short term studies need to be cautiously interpreted: 

Studies which are of a longitudinal design can make stronger statements than 
cross-sectional studies about change over time and about causal structures 
which may have generated the data. Cross-sectional studies can only describe 
relationships in the system at a particular point in time and must assume that 
the system is in a state of equilibrium i f they are to generalize to other points in 
time (Cuttance 1985, pp. 165,6; for a similar assessment see Raudenbush 1989, 
p.721; Luecke and McGinn, p.347). 

Consequently, a number of major studies have incorporated longitudinal 

dimensions in their design (e.g. Rutter et al. 1979, and Mortimore et al. 1988), and 

many others have emphasised the critical need to model processes over a prolonged 

period of time (e.g., Anderson 1985; Purkey and Smith 1982: Genck 1983; 

Raudenbush 1989). In the case of this research project, one site was studied over the 

course of a year while the other was studied over the course of two years. 

For some school effectiveness researchers, the developing statistical 

sophistication evident in the data analysis in recent research represents the light at the 

end of a methodological and conceptual tunnel because it holds the promise of 

identifying stronger and more enduring school effects (Raudenbush 1989). For others, 

its glamour is less alluring. As David Galloway (1986, p.8) put it, "There is a real 

danger that school effectiveness research may run into a cul-de-sac of ever-increasing 

methodological and statistical complexity." 
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Galloway's cautionary note is justified, particularly in light of the fact that 

innovative solutions to long-standing problems of school policy and practice have yet 

to emerge fi-om this approach. New statistical methods appear to bring with them new 

restrictions and new uncertainties while yielding results which are essentially the same 

as those generated by other methods. Consequently, it is inappropriate to view a 

multilevel logarithmic technique as a white knight in shining armour. It should rather 

be seen as another valuable technique in a long list of techniques which, when taken 

together, provide researchers with the methodology needed to establish a meaningful 

picture of what it means for a school to be effective. 

3.6 Research findings 

School eflfectiveness research has yet to gain wide acceptance as a legitimate 

area of independent educational research. Currently it is uncomfortably situated 

between or within larger research traditions such as school policy and administration, 

and school evaluation. One reason for its ambivalent role in the larger researcher 

community is undoubtedly due to the problems associated with the construct itself 

Consequently, a host of methodological diflBculties have confounded and obscured its 

findings. 

3.6.1 Criticisms of school effectiveness research 

Throughout this review, problems of school effectiveness research have been 

identified and discussed in their appropriate contexts. Before proceeding to a short 

summary of research findings, it would be helpful to throw the positive features of the 

research into relief by cataloguing a number of the current difficulties facing school 

effectiveness researchers. Among these problem are the need to 1) broaden samples to 

include more "typical" rather than "average" schools, 2) examine effectiveness as a 

many faceted construct, 3) control for the multicollinearity of intertwined factors, 4) 

correct particular problems unique to each data collection procedure, 5) make 

allowance for the highly complex, semi-irrational nature of the "school" organisation, 

6) broaden definitions of outcome, 7) pay closer attention to what other researchers 

have discovered using a variety of methodologies, 8) provide designs capable of 
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generating conclusions which are applicable in local settings, 9) incorporate a variety 
of methods (triangulation) over time (longitudinal) as checks against observer bias and 
uncontrolled variables, and, above all, 10) to approach school effectiveness with 
reasonable expectations: 

...ultimately human development in its most important respects probably will 
always continue to defy measurement, much as human nature will always 
remain to some extent mysterious (Genck 1983, p.26)} 

3.6.2 General research conclusions 

Thirty years of "formal" school effectiveness research has led to a general 

picture of effectiveness. Although this is not the place for a thorough review of the 

findings, a sketch is sufficient to establish the features of the school effectiveness 

concept. 

One of the truly global findings is that effectiveness is contextually based and 

that each school needs to develop self-evaluation and implementation procedures 

suitable for the unique circumstances of the local setting (Sirotnik 1985; Lezotte 

1989). The relevance and meaning of effectiveness principles are determined in local 

settings and through a process of appropriation (Edmonds 1979; Mackenzie 1983; 

Lezotte 1989). 

So we are back to where we started: A lot of good stuff" is known about 
improving teaching and learning but it is darn compUcated, difficult to repUcate, 
and highly dependent upon specific contextual circumstances in different 
districts and at different schools. (Sirotnik 1985, p. 138) 

What are the generally accepted over-arching principles? Walberg's (1984) 

nine factor hst coupled with Purkey and Smith's summary^ provide a list of qualities 

which consistently reappear as potent predictors of effective schools: 

1) strong leadership 
2) high expectations 

3 Additional critical details can be found in Purkey and Smith 1982,1983, 1985; Rutter 1983; Ralph 
and Fennessey 1983; Reynolds and Reid 1985; Gray and Jones 1985; Reynolds and Sullivan 1981; 
Cuban 1983; Rowan, Bossert, and Dwyer 1983; Mackenzie 1983; Cuttance 1985a,b; McNamara 
1988; Gray 1981; Jones 1985; Miller 1983. See also Jansen 1995 for a comprehensive hst of eleven 
standard criticisms of effective school research. 

1982,1983,1985: for similar summaries, see also Bickel 1983; Edmonds 1979; Rowan, Bossert, 
Dwyer 1983; Rossmiller and Holcomb 1993; Scheerens and Creemers 1989; United States 
Department of Justice 1986 
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3) clear goal conception 
4) effective staff training 
5) regular monitoring of student progress 
6) safe, comfortable, positive environments 
7) motivated and committed teachers 
8) adequate time spent in learning with task and skill orientation 
9) high quality of instruction 

Earlier it was noted that formulas like the 9 factor list have created controversy 

because of the irrelevance they appear to have at the local level. In order to evaluate 

school effectiveness in the affective domain - which this thesis seeks to do through an 

examination of issues related to value change - these overarching principles of 

effectiveness need to be assessed and defined in the local school setting (cf, Jansen 

1995, p. 187). 

Significantly, the factors associated with effective schools are normally under 

the school's control. This authenticates the belief that the school is an important, 

accountable participant in school effectiveness: the organisation is not a helpless 

victim of its circumstances but a potentially active agent of change. 

How great an effect can these predictors have on a school? The input/output 

model, which essentially ignored process variables, suggested the maximum school 

effect was about 5 points (one third of a standard deviation for pupils - Jencks et al. 

1971 in Gray 1981, p. 63; cf Fraser 1989 whose meta analysis found the size of the 

effect to be 0.4 standard deviations). One might ask with justification what five points 

or 1/3 of a standard deviation would actually mean for the individual child; the 

implication from Jencks' work is that the effect is negligible. 

Fraser (1989), however, felt .4 of a standard deviation was significant and 

Genck's (1987) study of school districts lefl; him with the impression that the effects 

were as substantial as one year of achievement by the age of 14. Others have 

concurred with Genck's assessment of what are allegedly (statistically) insignificant 

effects (Reynolds and Reid 1985; Bosker and Scheerens, 1989). Lorin Anderson 

(1990) speaks of school differences relevant to student progress as something less than 

30%. Even i f this is a ceiling figure, it could hardly be described as inconsequential. 

Furthermore, the effect referred to in these studies is restricted to the cognitive 

domain. How significant is the effect of schools on non-cognitive outcomes? The 
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values change construct defined in chapter two theorises that values are held across 
domains so that schools would need to demonstrate effectiveness in both cognitive and 
non-cognitive ways i f they are to be an important contributor to value change in 
adolescents. 

School effectiveness research clearly indicates that schools are potent across 

domains and that it is reasonable to expect value change to occur in a muhidimensional 

fashion because of the nature of a school's impact. A number of important studies, 

such as David Galloway's investigation of disruptive behaviour in Sheffield secondary 

schools, suggest that "schools would appear to have a much greater influence, for 

better or worse, on their pupils' behaviour than on their attendance and examination 

resuhs" (Galloway etal. 1986, p.6; see also Galloway 1981; 1982; 1985; Ouston 

1986). Furthermore, the school's impact on behavioural patterns carries over into non-

school contexts. Just as the school's academic (cognitive) influence is feh in a variety 

of settings, such as future employment, so too is the school's influence on behaviour 

(Galloway 1982). In comparative terms, the influence is as great or greater than 

catchment area factors (Galloway, 1990). 

The affective dimension of a student's personality is Ukewise subject to school 

influence. It is generally acknowledged that a pupil's personal feelings of adequacy, 

self-worth, and confidence are either nurtured or battered in the school setting. This 

research project provides a needed examination of a neglected area by focusing 

attention on an important aspect of personality development, namely, value change. 

The fact that these conclusions arise from studies using different research 

designs and "conflicting" paradigm orientations serves to strengthen the veracity of the 

findings (Rutter 1983). The "success" of students can be attributed to their internal 

motivation, will and desire, to their natural ability, to their family background, to their 

friends and acquaintances, and to their association with a wide variety of cultural 

institutions, not least of which is the school they attend. 
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3.7 School Climate 

Schools matter - they are important in the lives of children. And, the impact of 

the school is comprehensive. While non-cognitive outcomes appear to be at least as 

responsive to school influence as are the more widely recognised academic outcomes, 

researchers have tended to ignore them. There are several reasons for this. 

First, the primary function of a school is usually thought to be cognitive 

training, so it is natural that the initial focus of effectiveness study would be in this vital 

area. Second, it is generally accepted that a school effective in transferring academic 

knowledge and skill, will also be effective in generating other positive outcomes. 

Empirical evidence substantiates this. For example, Brookover (in Rutter 1983) found 

that school climate and academic achievement were "significantly associated."' Usmg 

a negative metaphor, one could say that once the "disease" is caught, the whole body is 

infected. 

Third, measurements of non-cognitive dimensions tend to be more complicated 

and less conclusive than those of cognitive outcomes. This is particularly true if a 

school's cognitive impact is equated with performance on a standardised test of 

aptitude or achievement. By contrast, the process factors linking school to affective or 

behavioural outcomes are comparatively obscure. 

Nevertheless, i f non-cognitive school effects - including value change - are to 

be understood, then researchers must isolate and measure these processes. 

Furthermore, it was argued above that value change occurs within the context of the 

"environment," so it is to the school environment, or climate, that one must turn for an 

assessment of school impact on values. 

5 C£ the following for similar results Rutter et al. 1979; Purkey and Smith 1982; but see Holmes 1985 
for a contrary opinion and Pierce 1994 for the deleterious effects a climate can have on achievement 
for at risk students while simultaneously having a positive effect on other students. Galloway's study 
of four "effective" schools included one which was ineffective in terms of exam results. 
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3.7.1 A rationalisation for the use of school climate in an effectiveness study 

There are a number of compelling reasons for correlating value change with a 

school climate construct imbedded in school effectiveness research. First, school 

climates differ from each other. I f they were similar, there would be no point in 

examining them for differential effects. But, as Jencks put it, '"Some schools are dull, 

depressing, even terrifying places, while others are lively, comfortable and reassuring'" 

(in Williams and Batten 1981, p . l ; see also Purkey and Smith 1985; Anderson 1985). 

I f climates differ and in differing differentiate schools along the 'effective school' line, 

then climates are an important process factor in general school effectiveness and a 

natural correlate of a value change outcome. 

Second, the concept of school climate is compatible with the definition of a 

school as a dynamic "loosely coupled system," which is not comprised of discrete, 

autonomous variables, but of a web of characteristics uniquely interconnected (Purkey 

and Smith 1983). The constructs of "school organisation" and "climate" are 

congruent. 

Third, school climate is a construct worth investigating because it is subject to 

the manipulation of those who operate within it. School climate is created by a 

blending of many external and internal variables to create a particular "feeling." 

Individuals in the school - pupils, teachers, secretarial staff, administrators - all have a 

significant, independent role to play in climate formation (cf Young 1985). In short, 

those in the climate both create and experience the climate in a recursive fashion that 

leaves individuals both responsible for and subject to the climate. This is a significant 

supposition because there is little point in undertaking research which is irrelevant or 

impractical. I f a school is unable to implement change, then the research only 

"benefits" a self-serving research community. 

Fifth, research indicates that school climate "works" as an initiator of 

behavioural and affective change (Austin Holowenzak 1985; Rutter et al. 1979; 

Walberg in Fraser 1989; Anderson 1982; Fraser 1989; Keil 1985). 
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The children learn to behave in ways that the people with whom they mteract 
and who are important to them expect and define as appropriate and proper for 
them. Individual students thus come to perceive the norms, expectations, 
values, and behefs that are considered relevant for them as they interact with 
others in the social system of the school (Austin and Holowenzak 1985, p.69). 

Social learning theory and empirical evidence suggest that to understand a school's 

climate, is to understand the principal way in which schools initiate affective and 

behavioural change. 

3.7.2 Conceptualising school climate 

Tempering these claims of significance is a disturbing definitional question: 

What is "climate?" Educators have used an interesting array of imaginative terms to 

describe the cUmate construct, terms such as ecology, miheu, environment, ethos, 

culture, morale, setting, tone, ambience, and atmosphere (cf Fraser 1989). In spite of 

the confusion created by these primarily metaphoric representations, there is a 

surprising concurrence on the central concepts associated with climate. Common 

usage today holds "cUmate" to be muHifaceted, to reflect intuitive rather than empuical 

perceptions, to recognise that people's sensations of the phenomenon are clearer than 

their understanding of it, and that these sensations revolve around perceptions of 

values, beUefs, norms, roles, attitudes, and behaviours (Anderson 1982, 1985; 

Chittenden 1993; Finlayson 1987). This perception of "climate" argues persuasively 

for its role in any analysis of value change in school-attending adolescents. 

It should be noted, however, that not all researchers are comfortable with the 

term. D.S. Finlayson (1987), for example, believed that many researchers have been 

enamoured with the semantic appeal of "school climate," and have used the term as a 

catch-all phrase for a reality perceived in empirical (i.e., non-constructionistic) terms. 

The penchant for statistical models has resuhed in a "symbolic depersonalization of 

participants" which is counter productive (pp. 170,1). Finlayson's preferred solution 

was an expanded, less restrictive metaphor which gives more meaning to the 

participants' school experience. In his view, the new metaphor would allow for a 

'constructionist' view which could account for 
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the interactional, organizational and cultural processes in the course of which 
the meaning systems used by the members are collectively buih up and, in turn, 
maintain those processes (p. 163). 

Finlayson's doubts about the climate metaphor serve to demonstrate the 

shortcomings of the construct, although his impUcation that "climate" necessarily 

inhibits creative thinking and artificially circumscribes reality, appears unjustified. It is 

interesting to note that Finlayson does not offer an alternative metaphor, unless his 

passing reference to a "symbolic culture" (p. 172) is intended to flilfil this role. Until a 

more suitable metaphor is available, "climate" remains the preferred term with the 

understanding that constructionist concerns need to be acknowledged. 

3.7.3 Issues of theory in school climate 

Earlier it was argued that school effectiveness research is best approached from 

a process theory of school organisation. The theory, methodology, and 

instrumentation of school climate is compatible with effectiveness research which uses 

the process approach (Anderson 1982). 

Given the conceptual difficulties associated with school climate, it is not 

surprising that a plethora of climate types exist in the literature, i f not in the schools. 

Carolyn Anderson (1982, 1985) lists over twenty-five "types" of climate in the 

literature including coherent and non-coherent (Wynne), open, closed, autonomous, 

controlled, familiar and paternal (Halpin and Croft), student, teacher and principal 

(Brookover), practical, community, awareness, propriety, and scholarship (Sinclair), 

robust and non-robust (Willower and Licata), academic emulation, intellectualism-

estheticism, cohesive, egalitarian estheticism, scientism, humanistic, excellence 

(McDill, Rigsby, Meyers), positive and negative (Epstein and McPartland), and social 

and academic (Anderson). 

In order to increase the attractiveness of this rather unappetising smorgasbord, 

five key questions need to be answered: 1) How does school climate theory interact 

with school eflfectiveness theory? 2) What taxonomical arrangement can be applied to 

the construct to evoke cohesion and meaning? 3) What variables are relevant for 

school climate investigation? 4) What level of analysis or unit of measurement is 

appropriate for this construct given the cautionary principles previously mentioned? 5) 
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Whose perception of climate is suitable in a study of school effectiveness? Whh 

answers to these questions in hand, it is possible to proceed to a discussion of data 

collection models and to the establishment of suitable instrumentation. 

3.7.4 An interactive theory of school climate and school effectiveness 

The process theory of school effectiveness perceives schools as cultural 

systems with a highly complex school/non-school relationship. Student outcomes, 

whether cognitive or non-cognitive, emerge from a school's processes in such a fashion 

that different social environments are likely to engender a variety of outcomes 

(Anderson 1982). 

The input/output design concentrated on measurements of ability and SES. On 

the other hand, process designs shifted the focus to "social system and cultural 

variables" while not denying a role for ecological elements, like resource availabiUty 

and the school's physical features. Therefore, school climate, as conceptualised above, 

is a principal aspect in school process and a natural correlate of school effectiveness 

process designs. 

3.7.4.1 Taxonomical arrangements 

School climate is a broad construct, essentially circumscribing the "total 

environmental quality" of a school. However, a number of taxonomical arrangements, 

including popular ones by Moos (1974), and Insel and Moos (1974), take a narrower 

definition which is unsatisfactory when all the process factors in the school are under 

consideration. Consequently, the preferred approach is a modified amalgam of 

taxonomies based on the work of Tagiari and Moss (in Anderson 1982). 

Climate can be divided into four categories. Three of the four fall under the 

general heading of "organisational" climate and refer to features in the school ranging 

from physical variables (ecology), to individual background characteristics (miUeu). 

and variables associated with formal and informal rules operating in the school (social 

system). Standing in contrast to organisational climate is atmospheric cUmate which is 

concerned with cultural variables, that is, v^th variables reflecting norms, belief system, 
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values and meanings. Table 3 .1: "School Climate Taxonomy" provides a visual 

conceptualisation of the taxonomy. 

Table 3.1: "School Climate Taxonomy''^ 

Dimension Category Description 
Organisational 
Climate 

1. Ecology 

2. Milieu 

3. Social system 

1. Physical/material variables - external 
to participants 
2. Variables that represent individual 
background characteristics 
3. Variables derived from patterns of 
rules of interaction 

Atmospheric 
Climate 

4. Culture 4. Variables reflecting norms, belief 
systems, values, cognitive structures, 
and meanings within the school 

The advantage of a taxonomy is that it creates a classification structure based 

on siitiilarities. It does not, however, provide an explanation for categorical 

relationships or for the emergence of outcomes associated with the system's operation. 

Such explanations follow from a closer examination of the variables described in the 

taxonomy. 

3.7.4.2 Variables interacting in school climate 

The concept of climate becomes operational i f links can be specified in a 

comprehensive model (Anderson 1982). Given the definitions and taxonomical 

arrangement outlined above, three models emerge which could be used to connect the 

variables in a manner which would lead to meaningfijl conclusions. The additive model 

assumes that each variable operates separately and directly to produce an outcome. 

The impact of climate is thus the cumulative effect of the various independent variables 

considered in the equation. Additive models have the advantage of simplicity and 

researchers favouring regression analysis surveys have generally demonstrated a 

preference for this approach. On the other hand, the model appears to put unnatural 

constraints on reality by not allowing related variables to interact in a sophisticated and 

intricate manner. 

Mediated models are more sensitive to this phenomenon and allow for a 

relationship to be built up between distal variables and more proximal ones. Even 

6 Anderson 1982, p.370. 
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variables normally thought of as distal can be effectively mediated to create a 

significant impact on outcome. For example, an ecological (distal) variable, such as 

the open classroom, could be effectively mediated through a cultural (proximal) 

variable, such as increased cohesion, to create a positive cognitive outcome. A distal 

variable of background attitude could affect school outcome through a linkage which 

sees parents' attitudes affecting the teacher's attitude, the teacher's attitude affects the 

student's attitude, and student's attitude (proximal variable) affects his/her outcome. It 

is equally possible that parental attitudes influence student attitudes, which in turn 

influence teacher attitudes, and so on. 

Because variables in each category, have the potential to be both proximal and 

distal, to be both direct and indirect influences on outcome, many researchers have 

adopted an interactive model for school climate. This model theorises that both direct 

and mediated school climate influences are bi-directional (Anderson 1982). Rudolf 

Moos (1979) provided a compelling summary of the ways in which a variety of climate 

variables can simuhaneously interact as affects and effects. He concluded that the 

atmospheric dimension of the climate appears to be the major mediator of the other 

categories (ecology, milieu and social system). 

The input/output school effectiveness design has yielded results which indicate 

that ecological factors (i.e., factors associated with physical/material variables) have 

little direct effect on outcomes. The interactive model of school climate would suggest 

that such a finding obscures the mediating influence of other variables, particularly 

those associated with atmospheric climate or culture. School climate theory, therefore, 

argues for a process design in school effectiveness research. 

Even though a researcher may possess satisfactory definitions and appropriate 

designs based on a school effectiveness/school climate theory which corresponds to 

reality, there remain problems which must be resolved. What outcomes are most 

sensitive to which climate variables? Which school variables most influence climate 

and why? In this project, value change is seen as an outcome so the question becomes, 

'How sensitive is value change to climate variables?' I f it is accepted that climate 
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creates value change, it still needs to be established which school climate variables are 
most operative in the change process and why? While the research findings from this 
project do not answer these questions, they do clarify the nature and function of school 
climate. 

3.7.4.3 Perceptions of school climate 

Just as school effectiveness in the organisational process design makes 

allowance for the school as a muhiple level construct, so too does the school cUmate 

taxonomy presented as an interactive model. But whose perception of climate is, in 

fact, THE cUmate? At the school level, it could be argued that the students are the 

best source of information for a description of the climate because as a group they are 

the most 'ubiquitous.' Countering this argument would be one which emphasises the 

need for a less subjective interpretation. Previous experience tends to create "a halo 

effect" in which perceptions of one variable influence perceptions of other variables" 

(Anderson 1985). 

But objective measures are not entirely satisfactory, partly because they are 

incapable of reflecting behaviour which is unobservable to the uninitiated, and partly 

because it is difficult to establish a truly objective perception. For example, could 

administrators, parents or school boards give an accurate, objective description of a 

classroom? 

Reflecting the thoughts of several other cUmate researchers, Anderson (1985) 

has suggested that both the subjective and objective perspectives could be included in 

climate assessment. Fraser's (1989) assessment of research findings indicates that 

personal environment fit (preferred cUmate) is an important predictor of achievement in 

affective cognitive domains. Objective perceptions of climate are undoubtedly 

valuable, but the personal perception is generally preferable because it is a proven 

predictor of outcome, it is more efficient than other observation techniques, it is a 

perception based on a broad range of experiences over time as opposed to the snap 

shot view of objective observers, it is a composite perception and not just that of a 

single or small group of external observers, it is the determinant of behaviour 
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(perception controls response), and it is typically more closely associated with 
outcomes than are directly observed variables (Fraser 1989). 

Whose view of the climate is accurate? There is no simple answer to the 

questions just as there is no simple answer to the similar questions asked in the school 

effectiveness construct, 'effective for whom?' For this reason, this thesis explores 

multiple perspectives of climate including those of the teachers, the students and the 

parents. 

3.7.4.4 A blended school effectiveness - school climate research design 

An analysis of the school effectiveness research tradition revealed that a 

process design was the most appropriate approach for research which intended to 

assess effectiveness. It was necessary to blend the school effectiveness and school 

climate designs into an integrated design which could provide a pathway of effect 

between the school and a student's values. 

In Figure 3.1, the four taxonomical dimensions are shown to be interacting to 

create the school climate, that is the atmospheric and organisational climate. Figure 

3.2 shows the adaptation of the model to a school effectiveness design where the 

outcome represents goal attainment. Both figures are the work of Carolyn Anderson 

(1982). 

Figure 3.1 

Culture 

Milieu School Climate Ecology 

Social" 
System 

Figure 3.2 

Culture 

MiUeu Outcome(s) Ecology 

Social' 
System 

3.7.4.5 Quantitative data collection 

There are a number of popular instruments with psychometric properties 

available for the measurement of school climate. Among the best known are Halpin 

and Croft's (1963) Organizational Climate Description Questionnaire, Stem's (1961) 

High School Characteristic Index, Anderson and Walberg's (1974) My Class 
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Inventory, Sinclair's (1970) Elementary School Environmental Survey, Anderson and 
Tissier's (1970) School Description Inventory, Epstein and McPartland's (1976) 
Quality of School Life, and Trickett and Moos' (1974) Classroom Environment Scale. 

Epstein and McPartland's (1976) Quality of School Life represented a 

departure from earlier instruments in that it was only concerned with student self-

reported perceptions rather than with those observed by others (Anderson 1985, 

p. 102). Furthermore, the Quality of School Life had the advantage of exploring three 

of four taxonomical levels comprising school climate as defined in this study: milieu. 

using the variable of satisfaction, social system, using the variable of reactions to 

teachers, and culture, using the variable of commitment to work. Trevor Williams and 

Margaret Batten's The Quality of School Life (1981) was a secondary school 

adaptation of the earlier, popular McPartland and Epstein instrument, and is a principal 

instrument used in this investigation. The seventy-one item test provided a thorough 

examination of the taxonomical categories culture and social system. 

3.7.4.6 Assessing the flndings of school climate research 

This thesis hypothesises that value change occurs in adolescents when they 

interact with their environment. Because the school is one of the environments in 

which adolescents spend much of their time, it has the potential to influence student 

values. This assumption was re-enforced by a literature review of relevant research 

which indicate that schools make a significant difference in all aspects of their students' 

lives and some schools more so than others. 

Effective schools literature points out that the area of the school most likely to 

demonstrate an influence on values is the school's environment, here referred to as 

climate. Of all the constructs associated with the school, the climate construct most 

completely encapsulates what social learning theorists would consider to be the locus 

of school eflfect on values. I f data collection techniques were sophisticated enough, it 
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could be argued that school cUmate, by definition, would be THE source of a school's 
impact on values. For the moment, however, climate research is in its conceptual 
infancy and no design or data collection methodology exists which can isolate or fully 
circumscribe school climate. 

Is school climate likely to be a potent predictor of school effectiveness and 

hence the school's ability to impact values? Research findings indicate that cUmate is 

potent in the cognitive domain. For example, one measure of school climate found that 

"climate" accounted for 40% of the variation in student achievement (KeUey, 1981; see 

also McDill and Rigsby 1973; Rutter etal. 1979; note however, Strivens 1985, p.48). 

Nevertheless, until researchers are able to work with a clearer, universally 

accepted, and "accurate" definition of climate and its precipitating variables, sweeping 

generalisations about its potency wiU remain unconvincing. This project accepts on 

theoretical grounds that school climate is the logical dimension in which to discover 

value change. It remains to be seen how satisfactory a representation of the "school" 

climate, as here defined, really is. The results which emerge show that there is a clear 

correlation between school cUmate and value change but these correlations are based 

on definitional assumptions. 

In summary, therefore, this project clarifies the role a school plays in 

promoting value change through its "climate." The findings do not prove the 

effectiveness or ineffectiveness of the school but they do clarify and substantiate the 

nature and extent of the effect, and the suitability of theoretical suppositions and 

methodologies associated with school effectiveness. 
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PART T H R E E : METHODOLOGY 

CHAPTER FOUR: Research Design 

4.1 Paradigm issues 

The two preceding chapters described the nature and significance of the 

problem associated with value learning in schools. The design of the research project, 

which follows, describes the type of data required to address the problem of value 

change in students by relating why a particular type of data was chosen and how it was 

obtained, analysed, and applied to the central and subsidiary questions which guide the 

thesis. 

Methodologically the design features a two site, longitudinal case study which 

utilises survey data to explain theoretical formulations and to provide useful ideas for 

school practitioners. On the theoretical level, the conclusions provide empirical 

evidence for a value theory and model of effective schooling, while on the practical 

level the conclusions provide insights both for those constructing values educational 

programming and for those responsible for policy formation in schools. 

Stated in other words, the purpose of assessing value change is to describe a 

process in such a way that theorists can obtain evidence for propositions, while 

practitioners can obtain information which will enable them to better understand the 

limits and potentialities of the school as a facilitator of change, in general, and of 

values, in particular. 

Most research designs are carefully constructed within a particular paradigm 

which reflects the researcher's biases or philosophic orientation. The common 

approaches are usually described as the deductive, inductive, and the inductive-

deductive. Much has been written about the merits of these various lines of inquiry. 

Social scientists have traditionally taken the position that human beings are 

either mechanically controlled by the environment or initiators of their own action 

(Cohen and Manion 1980, 1985; Keeves 1988). This dichotomy surfaced above in the 

discussion on the acquisition of values with strict behaviourists believing that the 

environment wrote values directly on to the tabula rasa while others rejected this 
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thesis and argued that the filter of personality determined the nature of the values 
which were held. The dichotomy is also reflected in the broader issue of the role of 
values education in the school. 

Generally speaking researchers working in the maths and sciences have argued 

for an empirical understanding of reality and an empirical approach to research, while 

scholars working in the arts and humanities have argued for a humanistic 

understanding of the world and a naturalistic approach to research. Educational 

researchers have found themselves caught between these two centres of gravity. 

Dilthey (d. 1911) is often credited with being the first to draw attention to an 

important distinction in the two research traditions. He felt the humanities were in 

pursuit of Verstehen, while the sciences were in pursuit of Erkldren. A hundred years 

afl:er he made this distinction, considerable debate remains over the advisability of 

dividing research into competing paradigms with varying epistemological assumptions 

and ethical predispositions (Cohen 1985; Hammersley 1986, 1995; Husen 1988; 

Winchester 1988). Nevertheless, the two approaches still predominate and have been 

variously defined. For example, the empirical approach has been described as 

scientific, quantitative, positivistic, hard (Winchester 1988), mechanistic, rationalistic, 

value-fi-ee, operational (Smith 1987), hypothetico-deductive (Husen 1988), neo-

positivistic (Husen), clear cut, idealistic, mind-dependent, psychostatistical, fiinctional, 

and stimulus-response (Hammersley 1983). In contrast, the naturalistic approach has 

been described as qualitative, humanistic, artistic, critical, realistic (Smith 1987), 

interpretive (Husen 1988), context sensitive, natural (Burgess 1985), complex, sofl: 

(Winchester 1988), and idiographic (Keeves 1988). 

Understanding and explaining value change in the context of a school cannot 

occur within the exclusive domain of either of these two paradigms. Its complexity 

and the nature of the ideas associated with the constructs require the insights which 

both paradigms offer. Unshared hypotheses and methodological incompatibility should 

not preclude a 'touchstone' which brings a coherent, epistemological unity to the 

research field (Walker and Evers 1988, p.28). 
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In this project, these two approaches are seen as complementary rather than 
competitive, and the choice of the approach taken was a matter of appropriateness or 
fitness for the problem under investigation (e.g., Bryman 1984). In other words, bias 
or philosophic orientation did not consciously dictate the use of the quantitative 
approach. Such a methodological position is in keeping with a growing consensus of 
opinion which advocates a conciliatory stance on paradigm issues and rejects the 
fi-actured dichotomy view both because it introduces an irrelevant fi-amework into 
specific research projects and because it inhibits the discovery of fi-esh insights and 
understanding (e.g.. Burgess 1985; Hammersley 1983,1986, 1995; Keeves 1988; 
Husen 1988; Cuttance 1985; Clive 1995; Maras 1995; Denzin 1988; Pumfi-ey 1995). 
Both paradigms represent a valid and usefiil way of looking at value change. 
Methodological monism presents too limited a perception of reality. 

To my way of thinking, reality is multi-dimensional and its essence is best 

understood in the fusing of epistemological approaches or at least in the acceptance 

that the various perceptions need to be held in "critical" balance. When both positivists 

and phenomenologists present convincing, i f contradictory evidence, then one has 

either to assume that one approach is in error or that two different dimensions of 

reality are being described - reality is not fijlly comprehended by either paradigm. In 

this thesis, therefore, both visions of reality are seen to yield conclusions, inferences, 

implications, and hypotheses which are helpfiil and necessary. A quantitative approach 

was taken because the thesis question Ues in the area of explanation rather than 

understanding. The techniques used are suitable to the question under investigation 

and carefially constructed to meet paradigmatic demands. 

4.2 An emergent theory 

Wilcox (1982) suggests that school ethnographies have provided compelling 

evidence that schools are agents of cultural reproduction. According to this vision, the 

"school" is not seen as an autonomous institution standing aloof fi^om society and 

capable of improving or transforming it. On the contrary, the school is often portrayed 

as a blind and unconscious instrument of cultural tradition unwittingly manipulated by 
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the pervasive and overpowering influence of the hidden curriculum. Not everyone 
accepts this portrayal of the school in spite of the evidence the ethnographies have 
provided. It could still be argued that a principal agent of change in society could and 
should be the school. New governmental policies arise fi^om the belief that the school 
system is not perpetuating the values it should and that the school is capable of 
swimming upstream against the cultural flow. 

By analysing the process of value change as it occurs in the school, this thesis 

has implication for the larger question of the role of the school in society. Is it 

submerged within the culture - not just tainted with the culture but identical with it - or 

is it capable of stepping outside of its cultural skin and affecting change contrary to the 

value structure of the students who come to it and the surrounding culture? When 

students come with a value system incongruous with the school's, does value change 

occur and under what circumstances? I f a school were to hold values counter to the 

surrounding culture, does it have the potential to affect change? 

I f students change fundamental values held in their home, their church, or in 

their non-school peer group while attending a particular school, it would follow 

logically that the school was a potent, autonomous value transmitter. 

4.3 Data sources 

A two site, two year, longitudinal case study was used to investigate issues 

surrounding value change in school attending adolescents. The sites were chosen in 

part because they were accessible and their boards agreed to the study, and in part 

because of their striking similarities and salient differences. In practical terms, the two 

schools were located within a two hours drive of each other which permitted regular 

and easy contact. Access was not a significant issue because I was the principal of one 

of the schools (designated below as RHS) and known to the other school. However, it 
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was the unique qualities of the two schools which made them particularly suitable for 
comparison and contrast. They were not chosen because they were "typical" or 
"normal" (although in many respects they appeared to be typical of schools in their 
area) but because they represented two distinct approaches to values education and 
were thus capable of establishing a fialler explanation of the school's impact than would 
be possible of "typical" schools. The intention was to examine a spectrum of values 
education approaches so contrasting approaches needed to be explored. 

The schools shared a number of important features which permitted 

comparison as well as contrast. They had approximately the same enrolment, their 

perspectives were multi-cultural although they were predominantly American, the 

parents were working internationally, the schools were well established (over 30 years 

old), they operated with small class sizes and low student-teacher ratios, they were 

both university preparatory schools, and, in their promotional literature, both 

expressed an interest in training the "whole" student. 

By way of contrast, their constituencies and their philosophic orientations were 

very different. One served an upper middle class clientele, the other a middle class. 

Most importantly, one sought to teach a long list of (religious) values in an overt, 

direct way while the other made few references to specific values or gave few public 

statements about how these values might be learned in the school. Consequently, the 

one school was designated "Religious High School" (hereafter RHS) and the other 

"American High School" (hereafter AHS). 

An analysis of the two school's promotional literature, a review of the material 

contained in their accreditation Self Studies, as well as interviews with teachers, 

parents, and students, indicated clearly that RHS and AHS dififered in the values they 

sought to teach and in the manner in which they sought to do the teaching. The two 
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sites together represented a spectrum of value positions; they provided the 
situations/environment necessary to describe, evaluate, and explain key aspects of 
value change in schools. Nevertheless, even taken together, the two sites had their 
limitations. For example, both were international schools filled with students who 
likely portrayed the value change process in fuller colour than would students in a 
more stable environment. This could, of course, be construed as a significant 
advantage because the process of change was, theoretically, more dynamic than in 
most national school settings. 

A comprehensive, accurate definition and explanation of the value change 

process in a school setting needed to encompass the perceptions and opinions of as 

many participants in the value change process as possible. Therefore, the opinions, 

perceptions, and recollections of students, staff, and parents were surveyed at both 

sites. Each group was considered capable of providing a unique, intimate, personal, 

and highly relevant perspective on the value change process. Together these 

participants in the school community shed light on the Value Change-Effective Schools 

(VCES) phenomenon, augmenting and complementing the insights which each 

provided. The intention was not to compare the school communities, although that 

occasionally occurred. Rather, the schools, with their contrasting philosophies, were 

chosen deliberately in order to explore the parameters of value change. It is through 

the various surveys' clarification of principle and application to theory that the schools' 

idiosyncratic natures become relevant to the broader school community. 

4.4 Theoretical rationale for the data collection methodology 

The research procedure emerged from a review of the literature on school 

effectiveness and value change and was constructed in such a way as to fit into the 

schedule, budget, and geographic constraints of an active school head. It was 
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implemented over a two year period, September 1990 to June 1992. With a few 
exceptions, the original quantitative methodology was pursued as it was envisaged 
before the data collection began. 

A series of value change propositions was postulated and placed in the role of 

"foreshadowed questions." 

1. All humans value 
2. Values change 
3. The more central a value is in one's belief system, the greater will be the repercussion of a 
change in the value 
4. The closer a competing value is to the one held by the individual, the more likely it is that 
he/she will internalise the new value 
5. When one value changes, it has a derivative effect on one's belief system 
6. Values must be potentially meaningful if they are to be internalised 
7. Individual personality acts as a filter of values 
8. Value change is not equivalent to moral "development" 
9. Values are held interactively across the domains of personality (i.e., cognitively, 
affectively, conatively, and behaviourally) in unique and idiosyncratic ways 
lO: The interactive process of value change follows a pattern of trait consistency 
11. Values are learned in social environments 
12. Schools, as a social environment, influence value formation 
13. Elements in a school's environment influence value formation in unique and disparate 
ways 
14. Some school environments are more conducive to value change than others 
15. Some schools are more effective in creating a climate for value change than are others 
16. The interactive model of school climate conceptualises the complex dynamic process 
associated with value change in a school setting 

These value change propositions represent a synthesis of the major conclusions 

in Chapter Two where questions were raised about the definition, acquisition, and 

holding of a value, as well as about the nature of values education in schools. The last 

five propositions are different from the previous eleven in that they focus on the school 

as the medium of value change and give rise to a significant subsidiary question: 'Does 

the school as a social environment have power to influence value formation?' 

The research design was based on an interface of the value change propositions 

and the effective schools model described in Chapter Three. Table 4.1 sets out the 

Value Change-Effective Schools Model (VCES). The numbers in the model show the 

theoretical location of the value change propositions which are listed below it for 
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reference. The model was used as the theoretical basis for the creation of four 

instruments which assessed the perspectives of parents and students (and teachers to a 

limited degree) at RHS and AHS over a two year period. 

Table 4.1: "The Values Change/Effective Schools Model (VCES) 

Determinant: input and process Outcome 
atmospheric climate 

culture 
organ 

milieu 
isational dim 

ecology 
ate 

social 
system 

goal attainment 

#3a,4a,6a,ll,13,16 #l,3b,4b,6b,7a, 
9a, 10a, 13,16 

#13,15,16 #11,12,13, 
14,15,16 

#2,3c,4c,5,6c, 
7b,8,9a,10b 

culture: norms, beliefs, values, meanings, cognitive structures (input and process) 
milieu: individuals background characteristics (input) 
ecology: physical variables (input and process) 
social system: formal/informal rules (process) 

Value Change Propositions 
#1 All humans value 
#2 Values change 
#3 a Individuals prioritise their values into hierarchical systems 
3b Students bring their personally prioritised, hierarchical systems into the schools with them 
3 c Changes at the core of the system have major repercussions 

#4a Values compete with each other 
4b Personal systems are more malleable at some points than others 
4c New values will most likely be similar to the old ones 

#5 When one value changes, it effects others 
#6a As #4a; collective meanings exist in groups 
6b As 4b 
6c New values will be meaningful if they are internalised 

#7a Individual personality acts as a filter of values 
7b New values will reflect personality 

#8 Value change is not equivalent to moral development 
#9a Each person holds values txniquely and across the domains of personality 
9b New values will also be held uniquely and across the domains of personality 

#10a Values are held interactively according to trait consistency 
10b New values held interactively according to trait consistency 

#11 Values are learned in social environments 
#12 Schools are social enviromnents which influence value formation 
#13 All the elements in a school's environment influence value formation in unique and different 
ways 
#14 Some school environments are more effective at creating change than are others 
#15 Some school's are better at creating dynamic environments than are others 
#16 The interactive model of school climate conceptualises the dynamic process associated with value 
change in a school setting 
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Table 4.2: Summary of the survey instruments and their administration 

Instrument Description Respondents Date 
AHS Parent Survcyl locally developed; two parts AHS parents Spring 1992 

RHS Parent Survey^ locally developed; three parts RHS parents Spring 1991 

AHS Student Survey^ locally developed; 
Rokeach Value Survey 

AHS students (teachers) Fall 1991 

locally developed; 
Rokeach Value Survey; 
Williams and Batten School 

AHS students Spring 1992 

Life 
RHS Student Survey'* locally developed; 

Rokeach Value Survey 
Rest Defining Issues Test 
Allport et al. Study of Values 

RHS students (teachers) Fall 1990 

locally developed; 
Rokeach Value Survey 

RHS students Spring 1991 

Williams and Batten School 
Life 
locally developed; 
Rokeach Value Survey 

RHS students Spring 1992 

Williams and Batten School 
Life 

Table 4.2 provides a summary of the instruments and their administration at the 

two sites. Details of their construction and administration are given below in the 

appropriate chapters. In general, however, it should be noted that each of the 

questions in the surveys was linked both to a particular value change proposition and 

to a section in the effective schools model. That is, all the surveys sought to clarify the 

association amongst the various input-process-outcome factors which the VCES 

model suggested were important. Therefore, each item in a given survey was linked 

both to the value change propositions and to the effective schools model which they 

theoretically informed. Tables 4.3 and 4.4 below illustrate how this was done for the 

1 See Appendix One. 

^ See Appendix Two. 

^ See Appendix Three. For the Rokeach value survey see page 290 for procedures relating to the 
values and to page 388 for a list of the values which constitute the survey. 

See Appendix Four. 
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AHS spring parents survey. The letters and numbers refer to items in this particular 

survey (cf, appendix three). 

Table 4,3: "Item Construction-Value Change" 

Proposition Item 
1. All humans value B36-39 (witii A) 
2. Values change B17, B20-22, B32, 

B33 
3. The more central a value is in one's belief system, the greater will be the 
repercussion of a change in the value 

B36-41 (witii qual) 

4. The closer a competing value is to the one held by the individual, the more 
likely it is that he/she will internalise the new value 

B15 

5. When one value changes, it has a derivative effect on one's belief system 

6. Values must be potentially meaningful if they are to be internalised B15 
7. Individual personality acts as a filter of values B14, B30, B36-39 
8. Value change is not equivalent to moral 'development' 
9. Values are held interactively across the domains of personality (i.e., 
cognitively, affectively, conatively, and behaviourally) in unique and 
idiosyncratic ways 

B24, B28, B29, B35 

10. The interactive process of value change follows a pattern of trait 
consistency 
11. Values are learned in social environments B16 
12. Schools, as a social environment, influence value formation B17, B19, B22, 

B26, B27, B32, 
B33, B34 

13. Elements in a school's enviroiunent influence value formation in unique 
and disparate ways 

Bl-8, B18,B20-
22,B25, B31 

14. Some school enviroiunents are more conducive to value change than 
others 

B9 

15. Some schools are more effective in creating a social environment climate 
for value change than are others 

B40 - 43 

16. The interactive model of school climate conceptualises the complex 
dynamic process associated with value change in a school setting 

B9 

Table 4.4: "Item Construction-Effective Schools Model 

Determinant: input and process Outcome (goal 
attainment) 

atmospheric climate 
culture 

organ 
milieu 

isational clima 
ecology 

e 
social system 

B9,17,19,27,32, 
33,34 

B4,12,13,15,23,25,26,29,36-
41 

Part A, BIO, 14, 
30 

B l , l l B2-8, 16,18, 
20,21,22,24, 
28,31 

B9,17,19,27,32, 
33,34 

Tables 4.3 and 4.4 illustrate the effort which was made to ensure that the items 

in the surveys were based on a theory which empirical research suggested was 
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appropriate. Most of the items were generated specifically for these surveys, although 
a number of well known questiormaires dealing with value change and school climate 
were used to explore particular facets of value change in schools. As was stated 
earUer, details of instrument construction and administration are included below in the 
"methods" chapters of Parts Four (Parent Surveys) and Five (Student Surveys). 

The VCES model, upon which the instruments were based, holds that the 

determinants of value change are the input and process factors. Two categories of 

environments or "climates" are held to exist in an institution like a school. These 

cUmates are created by the culture, milieu, ecology, and social system of the school. 

Input and process factors - the determinants of the outcome - are seen as interactive 

and the lines between them blurred even though they can usually be distinguished 

conceptually. Even the line between "determinate" and outcome is blurred, as value 

change proposition #16 suggests. For example, in the RHS parents survey it was 

observed that the parents' perception of the outcome was correlated with their 

perception of the effectiveness of the process factors. A regression analysis suggested 

that perceptions of effectiveness in process could be predicted on the basis of 

perceptions about outcomes. "Outcome," therefore, is not to be seen in factory terms 

in this model. 

Students were the main focus of attention in the longitudinal studies. The three 

phase panel study of students at RHS included a battery of surveys administered over a 

two year period. The AHS two phase study was patterned after the two year 

longitudinal study at RHS which was already underway when the AHS study began. It 

included an early fall and late spring battery of surveys. As the two longitudinal 

studies progressed elements of the surveys were redesigned to facilitate coding and 

analysis and to reflect lessons learned from each administration of a survey. 
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The staff surveys were done in conjunction with the student surveys. While 
there was a longitudinal nature to the staff studies in the sense that teachers had the 
option of completing the surveys in the fall and/or spring of the school year, the 
primary concern was to obtain a "snap shot" of opinions and perceptions. The same 
was true of the parent surveys which were administered in the late spring at both sites. 
The staff surveys included a battery of instruments each with several parts, whereas the 
parents received only one instrument with multiple parts. This single instrument 
reflected aspects of the various instruments which were used with both the students 
and the staff so that each group surveyed was exposed to the full range of the VCES 
model. 

4.S Data analysis 

A frequency study was completed on all the items in the various surveys. 

Additionally, items which yielded nominal data were analysed with crosstab tables and 

appropriate statistics. When nominal or ordinal level data emerged and the frequencies 

were excessively low, the items were "collapsed" in order to clarify the interpretation 

of the results. Items which were reverse coded to reduce problems associated with 

those who tended to agree or disagree with everything, were "corrected" to allow for 

comparison and correlation. 

Relationships between nominal and ordinal data were explored through the use 

of contingency tables, chi-square, and Cramer's V. Relationships between items 

yielding ordinal data were analysed using Spearman's rho as well as Mann-Whitney's 

U, Kruskal-Wallis' H, or Friedmans's two-way analysis-of-variance. Pearson's r and 

regression were used with interval level data or with ordinal data which had been 

combined to form indices. Factor analyses were used to confirm item groupings 

established by theory and to reduce the number of items to a more manageable 

number. As a general rule, when analysis included data at two levels, the test which 

was appropriate for the lower order of data was used. 
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4.6 The role of the researcher 

Although the role of the researcher is particularly critical in qualitative studies, 

it remains an issue in quantitative research as well. Preconceptions and biases influence 

the interpretation of the data and can even determine what is held to be "data." Jarvie 

(1969/1982), and Hammersley and Atkinson (1983), building on the work of Junker 

(cf, Current Anthropology, vol 10, no.5, 1969, pp. 521-522), describe a continuum of 

roles ranging from the detached and objective to the involved, subjective, and 

empathetic. At one end of the continuum, the researcher, works within the 

organisation in a clearly defined, existing role, while at the other end of the spectrum 

the researcher is entirely independent and has no interaction with the subjects. 

This two site case history began its longitudinal study at RHS where I was in 

the role of school principal. After the first year of data collection I moved into the role 

of assistant director of the institution, before assuming the directorship a year later. 

Much has been written about the problems a native researcher experiences due to 

"immersion," "macro-blindness," and "over rapport." In a qualitative study these 

problems are particularly acute. My full participant, native status meant that I 

influenced the RHS environment and was in turn influenced by it. In the purported 

words of Margaret Mead, 

I f a fish were to become an anthropologist, the last thing it would discover 
would be water (Spindler and Spindler 1982, p. 24). 

I f the director of an institution is not said to be immersed in the school's 

culture, who is? The old adage has some truth: 'the greater the degree of 

participation, the more predictable the answers will be.' 

This is much less likely to occur in the non-participant role which I played at 

AHS. Students in this school were theoretically more likely to take a reflective look at 

the question, and save their prescriptions and polemics for a more politically sensitive 

ear. I f the researcher has no influence over the forces which are brought to bear on the 

student's life, then it is unlikely that he/she will be the object of conscious manipulation 

through the answers which are given. The difficulties associated with the participant 

role were at least partly offset by the advantages it provided at RHS. There I was able 
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to bring the time and material resources of the institution to bear on the issues 
embodied in the thesis. For example, in the case of the value survey used with RHS 
students, the entire school participated and few questions were asked. It was the "kind 
of thing" that RHS did quite regularly. In my estimation, the participants completed 
the survey without objection because of the unembarrassing nature of the survey, 
because anonymity was assured, because a "low-key" approach was used, because the 
students were briefly informed that the survey would enhance general knowledge about 
valuing in schools, and because the respondents knew the study had import beyond 
RHS. Actually, most participants expressed only a passing interest in the reasons for 
the survey, and those who did were primarily adults who were either interested in the 
"values issue" and wanted to discuss the content of the survey with me, or they wanted 
to know whether the survey was for the benefit of the school or for my own research. 
In this latter group of four or five teachers, I could not tell whether loyalty to me or to 
the school was a factor in their willingness to participate so I informed them that the 
survey served a dual purpose. The explanation appeared satisfactory and the surveys 
were completed without objection. 

In retrospect, my role as RHS principal had no discernible bearing on the 

results of the survey i f the comments, facial expressions, and actions of the RHS 

participants were an accurate reflection of inner feelings. Nevertheless, it would be 

naive to assume the roles I played had no bearing on the outcomes, as an incident at 

AHS made clear. One teacher at AHS returned a blank survey with the words " I DO 

NOT WANT TO HELP SOMEONE GET A PHD" scrawled across the top. How 

many others feh this way and to what degree did their attitude influence their answers? 

It was a sobering statement which made it clear pleasant smiles and professional 

courtesy could mask a resistant, uncooperative spirit. While the statement was 

disconcerting, it did have a positive effect in that it created an awareness of the dangers 

associated with an uncritical interpretation of the data. 

Over the two year period of the case study I kept a detailed journal of my 

actions and perceptions. Additionally, I had extensive interviews with a cohort of 
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twelve students at AHS and thirty-seven grade twelve students at RHS. I also 
compiled a comprehensive file of documents ranging from official publications and 
report cards to alumni letters and discipline records. These sources of qualitative data 
will be used in flirther study focusing on the meaning of value change. For this thesis, 
however, these sources served a valuable purpose by providing information which 
could be used to make the surveys more relevant and comprehensible to the 
respondents. For example, in the AHS parent survey (cf, appendix one) all the 
questions in Part B were grounded in the VCES theory but written in a form which 
reflected information gained from the interviews. 

Operating in two sites with two roles over two years was methodologically 

sound but strenuous. For example, there were practical problems related to travel, 

cost, and schedule; there were supervision problems related to the distribution, 

collection, and coding of surveys; there were ethical problems created by dramatic 

value change which occurred during incidents which were at times illegal (e.g., drug 

experimentation, a notorious "swamp" party in which the police became involved, and 

several attempted suicides including one in which I was required to wrestle the knife 

out of the hand of a student who was seeking to drain her sacrificial blood into jars for 

her three friends); there were family strains created by six years of holidays, weekends, 

and evenings devoted to the thesis; and there were entry problems at AHS where 

periodic visits required the performance of re-entry rituals which were both stressful 

and annoying - yet necessary, i f I was to have access to the data I needed. One 

comment from an AHS teacher, which was made at the end of the year, suggests that 

my efforts to establish an unobtrusive role were not entirely successful. In her words, 

" I never knew how to treat you." 

In summary, the case study approach created complex problems while 

simultaneously providing rich, variegated, relevant data. 

4.7 Validity and reliability 

The conclusions drawn from this study will only have relevance to a context 

other than the case study itself i f the data is both valid and reliable. Neither school in 
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the case study was chosen on the basis of probabilistic sampling. Therefore, the 
conclusions are generalised to other schools on the basis of careful logic. Like 
Wolcott, who expressed "no great concern" for the identification of the "typical" 
principal, this thesis does not seek to find or describe the "typical" school but to find 
ways in which the students and their schools are representative of other schools 
(Wolcott 1973, p. 57). 

The conclusions of this thesis are transferable to a wider educational context 

because other schools are experiencing issues related to value change; they can come 

to an understanding of their own unique events through a comparison of their 

experiences with those of RHS and AHS. Furthermore, generaUsation will be possible 

because the emergent "value change - effective schools" theory allows other 

researchers to verify the findings. 

GeneraUsability, therefore, does not rest on the creation of causal statements, 

but on the basis of analogous events which are comparable in some way and open to 

translation from one site to another. But for this objective to be realised, the 

conclusions must emerge from a design and instrumentation which demonstrates both 

reliability and vaUdity. The methodology chapters in Parts Four, Five, and Six each 

address specific issues of validity and rehability as they relate to the instruments in the 

section. However, at this point several general observations need to be made. 

4.7.1 Internal validity 

Validity can be subdivided into two broad categories - internal validity, with its 

overriding question, 'How does one know that the instrument actually measures what 

it says it measures?,' and external validity, which asks 'How can the researcher be 

certain that the results are applicable in another setting?' 

Internal validity was strengthened by comparing, contrasting, and identifying 

inconsistencies and similarities in the results obtained from the different respondent 

groups. Validity came, therefore, through the corroboration of evidence from the 

various data sources. Construct validity was obtained in part by carefully correlating 

the evidence to the theoretical paradigm. 
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Another method of assuring validity was to use the technique of 'respondent 
validation.' The students, staff, and parents were asked the same question in two or 
three different ways to ensure that there was a consistent pattern to the responses. The 
respondent validation technique confirmed the accuracy of details and verified 
information which was known independently of the questionnaire (e.g., through the 
schools' Self Studies). The two site, two role approach operated as another technique 
ensuring validity. In a sense, a 'macro-cross validation' took place. 

Another method of strengthening validity was borrowed from the qualitative 

research tradition as suggested by LeCompte and Goetz (1982). They recommended 

that enough time be spent in the field in order to reduce "artificial responses" (p. 46). 

At RHS, this criteria was met with ease. The same was true at AHS where monthly 

visits were made in addition to week long periods of time in the school. This ensured 

that enough time was spent on site to eliminate superficial impressions which would 

have seriously affected item validity in the questionnaires. 

As a corollary of this, the time spent at AHS enhanced the internal validity of 

the instruments at RHS. While enough time is needed at a site, too much time at one 

could create a situation where the researcher is unable to maintain enough distance to 

be objective. This problem was potentially more serious at RHS than the lack of time 

was at AHS. LeCompte and Goetz's (1982) solution was to plan "periodic temporary 

withdrawals" from the site in order to de-familiarise one's self from the field (p.47). 

Frequent, and at times prolonged visits at AHS, provided an essential change of 

scenery from RHS and they had a detoxifying effect. 

A final approach to enhanced internal validity has already been described above 

under the issue of generalisability. A design which incorporates three respondent 

groups and a battery of surveys administered over two years has built into it a natural 

means of assessing validity. By writing items in all the surveys with the VCES model 

in view the emergent theory is assessed from a variety of angles. Where there is an 

examination of the same proposition using a different respondent group and a different 
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instmment, the degree of convergence can be established through the principle of 
triangulation. In those cases where convergence occurred, validity was confirmed. 
4.7.2 External validity 

External validity in the context of this thesis refers to the extent to which the 

constructs "value change" and "school effects," as well as the sixteen propositions are 

applicable across groups. This study seeks the translation of its conclusions to other 

settings so there is a need to demonstrate the ways in which this unique case study is 

relevant to other cases, that is, the task is to identify and describe features of the value 

change phenomena which are relevant to other school environments. 

External validity will be strengthened i f the study group matches other groups 

in salient ways. Factors such as educational background, gender, age, and racial 

composition are readily available population characteristics which can be used to aid in 

cross-group comparison. These, and similar population delineators, were developed in 

the study with the intention of establishing details of the selection process which will 

help others relate to the conclusions. 

A second characteristic enhancing external validity occurs when the unique 

historic experiences of the school under investigation are muted or eliminated. The 

two site approach allowed for the most eccentric features of the two groups to be 

ferreted out. As has been stated above, the setting effect, or reactive observer effect, 

created by my role in the schools had the potential to limit this project's comparability. 

There is no question that my role as a full participant at RHS would have been 

problematic i f the investigation at RHS was not restricted to areas where the precise 

role of the researcher was not a significant issue. 

The fourth factor limiting external validity is defined by Cook and Campbell as 

"the extent to which abstract terms [and] generalisations...are shared across times, 

settings, and populations" (in LeCompte and Goetz 1982, p.53). On one level, it 

would certainly appear that the constructs of "value change" and "school effectiveness" 

are not idiosyncratic to the groups under examination. Previous research and theory 

both indicate that the constructs are valid for cross-group comparison. By establishing 
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clear, foreshadowed categories for the constructs, the likelihood that they will only be 
intelligible in the sites under study has been reduced. 
4.7.3 Reliability 

Not all forms of reliability are significant. For example, Kirk and Miller (1986) 

speak of a "quixotic reliability" which occurs when a single method of data collection 

yields consistent resuhs but, upon scrutiny, the results prove to be "trivial and 

misleading." In this two site, longitudinal study with multiple sources of data there 

appears to be little likelihood of obtaining such a superficial form of reliability. 

"Diachronic reliability" occurs when observations are consistent over time, as in 

a test, re-test scenario. There are several instances where this form of reliability is 

demonstrated. Internal reliability was assessed through the consistency of the 

characteristics which emerge fi-om the various instruments. Many of the techniques 

listed above under validity also confirmed reliability. 

A repeatedly stated objective of this research project is the desire to explain a 

complex process and to make the explanation relevant to other school settings. It is 

doubtfial that a high degree of external reliability in the experimental sense of the 

concept can be achieved because of the uniqueness and complexity of the issue, but an 

accurate analysis of the constructs and their premises, and the employment of a design 

which stresses flexibility and breadth in its method of data collection should ensure a 

satisfactory degree of external reliability. Considerable time has been spent (Chapters 

Two and Three of the thesis) delineating the constructs of "value change" and "school 

effectiveness," defining key terms and premises, and analysing theories which inform 

the research project so that replication would be possible and this thesis could serve as 

a model for fiiture study. 
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Part Four: Results - The Parent Surveys 

CHAPTER F I V E : Methods and the Parent Surveys 

Chapter Four set out the methodology for an investigation of value change in 

schools using a two site case study. Part Four is divided into three chapters which 

summarise and interpret the data obtained fi-om two parent surveys, one at AHS the 

other at RHS. Chapter Five sets out the methodology of the parent surveys. Chapter 

Six presents the results, and Chapter Seven discusses the significance of the findings. 

5.1. AHS parent respondents 

Parents have a unique and valuable perspective on the changes which their 

children experience. Unlike teachers and administrators, they have the advantage of 

seeing the process over an extended period of time and of being able to contextualise 

the changes in light of their children's development from infancy. Furthermore, 

because of their parental love and their desire to receive quality service for taxes or 

fees paid, they often consciously evaluate the performance of their children's school. 

Therefore, soUciting their opinions about the school's role in value formation was both 

natural and logical. 

5.1.1 AHS parent survey procedure 

In the introductory May 1991 interview with the AHS Head, the school was 

informed that the parents were considered a vital source of information which needed 

to be explored through a survey. Early in 1992, the Head was once again approached 

with the idea of surveying the parents and permission was granted. 

All AHS parents were sent a copy of the survey ("American High School 

Parent Survey 1992;" see Appendix One) and seventy-five responded out of a possible 

158 (47%). A year earlier when the school sent out a survey to its parents as part of a 



105 

re-accreditation process, only one third responded. ^ In an effort to improve the return 
rate, a self-addressed, stamped envelop was included. This feature, and the nature of 
the survey itself, likely accounted for the improved response rate. Although a higher 
return rate was desired, several factors argue for the usefulness of the data which was 
obtained. Most importantly, a fi"equency study which was done on the demographic 
items verified that the 47% who did respond reflected essential characteristics of the 
entire parent population in terms of their occupation, salary, citizenship, and gender.̂  

The AHS Parent Survey was drafted in the Spring of 1992 and sent to the 

Head and his administrative team for comment and approval. Two administrators at 

RHS were also asked to read it critically and to make suggestions. The administrative 

team at AHS returned the draft with a recommendation that question #5 (income 

levels) be re-scaled and a request that a question which asked parents i f they wished to 

collaborate with the school in goal-setting be deleted. Their suggestions were 

incorporated into the final copy of the survey. The cover letter Unked the survey to the 

school's on-going effectiveness campaign and was set in the context of the school's 

publicly stated determination to improve service to its parent constituency. 

The survey was posted in the third week of May. The secretaries at AHS 

collected the returned envelopes and passed them on by the end of June 1992. Both 

the administrator who was designated as the intermediary for this project and the 

school secretary responsible for final delivery of the surveys expressed surprise at the 

relatively "good" response rate. 

^ Self Study 1991 Section A, page 4. The AHS Self Study was an important source of qualitative 
data. It was a five binder collection of staff, student, and parent opinions on the life and organisation 
of the school. 

2 For details, see Chapter Six "AHS parent profile." 
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5.1.2 AHS parent survey construction 

The survey was divided into two parts. Part A featured typical demographic 

items such as age, gender, citizenship, length of time in the host country, family 

income, number of children, and marital status, all of which could theoretically 

influence the parents' value orientation and shape their expectations of the school. 

These input items were located in the milieu dimension of the school's organisational 

climate as defined by the VCES model. 

Part B dealt primarily with school issues and sought to assess various aspects 

of school effectiveness and the value change process. It also included several 

questions which were intended to increase the appeal of the survey to the AHS 

constituency. Most of the statements in this part elicited responses ranging from 

"Strongly Agree" to "Strongly Disagree" or "A" (Excellent) to "F" (Poor). 

While the content of the items in Part B corresponded to the propositions 

undergirding the VCES model, this section also reflected information obtained from 

frequent visits to the school during the 1991-1992 school year.̂  For example, the 

statements in items B27, 32-34 dealt with citizenship, self worth, tolerance, and 

participation and were all based on frequently "stated" values which the AHS staff 

claimed to be teaching. In Table 5.1 the items are linked to the value change 

propositions which they theoretically inform while in Table A 5.2 the items are placed 

in the effective school's model which was described in chapter three. 

5.1.3 AHS parent survey data analysis 

The demographic descriptors in Part A generated a mixture of nominal,'* 

ordinal,^ and interval data.̂  The data in Part B was essentially ordinal although the last 

3 Cf., items BIO, B l l , B12, B13, B27, B32, B33, B34, B40-43. 

Gender, citizenship, occupation, marital status, and grades. 
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Table 5.1: "Item Construction-Value Change" 

Proposition Item 
1. All humans value B36-39 (with A) 
2. Values change B17, B20-22, B32, 

B33 
3. The more central a value is in one's belief system, the greater will be 
the repercussion of a change in the value 

B36-41 (witiiqual) 

4. The closer a competing value is to the one held by the individual, the 
more likely it is that he/she will internalise the new value 

B15 

5. When one value changes, it has a derivative effect on one's belief 
system 
6. Values must be potentially meaningful if they are to be internalised B15 
7. Individual personality acts as a filter of values B14, B30, B36-39 
8. Value change is not equivalent to moral 'development' 
9. Values are held interactively across the domains of personality (i.e., 
cognitively, affectively, conatively, and behaviourally) in unique and 
idiosyncratic ways 

B24, B28, B29, 
B35 

10. The interactive process of value change follows a pattern of trait 
consistency 
11. Values are learned in social environments B16 
12. Schools, as a social environment, influence value formation B17,B19, B22, 

B26, B27, B32, 
B33, B34 

13. Elements in a school's environment influence value formation in 
unique and disparate ways 

B1-8,B18,B20-
22,B25, B31 

14. Some school environments are more conducive to value change than 
others 

B9 

15. Some schools are more effective in creating a social environment 
climate for value change than are others 

B40 - 43 

16. The interactive model of school climate conceptualises the complex 
dynamic process associated with value change in a school setting 

B9 

Table 5.2: "Item Construction-Effective Schools Model 

Determinant: input and process Outcome (goal 
attainment) 

atmosphere 
climate 
culture milieu 

organisatioi 

ecology 

lal climate 

social system 
B9,17,19,20,21,22, 
2732,33,34 

612,13,15,23,25, 
26,29,36-41 

Part A, 
B10,14, 30 

B l , l l B2-8,16,18, 20,21,22 24, 
28, 31, school impact 

B9,17,19,20,21,22, 
2732,33,34 

few questions yielded nominal data. Several items were grouped together to create 

multi-item measures thereby increasing the number of categories in the ordinal data. 

When this was done the variables were treated as interval in nature. 

^ Age, income, and years in the host country. 

^ Number of children and number of years in school. 
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All the data was initially summarised in frequency tables which revealed 
meaningfial patterns warranting fiarther investigation. Correlational analyses followed. 
In the case of nominal data, contingency table analysis was used in conjunction with 
the chi-square as a test of significance. Spearman's rho and Kendall's tau, together 
with their significance tests, were used with ordinal data, and Pearson's r was used 
with interval or quasi interval level variables. Factor analyses were undertaken on Part 
B. All statistics were computed with SPSSx and unless otherwise stated, the default 
option was used for dealing with missing data. This meant that statistics in the 
descriptives command were based on the number of valid cases for the variable under 
analysis. 

The reliability of the survey was satisfactory.'' 

5.2 RHS parent respondents 1991 

The AHS Parent Survey had a counterpart at RHS. Once again, parents, with 

their longitudinal perspective, their vested financial interest, and their emotional 

attachment to their children, were seen to represent a rich, evaluative source of 

information about many aspects of schooling relevant to the VCES model. The 

intention was not to compare parents and schools, although that occasionally occurred. 

Rather schools with contrasting philosophies were deliberately chosen in order to 

explore the parameters of value change. 

All the parents of children enrolled at RHS were sent a copy of the "1991 RHS 

PARENT SURVEY" (Appendix Two). In addition to explaining details related to the 

return of the survey, time constraints on it, and its guarantee of anonymity, the 

covering letter set out the purpose for the survey: 

^ Part A: 9 items; number of cases = 62; reliability coefficient: alpha .7307. Part B: 25 items; 
number of cases = 62; reliability coefficient: alpha .8426. The factor analyses of Part A indicated 
there were three underlying dimensions in the nine items. As a result, Cronbach's alpha was 
somewhat below the target .8000. In Part B, the factor analysis suggested that there were no 
underlying dimensions and the alpha score was consequently higher. C f , Biyman and Cramer 1990, 
p. 71. 
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The faculty and staff of RHS seek to work in partnership with parents in the 
education of their children. In an effort to more fully understand the wishes 
and perspectives of our partners [i.e., the parents of our students], we would 
like to ask that you complete the enclosed survey....The survey is intended to 
elicit information which will inform us as we plan policies and procedures for 
our Religious High School. 

The respondents were encouraged to see the survey as part of the school's 

effort to improve its effectiveness and to work with parents. Like AHS, RHS had 

recently completed an accreditation Self Study and the survey sought to build upon the 

parent contact made earlier. 

In 1991 there were 141 families with children enrolled at RHS. Seventy-nine 

(56%) "principal respondents" returned forms with all three parts completed. Sixty-

two (46%) of the spouses returned Part C as requested. Because there were 5 single 

parents, the number of spouses was 136. This meant there was a total survey 

population of 277 for Part C and a response rate of 51% (79 + 62 = 141) which was 

comparable to the 47% response rate at AHS. Once again, the 50% return rate was 

considered acceptable even though the target response rate was 70% because it was 

possible to verify that the respondent group was representative of the parent 

population.^ 

The length of the survey, its complex and occasionally convoluted nature, and 

the lack of a stamped, returned envelop all mitigated against a higher return rate. 

While it was a practical impossibility to supply return stamps to parents living in more 

than twenty countries, many of the other problems could have been anticipated and 

addressed. 

5.2.1 RHS parent procedure 

The survey became cumbersome and convoluted partly because of 

"freeloading" on the part of several members of the RHS Administrative Team who 

requested that issues of interest to them be included in the survey. As a result, a long 

middle section (Part B), devoted to issues which were tangential to this study, was 

added to the survey. Fortunately some of the items in Part B became useful although 

most were concerned with policies and procedures uniquely relevant to RHS. 

^ For details, see Chapter Six "RHS parent profile." 
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Once permission to survey parents was received, a draft was circulated to the 
school administrators for evaluation and comment. Nothing substantive was 
forthcoming although two individuals thought that it would take longer than 15 or 20 
minutes to complete. When the resident administrator submitted his suggestions for a 
"Part B," it became evident that the survey would be long and detailed. 

Experience made it clear that a complete re-writing should have occurred. 

Fewer items should have been included and a simpler approach taken. For example, 

the focus should have been restricted to the "first child." Good intentions to please 

others and a desire to be comprehensive made the survey tedious. Only three 

respondents actually commented on the survey's length but a reduced response rate in 

Part C, Sections 3 and 4 suggest that fatigue set in. 

As a result these sections need to be interpreted cautiously. In retrospect, it is 

surprising that so many parents submitted a completed survey. What is more, quite a 

few went on to write paragraph length comments on subjects which arose in the 

survey. This suggests that many parents were interested in the content of the survey 

and were willing to work with it in spite of its short comings. 

The Communications Department at RHS reviewed the survey and offered 

stylistic suggestions before it went to press. It was then mailed with report cards at the 

end of the third quarter. The last responses were returned by the end of June. A 

follow-up letter reminding parents of the need to return the survey would have helped 

to improve the response rate but the need for such a letter did not become apparent 

until it was too late in June to write it. 

5.2.2 RHS parent survey construction 

The survey was divided into three parts. Part A provided data which 

estabUshed demographic categories for the parent's age, citizenship, occupation, salary, 

educational background, number of children, reasons for enrolling the child in the 

school, perception of the child's willingness to attend the school, expectations of the 

child's academic achievement, as well as the grade level of the child and his or her 
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residential status at the school. Each question sought to explore a factor which the 
school effectiveness literature suggested could have a bearing on value change at RHS. 

Parents with children in the elementary programme were also included in this 

study, partly to satisfy the interest of other administrators and partly to provide a 

contrast to the perceptions of parents with older children in the school. Consequently, 

some of the items reflected the perspectives of parents whose interests and experience 

lay with pre-adolescent children. I f the survey had been sent only to parents with 

adolescent children, these items would have been easier to interpret but at the cost of 

an interesting point of comparison. 

Part B reflected issues unique to the residential programme. Items which 

probed behavioural expectations and the values which were associated with them are 

included in the discussion which follows. For example, parents were asked i f they felt 

their child should be permitted to wear clothes which reflected an anti-Christian 

message or whether boys should be permitted to wear earrings. Responses to 

questions like these provided an insight into the link between the behavioural and 

cognitive holding of a value. 

Part C was comprised of four sections. Sections one and two listed 33 

statements dealing with values at RHS. They were written with the VCES model in 

mind. Section 3 listed 32 "terminal" and "instrumental" values. Parents were asked to 

indicate how important the values were to them and how effective the school was at 

teaching them. The fourth section in Part C asked parents to rank in importance the 

school agents which appeared to have positively (list one) and negatively (list two) 

influenced their child's values while they were enrolled at RHS. The agents were 

suggested by the literature on effective schools. Finally, provision was made for 

parents to submit written comments i f they wished. 

Table 5.3 summarises the theoretic connection between the items in the survey 

and the propositions which emerged in the review of the literature on value change. 

Table 5.4 summarises the theoretic connection between the items in the survey and the 
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model of effective schools which emerged in the review of the effective school's 

literature. 

Table 5.3: "Item Linkage to the Value Change 

Proposition Item 
1. All humans value Part A 
2. Values change A3, CLIO, C2.3,4, 

7,8 
3. The more central a value is in one's belief system, the greater will 
be the repercussion of a change in the value 
4. The closer a competing value is to the one held by the individual, 
the more likely it is that he/she will internalise the new value 

C I . 1,C2.1,2,5, C3 

5. When one value changes, it has a derivative effect on one's belief 
system 
6. Values must be potentially meaningful if they are to be internalised CI.1,5,6,8, C2.5, C3 
7. Individual personality acts as a filter of values Part A 
8. Value change is not equivalent to moral 'development' 
9. Values are held interactively across the domains of personality (i.e., 
cognitively, affectively, conatively, and behaviourally) in unique and 
idiosyncratic ways 

B18,B19, B21, 
C l . l l , C2.3,6 

10. The interactive process of value change follows a pattern of trait 
consistency 

B18+19+21 with C, 
CI.12,13,16,22,23 

11. Values are learned in social environments 
12. Schools, as a social environment, influence value formation CI.3,25, C2.7,8 
13. Elements in a school's environment influence value formation in 
imique and disparate ways 

A13, C4 all 

14. Some school environments are more conducive to value change 
than others 

Cl.2,3,9,10, C1.17, 
CI.19,21,24, C2.3, 
C3 all 

15. Some schools are more effective in creating a social environment 
climate for value change than are others 

CI.15, C2.7,8 

16. The interactive model of school climate conceptualises the 
complex dynamic process associated with value change in a school 
setting 

A10,C1.4,7,13,15, 
C1.18,20,C2.4, C4 

Table 5.4: "Item Linkage to the Effective Schools Model" 

Determinant: input and process Outcome (goal 
attainment) 

atmospheric chmate 
culture miUeu 

organisatic 
ecology 

)nal climate 
social system 

C1.4, CI.10, 25, 
C2.3,4,6-8, 
C3 School 

A9,10, CI.1-3,7-10, 
Cl.12-14, 16-18,21, 
C2.1,2, C3 Value 

Part A, 
C2.5 

C1.7 B18-21, Cl.5,6,11, 
15,19,20-24, C4 

C1.4, CI.10, 25, 
C2.3,4,6-8, 
C3 School 
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5.2.3 RHS parent data analysis 

As in the case of the AHS parent survey. Part A produced a mixture of 

nominal,^ ordinal, and interval^i data. Part B and C produced ordinal data. When 

the items were grouped together to form indices they were treated as interval level 

data. Following a frequency study of all the items, the nominal data was analysed with 

crosstab tables and appropriate statistics. Tables with an excessive number of cells 

with five or fewer cases were collapsed whenever possible, 

Correlational analyses were used to establish the existence and nature of 

relationships with all ordinal and interval level data. Significant differences between 

items were investigated using the Kruskal-Wallis (K-W) H and the Mann-Whitney UP 

The Pearson product-moment correlation was used with interval level data and the 

Spearman rank correlation coefficient was used with data which did not satisfy the 

normality criterion. In cases where the data was at two levels, the test which was 

appropriate for the lower order of data was used. 

The reliability of the survey was satisfactory, i ' ' 

^ That is, citizenship, occupation, reason child was sent to RHS, willingness of child to attend, 
importance of various factors when considering enrolment, and residential status. 

1̂  That is, age, income, years of education, child's grade level. 

^ ^ That is, nimiber of children, years in school. 

12 Among those re-coded were citizenship 1=1,2=2,3,4,5,6,8,10, and 11=3 other (Europe); 
missionary occupation 1=1, 2=2, and 3,5,6,7,8,9,10,11=3 (other, more than one), 99=12 (non-
missionary); non missionary occupation 1,2,3,4,5,6,10,12= 1 (non missionary), 99=2 (missionary); 
salary 1=1,2=2,3=3,4,5=4 ($50,000+); education 3=9 (missing, oflier), 4=4 (1-4 post secondary), 5=5, 
6=6; niunber of children 1=1, 2=2, 3=3, 4,5=4 (four or more); first child's eru-olment 1=1,2=2, 3=3, 
4,5,6=4 (four to six years), 7,8=7 (more than six). The complete list is not provided here because of 
its length. Items were also re-coded to create uniform direction. 

1̂  The K-W is similar to the Mann-Whitney U. They are considered to be more powerfiil than the 
median test which simply takes into account the number of scores above the median. The H statistic, 
in contrast, combines and ranks all the cases, including ties which are assigned average ranks. The 
ranks of each group are them summed and the Kruskal-Wallis H statistic is computed from the sums. 
It is considered to have approximately a chi-square distribution under the hypothesis that the various 
groups have the same distribution. Norusis 1988, p. 129. 

Question 10 Part A: number of items 11, cases 63, alpha .6349; question 11 Part B evaluating 
films: number of items 7, cases 63, alpha .8488; Part C Section 1 questions 1-26, number of items 26, 
cases 110, alpha .8620. 
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CHAPTER SIX: Parent Survey Results 

6.1 Parent profiles 

Chapter 6 begins with a frequency study which provides a profile of the parents 

and demonstrates the representativeness of the respondents. It then proceeds to an 

extensive correlational study of the items in the parent surveys using crosstab tables 

and non-parametric and parametric statistical tests. A brief explanation of the principal 

components analyses provides validation for the indices which are included in the 

VCES model. 

The VCES model is used throughout as a framework for summarising the 

findings of the surveys. Relationships in organisational climate, including milieu, 

ecology, and social system are explored first. Relationships in atmospheric 

climate/culture follow, while those related to goal attainment-outcome are examined 

last. 

6.1.1 AHS parent profile Part A, Items 1-10 

Virtually all the respondents at AHS (76%) were 40-49 years old with a few 

more mothers responding than fathers (54% mothers, 46% fathers). Only a handfiil of 

the respondents indicated they were divorced (3%) or separated (1%) so gender bias 

was minimal. 

Western Europeans (46%) and Anglo Americans (28%) comprised about 

three-fourths of the respondents. The Japanese with 10%, the Israelis with 6%i, and the 

Eastern Europeans with 4% were the other countries or regions with significant 

representation in the survey. The occupation of the principal wage earner was either 

professional (42%) or business related (58%). No parents were involved in manual 

labour and over 75% had incomes in excess of US $100,000. Most families were not 

two income families. 
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Eighty percent of the parents had only one child enrolled in the school, but 
19% had two and one parent had three. Over one third of the respondents (39%) were 
parents of children who were in their first year at AHS. Another 23% had their child 
or children enrolled for a total of two years while 39% had a child or children enrolled 
for 3 or more years. Thus, the respondents represented a cross section of parents with 
short and long term relationships with the school. 

These descriptive statistics were in line with the population as a whole and they 

substantiated the representativeness of the respondent group. The school's Self Study 

completed a year earlier revealed that 2.2 years was the average stay for a student at 

AHS and that 38.6% of those enrolled in 1991 were in their first year.i The short 

period of enrolment was to be expected given the mobility of the parents: 21% had 

lived in the host country for one year or less and another 40% had lived in the country 

for only two to four years. However, the one year or less group was evenly balanced 

in the sample by those who had lived in the host country for nine or more years (21%). 

The parents who responded had students distributed quite evenly across the 

grade levels from a low of 10% for a given year in school to a high of about 15%. 

This, too, paralleled the enrolment statistics available in the Self Study which showed a 

spread of 5% from the class with the lowest enrolment to the class with the highest. 

In summary, the demographic descriptors indicated that the sample was 

representative of the parents at AHS. They also provided a profile of the AHS 

"parent" as a highly mobile, young to middle age adult with a high income derived 

from a white collar job and possessed with a "western" but international outlook. 

1 Self Study, Section A, p. 37. 
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6.1.2 RHS parent profile (Part A) 

Like the parents at AHS, the majority of the parents at RHS fell into the 40-49 

year old category (56%).^ At RHS, however, more parents fell into the younger 

(25%) or older age category (19%). The citizenship status of AHS parents was 

international and divisible into three geographic regions of the world whereas the 

parents at RHS were predominantly North American (77%). Only one in six was a 

European (15%). The rest were either dual citizens or citizens from other parts of the 

world. These figures conform to a well-established enrolment pattern at RHS and 

confirm the representativeness of the respondents from the perspective of citizenship. 

Although item A3 was poorly constructed, it revealed that most of the RHS 

respondents were individuals who had lived in Europe for more than five years: while 

they were North American by citizenship, most had lived abroad for a considerable 

period of time. This was seen to be important because of the possibility that long term 

exposure to another culture could result in value transformation (propositions 2-5). 

RHS had a policy which permitted 20% of its students to be non-missionary. 

This ratio had been adhered to for over two decades. In the case of the respondents, 

80% were missionaries, 20% were non-missionaries. This precise paralleling of the 

school's enrolment argues strongly for the "occupational" representativeness of the 

survey sample. 

Unlike AHS, RHS parents were clearly "middle class" as defined by salary. 

Ninety percent of the AHS parents had incomes exceeding US $70,000 compared to 

5% at RHS. Fifteen percent of the RHS respondents reported incomes below US 

$20,000, 43% reported incomes between $20,000 and $30,0000, and 32%) reported 

incomes between $30,000 and $49,000. 

^ Seventy-six percent at AHS. 
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Lower middle income levels were not indicative of a low level of educational 
attainment at RHS. Slightly over one-third of the respondents reported more than 6 
years of post secondary education. Another 29% indicated they had 5 or 6 years of 
post secondary education and an additional third indicated they had 1 to 4 years of 
post secondary training. Only 4% of the parents indicated they had received no 
education beyond the secondary level. In short, the respondents were a well-educated, 
modestly paid group of parents. The income and educational figures confirmed what 
was generally known about the parents of RHS children. 

RHS parents tended to have relatively large families. Twenty-five percent 

reported families with four or more children. The typical family had two (34%) or 

three (34%») children. Parent mobility was similar to that found at AHS. Thirty-eight 

percent of the RHS respondents had enrolled their child in the school for one year or 

less, a figure which was identical to AHS and which reflected a striking similarity 

between the two schools. 

Because this study focused on value change in adolescents, and some non-

adolescent children were represented by the RHS parent respondent group, it was 

important to know how many of the "first child" statistics were based on children who 

were actually adolescents. Summarising the data from item A8b, it is apparent that 

20% of the respondent parents had children in the elementary programme, 17% had 

children in the middle school (grades 7,8) programme, and 63% had children in the 

high school programme. Therefore, a minimum of 80% of the "first child" statistics, 

which formed the basis for much of the analysis in this study were for children in the 
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adolescent age group.^ The response profile on this item provides further evidence for 
the representativeness of the sample. 

Fifty-seven percent of the respondent parents said their children were in 

residence at RHS (A13). In 1990-91 52% of the RHS student body was in residence, 

while the rest were in homes with their parents. This means that the respondent 

parents were representative of the parent population in the areas of occupation, 

citizenship, income, grade levels of their children, and domiciliary arrangements. 

However, because the target group was the parents of adolescent children, the items 

were mildly biased towards the perspective of parents with younger children. 

In summary, the RHS parents were similar to the AHS parents in that they 

were highly mobile and young to middle age. Unlike the parents at AHS, however, 

they tended to be middle class, to be less homogeneous in terms of their age and 

income, and more homogeneous in terms of their occupation and citizenship. 

6.2 The V C E S Model 

As was stated earlier, appropriate tests were used with nominal, ordinal, and 

interval level data to determine statistical significance and the strength of the 

relationship in the VCES model.'' A fi-equency distribution was obtained for each of 

^ Actually the figure is undoubtedly higher than 80% because first child statistics would have 
included graduates of RHS. In item A8b, 22% of the parents indicated that the "first child" was not 
applicable. For an unknown number, the first child had already left RHS and was attending college 
elsewhere. Item A9 indicated that only 5% (4, N=75) of the parents said that the reason for sending 
their first child to RHS was "not apphcable." This suggests that a significant majority of the 22% who 
listed the grade level of the first child as "not applicable," did so because their first child was no 
longer at RHS, but had been at one time. Therefore, 80% in the adolescent category represents a 
conservative estimate of the number of children in the "first child" statistics. 

^ Btyman and Cramer (1990) suggest there are times when ordinal data can be treated as interval. 
"When a variable allows only a small number of ordered categories...each of which 
comprises only either four or five categories, it would be unreasonable in most analysts' eyes 
to treat them as interval variables. When the number of categories is considerably 
greater...each of which can assume sixteen categories from 5 to 20, the case for treating them 
as interval variables is more compelling....[I]n this book it is proposed to reflect much of 
current practice and to treat multiple-item measures...as though they were interval scales." 
(pp 65,66) 
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the items in the surveys and extensive correlation analysis was undertaken when the 
data warranted it. Highlights of the findings are reported below.' 

A number of indices were created and treated as interval level data. Thirteen 

principal components analyses were performed on various aspects of the RHS data and 

two were done on the AHS data. These analyses were used to establish the validity of 

indices which emerged from the theory undergirding the VCES model. Furthermore, 

they provided an opportunity to explore conceptual linkage among the various items in 

the survey. 

Each of the principal components analyses followed standard procedure 

(Norusis 1988; Bryman and Cramer 1990). A correlation matrix was established and, 

in all cases, there were significant correlations between the items which justified 

proceeding with a principal components analysis. Communality and eigenvalues were 

examined and the factors rotated to maximise their loading. Both common rotation 

methods - the orthogonal and oblique - were calculated using SPSSx. The meaning of 

the factors was determined by the items which loaded most highly on them. While 

convention accepts loadings as low as .3, .5 was the normal exclusion point in these 

studies. The pattern matrix produced by the oblique rotation was used to interpret the 

factors. Table 6.1 provides a summary of the RHS indices which emerged fi-om the 

principal components analyses and Table 6.2 lists the indices which were created on 

the basis of theory alone. The two AHS indices are discussed below in conjunction 

with points which are pertinent to them. 

^ Cross-tabulation analysis together with the chi-square test of significance and the Cramer V 
measurement of a relationship's strength was used with items involving nominal level data. Where 
necessary and whenever possible the items were collapsed to reduce the likelihood of multiple cells 
with frequencies below 5. 
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Table 6.1: "RHS summary of principal-components analyses" 

RHS survey 
location 

interpretation of 
index 

VCES location 

factor item loading on the factor 

AlO RHS overt school 
purpose 
organisational climate-
milieu 

factor 1 importance of social setting .73148 
importance of philosophy .72450 
importance of spiritual .69616 
importance of extracurric. activities .66067 
importance of curriculum .61687 

AlO cultural coping skills 
organisational climate-
milieu 

factor 2 importance of North America .90094 
importance of English .86011 

AlO pragmatic 
considerations 
organisational climate-
milieu 

factor 3 importance of location . 86106 
importance of finances .40891 

Parte 
section 1 

monitoring progress 
social system 

factor 7 monitors academic development -.86189 
monitors moral development -.40752 

Parte 
section 1 

high expectations 
atmospheric climate 

factor 2 high academic expectations .77793 
high non-academic exijectations .78542 

Parte 
section Is 

school processes 1 
essentially atmospheric 
climate 

factor 1 academic skills emphasised .77605 
staff motivated, committed .77135 
values are taught .64478 
curriculum impacts values .57364 
RHS consistentiy adheres to its values .44931 

Parte 
section Is 

school processes 2 
essentially atmospheric 
climate 

factor 2 enough time on values -.82498 
monitors academic development -.53289 
monitors moral development -.49224 
strong leadership in the school -.32826 

Parte 
section 2s 

school outcome 
outcome/goal 
attainment 

factor 1 positive values learned .74078 
student did well academically .60180 
positive value change 

atuibutable to RHS .86138 
behaviour has changed due to RHS .74206 
negative values were not learned .49129 

Parte 
section 3a 

other world values 
atmospheric climates 

factor 2 salvation .92073 
love of God .91859 wisdom .66050 

Parte 
section 3a 

this world values 
atmospheric climate 

factor 3 recognition .84564 beauty .77949 
health .57155 

Parte 
section 3b 

others oriented values 
atmospheric climate 

factor 1 loving, responsible, self-controlled, obedient, 
co-operative, helpful .64000 -
.89600 

Parte 
section 3b 

self help values 
atmospheric climate 

factor 2 capability .89198, intelligence .83267 

Strictly speaking indices such as "school processes 1," created by the 

combining of items which were justified in theory and confirmed by principal 

components analysis, are ordinal in nature. Nevertheless, most researchers accept such 

variables as equivalent to interval level data. 
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Table 6,2 Indices created by theory 

survey 
location 

interpretation of index 
VCES location 

survey items 

Parte 
section 1 

staff models values-
atmosphere and social system 

staff supports school's values C I . 14 
actions are consistent with beliefs C I . 11 

Parte 
section 1 

school is consistent 
atmospheric climate 

value system does not change yearly C I . 10 
school consistently adheres to its values CI.9 

Parts behaviour reflects inner 
values-soc/a/ system 

hair should be worn as student wishes C1.21 
boys can wear earrings C1.21 
hair style indicates spirituality CI.21 

Parte 
sections 1,2 

effective communication 
atmosphere and social system 

clear public statements about values C1.6 
parent understood all the school's values C2.1 

Parte 
section 1 

school monitors development 
atmospheric climate 

regularly monitors academic develop. CI.22 
regularly monitors moral development C1.23 

Parte 
section 2 

RHS school impact 
outcome/goal attainment 

changes due to RHS were positive C2.4 
marked behaviour change due to RHS C2.3 

Parte 
section 2 

understand and support 
school's values - atmospheric 
climate 

parents understand RHS' values C2.1 
parents endorse all values taught C2.2 

A comprehensive Pearson r correlation study was done with these indices as 

well as with the two interval level input items "age" and "salary." The Spearman rho 

was also randomly used as a reliability check to counter arguments which could arise 

about the nature of the data. Only two disagreements on significance emerged 

between rho and r. Consequently, the correlation picture was clear whether the data 

was held to be ordinal or interval. The indices and their correlation coefficients are 

Usted in Tables 6.3,4,5 and categorised as "input," "process," and "outcome." 

While the correlation coefficient provided a usefiil tool for analysing the 

strength of a relationship, it was unable to make a prediction on the likely value of a 

dependent variable. Regression is the most widely used technique for obtaining 

information on the character of a relationship. A regression of fourteen relationships 

based on the indices which emerged fi-om the principal components analyses permitted 

several simple predictions to be made about the situation at RHS. A scattergram 

revealed that seven of the relationships were both significant and demonstrated a 

homoscedastic dispersion. The results are included in the discussion which follows. 
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Table 6.3: "Input indices correlation (Pearson r) in the RHS Parent Survey." 

INPUT INDICES r ' p<05;'"' p<.01) 
1. others oriented values with... (N=122) 

1.1 self help values .2385* 
1.2 school is consistent -.2628* 
1.3 other world values .5949** 
1.4 understand and support school's values -.2182* 

2. other world values with... (N=123) 
2.1 others oriented values .5949** 
2.3 self help values .3958** 

3. behaviour reflects inner values with... (N=59) 
3.1 school processes 2 .4018* 
3.2 pragmatic considerations -.5080** 
3.3 school is consistent -.4979* 
3.4 staff models values .4152** 
3.S school processes 1 -.3427(rho) 

4. R H S overt purpose with... (N=65) 
4.1 outcome -.4067* 
4.2 school processes 2 -.6057** 
4.3 staff models values -.4268** 

5. self help values with... (N=73) 
.5.1 others oriented values .2385* 
S.2 other world values .3958** 

6. salary with... (N=119) mean=2.3529; sd=.8496 
6.1 staff models values -.3254** 

7 age with... (N=79) mean=2.9367; sd=.6668) 
7.1 outcome .3310* 
7.2 school is consistent -.4146* 
7.3 understand and support school's values -.2914* 

8 effective communication with... (N=116) 
8.1 outcome .3910** 
8.2 school processes 1 .2789* 
8.3 school processes 2 .5652** 
8.4 R H S overt school purpose -.3962** 
8.5 school is consistent .3180** 
8.6 staff models values .3491** 
8.7 R H S school impact .2418* 
8.8 understand and support school's values .7553** 
8.9 school monitors development .3606** 

9. understand and support school's values (N=109) 
9.1 outcome .4994** 
9.2 school processes 1 .4052** 
9.3 school processes 2 .6210** 
9.4 R H S overt school purpose -.4325** 
9.5 others oriented values -.2182* 
9.6 school is consistent .4467** 
9.7 staff models values .5047** 
9.8 R H S school impact .3290** 
9.9 school monitors development .2813** 
9.10 age -.2914* 
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Table 6.4: "Process indices correlation (Pearson r) in the RHS Parent Survey." 

P R O C E S S INDICES r • p<.05;** p<.01) 
1 school processes 1 with... (N=61) 

1.1 outcome .4413** 
1.2 school processes 2 .5339** 
1.3 school is consistent .6506** 
1.4 staff models values .4864** 
l.S understand and support school's values .4052** 
1.6 school monitors development .2816* 
1.7 behaviour reflects inner values -.3427(rho) 

2. school processes 2 with... (N=60) 
2.1 outcome .6506** 
2.2 school processes 1 .5339** 
2.3 behaviour reflects inner values .4018* 
2.4 R H S overt school purpose -.6057** 
2.5 school is consistent .4344* 
2.6 staff models values .5600** 
2.8 R H S school impact .4348** 
2.9 understand and support school's values .6210** 
2.10 school monitors development .8689** 

3. school is consistent with... (N=74) 
3.1 school processes 1 .6506** 
3.2 school processes 2 .4344* 
3.3 behaviour reflects inner values -.4979* 
3.4 others oriented values -.2628* 
3.S understand and support school's values .4467** 
3.6 age -.4146* 

4. school monitors development with.. (N=106) 
4.1 outcome .4011** 
4.2 school processes 1 .2816* 
4.3 school processes 2 .8689** 
4.4 staff models values .2501* 
4.S R H S school impact .2832** 
4.6 understand and support school's values .2813** 

S staff models values with... (N=113) 
5.1 outcome .4462** 
5.2 school processes 1 .4864** 
5.3 school processes 2 .5600** 
5.4 behaviour reflects inner values .4152** 
5.5 R H S overt school purpose -.4268** 
5.6 R H S school impact .3469** 
5.7 understand and support school's values .5047** 
5.8 school monitors development .2501* 
5.9 salary -.3254** 

Table 6.5: "Outcome indices correlation (Pearson r) in the RHS Parent Survey." 

O U T C O M E INDICES r " p<.05;«* p<.01) 
1. outcome with... (N=77) 

1.1 school processes 1 .4413** 
1.2 school processes 2 .6506** 
1.3 R H S overt school purpose -.4067* 
1.4 staff models values .4462** 
l.S R H S school impact .7730** 
1.6 understand and support school's values .4994** 
1.7 school monitors development .4011** 
1.8 age .3310* 

2. R H S school impact with... (N=83) 
2.1 outcome .7330** 
2.2 school processes 2 .4348** 
2.3 staff models values .3469** 
2.4 understand and support school's values .3290** 
2.5 school monitors development .2832* 
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6.2.1 Organisational climate - input and process determinants 

Principle findings relevant to organisational climate are summarised under the 

headings "milieu," "ecology," and "social system," which are the three distinct 

categories of organisational climate. 

6.2.1.1 Organisational climate: milieu^ 

The demographic descriptors in Part A of both surveys provided a summary of 

most of the milieu inputs although several noteworthy input items appeared later in the 

surveys. Items in the milieu category also appear below in association with other items 

in the VCES model because, as a general rule, they were analysed in light of school 

processes and outcomes. 

.1 Children's attitudes towards enrolment 

A complete Spearman rho analysis of all the items in the AHS Survey, Part B, 

pointed out that "the child's willingness to attend AHS" was a particularly "inactive" 

item with only 4 significant correlations. By way of contrast, the process item "my 

child enjoys AHS" was significantly related (p<.05) to 24 of a possible 33 items and 

was the most fi'equent correlate in the section. 

Parents paid more attention to the willingness of older children to attend RHS 

than they did to younger children. Sixty-nine percent of parents with 15-18 year olds 

said their child's willingness to attend was very important compared to 11% v^th 

children 6-12 year olds.'' 

Parents at AHS were confident their children wanted to attend AHS. At RHS 

the wdllingness of the child to attend the school was implied rather than directly stated. 

The evidence suggests that RHS parents probably took the child's willingness into 

^ Milieu: defined as individual background characteristics; primarily input in nature. 

"7 Cramer's F.34523, p=.00225, -i 25.74430, 9 DF, N=72. 
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account before he or she was enrolled. Only nine percent of the parents indicated the 
willingness of the child to attend RHS was "unimportant" or "very unimportant" to 
them, while 23% indicated it was "important" and 52% said it was "very important."^ 

.2 Income 

Some statistically significant relationships were anticipated amongst the various 

input items themselves. For example, at AHS there was a significant relationship 

between age and income.^ At RHS, however, there was no significant correlation 

between age and salary (A5). This may seem illogical but the lack of correlation'" 

argues for the vaUdity of the survey instrument because it reflects the way in which 

salaries were paid in this mission's community. Income levels were not commensurate 

with the length of employment nor with promotions related to job performance. 

At RHS, where income levels (A5) varied considerably, 14 of the 35 items in 

Part C sections 1,2 were found to be inversely associated with income. Eight of 

these relationships exceeded rho=-.2000. Higher incomes were associated v^th an 

increased assurance that the staff" supported the values of the school (rho=-.3620), that 

RHS provided its students with a safe, comfortable, positive environment (rho=-

.2220), that the administration effectively communicated RHS' values (rho=-.2186), 

that RHS was consistent in its beUefs (rho=-.2077), that values and beliefs were well 

known (rho=-.2795), that the staff"was motivated and committed (rho=-.2519), that 

^ If the parents at RHS followed through on their intention to enrol the child providing the child 
wished to attend the school, then 75% of the students would have attended of their own volition. In a 
more direct statement at AHS, 73% of the parents said their children wanted to attend AHS. 

^ If the income item had offered sufficient categories for higher income earners, the correlation would 
possibly have been higher (rho=.2485, N=60, p=.028). As it is, the result demonstrated the predictive 
validity of the item. 

10 Spearman's rho=-.1026, N=64, p=.420. 

11 Typically N=106-114, p<.05. Inversion occurred because Part C sections 1,2 had "sti-ongly agree" 
as #1 and A5 had $50,000+ as #5. 
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values were taught at RHS (rho=-.3644), and that RHS did a good job of training its 

staff (rho=-.2983). 

.3 Grade level of the child 

Parents who had older children in RHS (A8b, grade level) were parents who 

felt that their child had not learned a lot of "negative" values at RHS (rho=.2867, 

p<.05). A crosstab study confirmed this. While the majority of parents in all grade 

categories said "yes, their child had learned positive values," parents with their first 

child in high school were more convinced of it than were parents whose first child was 

in the middle school. Parents of elementary children were even more sure than parents 

of high schoolers with 90% "agreeing" (50% "strongly agreeing") that positive values 

had been learned. Item C2.8 reversed the question and asked parents i f their children 

had learned a lot of "negative" values at RHS. A similar pattern of agreement emerged 

ahhough in this case the parents of middle schoolers were more strongly agreed than 

the parents of high schoolers (29% to 12%) that a lot of "negative" values had not 

been learned. 

When RHS parents evaluated the stability of the value system fi-om year to year 

(QIO) parents of middle school children were more "undecided" (23%) or claimed they 

had no basis for observation (46%) than did high school parents (16% and 32% 

respectively). Middle school parents were likewise more undecided (31%) than high 

school parents (11%) that their child's values closely reflected the school's (C.5). 

Conversely, parents of high schoolers were more sure that their first child's values 

closely reflected the school's than were middle school parents (80% to 62%). Parents 
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with the first child in the elementary programme were most certain that the child's 
values were reflected (100%). 12 

A moderately strong relationship was found between the grade level in school 

and the type of movies parents permitted their children to watch in a theatre. Sixty-

seven percent of parents did not permit their elementary age children to go to the 

theatre or i f they did to watch anything but "G" rated movies. The "G" rating was only 

applied to 29% of middle schoolers and 27% of high schoolers.No statistical 

significance was found between the grade level of the first child in RHS and the 

reasons for sending the first child to the school as stated in A9, or the importance 

finances, academics, school philosophy, and social opportunities played in the decision 

to enrol the child at RHS.'^ However, more than half the parents of secondary students 

grades 7-12 indicated the location of the school was "very unimportant" to "somewhat 

important. 

.4 Age 

The age of the respondent at RHS ( A l ) was found to be significantly related 

to only two of the twenty-five key items examined in Part C. The two exceptions were 

"the system changed yearly" (rho=-.2761, N==73, p==.009) and "the facilities reflected 

the school's values" (rho=.2329, N=69, p-.027). "Age" and "the number of years 

12 All correlations here and in the rest of the section were significant at the .05 level with N=121-127 
and Cramer's V.2 to .3 unless otherwise stated. 

13 Cramer's F.518I1, p<.00110, 53.95599, 21 DF, N=67; note: most of die cells had less than the 
recommended frequency of 5. Both these correlations have "face vahdity." 

14 This was an important series of correlates given the "tainting" of the sample by those parents with 
the first child in the elementary programme. It indicated a solidarity with parents of older children on 
key issues. 

1̂  Location was more important for parents with elementary children, 21.03099, 12 DF, 
p=.04993, Cramer's V .31646, N=70. 
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lived in the host country" was also significantly related. Because parents were 
fi-equently re-assigned to another country by their companies and promoted on the 
basis of ability or skill rather than seniority (age), the normally strong correlation one 
would expect to find in a school was suppressed. That is, the weak nature of the 
correlation was predictable and the response confirmed the item's validity. 

One would expect to find a moderate to strong relationship between the age of 

the parents and the level of the first child in school. Such was the case.̂ '' There was 

also a weak relationship between the age of the parents and the level of post-secondary 

educational training they had received.'^ 

The age of the parents was positively related to the "outcome" index which 

measured goal attainment. Younger parents were associated with agreement that 

outcomes had been positive (r=.3310, p<.01) while older parents were associated both 

with a belief that the school was consistent ("school is consistent" index 7-=-.4146, 

p<.01) and with a supportive, understanding attitude towards the school's values 

("understand and support school's values" index r=-.29l4, p<.01). 

.5 Occupation 

Of the two sites studied, RHS provided the greatest contrasts in terms of 

occupation. A crosstab study revealed that there was no significant difference between 

"missionaries" and "non-missionaries" in most input items. However, one significant 

difference associated with occupation was the emphasis the non-missionary placed on 

16 Spearman's rho=.3421, N=70, p=.002. 

Spearman's rho=.4801, N=77, p<.001. 

1̂  Speannan's rho=.2309, N=72, p=.025. 
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the social dimension of the school. Another significant difference was predictable. 
Over half the non-missionaries earned in excess of $50,000 while only 2% of the 
missionaries did.^" 

Parents classified as "missionaries" comprised a mixed vocational group. Item 

A4a explored the relationship between the various vocations and other items in the 

survey.2i No correlation existed between the vocations and the ten items in AlO which 

influenced the parents' decision to enrol the child. Similarly, missionary vocations 

were not significantly associated with the grades expected of children or the parents' 

education, salary, and age. 

Some staff" at RHS contended that the behaviour of the students (e.g.. Part B) 

reflected the vocation of the parents. By this they seemed to mean that missionaries 

and non-missionaries had different behavioural standards for their children. No 

statistically significant association was found within the mission's community itself on 

items fi-om Part B. Missionary administrators, church planters, consultants, and 

teachers all expressed attitudes and espoused standards which were similar. Likewise, 

there was little association between behavioural expressions of a value (Part B) and the 

general occupational categories of missionary and non-missionary. The only exception 

was in the matter of wearing T-shirts emblazoned with "non-Christian" messages. 

Non-missionary parents were associated with a higher degree of permissiveness than 

were niissionaries.22 

1̂  Thirty-one percent of both occupational groups thought that the social dimension was 
"unimportant" but 53% of the missionary group thought the social was "important" whereas 46% of 
the non-missionary group thought it was "very important" (p=.03398). 

20 Cramer's F.63688 

21 Because of the cell frequency problem the item was collapsed into three categories: church planter, 
administrator, other. 
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The occupational categories were more fi-equently associated with process and 
outcome items in Part C in the RHS survey. As a group, non-missionaries felt more 
strongly that values were taught at RHS although they also feh they had less basis for 
observation. Both groups agreed that RHS had a safe, comfortable, positive 
environment but non-missionaries felt more strongly that this was so. The non-
missionaries also felt more strongly that students received a high quality of mstruction 
at RHS but, as in the case of CI .3, they were inclined to reserve judgement 
("undecided"). This pattern repeated itself in CI . 18 which asked i f RHS devoted 
enough time to teaching academic skills. While a higher percent of non-missionaries 
"strongly agreed," a higher percent were also uncertain.23 Finally, non-missionaries 
(A4) were more associated than missionaries with a strong belief that RHS monitored 
the students' academic achievement, and that it had a clear concept of its goals and 
objectives.2'* 

.6 Citizenship 

A crosstab study at RHS found that citizenship was only significantly related to 

two principal input items. Specifically, there was a significant difference in the way 

RHS parents regarded the North American culture and curriculum in the school. 

Parents fi^om Europe were much less attracted to the North American culture than 

were North Americans. Item AlO "citizenship" was collapsed into three groups: 

American, Canadian and European/Other. About half the European/Other group 

indicated the North American culture was "very unimportant" whereas Americans 

Non-missionaries: 38% approved, 56% disapproved and did not permit; missionaries: 91% 
disapproved and did not permit. Cramer's F.37134, 10.89385,2DF, p=.00431; N=79. 

23 "values are taught at RHS" witii "non missionaries" F.35022, p=.02676, x' 9.19891, 3 DF, N=75; 
"safe, comfortable environment" with "non missionaries" F.34013, p=.03574, 8.56071, 3 DF, 
N=74; 
"high quality of mstiiiction" with "non missionaries" F.38014, p=.01264, 10.83783, 3 DF, N=75; 
"enough time emphasis on academic skills" with "non missionaries" F.37161, p=.03101, 
10.63319, 4 DF,N=77. 

24 A4 by C1.22 ("occupation" with "monitors academic progress"): F.37477, p=.00137, x' 
32.02330, 12 DF, N=76. 

A4 by C1.21 ("occupation" witii "clear goals and objectives") V.32431, p=.02047, x̂  23.97970, 12 
DF, N=76. 
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tended to say it was "important" (46%) and Canadians saw it as neither very important 
nor very unimportant.^^ 

The RHS curriculum, which was Canadian, was also more important to the 

North Americans. Seventy-five percent of the Europeans/Other felt the Canadian 

curriculum was "unimportant" or "somewhat important" but only 25% of Canadians 

and Americans agreed vAth this low rating.26 The RHS European/Other parents were 

thus expressing a sentiment analogous to that of the AHS European parents (B13). 

Seventy-one percent of the AHS parents did not send their child to AHS because it 

was "American" whereas 72% of the North Americans said that was a reason they 

chose AHS. 

While all RHS parents agreed that the quality of instruction was high (CI. 16), 

Americans and Canadians were more sure about this. A significant group of 

Europeans/Others were "undecided. 

A correlational study was done to discover i f "country of long term residence" 

had associations similar to citizenship. These studies were undertaken based on the 

theory that values are susceptible to change in social environments. Several items 

focusing on behaviour were correlated vAth long term residence in three countries 

where a considerable number of the RHS parents indicated they had lived five or more 

years. 

No significant association was found between long term residence in these 

countries and permission to wear a short skirt (B2,18), to attend movies with nudity in 

them (B2,11.1), to watch a particular rating of a movie (B2,7), to wear anti-Christian 

emblems on T-shirts, to wear hair as one wished, or to wear earrings as a boy. Nor 

was there a significant relationship between country of long term residence and the 

25 Forty-two percent of Canadians scored it "3." Cramer's V .43670, p<.00193, x^ 26.317 witii 8 DF, 
N=69. 

26 Cramer's F.35411, p= 00189, 17.05351, 4 DF, N=68. 

27 That is, 31%: F.32819, p=.01294, x^ 16.15636, 6 DF, N=75 
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view that hair was a sign of spirituality (B2.21), or the importance ascribed to North 
American cultural and spiritual opportunities afforded by the school. 

In contrast to "country of long term residence," citizenship (A2) (Americans, 

Canadians, Europeans/Others) was significantly correlated with movie ratings parents 

permitted their child to watch, with nudity and sex in movies, with skirt length, with T-

shirt messages, and with hair style issues. In the case of nudity in movies, Europeans 

saw this as relatively less important than did North Americans. Canadians, too, were 

less concerned about it than were Americans. 

A similar pattern was discernible in evaluating a movie with "sex" in it. A clear 

majority in each of the three citizenship groups saw sex as a "very important" issue 

(ranging fi-om 67% to 86%) but the Europeans had the greatest number who scored it 

a 3 or lower (23% to 8% for the Canadians and 5% for the Americans).^^ 

Europeans/Others were also the least likely to prohibit the wearing of T-shirts with 

anti-Christian symbols.̂ ^ Canadians on the other hand were most likely to see hair as 

reflecting "irmer spirituality" and Americans were the least likely. 

.7 Domicile 

Parents who boarded their children in the RHS' residences were more inclined 

to see the school as regularly monitoring their child's "moral development" than were 

parents with children at home (CI .23). Sixty-three percent of the parents with 

residence children "agreed" (51%) or "strongly agreed" that the school was doing this 

whereas only 33% of parents with children living with them felt this way and 54% 

were undecided.^i Both groups of parents agreed that RHS was consistent in its 

beliefs, that the facilities reflected RHS' values, and that the staff was motivated and 

28 Cramer's V .32993, p=.02009, x̂  15,02180, 6 DF, N=69. 

29 Europeans scored 61% to 77% for Canadians and 94% for Americans; Cramer's F .27215, 
p=.01971,x^ 11.70243, 4 DF;N=79. 

3^ For Canadians, 67% agreed as compared to 47% for Europeans/others and 33% for Americans. 
Only 17% of Canadians disagreed compared to 48% of Europeans/others and 51% of Americans. 
Cramer's F.36734, p=.01545, 18.89153, 8 DF, N=70. 

31 Cramer's F.34079, p=.00719, 24.15693, 10 DF, N=104. 
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committed. However, parents with children in the RHS residence were not as sure 
that their children entered the school with values like RHS (C2.5).32 Perhaps this was 
because of their heightened awareness that RHS was monitoring "moral development:" 
being a participant in a 24 hour a day, total care programme may have sensitised them 
to their differences. The unremitting behavioural monitoring (i.e., the residential rules) 
may have brought into question cognitively held values as well. 

Some residential staff" at RHS expressed concern that they held up the 

"standards" while home parents "let their kids get away with murder." In short, they 

felt there was a double standard in the school community. This perception was 

analogous to the supposed dichotomy between the standards of the missionary and 

non-missionary parent. Given the same array of behavioural expressions of values, (T-

shirts, hair standards, earrings, nudity in movies, skirt lengths, and ratings of movies 

permitted) only one significant association was found to exist on the basis of the child's 

residence, namely, the length of skirt parents permitted. Interestingly, this was the area 

often specified by the residence staff as proof that they "held the line." 

.8 Gender 

In an eff"ort to see i f RHS mothers were more inclined to be permissive than 

fathers the same questions were correlated with the gender of the parents. There was 

no association between gender and movie ratings and movie themes, in hair issues, in 

earrings for boys, in T-shirts, and in skirt lengths. In fact, in some cases such as T-

shirt messages and earrings for boys, there was almost complete agreement in the way 

the genders viewed the issue.̂ ^ 

This pattern of non-association reflected itself in other input items in the 

survey. However, there was a weak correlation between gender and the importance 

placed on spiritual opportunity when enrolling the child. '̂* Opportunity for spiritual 

32 "entered witii values like RHS" witii "living arrangements" Cramer's F .24967, p=.04776, 
12.71668, 6DF, N=102. 

33 Cramer's F.03297; p>.9. 

34 x̂  7.40804, Cramer's F.32531, p=.02462. 
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groAvth was more important for mothers with 77% indicating the spiritual dimension 
was "very important" compared to 46% for the fathers. Gender was also significantly 
related to the amount of education the parent had. 

Mothers and fathers were equally sure that RHS shared their values although 

fathers were particularly associated with a strong belief that this was true.̂ ^ 

same time fathers were definitely more "undecided" about the school's consistency or 

felt there was "no basis for observation." They also feh more strongly that there were 

values taught in the school of which it was unaware.̂ ^ 

.9 Parents' education 

Another item which often separates parents along socio-economic lines is 

education. Of the fourteen relationships explored at RHS only three were found to be 

significant at p<.05. Higher educational levels were associated with the belief that the 

school had high expectations, that the values and beliefs were well known, and that 

enough time was spent on developing academic skills.̂ ? However, no significant 

correlation was found between parents' education and the importance ascribed to the 

social environment, the importance of the North American cultural experience, the 

grade level of the first child, the number of years the first child had been in attendance, 

or the salary.38 

. 10 Years child enrolled 

Of the non socio-economic input factors studied as part of the milieu 

organisational climate, the number of years the first child had spent in RHS (A8a), the 

grade level of the child (A8b), and the reason the parents sent the child to the school 

(AlO) proved to be the most interesting.^^ Longer periods of enrolment for the first 

35 Gender with "RHS shares my values:" Cramer's V .24605, p=.04375 8.11228, 3DF, N=134. 

36 Gender with "RHS is consistent:" F.27331, p=.04027 10.00929, 4DF, N=134. Gender with 
"unknown values taught:" K .31679, p=.02389 12.94596, 5 DF, N=129 

37 C I . 12: academic rho=-.2727, N=71, p=.011; non-academic--.2220, N=65, p=.038. 

3^ As in the relationship between salary and age, salary and training were not related in the mission's 
community. 
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child were associated with all the following convictions: that the system did not change 

yearly,'*" that there were high academic expectations/^ that enough time was devoted 

to teaching academic skills,^2 that the first child had done well academically,and that 

the first child had entered with values like RHS.'*'' 

A crosstab study of ten items in Part C revealed that there was a significant 

association between the number of years the first child had been at RHS and "RHS 

shares my values,"(Cl.l) "the staff are motivated and committed" (CI. 19), and "RHS 

has a clear concept of its goals and objectives" (C1.21).45 In the case of CI.9,10,20, 

parents whose first child was in his/her first year at RHS were associated with "no 

basis for observation" in all three of the items."*̂  This speaks for the face validity of the 

questions because one would expect first year parents to feel less qualified to assess 

staff training, consistency over years, and changing value systems. The responses of 

parents with longer exposure to the school showed no discernible pattern. It seems 

that by the end of the second year parents had formed their opinion about these 

matters. 

This did not mean there were no other differences between parents whose first 

child had been at the school for a year or less and those whose child had been there 

two or more years. A crosstab study examined CI .8 ("the values and beliefs of RHS 

are well known to the community"), CI.23 ("RHS regularly monitors its students' 

moral development"), C2.5 ("my child first attended RHS with a value system which 

In these analyses significance was set at p<.01 unless stated otherwise and N=l 19-125 except in 
AlO where only "principal respondents" could be included and N=65-69. 

40 CI.10; rho=-.4413„ N=119, p<.001. (re-coded) 

41 C I . 12: rho=-.2476, N=126, p=.003. 

42 C I . 18: rho=-.1697, N=116, p= 034. 

43 C2.6; rho=-.3149, p<.001. 

44 C2.5: rho=-.2859, p=.001. 

45 All relationships p<.05; Cramer V of .2 to .3. 

46 From 49% to 63%; N=l 19-125; Cramer V .2 to .3 except QIO .38125. 
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closely reflected the schools"), and C2.6 ("academically my child has done well at 
RHS"), and in each instance there was a weak but significant relationship between the 
length of time at RHS and agreement with these statements.'*' 

A long term relationship with RHS was associated with a parental conviction 

that the school's values were well known to the entire RHS community (CI.8). Again, 

this is what one would anticipate i f the item was valid. Longer exposure to the school 

was also associated with an "undecided" feeling about RHS' regular monitoring of 

moral development (CI.23) ahhough "no observation" was cited in other categories 

and makes the interpretation difficult. Finally, a long term relationship with RHS was 

associated with the parents' beUef that their child had done well. First year parents 

were the most unsure of their children's achievement with 32% "undecided" and 9% in 

disagreement. This compared to 100% of the 6+ year parents who "agreed" or 

"strongly agreed" that their child had done well academically at the school. First year 

parent ambivalence about academic achievement was paralleled by an uncertainty 

concerning the affinity of their child's values and the school's (C2.5). First year 

parents were the only ones to "disagree" (15%) that their child's values were similar to 

RHS' at entry, and they were also the most "undecided" (20%* to U% for the next 

group). 

. 11 Indices 

The Spearman non-parametric rank correlation test was used to explore the 

relationship between a number of items in Part A with the indices described above in 

Tables 6.1,2. As was already noted there was essential agreement between the rank 

correlation and the Product Moment Correlation Coefficient. The Spearman rho was 

preferred in the correlations with Part A because ordinal data was once more clearly 

involved. Six items fi"om Part A were correlated with the indices and no moderate or 

strong correlations were found. Indeed educational level (A6), the grade level of the 

child (A8b), the willingness of the parents to take into account the child's deske to 

attend RHS ( A l 1), and the grades expected (A12) were all found to be insignificantly 

47 In all cases, V was less than .3, N=l 19-125, p<.05. 
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related to the key indices "school processes 1," "school processes 2," and "outcome." 
The exceptions to this pattern were the number of years the first child had been in the 
school (A8a), salary, and age. In the case of years at RHS, longer exposure to RHS 
through the length of time the first child had been enrolled was associated with a 
stronger positive feeling about "school processes 1.'"*^ 

6.2.1.2 Organisational climate: ecoiogy*' 

Facilities AHS 

The majority of parents at AHS felt the school's facilities were "poor" to "fair." 

Only 5% thought they were "very good" or "excellent." Items 40 and 41 asked AHS 

parents what should be done i f the school unexpectedly found additional revenue. 

Fifty-nine percent thought the money should be spent on "facilities," 16% thought it 

should be spent on the academic programme, and 9% suggested the tuition rate should 

be lowered. Given that 57% of the parents believed the facilities were in need of 

improvement (Bl) , this hypothetical allocation of discretionary fiinds was logical and 

argues for the validity of the items. The high esteem parents had for academics (B4, 

B12) was also reflected in the suggestion fi-om 16% of the parents that the academic 

programme should receive the funding even though the facilities were inadequate. 

Item B41 reversed the scenario and asked parents where cuts should be made if fiinds 

unexpectedly decreased by 25%. Only 3% of the parents suggested cuts should be 

made in the facility's budget line and no parent suggested a reduction in funds allocated 

to academic programming. 

48 Pearson r=-.4219, p<.05. Part A is reversed scored. 

49 Ecology: defined as physical variables; input and process in nature. 
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observation." There was no significant relationship between the feeling parents had 
that the facilities reflected the school's values (C1,Q7) and the child's domiciliary 
arrangements. In other words, parents who sent their child away to the school's 24 
hour care programme were no less likely to see the institution's values reflected in the 
physical facilities than were parents whose children lived at home and daily commuted 
to the school. A belief that the facilities reflected the school's values was significantly 
associated with an endorsement of all values learned at RHS.^" 

6.2.1.3 Organisational Climate: Social System^i 

. 1 Parents feel positive about AHS 

There were many indications that parents at AHS felt positive about the school. 

Table 6.6 provides a summary of items Bl-9 which depict this. Correlations with these 

items follow below under specific school factors in the social system and elsewhere in 

the VCES model. 

Table 6.6: "School Factor Frequencies" 

Item School Factor Excellent/ Satisfactory Fair/poor No Op N 
Very good Improve 

1 Facility 5.4% 36% 56.7% 1.4% 74 
2 School Board 59.7% 23% 2.8% 13.9% 72 
3 Administration 76.7% 19% 4.1% 0 73 
4 Academic prog 79.8% 15% 5.5% 0 74 
5 Teachers 81.7% 13% 1.4% 2.8% 71 
6 Counselling 41.1% 27% 20.6% 11.0% 73 
7 Extra-curricul 45.8% 36% 15.3% 1.4% 72 
8 Support Staff 70.3% 21% 2.7% 5.4% 74 
9 Overall grade 75.0% 23% 1.4% 0 72 

.2 AHS Board 

High approval for the school board was associated with a high approval rating 

for other "social system" factors including the administration (rho=.5170, N=62, 

p<.001) and the academic program (rho=.5599, N=62, p<.001) as well as with the 

school's "overall grade" (rho=.6024, N=61, p<.001). 

50 Spearman's rho=.2284, N=119, p=.006. 

51 Social system defined as formal/informal rules; process in nature. 
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.3 Administration 

Convergence existed between B3 and B31. I f the AHS instrument was valid, 

one would expect such items which measured similar concepts to be answered in 

similar ways. Item B3 asked parents to indicate their feelings about the administration 

of the school on a 6 point scale; item B31 asked parents to indicate the confidence they 

had in the administration of a 5 point scale. The results confirmed a positive feeling 

about the school's leadership. Higher scores for the administration were particularly 

associated with a high "overall grade" for AHS (rho=.5076, N=71, p<.001) and a high 

score for the academic programme (rho=.5268, N=72, p<.001). 

At RHS, parents saw administrators as effective communicators of the school's 

values.52 xhe school was known to "make frequent and clear statements about the 

institution's values and what it stood for."" Not surprisingly, therefore, the parents 

also felt the values and beliefs of the school were well known in the RHS community 

(CI . 8). 54 Only 2% of the RHS parents felt there was not strong leadership while 80% 

thought there was; 14% were undecided and 5% claimed "no basis for observation." 

This was analogous to AHS (B31) where 89%) expressed "confidence" in the 

administration with 5% disagreeing and 5% expressing no opinion. 

.4 Behavioural expectations and expressions 

The methods AHS used to teach at least outward conformity to its values were 

not thought of as highly as were other elements in the school's processes. While AHS 

parents agreed the consequences for misbehaviour were appropriate (B28-72%), 20% 

of them expressed "no opinion" about the statement and 8% disagreed even though 

they thought behavioural expectations were high (B24-80%). There was clearly a 

52 Seventy-five percent "agreed" or "strongly agreed;" 5% "disagreed." 

53 Seventy-three percent "agreed" or "strongly agreed;" only 2% "disagreed." 

54 Sixty-seven percent "agreed" or "strongly agreed;" only 3% "disagreed." The rest indicated they 
had "no basis for observation" (11%) or were "undecided" (19%). 
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more favourable opinion about the expectations for good behaviour than there was for 

the consequences of misbehaviour. A belief that there were high behavioural 

expectations was most closely associated with a belief that there was good leadership 

at AHS (rho=.5169, N=67, p<.001). 

Part B in the RHS survey elucidated parental feelings about the relationship 

between cognitively held values and behaviour. In RHS item B l 1 parents were asked 

to rate the importance of nudity, language, violence, sex, subject matter, the occult, 

and New Age in their evaluation of a movie. Table 6.7 lists the seven evaluation 

criteria, their mean scores, and their standard deviations. 

Table 6.7: "Movie Evaluation" 

occult sex nudity New Age subject language violence 
Mean 4.83 4.71 4.47 4.46 4.07 4.06 4.04 
Standard Deviation .62 .66 .88 .83 .97 .92 .88 

Parents were most unified and concerned about the occult and sex and less concerned 

about a movie's subject matter, language, and violence. 

RHS parents were also asked i f they permitted their son or daughter to wear T-

shirts with "anti-Christian" messages emblazoned on them. Three percent said "yes, 

this was up to the child," 14% said "yes, but I do not always approve," and 84% said 

"no." In regards to boys' grooming, parents were given a list of seven statements and 

asked to indicate on a scale of 1 to 5 i f they "strongly agreed" (1) or "strongly 

disagreed" (5) with the statement. Sixty percent of the parents felt hair should not be 

worn any way the student wished and another 25% strongly concurred with this. Only 

14% "agreed" or "strongly agreed" that boys should have the prerogative to wear their 

hair as they wished. It was an issue about which parents were highly opinionated: only 

1 of the respondents (N=72) expressed "no opinion." 

When these items depicting a behavioural expression of a value were correlated 

v^th other items in the model it became apparent that a pattern existed between 

outcomes and behavioural value holding patterns. There was a statistically significant 

(p<.05), but rather weak relationship between items C2.5 ("first entered with values 
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like RHS") and B2.18 ("short skirt lengths permitted:" V .32572), between C2.1 ("I 
have a clear understanding of the values RHS is teaching my child") and B2.20 
("permit posters emblazoned with anti-Christian slogans:" F.39566), between C2.7 
("first child learned a lot of positive values at RHS") and B2.20 ("permit posters 
emblazoned with anti-Christian slogans:" F.37929), and between B2.11 ("nudity 
permitted in movies") and CI.1 ("RHS shares my values:" F.32599), C1.3 ("values are 
taught at RHS:" F.60534), CI.16 ("RHS offers a high quality of instruction:" V 
.33025), and C1.22 ("RHS regularly monitors academic development:" F.34547). 

No statistically significant correlation (p<.05) existed between the degree to 

which parents were sensitive to their children's desire to attend RHS (Al 1) and their 

feelings about such lifestyle issues as violence, nudity, and sex in movies (B2.11-1,3,4), 

the acceptance or rejection of rock music, a willingness to let the child wear his hair 

the way he wished, and the belief in the spiritual nature of hair style. Similarly, parents 

educational level, age, and their willingness to consider the child's desire to attend 

RHS were not significantly correlated with lifestyle issues. '̂ 

However, there was a weak but significant relationship between the grade level 

of the first child and the importance ascribed to evaluating a movie on the basis of its 

sexual content. Higher grade levels were associated with a belief that sexual content 

was a less critical criterion for evaluating a film. A similarly inverse relationship existed 

between the grade level of the first child and parental permission to wear hair as the 

child wished. 5^ Both these correlations have face validity. As children matured rules 

became less restrictive. 

Generally speaking the enrolment criteria of finances, school philosophy, social 

climate, and spiritual opportunities were not significantly correlated with behavioural 

expressions of a value. However, there was a noteworthy exception to this trend. 

Three of these four had a negative correlation with the belief that hair style revealed a 

state of inner spirituality (B2.21-5). Strong parental feelings about the importance of 

55 That is, censorship based on nudity and violence, boys' earrings, and rock music. 

56 Spearman's rho= -2911, N=71, p=.014. 
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Three of these four had a negative correlation with the beUef that hair style revealed a 
state of inner spirituality (B2.21-5). Strong parental feelings about the importance of 
school philosophy, about the positive social climate, and about the spiritual 
opportunity in the school were associated with a strong conviction that "hair style 
reflects inner spirituality. "̂ '̂  That is, the parents who sent their children to RHS for 
philosophic reasons were the parents who saw a spiritual dimension to lifestyle issues. 

The correlational picture within RHS Part B itself was clouded. Twenty-three 

relationships were explored amongst the behavioural expressions and about half of 

them were found to be statistically insignificant. The strongest correlation of the 

eleven significant relationships (p<.05) was associated with the importance parents 

attributed to evaluating a movie on the basis of sex and nudity. As one would expect 

there was a moderately strong relationship between those who felt nudity was 

important in evaluating a movie and those who felt sex was.̂ ^ Other relationships 

which were moderate to moderately weak in strength were "nudity" and "sex" with 

"hair as the student wishes," "violence" with "sex," and "hair reflects spirituality" with 

"earring. "59 

In this latter case the correlation was inverse (rho=-.4161): a strong parental 

feeling that boys should not be permitted to wear earrings was associated with a belief 

that hair style reflected inner spirituality. Below, under the section detailing the 

parents' value profiles, it becomes clear that parents shared an underlying cognitive 

structure (e.g., the importance of love for God and salvation) but it demonstrated itself 

behaviourally in disparate and contradictory ways. 

Several items from Part B were treated as though the data fi'om them was 

ordinal in nature. This permitted a study of them using the Spearman rho non-

parametric test. Those correlations which exceeded .4000 are listed in Table 6.8. 

These same items from RHS Part B were then correlated with all the items in 

5'̂  Spearman's rho= -.2579 to -.3299, N=64-66, p<.05. 

58 Spearman's rho= .6118, N=69, p<.001. 

59 Spearman's rho=.30 to .42, N=65-70, p<.01. 
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RHS Part C sections 1 and 2. Seventy-nine correlations emerged with rho>.2000 but 
only 7 exceeded .3500 (p<.05). These were "censor nudity" with "student did not 
learn negative values at RHS" (-.3817), "evaluate subject of the movie" with "faciUties 
reflected values" (-.3570), "censor New Age" with both "staff"were motivated and 
committed" (-.3852) and "student did not learn negative values at RHS" (.-3794), 
"hair should be worn as wished" with "unknown values were learned at RHS" (.4388), 
"hair style reflects spirituality" with both "facilities reflect RHS' values" (.4044) and 
"actions and beliefs consistent" (.4110). 

Table 6.8: "Relationships in Part B" 
rho=.4000-.7000; *denotes rho>.7000; p<.05 

Item Correlations 
censor violence censor language. New Age 
censor sex censor nudity. New Age, occult, language; "anti-Christian" T-shirts 
censor occult censor New Age, sex 
censor New Age censor nudity, violence, sex, occult 
"anti-Christian" T-shirts censor nudity, sex, "anti-Christian" posters* 
"anti-Christians" posters censor nudity, T-shirts'" 
earrings for boys hair reflects spirituality 
hair should be short hair should be natiu-al 
censor nudity "anti-Christian" posters, T-shirts, censor New Age, sex 
censor language censor violence, sex 
hair should be natural hair should be short 
hair reflects spirituality earrings for boys 

The index "behaviour reflects inner values," which emerged fi-om the principal 

components analysis and which encompassed the concept of behavioural value holding, 

was significantly correlated with "school processes 2" (A=.4018, p<.05)) meaning that 

parents who felt strongly about the importance of behavioural manifestations were 

associated with positive feelings about processes in RHS. They were also the parents 

who were associated with a belief that RHS was not consistent ("school is consistent" 

index A-=-.4979, p<.01). 

.5 Attractive social environment 

Belief that AHS had an attractive social environment was most closely 

associated with the parents' belief that their child was enjoying AHS (rho=.6175, 
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that parents liked the teachers teaching (rho=.4376, N=67, p<.001), that the school 

prepared students for the future (rho=.4328, N=64, p<.001), and that self worth was 

developed (rho=.4052, N=63, p<.001). 

.6 Staff training 

In areas where one would expect parents to have some uncertainty, there was. 

RHS item C I . 20 provided an example of this predictive validity. It asked parents i f 

they thought RHS did a good job of training its staff Fifty-two percent were 

"undecided" or indicated they had "no basis for observation."^'' "The endorsement of 

all values learned at RHS" was significantly associated with the belief that the staff had 

been well trained. 

.7 Evaluation of value transmitters 

It was speculated that i f parents were pleased with the values learned at AHS 

they would also be satisfied with the principal transmitters of those values. Items B20-

22 evaluated the "delivery system," that is, the transmitters who formed a key part of 

the school's values climate. Table 6.9 summarises the parents' feelings about three key 

transmitters and points out that parents were as pleased with the "delivery system" as 

they were with the values which were learned. Parents liked the teachers' teaching 

(B18; 93%) and the values they taught the students (B20; 84%).6i 

Table 6.9: "AHS Sources of Value Transmission" 

B20 Teachers 
Positive Influence 

B21 Policies Rules 
Positive Influence 

B22 Peers 
Positive Influence 

Strongly Agree 12.2% 11.1% 8.1% 
Agree 71.6% 70.8% 58.1% 
Disagree 1.4% 2.8% 14.9% 
Strongly Disagree 1.4% — — 
No Opinion 13.5% 15.3% 18.9% 
Valid 74/75 72/75 74/75 

60 Thirty-eight percent "agreed" that the school trained its staff well, 10% "disagreed" or "strongly 
disagreed." 

61 Thus, an illustration of congruent validity. 
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Fathers who responded were somewhat more inclined to feel teachers had 

positively influenced their children's values than were mothers (90% male; 77% female) 

and were more likely to have an opinion about the teachers' role in influencing their 

children's values (10% undecided to 20% for mothers). North Americans were the 

most positive about the influence of teachers ahhough there was a positive rating in 

each citizenship group leaving the general impression of a concordant and favourable 

perception of the teachers' role in the school. 

The three items, "teachers positively influence values" (B20), "policies 

positively influence values" (B21), and "peers positively influence values" (B22), were 

combined to form the index "AHS school impact" (sources of school impact on values) 

which was based on theory. It was correlated with a "values taught at AHS" index 

which was also created on the basis of theory and supported by a principal components 

analysis.̂ 2 However, the index "AHS school impact" was not significantly related to 

"responsible to teach more values" (B26) or with "AHS educational philosophy similar 

to mine" (B15) but it was with "income. "̂ ^ 

In the final section of the RHS survey parents were given a list of ten agents of 

change which the school effectiveness Uterature suggested would play a significant role 

in creating an effective or ineffective school.^'' Parents were asked to rank the ten 

agents according to the positive and negative influence they had on their child's value 

formation at RHS. Some parents only ranked one or two agents and left the others 

blank. Others wrote in comments like, "There are no real negative influences," or "We 

think RHS is doing a good job." As a result, out of a possible 141 respondents, the 

62 Pearson's r= .5607, significant L E .01 2-tailed. See below section 6.2.3.6 "Values taught well at 
AHS" for a fiiller explanation of the AHS indices "AHS school impact" and "AHS taught values." 

63 Pearson's r=-.3688 significance L E .01 2-tailed. 

64 The residential nature of RHS was taken into account and two additional agents of change were 
included: the residential staff and the English language church. 
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number of valid cases in the first question ranged from 69 to 110 and in the second 
question from 27 to 57. 

The poor response rate in this section was particularly disappointing because 

the resuhs which emerged were interesting and worthy of thorough investigation. 

Table 6.10 presents a ranking of "the positive agents" of value change according to 

their mean scores. The negative agents were not studied because the response rate 

was below 50%. 

Table 6.10: "Positive agents of value change" 

Mean Stn Dev 
teachers 1.88 1.9 
residential staff 3.32 2.1 
peer group 3.60 2.3 
church 4.07 2.1 
administrators 4.82 2.3 
extracurricular 4.93 2.3 
school policies 5.52 2.3 
hidden curriculum^^ 6.97 2.7 
textbooks 7.01 1.9 
physical facilities 7.99 2.3 

.8 Monitoring progress 

An examination of items RHS CI.22,23 revealed a consistency in the way 

parents responded to the survey. Parents were impressed with RHS' academic 

reputation and standards. This carried over into its monitoring of the students' 

academic progress. Responses to item CI . 22 indicated that 91% of the parents either 

"strongly agreed" (15%) or "agreed" (76%) that the school regularly monitored 

students' academic development. By contrast, item CI.23 revealed that only 53% of 

the parents either "strongly agreed" (10%) or "agreed" (43%) that the school regularly 

monitored students' moral development, which was analogous to the most fi-equently 

mentioned reason parents gave for sending their children to RHS. The positive 

65 Hidden curriculum was defined as unstated, often unintended or unrecognised influences. 
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assessment of academia deteriorated to relative uncertainty and ambivalence when the 
focus was turned to the moral and spiritual. 

The monitoring index ("monitoring progress ") , which emerged from the 

principal components analysis of Part 3, was associated with the "outcome" index 

(r=.4011, p<.01), both process indices ("school processes 1:" r=.2816; "school 

processes 2:" /-=.8689, p<.0167), the modelling index ("staff models values:" r=.2501, 

p<.01), the understanding and support for the school's values index ("understand and 

support school's values:" ^.2813, p<.01), and the school impact index ("RHS school 

impact:" A=.2832, p<.01). 

6.2.2. Atmospheric climate/culture - input and process determinants 

. 1 Children's attitude towards school 

A complete Spearman rho analysis of all the items in the AHS Survey, Part B, 

pointed out that the child's willingness to attend AHS in the first place was 

particularly "inactive" with only 4 significant correlations. By way of contrast, the 

process item "my child enjoys AHS" was the most frequent correlate in the section. It 

was significantly related to 24 of a possible 33 items. Table 6.11 categorises the items 

as "very active" to "very inactive" depending on the number of other items with which 

they were significantly correlated in the rho matrix. The items most closely associated 

with a beUef that "my child enjoys AHS" were a belief that school policies positively 

influenced the child (rho=.7011, N=60, p<.001), a behef that the child's individual 

needs were recognised (rho=.6188, N=72, p<.001), and a behef that tolerance was 

learned at the school (rho=.6177, N=67, p<.001). 

66 Twenty-nine percent of the parents declared themselves "undecided" and another 15% claimed 
they had "no basis for observation." This compares to 4% who were "undecided" about the 
monitoring of academic development and 3% who said they had "no basis for observation." In both 
cases a very small group disagreed (3%-4%). Taken by itself, the results from this item could simply 
mean that parents were imsure of the construct involved or that their information sources did not 
include insights into this dimension of school life. However, given the answers to other questions 
related to this area and the fact that the spiritual dimension was of primary importance to these 
parents, such an explanation appears to be simplistic. 

67 N.B., "school processes 2" includes both items comprising "monitoring progress .'' 
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Table 6.11: "AHS Spearman rho correlation frequencies in Part B (33 items)" 
Very active items #of Active items #of Inactive items # of Very inactive #of 

correla correla correla items correla 
tions tions tions tions 

child enjoys AHS 24 board 15 high behaviour 
expectations 

10 child wanted 
to go 

4 

tolerance 23 teachers positive 15 extracurricular 8 facilities 3 
developed influence activities 
cares what child 22 administration 14 policies positively 8 convenient 2 
thinks influence location 
teaches good 21 overall grade 14 American 2 
values school 
self-worth 21 good academic 14 
developed reputation 
future oriented 20 educational 

philosophy 
similar to school 

14 

individual needs 19 negative 14 
recognised behavioiu hdld 

well 
academic prog 17 teachers 13 
good 
social 17 like teaching 13 
environment 
positive 
responsible for 16 good citizenship 13 
more values taught 

peer influence 
positive 
confidence in 
good leadership 
counsellor 
too hard 

12 

12 

11 
11 

Parents of children in both schools held positive views of their schools which 

they feh were shared by their children. I f the AHS parents were correct, their children 

were even happier about the school than they were. Most of them wanted to go to 

AHS in the first place (73%) and when they got there the parents felt they enjoyed it 

(94%). While the responses to these two questions suggest a concurrent validity in the 

items, a basic question remains about the accuracy of the parents' perception. How 

informed and realistic were the parents on this point? Was it possible that only 4% of 

the students were not enjoying their AHS experience? 

.2 Parents' educational philosophy similar to the school 

A conviction that AHS's education philosophy was similar to the parents' was 

associated with a belief that the teaching was positive (rho=.4818, N=57, p<.001), that 
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the school prepared students for the fiiture (rho=.5680, N=63, p<.001), and that the 
school had an attractive social environment (rho=.4029, N=60, p<.001). 

In Part C parents were asked a wide range of questions about RHS which were 

similar, although more comprehensive, than those asked of parents at AHS in Part B of 

their survey. The parents at AHS indicated a solidarity with the school's philosophy 

and endorsed the values it sought to teach. The parents at RHS were, i f anything, even 

more enthusiastic in their endorsement of the school's values. When asked if "RHS 

shares my values" ( C l . l ) , fully 94% said they "agreed" (71%) or "strongly agreed" 

(23%). No one disagreed. The belief that the school shared the parents' values was 

significantly correlated with 5 of the items in Part B and with the effectiveness rating 

the school received in teaching the terminal values love of God and piety. 

.3 Desire for values teaching 

Even though parents felt good values were taught at AHS (item B17 - 87% of 

the parents "agreed" or "strongly agreed"), the majority (59%) did not want the school 

to assume a greater responsibility for teaching "proper values" to their children (item 

B26). However, the feeling was somewhat muted. Only 3% of the parents felt 

strongly that the school should not take on more responsibility. 

Cross tabulation and the chi-square significance tests found no significant 

relationship between AHS demographic descriptors A l , A2, A4, A6, A7, A8, A9 and 

the parents' desire to have the school take on a greater responsibility to teach values. 

Generally, miUeu inputs in the VCES model were not associated with a willingness or 

lack of willingness to have AHS assume more responsibility for the teaching of values. 

There were several exceptions to this trend, however. While all the parents felt 

comfortable with AHS's philosophy (B15), Europeans and North Americans were 

particularly associated with a reticence to see the school assume more responsibility for 

values education. It is interesting to note, as Table 6.12 points out, that AHS called 

itself "American" yet non-Americans were more willing than Americans to see AHS 
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take an active role in the teaching of values (which presumably would be American in 
orientation). The second exception was income (A5; see Table 6.13). Parents with 
lower incomes were more interested in the school assuming an increased responsibility 
for the teaching of values to their children. The third exception was the age of the 
child enrolled in the school (rho=.3516, N=60, p=.003; see Table 6.14). This 
relationship raised the possibility that parents with younger children may be particularly 
associated with a desire to have a school assume a more active role in the teaching of 
"proper values" to their children. Further study needs to be done to see i f parents of 
young adolescents feel a greater need for support in the teaching of values than do 
parents of older adolescents. 

A significant negative relationship existed between the outcome item "tolerance 

was taught" and the belief that AHS should assume more responsibility for teaching 

values (rho=-.5011, N=61, p<.001). Parents who felt that tolerance, as one of the key 

values the school claimed it wanted to teach, was not taught, were associated with the 

belief that AHS should assume more responsibility for teaching values. Similarly, 

higher scores for the academic program were associated with a feeling that the school 

should not assume more responsibility for teaching values (rho=-.4118, N=64, 

p<.001). 

Table 6,12: "Teach more values by citizenship" 

B26 Responsible to teach more values 
Citizenship Agree, Strongly Disagree, No 

Agree Strongly Opinion 
Disagree 

US, Canada 0% 84% 16% 19 
West Europe 19% 69% 13% 32 
Other 56% 28% 17% 18 

yC = 18.09891 p=.00118 
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Table 6.13: "Teach more values by income" 

B26 Responsible to teach more values 
Income (A5) Agree, Strongly 

Agree 
Disagree, 
Strongly 
Disagree 

Opinion 

Below 130. 40% 27% 33% 15 
130,000 20% 73% 7% 45 

= 11.77297 p=.00278 rho=.3355, p=.008 

Table 6.14: "Teach more values by child's grade in school" 

B26 Responsible to teach more values 
Child's grade in Agree, Strongly Disagree, 
school Agree Strongly Opinion 

Disagree 
Grades 7-10 35% 54% 11% 37 
Grades 11,12 17% 61% 22% 18 
Two or more 0% 87% 13% 15 

=9.10423 p=.05855 

.4 Reasons for enrolling the child 

Eighty-eight percent of the AHS parents agreed that they sent their child to 

AHS because it had a good academic reputation (B12). Less than 5% disagreed. By 

contrast, when asked i f they sent their children to the school because it was an 

"American" school, only 47% said "yes" and 43% said "no." A substantial group in the 

school were not looking for the inculcation of "American" values.̂ ^ 

The number of years in the host country was "positively" related to the decision 

to enrol a child at AHS because it was an American school.̂ ^ That is, a recent arrival 

in the host country was particularly associated with a desire to send students to AHS 

because it was an American school. 

"Academics" could be seen as an "American" value although in this context "American" was 
intended to represent a cluster of attitudes and values which lay in the affective domain rather than 
cognitive. The respondents appear to have interpreted the item as it was intended. 

69 Spearman's rho= .2855, N=69, p=.009. 



152 

At RHS the reasons for sending a child to the school were explored in greater 
detail. RHS Part One item 9 presented parents with a list of eleven reasons for sending 
their children to RHS. When forced to choose the MOST important reason, parents 
most fi^equently selected the alternative, "RHS offered my child a chance to grow 
spiritually" (23%). The religious element predominated. The use of the English 
language (11%) and the North American cultural environment (11%) were also of 
primary importance to a significant number of parents. On the other hand, no parent 
listed their primary reason for sending their first child to RHS as its financial 
attractiveness, its extracurricular options, its attractive curriculum, or its pedagogic 
style. The "other" category (25%) was comprised almost exclusively of parents who 
improperly scored the item by selecting two or more reasons. These parents were 
consistent in following the pattern established by those who chose one reason as 
instructed. 

Parents who selected "an opportunity for my child to grow spiritually" as the 

most important reason for sending their child to RHS were the parents who were 

associated with a strong agreement that RHS shared their values (CI. 1). Those who 

thought the spiritual dimension was unimportant (ranked 1-3 out of 5) were the 

parents associated with indecision (43%) about whether RHS shared their values. The 

more important the spiritual dimension was in sending their first child to RHS, the 

more likely parents were to agree that RHS shared their values (Eta with "importance 

spiritual" dependent .52148). 

A similar pattern repeated itself with C2.2,3,6,9,l 1. Parents who sent their 

child to RHS for its spiritual dimension were associated with a belief that the school 

was consistent in its beHefs (CI.2), that values were taught (CI.3), that the 

publications made fi-equent and clear statements about the institution's values and what 

it stood for (CI.6), that the school consistently adhered to its values, even in times of 

adversity (CI.9), and that RHS's actions were consistent with its beliefs (CI.11). For 

example, in the case of CI . 6, parents who held the spiritual dimension to be a relatively 

unimportant enrolment factor (1-3 with 5 as very important) were 86% "undecided" or 
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felt they had "no basis for observation." By way of contrast, parents who said the 

spiritual was "important" were in agreement that the school made frequent and clear 

statements about its values (74%) while those who said the spiritual was "very 

important" were SP/o in agreement that the school made frequent and clear statements 

about the institution's values and what it stood for. 

Parents who rated the spiritual dimension as unimportant (1-3) were 100% sure 

the staff was motivated and committed (CI. 19) while those who rated the spiritual 

dimension as "important" (4) or "very important" (5) were more "undecided" (26%) or 

claimed "no basis for observation" (9%). 

Although all respondents felt changes due to RHS's mfluence were positive, 

those who saw the spiritual dimension for sending their children as "very important" 

(5) were associated with a strong conviction that the change had been positive.'̂ '' 

Parents who saw the spiritual dimension as relatively unimportant (1-3) were more 

sure that the change attributable to RHS had been positive (71%) than were those who 

saw the spiritual as "important" (4: 33%).'^i 

Item AlO was similar to A9. Here RHS parents were asked to rate all the 

reasons for sending their child to RHS on a 5-point scale of "very important" to "very 

unimportant." Fully 80% of the parents felt that academics were important (60%i) or 

"very important" (20%). Only 3% said they were "unimportant" or "very 

unimportant." This corresponded to the response at AHS where 87% of the parents 

agreed (74% strongly) that they had sent their child to AHS "because it had a good 

academic reputation" (B30). Only 4% of AHS the parents "disagreed" or "strongly 

disagreed" with the statement. Ninety-six percent of the RHS parents beheved the 

school had high academic expectations (32%) "strongly agreed"). Item CI . 16 

rephrased the question and asked parents if students received a high quality of 

instruction at RHS. Eighty-nine percent indicated "yes" and only 2% answered in the 

Thirty-three to 0% for those scoring 4 or lower. 

All relationships in this item study were significant p<.05, moderately correlated with Cramer V 
.33 to .45, and N=65-69, unless otherwise stated. 
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negative. The academic fianction of the school was very important to parents in both 
schools. 

The various factors influencing the parents' decision to enrol the child are 

summarised in Table 6.15. 

Table 6.15: "Rating the reasons for sending a child to RHS." 

philosophy social spiritual extracur 
ricular 

curriciilar pedagogy English NAM 
culture 

V. unimport 1% 1% 1% 6% 2% 3% 6% 12% 
unimportant 4% 1% 3% 10% 2% 6% 7% 9% 
neutral 21% 28% 8% 31% 31% 40% - 14% 23% 
important 30% 48% 26% 40% 53% 39% 32% 35% 
V. important 44% 21% 61% 12% 13% 12% 41% 22% 

The school's philosophy of education, the opportunity it provided students to 

"grow spiritually," and its use of English were each rated by more than 40% of the 

parents as being "very important" in the decision-making process. In the case of the 

spiritual growth opportunity, 61% rated this as "very important," which was 

considerably higher than the 44% rating accorded the next highest reason (philosophy 

of education). 

The reasons why parents sent their children to RHS and the importance 

ascribed to the reasons were thought to be important factors in influencing the value 

formation which would take place in the school (propositions # 4,6). Two reasons for 

sending children to RHS (the importance of "preparation for North America" and the 

importance of an "opportunity to grow spiritually") were correlated with a wide variety 

of items using the non-parametric test to reveal significant relationships. 

No significant relationship was found to exist between the importance ascribed 

to the North American cultural opportunities at the school and any of the prominent 

enrolment factors except the importance of English (rho=.5631, N=67, p<.001). There 

was a weak correlation between the importance of finances and the importance of 

North American culture (rho=.2610, N=67, p=.016) which reinforced the impression 

derived from the crosstab study that pragmatic considerations such as finances, 

location, and North American preparation for fiiture jobs, were more important to 
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some parents than they were to others. There was no significant relationship between 
the importance ascribed to the North American culture and the grades expected of the 
first child (A12), the number of children the parents had (A7), the parents' salary, or 
the parents' years of post secondary education (A6). 

Item A10.6 ("spiritual opportunity") was moderately correlated with the 

importance placed on the school's philosophy''^ g^d on its attractive social 

environment.''^ However, "spiritual opportunity" was not significantly correlated with 

preparation for North American culture, the age of the respondent (Al ) , the grade 

level of the child (ASb), the grades expected on the report card, the education and 

salary of parents, the importance of English, or the number of children (A7). This 

suggests there was an affinity between the philosophic-religious factors for sending a 

child to RHS just as there was between the pragmatic considerations factors. 

Parents who placed an increased emphasis on the importance of spiritual 

opportunities at RHS were associated (p<.05) with 23 items in Part C sections 1 and 2 

including, most noticeably, a belief that the curriculum had an impact (rho=-4313), 

that the school was consistent (rho=.-4235), that their values were shared by the 

school (rho=-.4031), that there were positive changes attributable to RHS (rho = -

.3945), that the staff was motivated and committed (rho=-.3912), and that there was a 

marked behaviour change due to the RHS impact (rho=-3618). 

These studies used rank correlation to measure the relationship between 

variables that were ordinal in nature or which combined ordinal and interval data. 

'̂ 2 Spearman's rho=.4401, N=68, p<.001. 

73 Spearman's rho=.4686, N=69, p<.001. 
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Several methods are available to explore differences between variables to establish the 

way in which respondents differ in respect to a particular variable. 

The Kruskal-Wallis H (K-W) one-way analysis of variance was used to test for 

differences between the various items in Parts A, B, and C. The K-W, which is an 

extension of the Mann-Whitney U test, combines all cases from the groups and ranks 

them with average ranks assigned for ties. The resulting statistic has essentially a chi-

square distribution and assumes the groups have the same distribution. In the study 

used here the "corrected" chi-square statistic and significance level were used because 

the correction took into account rank ties. 

An example drawn from a study of A10.6 ("importance of spuitual 

opportunities in sending a child to RHS") with Part C illustrates how this test 

complements the crosstab and rank correlation studies. Parents were divided into 

three groups, those who saw the importance of spiritual factors as "very important" 

(#5), those who saw it as "important" (#4), and those who saw it as "somewhat 

important to unimportant" (#3).'''* The mean rank of each group was then computed 

together with the number of valid cases, the chi-square statistic, the significance level, 

and the correction for ties. Sixty-nine differences were explored with Part CI . 1 "RHS 

shares my values. The parental group which felt the spiritual factors were "very 

important" scored a mean rank of 31, while those in group #4 scored 38.03 and those 

in group #3 scored 51.36. Therefore, parents who felt the spiritual dimension was very 

important for enrolment were associated with a strong belief that the school shared 

their values. As in the case of C l . l with A10.6, the K-W found a significant difference 

in the responses to CI.2,4,6,1,19,22,23 and C2.1,4 based on item A10.6 ("spiritual 

74 #3 had been re-coded to included original responses of 1,2,3 because there were few respondents in 
these lower categories. 
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opportunity") thereby confirming the pervasive and dynamic role "spiritual 

opportunity" as the primary reason for attending RHS had in the VCES model.'' 

Over 400 K-W tests were run on Parts A, B, and C with 56 proving to be 

statistically significant. The results which emerged served to confirm the results of 

other tests which were run on the data. A fiarther in depth analysis of the reasons 

parents sent their children to the school follows in the next sections which looks at the 

reasons fi-om the perspective of the parents' value profile. 

The index "RHS overt school purpose," which emerged in the principal 

components analysis and which embodied the spiritual-philosophic reasons parents sent 

their child to RHS, was negatively correlated with the indices "outcome" (r=-A067, 

p<.01), "school processes 2" (r=-.6057, p<.01), and "staff models values " (models 

values r=-.4268, p<.01) meaning that parents who enrolled their children for overt 

spiritual-philosophic reasons were associated with the view that the school processes 

and outcomes were positive and a belief that the staff was modelling RHS' values. 

.5 AHS' parent value profile 

Items 36-39 in the AHS survey asked parents to choose the values they felt 

were either the most important (B36,38) or the least important (B37, B39) for AHS 

to teach or model. The list followed the Rokeach scheme of terminal (B36,37) and 

instrumental values (B38,39)''^ although the selection of values was modified to reflect 

the values one was likely to hear addressed in the AHS context. The results are 

summarised in Tables 6.16 and 17. 

'̂ ^ Part C was structured so that "strongly agree" was #1 and "strongly disagree" was #5. The chi-
square value was 6.7948 and the significant level .0335. Corrected for ties the chi-square was 
10.7592 and the significance level .0046. 

See below Chapter 11 for a summary of the Rokeach instrument. 
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There was congruence on what was least important in the list. Four fifths of 

the parents rated beauty and piety as "least important" and none of them rated these 

two values as "most important." Four values were selected as "most important" by 

12% or more of the parents for a combined total of 85%. Only 5% of the parents 

listed these four values as "least important." Congruence is fiirther illustrated by 

noting that 29%> of the AHS parents felt a sense of purpose was "most important" and 

no one felt it was "least important." The same was true for values which were rated 

negatively. Forty-nine percent felt beauty was "least important" and no one felt it was 

"most important." In summary, parents of children attending AHS shared a common 

values orientation. Not only did they overwhelmingly support the statement, 'AHS 

educational philosophy is similar to mine' (B15-82%), they also identified a narrow 

range of values as most and least important to them. 

Table 6.16: "Parents Rating of Terminals'' Table 6.17: 'Tarents Rating of Instrumentals" 

Terminal value B36 Percent B37 Percent Instrumental B38 B39 
rating most rating least values Percent Percent 
important important rating most rating least 

important important 
Respect 28% 1% Intelligence 3% 8% 
Wisdom 13% Capability 8% 
Friendship 7% Cleanliness/neat 1% 19% 
Inner Harmony 15% 4% Courageousness 3% 5% 
Health Tolerance 12% 
Justice 3% 3% Creativeness 7% 1% 
Beauty 49% Independence 3% 
Equality 3% 1% Love 17% 
Freedom Obedience 20% 
Piety 29% Responsibility 43% 
Order 7% Self-control 4% 3% 
Sense of 29% Committed to 16% 16% 
Purpose excellence 
Missing 2% 6% Missing 4% 8% 

Valid 72/75 Valid 73/75 Valid 75 Valid 69-75 

Most miheu input items were not associated with the values AHS parents 

indicated were most or least important to them. These included "age" (Al) , 
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"occupation" (A4), "income" (A5), "the total years of enrolment" (A7), "marital 

status" (A8), and "years in the host country" (A9). 

However, several milieu input items were significantly related to items B36,37. 

There was a significant relationship between the most important value and the parent's 

country of citizenship (A3). Europeans and North Americans rated a sense of purpose 

higher than did parents fi'om the rest of the world who opted for a variety of values. 

Respect had an appeal which transcended citizenship, as Table 6.18 indicates. 

Table 6.18: "Important values by citizenship" 

Citizenship 
Most important value US/Canada Other West Europe 
respect 32% 28% 22% 
wisdom 5% 11% 19% 
iimer harmony 5% 22% 13% 
purpose 53% 0% 28% 
other 5% 39% 19% 
N 19 18 32 

t = 18.76761 p=.01615 

Parents with two children enrolled in the school were less likely to be 

associated with respect and wisdom than were parents with one child. In turn, parents 

with two children favoured inner harmony and a sense of purpose (cf, Table 6.19). 

Table 6.19: "Important values by number of children" 

Number of children at AHS 
Most important value One Two Three 
respect 31% 8% 0% 
wisdom 16% 0% 0% 
inner harmony 7% 39% 100% 
sense of purpose 22% 46% 0% 
other 24% 8% 0% 
N 55 13 1 

=21.07973 p=.00694 

The age of the child enrolled in the school was also found to be significantly 

related to the most important value chosen by the parents. Parents with younger 

children in the school tended to be parents who advocated a greater role for the school 
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in values training. These parents, together with those who had only one child, were 

associated with a higher ranking for respect (cf, Table 6.20). 

No significant relationship was found to exist between the personal quality 

AHS parents felt was "most important" (B38) and "age" but comparison of the 

qualities which received the highest ratings revealed a difference based on gender. 

Mothers were focused on such values as responsibility and commitment to excellence 

while ignoring capability. Fathers rated responsibility highest but many designated 

capability and tolerance as the "most important." 

Table 6.20: "Most important value by grade in school" 

Grade in school 
Most important value 7 to 10 11/12 2+children 
respect 35% 17% 13% 
wisdom 14% 22% 0% 
inner harmony 8% 6% 40% 
sense of purpose 22% 22% 47% 
other 5% 33% 0% 
N 37 18 15 

X'=22.13595 p=.00467 

The empty cell problem plagued the statistical significance tests associated with 

both B37 and B38. The problem could have been avoided if the items had been 

constructed differently. Nevertheless, the response pattern addresses some common 

gender stereotypes. For example, mothers were more associated than fathers with 

cleanliness as the "least important quality" (16%) for men, 32% for women), while men 

were more Ukely to consider love as the "least important quality" (32% to 13% for 

women). 

Europeans were more inclined to consider love and commitment to excellence 

as "least important" (both 25%) than were North Americans (16%) and 5% 

respectively). On the other hand, North Americans selected courageousness (1 \%) 

and intelligence (16%) as least important while Europeans felt they were relatively 

more important. Even though the respondent group was representative of the entire 

parent population, these results only described the situation at AHS in 1992. One 

could not extrapolate details from this to other years. For example, it would seem 
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unreasonable to think that half a dozen Japanese respondents reflected the value 
orientation of all the Japanese who sent their children to the school over the years. 

Looking at the "least important quality" fi-om the perspective of occupation, 

one notes that 38% of the professionals thought cleanliness was "least important" 

while only 14% of the business people agreed. On the other hand, 27% of the business 

people thought commitment to excellence was "least important" while only 8% of the 

professionals thought so. 

As was noted above, parents of both sexes at AHS agreed that unexpected 

revenue should be spent on facilities (B40: 67% male, 51% female) and both agreed 

money should not be spent on school promotion i f shortages arose (B41: 47% men, 

46% women). Similarly, all AHS parents regardless of citizenship felt additional 

spending should be focused on improving physical facilities. Reductions in spending 

showed a North American penchant for extra-curricular activities. Only 5% of North 

Americans favoured cutting extra-curricular activities i f money became short, 

compared to 38% of Europeans who favoured it. This was the same number of 

Europeans who advocated curtailing promotion (38%)) while 68%) of North Americans 

saw this as the first area to cut spending. There was no significant correlation between 

income levels, age, or years in the host country and the way in which parents thought 

the school should save money i f it became necessary. 

This hypothetical scenario provided fiarther evidence of a harmonious values 

orientation amongst the AHS parents. Differences existed which could become 

theoretically divisive in stressfiil times, such as a budget shortfall, but even then one 

could imagine considerable solidarity. The scenario did not explore emotional 

commitment to these (cognitively) held values. 

.6 RHS' parent value profile 

RHS parents were given two lists of values based on Rokeach's terminal and 

instrumental values and asked to indicate on a scale of 1 to 5 how important they felt 

each value was. Then they were asked to evaluate the effectiveness of RHS at 

teaching these values using the same 1 to 5 scale. Some modifications were made to 
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fit the RHS context but in general the lists were very similar to those developed by 

Rokeach. 

Evidence of testing fatigue emerged in this part of the survey. The number of 

valid cases in Part C, sections 1,2 never went below 130 and was typically 135 out of 

141 possible. With section 3 the highest number of valid cases was 130 but the typical 

number dropped to the mid 120s for lists one and two (parents' values) and around 

115 for lists three and four (assessment of the school's effectiveness in teaching the 

values). 

In Tables 6.21,22 the values were ranked according to their mean score. The 

importance parents placed on the value is listed in the lefl; column and their assessment 

of the school's effectiveness is in the right column. 

Table 6.21: "Parental values and school effectiveness" 

Terminal Values Personal Rating 
Mean 

Rating of School 
Mean 

Personal Rating 
Stand. Deviation 

Rating of School 
Stand. Deviation 

love of God 4.92 4.19 .43 .75 
salvation 4.29 4.36 .47 .71 
respect 4.72 3.78 .56 .91 
wisdom 4.58 3.76 .61 .77 
sense of purpose 4.41 3.93 .71 .73 
fiiendship 4.32 3.92 .66 .79 
justice 4.29 3.65 .70 .81 
inner harmony 4.20 3.58 .86 .82 
order 4.01 3.72 .74 .77 
joy (happiness) 3.99 3.58 .75 .75 
production 3.97 3.87 .68 .66 
(involved) 
piety 3.93 3.56 1.01 .89 
equality 3.91 3.70 .93 .73 
health 3.84 3.56 .69 .73 
freedom 3.75 3.43 .87 .75 
recognition 3.36 3.51 .79 .73 
beauty 3.27 3.29 .86 .70 

The reasons parents sent their children to the school and the values milieu that 

the child had in his/her home were two theoretically important input factors. In an 

effort to better understand this, a correlational study was done between the 32 values 

in Part C, section 3 and Part A9 ("identify the MOST important reason you sent you 

first child to RHS"). 
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It was stated above that Part C section three, which was to have provided 
insight into this area, suffered from a low response rate. It is worth noting, however, 
that the "principal respondents" who filled out the complete RHS survey, including 
Parts A, B, and C, did not suffer the same degree of fatigue in Part C, section 3 as did 
the spouses who only completed Part C. Sixty-four to seventy of the seventy-nine 
"principal respondents" completed section 3. 

Table 6.22: "Parental values and school effectiveness" 

Instrumental Personal Rating Rating of School Personal Rating Rating of School 
Values Mean Mean Stand. Deviation Stand. Deviation 

loving 4.66 3.80 .54 .77 
responsibility 4.63 4.01 .55 .78 
self-controlled 4.58 3.73 .62 .83 
obedient 4.52 3.85 .68 .96 
co-operative 4.45 3.99 .64 .73 
helpful 4.39 3.92 .61 .71 
commitment 4.17 3.96 .73 .81 
to excellence 
courageous 3.97 3.66 .69 .75 
creative 3.93 3.61 .66 .80 
future (goal) 3.92 3.83 .69 .77 
capable 3.89 3.81 .65 .66 
clean/neat 3.88 3.83 .61 .68 
independent 3.88 3.64 .71 .80 
intelligent 3.60 4.04 .74 .71 
individualistic 3.34 3.38 .80 .81 

Table 6:23 sets out the values most associated with the reason parents sent 

their child to RHS. 

Table 6.23: "Parents rating of values with reasons for sending their child to RHS" 

Reason for sending child to RHS Values particularly associated* with the reason 
finance joy 
location none 
academics piety purpose respect 
philosophy respect 
social environment health salvation 
spiritual opportunity salvation respect wisdom friendship inner harmony 

purpose piety order production 
extracurricular justice piety purpose inner harmony friendship 

wisdom 
curricular purpose production piety 
pedagogy production health recognition beauty 
English language none 

*rho= .2000 to .3500, p<.05 
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The importance of the spiritual opportunity was cleariy the most active 
cortelate among the values held by parents (9). A similar study done with the school's 
effectiveness rating revealed that the importance of the social environment and the 
importance of the spiritual opportunities were the most active correlates with 
effectiveness perceptions (14 correlates each). 

In order to see i f the grade level of the child was associated with a variance in 

parental values five values were selected and all showed a weak but significant 

correlation between the grade level of the first child and the importance parents placed 

on the value in question.'̂ '' The nature of the ratings also testifies to the face validity of 

this section. For example, one would expect that parents with teenagers would more 

highly value future/ goal orientation. Table 6.24 provides evidence that they did. 

Table 6.24: "Importance offuture, goal orientation by age of the child" 

Elementary Middle High 
School School School 

5 Most important 10% 23% 18% 
4 important 30% 46% 68% 
1-3 unimportant 60% 31% 11% 

The pattern repeated itself with purpose, piety, production/effectiveness, and 

individualism. In all these cases, parents with a first child in the elementary school saw 

these values as less important than did parents in the other school divisions. Equally 

pronounced was the trend of parents with the first child in the middle school to rate 

these values as "most important" (5). Middle school parents were the most likely to 

rank all five values "most important." 

The RHS staff stated fi-equently that they feU there was a difference in attitude 

and behaviour between students who lived at home with their parents and those who 

lived in the RHS residences. An examination of the relationship between the rating 

home and residence parents gave the values in Part C section 3 indicated that there was 

a very limited correlation between home and residence parents.''̂  A sample of seven 

77 N=115 to 118, p<.05, Cramer's V .1 to .3. 

78 Unless otherwise stated, p<.05, N=95-99, Cramer's F.22 to .35. 
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values was chosen and correlated with the residential status of the first child. In most 
cases, no significant relationship was established. For example, the values salvation 
and love of God were both held to be "very important" (5) by 96%> of all parents 
regardless of the domicile arrangement. Similarly, no discernible difference was noted 
with purpose and responsibility. However, parents with children at home rated 
respect higher than did parents with children in residence (96% to 68% scored 5). 
Parents with children at home also had a greater interest in creativity. 

Gender was weakly associated with the way in which values were viewed. For 

example, fathers were associated with higher ratings for freedom''^ while mothers were 

associated with higher ratings for obedience.^^ These two associations serve to identify 

another source of value differentiation in the school setting. The response rate 

prohibited a fiill investigation of the role gender may have played but it did reinforce 

the impression obtained from the AHS survey that modest differentiation occurred 

along gender lines. 

Citizenship was also correlated with three representative values - salvation, 

respect, and sense of purpose - and was found to be weakly associated with all three. 

Ninety-eight percent of Americans and 100% of Canadians scored "salvation" as "very 

important." By way of contrast, 67% of the Europeans scored it as "very important" 

while 27% scored it as "important" and 7% as a "somewhat important." In the case of 

wisdom, the Americans (69%) and the Canadians (67%) scored it "very important" 

while only 23 % of the Europeans did so. However, Canadians and Americans were 

not necessarily alike. In the case of a sense of purpose, all three groups viewed the 

value differently with 77% of Canadians, 54% of Europeans, and 37% of Americans 

scoring it "very important." These results reinforced the impression obtained from the 

AHS survey that value differentiation occurred along citizenship lines. 

'̂ ^ "Gender and freedom:" N=122. p<.05, Cramer's F.28515. 

"Gender and obedience. " N=126, p<.05, Cramer's F.28151. 

81 N=70-73 out of 75, p<.05, Cramer's F.32-.38. 
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In another attempt to define the role of the socio-economic input into the 
VCES model, 5 values in section 3 were correlated with the two occupational 
categories. *2 Wisdom, health, salvation, creativeness, and future goal orientation 
were chosen as the target values. 

Missionaries were considerably more "decisive" in their rating of salvation and 

wisdom than were non-missionaries.^^ On the other hand non-missionaries rated health 

(42% to 7%), creativity (50% to 10%), and future goal orientation (36% to 17%) 

more highly than did missionaries. Missionaries were decisive when it came to their 

core values. However, as the correlation study substantiates, the core values the 

missionaries internalised left them less positive and less decisive than the non-

missionaries (high salaried parents) about a number of processes and outcomes in the 

VCES model. 

There were many weak relationships amongst the values listed in section 3. In 

column one of the section the parents rated how important each of the 17 values was 

to them. Those with moderate to strong associations are listed below in Table 6.25 

where rho=.4000 to .7000. 

Table 6.25: "Statistically significant relationships amongst the terminal values" 

Value Values associations (rho=.4000 to .7000; p<.05) 
salvation love of God 
respect wisdom, friendship 
wisdom respect 
friendship respect, joy, equal, justice 
love of God salvation 
inner harmony sense of purpose, equality, freedom, justice 
beauty recognition, health 
purpose inner harmony, production, order 
recognition beauty 
joy friendship, equality, freedom, health, justice 
equality friendship, inner harmony, justice, order, piety, health, freedom 
freedom inner harmony, joy, equality, health, justice 
health beauty, joy, equality, freedom, order, production 
piety equality, justice 
order equality, health, justice 
justice friendship, inner harmony, joy, equality, freedom, piety, order 
production purpose, health, order 

82 Cramer's F.33 to .43, p<.05, N=70-73. 

3̂ Salvation #5 missionaries 97%, non-missionaries 71%; wisdom #5 missionaries 64%, non-
missionaries 42%. 
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The values parents held to be most important mcluding salvation, respect, 

wisdom, love of God, and piety (1 to 4) were the least likely to be correlated with 

items from Part C sections 1 and 2 and the significant relationships which did exist 

were with those items which were essentially process and outcome in nature. Values 

which had a lower rating such as production and freedom had many more significant 

correlations (10-12). Of the 96 significant correlations (p<.05) between the values in 

section 3 and the items in sections 1 and 2 where rho>-.2000, only three exceeded -

.3000. The items which were most frequently significantly associated with the rating 

parents gave the 17 instrumental values were "a safe positive environment," which was 

correlated negatively with inner harmony, purpose, recognition, justice, and 

production, "enough time devoted to academic skill," which was correlated with 

wisdom, inner harmony, joy, justice, and production, and "consistency in the face of 

adversity," which was correlated negatively with respect, friendship, equality, and 

order. 

Three value indices emerged in the principal components analysis of the value 

lists. "Other world values," which encompassed values from the spiritual world, was 

most strongly correlated with "others oriented values"̂ "* and "self help values."^^ 

Parents associated with a strong commitment to the spiritual world ("other world 

values") were parents associated with a belief that rock music was evil (r=.3604, 

p<.05). 

The altruistic index ("others oriented values"), encompassing values which 

were oriented towards other people, was associated with the "self help values" index 

(r=.2385, p<.01), with a feeling that the school was inconsistent ("school is consistent" 

index r=-.2628, p<.01), and with a feeling that the school's values were not clearly 

understood and supported ("understand and support school's values" index/=-.2182). 

.7 School consistency 

'̂̂  The index encompassing altruistic values: r=.5949, p<.01. 

The index encompassing values which were concerned with personal well-being: r=.3958, p<.01. 
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Only 6% of the RHS parents felt the school was not consistent in its beliefs and 

another 11% were "undecided" but the majority (78%) felt the school was consistent 

even in "times of adversity" (CI. 9).^^ Similar results emerged from a study of item 

CI . 10. When asked i f the value system changed yearly, 44% disagreed, 12% "strongly 

disagreed," and 44% were "undecided" or felt they had "no basis for judgement." 

Parents also felt there was a consistency between what the school said it believed and 

its actions (Cl . l l ) . ^ ' ' 

The consistency index ("school is consistent") was closely associated with 

school processes.̂ * Parents who felt the school was consistent also tended to feel 

positive about school processes. Likewise, parents who felt the school was consistent 

were associated with a feeling that the school values were understood and supported 

("understand and support school's values" A=.4467). Parents who were associated 

with a belief in the school's consistency were older parents ("age:" A*=-.4146, p<.01) 

who held conservative positions on behavioural issues ("behaviour reflects inner 

values:" r=-A919, p<.01). 

.8 Summary 

The two process indices properly belong in the atmospheric climate/culture 

division of the VCES model although two of the nine items comprising the index were 

in the organisational division of the VCES model. "School processes 1" was 

associated with the "outcome" index (r=.4413, p<.01), the other process index 

("school processes 2:" r=.5339, p<.01), with consistency ("school is consistent:" 

A=.6506), with modelling ("staff models values :" r=.4864, p<.01), with understanding 

8^ Three percent felt it was not consistent; 42% were "undecided" or felt they had "no basis for 
judgement." 

8^ Seventy-five percent "agreed" or "strongly agreed;" 6% "disagreed;" 19% were "undecided" or felt 
there was "no basis for judgement." 

88 "School processes 1:" r=.6506 and "school processes 2" ̂ =.4344; N.B., "school processes 1" 
shared an item with "school is consistent" (p<.05). 
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and support for the school's values ("understand and support school's values:" 
A=.4052, p<.01), and with the monitoring of development ("monitormg progress :" 
r=.2816, p<.01). 

"School processes 2" was even more strongly associated with "outcome" 

(A^.6506, P<.01) and, as would be expected, with the monitoring of development 

("monitoring progress :" r=.8689, p<.01). It was also associated with the importance 

of the spiritual-philosophic reasons for sending the child to the school ("RHS overt 

school purpose:" r=-.6057, p<.01 reverse scoring), as well as with "school is 

consistent" {r=.4344, p<.01), with "staff models values" (r=.5600, p<.01), with an 

understanding and support for the school's values (r=.6210, p<.01), and with a behef 

that the school impacted the child ("RHS school impact:" r=.4348, p<.01). 

A regression analysis of the relationship between "school processes 1" and 

"school processes 2" revealed that twenty-eight percent of the variance in "school 

processes 1" was explained by "school processes 2."^^ 

Most of the items in RHS Part C section 1 were related to atmospheric 

climate/culture. Therefore, all possible relationships within the section were explored 

in an extensive non-parametric correlation study. Most were found to be significant at 

the .05 level. Table 6.26 summarises the strongest relationships in which rho>.4500, 

p<.001. 

The non-parametric study was extended to include all the items in RHS Part C 

sections 1 and 2 where atmospheric and organisational climate were correlated with 

outcomes. Of the 1024 relationships examined in this group, only 124 were not 

significant at the .05 level. Highlights are summarised in Table 6.27 where rho>.4500, 

p<.001. 

Thirty cases plotted; 141 unweighted. r=.53388. .28502. S.E. of est. 2.09977, 2 tailed sig. 
.0024. Intercept (S.E.) 4.60240 (1.56354) slope (S.E.) .47626 (.14255). 
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Table 6,26: "Relationships in Section One" 
Item Relationship rho N 

RHS shares my values consistent in adversity .4577 102 
consistent .6478 129 
values are taught .4627 131 

admin communicates well curriculum impacts values .4626 114 
school consistent .5430 97 

staff motivated, committed well trained by school .5597 94 
clear goals and objectives. .4729 126 

strong leadership clear goals and objectives .4729 126 
staff support school values .4662 131 

consistent in beliefs values well known .4840 117 
consistent in adversity .4577 102 
clear goals and objectives .4856 126 

curriculum impacts values admin communications .4943 109 
PR is clear enough time on values .4776 107 

monitors moral developmt .4564 105 
values well luiown consistent values .6567 98 
safe positive environment high quality of instruction .5161 129 
consistent in adversity clear goals and objectives .4955 100 
monitors academic develop monitors moral developmt .4540 113 
monitors moral development enough time on values .4685 102 
staff support values staff motivated .4859 123 
actions and beliefs consistent enough time on values .5076 110 

Table 6:27: "Relationships in Sections One and Two" 

Item Relationship rho N 
RHS shares my values endorse values learned at RHS .4579 129 
consistent understand values taught .4670 126 

endorse values learned at RHS .5459 124 
curriculum impacted value positive values learned at RHS .4867 107 

positive changes due to RHS .5618 102 
behaviour change due to RHS .5163 101 
understand values taught .4713 119. 

admin communicates well understand values taught .5240 122 
endorse values learned at RHS .4713 119 

consistent in adversity understand values taught .5302 101 
actions and beliefs consist understand values taught .5361 125 
enough time on values learned negative values .4859 104 

understand values taught .5823 112 
staff trained well by RHS learned negative values .4809 86 

endorse values learned at RHS .4927 91 
clear goals and objectives understand values taught .5120 130 

endorse values learned at RHS .4955 128 
strong leadership positive change due RHS .4534 111 

understood values taught .4629 124 

6,2.3. Goal attainment - outcome 

. 1 High overall grade 

Parents were clearly supportive of AHS. Fully 75% of them felt the "overall 

grade" (item B9) of the school was "A" or "B," which was defined as 

"outstanding/excellent" or "very good." For these 'mobile, young to middle aged, high 
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income, white collar, international parents,' the academic features of the school were 
of pre-eminent importance. Even the strong negative feeling about the facility (57%) 
did not detract from the positive overall grade. Indeed, only 1.4% gave the "overall 
grade" a negative score (fair/poor/needs improvement) which meant the "overall 
grade" was tied for the lowest negative rating amongst the eight items in the section 
(see above Table 6.6). 

A cross-tabulation study and chi-square significance test of all the items in Part 

A of the AHS survey found no significant relationship between the "overall grade" 

given to the school and age, gender, citizenship, occupation, income, the number of 

children in the school, marital status, and the grade level of the children, The "overall 

grade" was most closely associated with the scores on the academic programme 

(rho=.5268, N=72, p<.001), and with the ratings given the board (rho=.6024, N=61, 

p<.001) and the administration (rho=.5076, N=71, p<.001). 

Because of the importance parents ascribed to academics one would have 

expected that their child's academic achievement would reflect on the "overall grade" 

the parents gave the school. Such was not the case: the two outcomes were not 

significantly related. This may have been due to a "halo effect" which seems to have 

been present in the survey. AHS parents felt the school had high expectations. With 

this belief buttressing them, it would be logical to assume their children were doing as 

well as they could and should be, given AHS's "high standards." 

A principal components analysis was carried out on AHS Part B, 1-9 and AHS 

Part B, 10-34 in an effort to reduce the items through the creation of indices which 

could be used with more powerfial statistical tests. A principal components analysis 

extracted three factors with an eigenvalue exceeding 1.000. The first factor accounted 

for 37.5% of the total variance and all items loaded on to it in excess of .38087. The 

In order to increase the reliability of the study, "overall grade" (B9) was collapsed into two 
categories "very good/excellent" and "poor to satisfactory." Items Al-9 were likewise collapsed (e.g., 
citizenship became Anglo-America, Western Europe and other, occupation became professional and 
other, income became below US $100,000 and above US $100,000, total years became 1,2 years and 
3+ years). This ensured that most cells exceeded the minimum expected frequency of 5. (Cf., Bryman 
and Cramer, p. 162). 
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varimax rotation converged in 5 iterations, the oblimin in 10. Table 6.28 presents the 

pattern matrix of the oblimin rotation. 

Table 6.28: "Pattern Matrix Part B, 1-9" 

Factor 1 Factor 2 Factor 3 
B l Facility .85566 -.04562 .20495 
B6 Counsel .63823 -.11554 .25526 
B5 Teachers .58398 .17085 .29717 
B7 Extracurricular .53016 .17254 .07618 

B8 Support .14623 .83941 .07348 
B2 Board -.11614 .80208 .07391 

B4 Academic programme .04178 -.06848 -.82835 
B3 Administration -.13050 .10910 .77478 
B9 Overall grade .28854 .02004 -.71429 

Above it was noted that the overall grade of the school seemed to be most 

sensitive to items B3, 4, and 5 and rather insensitive to the other items. In other 

words, the school was given a "top mark" equivalent to the marks accorded these 

other three items even though facilities and extra-curricular activities were given poor 

or average marks. The principal components analysis bore this out. The four items 

with the highest loading on factor three were B3, 4, 5, and 9. In the case of B5 

(teachers), this represented a secondary loading and fell just below the preferred 

acceptance level of .3000 (.29717). Nevertheless, the meaning of factor three appears 

to be associated with school features which are most directly responsible for the school 

being an "A" school. 

Other than this, the meaning of the factors was not readily apparent from the 

items which loaded most highly on them. There was a moderate correlation between 

the factors themselves but the three factors were not significantly related to key items 
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in the survey. 

.2 Grades expected 

Another often repeated comment around RHS was that "kids who attended 

RHS because they wanted to, did 'much better.'" The study at AHS indicated that the 

"much better" could be seen to include academic achievement. Parents who felt their 

children wanted to attend AHS (B14) were also expecting higher grades (B35) than 

were parents who felt their children did not want to attend the school, as Table 6.29 

points out: 

Table 6.29: "Grades expected by willingness of the child to attend the school" 

Grades (B35) 
Child wanted to 
attend (B14) 

As Bs Cs.Ds N 

Agree (strong) 
Disagree (strong) 

30% 50% 20% 
18% 46% 36%% 

50 
11 

Spearman's rho=.2760, N=70, p=.010 

Parents of RHS children had high expectations for their children. Forty-five 

percent expected their first child to receive all As or mainly As with some Bs. Another 

42% expected their child to receive all Bs or mainly Bs with some Cs. Only 12% 

expected mainly Cs, and no one expected Ds although one parent indicated he/she had 

"very low expectations, or didn't care."^^ Parental expectations were marginally lower 

for the second child. Thirty-four percent expected As or mainly As for the second 

child, 57% expected Bs or mainly Bs with some Cs, and 9% expected Cs with some 

Ds. 

Parents who sent their children to RHS because it prepared them culturally for 

North America ( A l 1) felt most strongly that their child had done well academically 

(C2.6) and had learned a lot of positive values (C2.7). Those who sent their child to 

The oblique rotation by the oblimin method produced the following factor correlation matrix: 
Factor 1 Factor 2 Factor 3 

Factor 1 1.00000 
Factor 2 .16199 1.00000 
Factor 3 -.33000 -.30188 1.00000 

2̂ This compares with 22% of the parents at AHS who expected mainly Cs and Ds. 
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RHS primarily for spiritual reasons were associated with an assurance that their child 
had done well academically. 

Parents with children who were expecting Cs were most frequently associated 

with an opinion that their child had not learned a lot of negative values and that RHS 

had high academic expectations. However, not surprisingly, parents expecting Cs 

were also associated with the belief that their first child had not done well academically 

while at RHS. Similarly, parents expecting Bs were also less frequently associated 

with a strong conviction that their child had done well academically than were parents 

who were expecting As. However, there was not a clear distinction between grades 

expected and the feeling parents had that RHS had high non-academic expectations 

(C1,Q13).94 

One other correlation from this section is worth noting in part because it 

illustrates the survey's validity. There was a moderately strong correlation between the 

grades parents expected (A12) and their perception that their child had done well 

academically.^^ 

.3 Good values are being taught 

It was also postulated that i f AHS parents felt "good values" were taught at the 

school (B17) and that the teachers who taught them in their role as high profile 

A.9 by C2.6 (North American by academic achievement) K .51824, p<.00104, 73.64256, 32 
DF, N=70. 

A.9 by C2.7 (spiritual by positive values) F.45970, p<.00166, 75.02081, 40 DF, N=71. 

4̂ A12 by C2.8 (grades expected by did not learn negative values) V .39729, p=.02128, 17.99337, 
8DF, N=57, item C2.8 was reverse coded to permit correlational analysis. 
A12 by CI.13 (grades expected by high academic expectations) K,44901, p=.06917, 11.69316, 

6DF, N=58. 
A12 by C2.6 (grades expected by did not learn negative values) V .42809, p=.00259, 20.15870, 

6DF, N=55. 

95 C2.6; rho=.5600, N=55, p<.001. 
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transmitters of values were positively infiuencing value formation in their children 
(B20), the parents would be open to having the school take on a greater role in values 
education and even encourage it. A cross-tabulation of B26 with B17 and B20 found 
that there was likely a significant relationship between these items but not of the nature 
which had been predicted. AHS parents thought teachers were doing a commendable 
job of teaching "good values," but they did not want them to assume more 
responsibility for teaching them, as Table 6.30 points out. 

Table 6.30: "Teach more values by already teaching good values" 

B26 AHS responsible to teach more values 
Teaches good Agree, Disagree, No 
values already Strongly Strongly Opinion 
(B17)) Agree Disagree 
Agree (strong) 20% 69% 11% 
Disagree (strong) 100% 0% 0% 
N 16 44 7 

=9.10423 p=.05855 

Even with positive feelings about the value training process and the school's 

effectiveness, parents still did not want the school to become more involved in teaching 

values. 

The belief that good values were being taught at AHS was most closely 

associated with the belief that the child was enjoying AHS (rho=.6505, N=65, p<.001), 

that AHS prepared students for the fiature (rho=.5681, N=64, p<.001), and that 

tolerance was developed (rho=.5527, N=62, p<.001). 

RHS parents responded to C2.7,8 in a way which argues for their validity and 

reUability as well as for the validity and reliability of the other items in Part C, sections 

1,2, One would expect a positive response to C2.7 and a negative response to C2.8 
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given what parents had said in C2.4.^^ Table 6.31 summarises the response fi-equencies 
for the items. 

Table 6.31: "Positive and negative values learned at RHS" 

Child 1,2 A lot of positive A lot of negative 
values learned values learned 

C2.7 C2.8 
strongly agree 21% 2% 
agree 57% 7% 
undecided 16% 18% 
disagree 3% 58% 
strong disagree 1% 13% 
no observation 2% 3% 

Seventy-eight percent of the RHS parents felt their children had learned a "lot" 

of positive values at RHS while 71 % disagreed that their children had learned a "lot" 

of negative values. In both cases a modest group of parents were undecided 

(16%/18%) while an even smaller group thought they had not learned a "lot" of 

positive values (4%) or that they had learned a "lot" of negative values (9%). This was 

approximately the same percentage of parents who felt the school was doing a good 

job of teaching values although in these items the "no observation" response was 

lower. 

Strong endorsement for all the values their child was learning at RHS (C2.2) 

was associated with a perception that their child had undergone positive changes which 

parents attributed to RHS (rho=.5283, p<.05), that the first child had learned a lot of 

"positive" values at RHS (rho=.4464, p<.05), that the parents understood the school's 

values (rho=.5658, p<.05), that there were not negative changes attributable to RHS 

(rho=.4626, p<.05), and that there was behavioural change attributable to RHS 

(rho=.3736, p<.05). 

96 In C2:4, 75% of the parents indicated the effect of RHS had been positive (20% "strongly agreed"). 
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A belief that the first child had learned positive values was associated with a 

belief that the child had not learned negative values (rho=.3901, p<.05), that there had 

been positive changes due to RHS (rho=.6949, p<.05), that the first child had done 

well academically (rho=.4699, p<.05), that the values were understood (rho=.4253, 

p<.05), that all the values learned at RHS were endorsed (rho=.4464, p<.05), and that 

there were behavioural changes attributable to RHS (rho=.6022, p<.05). 

Finally, a belief that the student had not learned negative values was associated 

with an endorsement of all the values learned at RHS (rho=.4626, p<.05), with an 

understanding of the values at RHS (rho=.4621, p<.05), with a feeling the changes at 

RHS had been positive (rho==.3574, p<.05), and with a feeling that the values learned 

were positive (rho=.3901, p<.05). 

The perception that negative values had not been learned at RHS was the most 

active correlate with the behavioural dimension of value holding as illustrated by the 

items in RHS Part B. Twelve of the items in Part B were significantly associated with 

"negative values had not been learned at RHS." This correlational feature should not 

obscure the most striking factor about the behavioural dimension. Virtually all of the 

items in Part C were significantly associated with items Part B. 

.4 Future orientation taught 

What AHS parents wanted for their children was academic training which 

could be used later in life and this was what they felt they were receiving. Ninety-three 

percent feh the school was preparing their child well for the fiature (B19). " I like 

teachers teaching" was most closely associated with the teaching of a particular value, 

"prepares for the fiiture."^''' 

97 Spearman's rho = .5687, N=64, p<.001. 
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.5 Evaluation of AHS' effectiveness at teaching "good values" 
A closer look at specific values espoused by AHS in its literature and its public 

forums (e.g., Open House, graduation, awards, assemblies) confirmed the positive 
feeling parents had about the school's effectiveness in the area of teaching "good 
values." Table 6.32 summarises the parents' feelings on seven statements which 
reflected the effectiveness of the school at teaching the values it publicly claimed it 
wanted to teach the students. It also compares the effectiveness of teaching specific 
values with the parents' feeling about the overall effectiveness of the school in teaching 
"good values" (B17).98 

Table 6.32: "Parent evaluation of the values AHS sought to transmit" 

Item Value transmitted Strongly Agree Agree Disagree Strongly 
Disagree 

No 
Opin 

19 delay gratification 32% 61% 1% — 5% 
23 diligence 17% 65% 9% 5% 3% 
27 citizenship 4% 54% 11% 1% 30% 
29 individualism 20% 72% 7% -- 1% 
32 self worth 17% 69% 7% — 7% 
33 tolerance 21% 63% 7% — 9% 
34 participation 15% 69% 13% 3% 
17 all values 14% 73% 4% 10% 

N=minimum 74/75 
"̂ The wording of the item reduced the tendency of the yeasayers to end up with an extreme 
score. The table reflects reversed scoring of the item. 

To the degree that AHS items B 19,23,27,29,32,33, and 34 accurately assessed 

parents' feelings about the teaching of specific values at AHS, it is apparent that the 

positive assessment of value teaching in general (B17) was reflected in the assessment 

of the school's effectiveness at teaching the specific values it publicly claimed to teach. 

Thirty percent of the parents expressed "no opinion" about the school's 

effectiveness at teaching the value with the lowest approval rating ("citizenship"). 

Although frequent reference was made to this value, the high incidence of "no opinion" 

probably reflected the fact that the concept was poorly defined in the parents' minds.̂ ^ 

98 In some cases the values were deeply embedded in the statements (e.g., B23 'AHS asks my child to 
work too hard'=diligence) while in others the values were plainly stated (e.g., B33 'AHS effectively 
develops tolerance for others in my child'=tolerance). 

99 Cf., Davies (1991) on the problematic nature of the "citizenship" construct. 
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.6 Values taught well at AHS 

An index was created from the AHS data on the basis of the value change 

propositions. The four values "good citizenship" (B27), "self worth" (B32), 

"tolerance" (B33), and "involvement" (B34), were combined to form the index "values 

taught at AHS." It was not found to be correlated with "years in the host country" but 

it was negatively correlated with "income" (A5 collapsed) although the high degree of 

heteroscedasticity in the scattergram brought into question the use of the product 

moment coefiBcient.^°° "Values taught at AHS " was not significantly correlated with 

"responsible to teach more values" (B26) but it was with "AHS educational philosophy 

is similar to mine" (B15).ioi 

A principal components analysis of AHS items B10-3 4 was undertaken to see i f 

"values taught at AHS ," which was created on the basis of theory, was justified given 

the parents' responses. The varimax rotation converged in 32 iterations. The first 

factor extracted had an eigenvalue of 5.98854 (24% variance). An examination of the 

Scree test showed that there was a steep slope after the first factor. Nine factors had 

an eigenvalue exceeding 1.0000. This was considered to be too many to be of help so 

no fiirther analysis was undertaken. The index "values taught at AHS ," as well as the 

index "AHS school impact," which was also created on the basis of theory, had some 

empirical justification, as is evident from Table 6.33. 

Table 6.33: "Index item loadings on factors 1 and 4" 

Factor 1 ("AHS 
school impact") 

Loading Factor 4 ("Values 
taught at AHS ") 

Loading 

"self worth" .91214 teaching positive .73893 
"tolerant" .80022 policies positive .61915 
"involvement" .26577 peer positive .17976 
"good citizenship" .19399 

.7 Evaluation of RHS' effectiveness at teaching good values 

Above, in Tables 6.21,22: "Parental values and school effectiveness" the 

Rokeach style values were ranked according to their mean score. The importance 

100 Pearson's r =-.3154, 2-tailed significance .05. 

Spearman's rho=.2879, N=45, p=.028 
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parents placed on the value was listed in the left column and their assessment of the 
school's effectiveness in the right column. 

These tables indicate that RHS did not do as effective a job of teaching the 

values in the list as the parents felt it should have. This may provide an explanation for 

the ambivalence which appeared in item C2.3 where it was noted that most parents 

endorsed the values learned at the school but some were uncertain about "all" the 

values which were learned. Neither the mean scores nor the standard deviations 

suggest that there was a tension in the way parents viewed the values included in the 

list. The greatest spread of opinion was in piety which differed one fiall point (1.01); 

most deviations were in the .5 to .8 range. 

It is noteworthy that parents tended to rate the school's performance according 

to the significance they personally attributed to the value. In C 1.1, 94% of the parents 

said the school held their values. This can be illustrated at the level of specific values. 

For instance, when parents rated a value very highly they rated the school as being very 

effective at teaching it. When parents felt the values were not so important, the 

school's effectiveness rating was lower. There were several conspicuous exceptions to 

this trend. The most pronounced was in the instrumental value of intelligence which 

parents rated 14th out of 15th (i.e., not very important) but felt the school was doing a 

better job of teaching it than any other instrumental value. This provides additional 

evidence for the conclusion that parents held the academic dimension of the school in 

high regard. 

There were other less dramatic exceptions to the over general trend according 

the school a high effectiveness rating on values which the parents themselves feU were 

The consistent pattern of responses on the academic issue attests to the reliability of this section of 
the survey which is particularly important because of the reduced number of valid cases. 
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important. Parents gave the school low scores for its teaching of the instrumental 

values of loving and self-control/self-discipline and terminal values respect and 

wisdom. Conversely, the parents gave the school relatively good marks for its teaching 

of production (i.e., effective, involved) and equality. The school came marginally 

closer to meeting parents' expectations in its teaching of instrumental values than it did 

in its teaching of terminal values. 

The fact that the parents' effectiveness ratings were based on how important 

the value was to them obscures the fact that the gap between the values the parents 

believed most important and the school's effectiveness at teaching these values was 

actually greater than it was with those values which were held to be less important. 

That is, the more important the parents felt the values were, the more effective they felt 

the school was at teaching them but this effectiveness was not as close to what the 

parents feh it should have been as was the school's effectiveness at teaching less 

important values. Table 6.34 sets this out. The "differences in means" column depicts 

the difference between the means of the parents' rating of the value's importance and 

the parents rating of the school's effectiveness at teaching the value. All the mean 

scores of the ratings parents gave the various values were ranked from highest (most 

important) to lowest (least important). The ranking column in Table 6.34 shows the 

ranking the value's mean score had in the list of parents' assessment of the value's 

importance to them. 

Table 6.35 summarises the "best" performance of the school considering the 

parents' personal value position. 

103 The mean of the parents' means for terminal values was 4.14. The school's mean on the same list 
was 3.73 for a difference of .41. In the case of instrumental values, the mean of the parents' personal 
belief means was 4.12 while their perception of the school was 3.80 leaving a difference of .32. 
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••.TaMe 6.34; "Greatest̂ ^̂ ^̂ ^̂  holding and school effectiveness'' 
Terminal Differences in Ranking of Instrumental Differences in Ranking of 
Values Means mean Values Means mean 

1. respect 
2. wisdom 
3. love of God 
4. justice 
5. salvation 

.94 

.82 

.73 

.64 

.56 

3 
4 
1 
7 
2 

loving 
self-control 
obedient 
responsibility 

.86 

.85 

.67 

.62 

.47 

.1?*?,!̂  "jr-^ tl'ffc''C»ce Py^?'^^' v^^M^J'^Q't^lPg JiiPd school effectiveness" 
Terminal Differences in Ranking of Instrumental Differences in Ranking of 

Values Means mean Values Means mean 
1. recognition 
2. beauty 
3. production 
4. equality 
5. health 

.15 

.02 
-.10 
-.21 
-.28 

16 intelligent .44 
17 individualistic .04 
11 clean/neat -.06 
13 capable -.08 

,14 future (goal) -.09 

14 
15 
12 
11 
10 

To repeat, the values parents felt were most important were the ones they felt 

the school was doing the best job of teaching but this "good job of teaching" was 

furthest away from what the parents felt the school should be able to do. The values 

which the parents felt were relatively unimportant were the ones which they thought 

the school did not teach very well but what they did teach in this "unimportant" area 

was nearest to what the parents thought the school should be able to do. 

One hundred thirty-three of the 544 effectiveness ratings parents gave the 

school on these seventeen terminal values (column two) had relationships which were 

significant (p<.05). Sixty-one of the relationships had a moderate to strong correlation 

with the items in Part C sections 1 and 2 (i.e., rho>-.4000, p<.05). Salvation, order, 

and beauty were unique in that they had no correlations in this range. Respect, inner 

harmony and piety were the values to have the most significant correlations (8,9). 

.8 Positive outcomes due RHS 

Several items from Part B were correlated with Part C to see i f the kind of 

behaviours parents permitted or expected were related in some way to outcomes seen 

at the school. For example, C2.4 "changes you have seen in your child which you 

attribute to the influence of RHS have been 'positive,'" was correlated with B2.21 

"boys should be permitted to wear earrings" and with "hair should be worn any way 

the student wishes." In the case of the "hair" issue, there was a moderate correlation 
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between the behavioural expression of values and the outcome the parents perceived 

was due to the influence of the school. Parents who "strongly disagreed" with the 

statement that "boys should be able to wear their hair the way they want to" were 

associated with a strong conviction that they had seen positive changes attributable to 

the school. They were also less frequently "undecided" about the positive impact of 

the school. Conversely, parents who simply "disagreed" with the statement "that boys 

should be able to wear hair as they want to" were less sure that the changes they had 

seen at RHS were positive and considerably more were "undecided." 

"Positive change attributed to RHS" was associated with the effectiveness 

rating of the terminal values respect, love of God, inner harmony, and piety. "The 

child learned positive values at RHS" was associated with the effectiveness rating of 

the terminal values respect, love of God, and inner harmony while "the child did not 

learn negative values at RHS" was associated with the effectiveness rating of the 

terminal values respect, inner harmony, joy, freedom, and justice. 

A belief that positive values were learned at RHS was associated with a belief 

that parents understood RHS values (rho=.4622, p<.05), that they endorsed all the 

values learned at RHS (rho=.5283, p<.05), that there had been behavioural changes 

attributable to RHS (rho=.6154, p<.05), that the student did well academically 

(rho=.3949, p<.05), that positive values were learned at RHS (rho=,6949, p<.05), and 

that negative values were not learned (rho=.3574, p<.05). 

.9 Unknown values taught 

Compared to parents with 3 or fewer children, RHS parents with 4 or more 

children were particularly associated with a feeling that there was no basis for the 

observation that "a lot of values are taught at RHS that the institution does not realise 

it is teaching" (Cl,Q25).i°'* This same group of parents did not feel there was much of 

an opportunity to observe RHS' monitoring moral development (C1.23).io5 seems 

that more exposure to the school through the experiences of several children brought 

104 Sixty-five percent for 4 children, 35% for 3 children, 27% for 2 children, and 20% for 1 child. 

105 "No observation:" 33% for 4 or more children; 4% for the other categories. 
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with it a tempered view that parents could attribute much to "mysterious elements" in 

the school or that they could observe a key school process like the monitoring of moral 

development. 

.10 Behavioural change 

"Behavioural changes attributable to RHS" was associated with a parental 

understanding of the values (rho=.3830, p<.05), an endorsement of values taught 

(rho=.3736, p<.05), a feeling there had been positive changes at RHS (rho=.6154, 

p<.05), and a belief that positive values had been learned at RHS (rho=.6022, p<.05). 

. 11 "School outcome" and "RHS school impact" indices 

Parents who felt there had been significant, positive outcomes at RHS ("school 

outcome" index) were associated with a positive assessment of school processes 

("school processes 1:" r=.4413, p<.01; "school processes 2:" r=.6506, p<.01). A 

regression analysis of the relationship between "school outcome" and "school 

processes 1" revealed that there was a small but significant shared variance (7%) in 

"school processes 1" on "school outcome. "̂ ^^ Similarly, 42% of the variance in 

"school outcome" was explained by "school processes 2." As a result, one could 

predict that on the basis of positive feelings about these categories of processes that 

there would be positive feelings about school outcomes. The reverse was also true. 

One could also predict a positive feeling about school processes i f one knew that there 

were positive feelings about school outcomes. 

106 A7 by C1.25 (number of children by unknown values) V .34749, p=.03035, %̂  26,80701, 15 DF, 
N=74. 

A7 by C1.23 (number of children by monitors moral development) F.33950, p=.00980, 
26.27962, 12DF, N=76. 

107 Seventy-eight cases were plotted. r=.2735 R squared .07480. S.E. of Est. 3.48006. Two-tailed 
sig. .0154. Intercept (S.E.) 10.08784 (1.30304). Slope (S.E.) .22092 (.08912). 

108 Thirty-seven cases plotted, 141 unweighted. r=.6506l. f^'.A2329. S.E. of Est. 1.38895. 2 tailed 
sig. .0000. Intercept (S.E.) 4.50203 (.99920) Slope (S.E.) .39401 (.07774). 

109 "Outcome" on "school processes 1:" thirty eight cases plotted; 141 unweighted; r=.44l30 
r^=. 19474 S.E. of est. 2.22364 2 tailed sig. .0055. Intercept (S.E.) 6.68881 (2.12006) Slope (S.E.) 
.55116 (.18679). "Outcome" on "school processes 2;" thirty-seven cases plotted, 141 unweighted. 
r=.6506\. r^=.42329 S.E. of est. 2.29353. 2 tailed Sig. .0000. Intercept (S.E.) 2.37996 (2.03458) 
Slope (S.E.) 1.07433 (.21196). 
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The "school outcome" index was likewise associated with a belief that the staff 
modelled the school's values ("staff models values " index r=.4462, p<.05), with a 
conviction that they understood and supported the school's values ("understand and 
support school's values" index r=.4994, p<.01), with a belief that RHS was monitoring 
development ("monitoring progress" index r=.4011, p<.01), and with parents who 
tended to be younger ("age" r=.3310, p<.05). A positive perception of "school 
outcome" was also associated with an ascription of increased importance of the 
spiritual-philosophic reasons for sending the child to the school ("RHS overt school 
purpose" index r=-.4067, p<.01, reverse scoring). 

The other major goal/attainment index, "RHS school impact," was closely 

associated with "school outcome" (r=.7330, p<.01) as well as with "school processes 

2" (r-.4348, p<.05), "staff models values" r=.3469, p<.01), "understand and support 

school's values" (r=.3290, p<.01), and "monitoring progress" (r=.2832, p<.05). 
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C H A P T E R SEVEN: Discussion of the parent surveys 

The discussion in chapter seven follows the outline of the VCES model set out 

in chapter six. Organisational climate is discussed first, followed by atmospheric 

climate, and outcomes. 

7.1 Organisational climate 

7.1.1 Milieu 

Standard milieu inputs, such as salary, educational background, and the age of 

the respondents, were not found to be active correlates with school processes and 

outcomes. Significant exceptions existed but these were surprisingly few, particularly 

as they related to issues relevant to value change. Inputs of a philosophic nature 

clearly overshadowed the significance of socio-economic characteristics in the 

correlation picture. 

Before the survey was undertaken it was assumed that a child's attitude 

towards enroling in the school would be closely associated with a positive climate and 

goal attainment. Although there was evidence that the child's willingness to attend the 

school was associated with an important outcome, namely academic achievement, the 

predominant impression emerging fi-om the surveys was that the relationship to 

processes and outcomes was weak and infrequent. The correlations of a child's 

willingness to enrol in the school stood in contrast to the many wide ranging 

correlations which existed between the child's current enjoyment of the school (i.e., 

atmospheric climate) and processes and outcomes.' However, it must be remembered 

that parents in both schools appeared convinced their children wanted to attend the 

schools. In order to claim with full confidence that the atmospheric characteristic of 

' There was a weak correlation between willingness to emol and current enjoyment of the school. 
Spearman's rho=.2182, N=74, p=.031. 
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happiness in the school is more typically associated with an effective school than is the 

organisational characteristic of a positive attitude before entering school, it would be 

necessary to study a school setting where students did not want to attend the school. 

The grade level of the child proved to be an important milieu input in that it 

brought with it a distinctive which influenced the organisational climate. Those with 

younger children advocated the teaching of different values in the school than did those 

with older children and they had contrasting convictions of how important it was that 

values should be taught and how effective the school was at teaching them. Parents 

with young adolescents expressed the strongest desire for values to be taught and were 

the most unsure that outcomes were positive. These parents were also the most 

unsure that their child had entered with values like the school. This lends support to 

those who argue for the creation of distinctive programmes for children at various 

stages of development. The evidence here suggests that distinctive programming 

should also reflect distinctive parental aspirations. Further study is needed to see i f the 

intensity with which parents hold a value "waxes and wanes" with the maturing of their 

children. It may be possible that people hold values in different ways as the individuals 

most closely associated with them go through the "passages of life." 

The fact that parents appeared to change their values and their value 

expectations as their child matured lends credence to the belief that values can be 

changed at any time in life (proposition #2). However, this cannot be stated without 

qualification because the surveys also indicated that adults did not experience 

significant value change due to a prolonged stay in another country. It was speculated 

that prolonged exposure to another culture would result in discernible value shifts. 

This was not the case at RHS. While citizenship was associated with particular 

cognitive and behavioural value orientations, length of time in another country was 
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not. The RHS survey demonstrated that the region or area where the parents were 
raised had an enduring influence on their values and behavioural expectations. This 
reinforced the idea that core values were formed in childhood, presumably before one 
was old enough to live abroad as an expatriate. The values which did change with the 
maturation of children were essentially narrowly based and peripheral in nature. 

Occupation is another milieu input frequently held to be associated with 

effectiveness and goal attainment. The processes and outcomes examined here did not 

bear this out although occupation was particularly associated with behavioural 

expectations of a value. Non-missionaries were generally more "permissive" than were 

missionaries even though their cognitive value holdings were similar. On the other 

hand, missionaries, who presumably were most identified with RHS' purposes and 

objectives, were more critical about key process items. It appears that an increased 

sense of ownership of the school brought with it high expectations which the school 

was unable to fully meet. 

Organisational climate was enhanced by interaction between the parents and 

the school. Parents who had a broad exposure to the school through the enrolment of 

more than one child or through the enrolment of a child for more than one year were 

associated with a higher effectiveness rating for the school, a positive assessment of 

the school's impact, and a clearer sense that their values were shared by the school. 

7.1,2 Ecology 

Much remains to be explored in the ecology facet of the VCES model. It was 

clear that the majority of parents felt that a facility could reflect an institution's values. 

In fact, the endorsement of all the values learned at RHS was associated with the belief 

that the facilities reflected the school's values. An ethnographic study would be 

helpful in clarifying what this means. 
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At the same time, it was clear from the AHS site that the quality of the facilities 

was not associated with the school's high rating. The overall grade of the school 

transcended the parents' strong conviction that the facilities needed to be upgraded. 

Reflecting on responses from the two sites leaves one with the impression that facilities 

were not seen to be a key factor in "good education" but an advantageous asset which 

had the power to "facilitate" but not to create desired outcomes. 

7.1.3 Social system 

Positive ratings for school leadership were associated with a high esteem for 

the school and its programme. An effective administration was particularly associated 

with high behavioural expectations and clear public statements to the community about 

the school's values, goals and objectives. 

The role of the administration in value change should not be overestimated, 

however. Parents saw administrators as the least potent human agents of positive 

value change. School leadership had a key role to play in organisational climate but its 

association was linked to general processes and outcomes of an impersonal nature, 

v^th the noteworthy exception of behavioural standards. 

The area of behavioural value holding proved to be one of the most interesting 

in the surveys. Both schools showed a remarkable unity and harmony on the cognitive 

side of value holding but when the behavioural dimension was explored inconsistencies 

and contradictions emerged. It was a dimension about which parents were highly 

opinionated and which differentiated them in many ways. That is, the tendency to 

positive and negative views of processes was often associated with the position parents 

took on behavioural standards. 

Divisive tension would appear to be a logical corollary of such a situation, 

particularly i f the behavioural pattern was linked to a "core value." The RHS survey 
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allowed for an exploration of this interrelationship. Ninety-four percent of the parents 
said that the school shared their values. What did this mean behaviourally? To 
ascertain whether or not parents saw the hair issue as reflective of a value (i.e., a 
cognitively held value), parents were asked i f they felt hairstyle reflected inner 
spirituality. Forty-one percent agreed (4% strongly) that it did while 44% disagreed 
(16% strongly). Therefore, while parents felt they had a common "values" bond with 
the school, it was evident that they did not agree on what the values would look like. 
There were a number of other illustrations of this phenomenon. "Should hair be a 
natural colour?" Thirty-five percent "agreed" or "strongly agreed," 24% "disagreed." 
"Should boys be allowed to shave their heads?" Twenty-three percent "agreed," 39% 
"disagreed." "Should boys be permitted to wear their hair over the ear or collar?" 
Twenty-one percent "agreed," 53% "disagreed." Should students be permitted to 
listen to rock music? Forty-three percent agreed, 43% disagreed. Such dramatic 
divergence graphically illustrates the truth of proposition #9 - "Values are held 
interactively across the domains of personality in unique and idiosyncratic ways." The 
various details of grooming and music are trivial but they illustrate the problem schools 
have in teaching values in a manner which suggests there is an appropriate behavioural 
expression of the values. Further clarification through qualitative research is needed to 
ascertain the degree to which behavioural expressions of a value are actual expressions 
of the value held across domains and not merely expressions of conformity and rule -
keeping. 

Many behavioural expectations were shared by the parents. Nudity, sex and 

the occult were movie themes which all parents saw as taboo. So, too, were grooming 
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items like earrings for male students.^ But this agreement on behavioural values was 
clearly limited and appears to have raised an expectation that the school should be 
unified on all behavioural expressions. In a climate like RHS where values are close 
(proposition #4) and meaningful (proposition #6) and yet not completely uniform, 
particularly in a behavioural sense, value change could be anticipated. The outcome 
measures indicated that parents felt value change had occurred, thereby 
confirming proposition #12,^ but because of the tension which existed in the 
behavioural domain, parents were relatively unsure about RHS' monitoring of moral 
development.'' Some children were undoubtedly changing in ways which seemed 
mysterious^ and incongruous to parents who felt the school held the same values they 
did. 

The situation at AHS was not explored in the same detail as at RHS but even 

there it was evident that tension existed in behavioural expressions of a value. Of the 

process items examined at AHS, consequences for misbehaviour received the least 

enthusiastic rating fi-om parents. 

Clearly holding the same values "cognitively" did not mean the schools were 

harmonious and peaceful, particularly i f parents felt deeply about the issue. It seems 

safe to conclude that it would be easier to administer a school where 94% of the 

parents believed the school's behavioural standards were similar to theirs than a school 

where 94% indicated agreement on cognitively held values. 

^ RHS parents were virtually united in their opposition to this. Seven percent thought boys should be 
able to wear earrings while 29% expressed "no opinion" and 64% "disagreed" (36% strongly). 

^ Schools, as social environments, influence value formation. 

" This was in contrast to the confidence they expressed in RHS' monitoring of academic development. 

^ The hidden curriculum was ranked second as an agent of negative change. 
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In reviewing these behavioural issues, it seems apparent that RHS' focus on 

them moved the school into a contentious area generally avoided by AHS. AHS 

parents did not want more values teaching. The school complied (shared this 

perspective) and limited its emphasis to a few universally accepted values with 

behavioural expressions generally ignored. The impression which emerged from visits 

to the school was of a lower environmental "temperature." By contrast the RHS 

community appeared to be a driven commutiity with many stakeholders vying for the 

imposition of their behavioural expectations on the school. Rather than less teaching 

on values, the RHS parents saw problems in the school as a correlate of insuflBcient 

values teaching.^ This came in spite of (because of?) the fact that the school overtly 

sought to teach values in all dimensions of life. 

Nevertheless, complete harmony did not appear to be a pre-requisite of 

effectiveness in values education. RHS was clearly very effective in the sense that it 

was definitely associated with positive value change. Propositions #4 and 6 appear to 

be crucial to effectiveness. These surveys suggested some tension was necessary for 

change to occur but it was a limited tension created by the competition of peripheral 

values which were meaningful and understood. One suspects from the evidence at 

RHS that i f this criteria was not met the values change process would likely be a 

painful and (frequently) negative experience. 

^ Many staff at RHS concurred with the principle that more values needed to be "taught," although 
exactly whose behavioural expressions of the values should be taught remained a point of discussion. 
Some parents seemed to have had an insatiable appetite for more values and expected the school to as 
well. Seventy percent of the parents agreed that RHS devoted enough time to teaching academics and 
another 13% "strongly agreed." This 83% approval rating, with only 14% "undecided" or feeling they 
have "no basis for judgement," contrasted sharply with the 59% approval rating (35% 
"undecided"/"no observation") given the same question on enough time devoted to the teaching of 
values. It is evident from this that the RHS parents stood in contrast to the AHS parents who did not 
want more time spent on teaching values. 
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It was noted above that administrators were not seen by parents as particularly 
effective agents of value change except perhaps in the area of behavioural 
modification. This should not obscure the fact that the effective agents of change in 
the school were people rather than programmes or facilities. Parents felt adults in the 
school environment had the greatest positive impact on their child, although the peer 
group was held to be more influential than high profile agents of direct value transfer 
such as the church. A similar picture emerged at AHS where it is tempting to see the 
teachers as the primary source of positive influence.^ 

Negative agents of change were largely unexplored at RHS because of a poor 

response rate but even here it appears "people" were most influential, with "peers" 

being relatively more potent as instigators of negative change than they were of 

positive change. Similariy, at AHS peer influence received the lowest approval rating 

from the parents and the highest incidence of "no opinion." 

The social dimension of the school proved to be the leading agent of both 

positive and negative change. Agents which were dynamic in one area were dynamic 

in the other although not necessarily in the same order. The church was last in terms of 

its negative impact but fourth in terms of its positive impact. School policies, 

extracurricular activities, textbooks, and facilities were all less influential than "people" 

in the school. This provides evidence for proposition #11 which holds that "values are 

learned in social environments." 

7.2 Atmospheric climate 

One of the key correlates of positive processes and outcomes was the belief 

that the child was enjoying school. While the original attitude towards enroling in the 

school was not cleariy associated with a positive climate, as measured by the various 

' School policies had an approval rating second to the teachers and 20% higher than the peer group. 
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process items in these surveys, the attitude while in attendance was a high profile 

correlate. With the trend towards parental choice both of the site and nature of their 

children's education, further research needs to be done on the relationship between 

desired outcomes and the attitude of the parents and child towards enrolment in a 

particular school. In the student surveys which follow, students were asked to assess 

their parents' happiness with the school. Results from these student surveys confirm 

what emerged here in that the students' perception that their parents had positive 

attitudes about the school was likewise associated with positive opinions about school 

processes and outcomes. Further research should focus on a site where negative 

feelings about the school are well represented amongst both the parents and the 

students. Theoretically, i f a trend is visible in schools with a positive ethos, it will be 

even more visible in schools with a negative ethos. 

Parental conviction that their philosophy of education was similar to the 

schools was another key input correlate of a positive culture. It expressed itself in a 

number of ways but the first point of interest is that there was no statistically 

significant relationship between the parents' feeling that the school's philosophy was 

similar to theirs and their age, their income level, their years in the host country, their 

gender, their country of citizenship, their occupation, the grade level of their children, 

or the number of children they had enrolled in the school. In other words, milieu input 

items did not have a significant relationship to the philosophic identity which parents 

had with the school. 

Part of the philosophic orientation which parents shared with their school was 

the role they felt values education should play in the school. Once again, a parental 

desire to have more values taught was not based on milieu items. Citizenship was one 

exception to this trend (AHS) where North Americans and Europeans were not seen to 
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want more emphasis on values teaching in contrast to the wishes of parents from other 

areas. However, parents who feU one of the school's stated value goals was not met 

(tolerance) advocated a greater emphasis on the teaching of values. 

With the AHS parents approving of the values learned (87% approved) and of 

the way (sources) in which they were learned, it seemed logical to assume they would 

want the school to teach more values. However, the majority (63%)) disagreed. The 

survey provided no explanation for this. One can speculate that parents saw values 

education as their responsibility and that they would have seen increased school 

involvement as an intrusion into their family affairs. One can also imagine that parents 

were happy with the status quo and did not wish to see an efficacious environment 

disturbed or that they feared the teaching of additional values would include unwanted 

values. 

This last possibility is improbable, however, in light of the fact that 82%) of the 

parents indicated AHS's values were similar to theirs and only 5% said they were not 

(B15). A follow-up study with parent interviews is needed to explore the reasons 

behind the parents' reluctance to see the school assume an even greater responsibility 

for an area in which they felt the school was operating effectively. 

The reason parents sent their child to the school was another important 

correlate in atmospheric climate. I f inculcation of spiritual values was what the RHS 

parents wanted, they were in agreement with the school's stated purpose. Not 

surprisingly, these were the parents who felt that they were "one" with the school. 

This solidarity was associated with clearly communicated goals and objectives. 

Eighty-six percent of the parents felt they had a clear understanding of the values 

taught at the school. Not only did the parents feel the school's value position was 
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similar to theirs, they also felt the value message was consistent, clear, and 
comprehensible. 

Almost all the parents felt that RHS impacted their child but those who said 

that they shared the school's values and had chosen the spiritual dimension as the most 

important reason for enroling their child in the school - thereby confirming that they 

shared the school's orientation - were the parents who particulariy thought the 

outcomes were positive. These parents were also those associated with the belief that 

the school was effective at creating behavioural change and that the staff was a good 

model of what RHS sought to teach. Parental endorsement of all the values learned at 

RHS was most closely associated with the parents' belief that the school shared their 

values. Consistency in the school was most closely associated with a belief that the 

school's values were understood. 

Similarly, parental commitment to the school's perceived values was strongly 

correlated with the perception that the school was effectively communicating its values 

(r=.7553, p<.01). I f they liked the values they thought the school was teaching, they 

tended to see them as effectively communicated. 

Summarizing these points, it would seem that effectiveness at values change in 

a school setting begins with, and is maintained by, consistency, clear communication of 

a school's goals and objectives, comprehension of the school's values, and a 

conscious, voluntary decision on the part of the parents to select the school on the 

basis of the information which they received. While the evidence here does not 

suggest causation, it definitely implies a sequence in which atmospheric inputs are in 

place when positive outcomes are expected. 
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As was stated eariier, both schools demonstrated a community values 

orientation. Parents agreed on the nature and importance of a core group of values.* 

The two parental groups had distinct subgroups within them, but in general these 

effective schools were characterized by a values harmony and a consistency in the 

cognitive domain. Dormant differences existed which had the potential to create 

tension in the face of difficulties (e.g., budget shortfalls) but even in a crisis it appeared 

that there would be solidarity. 

This study was based on the premise that parents sent their children to RHS for 

different reasons and that the reasons reflected their values. These values would, in 

turn, form part of the school's values environment, partly through the direct input of 

the parents and partly through the indirect input of their children. Above it was noted 

that the parents shared a common values orientation which was differentiated along 

behavioural lines and which appeared to create a tension conducive to change. There 

were other sources of differentiation which were associated with citizenship, 

occupation and gender. These sources of differentiation represented another, 

apparently safe, source of dynamic tension in the school.^ Value change proposition 

#4 implies the need for values alternatives to exist for change to take place. 

In the case of AHS, the parents' strong endorsement for the school's 

philosophy, their ascription of a high overall grade to the school, their identification of 

the sources of value transmissions as positive, and their support for the overt values 

taught at the school all suggest that the school had found an effective balance between 

competing values and a shared values orientation. 

^ In the chapters which follow it becomes clear that the teachers and stiidents shared the core values so 
it is possible to speak of "community values." 

' They can be labelled as "safe" in this context because parents believed positive change occurred. 
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Given the religious nature of RHS' philosophy and its stated religious "goals" 
one would expect to find the values at RHS and AHS dissimilar. Value change 
proposition #3 states, "the more central a value is in one's belief system, the greater 
will be the repercussion of a change in the value." Therefore, because the core values 
at RHS and AHS were different, one would expect their value profiles to be 
dramatically different. Although the survey instruments differed, it appears that the 
derivative effect was not as substantial as one might expect.'" 

Love of God and salvation were firmly entrenched at the top of the RHS list. 

The highest ranking terminal values at AHS were a sense of purpose, respect, inner 

harmony, and wisdom. Contrary to expectation, parents at RHS ranked these AHS 

values near the top of their list as well with the notable exception of inner harmony, 

which was of intermediate importance to RHS parents. No parent at AHS chose 

health, beauty, freedom, piety, or order as their most important value. Likewise, at 

RHS health, freedom, and beauty were three of the four values rated least important. 

Piety and order were relatively more important at RHS than at AHS and inner 

harmony was relatively less important. 

A similar picture emerges with the instrumental values: responsibility, 

commitment to excellence, tolerance and capability were chosen by the majority of 

parents at AHS as the most important values. At RHS responsibility was the second 

most important value based on a ranking of the mean ratings, and commitment to 

excellence seventh out of fifteen. Tolerance was not on the RHS list. The significant 

difference was in the relative importance of love, which was chosen by the second 

'° AHS parents were not given the religious options RHS parents were, but it seems certain from the 
staflF and student rankings (cf., the student survey chapter 9) they would not have ranked these first, as 
was the case at RHS. Upiety is seen as a religious value, then piety's high score in the AHS parents' 
least important list reinforces the impression that the religious dimension was definitely less 
important at AHS. 



199 

largest group of parents at AHS as being "least important." For RHS parents, love 

was the most important instrurnental value. Other sizable groups of parents at AHS 

thought commitment to excellence, cleanliness, and intelligence were least important. 

RHS parents agreed as far as their survey permitted. 

When all significant correlations are taken into account, it becomes apparent 

that the values salvation and love of God are unique in that their correlations were 

basically with themselves. Respect, which had the next fewest items in correlation, had 

10 significant associations. All the rest of the values in the RHS list had 12 to 14 

which means that most of the ratings parents gave to the values were significantly 

linked to each other. Salvation and love of God stood alone as core values. However, 

with the religious core values removed, the RHS and AHS profiles were quite similar, 

thereby suggesting that a radical change in core values may not have a substantial 

derivative effect in the cognitive domain. 

In summary, the parent groups had some striking differences in one or two core 

values but the derivative effect on the other values was not so pervasive as to cause a 

radical re-ordering of many values close to the core. The evidence is, of course, 

restricted to a derivative effect in cognitive holding and is tentative due to incompatible 

features in the two surveys. From the analysis of RHS Part B, it appears likely that the 

derivative effect would have been more pronounced in the behavioural domain of value 

holding. 

The primary reason chosen for sending a child to RHS - namely, the spiritual 

opportunity the school afforded - was clearly associated with more values than any 

other reason chosen by parents. In other words, the primary reason for sending a child 

to the school carried the largest value cluster. These values, in turn, carried with them 

behavioural manifestations which were often contradictory in nature. One suspects 
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that i f parents sent their child to RHS for reasons which were not in keeping with the 
school's goals and objectives, tension and disagreement would have degenerated into 
major conflict due to this cluster principle. Further investigation is needed to see if this 
principle is true in other settings, but i f it is, schools will need to look carefully at the 
primary reason parents enrol their child in the school: i f the reason is not in sympathy 
with the school's primary goals and objectives, then the school runs the risk of slipping 
fi-om healthy tension, which creates positive change, to conflict and discord, which 
breeds negative change because of the value clusters associated with the primary 
reason for enrolling a child in a school. 
7.3 Goal attainment - outcomes 

As in the case of process items in the atmospheric and organisational climate, 

outcomes were linked together in parents' minds. For example, a parental belief that 

the school's curriculum had impacted their child was most strongly associated with the 

belief there had been positive behavioural changes attributable to the school. 

The overall grade at AHS was most closely associated with a strong 

endorsement of the academic programme and the ratings given the school leadership 

(board, administration). Opportunity for academic growth at AHS was analogous to 

opportunity for spiritual growth at RHS in the sense that it was a primary focus of the 

school. Therefore, the school's overall grade appears to be linked together with 

positive feelings about leadership and agreement that the school was chosen because of 

its primary focus. 

The belief that good values were taught at AHS was most strongly correlated 

with the belief that the child was enjoying the school. At RHS the belief that good 

values were learned was clearly intertwined with a general belief that outcomes had 

been commendable, that the school's values had been understood, that there were not 
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negative changes attributable to RHS, and that there was behavioural change due to 

RHS. The beUef that children had done well academically was correlated with an 

endorsement of all the values learned at RHS. 

In summary, parents who felt the school had been effective in the values 

domain tended to be parents who understood and endorsed the school's values, who 

felt their child was enjoying the school, who believed the school was a potent instigator 

of change, and who believed all the changes - including behavioural and academic as 

well as value - had been positive. 

A favourable assessment of AHS' effectiveness at teaching values was linked to 

its effectiveness at teaching the specific values it claimed to teach and which parents 

appeared to understand and support. The study at RHS amplified this. Parents rating 

of the school's effectiveness at teaching values was coloured by the significance 

parents attributed to the value. I f parents thought the value was important, they 

tended to think the school was effective at teaching it. I f h is true that the school 

shared the parents' values - as parents thought that it did - this is not a surprising 

conclusion because it would seem logical to assume that the school would teach best 

those things (values) which it felt were most important. Fortunately this coincided 

with the parents' wishes. 

When parents did not think the values were important, they lowered RHS' 

effectiveness rating at teaching the values. This raises the question as to whether or 

not RHS was actually less effective at teaching relatively peripheral values. There was 

a significant exception in one value (intelligence), but the tendency to rate effectiveness 

as low for "unimportant" values raises questions about the objectivity of the parents' 

assessment. However, i f the school really did share the parents' values and it, too, saw 
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the values as "unimportant," one could imagine that it would not be as effective at 
teaching them as it was at teaching the "important" values. 

The results of RHS Part C section three argue for the designation of RHS as an 

"effective school" in the affective domain but it would be valuable to investigate 

further the relationship between effectiveness at teaching a value and the rating of the 

values' importance in the minds of the parents. It may be that a modified version of 

Part C section three of the RHS survey could become a simple instrument for other 

school's to use in their assessment of their effectiveness at teaching values. 

The VCES model implies that there would be an observable change in the pupil 

i f the school was "effective." Behavioural change attributed to the school was 

associated with an understanding of, and endorsement for, all the values taught in the 

school, together with several other outcome measures including the belief that values 

had been learned at RHS and that positive changes in general had occurred at RHS. In 

short, parents believed the school was dynamic and "effective" at creating positive 

value change." 

The value change model states that the closer a completing value is to the one 

held by the individual, the more likely it is that he/she will internalize the new value and 

that values must be potentially meaningful i f they are to be internalized (proposition 

#4). RHS C I . 1 indicated that 94% of the parents felt they shared RHS's values. They 

also feh their children shared RHS' values upon entry (87% with 16% strongly 

agreeing), meaning they were only marginally less sure about their children than they 

were about themselves. As was stated earlier, i f the parents' perception was accurate 

" Twenty-one percent "strongly agreed" that they has seen a marked change attributable to the school, 
42% "agreed," 10% "disagreed," 2% "strongly disagreed," 19% were "undecided," and 7% said they 
had "no basis for observation." 

Nine percent were "undecided" and 4% "disagreed". 
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and the value change model correct, the students at RHS should have been open to 
value change in the RHS environment. New, competing values would have been 
"meaningful" and "close" to the students' value positions because their basic values 
environment was shared by their parents and, as subsequent chapters point out, by 
their "school." Given that parents reported positive values were learned at RHS and 
that there were discernible positive behavioural changes attributable to RHS, these 
value change propositions were confirmed by this study. 

A closer look at associations with "behavioural changes were due to RHS 

impact" reveals that 15 school process associations in Part C section 1 exceeded 

rho=.2000 but were less than .4500 (p<.05). They included the following: values were 

taught, curriculum had impact, administration communicated clearly, beliefs and values 

were well known, consistency existed in the face of adversity, actions and beliefs were 

consistent, there was a high quality of instruction, enough time was spent on teaching 

values, the staff was motivated and committed, goals and objectives were clear, 

academic and moral development was monitored, and there was "strong leadership." 

In short, behavioural changes were weak to moderately correlated with many 

processes especially consistency, communication, monitoring, "strong leadership," and 

a motivated staff 

A more general perspective defined as "positive outcomes" was also associated 

with good modeUng of values by the staff, with an understanding of, and support for, 

all values learned at the school, with monitoring, and with the spiritual reason for 

sending the child to the school which, as an enrolment factor, reflected an 

understanding of the school's values. Similarly, the belief that there were "positive 

changes due to RHS" was associated with "RHS shares my values," consistency, 

curriculum had impact, administration communicated clearly, values and beliefs were 
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well known, consistency in the face of adversity, consistency in actions and beliefs, 

staff was supportive of the school's values, a safe and positive environment, enough 

time spent on teaching values, staff motivated, committed, and well trained, goals and 

objectives clear, moral development monitored, and strong leadership. The strongest 

correlations (p<.05) were with "strong leadership" (rho=.4534), clear goals and 

objectives (rho=.4320), consistency in adversity (rho=.4305), consistency in actions 

and beliefs (rho=.4352), and curriculum had impact (rho=.5618). 

In parents' minds, positive outcomes of a value's nature were associated with a 

perception of pervasive consistency, strong leadership, motivated staff, clear, 

comprehensible communication, monitoring of student development, and a personal 

sense of assurance that their values were shared by the school. 

Both RHS and AHS were "effective schools" in the sense that substantial and 

positive outcomes were specifically attributed to them by the parents. A fuller picture 

of effectiveness could have been drawn i f a school, which was not seen by the parents 

to be effective, had been included in the case studies. Definitions and explanations are 

often clarified by articulation of the negative. 

Perhaps the strongest statement about effectiveness to emerge fi-om these 

surveys is that it is endemic to an institution and comprised of a complex web of 

inputs, processes, and outcomes. Although inputs tended to be relatively insignificant, 

there was a key role played by the parents' philosophic disposition as reflected in their 

understanding of the school's values and their decision to enrol their child in the school 

based on a voluntary commitment to the specific values' orientation which the school 

had carefijlly developed and communicated. 

Parents felt they had evidence their schools were a significant force for change 

and value transfer. To them processes and outcomes were clearly linked. About 90% 
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of the 1000+ relationships studied between processes and outcomes were significantly 
related and the evidence suggests that positive outcomes were associated with a vast 
network of positive school processes which lay within the school's jurisdiction and 
within its power to modify and improve. 
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Part Five: - The Student Surveys 

CHAPTER E I G H T : Methods and the Student Surveys 

The two parent surveys - one at RHS, the other at AHS - provided a parental 

perspective on the value change process. The students and the staff of the schools 

were two other groups which furnished intimate, personal, and highly relevant 

perspectives. Together they shed light on the same Value Change/Effective Schools 

(VCES) phenomenon, augmenting and complementing the insights which the parents 

provided. Their perspectives were seen to be an integral part of an attempt to provide 

a relatively comprehensive and accurate definition and explanation of the value change 

process in a school setting. Students were the main focus of attention in the two 

school surveys although the staff participated at various points and their views are 

summarised and discussed below in chapters eleven and twelve (see also Appendices 3 

and 4). 

8.1 AHS student respondents 

Access to AHS was described above in chapters four and five. Following a 

brief explanation of the research project to the faculty in August shortly before school 

opened, the Head and his staff agreed to allow me to distribute a student-staff survey 

in early September and in mid-May. 

There were 193 students enrolled in September. One hundred seventy-nine 

completed the survey resulting in a 93% response rate. The high rate of return was 

attributable to the fact that time was set aside in the school schedule for its completion. 

The spring re-test was distributed to the students in mid-May one week after external 

exams were written and two weeks before the end of term. The response rate 

indicated that the survey should have been administered eariier because teachers were 
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not prepared to give up 30 minutes of class time with final school based exams only 

days away. A compromise was reached in which the surveys were begun in a normal 

10 minute homeroom and then left with the students to complete. 

Eighty-five students out of a possible 200 (43%) completed the spring survey. 

This poor rate of return made it necessary to ascertain to what degree and in what 

manner the spring respondent group was biased. Sixty-two of the 85 who wrote in the 

spring also wrote in the fall. Taking into account absentees and students who had 

moved during the year, this represented a fall-spring return rate of 33% (62 out of 

187). The attrition rate was considered too high to permit a comprehensive analysis of 

the fall to spring transition. Various means were used to circumvent the problem but it 

remained an inescapable constraint. Scheduling the re-test earlier in the spring and 

within the school schedule would undoubtedly have improved the re-test response rate. 

8.2 AHS student survey procedure and construction 

The AHS survey was patterned after the two year longitudinal study at RHS 

which was already underway and which finished two weeks after the one at AHS. The 

questions in the AHS survey were refined and made easier to code than the earlier ones 

at RHS (Appendix 3). 

Fall 1991 

In the fall survey there were four sections. The first and fourth were completed 

by all the respondents in the school while the second was for "students only" and the 

third for "staff only." Section one, questions 1-6, focused on demographic descriptors 

which were used to define the population. Questions 7-17 included excerpts from the 

student handbook which represented attitudes or behaviours that embodied values the 

"school" wished to teach. Section two asked students several questions about their 

families as well as two general questions about the handbook. Section three re-
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phrased the questions in section two in a manner which was appropriate for the 

teachers. The fourth section was the Rokeach Value Survey which is summarised and 

discussed below in chapter eleven. As a supplement to the fourth section, students and 

staff were asked to rate how much they "liked" the terminal values (l=like very much, 

10=dislike very much) in an effort to capture a sense of the "feelings" dimension of 

value holding. 

Spring 1992 

The spring survey repeated the fall questions and added two additional 

sections. One of the new sections contained questions which were designed to create 

an interface between the value change propositions and the effective schools model. 

The School Life Survey comprised the other new section and it is discussed below in 

chapter twelve together with two other widely used surveys administered at RHS. 

The value change propositions were interfaced with the effective schools model 

to create a value change/effective schools model (VCES) which was described in 

chapter four.^ Table 8.1 summarises the theoretic connection of the AHS survey items 

to the propositions in the value change theory and Table 8.2 presents the theoretic 

cormection between the items in this survey and the effective schools model. 

Following a frequency study of all the items, those which yielded nominal data 

were analysed with crosstab tables and appropriate statistics. In instances where the 

number of cases was excessively low, the items were "collapsed" to minimise problems 

associated with low cell frequencies. Items which were reverse coded to reduce 

problems associated with yeasayers were "corrected" to allow for comparison and 

correlation. 

1 Cf., Table 4.1: "The Values Change/Effective Schools Model (VCES). 
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Table 8.1: "AHS items and the value change propositions" 

Proposition Items 
1. All humans value F1.7-17,F2.7,F4; Sl.5-14, S2 
2. Values change Fl.7-17 with Sl.5-14; F4 with S2 
3. The more central a value is in one's belief system, the greater 
will be the repercussion of a change in the value F4, S2 
4. The closer a completing value is to the one held by the individual, 
the more likely it is that he/she will internalise the new value 

F1.6, S1.29 

5. When one value changes, it has a derivative effect on one's behef 
system 

F4, S2 

6. Values must be potentially meaningful if they are to be 
internalised 

F2.7,8, SI,.29 . 

7. Individual personality acts as a filter of values F1,F2.2-6,F3.1,2; SI.1-4; 
SI.15,16,21 

8. Value change is not equivalent to moral 'development' 
9. Values are held interactively across the domains of personality 
(i.e., cognitively, affectively, conatively, and behaviourally) in unique 
and idiosyncratic ways 

F5, S1.22, S3 

10. The interactive process of value change follows a pattern of trait 
consistency 

F4 with S2 

11. Values are learned in social environments S1.22, 23 
12. Schools, as a social environment, influence value formation F2.1, S1.23 
13. Elements in a school's environment influence value formation in 
unique and disparate ways 

SI.17-19 

14. Some school environments are more conducive to value change 
than others 

F3.3,4, S1.27 

15. Some schools are more effective in creating a social environment 
climate for value change than are others 

S1.24-26,28,30,S4 

16. The interactive model of school climate conceptualises the 
complex dynamic process associated with value change in a school 
setting 

SI.20, S4 

N.B. F=fall survey FI-3 sections 1-3; F4 Rokeach F5 Rokeach feelings. S=spring survey SI section 
I; 82 Rokeach; S3 Rokeach feeling; S4 School Life 

Table 8.2: "AHS items in the effective schools model 

Determinant: input and process Outcome (goal 
attainment) 

atmospheric climate 
culture milieu 

organisatioi 
ecology 

lal climate 
social system 

81.15; 22,23,28,30 F4; Sl.4,20,21,27, 
29, S2, S3* 

Fl.1-6, F2.1-
6, F3.1,2; 
SI.1-3 

Fl.7-17, F2.7,8; F3.3,4; 
Sl.5-14; SI.16-19; 
Sl.24-26; S3* 

81.15; 22,23,28,30 

culture: norms, beliefs, values, meanings, cognitive strucnires (input and process) 
milieu: individual background characteristics (input) 
ecology: physical variables (input and process) 
social system: formal/informal rules (process) 

2 See below chapter 12. 
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As in the parents' survey, relationships between nominal and ordinal data were 
explored through the use of contingency tables, chi-square, and Cramer's V. 
Spearman's rho, together with Mann-Whitney's U, Kruskal-Wallis' H, and Friedman's 
two-way analysis-of-variance were used with ordinal level data. Pearson's r and 
regression were used with interval level data or with ordinal data which had been 
combined to form indices. As a general rule, where the data was at two levels, the 
test which was appropriate for the lower order was used. The Cronbach alpha tests 
revealed a satisfactory level of reliability in both surveys.̂  

8.3 RHS student respondents 1990-92 

The three phase panel study done at RHS over a two year period allowed for 

additional facets of the change process to be identified and analysed. As in the three 

other surveys, the RHS student survey was a survey of opinions about a specific school 

and a specific setting. The conclusions which emerge from the study illuminate and 

explain a theory of school effectiveness which is widely used today. It is through the 

survey's clarification of principle and application to theory that its idiosyncratic nature 

becomes relevant to the school community. 

Details of access to RHS were described above in chapters 4 and 5. Because 

of my role as the school principal, I was able to construct the survey and distribute it as 

I deemed appropriate. The procedures for completing the survey were explained to 

the staff in the fall of 1990. Phase one of the survey was completed in the first week 

of October 1990 just after schedules had been finalised. All students grades 7 to 12 

were surveyed. Teachers who had agreed to administer the survey were given copies 

of the booklets the day it was to be written. Students had one hour to complete the 

battery although about ten of them asked for additional time. The cover letter did not 

3 Fall: #7 closed campus to #17 truancy - cases 168, items 11, alpha .7494; spring: #5 closed campus 
to #14 truancy - cases 80, items 10, alpha .7896; spring #21 think to #29 value similar - cases 79, 
items 9, alpha .7088. 
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specify that the principal had prepared the survey although it was made clear to all who 

asked that the principal was collecting the data. Anonymity was promised. 

The teachers were asked to go over the instructions in the covering letter and 

to clarify procedural points i f they were raised. Otherwise they were instructed not to 

give advice on the questions themselves. Several teachers responsible for students in 

the younger grades (7-8) indicated their students had difficulty understanding the 

Defining Issues Test (DIT) and the Allport-Vernon-Lindzey Study of Values. Because 

of their report and the high incidence of incomplete work at this level, these two 

instruments were discarded for grades 7 and 8. Otherwise, no problems were 

reported. The RHS students were familiar with questionnaires so the completion of 

this particular survey did not generate a great deal of discussion. 

The response rate for the Fall 1990 survey was 159 out of 161 or 99%.^ This 

included the grade 7 and 8 students who did not complete all the sections. The spring 

1991 response rate was 153 out of 153.' When the Spring '91 survey was matched 

with the Fall '90 survey it was found that the response rate for the 1990-1991 year was 

146 out of 150 (97%).6 

The spring 1992 re-take followed the pattern set in 1990-1991. Teachers who 

were able to devote a class period to the survey were asked to administer it to their 

students. Two teachers were needed per grade level. Once again, the entire student 

body was surveyed although one grade eleven section was missed because the teacher 

who organised the distribution of the surveys overlooked them and the mistake was 

not discovered until it was too late to have the missing group surveyed.^ Following 

'* Grade 12: 36/36; Grade 11 33/33; Grade 10 32/34; Grade 9 32/32; Grade 8 11/11; Grade 7 15/15. 

5 Grade 12 35/35; grade I I 32/32; Grade 10 32/32; Grade 9 31,31; Grade 8 10/10; Grade 7 13/13. 

^ The differences occurred due to withdrawals, absences, and the enrolment of new students during 
the year. Grade 12 34/34 (one new student came during the year, one fall respondent left meaning 
that the response rate in both the fall and the spring was 36 but the possible fall - spring match was 
actually 34. All of the possible matches responded to the survey); Grade I I 31/31, Grade 10 28/32; 
Grade 9 31/31; Grade 8 10/10; Grade 7 12/12, 

The principal group missing was a small section of the grade 11 class. This section was created in 
the fall by a timetable option exercised by the smdents. Grade 12 28/29; Grade 11 29/42; grade 10 
31/33; grade 9 21/27. 
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the completion of the survey, teachers reported hearing a few comments like, " I 
remember this test" (referring to the Rokeach) but in general they feh the survey was 
completed as a "matter of course," or, as one teacher put it, "No complaints and no 
comments." Once again, the covering letter in the Spring 1992 survey did not mention 
that the survey had been prepared by the principal. One parent complained to the 
principal about the type of questions asked in one of the sections because she felt the 
survey "forced" her grade 11 daughter to choose values. 

As in the case of the Spring '91 survey, it might have been preferable to have 

had the survey administered in the last week of May rather than the first week of June. 

Term end pressure was building and tension in the school due to exams and year-end 

activities appeared to be higher in early June than it had been in late May. However, in 

order to get results comparable to the Spring '91 survey, it was felt that the Spring '92 

survey should be administered as close as possible to the same date. 

The response rate for the Spring '92 survey was 110 out of 131 (84%). The 

grade 7 and 8 classes were not surveyed in Spring '92. Due to absences and enrohnent 

changes (withdrawals and entrances) the total number of students who could have 

written the Spring '92 survey who also wrote the Fall '90 survey and the Spring '91 

survey was 63 out of a possible 78 (81%).^ The response rate for those who 

completed the individual surveys as well as the rate for those who completed the 

longitudinal study was considered good. 

8.4 RHS student survey procedure and construction 

Fall 1990 

The Fall 1990 survey contained four sections. Section one requested 

demographic information which was used for matching purposes as well as for 

important "input" information in the effective school's model. Section two was the 

Rokeach Value Survey which is summarised and discussed in chapter eleven. Two 

other widely used surveys were included in this initial battery. The Defining Issues 

Test (DIT) was used to explore the possible association between "moral development," 

8 Grade 12 23/29; Grade 11 18/20; Grade 10 15/19; grade 9 7/10. These are Spring '92 grade levels. 
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as defined by Kohlberg-Rest, and the VCES model developed in this research project. 
The Study of Values sought to clarify whether personality orientation as described by 
Allport-Vemon-Lindzey was associated with the VCES model. Both of these 
instruments are described and discussed in chapter twelve. 

Spring 1991 

The Spring 1991 survey was identical to the Fall 1990 survey in sections one 

and two but sections three and four {DIT, Study of Values) were replaced with the 

Williams and Batten School Life Survey. This instrument was used because of its 

strong theoretical basis, because it encompassed a diverse number of features which 

are associated with school climates, and because it could be readily reduced to a single 

composite index which could in turn be correlated with factors in the VCES model. It, 

too, is described and discussed in chapter twelve. 

Although section one (demographics) of the Spring 1991 survey was identical 

to section one of the Fall 1990 survey, students were only required to complete the 

first few questions which were needed to match the Fall surveys with those of the 

Spring. Two questions dealing with academic achievement (report card grades) and 

one with behaviour (detentions) were added in order to estabUsh correlates with these 

outcomes. 

Spring 1992 

The Spring '92 survey was modelled on the Spring '92 survey at AHS. Both 

surveys tried to clarify the association among various input-process-outcome factors 

which the VCES model suggested were important. The RHS survey was redesigned 

for easier coding and shortened in order to reduce the perception which some might 

have had that it was a long survey and consequently "hard work." Part One asked for 

demographic information needed for matching and correlational purposes. Part Two 

included questions about the RHS handbook which explored the idea that students 

"held" the values "behaviourally" in a way which the school theoretically taught them 
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to and approved. It also included sixteen questions dealing with student opinions 
about the year and their assessment of the school's effectiveness for them. Part Three 
was a repeat of the Rokeach Value Survey and Part Four was a repeat of the School 
Life Survey. 

Table 8.3 sets out the theoretic role of the survey items in the value change 

model. These value change propositions were interfaced with the effective schools 

model described earlier to create the values change/effective schools model (VCES). 

Table 8.4 catalogues the fall-spring-spring survey items in a register according to their 

theoretic position in the effective schools model. 

Following a frequency study of all items, those which yielded nominal data 

were analysed with crosstab tables and appropriate statistics. Where nominal or 

ordinal level data emerged and the frequencies were excessively low, the items were 

"collapsed" and items which were reverse coded to reduce problems associated with 

those who tend to agree or disagree with everything, were "corrected" to allow for 

comparison and correlation. 

As in the other surveys, relationships between nominal and ordinal data were 

explored through the use of contingency tables, chi-square, and Cramer's V. Where 

there was ordinal data or ordinal data in conjunction with interval data. Spearman's rho 

was used as well as Mann-Whitney's U, Kruskal-Wallis' H, or Friedman's two-way 

analysis-of-variance. Pearson's r and regression were used with interval level data or 

with ordinal data that had been combined to form indices. Factor analyses were used 

to confirm item groupings established by theory and to reduce the number of items to a 

more manageable number. As a general rule, where the data was at two levels, the test 
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which was appropriate for the lower order of data was used. Cronbach alpha tests 

indicated the survey's reliability was generally satisfactory.^ 

Table 8.3: "RHS items and the value change theory" 

Proposition Item 
1. A l l humans value F2, F3, 1S2, 2S3 
2. Values change F2, 1S2, 283 
3. The more central a value is in one's belief system, the greater wil l be the 
repercussion of a change in the value 

F2, 1S2, 2S3 

4. The closer a completing value is to the one held by the individual, the 
more likely it is that he/she wil l internalise the new value 

F1.4,F1.10, 2S2.33 

5. When one value changes, it has a derivative effect on one's belief system F2, 1S2, 2S3 
6. Values must be potentially meaningful i f they are to be internalised F1.4,F1.10, 2S1.3, 

2S2.25 
7. Individual personality acts as a filter of values F1,F3,F4, 1S1,2S1 
8. Value change is not equivalent to moral 'development' F3 
9. Values are held interactively across the domains of personality (i.e., 
cognitively, affectively, conatively, and behaviourally) in unique and 
idiosyncratic ways 

F2,1S2,2S3 cog, 
feeling, ISlqaca, 
beh, 2S2.9-16 

10. The interactive process of value change follows a pattern of trait 
consistency 
11. Values are learned in social environments 
12. Schools, as a social environment, influence value formation F2, 1S2, 1S3, 2S3, 

2S4, 2S2.9-33 
13. Elements in a school's environment influence value formation in unique 
and disparate ways 

lS3,2S2.17-34 

14. Some school environments are more conducive to value change than 
others 

1S3, 2S2.34, 2S4 

15. Some schools are more effective in creating a social environment 
climate for value change than are others 

2S2.31,32,2S4 (91-
92) 

16. The interactive model of school climate conceptualises the complex 
dynamic process associated with value change in a school setting 

1992. 2S1-4 sections 1-4. 

Table 8.4: "RHS items in the effective schools model" 

1-3; 2S=spring survey 

Determinant: input and process Outcome (goal 
attainment) 

atmospheric climate 
culture milieu 

organisatio: 
ecology 

lal climate 
social system 

ISlqAca, Beh, 
2S2.19,2S2.26, 27, 
32, 34 

F2, F3, F4, 1S2, 
IS3*, 2S2.25, 31, 
2S3, 2S4 

F l , I S l , 2S2, 
2S1.24, 
2S1.333 

F1.6, 
2S1.5 

1S3*, 2S2.9-18, 
2S2.20-23, 2S2.28-31, 
2S4*; Sl.24-26; S3* 

ISlqAca, Beh, 
2S2.19,2S2.26, 27, 
32, 34 

* The School Life Survey'-'^ 
culture: norms, beliefs, values, meanings, cognitive structures (input and process) 
milieu: individual background characteristics (input) 
ecology: physical variables (input and process) 
social system: formal/informal rules (process) 

5 Spring 1992 #9 neat to # 16 dating - cases 102, items 8, alpha .8525; # 25 similar to # 33 values 
similar - cases 92, items 9, alpha .7141. 

See below chapter 12. 
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Part Five: Results - The Student Surveys 

CHAPTER NEVE: Results of the Locally Developed Surveys 

Chapter Nine summarises the results of two general surveys which examined 

student attitudes and opinions about their schools. The chapter begins with a profile of 

the respondents based on a frequency study of the demographic items and then 

proceeds to a summary of the most important results which emerged. 

9.1 Student Profiles 

9.1.1 AHS student profile 

Approximately half the AHS student respondents were male (48.6%) with the 

17 year olds representing the largest single group (24%) and 12 year olds the smallest 

(10%). Twenty-seven percent of the students were in their first month at AHS and 

another 20% had been in the school for only a year. Long term students were 

classified as those with attendance records of two years (24%), three years (14%), and 

four or five years (15%).^ Just under half the students were bom in one of three 

countries or areas of the world: the United States (18%)), Norway, Sweden, Finland 

(17%), and Switzerland (10%). The students had clearly been exposed to a variety of 

cultures. Forty percent indicated they had lived in two countries more than 6 months 

while another 34% said they had lived in three countries more than 6 months. Sixteen 

percent had lived in four or more countries. 

AHS students were divisible into four main religious groups. Twenty-two 

percent claimed to be Roman Catholic, 27% Protestant, 22% a variety of other 

religions, and 29% professed no religion (24%) or indicated they "did not know" (5%). 

AHS students were clearly from the upper middle class. Fifty-one percent stated that 

^ Cf., the AHS parent survey in chapter six which confirmed this student profile. 
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their fathers were "executives," another 12% said they were engineers, 8% said they 

were business entrepreneurs, and 9% said they were business consultants. About half 

the students listed their mother's occupation as "homemaker" while 16% claimed she 

was "unemployed." These results were in line with information from the Self Study 

which pointed out that the host country rarely permitted spouses to work. 

As one would expect from the AHS parent survey, 94% of the students 

indicated they were living with both parents. The majority had one sibling (53%) with 

only 10% reporting three or more brothers or sisters. This was about equal to the 

number who had no siblings (9%). 

AHS Spring re-test 

The low rate of response in the spring (43%) made it imperative that the 

composition of the respondent group be explored for bias. While no gender bias 

emerged (49% male), Table 9.1 demonstrates that there was a discernible age bias. 

Making allowance for birthdays over the school year, it is clear that younger students 

were disproportionately represented in the spring sample. 

Table 9.1: 
"Age profile of the fall and spring respondents." 

Age 
(spring) 

% of total respondents 
Fall 

% of total respondents 
Spring 

18(19) 6% 7% 
17(18) ^ 24% 16% 
16(17) 17% 12% 
15(16) 17% 16% 
14(15) 16% 17% 
13(14) 10% 16% 
12(13) 10% 16% 

There was also a discernible shift towards the student who had been enrolled 

for a shorter period of time. The percent of new student responses (spring: one year) 
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increased from 27% in the fall to 47% in the spring and second year students increased 
fi-om 20% to 28%. 

Consequently, the fall - spring comparisons which follow are qualified to reflect 

the possibility that differences were potentially attributable to age. The spring 

respondent group was apparently dissimilar in other ways as well. In the fall, the 

students were asked where they were born; in the spring they were asked their 

citizenship. Spring respondents were 42% Western European, 23% Anglo American, 

1% Japanese, and 10% Indian. In the fall, 48% were bom in Westem Europe, 19% 

Anglo-America, 10% in Japan, and 1% India. The discrepancy could have been partly 

due to citizenship laws related to place of birth but the variation in the Japanese and 

Indian percentages indicates that the respondent composition had changed and a small 

citizenship bias had emerged. In summary, the spring re-test produced a respondent 

group which was not truly representative of the student body. Those who returned the 

survey tended to be young, recently enrolled students, who were somewhat different 

than the hypothetical "typical" student in terms of citizenship. 

9.1.2 RHS student profile 

Fall - spring survevs 1990-1991 

The RHS student body was comprised primarily of students bom in North 

America (47% USA; 10% Canada). Twenty-five percent were bom in the European 

Union while 19% were born in other European countries or elsewhere in the world. 

Almost all the students had lived in more than one country for six months. In this 

sense, the respondents were very similar to the respondents at AHS. Again, like AHS, 

57% of the student body had been at the school a year or less, 17% for two years, and 

26% for three years or more. 
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About two-thirds of the students lived in the school's residences (68%), which 

was the normal year to year ratio. Fifty percent indicated their fathers were 

"clergymen or an officer in a religious organisation." Only two other vocational 

categories had 10% of the responses: executives (11%) and teachers/professors (10%). 

Many students (41%) indicated that their mothers were "homemakers" but 29% 

categorised their mothers as "clergy or an officer in a religious organisation." 

Domicile arrangements fell out along traditional family lines with 91% of the 

students stating that they lived with "both parents." The Baptists (25%) formed the 

largest religious group followed by the Pentecostals but over half the students declared 

themselves to be "other Protestant." Only six percent indicated they were non-

Protestant and only one student claimed "no religion." This demographic feature, 

together with the occupations of the parents, gave rise to the designation of this school 

as the "Religious High School" (RHS) and was the principal feature which 

distinguished it from AHS. 

Spring 1992 

Forty-three percent of the 110 Spring 1992 respondents were male, 57% were 

female. Nine percent were 15 years old, 15% were 16, 32% were 17, 34% were 18, 

9% were 19 and 2% were 20 years old.2 Expressed as grade levels, the students were 

distributed as follows: 26% were in grade 12, 27% were in grade 11, 28% were in 

grade 10, and 19% were in grade 9. This represented a slight deviation from the 

student population because the grade eleven class actually comprised 32% of the 

student body.^ The majority held citizenship in North American (59%) with the next 

2 Grades 7 and 8 were not included in this total because they completed only part of the survey. 

^ C£, chapter 8 for an explanation of this anomaly. 
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largest group coming from westem Europe (28%). Most other regions of the world 

were represented but only by 1 to 3% of the student population. 

About a third of the student body reported they had been in the school one year 

(32%), 20% reported two years, 16% three years, 13% four years, 5% five or six 

years, and 13% seven or more years.'* Residential students represented 71% of the 

respondents which was in keeping with the historic pattem. Occupational 

classifications remained similar to the fall 1990 respondent group. Fifty-four percent 

Usted their father's occupation as clergy or the equivalent in some religious 

organisation. Teachers/professors at 8% and executives and engineers at 7% were two 

other noteworthy categories. 

RHS students who completed all three surveys (fall 1990, spring 1991, spring 

1992) were designated the f-s-s cohort. No bias was detected in this respondent 

group. 

9.2 Staff profiles 

The focus of attention at the two sites was the perspective of students and 

parents. The staff were included here primarily to illuminate aspects of the student 

response. Even this limited role was hampered by the poor response rate and the 

inability to ascertain the representativeness of the respondent group. Only several 

highlights are noted below. Additional discussion relevant to the staff perspective 

follows in chapters eleven and twelve. 

9.2.1 AHS staff respondents 

Of the forty teachers on staff (Ml and part-time), eighteen completed the 

survey in the fall for a response rate of 45%). Five who had not completed the survey 

Students were asked to round off partial years and to count 1991-92 as a completed year. 
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in the fall, or who failed to submit it then, completed the re-test in the spring. These 

five were combined with the fall respondents to give a response rate of 58%. Only six 

(15%) completed the survey in both the fall and the spring so there was no possibility 

of a fall-spring comparison. This was a disappointment because one of the objectives 

of the survey was to test the theory that teachers change along with and, in part, 

because of, their students. 

AHS respondents were equally split between male and female (11/12) v^th the 

majority (64%) ranging in age from 39 to 43. Americans represented 48% of the staff 

with other significant groups coming from Great Britain and Switzeriand (both 14%). 

Like the students, the staff" had lived in many countries for more than 6 months. Over 

half indicated they had lived in three or more countries for at least half a year. As a 

group they tended to be more "religious" than the students with only 13% indicating 

they had "no religion." Roman Catholics (20%) and Protestants (26%) formed the 

largest groups. Most of the teachers had been in the school from 1 to 5 years with 

only 8% indicating they had been there more than 6 years. Only one of the 

respondents had attended university for less than five years. 

9.2.2 RHS staff respondents 

The RHS staff" were surveyed in the fall of 1990 and spring of 1991. In the 

case of the fall survey, 28 of 38 returned the survey for a response rate of 74%. The 

spring response was much poorer: 10 of 37 responded for a 27% response rate. 

Because only 22% (8 of 37) completed both the fall and the spring surveys, there was 

insufficient data for a fall-spring comparison so the two surveys were combined to 

create a "staff"response" analogous to AHS. 
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9.3 The V C E S model 

Data from the surveys was organised within the framework of the VCES 

model. Item linkage to the model is set out in chapter eight. In addition to the items 

contained in the surveys, there were six indices created from items which assessed 

different but logically connected aspects of the same constmct. Each of these indices 

is included in an appropriate VCES category. 

9.3. Organisation climate - input and process determinants 

9.3.1.1 Organisational climate: milieu 

.1 Age 

Input variables, like "age," were found to be related to a number of process and 

outcome variables. For example, the scores expected on the final AHS report card and 

feelings about the school's handbook both showed a weak correlation with age.̂  In 

the case of "scores," 45% of the young adolescents (i.e., the youngest third), expected 

A's, 13% of the middle adolescents expected A's and only 1% of the older adolescents 

expected A's. Table 9.2 sets out the Spearman rho correlation picture for the "age" 

variable. 

However, age (spring) was not associated with the number of friends a student 

had, the students' perception that their parents supported the school, the sense 

students had that they were more tolerant because of the school's impact on their lives, 

the feehng that people in the school thought like they did, or the perception that the 

school had high expectations. 

5 Age with scores expected: 29.17466, DF 4, N=162, K=.300, p<.001; age with feelings about the 
handbook: 26.02291, DF 6, N=154, F=.29067, p<.001. 



223 

Table 9.2: "Item correlations with 'age' at RHS and AHS" 

AHS younger students (i.e., "age") associated with rho N p 
a willingness to recommend the school .3310 81 .001 
a higher overall score for the school .4381 79 .001 
support for the "overt values are taught at AHS" index .3200 82 .002 
a belief their values were similar to the school's at entry .2359 79 .001 
a feeling that their was a positive "school climate" .2356 82 .017 
a feeling that the school had a "positive atmosphere" .2871 81 .005 
approval of the AHS handbook rules .1935 82 .041 
RHS Younger students (i.e., "age") associated with 
less conviction that there were high academic expectations -.2392 108 .006 
support for the walkman rule .1664 109 .042 
a belief that teachers were the greatest source of negative influence .3192 93 .001 
a belief that peers were the greatest source of positive influence -.2473 92 .009 
lack of involvement in the school -.2208 63 .041 
lack of support for the handbook prohibition rule^ -.2108 63 .041 

RHS fall 1990 

As one would expect in a valid survey, input items age and grade level were 

closely related (r==.8891, p<.01 2-tailed) while age and time in school were weakly 

correlated (r=.2296, p<.01 2-taiIed) as was age and the number of countries students 

had lived in (rho= .3218, N=148, p<.001). Student age was not significantly 

associated with the types of personalities in the Study of Values, nor was it significantly 

associated with religion, parents' occupations, residence status, or negative behaviour. 

Older adolescents were associated with fewer A's and more C's, just as they were at 

AHS.7 

However, no significant relationship was found between age and the perception 

RHS students had of their parents' attitudes towards the school. Similarly, there was 

no significant relationship between age and many process items including feelings 

about the school climate and atmosphere, the number of close fiiends, support for 

most of the handbook rules, a general feeling about the handbook, perceptions of high 

' That is, no alcohol, illicit drugs, dancing, etc. 

'7 Age was re-coded: 12,13,14=1 young adolescents, 15,16=2 middle adolescents, 17,18=3 older 
adolescents, 9.81346, DF 4, p<.05, F=.20221, N=120, eta-squared wifl i academic achievement 
dependent .082. 
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moral and behavioural expectations, and a belief that people in the school thought like 

the student. Furthermore, there was no significant relationship between age and 

outcome items such as the academic achievement of the student, the number of 

detentions, the overall score of the school, and the willingness to recommend the 

school to others. 

.2 Citizenship 

No significant relationship was found between the student's birthplace and the 

way in which the AHS mle book was viewed, the number of close friends the student 

had, the source of best friends, the sense in which a student saw AHS people thinking 

like he/she did, or the student's involvement in the school programme. 

Relationships with RHS citizenship (Spring '92) were found to be unrelated or 

only weakly related to many VCES items, including the major outcome measures. 

However, as one would expect, there was a moderately strong relationship between 

birthplace and citizenship.^ Citizenship was also related to the father's occupation. 

Seventy percent of North American fathers were "clergy" with only 25%) reported as 

"professional" or "business/executive," Fifty percent or more of the European and 

"other" students listed their parents as "professional' or "business/executive" with 

about 30% indicating their parents were clergy in both cases.̂  This result 

corresponded with historic enrolment pattems at RHS. 

Citizenship was also weakly related to the RHS students' claims to have read 

the handbook and their feelings about it. Seventy-seven percent of North Americans 

said they had read it all, 50% of the "other" citizenships had read it all, but only 27% of 

the European citizens said they had read it all. Conversely, 67% of the Europeans, 

8 77.18271, DF 6, p<.001, N=106, F=.60338, eta-squared birthplace dependent .342. 

9 22.08947, DF 6, N=107, p<.001, F=.32128, eta-squared with father's occupation dependent .013. 
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36% of the "other" citizens, and 19% of the North Americans claimed they had read 

parts of i t . i " The pattern repeated itself in terms of what the students felt needed to be 

done with the handbook. North Americans thought it was good the way it was (5%) 

or that it only needed minor revision (59%), "other" citizenships concurred although 

wdth less support (8% - good as was, 46% - needed minor revisions), while the 

majority of Europeans felt that a lot of changes needed to be made (38%) or that it 

should be "thrown out and completely re-written" (28% compared to 23% for "other" 

and 5% for North Americans), 

.3 Number of countries lived in for more than six months 

Students at AHS and RHS were international in a double sense - they had lived 

in many countries and they held passports from around the world. The number of 

countries lived in for more than six months was not significantly related to key process 

and outcome items. However, it was moderately to weakly cortelated with the RHS 

student's age (r=.3053, p<.01, 2-tailed), grade level (A=.3517, p<.01, 2-tailed), and 

length of time spent in the school (r=.2382, p<.01, 2-tailed). In the case of time in the 

school, there was a similarly weak positive correlation at AHS between the number of 

countries lived in and years in the school (rho=.2127, N=177, p<.01) These 

correlations were predictable and represent a confirmation of the instrument's reliability 

in the sense that data was consistent and followed a logical pattern. 

10 B2.16: 31.69530, DF 6, N=103, p<.001, F=.38306, eta-squared with handbook dependent. 142. 

11 B2.16: 13.24923, DF 6, N=I03, p<.05, F=.25361, eta-square with feelings about handbook 
dependent .105. 
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.4 Parents' occupation 

No significant relationship was found to exist between either parent's 

occupation and the grades AHS students received, the sense in which the students felt 

AHS people thought like they did, or the perception the students had that their values 

were the same as the schools when they enrolled. There was also no significant 

relationship between the mother's occupation and the overall score the students gave to 

the school. 

The generally insignificant role of parental occupation was confirmed at RHS. 

For example, the father's occupation was not found to be associated with the students' 

perception of their parents' support for the school, with their feeling that other people 

in the school thought similarly to them, with their sense that their values were the 

same as the school's, with a willingness to recommend the school, or with the overall 

score of the school. The f-s-s cohort at RHS confirmed the non-significance of 

additional relationships related to the father' occupation including the six value profiles 

in the Study of Values survey, detentions, academic achievement, and the number of 

close fiiends. The mother's occupation at RHS was likewise not found to have a 

significant relationship with any of the fifteen variables which were examined. 

.5 Grade level 

Grade level was not found to be significantly related to 21 of the 22 items 

studied with the RHS spring 1992 respondents. Only in the case of time in the school 

was their found to be a significant relationship. The nature of these relationships 

was corroborated by the f-s-s cohort. Several additional ones were explored with this 

^2 The six value profiles from the Study of Values, detentions, academic achievement 1991,1992, 
perceived parents' attitudes, close friends, overall score, similar thinking, values similar on entiy, 
willingness to recommend. 

1^ Spearman's rho=.4830, N=88, p<.001; a crosstab study confirmed this. 
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group and it was found that year in school was weakly, but positively, associated with 
the source of fiiends (rho=.2506, N=50, p<.05) and teachers as the primary source of 
negative influence (rho=.2821, N=46, p<.05). 

.6 Years in school 

The number of years a student has attended a school can be seen as both an 

input and process factor. The fall recording of "years" was seen as an input into the 

school while in the spring it was held to be a process element. Years in the school was 

not seen as a particularly dynamic factor. It was not found to be associated with such 

items as the overall score give to AHS, the perception that personal values were 

similar to the school's upon entry, the grades expected on the report card, the rating of 

the School Life index, the perception that parents were supporting the school, the 

acceptance of the rules and principles of the handbook, the willingness to recommend 

the school, the learning of values like tolerance and involvement, and of the feeling 

that people in the school thought like the student. 

However, it was weakly associated with the age of the student as well as with 

the belief that there was a positive atmosphere at AHS.^'' The number of years at AHS 

was also associated with sources of influence in the school. In this case the impact was 

negative. Those with one year or less at AHS felt that another member of the peer 

group was the greatest negative influence in their lives (45%). Those with 2,3 or 4 

years in the school all ranked the peer group second or lower as a source of negative 

influence (19%, 20%, 11% respectively). Students with one year or less selected "a 

classroom teacher" as the next most likely source of negative influence (24%). For 

those with two or more years in the school, teachers were very rarely identified as a 

1'* Newer students were associated with a higher mean ranking on the atmospheric scale: rho=.3067, 
N=73, p<.01; years with age rho=.5705, N=8I , p<.001; r=.5528, p<.01. 
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source of negative influence. For those with more than one year in the school the 

principal "negative source" was an administrator (30-33% for all three categories). 

For the relatively new students, administrators were a noteworthy source (17%)) but 

not to the degree that they were for longer term students. The other distinguishing 

factor about the longer term students was their frequent identification of many sources 

of influence. Perhaps the one exception to this was the designation of the "counsellor" 

as a negative source by the two year students (24%)). The school's counsellor had been 

ill and unavailable for much of the year.̂ ^ 

At RHS it was found that length of time in the school was not associated with 

academic performance or negative behaviour (Fall 1990) or with gender, citizenship, 

and father's occupation (Spring 1992). Analysis of data from the f-s-s cohort 

indicated that "length of time" in RHS was not significantly related to key items in the 

VCES model. 

Two handbook mles were significantly related to time in the school, although 

in both cases ("order" and "walkman") the pattern was not directly (progressively) 

related to length of time in the school. New students were the most dogmatic about 

their beliefs. On the one hand, they were the most supportive of "order" while, on the 

other, they were the least supportive of the "walkman" prohibition. The one and two 

year students were generally the most supportive of these mles, the three to five year 

students were generally the most undecided (67% "order" and 50% "walkman"), and 

the 6+ year students were the most diversified in their opinions, 

15 X^ 40.60295, DF 21, F=.44289, N=69, p<.01. 

16 "Order:" x̂  27.66110, DF 12, N=61, p<.01, F=.38878, eta-squared with "order" dependent .211 
and with "time" dependent .078; "walkman" x̂  26.46279, 16 DF, N=61, p<.05, ¥=.32932, eta-square 
with "walkman" dependent .048 and with "time" dependent .100. 
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.7 Domiciliary arrangements 

The frequency studies used for the creation of student profiles at both sites 

indicated that virtually all the students lived with their natural parents although, in the 

case of RHS, many lived in residence during the school term. Residence status was 

not significantly associated with many other items including the parent's occupation, 

religion, academic achievement, or the Study of Values profiles. Only in the case of the 

"aesthetic personality" was there a significant relationship, i'^ In the Spring 1992 survey 

three items were in significant association (p<.05) with place of residence. Students 

who lived in the school residences were associated with the classroom as a source of 

fiiendship (44% to 28%) and with "other" sources of best friends (21% to 12%), or 

with the feeling that they did not have "best friends" (22% to 4%). Non-boarding 

students were particulariy associated with best friends from the neighbourhood (44% 

to 4%). 18 Ethnic sources of best friend were equally popular (10%) for both 

residential and non-residential students. 

Another significant, moderately weak relationship existed between residence 

status and the student's declaration of involvement in the life of the school. Residential 

students were more associated with involvement, Residential students were also 

associated with a willingness to recommend the schooPi Data from the f-s-s cohort 

1^ That is, a personality which values beauty and harmony, grace and symmetry - fulfilled in artistic 
experiences, 10.89699, DF 4, p<.05, N=95, K=.33868, eta-squared with "aesthetic" dependent 
.037. 

1^ This response demonstrated face validity because only home students had an opportunity to make 
long term friends in a community which did not speak English. 

19 X^ 26.20992, DF 4, p<.001, N=98, K=.5I715, eta-squared with "friendship" source dependent 
.009, wiUi dorm dependent .267. 

20 x̂  13.08127, DF 4, p<.01, N=108, F=.34803, eta-squared with "involvement" dependent .109. 

21 x̂  10.58120, DF 4, N=106, p<.05, F=.3I595, eta-squared with "recommend" dependent .034, 
with "residence" dependent .100. 
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demonstrated that there was a significant association between the place of residence 

and the belief that people in the school thought like the student did. Forty-three 

percent of the residential students agreed that people at RHS thought like they did 

whereas only 12% of the home students felt this way. Conversely, 24% of the home 

students felt strongly that people did not think like they did (residential=8%) and 29% 

had "no opinion" (residential=13%). This concurs with the parent survey where it was 

found that parents of residential students were more sure than parents of home children 

that their values were the same as the schoors.22 

.8 Gender 

Gender was the item most extensively studied with crosstabs. Four items fi"om 

the AHS handbook section were taken as representative of the ten. They, together 

with all the rest of the items in the AHS survey section one were studied with the use 

of crosstab tables except for item 29. Only three of the relationships were found to be 

statistically significant (p<.05). This meant that gender was not significantly related to 

the grades expected, an evaluation of the school's atmosphere, the overall grade, or a 

willingness to recommend the school. 

The three items which were associated with gender were particularly interesting 

because of light they throw on gender issues. When confronted with the statement, 

"Above all, students should act responsibly and respect others," (Slql2) 100% of the 

female respondents agreed, 38% of them indicating they "strongly agreed." The 

majority of male respondents agreed (25% strongly agreed) but there was a 

considerable minority who disagreed (23%) or strongly disagreed (3%). Responsibility 

22 7.83750, DF 3, p<.05, N=57, F=.37081, eta-squared "think similar" dependent .119. 
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and respect were two values expressed in the handbook which girls, rather than boys, 
tended to support." 

Male and female students at AHS also differed on the number of friends they 

felt they had in the school, as Table 9.3 points out. 

Table 9.3: "AHS friendship with gender." 

male female 
none 15% 5% 
1 23% 5% 
3,4 26% 53% 
5-10 31% 21% 
10+ 5% 16% 

14.62178, DF=4, F=.42227, N=82,p<.01 

The third significant association with gender came from the item asking 

students i f AHS had "high moral expectations." The crosstab study revealed that 

males were particularly associated with agreement (85% versus 53% for the females) 

while females were associated with disagreement (47% versus 15% for the males). '̂' 

At RHS, gender was associated with detentions and the Study of Value's 

"theoretical" personality.^^ In the case of the indicator of negative behaviour 

(detentions) males were particularly associated with "two or three" (14%) to 7% for 

females) or "more than three" (14%) to 3% for females) while females were particularly 

associated with no detentions (68% to 62%) or one (23% to 10%).26 

In contrast to female students, males were weakly associated with a rejection of 

the handbook even though they were split between those who thought it was good as 

it was (or only needed a few changes), and those who wanted to throw it away or 

23 13.43271, DF=4, K=.40474, N=82, p<.01; the spring results provided confirmation: 
12.90311, DF 4, F=.46374, N=60, p<.05. 

24 9.87313, DF 3, F=.34699, N=82, p<.05. 

25 The "theoretical personality" is held to value the discovery of the truth; he/she is empirical, 
critical, rational. 

26 yP- 9.16260, DF 3, N=121, p< 05, F=.27518, eta-squared with detentions dependent .039. 



232 

make substantial changes (21%). Female students were associated with a desire to 

make some minor changes (59%) or to make substantial changes (36%) but not to 

throw it out and start again (5%).^'^ 

Female students at RHS were also more positive about the principle enjoining 

them to keep the campus neat and tidy. Eleven percent of the RHS male students 

expressed "no opinion" and 7% disagreed while 98% of the females agreed (46%) or 

strongly agreed (53%).^^ Males were associated with a negative feeling about the rule 

requiring them to be neat and "well-groomed." Sixty percent disapproved (23%) or 

strongly disapproved (37%)) with the rule compared to 28% of the females who were 

more often associated with positive feelings about male dress regulations than were 

males (45%).29 

.9 Religion 

ReUgious persuasion was not related to the perception students had that their 

values were similar to those of AHS when they first came to the school. However, it 

was found to be significantly related to the feeling that "people around AHS think 

pretty much like I do." Protestants and those claiming "no religion" were the most 

sure that people at AHS thought like they did while those with other religious beliefs 

felt different fi-om "most people," as Table 9.4 points out. The RHS students' religious 

backgrounds (Fall 1990) were not found to be related (p<.05) to any other items of 

particular interest in the value change model. 

27 9.37996, DF 3, N=100, p<.05, F=.30627, eta-squared with handbook feeling dependent .018. 

28 y2 9 24428, DF 3, p<.05, N=106, F=.29531, eta-squared with neat dependent .033. 

29 18.60793, DF 4, N=103, p<.001, F=.42504, eta-squared with groom dependent .125. 
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Table 9.4: "Religion and the perception of identity at AHS' 

"people think like I do" SA/A D/SD NoOp 
Roman Catholic 53% 46% N=15 
Protestants 60% 20% 20% N=15 
Other 31% 69% 6% N=16 
No religion 64% 29% 7% N=14 

f 38.30110, DF24, F=.39948, N=60, p<.05, excessive frequency of empty cells 

9.3.1.2 Organisational climate: ecology 

No aspects of this feature of the VCES model were explored in the student 

surveys. 

9.3.1.3 Organisational climate: social system 

.1 Handbooks 

The AHS students 

Students were asked to state their degree of support for eleven rules and 

regulations taken from the AHS handbook. It is impossible to quantify the degree to 

which these statements reflected underlying values held by "the school," but they do 

reveal how "close" the student was to oflFicially stated school policies which, 

presumably, approximated what the school felt "its" values would look like. 

There was strong support for the no drugs policy as well as the handbook's call 

for responsibility and respect, and its designation of various offences as "serious 

infractions." On the other hand, students were divided on the issues of a closed 

campus, vehicle restrictions, and prohibitions against cheating and truancy, although in 

the case of these latter two rules the majority of students were still in agreement with 

the "school's" position. 

These reactions to the handbook were generally reflective of informed 

positions. Only 13% of the students said they did not know what the handbook was 

(2%) or that they had never read it (1 P/o). The considerable majority (68%) had read 

parts of it and 19% indicated they had read all of it. Given their broad support for the 
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handbook, it is not surprising that 25% said it was "good the way it was" and did not 

need to be changed. Fifty-eight percent thought some minor changes were in order 

although they felt that it was "pretty much what I would like to see in a handbook." 

Only 17% wanted to make major changes (8%) or to throw it away and start again 

0) . 

Ten of the eleven AHS handbook excerpts reappeared in the spring. Once 

again the support for the overt values of the school was apparent although it was 

muted. Table 9.5 demonstrates that in every one of the ten rules or statements there 

was a shift towards disapproval and in only two cases were the "no opinions" greater 

than in the fall. Students were less supportive and more sure of what they believed by 

the end of the year. 

Table 9.5: "Percent of AHS students approving the handbook: Fall versus Spring rates" 

Item summary Strongly . Agree No Opinion Disagree Strongly 
Agree Disagree 

Fall Spring Fall Spring Fall Spring Fall Spring Fall Serine 
#5 closed campus 11 6 37 24 12 26 26 9 14 25 
#6 no smoking 53 51 23 16 14 7 7 18 3 8 
#7 no alcohol 35 35 28 26 23 6 8 26 7 7 
#8 no drugs 90 81 5 6 2 5 2 8 1 0 
#9 no vandalism 33 28 40 41 24 1 2 29 1 1 
#10 get involved 30 18 48 46 18 11 2 19 2 6 
#11 infractions 58 46 33 37 6 1 2 14 1 1 
#12 responsible 49 32 46 54 5 1 1 11 1 1 
#13 no cheating 24 21 39 33 23 6 11 30 3 11 
#14 no truancy 26 13 43 45 17 5 10 24 4 13 

N=82-84 

Two indices were used to assess the rules and values in the AHS handbook. 

One set of rules was grouped together as "taught values" because they were referred to 

on many public occasions throughout the course of the year in contexts other than the 

handbook. These "taught values" were implicitly or explicitly stated in the rules.^° 

3° Specifically, "closed campus" (S1.5 - implicit in the rule: the value accountability), "involvement" 
(S 1.10 -mvo/ve/nenr explicit in the rule), "respect and responsibility" (Sl.U-respect and 
responsibility explicit in the rule), and "truancy" (SI. 14 - achievement and consideration of others 
included in the rule and therefore explicit). 
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The other index was created by collapsing all the items relating to the 

handbook into the index "AHS handbook." In retrospect the creation of two indices 

was probably unnecessary. From a theoretic standpoint, one could argue that the six 

"rules" not included in the "taught values" index contained values which were also 

taught in other contexts. A correlation of the two indices confirmed their close 

association. 31 

It is clear that the rules and values, both implicitly and explicitly stated in the 

handbook, were significantly associated with many of the input-process-outcome 

factors. The "taught values" index was associated with the two input items "age" 

(rho=.3200, N=S2, p<.002; r=.3260, p<.01) and the perception parents' supported the 

school (rho==.3400, N=83, p<.001), but it was not related to the number of countries in 

which the student had lived or the number of years he/she had been in the school. A 

two-way analysis-of-variance verified this. With "taught values" as the dependent 

variable, age and years as the independent variables, and the number of countries lived 

in as the covariate, it was found that the covariate was not significantly related to 

"taught values" (p=.870), and the main effects were split with age significant (p=.015) 

and years insignificant (p=. 128). Their two-way interaction was not significant 

(p=.147). 

In terms of process factors, "taught values" was not related to an expectations 

index, but it was related to a "school life" or school atmosphere index (School Life 

index, r=A474, N=84, p<.01).32 Finally, it was not related to the grades students had 

31 "Taught values" with "AHS handbook 1" r=.8491, N=147, p<.01. 

32 All items in the Williams and Batten School Life survey were combined to form a School Life 
index. See Chapter 12 for a full discussion of the survey and the index. 
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received the previous year or the current year but it was associated with the overall 

score given to the school (rho=.3071, N=80, p<.01). 

The more general handbook index, which was obtained by collapsing all the 

handbook items, presented a similar but fuller picture. Age was weakly associated 

with the handbook index (fall: r=.2515, N=181, p<.01; spring: rho=.1935, N=82, 

p<.05) while years in the school, the number of countries lived in, and the sense that 

one's values were the same as the school's were not.̂ ^ A multiple regression analysis 

of the main background factors confirmed the impression that they had little 

association with support for the school's handbook. Because each of the independent 

variables (age, years in AHS, and number of countries lived in) were significantly 

related, particularly in the case of age and years, multiple regression was an 

appropriate test to establish the relative importance of the independent variables to the 

dependent variable. The standardised regression coefficients (beta weight) of the 

independent variables were "number of countries" .126147, "age" .266889, and 

"number of years in the school" -.023600. However, only "age" was significant (Sig 

T: .0049). The collective effect of all three independent variables ( B ? , multiple 

coefficient of determination) was only .07575 (adjusted .05944) meaning that only 

6% of the variance in support for the handbook index was explained by the three 

variables in the equation. The multiple R (multiple correlation) was .27522 with 

F=4.64422 and a significance level of F=.0038. In short, these background factors 

were not very helpfijl in predicting support for the handbook. 

Process factors like the taught values index and the expectations index were 

not found to be associated with support for the handbook while the School Life index 

33 This is based on the spring responses. Using the fall responses a weak association with years in 
the school was found to exist with the handbook index but not with the tauglit values index 
(rho=.1834,N=178, p<.01). 
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was (r=.2946, N=84, p<.01). Given this, it is not surprising that students who felt 

strongly about the positive atmosphere in the school also felt supportive of the 

handbook (rho=.4215, N=83, p<.001). No association was found to exist between 

support for the handbook and the number of good fiiends the students feh they had or 

their belief that others in the school thought the way they did. 

Finally, in terms of outcomes both the handbook index and the taught values 

index failed to demonstrate a relationship (p<.05) to academic achievement ("grades" 

in either the current or previous year) or the perception that tolerance had been learned 

because of the school's influence. Support for the handbook was, however, positively 

associated with support for the school in general. That is, there was a correlation 

between handbook support and the overall grade given to the school (rho=.2108, 

N=80, p<.05) and the willingness of the student to recommend the school to others 

(rho=.3262, N=83, p<.001). 

The RHS students 

RHS students were asked to comment on various facets of the student 

handbook in the Spring 1992 survey. In general the students were supportive of the 

rules although there were some definite exceptions. Keeping the grounds neat and tidy 

was enthusiastically supported (53% strongly agreed, 39%) agreed) and the call for 

order, respect and behavioural compliance in classes (i.e., "no unnecessary 

disturbances") was clearly supported (30% definitely agreed, 53% agreed). There was 

also considerable support for censorship of movies on the basis of anti-Christian 

themes (occult), excessive violence, nudity and language (33% definitely agreed, 34% 

agreed, 16% disapproved or strongly disapproved) and for a prohibition on alcohol 

and illicit drugs together with gambling, crude and religiously offensive language, and 
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social dancing (32% strongly agreed, 30% agreed, 23% disagreed or strongly 
disagreed). 

Compared to the AHS handbook, the RHS handbook was behaviourally 

focused, that is, the regulations included more specific, personal prohibitions in 

behavioural areas where popular culture advocated an alternative approach (e.g., hair 

length, caps in school). Support for the handbook declined when issues of personal 

appearance were addressed. Regulations requiring and defining feminine modesty 

received support from 53% of the student body. Twenty-seven percent disagreed. 

Rules which prescribed the dress of male students were even more divisive with only 

37% agreeing while 42% disagreed (19% of them strongly). The principal social 

regulation which placed restrictions on dating was even more unpopular: 21% 

strongly disapproved, 28%) disapproved, and 23% expressed "no opinion"). The 

prohibition of walkmans at school events was also cleariy unsupported (33% strongly 

disagreed, 36% disagreed, 23% "no opinion," with only 8% in agreement). 

In contrast to AHS, the RHS handbook was well read. Fifty-nine percent said 

they had read it all (AHS 19%). Given the ambivalent support for the various points of 

the handbook, it is not surprising that only 4% felt the handbook was "good just the 

way it was" (AHS 25%). Nevertheless, the majority (51%)) felt that they would only 

like to make some "minor changes" (cf, AHS 58%). However, there was a 

considerable group (32%) which wanted to make lots of changes (AHS 17%) and 14% 

which felt it should be thrown out and completely re-written (AHS 8%). Table 9.6 

provides a summary of the correlations (p<.05) which existed between items in the 

VCES model and both the students' familiarity with the handbook and their support 

for it. 
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Table 9.6: "RHS students and the handbook" 

a tendency to read all the handbook (#17) associated with rho N p 
positive feelings about the handbook -.2562 104 .004 
parents' appear supportive of the school -.2721 102 .003 
peers seen as the greatest source of negative influence .2292 93 .014 
a feeling that people in the school thought like the student -.2492 88 .010 
involvement in the school -.1680 98 .049 
greater spiritual appreciation due to RHS' impact -.2047 96 .023 
a willingness to recommend the school -.2336 86 .015 
a belief that values were similar to the school's at enrolment -.2366 87 .014 
a higher overall score for RHS -.2211 104 .012 
support for the handbook associated with 
a higher DIT"p'' score^^ -.3253 41 .019 
a higher overall score for RHS .6987 99 .000 
a belief that values were similar to the school's at enrolment .5828 83 .000 
a willingness to recommend the school .7380 82 .000 
a more positive atmosphere .4007 79 .000 
greater spiritual appreciation due to RHS' impact .6187 91 .000 
involvement in the school .3262 94 .001 
parents' appear supportive of the school .5814 . 97 .000 
peers seen as the greatest source of negative influence -.3860 89 .000 
teachers seen as the greatest source of positive influence .2889 88 .003 
higher academic average .3299 102 .000 

A principal components analysis of the of the RHS handbook items was used to 

create two indices related to the handbook. Two factors emerged in the analysis with 

an eigenvalue exceeding 1. The first factor extracted had an eigenvalue of 3.979 which 

accounted for 49.7% of the variance. The second factor accounted for 13.6% of the 

variance. Six of the eight items loaded on to factor one (.62922+) while two loaded 

on to factor two (.93969 and .70908). In the case of factor 2, neither item specified a 

behavioural restriction whereas in the case of the six items loading on to factor 1, all 

specified behavioural restrictions in a "quantifiable" way. Factor 2, therefore, was 

labelled as "Handbook 2" and was interpreted as being oriented towards "principle." 

Factor 1 was designated as "handbook 1" and was seen to be associated with both 

principle and practice. The handbook indices were both significantly related to "Life 

92"35 ("handbook 1" r=.3757, "handbook 2" r=.3798, both p<.01, 2-tailed), and to 

34 C f , Chapter 12 The Defining Issues Test. "P" scores reflect the relative importance respondents 
give "principled moral considerations" as defined by Rest/Kohlberg. 
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academic achievement ("handbook 2" r=.2280, p<.05, 2-tailed; "handbook 1" .3295, 
p<.01, 2-tailed). 

Staff response to the handbook 

When asked to give their opinion about the ten rules and statements taken from 

the handbook, the AHS faculty indicated a clear support. Table 9.7 compares the 

student and staff fall-spring responses to the handbook items. 

The majority of the staff not only "agreed" with the rules, they "strongly 

agreed" with them and in only four of the ten items were there any staff members who 

responded with "no opinion." In one of the four items in which 80% or more of the 

staff "strongly agreed," the students also "strongly agreed" (drugs - 90%). On the 

other three (alcohol, general infractions, and vandalism), the total percent of students 

"strongly agreeing" ranged from 25% to 50%) below the staff. 

Table 9.7: "AHS handbook support by the fall and spring students and staff" 

Item SA (%) A (%) No Op (%) D (%) SD (%) 
Fall/Sor/Staff Fall/Spr/Staff Fail/Sor/Staff Fall/Sor/Staff Fall/Sor/Staff 

#5 closed campus 11/ 6/ 62 37/ 24/ 38 12/ 26/ 0 26/ 19/ 0 14/ 25/ 0 
#6 no smoking 53/ 51/ 71 23/ 16/ 19 14/ 11 10 11 18/ 0 3/ 8/ 0 
#7 no alcohol 35/ 35/ 86 28/ 26/ 10 23/ 61 5 8/ 26/ 0 11 11 0 
#8 no drugs 90/ 81/ 95 5/ 6/ 5 21 51 0 21 8/ 0 11 0/ 0 
#9 no vandalism 33/ 28/ 85 40/ 41/ 5 24/ 1/ 10 21 29/ 0 1/ 1/ 0 
#10 get involved 30/ 18/ 52 48/ 46/ 38 18/ 11/ 10 11 19/ 0 21 6/ 0 
#11 infractions 58/ 46/ 81 33/ 37/ 19 6/ 1/ 0 21 14/ 0 11 1/ 0 
#12 responsible 49/ 32/ 76 46/ 54/ 24 51 1/ 0 11 11/ 0 11 1/ 0 
#13 no cheating 24/ 21/ 67 39/ 33/ 33 23/ 6/ 0 11/ 30/ 0 3/ 11/ 0 
#14 no truancy 26/ 13/ 71 43/ 45/ 29 17/ 5/ 0 10/ 24/ 0 4/ 13/ 0 
Staff N=20,21 

It appears the staffs strong cognitive commitment to the rules (and presumably 

the values which they embodied) did not translate into a "positive" change in the 

students over the course of the school year. Students actually moved away from the 

position held by the staff. On six of the items the student support slipped by 15% or 

35 This was created by collapsing all the items in the Williams and Batten School Life survey (1992) 
into one index. See Chapter 12 for a foil explanation. 
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more towards "disagree-strongly disagree" (items 6,7,9,10,13,14). In the case of four 

of the six rules where there was a discernible slippage of support, (6,7,9,10) some of 

the staff had expressed "no opinion" about the item suggesting that there was not a 

strong staff commitment to those specific rules. 

Thirty percent of the staff said they would leave the handbook as it was while 

53% wanted to make "insignificant, minor" changes and 18% wanted to make major 

changes. This closely paralleled the reaction of the students even though the students 

were less committed than the staff to the specific rules which were isolated and given 

to them for comment.̂ ^ The changes the staff wanted to make were not primarily in 

the area of academics (11%), activities (11%), or school services (6%), but in the area 

of "social responsibilities" (28%). 

Those staff who wrote both the fall and spring surveys showed a support for 

the various rules of the handbook which was in keeping with the fall trend although in 

the case of SI. 10 two "strongly agreed" that students should get involved, two agreed, 

and one disagreed. It reflected the only disagreement amongst the staff on these 

questions and it raised the possibility that support for all the rules, statements, and 

values may have slipped over the course of the year, as appears to have happened with 

the students. 

Summary 

In synthesising results from the two sites, it becomes apparent that students at 

both schools had read the handbooks and were familiar with their contents and that 

their feelings and perceptions about the handbooks were frequently correlated with 

other perceptions and beliefs they had about their school experience. Over the course 

36 Students: 25% thought it was good the way it was, 58% advocated minor changes, and 17% 
wished to make major changes. 
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of the year disapproval for the rules increased at both sites and the students appear to 

have moved further away from the "official" staff position. Handbook support was 

related to the students' perception of parental support for the schools, to a perception 

that they had etirolled with values similar to the schools', and to the belief that the 

schools had a positive atmosphere. It was also associated with the students' overall 

grade for their school and their willingness to recommend them. 

.2 High expectations 

High expectations are often seen to be a feature of an effective school (e.g., 

Mortimore et al. 1988) although what is meant by the construct is not always clear. In 

this context, the idiosyncratic definitions ascribed to "expectations" by the student 

were accepted without question. However, a qualitative study would have been 

helpful in ascertaining the meanings students attributed to the concept of expectations. 

Three facets of high expectation were investigated (academic, moral, and 

behavioural). A frequency study of the responses made it clear that AHS students 

were convinced their school had high expectations in all three of these areas, although 

in the case of moral/ethical expectations there was a relative increase in the "no 

opinion" response. In the parent survey, parents were also asked i f AHS had high 

behavioural expectations. Eighty-four percent replied in the affirmative which was 

remarkably similar to the 81% recorded by the students. 

The students' belief that the school had high academic expectations (SI. 24) 

was not significantly correlated with the students' position on truancy, their grades 

over the year, the number of friends they had, or their general support for the 

handbook. It was, however, associated with their conviction that they had learned to 

be more tolerant (rho=.3890, N=82, p<.001) and that people in the school thought like 

they did (rho=.3222, N=82, p<.01). Not surprisingly, it was moderately correlated 
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with the belief that the school had both high moral expectations (rho=.4603, N=81, 

p<.001) and high behavioural expectations (rho=.4064, N=81, p<.001). Students who 

felt there were high moral/ethical expectations tended to also feel that there were high 

behavioural expectations (rho=.4652, N=81, p<.001). Therefore, it would seem that 

assurance of high expectations in one area carried with it an assurance that it existed 

elsewhere in the system. It was also found that high moral and behavioural 

expectations were positively associated with a feeling of a positive atmosphere in the 

school (SI.27) and a sensation that people thought like the student thought 

(rho=.2043, N=82, p<.05). 

A high expectations index, which combined high moral, academic, and 

behavioural expectations, was created on the basis of theory. A principal components 

analysis of items 21 - 29 in the spring survey confirmed the reasonableness of this 

creation. Table 9.8 sets out the pertinent details of the analysis. 

Table 9.8: "AHS items 21-29 and the 
expectation index - principal components analysis" 

Factor 1 
Eigenvalue 3.33612 

Item Loading (pattern matrix) Commimality 
values similar at entry .78832 .58047 
recommend the school .75302 .57394 
involved in the school .72656 .52031 
positive atmosphere .70952 .57777 
school people think similarly to student .57049 .45895 
Factor 2 Behaviour index 
Eigenvalue 1.62987 
Percent of variance 18.1 
high moral expectations .79136 .62761 
high behavioural expectations .78830 .58087 
more tolerance learned because of AHS .65087 .56538 
high academic expectations .62195 .48068 

Using the expectation index, it was found that opinions about expectation were 

positively but weakly associated with the overall score the students gave the school 

(rho=.2395, N=80, p<.05) and with the perception that parents were supportive of the 
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school (rho=.3809, N=82, p<.001). However, conviction about high expectations was 

not associated with support for the school's rules as set out in the handbook. 

Further clarification of the role of expectations occurred through the responses 

of students at RHS. They were sure that the school had high expectations in all three 

domains which were evaluated, including the academic (77%); RHS parents 96%), the 

moral (74%>; RHS parents non-academic 76%)), and the behavioural (83%). 

Behavioural expectations were least frequently associated with other items in the 

VCES model. It was essentially independent having significant association (p<.05) 

with virtually no other items except the other expectation variables.̂ '̂  

By way of contrast, high academic expectations were associated with a range 

of other items in the model, as Table 9.9 demonstrates. 

Table 9.9: "Significant correlates of high academic expectations at RHS" 

Item rho N p 
age (i.e., older students) -.1909 100 .029 
support for the handbook's prohibitions rule .1913 97 .030 
support for the handbook's 'grounds neat and tidy' rule .1935 100 .027 
peers as the primary source of negative influence -.2018 81 .035 
involvement in the school .2450 91 .010 

The RHS expectation index formed by the combination of the three expectation 

items was not significantly related to any of the other indices in the survey or to time in 

the school, age of the child, academic achievement, or grade level. 

.3 Friends 

AHS and RHS students were asked how many close friends they had at school. 

Table 9.10 summarises the responses at the two schools and indicates that multiple 

friends were the norm. When asked from which group of students their best friend was 

drawn, 56%) of the students at AHS replied from their "classmates." Relatively few 

37 "High moral" with "high behaviour:" rho=.7744, N=92, p<.001; "high academic" wifli "high 
behaviour:" rho=.4569, N=94, p<.001; "high moral" with "high academic:" rho=.3326, N= 95 
p<.001. 
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Students identified other sources like "ethnic background" (11%) and "primary school 

fiiends and acquaintances" (17%). Eleven percent said they did not have a "best 

fiiend." Best fiiend sources at RHS were quite diversified ahhough "classmates" were 

the predominant source (39%). Ethnic sources (10%), the "neighbourhood" (14%), 

and other unidentified sources (16%)) were also leading sources.̂ ^ Seventeen percent 

felt they did not have a "best friend" (AHS 11%). 

Table 9.10: 
"The number of close friends at AHS and RHS" 

Number of close friends AHS RHS 
None 10% 5% 
One 2% 4% 
Two 11% 5% 
Three, four 40% 28% 
Five to ten 26% 40% 
More than ten 11% 18% 

AHS students who claimed they had no friends confirmed this by declaring that 

they had no "best fiiend" (71%) although 29% said they did have a "best friend" from 

an ethnic source and one student who had no friends said that his best fiiend was a 

classmate.3^ The most uniform source of "best friend" was the primary school: it was 

equal to "classmates" as the source of "best friend" for those with more than 10 

fiiends, it was the second best source for those with only one friend, it was tied for the 

second best source for those with 5 to 10 fiiends, and it was the third best source for 

those with 3 or 4 fiiends. The predominant source of best fiiend for all students 

whether they had lots of friends or only one was "classmates" (56%). The second best 

source was a primary school acquaintance (17%) while ethnic sources comprised only 

The validity of this item was substantiated by the fact that primary school acquaintances emerged 
as an insignificant source of friendship at RHS because only a few of the RHS students knew each 
other before they entered secondary school. 

39 The answers to these questions raise some doubt as to their construct validity. Up to 30% did not 
see the apparent contradiction in their answers or else they distinguished between friends in general 
(anywhere in the world) and friends at the school. 
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11% of the "best friends," which is interesting in light of the school's multi-cultural 
nature.40 

The number of close friends the RHS students felt they had was significantly 

related to two handbook rules, one on "dating" (rho=.2495, N=105, p<.01), the other 

on "order-maturity-respect" (rho=..2801, N=105, p<.01). Associations with positive 

and negative sources of influence were moderately weak in the f-s-s cohort.''̂  The 

number of close friends was also weakly related to two outcomes: RHS' overall score 

(rho=.1839, N=101, p<.05) and academic achievement (rho=-.1905, N=103, p<.05). 

However, it was not associated with other outcomes or with inputs such as age, year in 

school, parents' perceived attitude to the school, the similarity of values on entry, or 

the length of time in the school. Furthermore, it was not associated with process items 

such as the expectation variables, a positive atmosphere, or the feeling that people 

thought similarly to the student at RHS. 

.4 Misbehaviour 

"Detentions" were the common form of disciplinary action taken at RHS. They 

typically resulted in an hour of after school service ahhough the nature of the 

disciplinary action was left up to the discretion of the facuhy member or administrator 

issuing the detention. Misdemeanours ranged from excessive lates to disruptive 

behaviour in class. In the case of serious misbehaviour, multiple detentions or 

"suspensions" were given. 

The behavioural item "detentions" was assessed in the spring of 1991 so that 

many of the correlations associated with other variables were available only through 

the f-s-s cohort. This meant that the misbehaviour was both a process and input item. 

44.12120, DF 16, V=.394l5, N=71, p<.001. 

41 Positive: rho=.2706, N=46, p<.05; negative: rho=-.3990, N=46, p<.01. 



247 

This point highlights the danger associated with the establishment of clear, rigid 
boundaries between "input," "process," and "output." In many cases the boundaries 
are fluid, as the network of associations in this dissertation testify. 

The majority of students (65%) indicated they had not received a detention 

during the year. Seventeen percent reported having received one detention, 6% two 

detentions, 4% three detentions, 1% four detentions, 1% five detentions, 3% six 

detentions, and 3% seven or more. Students were told to consider six detentions as 

equivalent to a one day suspension, and seven detentions as the equivalent of multiple 

suspensions. 

Virtually all possible relationships between detentions and the other items in the 

survey were examined in a correlational study using the f-s-s cohort. No significant 

relationship was found between deviant behaviour, as identified by detentions, and the 

overall score the student was willing to give the school, the major sources of positive 

and negative influence, the number of close friends the student had, the general feeling 

about the handbook, the religious background of the student, or the place of residence, 

time in the school, the age of the child, the number of countries lived in, a willingness 

to recommend the school, a perception of high expectations, a feeling that people 

thought similarly to the student at year end, or a student's feeling that there was a 

positive atmosphere in the school. Three significant correlations did emerge: 

perception of increased appreciation for spiritual matters (rho=.2545, N=54, p<.05), 

involvement in the school (rho=.2516, N=54, p<.05), and academic average (1991 

here seen as an outcome: rho=.2029, N=84, p<.05). 

.5 Sources of influence 

AHS and RHS students were asked to indicate who had the greatest positive 

and negative influence on them during the school year. Table 9.11 points out that 
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Students felt their fi-iends or their peer group were the most influential, both positively 

and negatively. Sources of negative influence were more diverse with at least four 

agents receiving a substantial vote and all the rest receiving at least some recognition 

as the leading cause of negative influence. Positive sources were essentially restricted 

to fiiends and classroom teachers for students at both schools. Other positive sources 

were insignificant. The administration appeared as the second most fi-equently cited 

source of negative influence at AHS while teachers were at RHS. "Best fi-iends," 

boy/giri fiiends, and activity sponsors were not considered to be major sources of 

negative influence at either school. 

Table 9.11: 
"Sources of positive and negative influence at AHS' 

source of influence 
classroom teacher 
an administrator 
extracurricular activity 
counsellor 
other staff member 
best friend 
boy/girl friend 
another peer 

N=70,72 

greatest positive greatest negative 
24% 14% 
1% 26% 
7% 4% 
1% 11% 
1% 3% 

50% 7% 
10% 6% 
6% 29% 

Staff as the primary source of negative and positive influence^^ at RHS was 

associated with a wide range of input, process, and outcome items. Table 9.12 sets 

out the correlates (p<.05) of a tendency to see the staff as the primary positive and 

negative source of influence in the school. All of these correlations could be inverted to 

reflect the associations with a tendency to perceive peers to be the primary source of 

negative or positive influence. 

'̂ '̂  Items 21 and 22 in the '92 Spring survey were collapsed and re-coded because positive and 
negative sources of influence yielded nominal level data. The first five alternatives, which were all 
staff related, were coded as 1 and the last three alternatives, which were all student related, were 
coded as 2. A tendency to #1 was then interpreted as a tendency to view the staff as the leading source 
of positive or negative influence. 
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Table 9.12: "Significant associations witli RHS staff 
as the primary source of positive and negative influence in the school" 

Staff as the primary source of negative influence 
Item rho N P 

parents not supportive of the school -.2207 88 .019 
peers seen as the primary source of positive influence -.2421 85 .013 
younger students (age) .3192 93 .001 
handbook needs substantial change -.3226 89 .001 
tendency to perceive an absence of high academic -.2250 92 .016 
expectations 
feeling that there was not a greater appreciation for -.1788 93 .043 
spiritual matters because of RHS 
lower academic achievement .2821 46 .029 
disagreement with four handboolc rules -.2390 49 to .001 to 

to .4396 51 .046 
lower overall score for RHS -.3990 46 .003 
Staff as the primary source ofpositive influence 
student's values were similar to school's at emolment .2144 88 .022 
older students -.2473 92 .009 
longer periods of enrolment -.2270 92 .015 
peers seen as the primary source of negative influence -.2421 85 .013 
agreement with five handbook rules .2501 47 to .005 to 

to .3687 51 .040 
positive feelings about the handbook .3652 88 .000 
vnllingness to recommend the school .2834 90 .003 
a higher overall score for RHS .2706 46 .034 

9.3.2 Atmospheric climate/culture - input and process determinants 

. 1 Parents' attitudes towards the school 

The parent surveys established that student enjoyment of the school (as 

perceived by parents) was an important correlate of desirable outcomes and a positive 

assessment of school processes. Both the student surveys explored the significance of 

a student's perception of parental support for the school. The parents indicated in 

their surveys that they were supportive of the schools and pleased with the education 

their child was receiving. When AHS students were asked about their parents' attitude 

towards the school 24% said "very supportive and positive" and 43% said "supportive 

and positive." On the other hand, 20% felt their parents were "neutral with no really 

discernible attitude" and 8% felt their parents were "somewhat critical and negative" or 

"very critical and negative" (6%). 
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AHS student perception of a positive parental attitude was weak to moderately 

associated with the students' conviction that people around the school thought like 

they did (rho=.3149, N=83, p<.01), with a support for the rules and values in the 

handbook (rho=.3400, N=83, p<.001), and with the belief that the school had high 

expectations (expectations index rho=.3809, N=82, p<.001). It was also weakly 

associated with the students' statements that they had been involved in the school over 

the year (rho=.1852, N=83, p<.05) and that their values were similar to the school's 

when they first enrolled (rho=. 1934, N=80, p<.05). A student's perception of parental 

attitudes towards the school was not associated with the age of the student, the 

number of friends he/she had, the years spent in the school, grades on the report card, 

or the conviction that tolerance had been learned over the course of the year due to the 

influence of the school. 

RHS students perceived their parents' attitude towards the school to be 

supportive and positive (16% "very supportive," 44% "supportive") but there were a 

considerable number who saw their parents as "neutral with no really discernible 

attitude" (20%) or even negative and critical (14% somewhat, 2% very). Five percent 

selected "none of the above." This perception closely paralleled that at AHS. 

The student's perception of their parents' attitudes towards the school was an 

active correlate at RHS. For example, eighteen of the twenty-eight relationships 

explored in the cohort study had a significant correlation (p<.05) with this item. In 

terms of input items, year in school, the age of the student, and the length of time in 

the school were all not found to be significantly related, as was the case at AHS. 

However, the feeling the student had that his or her values were similar to the school's 

upon entry was related to the perception of parental support for the school 

(rho=.3685, N=58, p<.01; AHS agreement). 
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Non-associates on the process side of the model included sources of fiiends, 

sources of positive influence, the number of close fiiends, the feeling that there were 

high expectations in the school, and the sense that people thought similarly to the 

student. However, a perception that parents were supportive of the school was 

associated with the source of negative influence (rho=-.2906, N=50, p<.05). That is, 

students who feh their parents were supportive of the school were associated with 

feelings that other students rather than the staff were the primary source of negative 

influence. Furthermore, those who perceived their parents to be supportive of the 

school were associated (p<.05) with support for virtually all the rules of the handbook, 

vsdth a feeling the handbook was essentially good the way it was,''̂  and with a positive 

atmosphere.'*^ 

In terms of outcome items, a perception that RHS parents were supportive of 

the school was associated with academic achievement (rho=.2761, N=61, p<.05), with 

involvement in the school (rho=.3911, N=61, p<.001; AHS agreement), with a feeling 

that the student had a greater appreciation for spiritual things because of RHS 

(rho=.4176, N=61, p<.001), with a willingness to recommend the school (rho=.4103, 

N=60, p<.001), and with a high overall score for the school (rho=.7139, N=56, 

p<.001). 

Sixteen of the above items were also analysed using data from the Spring 1992 

survey. Eight of those not found to be significant in the f-s-s cohort were also found 

to be not significant with the spring 1992 group. Seven of the eight relationship found 

to be significant with the f-s-s cohort were also found to be significant with the Spring 

43 Correlations were typically .4 to .5; feelings about the handbook in general: rho=.5935, N=57, 
p<.001. 

44 Spearman's rho=.2338, N=57, p<.05. 
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1992 respondent group. In all cases the strength and nature of the correlation were 

similar in both groups.''^ 

.2 Values similar to the school at entry 

AHS and RHS students who felt their values were the same as those of the 

school at enrolment were moderately correlated with a number of key items in the 

VCES model. Table 9.13 summarises the correlations (p<.05) which existed at the 

two schools. 

Table 9.13: "RHS and AHS item correlations with 'values were similar at enrolment'" 

AHS RHS 
Item rho N P rho N p 

positive overall grade .4093 78 .000 .4347 54 .001 
positive atmosphere .3402 81 .001 .4414 56 .000 
age .2359 79 .018 
involvement .2093 81 .030 .3538 59 .003 
parents supportive .1934 80 .043 .3685 58 .002 
people in the school thought like the smdent .2600 81 .010 .4693 57 .000 
willingness to recommend the school .2694 81 .008 .4414 58 .000 
tendency to lots of friends -.2694 81 .008 
staff" seen as the primary positive influence .2672 49 .032 
feeling of support for the handbook .3158 55 .009 
academic achievement .3670 101 .000 
spiritual growtii due to RHS .2951 59 .012 
all the specific handbook rules 

RHS students were almost equally divided on the issue of whether or not their 

values were similar to the school's upon entry. Forty-five percent felt their values had 

been similar (10% strongly) while 41% percent felt they had not been (14% strongly). 

Sixteen percent expressed no opinion. This response points out a significant 

discrepancy between the parents' and children's perceptions. Eighty percent of the 

parents said that their child's value system had been the same as the school's upon 

entry, and 11 % were undecided. 

45 The only discrepancy was found to be in positive atmosphere which was not significantiy 
correlated witii parents' attitude in the larger respondent group (rho=.0900, N=95, p=. 151). 
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.3 Others in the school think like the student 

Two items explored the understanding a student had that others around him/her 

thought the way he/she did in an effort to provide fijrther illustration of and 

explanation for value change proposition #4.̂ *̂  "Values were similar at entry" was 

seen as a cultural input item and "people think like I do" (i.e., "others in the school 

think like me") was seen as a cultural process item. Many of the AHS students saw 

themselves as "outsiders." As in the case of RHS, only fifty percent came to AHS 

sensing that their values were the same as the school's. Even at the end of the school 

year 46% of them still felt the "people around AHS" did not think "pretty much" like 

they did. The bias towards new students in the spring sample may be reflected in these 

statements. Nevertheless, at year end many students still felt a sense of alienation or 

independence from the group. Table 9.14 provides a summary of the response to 

CI . 21 as well as the other items in this section of the survey. Many RHS students also 

felt they thought differently than did others in the school. When asked i f people at 

RHS thought like they did, only 37% agreed ( 1 % strongly) while 47% disagreed (11% 

strongly) and 16% had no opinion. 

The sensation a student had that others in the AHS community thought the 

same way he/she did over the year was not found to be correlated with support for the 

handbook ("AHS handbook 2" index), with grades received in school, with age or 

years in the school, with involvement in school activities, or with the number of good 

fiiends the student had. It was, however, weak to moderately correlated with the 

perception that the parents were supportive of AHS (rho=.3149, N=83, p<.02) and 

with the belief that the school had high academic standards (rho=.3222, N=82, p<.01). 

46 The closer a competing value is to the one held by the individual, the more likely it is that he/she 
will internalize the new value. 
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Table 9.14: "AHS student response to items #21-29" 

Item SA A D SD NoOp 
7% 38% 35% 11% 10% 
16% 46% 14% 7% 17% 
8% 36% 21% 8% 26% 

26% 56% 7% 1% 10% 
27% 54% 13% 1% 5% 
13% 54% 12% 4% 16% 
13% 55% 16% 5% 11% 
35% 45% 5% 6% 8% 
6% 44% 30% 9% 11% 

#21 AHS people think like me 
#221 was involved in the life (activities) 
#23 My tolerance of others increased due to AHS 
#24 AHS has high academic expectations 
#25 AHS has high behavioural expectations 
#26 AHS has high moral/ethical expectations 
#27 AHS has a positive atmosphere 
#281 would recommend AHS to prospective students 
#29 My values were similar to AHS' when I came 
N=81-84 

It was also weakly correlated with a number of other items: the belief that the school 

had high moral/ethical standards (rho=.2043, N=82, p<.05), the belief that their values 

were similar to the school's at enrolment (rho=.2600, N=81, p<.01), the belief that the 

school had a positive atmosphere (rho=.2057, N=83, p<.05), and the belief that the 

student had learned tolerance for others from the school (rho=.1992, N=84, p<.05). 

At RHS "values were similar at entry" was related to all the handbook rules, 

whereas the feeling that others at RHS thought similarly to the student over the year 

was related to only three rules: "order" (rho=.2143, N=105, p<.05), "prohibitions" 

(rho=.1919, N=103, p<.05), and "neatness" (rho-.1886, N-105, p<.05). Furthermore, 

in all three cases the relationship with "others think like me" was weaker. Feelings that 

others thought like the student in June of the school year was also not correlated 

significantly with perceived parental support, with sources of positive and negative 

influence, with age, grade level, and number of close friends, or high moral and 

behavioural expectations. In the case of parent attitudes and sources of positive 

influence, the absence of a relationship was in contrast to "values were similar at 

entry." Conversely, the presence of a relationship between "others think like me" and a 
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perception of high academic expectation (rho=.2005, N=104, p<.05) was in contrast to 
"values were similar at entry." 

"Others think like me" was most strongly correlated with the input item "values 

were similar at entry" (rho=.4147, N=99, p<.001). It was inversely related to the 

student's awareness of the handbook (f-s-s cohort: rho=-.2980, N=61, p<.01)4' and to 

two other process items - a feeling that there was a positive atmosphere in the school 

(rho=.3609, N=100, p<.001) and a feeling that there were high academic expectations 

in the school (rho=.2005, N=104, p<.05) 

It was also associated with several key outcome factors including a willingness 

to recommend the school (rho=.1917, N=103, p<.05), a feeling of greater appreciation 

for spiritual things because of the school (rho=. 1867, N=105, p<.05), a claim to have 

been involved in the life of the school (rho=.2779, N=105, p<.01), and a decision to 

give the school a high overall rating (rho=.2373, N=101, p<.01). 

.4 Students' value profile 

The students' value profiles were established through the Rokeach Value 

Survey. A summary and discussion follow below in chapter eleven. 

.5 Positive school atmosphere 

AHS students perceived their school to have a positive atmosphere (68%). 

Although this perception was not significantly related to the number of good friends a 

student had, it was found to have a relationship to all the other items explored. By 

way of contrast, RHS did not have a "positive atmosphere" according to most 

students. Although 28% felt that it did (2% strongly agreed), 36% felt it did not and 

18% felt strongly that it did not. Another 19% expressed "no opinion." Nevertheless, 

the majority felt they would recommend the school to others (15% strongly agreed. 

'̂ '̂  I.e., belief that people thought like the student was associated with the reading of all the handbook. 
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43% agreed, 20% no opinion, 10% disagreed, 12% strongly disagreed). Table 9.15 

sets out the significant correlates of a positive school atmosphere at RHS and AHS. 

Table 9.15: "RHS and AHS correlates of a positive school atmosphere" 

AHS RHS 
Item rho N P rho N p 
positive high overall score .5280 71 .000 .3339 98 .000 
high School Life index .3800 83 .000 
student's values similar to school's at entry .3981 66 .000 .3648 97 .000 
age .3955 72 .000 
willingness to recommend the school .5063 68 .000 .3390 100 .000 
tolerance learned because of the school .3702 58 .002 
support for the handbook index .4215 83 .000 .3979 55 .001 
high moral - ethical expectations .2867 82 .005 
shorter enrolment period in the school .2198 82 .024 .1702 102 .044 
others in the school thought like the student .3609 100 .000 
spirituality learned because of the school .2299 102 .010 

9.3.3 Goal Attainment - Outcome 

.1 Grades expected 

Academic achievement in the AHS spring group was similar to the fall with 

16% indicating their grades over the year had been A's (fall: 22% mostly A's), 70% 

indicating B's (fall: 59%) and 13% C's (fall: 17%) However, in this study no 

significant correlation was found between achievement and many of the factors which 

were related to the value change process.''̂  Academic expectations, the number of 

fiiends the student had, the sensation the student had that people thought like he/she 

did, the acceptance of the school handbook, the length of time in the school, the 

parent's perceived attitude towards the school, and the feelings about truancy were all 

not found to be correlated with the student's scores from the previous year.''̂  

The majority of students at AHS claimed to have received B's over the year. 

The same was true at RHS. Students were asked to give the grades they had received 

48 If one held previous year end grades to be a milieu "input," it, too, showed little significant 
relationship to key process - outcome factors. 

49 N.B., this was the student's recollection of past scores. 
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in three academic subjects (English, Math, Social Studies) as well as their last quarter 

grade average. In the first case, the average of three academic subjects indicated that 

25% had obtained an "A" average, 50% a "B" average, and 24% a "C" average with 

only one student's average being reported as a "D." Having the students submit their 

own calculation of their grade average resulted in a similar, albeit slightly higher 

average. This is best explained by the fact that the overall average included subjects 

which traditionally yielded grades higher than the "core academic" subjects. Twenty-

nine percent responded that their average was "A," 59% that it was "B," and 13% that 

it was "C." Another possible explanation for the higher scores was that not all students 

submitted a grade point average (N=87). It may be that those with higher grades were 

more likely to record their grade point average. 

Academic achievement ("grades") amongst the RHS 1992 respondents 

followed a pattern established in the fall and spring surveys 1990-91. The greatest 

number of students reported a "B" average (38%), with an equal number reporting an 

"A" or a "B" (29%) and 4% reporting a "D." Compared to the eariier surveys there 

was an erosion of the "B's" to the "C's" and the "D's." 

Using data from the Spring 1991 respondents, it was found that not very many 

input measures had a strong correlation with academic achievement. Time in the 

school (prior to the 1990-1991 school year), the number of countries lived in more 

than six months, and the grade level were all not significantly correlated with academic 

achievement. The input exception was the age of the child (rho=. 1986, N=87, p<.05). 

On the process side, the number of detentions was weakly associated with academic 

average (rho=.2029, N=84, p<.05). 

Using the RHS Spring 1992 respondent group, the input variable "values were 

similar upon entry" was significantly correlated with achievement (rho=.3670, N=101, 



258 

p<.001) as were seven of the eight handbook rules (rho=. 1677 to .3565, p<.05)) but 

perceived parental attitudes about RHS were not. On the process side, academic 

achievement was associated with the number of close friends (rho=-.1905, N=103, 

p<.05), and, possibly, with a perception of high behavioural standards. It was not 

related to sources of negative and positive influence. 

Other outcomes included in the survey were generally associated with academic 

achievement. The willingness to recommend the school (rho=. 1965, N=105, p<.05), 

the perception of increased appreciation for spiritual things (rho=.2297, N=107, 

p<.01), the claim to be involved (rho=.2559, N=107, p<.01), and the overall score 

given to RHS (rho=.3492, N=102, p<.001) were all significantly associated with 

academic achievement. 

.2 Involved in the school (value) 

The staff and students at AHS publicly stated that tolerance and involvement 

were important values to them. When asked i f they had been involved in the school, 

less than a third of the students felt they had not been involved or had not learned to be 

more tolerant because of the influence of AHS. Consequently, the students believed 

the school had impacted their lives in the values domain. Although this does not 

measure the force or extent of the impact (i.e., how much more tolerant or involved), 

these responses make a strong case for the potential of a school to have a significant 

effect in the affective domain and, as such, they confirm the conclusion drawn from the 

parent's survey. 

Several factors were associated with involvement which were not associated 

with the learning of tolerance. Students' perception of parental support for AHS was 

not correlated with tolerance whereas it was with involvement, albeit weakly 

Spearman's rho=-.1534, N=107, p=.057. 



259 

(rho=. 1852, N=83, p<.05). Age was not significantly correlated with tolerance, 

whereas it was with involvement (rho=.2145, N=82, p<.05); the feeling that others 

thought like the student was associated with tolerance whereas it was not with 

involvement. The number of good friends was not associated with tolerance whereas 

it was with involvement.^^ Both values were similar, however, in their weak 

relationship to the belief that their values were similar to the school's upon entry. 

Most students at RHS claimed to have been involved in the life of the school." 

The age of the RHS student, length of time enrolled at RHS, and the grade level were 

not found to be significantly related to involvement but perceived parental attitudes 

(rho=.3750, N=102, p<.001) and "values similar at entry" (rho-.3135, N=103, p<.001) 

were. Process variables with significant relationships included six of the handbook 

rules (rho=.2151 to .3063, p<.05), the general feeling about the handbook (f-s-s cohort 

rho=.3761, N=59, p<.01), high moral/ethical expectations (rho=.2020, N=108, p<.05), 

high academic expectations (rho=.2599, N=108, p<.01), and "others think like me" 

(rho=.2779, N=105, p<.01). Those without significance included the number of close 

friends, positive atmosphere, and sources of positive and negative influence. 

Acting as an output of the school but as an input in the 1991-92 school year, 

detentions were found to correlate significantly with involvement (f-s-s cohort 

rho=.2516, N=54, p<.05), as were the items "more spiritual because of RHS" 

(rho=.3147, N=109, p<.001), the overall school score (rho=.2602, N=104, p<.01), and 

academic average (rho=.2559, N=107, p<.01). 

51 Spearman's rho=-.2899, N=82, p<.01; N.B., fewer friends was associated with less involvement in 
the school. 

52 Sixty-five percent agreed (15% strongly) and 19% disagreed (7% strongly). 
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Involvement was the only AHS item significantly correlated with birthplace. 

There was a weak relationship between the country of birth and support for the 

statement "Get involved with school activities."^3 The Scandinavians (90%) and North 

Americans (88%) approved or strongly approved of involvement. The Japanese, while 

supportive, were less likely to approve of it (65%). Students from Great Britain 

(79%), the rest of the EU and Switzeriand (73%), and those from other areas of the 

world (74%) came between the reticent Japanese on the one hand and the enthusiastic 

North Europeans/North Americans on the other. 

.3 Tolerance (value) 

Forty-four percent of the AHS students said they were more tolerant because 

of AHS and 62% said they had become involved. In the case tolerance, 26% 

expressed "no opinion." By comparison, 93% of the AHS parents felt their children 

were more tolerant because of AHS' influence and 86% felt AHS was good at getting 

their child involved. 

"Tolerance for others" learned because of AHS was not associated with 

perceptions of parental support for the school, involvement in the school, age of the 

student, years in the school, number of good friends, and support for the handbook, 

but it was associated with the student's feeling that his/her value system was the same 

as the school's upon entry (rho=.2093, N=81, p<.05), with a feeling that people 

thought pretty much like the student (rho=.1992, N=84, p<.05), and with a conviction 

that there were high academic expectations in the school (rho=.3990, N=82, p<.001). 

53 39.20329, DF 24, N=176, F=.23598, p<.05. 

54 In the case of "involved" the parents' question was worded differently which may explain the 
discrepency. Nevertheless, it appears that parents perceived more of a positive school effect in this 
area than did the students. 
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.4 Developed appreciation for spiritual matters 

The official documents at RHS (e.g., student handbook, staff manual) indicated 

that RHS existed to create "a greater appreciation for spiritual things" in the lives of its 

students. Most students (54%) felt that they had a "greater appreciation for spiritual 

things" because of the influence of RHS" (18% strongly agreed, 36% agreed), but 12% 

expressed "no opinion" and 34% disagreed (17% strongly). 

The student's belief that he or she had a greater appreciation for spiritual things 

because of the school was an active correlate in the VCES model. Once again input 

items tended to be unrelated (time in school, grade level, age of the child) but there 

were two noteworthy exceptions: perceived parental support for the school 

(rho=.3111, N=102, p<,001) and "values were similar at entry" (rho=.3556, N=103, 

p<.001). 

Most of the processes assessed in the survey were weakly related to the 

students' belief that they had acquired a greater appreciation for spiritual things, 

including six of the handbook rules (rho=.1739 to .3080, p<.05), the general feeling 

about the handbook (f-s-s cohort rho=-.4523, N=59, p<.001), the source of negative 

influence (rho--. 1788, N=93, p<.05), "others think like me" (rho=.1867, N=105, 

p<.05), and positive atmosphere (rho=.2295, N=102, p<.01). Once again, the three 

expectation variables were not significantly related. Outcome measures such as a 

willingness to recommend the school (rho=.3595, N=107, p<.001), the claim to have 

been involved (rho=.3147, N=109, p<.001), academic achievement (rho=.2297, 

N=107, p<.01), and RHS' overall score (rho=.4316, N=104, p<.001) were also 

significantly related. 



262 

.5 Recommendation of the school 
One outcome which has been largely ignored in effective schools research is the 

"satisfied customer." Did the student feel like he or she had a profitable experience in 
the school? That is, did the student feel like the school was effective for him/her? This 
subjective outcome is particularly useful because it goes beyond the traditional 
academic achievement = effective school simplification. The two items "would you 
recommend AHS to other students who might want to come" and "give your school a 
grade on the scale used to score you during the year" asked the student to look at the 
question of school effectiveness in a personal, subjective, and comprehensive way. 
Included in this, presumably, would be a student's (unconscious?) evaluation of 
changes which occurred in his or her world view, lifestyle, and values which he or she 
in some way attributed to the school. While these items were vague and imprecise and 
raised questions about the meanings students attributed to overall effectiveness, they 
nevertheless represented a reasonable starting point for a subjective assessment of 
effectiveness. 

Many AHS students were sure that the school's atmosphere was positive (68%) 

and an even greater number (80%) said they would recommend the school to others. 

This favouring of the recommendation item suggests that the decision to recommend 

the school transcended positive feelings about the school's atmosphere. That is, the 

students were more enthusiastic about the "school" than they were about the positive 

feelings they associated with it. 

The student's affirmation of the school was positively associated with input 

factors such as the feeling that one's values were similar to the school's at entry 

(rho=.2694, N=81, p<.01) and the age of the student (rho=.3310, N=81, p<.001), but 

it was not associated with the number of friends the student had or the number of years 
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in the school. It was also associated with school process factors such as the perception 

that there was a positive atmosphere in the school (rho=.3699, N=83, p<.001), that the 

school was a good place to be {SchoolLife index: rho=.3800, N=83, p<.001), and that 

the handbook was worthy of support ("AHS handbook 2:" rho-.3262, N=83, p<.001). 

Following the pattern of other outcomes, willingness to recommend RHS was 

not significantly related to the age of the child, the year in school, the length of time 

spent in the school, the number of close fiiends, and the three expectation variables. It 

was related, however, to the students' perception of the parents' support for the 

school (rho=.4722, N=100, p<.001) and to "values were similar at entry" (rho=.6087, 

N=101, p< 001). 

All eight of the handbook rules were related to a willingness to recommend 

RHS (rho=.2407 to .5041, p<.05), as was the general feeling about the handbook (f-s-

s cohort rho=.5398, N=58, p<.001), the sense that there was a positive atmosphere in 

the school (rho=.3390, N=100, p<.001), the belief that others thought like the student 

(rho=.1917, N=103, p<.05), and the perception of the staff as the primary source of 

positive influence (rho=.2834, N=90, p<.01). Willingness to recommend the school 

was significantly associated with a number of other outcome measures including the 

belief that the student had developed more appreciation for spiritual matters because of 

RHS (rho=.3595, N=107, p<.001), involvement in the school (rho=.2312, N=107, 

p<.01), academic achievement (rho=.1965, N=105, p<.05), and RHS' overall score 

(rho=.5807,N=102,p<.001). 

.6 The overall grade of the school 

When AHS students were asked to rate their school as they were rated on a 

report card, 14% gave the school an "A," 58% gave it a "B," 24% gave it a "C," and 
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5% gave it a "D" or an "F." Interestingly, the average grade students received from 
teachers was also a B. 

Not surprisingly, "the school's overall score" was correlated with a willingness 

to recommend the school (rho=.5327, N=80, p<.001) and it shared many of the 

associations identified with that item. Like willingness to recommend the school, the 

overall score was moderately correlated with the sense that AHS had a positive 

atmosphere (rho=.4000, N=80, p<.001), that it was a good place to be {school life 

index: rho=.4732, N=80, p<.001), and that the handbook was worthy of support 

(rho=.2108, N=80, p<.05). It was also moderately associated with two input factors: 

age (rho=.4381, N=79, p<.001) and "values were similar at entry" (rho=.4093, N=78, 

p<.001). It was not associated with years in the school or with the number of friends 

the student had. Unlike academic achievement (grades), the the school's overall score 

was associated with high expectations (expectation index: rho=.2395, N=80, p<.05) 

and with support for the values (rules) taught in the handbook ("taught values:" 

rho=3071,N=80, p<01). 

The overall score given to RHS was also a "B" (50%), although the lower 

grades ("C" - 20%; "D" - 13%; "F" - 5%) more than offset the highly rated "A's" 

(12%). It was the most active of the variables in the VCES model. It was not related 

to the age of the child, to the length of time spent in the school, to the grade level, to 

the three expectation variables or to the claimed awareness of the handbook. 

Otherwise it was related to every variable in the model and, at times, highly so. 

In terms of inputs, there was a strong correlation between the overall score and 

perceived parental support for the school (rho=.7139, N=56, p<.001), and "values 

were similar at entry" (rho=.4174, N=98, p<.001). From the perspective of process 

variables, all the handbook rules were significantly related to the overall score 
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(rho=.2837 to .5396, p<.05), as was the general feeling about the handbook (f-s-s 

cohort rho=.7251, N=54, p<.001), the number of close friends (rho=.1839, N=101, 

p<.05), "others think like me" (rho=.2373, N=101, p<.01), the perception of a positive 

atmosphere (rho=.3339, N=98, p<.001), and the feeling that teachers were the primary 

source of positive influence (f-s-s cohort rho=.2706, N=46, p<.05) and peers were the 

primary source of negative influence (f-s-s cohort rho: -.3990, N=46, p<.01). 

Finally, in the case of other outcomes, the school's overall grade was 

significantly associated with a willingness to recommend RHS (rho=.5807, N=102, 

p<.001), a conviction that a greater appreciation for spiritual matters had developed 

because of the school (rho=.4316, N=104, p<.001), a claim to be involved in the life of 

the school (rho=.2602, N=104, p<.01), and academic average (rho=.3492, N=102, 

p<.001). 
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Part Five; Results - The Student Surveys 

CHAPTER TEN: Discussion 

Chapter ten follows the outline of the VCES model. Organisational climate is 

discussed first, followed by atmospheric climate, and outcomes. 

10.1 Organisational climate 

10.1.1 Milieu 

A review of the results fi^om the correlation study revealed that milieu input 

features of organisational climate, at least as defined by such standard inputs as age, 

multi-cultural exposure (i.e., the number of countries in which the student lived), 

gender, parents' occupation, and citizenship, were not as active in the VCES model as 

were atmospheric climate inputs, including, in particular, the students' perception that 

their parents supported the school and that their personal values were similar to the 

school's when they first enrolled. 

.1 Age, grade level 

The role of "age" in the VCES model was idiosyncratic. At AHS younger 

students tended to be more positive about the school as a whole than were older 

students while at RHS younger students were less involved and demonstrated a 

relative alienation fi-om the teachers. Grade level played a similarly inconsistent role at 

the two sites. Student perceptions appeared to vary fi^om age group to age group and 

fi-om grade level to grade level but not necessarily in a linear way associated with 

social or biological maturation. Consequently, the age of the student represented a 

valid way of defining group attitudes and beliefs in these schools but the impact of 

ageing was not identified. This differentiation between age and ageing was fi^equently 

heard in the halls and staff rooms as one ofl;en heard teachers labelling a particular 

class, such as a grade 10 class, as a "positive" class, or a grade 12 class as a "good" 

class and a grade 11 class as an "academic" class. These labels or designations could 
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theoretically arise from group trends associated with age but not with ageing. 

.2 Citizenship 

Birthplace was originally seen as a potential correlate of many of the items in 

the model because of the different values associated with "home" cultures. However, 

no significant relationship was found between the student's birthplace and his/her views 

of the handbook, numbers of fiiends, identification with the school's thinking, or 

involvement in the school's programme. This lack of association suggests that the 

international school community may possess an "international," essentially English 

language supra culture which transcends the home country's cultural idiosyncrasies. 

Such a phenomenon is in itself intriguing and worthy of further investigation although 

evidence from both the parent and the Rokeach surveys indicates that home cultural 

inputs remained substantial in other dimensions of the VCES model. 

.3 Parents' occupation 

The insignificant role parental occupation and economic situation played at 

these two sites raises a number of important questions in regards to school climate and 

value change. One group of parents (AHS) could be described as economically 

"privileged," the other group (RHS) could be described as lower middle class with a 

small representation of both the lower and upper classes. In terms of positive 

outcomes and positive processes, both schools were described by parents and students 

as "effective." In other words, economic class did not appear to be a significant 

correlate of a school's effectiveness in the minds of the participants (those who 

attended or paid for the schooling). 

How does one explain this in light of the fact that many studies have made it 

clear economic advantage plays a major role in school outcomes? One possible 

explanation is that academic outcomes are usually seen as THE measure of school 

effectiveness. In this study the focus was on affective outcomes and effectiveness was 

defined primarily by parents and students. When the spotlight shifted to the affective 

domain and to the perspective of the participants (parents and students) and away from 

the cognitive domain and the expectations of governments and special interest groups, 
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socio-economic explanations appeared to be less associated with effectiveness. 
Popular thinking today attributes poor outcomes and a school's inability to do well 
("ineffectiveness") to economic disparity and social injustice. Results from these two 
contrasting sites suggests that this is not always the case and that other factors of a 
more significant nature can be active in an effectiveness explanation. 

There is little evidence that AHS with its high income parents outperformed 

RHS with its lower middle class parents even on major academic outcomes, as one 

would expect given the economic advantage of AHS. Results from the standardised 

SAT and Advanced Placement exams could provide some insight into this but the 

impression was that both schools performed well on these instruments and were both 

"effective." It was not the purpose of these surveys to explore this point but because 

of the interesting results which emerged, further study is warranted. 

One interesting explanation for the failure of socio-economic status to play a 

significant role is that attitudes and characteristics typically associated with social 

privilege may have been overshadowed by other attitudes and characteristics in these 

schools. In other words, social privilege in itself is not a "cause" of ineffectiveness or 

poor outcomes but rather a correlate which can be mitigated or eliminated under 

certain conditions. For example, the religious attitudes and beliefs espoused at RHS 

(c£, Rokeach profiles in chapter eleven) may negate the deleterious effects often 

attributed to economic disadvantage. International exposure and parental educational 

levels may also have played a role in downgrading the importance of wealth and status. 

Unfortunately, no comprehensive explanation is possible given the data at hand, 

but it suggests that there may be ways to create "effective" schools with positive 

processes and outcomes that do not rely on the largesse of a government. 

.4 Years in school 

Two handbook rules were significantly related to time in the school, although 

in both cases the pattern was not linearly related to length of time in the school. New 

students were the most dogmatic about their beliefs. On the one hand, they were the 

most supportive of "order" while on the other, they were the least supportive of the 
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"walkman" prohibition. The one and two year students were generally the most 

supportive of both rules, the three to five year students were generally the most 

undecided, and the 6+ year students were the most diversified in their opinions.' This 

suggests that students entered the school with their minds made up but after a year or 

two in the school, they became more accepting of the rules. This period of acceptance 

was followed by a period of growing uncertainty which culminated in the independent 

positions held by the long-term students. Such an interpretation has appeal because it 

leaves room both for maturation due to ageing and school effect, but the evidence is 

sketchy and based on too few variables, a small sample, and a statistical procedure 

plagued by empty cells and low frequencies. In contrast to what was said above about 

ageing and grade level, the correlates of "years in the school" lend support to the 

contention that groups existed within the school which were superficially associated 

with maturation. In actual fact, these groups appear highly idiosyncratic. Once again, 

an ethnographic study would be most helpful in revealing what these "groupings" 

actually meant and why they existed. 

.5 Gender 

In spite of a number of significant correlations (p<.05), it must be said that 

gender, too, was not frequently associated with other items in the VCES model. For 

example, gender in both schools was not significantly related (p>.05) to citizenship, 

father's occupation, birthplace, residence status, and length of time in the school, all of 

which could have been anticipated in a valid instrument. Nor was it associated with a 

general feeling about the handbook, academic achievement, the overall score given to 

the school, the feeling that others in the school thought like the student, the belief that 

spiritual appreciation had been learned because of the school (RHS), the perception 

that the school had high academic or behavioural standards, the belief that the school 

had a positive atmosphere, a willingness to recommend the school, or the student's 

perception that his/her values had been the same as the school's upon entry. In short, 

1 27.66110, DF 12, N=61, p=.00620, F=.38878, eta-squared with order dependent .211 and with 
time dependent .078; "walkman" x' 26.46279, 16 DF, N=61, p=.04785, F=.32932, eta-square with 
Walkman dependent .048 and with time dependent. 100. 
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there was no basis for gender stereotyping at either school even though it is apparent 

from the Rokeach Value Survey that gender was associated with varying value profiles. 

Support for the handbook rules revealed a gender difference in the holding of the 

values responsihility and respect. Girls tended to endorse them more enthusiastically. 

It could be argued that girls were simply more inclined to rule conformity than were 

boys but given that only two of the rules were associated with gender (p<.05) and that 

the rules which were differentiated by gender overtly embodied the distinct values of 

responsibility and respect rather than specific behavioural criteria, it seems more likely 

that girls held the values differently than did boys but that this difference was not 

particularly associated with positive perceptions of school processes and outcomes. 

10.1.2 Organisational climate: social system 

.1 Handbooks 

It has often been noted that schools unconsciously teach many values they do 

not intend to teach. However, there are some values which are "officially" a part of 

the school's teaching agenda. The handbook was one place where both schools 

articulated values they wished to teach and prescribed behaviours which they felt were 

indicative of an actual "holding" of these values or which they felt would permit them 

to operate as though the values were held by the school community. On a perhaps 

superficial level, therefore, a school could consider itself effective at teaching values i f 

students became increasingly supportive of the school handbook. It needs to be noted, 

however, that an indication of support for the handbook could be seen as compliance 

with social convention. As David Trainor (1995) pointed out, "'Knowing right fi^om 

wrong' is not always about morality but may be about social compliance" (p. 12). This 

phenomenon led Marfleet (1995) to distinguish between "school values and values in 

schools." 

Three items correlated significantly (p < .05) with support for the handbooks: 

perception that parents were supportive of the school, belief that there was a positive 

climate in the school, and support for the school as a whole. Longer exposure to the 

handbook's rules and values through an increased number of years in the school was 
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not associated with greater support for it, nor was the feeling of identification with the 

school ("values similar on entry" and "people in the school think like me"). 

Interestingly, students who claimed to be unfamiliar with the handbook were 

associated (p<.05) with a feeling that the handbook needed serious revision. These 

students were also associated with a perception that their parents were not supportive 

of the school, with a rejection of most of the specific rules and values in the handbook, 

with a feeling that the staff had been the most likely source of negative influence in the 

school, with a feeling that people in the school did not think like they did, Avith a claim 

that they had been uninvolved in the school during the year, and with a belief that the 

atmosphere in the school had not been positive. In short, there was negative linkage 

between the items and a common, consistent aspect of disaffection. One also wonders 

to what degree the handbook was actually unknown or unread by this group. 

Although the data provides no evidence for this, it is tempting to speculate that those 

who claimed ignorance of the handbook meant something closer to " I wish I knew 

nothing about the handbook." Failure to acknowledge awareness of the handbook 

would therefore be another way of expressing disaffection from the school. 

By way of contrast, a feeling that the RHS handbook was basically good or 

needed only minor changes was associated with the belief that a student's values had 

been similar to the school's upon entry, with a perception that parents were supportive 

of the school, with a belief that the staff had been the primary source of positive 

influence and the peer group the primary source of negative influence, with a reading 

of all or most of the handbook, with a support for the various rules and values in the 

handbook, with the belief that there was a positive atmosphere in the school, with high 

academic achievement, with involvement in the school, with a belief that the school 

fostered greater appreciation for spiritual things, with a willingness to recommend the 

school, and with a decision to give the school a high rating. A positive thread of 

"effectiveness" is evident in these correlations (p<.05). Acknowledging support for 

the handbook was tantamount to identification with the "school." 
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Each of the handbook rules with its accompanying explicit or implicit values 

was studied in connection with the VCES model. The rules and values of the 

handbook, were "Uve" issues which found many correlates in the model (p<.05). The 

exceptions were primarily the expectation variables and, typically, age, years at RHS, 

and grade level. The handbook factors themselves were frequently inter-correlated. 

Over the course of the year support for the handbooks appeared to decline at 

both schools. In every one of the ten rules or statements investigated at AHS there 

was a shift towards disapproval. In only two cases were the "no opinions" greater than 

in the fall. Students were less supportive and more sure of what they believed by the 

end of the year. 

How is this shift to be interpreted? Given the AHS spring age bias it could be 

argued that the younger, newer students were less likely to endorse or adopt the rules 

and underlying values. It could also be argued that the younger, newer students were 

more "rebellious." One could also imagine that the eariy enthusiasm of September, 

with its promises, its hopes and its reservoir of good will, had waned in the face of year 

long pressure, disappointment, and conflict. 

The data does not provide the evidence necessary to answer this question. 

However, after a full year in the school it is difficult to imagine that the younger, newer 

students still did not understand the reasons for the rules. Furthermore, there is no 

evidence to suggest that they were more "rebellious" or that they found the rules more 

onerous. In other words, it seems improbable that the age bias in the AHS spring 

sample could alone account for the disappearance of support for the handbook. A 

crosstab study of the "number of years at AHS" with "feeUngs about the handbook" 

makes it clear that longer term students were more associated with a feeling that the 

handbook needed revising than were shorter term students.̂  None of the students with 

five years at the school wanted to leave the handbook the way it was while 31% of 

newcomers to the school and 39% of those with one year in the school thought it was 

good the way it was. This makes the case for a negative school impact. Furthermore, 

2.2 30.95714, DF 15, F=.25637, N=157, p=.00890. 
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it raises questions about "effectiveness." One can only speculate what the AHS staff 

would feel about this drift away from the eariy, initial support for the handbook with 

its rules and values. There would be those who would say that the school's stress on 

individuality and critical thinking had taken precedent over the values which were 

articulated in the handbook and that the more important "values" had won. In other 

words, the school had been effective in creating a positive, unintended effect albeit at 

the cost of other desired effects. Older students and students who had been in the 

school for some time would soon be leaving. "Therefore," the argument would go, "it 

was good to see older students thinking through the values for themselves." On the 

other hand, one suspects that while some teachers would applaud independent, critical 

thinking, others would conclude that the independent, critical thinking process had 

somehow gone awry i f it left students less supportive of other cherished values. 

Speculation aside, the trend to less student support over the year was a 

negative effect running counter to the stated objectives of school. 

Further study needs to be done in order to establish what effect, i f any, the 

staff's "no opinions" had on the students. Even though the staff as a whole feh 

strongly committed to the rules, there was evidence that the minority's lack of clear 

support may have fostered divergent thinking amongst the students and led to a 

decrease in support for the handbook and its provisions.^ 

.2 High expectations 

The three expectation items, which asked students to assess the school's 

academic, moral-ethical, and behavioural expectations, were significantly correlated 

with each other, thereby suggesting a conceptual linkage between them. A principal 

components analysis verified this indicating that high expectations in one area carried 

with it an assurance that it existed elsewhere in the system. Perceptions of high 

expectations in the various domains were not associated with input items such as age, 

gender, and years in the school but there was a correlation (p<.05) with the input item 

3 In the case of involvement (SI. 10) one of the five staff who completed both the fall and the spring 
surveys "disagreed" in the spring after "agreeing" in the fall. The other four were split between 
"agree" and "strongly agree." If these five are seen to be in any way representative of the staff as a 
whole, it would seem that the staff, too, had become less supportive over the course of the year. 
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relating to the students' perception that their parents' supported the school. There was 

also evidence that the school's overall grade was associated with a general belief that 

the school had high expectations. 

Behavioural expectations were noticeably the least active of the three 

expectation dimensions explored in the VCES model. This provides some evidence for 

the truth of proposition #9 "Values are held interactively across the domains of 

personality in unique and idiosyncratic ways." This uniqueness and idiosyncrasy 

appears to be particularly observable in the behavioural domain. 

Perceptions of the school's academic and moral-ethical expectations were 

correlated with items at both sites (p<.05). In the case of academic expectations, the 

item with the clearest connection to perception of high expectation was the belief that 

people in the school thought like the student. High academic expectations were also 

associated with the learning of tolerance and involvement. A belief that there were 

high moral-ethical expectations in the schools was associated with the feeling that there 

was a positive atmosphere in the schools and, in the case of AHS, with a belief that 

others in the school thought like the student. Given this pattern it would appear that 

students who tended to feel they shared the same belief orientation as others in the 

school also tended to feel that the school had high expectations. This correlation has 

face validity i f one accepts that people in general feel their personal expectations are 

"high." 

.3 Misbehaviour 

The item which asked students at RHS about their detention record appeared in 

the Spring 1991 survey. It was studied in light of responses to the Spring 1992 survey 

through the fall-spring-spring cohort. Therefore, strictly speaking, the record of 

misbehaviour was a 1991-1992 input. However, one could just as easily argue that it 

would qualify as a school process item because the behaviour record was acquired in 

1990-1991 while the student was attending RHS. This item duplicity illustrates an 

inadequacy which exists with the linear notion of input - process - outcome in school 

effectiveness research. Processes and outcomes in one year become inputs in another. 
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One simple result of this is the obscuring of the impact "school history" has on the 

present. Evaluations of school "effect" in school effectiveness research need to reflect 

autarkic elements in the input - process - outcome model. 

Misbehaviour was surprisingly unassociated (p>.05) with the item which asked 

students i f they felt others in the school thought similarly to them. In other words, 

misbehaviour was not strictly speaking linked to a sense of alienation. Misbehaviour 

was significantly associated (p<.05) with a tendency on the part of the student to feel 

that the school had not been effective in accomplishing either of its main goals, namely 

that of providing an opportunity for spiritual growth or of promoting academic 

achievement. It was also associated with lack of involvement in the school. Given 

these key associations, it would seem that an "effective school" would not have a large 

number of students enrolled in it whom it would define as misbehaving. 

A Evaluation of sources of influence 

In identifying a primary source of positive and negative influence rather than in 

claiming "no opinion," students gave support to the contention that the school had an 

impact on them. This declaration provides evidence for value change proposition #13: 

"elements in a school's environment influence value formation in unique and disparate 

ways." With increased exposure to the school, the "potency" of the elements changed. 

What was initially a source of negative influence became a minimal or non existent 

source as time passed. Perhaps acculturation to the school's environment brought with 

it a conviction that the negative was not as negative as first perceived. Further 

research is needed to clarify the nature of the metamorphosis which took place in this 

setting and to investigate i f changes in sources of influence was simply associated with 

maturation and not a school process factor. 

Friends and peers were seen as both the most positive and the most negative 

source of influence in the schools. Teachers were the second most potent source of 

influence, both positively and negatively, while administrators tended to be seen as 

having little positive influence but considerable negative influence. Given the 

important role played by the peer group, schools like RHS and AHS would do well to 



276 

develop policies which encourage students to enrol who share the values' orientation 

of the "school." 

The identification of staff rather than peers as the primary source of negative 

influence was associated with parents' lack of support for the school, with the feeling 

that peers had the greatest positive impact on the student, with the feeling that the 

handbook needed to be substantially revised, with the conviction that a number of its 

rules and values were not worthy of support, with the belief that the school did not 

have high academic expectations, with the feeling that the student did not have a 

greater appreciation for spiritual things because of the school's influence (RHS), and 

with an overall low grade for the school. 

By way of contrast, the student designation of a staff member as the principal 

source of positive influence was associated (p<.05) with the feeling a student had that 

his or her values were similar to the school's upon entry into the school, with a feeling 

that the peer group had been the main source of negative influence in the school, with 

the feeling that the handbook was basically satisfactory and that specific rules in the 

handbook were worthy of support, with a perception that there was a positive 

atmosphere in the school, with a belief that the school was a good school, and with a 

willingness to recommend it to others. 

In summary, identification of sources of influence in the school was an 

important correlate in the VCES model. Positive processes and outcomes were 

associated (p<.05) with a tendency to view teachers as the primary positive source of 

influence and peers as the primary negative source. 

10.2 Atmospheric climate/culture - input and process factors 

10.2.1 Parents' attitude towards the school 

The students' perception of their parents' attitudes towards the school was 

another active correlate in the VCES model. At RHS eighteen of the twenty-eight 

relationships in the cohort study had a significant correlation (p<.05) to the students' 

perception of their parents' attitudes. Many students at RHS felt their parents had a 

neutral or relatively critical attitude towards the school and yet parents were emphatic 
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that they shared the school's values and thought it was doing a good job of educating 

their children. This apparent discrepancy would seem to be best explained by a 

tendency for people (students in this case) to assume that other people (parents) think 

the way they do. This phenomenon raises questions about the validity of those items 

which asked students and parents to indicate how each other felt about a particular 

issue. In actual fact the items did not reveal how others thought, but how the first 

party felt the others thought. In the case at hand, the students' perception of parental 

disenchantment appears to be inaccurate from a parental perspective (at least 

according to what parents were willing to admit to the school in their surveys) but the 

item maintains validity in that it reveals how supportive students perceived their 

parents to be, and one presumes that students acted according to their perceptions. 

Results from a study of this item indicate that a school like RHS or AHS, 

which desires a positive climate where values can be transferred effectively, would do 

well to see i f students perceive their parents to be supportive. It is this perception 

which was associated (p<.05) with involvement in the school, with academic 

achievement, with the learning of spirituality (RHS), with a high overall score for the 

school, with a willingness to recommend the school, and with a belief that the students' 

values were similar to the school's at entry. 

10.2.2 Student felt personal values were similar to the school's at entry 

Earlier it was noted that socio-economic inputs appeared to have only a modest 

association with other inputs in the VCES model. By way of contrast, the philosophic 

inputs appeared to be active and inter-related in a consistent manner. Students at RHS 

and AHS who felt their personal values were similar to the school's at entry were 

significantly associated (p<.05) with such desirable outcomes as a high overall grade 

for the school and a willingness to recommend it. These students were also associated 

with involvement in the life of the school and, in the case of RHS, with a feeling that 

they had grown "spiritually" because of attendance at RHS. In terms of process items, 

these students were also associated with a perception that their schools had positive 

atmospheres and that others in the school thought like they. In terms of inputs, a 
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feeling that they entered their schools thinking like their schools was associated 

(p<.05) with a belief that parents had been supportive of the school. 

A non-parametric correlation like this one does not indicate causation or 

direction in a relationship. It could be supposed from this item that i f enrolment 

policies were written in such a way as to ensure that students shared the school's 

philosophic orientation a happy, productive school would result. Such a deduction 

goes beyond the evidence because it is possible that this input item is, in fact, an 

outcome of the school. The item asked the student to recall a perception. It seems 

highly probable that the perception was influenced by experiences in the school over 

the year. For example, it could be that the perception of a positive atmosphere left 

students with the impression that their values had been the same as the school's when 

they entered it. 

Value change propositions 4 and 6 suggested that for a school to be effective, 

students who enrol must feel that the school's value system is not foreign to them and 

that the new values they encountered will be "comprehensible" and close to what they 

already believe. Data from the input item "values were similar on entry" supported 

these propositions. To phrase the item in the language of the propositions, the 

student's perception that he/she was close to the values of the school was associated 

with a v^dllingness to support the values of the school and to learn the lessons which 

the school wished to teach (e.g., tolerance for others). It is apparent both from this 

item and the one dealing with a student's perception that "people in the school think 

like me" that identification with the values in the school was associated with the 

student's belief that he or she had learned values from the school and that a positive 

climate with high expectations existed in it. 

10.2.3 Others in the school thought like the student 

The previous item asked students to recall a perception from the past. The 

item which asked students i f they felt others in the school thought like they did asked a 

similar question but from the perspective of the present. Not surprisingly, the two 

questions were most strongly correlated with each other. This in itself argues for the 
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seepage of the past into the present and the present into the past. In the case of this 

particular item, the correlations were analogous to those related to recollections that 

personal values were similar to those of the school at enrolment. Current perceptions 

of solidarity with others in the school was associated (p<.05) with supportive parents 

(AHS), with perceptions of high moral or academic standards in the school (suggesting 

that students think they personally hold high standards), with perceptions of a positive 

atmosphere in the schools, with involvement, with the learning of spirituality (RHS), 

with a willingness to recommend the schools, and with a high rating for the schools. 

A closer look at a specific correlation demonstrates how a perception of 

solidarity with others in the school community worked out in practice at both sites. 

Parents indicated that they thought the schools had high academic expectations. The 

students agreed, when asked a similar question, and anecdotal evidence existed which 

indicated that the school staff felt "academic excellence" was a very high priority for 

them. Given the importance of this particular item it would have been difficult to 

imagine the students or the parents feeling that the schools did not have high academic 

expectations and yet still feeling that people thought like them. This line of reasoning 

argues for the validity of the instruments but, more importantly, it points out a possible 

key principle in school effectiveness. These schools shared a community goal 

orientation. Students, staff", and parents were focused on similar objectives and each 

"group" believed the others were participating in this common pursuit. Associated 

with this was a sense of positive atmosphere and a confidence on the part of the 

students and their parents that desired outcomes had occurred. 

RHS students were almost equally divided on the issue of whether or not their 

values were similar to the school's at entry. This response points out a significant 

discrepancy between parents' perceptions and their children's because 80% of the RHS 

parents said that their child's value system had been the same as the school's at entry. 

This disparity serves to illustrate the point that parents' and students' impressions of 

each other represented different perspectives of reality. On occasion the perspectives 

appeared very similar but at other times they stood in remarkable contrast to each 
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other. The correlational study was not intended to evaluate which perception of reality 

was "accurate" but rather to explain the role the respondents' perception of reality 

played in the VCES model. 

The issue of item reliability may also have created an illusion of discrepancy in 

the perceptions of parents and students. Parents were asked i f their children's values 

were similar to the school's in the year preceding the students' answer to the same 

question. The students completed the survey at the end of a "difficult" period in the 

year in which several prominent students were disciplined. The students' perceptions 

about similarities and differences between their values and the school's may have been 

influenced by elements in the current atmosphere and a re-test a year later may have 

found the perceptions to be closer to those of the parents. An ethnographic study 

would have been helpful in determining what the question meant to both the students 

and the parents. 

10.2.4 Positive school atmosphere 

Both RHS and AHS were held to be effective by the students and their parents. 

However, both schools were not seen to possess the same measure of "atmospheric 

positiveness." This differentiation enriched the data because it allowed for a theoretic 

contrast between the two sites. Nevertheless, the contrast failed to materialise in the 

sense that the same pattern of correlation appeared at both sites. Perceptions of a 

positive atmosphere were linked to many of the items. It was clearly a more important 

factor in the VCES model than age, grade level, parents' occupation, and citizenship. 

Students who felt the school had a positive climate tended to be those who also 

believed that the school was a good place to be when compared to other schools 

("recommendation," "overall score") as propositions 14 and 15 suggested would be the 

case* Although the student's perception that the school had a positive atmosphere 

was not significantly related to the number of good friends a student had, it was found 

to have a relationship to all the other items explored at AHS. 

^ Proposition 14: "Some school environments are more conducive to value change than others;" 
proposition 15: "Some schools are more effective at creating a social environment/climate for value 
change than are others." 
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10.3 Goal attainment - outcome 

10.3.1 Grades expected 

In chapter nine it was noted that at AHS no significant correlation was found 

between achievement and many of the factors which were related to the value change 

process. This marginal role for academic achievement appears to contradict much of 

current thinking about effective schools. However, it may be that AHS was an outlier 

in key respects. For example, truancy was not an issue in the school. To look for a 

correlation between a non-existent problem and academic achievement is fiitile. 

Furthermore, it may be that some students inflated their grades so that what was 

recorded was a "hoped for grade" or " I deserved this grade" rather than a factual recall 

of the grades which were given. Finally, it should be noted that this survey did not 

"prove" background factors were unrelated to achievement. Rather, they were not 

found to be significantly related in the AHS context which only "proves" that however 

related they may be in some contexts, they are not in all and caution should be 

exercised in unquestioningly ascribing outcomes (causation) to a particular set of 

inputs. 

These conclusions were essentially confirmed at RHS. Using data fi-om the 

Spring 1991 respondents, it was found that few input or process measures were 

strongly correlated with academic achievement. In this regard, academic achievement 

stands in contrast to two other prominent outcomes assessed in these surveys: the 

students' willingness to recommend the school and the students' overall score for the 

school. However, it was apparent fi^om both schools that academic achievement was 

linked (p<.05) to other positive outcomes, particulariy the student's willingness to 

recommend the school, the overall score of the school, involvement in the school, and 

the learning of spirituality (RHS). The one input of note which was associated (p>.05) 

with academic achievement was the student's feeling that his/her values were similar to 

the school's at entry. In terms of processes, the number of detentions, the number of 

close fiiends, and support for the handbook were all associated with academic 

achievement. Perhaps one can discern in this that academic achievement was more 
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closely associated with organisational - social system climate than it was with 

atmospheric climate. Additional research is needed to explore the way in which these 

two aspects of climate could be active in a school creating an environment conducive 

to the creation of positive outcomes in the cognitive, affective, and behavioural 

domains. 

10.3.2 Learning of specific values: involvement, tolerance, spiritual 
appreciation 

Students were asked whether the school had been effective at teaching them 

some of the key values it said it intended to teach them. The fact that the students 

were generally convinced that such was the case argues for the effectiveness of the 

schools in the sense that many students indicated they had "learned" what the school 

wished them to learn. There was also evidence which suggests the effectiveness was 

not a black and white issue. According to the students, the schools were clearly more 

effective at teaching some values than they were others and some students benefited 

more from the "school's" conscious or unconscious approach to teaching the values. 

For example, a study of involvement at AHS indicated that the school actively sought 

to teach students the importance of being "involved." Nevertheless, the spring 

respondent group was considerably less supportive of this "value" than was the fall 

group in spite of frequent and pointed exhortations about it in school assemblies and 

elsewhere. Year-end fatigue may have influenced the answers and clouded memories 

but the simplest interpretation of the data suggests that school effectiveness was 

quantitatively different for individuals, as proposition 14 suggests. 

Several transcendent correlational characteristics appeared at both sites. 

Specifically, the students' belief that their values were similar to their schools when 

they first enrolled was significantly correlated (p<.05) with a feeling that all three 

values had been learned. The linkage which existed between these specific values and 

other outcomes, such as willingness to recommend the school and to give it high 

marks, further illustrates the point that effectiveness at RHS and AHS tended to be a 

pervasive phenomenon rather than an isolated incident. Effectiveness at teaching 
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specific values was also associated with unique clusters of variables. That is, each 

value had unique association (p<.05) with various items in the survey while sharing 

several transcendent cortelations. 

10.3.3 Willingness of students to recommend the school 

I f one accepts that the students' perceptions of their schooling experience are a 

valid measure of effectiveness, and i f one accepts that simple, generalised questions 

such as "willingness to recommend" and "overall school score" tap this construct of 

effectiveness and encompass the affective domain as well as the cognitive (perhaps 

even more so given the number of clear correlations in this survey), then one can 

identify several elements in the school effectiveness model which were associated with 

effective value change. Students who felt AHS and RHS had been particularly 

effective for them, leaving them with positive feelings about what the school had done 

to them and for them and would be able to do for others, were students who perceived 

a positive atmosphere in the school, who felt their school had high standards in 

general, who supported the handbook, who felt their parents were supportive of the 

school, and who entered the school feeling like the school shared their values. 

Additionally, they were students who were positive about a series of outcomes which 

they attributed to the school. 

While fijrther study is needed to substantiate this, the preliminary evidence 

suggests that a school's effectiveness, as measured by the students' willingness to 

recommend their school, transcended the "positive feelings" they sensed in the school. 

This tentative conclusion is based on an analysis of student responses to the three 

expectation questions at AHS. Responses to these expectation items were more in line 

with responses to the overall recommendation question than they were to the positive 

school atmosphere question. In the minds of the students, having a "happy school" 

was not as associated with the school's overall quality and their willingness to 

recommend it as was their conviction that it had high expectations. 
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10,3.4 Overall score 

The overall score given the school was a very active correlate in the VCES 

model. By this it is meant that the score given to the school was associated 

significantly (p<.05) with many of the other ratings the students gave to their schools. 

Students who were willing to give their schools a high mark were those students who 

also tended to see their parents as supportive of the school and who were themselves 

supportive of the schools' handbooks. Higher school marks were also associated with 

an identification with the school's values and philosophic orientation. Students who 

gave the school high marks also tended to feel that they entered the school with values 

like it and that others in the school thought similarly to them. Not surprisingly, 

therefore, a high overall score was associated with a perception that the atmosphere 

was positive and that outcomes were excellent. 

10.4 Summary 

A complex but discernible picture of effectiveness emerged from these surveys. 

The relationships which were established were internally consistent and, in general, in 

agreement with findings reported in the relevant literature. The cultural inputs, as 

opposed to the organisational inputs (milieu and social system), were particulariy 

associated with a climate in the school which was linked to outcomes the schools 

would define as goal attainment. The schools were active, effective agents of value 

change in the adolescents who attended them. 

Proposition #4 argued that i f a student entered a school with values similar to 

it, the student would be more open to the school's influence. The correlation picture 

which emerged here suggested that students who entered feeling their values were 

similar to the schools' were associated not only with a year long (process) feeling that 

the school was positive and that people in the school thought like they did, but they 

also left feeling positive about the school, ready and willing to recommend it, and 

confident they had learned value lessons. This interrelationship confirmed proposition 

#12. These students also felt their parents supported the school. This belief in turn 

was associated with a conviction that the school had high expectations and that the 
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rules and regulations in the handbook were desirable. What emerged, therefore, was 

not a picture of causation but a picture of an intricate web or network of association. 

An effective school in this context was one in which students feU they had 

learned the school's key values and attributed the learning to the schools themselves. 

One of the weaknesses of the survey was that the meanings students gave to the 

various items upon which these conclusions are based was not explored in a qualitative 

study. For this reason, the explanation of value change can only be stated in broad 

generalities. Its relevance to the individual student remains conjecture. 

In a time-sequence model of value change in a school setting, it would appear 

that students who came to the school with values close to the school's and who, 

together with their parents, supported the philosophic objectives of the school, tended 

to be those who learned the values the school sought to teach and had a rather pleasant 

time doing so. 

Serious problems arise with this interpretation, however. One could 

legitimately ask, "How is it possible for students to learn what they say they already 

knew when they enrolled in the school?" Students who saw the school as effective at 

teaching them values claimed to have entered with values like the school's. This 

apparent case of circular reasoning could best be explained by assuming that students 

meant they felt they enrolled holding values like the school and then left the school 

holding them more firmly as a result of the schools' impact on their lives. Once again, 

a qualitative study would be helpfial in ferreting out the meaning of this response. 

The time - sequence model also ignores the fact that time and sequence are not 

linear in the reality which the VCES model explores and defines. For this reason, 

causation itself becomes problematic regardless of the "power" of the statistical tool 

used to analyse the data because these tools are only capable of prediction in a truly 

quantifiable universe. This problem can be illustrated by once again turning to the item 

which asked students i f they felt their values were similar to the school's when they 

enrolled. From where did the student's perceptions originate? From rumours and 

memories in the constituency served by the school? I f so, the student's perception was 
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a school outcome acting as an input. Did the perceptions originate in the stories of 

siblings enrolled in the school? I f so, the perceptions were a school process item 

acting as an input in the younger brother or sister. Did the perceptions originate from 

exposure to the school's promotional literature or from an interview with the 

headmaster? Again, these are school process items acting as inputs into the school. 

I f this item was given to the students to answer in the fall just as they enrolled it 

could be argued that the responses would be uninformed. I f the question was asked at 

the end of a year - as was done in these surveys - it could be argued that the student's 

perception of the "past" was prejudiced by memories of the school year and that reality 

had shifted as a result of positive or negative feelings about outcomes. 

In short, a time - sequence or causation model does not accurately reflect the 

reality the VCES model seeks to explore. A truly satisfying model of effectiveness 

must take into account its web-like essence, with each strand serving an independent 

and dependent function. One positive connection to the web of effectiveness is not 

indicative of institutional effectiveness. When you have "it," you have "it" in a way 

which appears to touch every aspect of the organisation. However, when the 

effectiveness quality is missing or lost, it seems highly improbable that this quality 

could be restored without substantial change in many facets of the school and the 

community. Griven the evidence here, it is impossible to imagine a simple panacea for 

ineffectiveness. "Effectiveness" was a "state of being." Within this state, there was 

room for anomalies, such as eroded support for the handbook, because effectiveness 

was more than the mathematical summing and subtracting of isolated positive and 

negative elements in the school. The anomalies, when compared to the state of being, 

appeared transient, marginal, and inconsequential. 

It can be said with assurance that a school which students felt taught them 

values (i.e., goal accomplishment) was an effective school in many ways. It possessed 

a positive atmospheric and organisational climate, the dominant elements of which 

were not stock inputs such as age, gender, socio-economic status (at least in these 

study), and citizenship - over which the school had no direct or indirect control. The 
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climate was characterised by a sense of belonging and identity with the school, a sense 

that parents and others were supportive, a sense that expectations were high, a 

perception that the atmosphere around the institution was positive, an assurance that 

the teachers were positive sources of influence and that peers were the primary 

negative source of influence, and a conviction that cognitive, affective, and behavioural 

outcomes were all positive. 

Finally, these schools which were effective at creating both positive value 

change and other desirable outcomes were ones which were in tune with their clientele 

and constituency. The broad school community was focused on common goals and 

although they differed in the two schools - perhaps because of the parents' vocations -

the schools were both "effective." These school communities had the advantage of 

being able to define their particular value orientation and definition of effectiveness. In 

many respects they were similar, although in key respects they were different.^ 

Effectiveness did not mean that both schools shared the same inputs and processes. I f 

there is a lesson for a broader educational community it would be that school 

effectiveness would be enhanced i f parents, students, and school staff were brought 

into a common sense of ownership and purpose. Funding equality and resource 

distribution may be helpfial in some instances but the evidence here is that they are not 

essential aids in creating effectiveness. One can well imagine that programmes which 

attempt to create equality actually create discord and ineffectiveness because of the 

intrusion of marginal "stakeholders" into the local educational environment. Problems 

would appear to be inevitable when an agency external to the community decides what 

values are to be taught and what outcomes are to be prescribed as essential for 

effectiveness. The absence of these external interest groups and the presence of 

community harmony and initiative appeared to be prominent features of effectiveness 

in these two sites and it seems likely that this characteristic would be true in other 

settings as well. 

N̂ote for example, the RHS goal of developing spiritual sensitivity. The AHS community would most 
likely have found this an objectionable and divisive goal. 
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CHAPTER E L E V E N : TheRokeach Value Survey 

Results from the parent - student surveys focused attention on variables in a 

school setting which created a climate for values to change. Chapter eleven 

summarises evidence for a theory of value change which was earlier set out as sixteen 

propositions (chapter two). The evidence for the propositions, which was derived 

from the Rokeach Value Survey, ranged from the tentative to the confirmatory 

depending on the proposition in question. The overall result, however, gives rise to an 

explanation at the theoretic level of how and why values changed in these schools. 

This complements the eariier chapters which contextualised the value change by 

identifying key school based factors which were associated with the change. 

11.1 Methodology 

11.1.1 The philosophic orientation of the instrument 

Milton Rokeach (1968) divided values into two categories. One group, which 

he called "instrumental," related to desirable modes of conduct such as honesty and 

obedience. The other group, which he called "terminal," related to desirable end states 

such as happiness and peace. The two were seen to be interrelated in the sense that the 

instrumental values were the means of obtaining the terminal. 

Both groups of values were subdivided into two categories. In the case of the 

instrumental, Rokeach distinguished between interpersonal values (e.g., honesty, love), 

which he felt influenced conduct and resulted in guilt when they were violated, and 

intrapersonal/competence values (e.g., capability, logic) which resuhed in feelings of 

inadequacy and failure when they were violated. Terminal values, similarly, were 

subdivided into self-centred/personal values (e.g., peace of mind and salvation) and 

social values, such as world peace and equality. In Rokeach's words. 
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...two separate value systems may be posited-instrumental and terminal-
each with a rank-ordered structure of its own, each, no doubt, fimctionally and 
cognitively connected with the other, and both systems connected with many 
attitudes towards specific objects and situations, (p. 161) 

Rokeach's classification system invites comparison with others. It has the 

advantage of simpUcity, and its location of a value system within a beUef-attitude-

opinion-faith matrix is attractive. Furthermore, its grounding in the principles of 

central tendency and congruity (cf, chapter 2) make the entire theory impressive both 

in its breadth and in its suitability for empirical research. It also has the advantage of 

bridging the various scholarly disciplines from economics to ethics and psychology. 

For these reasons, Rokeach's approach has much to offer and the empirical research 

which was undertaken at RHS and AHS was based in part on the instrument he 

developed. 

11.1.2 Evaluating the suitability of the instrument 

Work done by Lau Sing (1988) at the Chinese University of Hong Kong 

explored the validity of the Rokeach instrument for the assessment of value systems. 

Correlating results of the Rokeach Value Survey (RVS) with Scott's Personal Value 

Scale, Lau Sing found that there was "strong support [for the] RVS as a valid value 

measure" based on his survey of 927 Chinese university students. He went on to say. 

The vahdity of the ranking procedure used in RVS is... supported. It is 
important to show that ranking is a valid method, as it is better than rating 
method to obtain true priority/preference data. The preference data so 
obtained adhere more closely to the concept of value system proposed by 
Rokeach (1973).(p. 590) 

Summarising various reviews of the instrument, it is apparent that previous 

researchers have found the instrument's reliability to be "adequate" (Cohen (1978) 

and Kitwood (1978)), and valid for ages 11+. It has been found to be generally 

suitable for "experiments concerned with value change" (Kitwood, 1978, p. 1033) and 
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has been used in a variety of secondary school settings. Resuhs from these and other 

studies have found it to be "carefully constructed," "short," easy to analyse, comprised 

of "interesting" tasks, modest in its expectations of the respondent's ability, and 

relatively reliable given the type of instrument it is (Buros, 1978). 

Researchers have also reported a number of weaknesses in the instrument. Its 

ipsative nature requires large samples and "assumes all items have the same 'value 

energy,'" its "item reliabilities are generally not high enough to sustain their use for 

individual assessment in counselling," (Cohen 1978, pp. 1031,1032), its selection of 

specific values fails to include values which schools seek to promote, its use of 36 

instrumental and terminal values assumes "all children have a value system suflBciently 

well developed to accommodate the 36 values on the test," its rank ordering procedure 

"demands a taxonomy that is theoretical; [even though] values may not be understood 

this way," and its requirement that respondents rank 18 values at one time is 

"conceptually difficult" (Buros, 1978). 

11.1.3 Procedure and analysis 

.1 AHS students 

The Rokeach was integrated into the battery of surveys which were given to 

the AHS students in the fall and spring. Following completion of a short demographic 

section, students proceeded directly to the Rokeach Values Survey. Rokeach's 

eighteen terminal and eighteen instrumental values were listed in alphabetical order and 

the respondents were requested to rank the values in importance to them as "guiding 

principles" of life. The rank order which emerged was used to create a values profile 

which could be compared with factors related to the effective schools model. In an 

effort to capture a sense of the "feelings" dimension of value holding, students and staff" 
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were asked to rate how much they "liked" the terminal values (l=like very much, 
10=dislike very much). 

A comprehensive analysis of the data explored the differences in the way the 

respondents ranked the values. The Friedman two-way ANOVA was used to establish 

the profile of various staff and student groups and the Kruskal-Wallis H (K-W) one

way ANOVA was used to analyse significant differences which arose between the 

scores of more than two groups on a specific value. In cases where the staff and 

students fell into just two groups, such as in the case of gender, the Mann-Whitney U 

test (M-W) was used.' In one instance the median test was employed (staff gender) 

but the more powerful M-W style tests were otherwise used to establish statistically 

significant differences between groups. 

.2 RHS students 

Students at RHS completed the Rokeach on three occasions, in Fall 1990, 

Spring 1991 and Spring 1992. In each instance the instrument was combined with 

other items and instruments to create a survey battery with the Rokeach as the second 

"section" in the battery. As was the case at AHS, the intention was to use a well-

known survey with a solid theoretical foundation which could define and in some way 

describe the value change which was taking place in the school. 

Analysis of the Fall 1990 survey focused on the possibility of a relationship 

between the student's value profile and the number of years he or she had been 

enrolled at the school. The Fall 1990 Value Survey also permitted an exploration of 

the relationship between value profiles and school input factors. In the Spring 1991 

and Spring 1992 re-tests, these objectives remained in view although the focus of 

Cf the SPSSx Introductory Statistics Guide, p. 129. For a description of the K-W and M-W see 
above chapter four. See also Biyman and Cramer, pp. 126-133 for a discussion of the appropriate 
non-parametric test to be used with rank order data such as is provided by the Rokeach survey. 
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attention shifted to possible relationships between value profiles and school processes 
and outcomes. The inclusion of a Rokeach sub-scale on "feelings about the terminal 
values" was intended to give insight into the holding of the values in a non-cognitive 
way, just as it was at AHS. 

One relevant comment heard repeatedly about the Value Survey at both RHS 

and AHS was that "All the values in the middle were the same." This type of 

comment coincided with a weakness other researchers had observed in the survey. In 

short, the Rokeach appeared more reliable at the extreme ends of the ranking scale 

than it did in the middle. Consequently, the analysis which follows focuses particular 

attention on the high and low rankings. 

The data collected at RHS was analysed in the same manner as it was at AHS. 

The Friedman two-way ANOVA was used to establish the profile of various staff and 

student groups and the Kruskal-Wallis jy (K-W) one-way ANOVA was used to 

analyse significant differences which arose between the scores of more than two 

groups on a specific value. In cases where the staff and students fell into two groups, 

such as gender, the Mann-Whitney U test (M-W) was used. 

.3 Staff 

Teachers at both sites were also given the Rokeach to complete as part of their 

battery. The primary intention was to provide a comparison and contrast to the 

students. Given the value change propositions undergirding the VCES model, it 

seemed logical to assume that students and staff" would both experience changes over 

the year which would be significantly associated with inputs, processes and outcomes 

in the school. Unfortunately the staff" response rate was poor and there was no way of 

verifying the representativeness of the sample like there was with the students. ̂  

Cf., 9.2.1 and 9.2.2 for a summary and discussion of the staff responses. 
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Therefore, it was not possible to assess staff changes over the year as it was with the 
students. 

11.2 Rokeach Value Survey Results 

Sections 8.1 and 8.3 in Chapter Eight set out the response rate for the Value 

Survey at the two schools. Aspects of reliability are discussed below in conjunction 

with various analyses. Estimates of internal reliability related to the students' feelings 

about the terminal values were calculated using Cronbach's alpha and all were found 

to be satisfactory. 3 The survey as a whole was located in the atmospheric 

chmate/culture of the VCES model and was considered an input-process determinant. 

However, the value profiles of returning students could be viewed as an input, process, 

or outcome factor depending on the perspective one wished to take. Once again, this 

demonstrates the limitations of an input-process-outcome approach to assessing school 

effectiveness. 

Data from the Rokeach surveys is summarised below in three sections. The 

first section focuses on an analysis of a general, undefined school impact created by the 

number of years a student had been in the school (proposition #12).'* The second 

section provides a synopsis of the major findings which emerged from a correlation of 

the Rokeach value profiles with various items in the surveys such as the age or gender 

of the respondent (proposition #13).^ The third section provides a summary of the 

data which sheds light on the various other propositions which undergird the VCES 

model. 

3 Alpha scores for feelings about the AHS fall terminals .8243, AHS spring terminals .8800, RHS fall 
terminals .8306, RHS spring 1991 terminals .8395, RHS spring 1992 terminals .8862. 

^ Propositions #12: Schools, as a social environment, influence value formation in unique and 
disparate ways. 

• I 

Proposition #13: Some elements in a school's environment are more likely to influence value 
change than are others. 
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11.2.1 General impact of the schools on student value profiles 

One of the main reasons for employing the Rokeach was to verify the existence 

of a statistically significant relationship between attendance at a school and the 

existence of a particular value profile, which was distinct fi^om the profiles created by 

other factors such as the age, gender, social background, academic ability, and religion 

of the student. The summary which follows explores this possibility fi-om a number of 

perspectives, each of which is methodologically problematic but each of which 

suggests that there was an independent, unique value profile associated with the 

school. 

11.2.1.1 Age of the student versus years enrolled at AHS: terminal 
values 

Both the age of the student and the number of years enrolled at AHS were 

significantly associated with different value profiles in the fall and the spring at AHS. 

The age of the student differentiated three values in the fall while years enrolled in the 

school differentiated four. By this it is meant that older students had a value profile 

which was statistically different (p<.05) fi-om the younger students. This statistical 

difference was created by the way in which three values in particular were ranked in 

the profile. Students also had statistically different value profiles according to the 

number of years they had been in the school. By this it is meant that students who 

were newly arrived at the school did not have the same value profiles as those who had 

been in the school for various lengths of time. The statistical difference between the 

profiles of those who were newly arrived and those who had been in the school for 

some time was attributable to the way in which four values were ranked. 

I f the values which differentiated students by age had been the same as those 

which differentiated them by how long they had been enrolled in the school, then it 
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could have been argued that the change in the rankings of the values was associated 
with maturation rather than with school effect. However, the only value differentiation 
(p<.05) to be shared by the age of the student and the number of years enrolled in the 
school was the value broadminded.^ The other three values which were ranked 
differently in a statistically significant manner by the length of time the student had 
been in the school were not associated with the age of the student. 

It was also conceivable that the values differentially ranked (p<.05) by years of 

enrolment at AHS were associated with some other non-school input factor such as 

gender. Using the same procedure with the gender of the student, it was found that 

there were 7 values differentiated in the fall by gender (p<.05), but only one of the 7 

was the same as the values ranked differently by the number of years the student had 

been in school. This suggests a unique relationship between the number of years 

students had been in the school and the way in which they held their values. 

This impression is strengthened by comparing the value profiles of new and 

returning students in Table 11.1. As the table shows, seven values were held with a 

mean rank difference of at least one full point. This is particularly noteworthy because 

in six of the seven cases the returning students' mean rank was closer to the teachers 

than was the new students.'̂  Taken by itself, this evidence does not "prove" that 

teachers impacted the students but it does raise the possibility that the teachers were 

associated with the unique value profile. 

A more in depth look at the terminal value profiles of students based on years 

in the school shows that while there was not a particular pattern associated with the 

rankings (i.e., there was no uniform, graduated shift from year to year) there was 

considerable differentiation associated with each year. In other words, there was a 

^This means that the statistically significant change in ranking which occurred in the value 
broadminded with students who had been in the school for a long period of time was as likely to be 
associated with ageing as it was with some undefined school based factor. 

A comfortable life, an exciting life, freedom, inner harmony, mature love, and self-respect. The 
exception was true friendship. 
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Table 11.1: 
"Value profile of new and returning smdents, AHS fall respondents." 

First month 
mean (ranli) 

Returning students 
mean (rank) 

comfortable life 7.47 (7) 10.37 (13) 
exciting life 7.00 (6) 9.91 (9) 
sense accomplishment 10.20 (10) 10.47 (14) 
peace 6.97 (5) 6.91 (4) 
beauty 12.52 (16) 11.87 (15) 
equality 9.15 (8) 9.01 (7) 
family security 6.65 (3) 7.20 (5) 
freedom 4.72 (1) 5.81 (1) 
happiness 5.75 (2) 6.02 (3) 
inner harmony 11.95 (14) 10.20 (12) 
mature love 11.85 (13) 10.15 (11) 
national security 12.70 (17) 12.25 (16) 
pleasure 9.57 (9) 9.93 (10) 
salvation 14.63 (18) 14.39 (18) 
self respect 10.35 (12) 8.72 (6) 
social recognition 12.40 (14) 12.59 (17) 
true friendship 6.88 (4) 5.84 (2) 
wisdom 10.23 (11) 9.36 (8) 

N=40 N=116 

Table 11.2: "Mean Rank of terminal 
11-14" 

time in the school 1st mon 1 year 2 years 
comfortable life 6.87 7.60 11.73 
exciting life 7.10 9.30 11.55 
sense accomplishment 9.90 9.60 10.55 
peace 6.03 7.40 7.27 
beauty 12.17 9.60 12.09 
equality 9.47 8.90 8.91 
family security 6.50 4.40 7.18 
freedom 4.97 6.70 5.64 
happiness 5.43 5.90 7.73 
inner harmony 12.77 11.30 12.55 
mature love 12.57 14.40 7.00 
national security 12.63 14.40 10.27 
pleasure 9.57 8.50 12.36 
salvation 14.50 16.30 15.27 
self respect 11.23 8.30 7.91 
social recognition 11.77 13.60 9.82 
true friendship 6.37 6.10 6.18 
wisdom 11.17 8.70 7.00 

N=30 N=10 N=ll 

discernible change in the various group's value profiles which was associated with the 

school (p<.05) and was independent of age. 

Using the same seven values which were found to be significantly differentiated 

by the new and returning students {a comfortable life, an exciting life, freedom, inner 
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harmony, mature love, self respect, true friendship), it was found that holding age 

constant (i.e., by restricting the study to young adolescents 11-14) those with two 

years at AHS had mean ranks closer to the adults in the school on 6 of the 7 values. 

They were also closer to the AHS staff than were those who had been there 1 

year on 4 of the 7 values. Compared to new students, those who had been at the 

school for one year were closer to the staffs mean rank on 5 of the 7 values. Once 

again, this points to a differentiation in student value profiles which was independent of 

age and associated with the school. It also raises the possibility that teachers were 

related in some way to the altered value profile of the young adolescents. 

However, a similar pattern was not discernible with the 15-16 year olds. 

Holding age constant (15,16 year olds), there was no substantial difference between 

new students and returning students on the 7 values which had previously shown a 

mean rank difference. Students who had been in the school for one year had profiles 

shghtly more Uke the staff than two year students or those in their first month. ̂  

The most comprehensive look at the relationship between the value profiles 

created by the number of years in the school and by the teachers was possible in the 

17-20 year old category because long term enrolment patterns existed with this group. 

Compared to the staff, the third year and over groups were the most like the staff. 

This provides provisional evidence for proposition #12 which holds schools to be 

active social environments where value change occurs. Congruence with the staff 

value system was assessed by comparing the staffs mean rank with the mean rank each 

"length of time in the school" category had for the eighteen values. The unit of time in 

the school which was closest to the staff value was given a rank score of one. The 

length of time unit which was next closest to the staff was given a score of 2. The 

length of time unit which was furthest away from the staff received a rank score of 5 

(because there were five categories of "length of time in the school"). Adding together 

the scores on each value it was found that the mean rank score of the third and fourth 

year students was tied (2.667) for the lowest rank score which means that these long 

^ Four values to three in both cases; first month students were more like the staff than were second 
year students in three of the four values. The small sample of five may be responsible for this shift. 
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Table 11. 
terminals by AHS 

3: Mean rank of fall 
fall respondents ages 15-16" 

1st month 1 year 2 years 
comfortable life 8.40 10.20 7.67 
exciting life 8.60 11.53 8.93 
sense accomplishment 10.60 11.67 10.93 
peace 11.60 4.40 7.80 
beauty 12.60 11.67 12.00 
equality 8.40 6.20 11.87 
family security 5.60 5.27 7.80 
freedom 6.00 5.20 8.60 
happiness 6.40 6.33 4.20 
inner harmony 10.40 9.53 11.13 
mature love 10.40 12.27 9.33 
national security 11.20 10.73 11.93 
pleasure 7.80 10.67 9.33 
salvation 13.40 15.33 13.20 
self respect 9.80 9.47 8.73 
social recognition 16.00 13.07 12.20 
true friendship 8.00 6.33 5.13 
wisdom 5.80 11.13 10.60 

N=5 N=5 N=15 

Table 11.4: "Mean rank of fall terminals by AHS fall respondents ages 17-20." 
1st month 1 year 2 years 3 years 4+yrs Staff 

comfortable life 10.20 11.00 11.00 12.40 12.05 14.18 
exciting life 4.80 11.40 13.56 9.60 7.90 10.00 
sense accomplishment 11.60 14.40 12.22 9.80 9.43 6.45 
peace 8.00 5.60 8.56 6.80 8.52 9.73 
beauty 14.60 12.20 13.67 11.40 13.00 9.91 
equality 8.00 11.20 9.56 7.10 9.10 9.64 
family security 8.60 9.60 7.56 7.30 7.81 6.09 
freedom 2.00 5.00 5.11 5.50 4.48 7.18 
happiness 7.00 6.20 5.33 7.60 5.71 7.64 
inner harmony 8.60 6.80 6.11 10.40 9.05 8.36 
mature love 9.00 7.80 10.11 11.10 9.43 8.73 
national security 14.60 8.00 12.00 12.10 14.05 14.55 
pleasure 11.40 11.00 10.11 8.10 9.81 11.73 
salvation 16.60 12.40 11.78 15.00 15.14 15.64 
self respect 5.60 9.00 7.67 8.00 8.48 4.73 
social recognition 12.60 12.40 13.78 14.40 11.57 14.18 
true friendship 8.80 6.00 3.89 4.70 6.05 7.09 
wisdom 9.00 11.00 9.11 9.70 9.43 5.18 

N=5 N=5 N=9 N=10 N=21 N=ll 

term students had a value profile which was closest to the staffs. Students in their first 

month were third with a mean rank score of 2.873, students in their second year were 

fourth (3.22), and the fiirthest away fi-om the staff were the first year students (3.56). 

Assuming that adults in the school were less likely than students to change their 

values,^ and assuming that these crude statistical methods are satisfactory, it is 

^ This was a major assumption which could not be substantiated due to the poor response rate on the 
re-test. 
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apparent that students with three years or more in the school were closest to the adult 
value position. 

Summarising the results of "length of time in the school" with age of the 

student held virtually constant, it is evident that the most distinct association of 

movement towards the adult position occurred amongst the early adolescents. In the 

middle age category, no pattern was discernible, while in the older age category the 

long term students were most like the staff. 

These results were obtained from a review of the fall responses on the terminal 

values. The responses of the spring respondents demonstrated a similar pattern. There 

were insufficient cases for the Friedman test to be performed on the 11-14 and 15-16 

year olds, so the only age group examined was the older adolescents (17-20). Even 

here the poor rate of response clouded the interpretation. Older adolescent students 

who had been enrolled in AHS longer than one year had a value system profile which 

was somewhat closer to the staff than did older adolescent students who had been 

enrolled in the school for one year or less. In eleven of the eighteen values the "over 

one year in the school" group were closer to the staff while in seven of the eighteen, 

the one year or less students were closer to the staff. 

Given the trends noted above one would suspect that the cohort value profiles 

would become somewhat more like the staff over the course of the year. All the mean 

ranks were compared to the staff and only those which showed a substantial shift (1 

mean rank position) were tabulated. This approach has merit because the Rokeach 

instrument did not appear to be sensitive to subtle differences in values with "middle 

rankings." By excluding values with smaller shifts the "big picture" emerged. Small 

mean rank changes may have been due to a reliability problem rather than to an actual 

change in the student's value position. As a resuh, the extreme rankings and rankings 

in which there were substantial shifts appear to be the areas where conclusions can be 

drawn with the greatest confidence. 
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The spring cohort's value profile was marginally more like the staffs than was 

the fall cohort's. Ten of the eighteen values were ranked more Uke the staffs in the 

Spring than they were in the fall. On the other hand, eight values were ranked closer 

to the staffs in the fall than they were in the spring. This difference would appear to 

be inconsequential. 

In summary, therefore, two points emerge from the data on fall terminals. 

First, when one controlled for age, there was a distinct, unique value profile which was 

associated with the number of years a student had been in the school. Second, the shift 

in terminal values which took place during the year was marginally in the direction of 

the staffs value system, particularly amongst the younger adolescents. In no instance 

did the value profile of the 18 terminal values move away from the staff over the 

course of the year or according to the number of years the student had been enrolled in 

the school. 

11.2.1.2 Age of the student versus years enrolled in AHS: 
instrumental values 

A similar approach was used to ascertain whether this pattern repeated itself 

with the instrumental values. The new and returning students disagreed in substantive 

terms (a mean rank score of more than 1) on seven values: ambitious, courageous, 

honest, independent, intellectual, loving, and responsible. The returning students had 

a mean rank score closer to the staff on 5 of the 7 values suggesting that longer 

periods of enrolment resulted m a school value profile which was somewhat like that of 

the staff. This conclusion was drawn after the new and returning students' instrumental 

profiles were examined. However, when age was held constant, it was found that the 

shift towards the staff was primarily associated with young adolescents. 
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The same procedure was used with spring responses. New students (one year 
or less) were compared to those who had been in the school for more than a year. The 
difference between the groups was assessed by comparing each mean rank to that of 
the staff for the same value. The returning students were found to have 11 mean 
values closer to the staff than were the new, "one year or less" students. 

To control for age, details of the older adolescent age group were examined. 

No difference was found between the mean rank scores of those who had been in the 

school one year and less and those who had been in the school more than a year. That 

is, the one year or less students were just as likely to have value profiles Uke the staff 

as were the more than one year students.̂ '' 

To view the change over the 1991-1992 school year fi-om another perspective, 

the fall/spring cohort's mean ranks were compared. There were changes over the year 

but a comparison of the mean rank scores indicated that the fall responses were more 

like the staflPs than were the spring on 11 of 18 values. 

In summary, it is apparent that the instrumental value profiles were also 

associated with years in the school and had distinctive features not attributable to age. 

However, one cannot speak with much confidence of a shift towards the staff profile. 

As with the terminal values, the young adolescents appeared most associated with a 

move towards the adult values. Older adolescents who had spent an appreciable time 

in the school were also relatively like the staff but in terms of a transition over the 

1991-1992 school year, the cohort study did not reveal a pattern of change associated 

with the staff 

1̂  Nine values were ranked closer by both groups. 
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11.2.1.3 Age of the student versus years enrolled at AHS: feelings 
about terminal values 

"Feelings about" the fall terminal values were also studied using the Friedman 

two-way analysis-of-variance. Table 11.5 provides a summary of the students' and 

staff's feelings about the values. The only comparison which can be done between the 

AHS teachers and the students comes from a study of the fall/spring cohort. The 

cohort students rated 11 values more like the staff in the spring than they did in the fall. 

However, many of the ratings were very close and the statistical procedure too 

primitive to place confidence in the results. Like work done with the "cognitive 

values," the "affective values" point to an interesting trend which needs further 

investigation. 

Table 11.5: "Mean ratings of the AHS students' and staffs 'feelings' about the terminal values" 
Fall only Fall cohort Spring cohort Spring only Staff 

comfortable life 9.35 8.73 8.67 8.73 11.34 
exciting life 10.02 11.04 8.94 9.33 9.68 
accomplishment 10.33 10.30 9.53 9.58 8.11 
world at peace 8.21 8.58 8.63 8.28 8.82 
world of beauty 10.79 10.92 11.42 11.20 9.34 
equality 9.89 10.16 8.54 8.64 9.34 
family security 7.76 7.88 8.58 8.70 7.84 
freedom 6.59 6.41 7.46 7.33 6.68 
happiness 6.63 6.69 7.20 7.09 7.26 
inner harmony 10.83 11.14 10.26 10.41 7.71 
mature love 10.15 10.77 10.23 10.37 8.92 
national security 12.15 11.37 11.68 11.99 13.05 
pleasure 8.89 8.61 8.63 8.36 12.03 
salvation 13.91 13.15 13.16 13.27 15.16 
self-respect 8.88 8.81 10.31 10.41 7.11 
social recognition 11.85 11.54 11.29 11.33 13.16 
true friendship 5.86 6.35 6.83 6.51 7.58 
wisdom 8.89 8.54 9.63 9.49 7.87 

N=157 N=59 N=49 N=69 N=19 

11.2.1.4 Age of the student versus years enrolled at RHS: terminal 
values 

The primary study of the value profiles created by the number of years a 

student had been enrolled in a school was done at AHS. The same procedures on a 

modified scale revealed an analogous pattern at RHS. Once again the Kruskal-Wallis 

H test, which compared mean ranks, was used as a test of significance. In the case of 
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young adolescents (Fall 1990), the Rokeach terminal value happiness was significantly 

differentiated (p<.05) by length of time in the school. Later, in the Spring '91 survey, 

the terminal values family security and mature love were also differentiated after the 

age of the student had been taken into account. For the middle adolescents (Spring 

1991), length of time in the school significantly differentiated the terminal values true 

friendship and wisdom while for older adolescents length of time in the school 

differentiated an exciting life, a sense of accomplishment, happiness, mature love, and 

national security in the fall and a sense of accomplishment, peace, and wisdom in the 

spring. Three terminal values were significantly differentiated by length of time in the 

school in more than one age group: mature love, happiness, and wisdom. 

In reflecting on these differentiations, it is apparent that once age had been 

taken into account, there remained a distinct value's profile associated with length of 

time in the school. Regardless of their age, students who had been in the school for 

longer periods of time were associated with a greater appreciation for mature love and 

wisdom, and with less appreciation for happiness than were those more recently 

arrived at the school. 

Instrumental values were less frequently significantly differentiated (p<.05) by 

length of time in the school with age held constant. There were no repeat values from 

one age group to another, as was the case with the terminal values, nor was there a 

differentiation which was consistent in both the fall and the spring. 

11.2.2 Significant differences in value profiles associated with specific 
V C E S items 

Terminal and instrumental value profiles were established at both sites for each 

administration of the surveys. Included in this broad collection of profiles were those 

which were created by the responses each student gave to the various input-process-
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outcome items in the survey. For example, there was a male and female profile created 

each time the survey was administered. Similarly, there was a Protestant and CathoUc 

profile, a profile for those who expected to get A's and a profile for those who 

expected to get D's. These profiles were then compared with each other to see if there 

was a statistical difference (p<.05) in the way the values were ranked. This made it 

possible to analyse profiles based not only on the number of years a student had been 

at the school (see above), but also to analyse profiles based on his or her gender, age, 

birthplace, grades, religion, number of countries lived in, parents' occupation, record 

of misbehaviour, willingness to recommend the school, and the overall grade they gave 

to the school. Almost all possible comparisons were examined for the various 

respondent groups. 

Some values were more likely to be part of a differentiated profile, whether it 

was a differentiation based on the age of the student, the gender of the student, the 

student's citizenship, or some other factor. For example at AHS, the terminal values 

comfortable life (4), world at peace (S), family security (4), inner harmony (5), 

mature love (4), and salvation (4) were the terminal values most frequently 

differentiated (p<.05) by the various input-process-outcome factors in the survey. On 

the other hand, two terminal values - wisdom and happiness - were not differentiated 

on the basis of any of the 13 input-process-outcome items taken from the VCES model 

in either the fall or the spring. It could be said, therefore, that the various value 

profiles which were created by the 13 items in the VCES model (e.g., gender, 

academic achievement) were differentiated (p<.05) from each other in the way they 

ranked world at peace, inner harmony, et al, but they were never differentiated from 

each other in the way they ranked wisdom and happiness. 

An examination of the twelve AHS items used to differentiate the instrumental 

values revealed that there was even more differentiation associated with school input-

process-outcome factors in the Rokeach instrumental scale than there was in the 
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terminal scale. Differences continued to be associated with milieu input items such as 

age, gender, religion, parents' occupation, number of countries lived in, and birthplace, 

but school process and outcome variables were also significantly associated (p<.05). 

These included the number of years the student had been in the school, the overall 

score given to the school, the willingness to recommend the school to others, and the 

number of friends he or she had in the school. Table 11.6 tabulates the frequency of 

differentiation associated with instrumental values in both the fall and the spring. 

Table 11.6: "Frequency of differentiation by each variable" 

Variable Fall only Spring only 
Age 3 3 
Gender 7 3 
Years 4 1 
Religion 3 0 
Grades 3 2 
Number of countries lived in 2 N/A 
Father's occupation 1 N/A 
Mother's occupation 2 N/A 
Birthplace 4 N/A 
Willing to recommend the school N/A 1 
Number of friends N/A 2 
AHS overall score N/A 1 

Given the various items in the surveys, the most statistically significant 

differentiation (p<.05) was associated with years enrolled at AHS, gender, age, 

birthplace, mother's occupation, number of countries lived in, and religion. A closer 

look at some of the profiles is helpful in illustrating the dynamic quality of a school 

setting while pointing out the obvious, namely, that there are competing values in a 

school setting. I f there were not, value change would be theoretically impossible. 

11.2.2.1 Gender; years of enrolment 

Males at AHS more highly valued an exciting life, mature love, and salvation 

than did females, while females more highly valued a -world of peace, family security, 

true friendship and equality. Those who had been in the school for a shorter period of 
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time placed a higher value on an exciting life, and a world at peace than did their peers 

while the long term students placed a higher value on mature love and down graded a 

world of beauty and salvation. 

11.2.2.2 RHS academic average - spring 1992 

Lower grades were associated with a statistically significant (p<.05) ascription 

of more importance to a comfortable life and less importance to self-respect. 

Conversely, high grades were associated with an ascription of less importance to a 

comfortable life and more importance to self-respect. The value broadminded was 

more important to those with low grades, and less for those with high grades, while 

courageous and obedient were more important for those with high grades and less for 

those with low grades. 

11.2.2.3 RHS detentions - spring 1991 

Many detentions were significantly associated (p<.05) with a higher regard for 

an exciting life and pleasure, and for less regard for family security and salvation. 

Amongst the instrumental values,/orgj'vmg, honesty, and loving were the most 

important for those with no detentions and relatively less important for those with 

several detentions. "No detentions" was also associated with obedience (most 

important) and independence (least important). Therefore, a behavioural holding of 

the school's values, or at least a behavioural conformity to the rules was associated 

with a distinct set of values.This supports the contention that values are held in 

accordance with trait consistency and that changes in the holding pattern have a 

derivative impact which crosses the domains of personality (here, from behaviour to 

cognition; propositions #5,9,10). 

Only in the case of the values independent and obedient was there a change in the pattern of "no 
detentions" and "two or three detentions" representing the two extreme positions. That is, the more 
detentions there were, the more pronounced was the trend in the ranking of the value. 
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11.2.2.4 RHS student values were similar at enrolment, spring 1992 

Those who agreed or strongly agreed that their values were similar to the 

school's upon entry ascribed less importance to pleasure and more importance to 

salvation than did those students who disagreed or strongly disagreed. Three other 

values were also differentiated by "values were similar at enrolment." Social 

recognition was held to be least important by those who strongly disagreed with 

"values were similar at enrolment" but was equally important for the other groups of 

students. Self-respect was most important to those who agreed with "values were 

similar at enrolment" and least important to those who disagreed. On the instrumental 

side, honest was least important to those who strongly disagreed that their values were 

similar to the school's when they first enrolled. Other groups viewed honest similarly. 

In summary, those who felt their values were similar to the school's upon entry, had 

statistically different value profiles than those who felt their values were dissimilar 

upon entry. This characteristic provides important evidence for the reliability of the 

item because it demonstrates that the students' perception of a difference or a 

similarity of values at entry into the school was verified by the existence of a 

statistically different (p<.05) value profile. 

11.2.2.5 Father's occupationi2 

Peace was held to be least important by students whose fathers were "clergy" 

or "professional." Family security, salvation, and wisdom were most important to 

children of "clergy," and least important to children of "professionals." Freedom was 

most important to children whose fathers were businessmen, executives, or 

professionals, and least important for "clergy." No instrumental values were found to 

be significantly differentiated by father's occupation. 

12 The 10 students who entered "other occupation" were not included in this analysis. 
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11.2.2.6 The staff perspective 

The staff were generally not differentiated on the basis of the 5 items tested 

(years at AHS, gender, age, birthplace, and religion). Given the hiring practices of the 

school, it would seem that the Head had been successful in bringing staff to the school 

who thought as the "school" thought. Given proposition it appears that the 

appUcation and interview process did a good job of selecting adults with similar values. 

It is noteworthy that "years teaching at AHS" was the item most associated with 

differentiation amongst the staff. In fact, other than one value differentiated by gender, 

there was no differentiation except that associated with teaching years at AHS. It 

would seem that staff were hired with similar value positions, or at least similar 

positions on key values which then followed a pattern of trait consistency, and that it 

was the school itself which then became associated with differences. This is not to say 

that the school created the effect but it was associated with it. 

Although it is normally considered inappropriate to work from a mean with 

rank ordered data, a standard deviation analysis was done on the Rokeach fall 

terminals in order to investigate any pattern which emerged. It was found that extreme 

rankings tended to have the smallest deviations. This was seen to be helpfiil in further 

defining what a value system "looks like." 

Happiness (3.7 6), freedom (3.96), pleasure (4.10), true friendship (4.13), and 

salvation (4.19) were the values with the lowest standard deviations in their mean 

rankings. Again, further study with a more sophisticated instrument would be valuable 

in establishing the relationship between the size of the standard deviation and group 

value change. Is a small deviation score for values which are ranked highest and 

lowest associated with institutional harmony? Is it this kind of group holding pattern 

13 The interactive process of value change follows a pattern of trait consistency." 
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which would allow for an effective application of proposition #15: some schools are 

more effective at creating a social environment/climate for value change than are 

others. 

11.2.2.7 Summary 

Virtually all the key values in the Rokeach scale of 18 terminal and 18 

instrumental values were associated with key school input-process-outcome factors at 

AHS. Therefore, it can be stated unequivocally that AHS was clearly associated with 

the process of change in adolescent values. These results indicate the association was 

considerable, diverse, and unique (attributable) to the school. 

11.2.3 Value profiles and the value change propositions 

AHS was the primary site for an evaluation of the relationship between student 

value profiles and a general school effect as defined by the number of years a student 

had been enrolled in the school. RHS was the primary site for an evaluation of the 

relationship between student value profiles and the value change proposhions. 

11.2.3.1 Value change propositions and the Rokeach surveys 

One of the reasons the Rokeach was administered over two years on five 

testing occasions was to assess the appropriateness and accuracy of the value change 

propositions identified in chapter 2. I f one accepts the definitions used in this study, 

then the straightforward statement "humans value" can be said to have been confirmed 

(proposition #1). Furthermore, as the previous section in chapter 11 demonstrated, the 

Rokeach value profiles were associated with change over time thereby providing 

evidence for proposition #2, "values change." 

The Rokeach instrument allowed for a measurement of a value's centrality in a 

belief system by having students rank the eighteen values in importance. The highest 

ranked values represented the core or central values while the lowest ranked values 
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represented the peripheral values. The students' willingness and ability to rank the 

values in order of importance substantiated the idea of central and peripheral values, as 

was implied in proposition 3.'^'^ Measuring change in the core values allowed for an 

investigation of the veracity of propositions 3,5, and lO.i ' By contextualising the 

Rokeach in a school setting it was also possible to capture a glimpse of how schools as 

social environments influence or share in the formation of values in adolescents 

(propositions 4,6-16). 

11.2.3.2 Propositions 3 and 5 (f-s-s cohort) 

Tables 11.7-10 set out the value profiles of male and female students over the 

period 1990-92. The tables focus on the central and peripheral values of both the 

terminal and instrumental values, here arbitrarily set as the four top and bottom values. 

Reflecting on the results of this data obtained from the responses of the f-s-s 

cohort one is left with the impression that little change occurred over the two years, 

particularly in the core or central values. The three highest ranked terminal values 

were virtually impervious to change although the fourth ranked value showed 

movement towards inner harmony and away from family security on the part of both 

males and females. The instrumental values were similarly static. The core values, 

especially the first three showed no change, although the fourth ranked values 

demonstrated some movement. 

Proposition 3: The more central a value is in one's belief system, the greater will be the 
repercussion of a change in the value. 

1̂  Proposition 5: When one value changes, it has a derivative effect on one's belief system; 
proposition 10: the interactive process of value change follows a pattern of trait consistency. 
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Table 11.7: "RHS female terminal values" 

1990 1991 1992 
1. Salvation 
2. True friendship 
3. Wisdom 
4. Family security 

1. Salvation 
2. True friendship 
3. Wisdom 
4. Inner harmony 

1. Salvation 
2. Wisdom 
3. True friendship 

15. Social recognition 
16. Comfortable life 
17. Pleasure 
18. National security 

15. Social recognition 
16. National security 
17. Comfortable life 
18. Pleasure 

15. National security 
16. Pleasure 
17. Beauty 
18. Comfortable life 

Table 11.8: "RHS female instrumental values" 

1990 J59r~ "~~ 1992 
1. Honest 1. Honest 1. Honest 
2. Loving 2. Loving 2. Loving 
3. Forgiving 3. Forgiving 3. Forgiving 
4. Self-controlled 4. Responsible 4. Broadminded 
15. Capable 15. Intellectual 15. Logical 
16. Logical 16. Capable 16. Capable 
17. Intellectual 17. Imaginative 17. Polite 
18. Clean 18. Clean 18. Clean 

Table 11.9: "RHS male terminal values" 

1990 1991 1992 
1. Salvation 1. Salvation 1. Salvation 
2. True friendship 2. True friendship 2. Wisdom 
3. Wisdom 3. Wisdom 3. True friendship 
4. Family security 4. Family security 
15. Pleasxu'e 15. Comfortable life 15. Peace 
16. Social Recognition 16. Pleasure 16. Comfortable life 
17. Comfortable life 17. National security 17. Beauty 
18. Beauty 18. Beauty 

Table 11.10 "RHS male instrumental values" 

1990 1991 1992 
1. Honest 1. Honest 1. Honest 
2. Loving 2. Loving 2. Loving 
3. Forgiving 3. Forgiving 3. Forgiving 
4. Responsible 4. Responsible 4. Broadminded 
15. Capable 15. Independent 15. Independent 
16.Logical 16. Intellectual 16. Cheerful 
17. Intellectual 17. Imaginative 17. Polite 
IS.Clean 18. Clean 18. Clean 

The peripheral values were less stable although even here changes were not 

dramatic and tended to be in the ranking position rather than in the value's 
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classification as "peripheral." In the case of female and male terminal values, six values 
were used in the three rankings of four peripheral values. In other words, only two 
new values were added and two dropped from the list of peripheral values over the 
two year period. In the case of the instrumental values, six values were used by the 
females and eight by the male students to fill the ranks on the three tests. One value, 
clean, was consistently ranked eighteenth which raises the possibility that peripheral 
values may also be impervious to change, much like the core or central values. I f this 
is true, then the definition of "peripheral" and "central" needs to be modified to reflect 
the fact that one can hold a value that is rated "unimportant" as securely in that rank as 
one can hold a value that is rated "important." 

However, because there was discernible volatility in the order of the peripheral 

values, as well as several notable changes, there is evidence here for the contention that 

the more central a value is, the more unlikely it is to change and that peripheral values 

are more malleable than are core ones. Given this, schools need to have modest 

expectations about the Hkelihood of central values changing during the adolescent 

period when students are in secondary school. 

11.2.3.3 Propositions 3 and 5 (AHS-RHS comparison) 

Propositions 3 and 5 predict that when values change there is a derivative effect 

throughout the system. Because core values remained essentially static at RHS, it was 

not possible to trace this process at this site alone. However, a comparative study of 

the value systems at RHS and AHS demonstrates what a change in core values would 

mean and addresses issues raised by the propositions. Students at RHS and AHS were 

divided into two groups - those who had been in the school for more than one year and 

those who had been in the school one year or less. The core-peripheral value profiles 
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of the students with more than one year at RHS and AHS are presented in Tables 

11.11 and 11.12. 

Students at RHS ranked salvation as the most important value while students 

at AHS ranked it as least important. I f values change with "trait consistency"^^ and 

with a "derivative effect"'"^ then it would follow that the RHS and AHS value profiles 

should be markedly different. 

Of the four core terminal values in the two schools, only true friendship was 

shared between students of RHS and AHS. Two of the four core instrumental values 

were held in common. By creating the most radical shift possible (value #1 became 

#18) a substantial derivative effect was created. 

Table 11.11: 
"RHS/AHS terminal value profile of long term students" 

RHS Spring 1991 AHS Spring 1992 
1. Salvation 1. True friendship 
2. Wisdom 2. Happiness 
3. True Friendship 3. Freedom 
4. Inner harmony 4. Self-respect 
15. Beauty 15. Social Recognition 
16. National Security 16. National Security 
17. Comfortable life 17. Beauty 
18. Pleasure 18. Salvation 

Table 11.12: 

"RHS/AHS instrumental value profile of long term students" 

RHSSpringl99ir" 1. Honest 1. Honest 
2. Loving 2. Loving 
3. Forgiving 3. Responsible 
4. Responsible 4. Cheerful 
15. Independent 15. Logical 
16. Intellectual 16. Intellectual 
17. Imaginative 17. Clean 
18. Clean 18. Obedient 

16 Proposition 10: The interactive process of value change follows a pattern of trait consistency. 

Proposition 5: When one value changes, it has a derivative effect on one's belief system. 
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However, it is also apparent that not all the values - even in the core area -

were linked together so that when there was a change in a key value not all the values 

were re-ordered. National security and beauty were seen by students with 

substantially different core values to be similarly insignificant while true friendship was 

held independently of other competing values such as salvation and wisdom (ranked 1 

and 2 at RHS) and happiness and freedom (ranked 1 and 2 at AHS). 

The cross over into instrumental values was not as direct as one might suppose 

from the propositions jand further strengthens the case for a muhiple linkage of values: 

the derivative effect was not evident in all the values. Three of the four core 

instrumental values and two of the peripheral instrumental values were the same. One 

can only speculate, but it is tempting to think that there was a conceptual link between 

the low rank given obedience at AHS (18th) and its absence from the list of peripheral 

values where salvation is ranked first in terminals and forgiveness ranked third in 

instrumentals (i.e., at RHS). In summary, there was a considerable but not universal 

derivative effect with some evidence of trait consistency. 

By comparing the profiles of new students to the schools it was possible to 

obtain another perspective on trait consistency. It also provided an insight into the 

relationship between value profiles and length of time enrolled in the school. The core-

peripheral profiles of the new students are provided in Tables 11.13, 14. 

A comparison of new students with returning students in both schools reveals 

some interesting differences. Happiness appeared on the "new students to RHS" list 

of core terminal values. It was also a core value of both the new and returning 

students at AHS. Therefore, it would seem that longer exposure to RHS (depicted by 

the returning students) was associated with a disappearance of happiness and an 

emergence of inner harmony in the core value profile. The core instrumental values at 
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RHS also saw a change from self-control (new students) to responsible (returning 

students), but in this case self-control was not one of the core values at AHS. New 

students at AHS did not demonstrate greater similarity to RHS than did the returning 

students at AHS in either terminal or instrumental core value profiles. On the 

peripheral side, the new students to AHS were perhaps even further away from the 

RHS students then were returning students to AHS because they ranked inner 

harmony, one of core values for long term students at RHS, amongst their peripheral 

values, while long term AHS students did not. 

Table 11.13: 
"RHS/AHS terminal value profile of new sdidents" 

RHS Spring 1991 AHS Spring 1992 
1. Salvation 1. True friendship 
2. True friendship 2. Freedom 
3. Wisdom 3. Happiness 
4. Happiness 4. Peace 
15. Comfortable life 15. Inner harmony 
16. Pleasure 16. Social recognition 
17. Social recognition 17. National security 
18. National security 18. Salvation 

Table 11.14: 
RHS/AHS instrumental value profile of new students" 

RHS new students AHS new students 
1. Honest 1. Courage 
2. Forgiving 2. Honest 
3. Loving 3. Cheerful 
4. Self-controlled 4. Ambitious 
15. Capable=independent 15. Capable 
16. Imaginative 16. Clean 
17. Logical 17. Logical 
18. Clean 18. Obedient 

The main point here is that the qualified derivative effect observed in the f-s-s 

cohort study is also discernible when comparing new and returning students. Trait 

consistency existed in the sense that salvation, wisdom, obedience, freedom and 

forgiving were conspicuous in their roles amongst both new and returning students. 
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That is, regardless of how long the student group'* had been at RHS, for example, it 
held salvation as a core value together with wisdom and forgiveness and it did not hold 

freedom as a core value, or obedience as a peripheral value. The converse was true at 
AHS. 

A comparison of the staff at the two schools represents an additional 

perspective on this issue. Tables 11.15,16 provide a comparison of the staff value 

profiles at RHS and AHS. 

Table 11.15: 
"Terminal value profiles of the staff at RHS and AHS" 

RHS 1990-1991 AHS 1991- 1992 
1. Salvation 1. Responsible 
2. Wisdom 2. Wisdom 
3. Family security 3. Family security 
4. True friendship 4. A sense of accomplishment 
15. National security 15. Comfortable life 
16. Peace 16. Social recognition 
17. Comfortable life 17. National security 
18. Pleasure 18. Salvation 

Table 11.16: 

RHS staff AHS staff 
1. Loving 1. Honest 
2. Honest 2. Helpful 
3. Responsible 3. Loving 
4. Forgiving 4. Responsible 
15. Broadminded 15. Polite 
16. Independent 16. Ambitious 
17. Intellectual 17. Clean 
18. Clean 18. Obedient 

A similar pattern repeated itself with the adults. Once again the impact of 

extreme change could be seen with salvation ranked #1 at RHS and #18 at AHS. Two 

core values {family security and wisdom) and two peripheral values {a comfortable life 

and national security) remained unaffected by the change occasioned by salvation's 

dramatic relocation in the system. But, where responsibility replaced salvation at the 

18 N.B., these profiles and conclusions are based on a group study and do not reflect the 
idiosyncrasies of individuals. 
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top of the list (AHS) and salvation replaced pleasure at the bottom of the list (AHS) 

peace and pleasure were no longer peripheral (RHS) and a sense of accomplishment 

became a core value (AHS). Obedience, once again appeared at the bottom of the 

AHS instrumental value list (confer student profiles) and forgiving disappeared from 

the AHS group of core values. 

Therefore, even with adults there was a discernible derivative effect 

accompanying a radical shift in a central value (e.g., here salvation). Nevertheless, the 

radical shift was confined to less than half the values under discussion in the core-

peripheral group. 

11.2.3.4 Proposition 9 (AHS)i9 

In order to obtain some idea of the cross over in domains from the cognitive to 

the affective, students were asked to indicate how much they "liked" the values. A 

summary of the extreme ratings given the 18 terminal values is found in Table 11.17. 

Table 11.17: "AHS student emotional commitment of the terminal values." 

Terminal value Like very much Dislike very much 
1 2 9 10 

1. a comfortable life 37% 20% 0 0 
2. an exciting life 31% 23% 1% 2% 
3. a sense of accomplishment 27% 24% 2% 0 
4. a world at peace 53% 10% 2% 3% 
5. a world of beauty 30% 14% 6% 2% 
6. equality 35% 17% 2% 5% 
7. family security 49% 19% 1% 1% 
8. freedom 63% 15% 0 1% 
9. happiness 58% 18% 1% 1% 
10. inner harmony 29% 17% 4% 2% 
11. mature love 32% 21% 1% 3% 
12. national security 21% 14% 4% 7% 
13. pleasure 36% 24% 0 1% 
14. salvation 12% 13% 9% 17% 
15. self-respect 42% 15% 1% 1% 
16. social recognition 20% 11% 4% 4% 
17. true friendship 69% 16% 1% 1% 
18. wisdom 41% 17% 1% 1% 

N=159-163 The lower response rate (83%) may reflect fatigue or uncertainty about flie item. 
However, it was still considered high enough to permit generalisations with confidence. 

1̂  Proposition 9: Values are held interactively across the domains of personality (i.e., cognitively, 
affectively, conatively, and behaviourally) in unique and idiosyncratic ways. 
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No student disliked a comfortable life "very much" (i.e., gave it a low rating of 

9 or 10 on the continuum). Consequently, it had the best low rating score. On the 

other hand, the students found seven other values which they "liked" more than they 

did a comfortable life (i.e., to which they gave a consistently higher rating of 1 or 2). 

This suggests a comfortable life was not held with the same emotional intensity as 

some of the other values in the emotional hierarchy. Salvation had the lowest negative 

rating (25% disliked it very much, i.e., 9 or 10) as well as the lowest positive rating 

although it fared better than the negative rating suggested it would (i.e., 25% rated it 1 

or 2). 

Although the validity of the scale is open to serious question, it appears to 

support the contention that values are held differently in the cognitive and emotional 

domains while at the same time allowing for a pattern of consistency to exist between 

the two. True friendship, freedom, family security, happiness, and a world at peace 

were the values most frequently accorded high cognitive rankings and they were also 

the values which were rated "most liked." The converse was true for salvation, 

national security, and social recognition. 

Tables 11.18,19 provide a summary of the study on the emotional holdings of 

the values. I f one accepts the "feeling" index to be indicative of emotional 

commitment to a value - and there are obvious reasons for not doing so - it becomes 

apparent that the variables used in the VCES model were more active in differentiating 

values which were cognitively held than they were values which were emotionally held. 

Seven values were differentiated in both the cognitive and emotive domains (e.g., 

"age" differentiated a comfortable life on both the cognitive and emotive scales). In 

each case the "feeling" index corresponded to the cognitive index.̂ o So, although not 

all values associated with a difference in the cognitive domain were likewise associated 

The comparisons which follow seek to take into account that tiie cognitive values were ranked 
while the emotive values were rated. 
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Table 11.18: 
"Frequency of value differentiation on the AHS fall terminal feelings" 

Cognitive Cognitive Feeling Feeling 
Fall Spring Fall Spring 

comfortable life 3 1 1 
an exciting life 2 1 2 
a sense of accomplishment 1 
a world at peace 2 6 1 1 
a world of beauty 2 1 
equality 1 
family security 4 1 
freedom 2 1 
happiness 1 
inner harmony 3 2 1 
mature love 3 1 1 1 
national security 2 1 1 
pleasure 2 
salvation 3 1 2 1 
self-respect 1 2 1 
social recognition 1 1 1 
true friendship 2 1 2 1 
wisdom 

Table 11.19: "AHS fall terminal 
feelings differentiated by variables" 

Variable Fall only Spring only Total 
age 2 2 4 
gender 3 missing 3 
years 1 0 1 
birthplace(citizen) 3 4 7 
religion 1 N/A 1 
scores N/A 1 1 
recommend N/A 1 1 
friends N/A 3 3 
AHS score N/A 0 0 

with a difference in the emotive domain, when the same value was differentiated, it was 

differentiated in a consistent manner. For example, males gave mature love a lower 

mean rank than did females on the cognitive scale (that is, they held it to be more 

important). They also gave it a lower mean rating on the affective scale indicating that 

they felt more strongly than did females that they "liked" mature love. Older 

adolescents thought a comfortable life was less important than did the other age 

groups and they also had a lower (i.e., greater) emotional commitment to it. Similarly 

a world at peace was relatively unimportant to those with "no friends," and less well 

liked by this group. 
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The affective rating scale differentiated 11 values the cognitive rankings did 

not. On no value was there a contradiction between the cognitive and the affective 

scales but the affective had its own unique association with differentiation. Because of 

the uncertainty surrounding the test's reliability, one must stop short of concluding that 

this provides indisputable evidence that values are held interactively in unique and 

idiosyncratic ways (proposition #9) but it does lend support to the proposition. 

11.3 Discussion 

11.3.1 Instrument reliability 

Earlier it was noted that many researchers have used the Rokeach and found its 

reliability to be "satisfactory." This designation needs serious qualification. As many 

have already noted, the data which emerges fi-om the Rokeach study is ordinal so it is 

not possible to quantify the degree of difference within the rankings and ratings. This 

problem can be briefly illustrated using the data which emerged fi^om AHS. The 

distance between salvation as the leading candidate for rank 18 at AHS and another 

value, such as social recognition in rank 17, may have been much greater than the 

"distance" between rank 17 and rank 16. The flexibility or band width which was 

discernible between the cognitive and the emotional holding of the value may have 

been a result of the ordinal nature of the data rather than because of a substantive 

change in the "way in which the value was held." 

The 62 respondents who completed both the fall and the spring surveys at AHS 

were treated as a cohort and a number of statistical analyses were performed on their 

answers. A simple comparison of the responses given by the fall respondents (id 1-

181) and the fall and spring respondents (id 1-62) substantiated that the cohort differed 

from the study body. The fall/spring cohort was more closely associated with the 

positions (mean ranks) of the spring only cohort than it was the fall only cohort. This 
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is a point of vahdity for it would follow that the fall/spring cohort, which made up 79% 

of the spring respondents, would be more like the spring group than the fall group of 

which it formed only a small part (34%). Given that the spring group was young and 

recently enrolled in the school (i.e., it was a biased sample), it follows that the 

fall/spring cohort was also biased in a similar direction and the value profile should 

substantiate this. Of the 13 sub groups in the fall/spring cohort which differentiate the 

fall terminal values, 6 of them were part of the 23 sub groups which differentiated the 

fall terminal values amongst the fall only respondents. In other words, 46% of the 

significant differentiations in the fall/spring cohort were also in the fall only 

differentiations. On the other hand, 15 of the 19 (79%) of the significant 

differentiations found in the spring by the fall/spring cohort were also found in the 

spring only response group. 

This rather complicated review of the significant differences (p<.05) is 

important because it supplies evidence for the reliability of this part of the survey. 

However, the re-test taken in the spring by the AHS fall/spring cohort had a potential 

for 14 differentiations to be repeated but only 7 occurred. Over the course of nine 

months students changed, but was the difference in the rankings due to problems with 

test reliability or did the differences reflect an actual change in the value holding 

pattern? Although the reliability of the test as a whole is considered adequate one 

must still suspect some of the difference was attributable to problems of reliability. 

Nevertheless, because factors like age, years in AHS, grades, close friends, and 

a willingness to recommend the school were associated with differences and were part 

of the students' experience during the nine months between writings, it seems 

improbable that the differences between the fall and the spring were due exclusively or 

even primarily to the unreliability of the instrument. 
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The case for this is strengthened by looking at specific value differentiations 

which remained constant over the nine month period. Gender was one factor which 

was associated with a high degree of differentiation. I f the Rokeach test was reliable, 

one would expect the fall results in this relatively "static" group to be essentially 

similar in the spring.^' Such was the case. With gender as the discriminating factor, 

four values were isolated as significant (p<.05) by the fall only respondents. Three of 

these four were also in the group of values differentiated in the spring by the spring 

only respondents. In each case the statistically significant differentiation was the same: 

males saw exciting life and mature love as more important, and females saw a world of 

peace as more important. 

The picture which emerged in the instrumental values was analogous to that of 

the terminals. Referring once more to gender, there were 4 values in the fall and 2 

values in the spring which the cohort of 62 differentiated. This meant that the cohort 

isolated differences associated with gender on six different values. The fall and spring 

only respondents differentiated a total of 8 different values with gender, 7 in the fall 

and 3 in the spring with two of the spring having been differentiated earlier in the fall. 

All 6 of the cohort differentiated values were also in the group of 8 values 

differentiated by the fall and spring only groups on the basis of gender. In each of the 

six cases, the differentiation was the same. 

This examination of consistency gives the impression that the reliability of the 

Rokeach instrumental scale, based on a test-re-test analysis, was satisfactory but less 

dependable than the terminal value scale. Both scales provide interesting and 

worthwhile insights of a general nature but they fall short of giving one confidence that 

21 By "static" it is meant that gender remains constant whereas otiier groupings, such as lengtii of 
time in the school, are subject to change because the school is changing and that which it seeks to 
differentiate is also changing. 
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all the observed differences were attributable to a "real" change in the thinking of the 

respondent.22 It seems clear that when the Rokeach is employed its reliability should 

be estabhshed within whatever context it is used. A general statement of reliability 

which presumes to encompasses all age groups and settings is not likely to be very 

helpful. The issue of reliability remains but there is enough evidence to say with 

confidence that value change occurred and the school was significantly associated with 

it. 

One additional comment on reliability is warranted. This survey was intended 

to observe change. To establish reliability while probing for change is problematic. In 

some respects the instrument was asked to perform inverse fianctions simultaneously. 

Consequently, reliability needs to be established in a careful, and somewhat arduous 

manner. 

11.3.2 Summary 

.1 Proposition #12 - school influence on value formation 

The differentiation in ranking given specific values which occurred in 

association with the number of years in the school confirmed that the schools were 

associated with a unique and changing value profile. The fact that the number of years 

enrolled in the school had this association follows logically from the students' 

statements in the locally developed surveys that the school had been responsible for an 

impact on their values both generally and specifically. 

22 It should be noted that the conditions of the re-test were not the same as they were in the fall 
(AHS), that an assumption was made that changes in gender would be relatively few, and that it was a 
teenage sample. In other contexts the reliability could be higher. 
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.2 Proposition #1323 

Although value differentiation was also often associated with non-school 

factors or factors beyond the control or influence of the school (age, gender, 

birthplace), there were many associates which were a part of the school's domain. 

Length of time in the school was as associated with a different value profile as was the 

student's age, gerider, number of countries lived in, religion, and birthplace. However, 

the fact that two key outcomes - the overall score given to the school and the student's 

willingness to recommend the school to others - were not typically associated with a 

particular value profile suggests that whatever the students "meant" by their responses 

to these questions, it apparently did not reflect the way in which they held most of the 

values measured by the Rokeach instrument. Once again, this highlighted the need for 

a qualitative study to investigate the meaning of value change and effectiveness 

described in these two settings. 

In order to enhance "positive value change"̂ '* a school must begin with a 

recognition that it has a significant, unique role to play in the value formation process. 

While background factors are clearly associated with value formation, the school 

remains a sovereign domain for which it is responsible. It should be held accountable 

for effectiveness in this area just as it is in others, especially the cognitive. The 

Rokeach value scale or one constructed on its theoretic principles but modified to 

measure specific values the school seeks to teach, provides one way of assessing the 

role the school is playing in shaping its students' values. 

^^Proposition #13: Elements in a school's environment influence value formation in unique and 
disparate ways. 

2^ Positive change is here defined as movement towards the school's officially stated value position as 
approved by those in authority (that is, those who hire staff to do the "job" and define what the "job" 
is). 
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All the school based process-outcome factors studied were found to be 

associated to some degree with change. This is not to say that these factors caused 

values to change. Not only is the non-parametric test incapable of providing that form 

of assurance, but deductive reasoning argues strongly against a causal connection. For 

example, academic achievement was associated with a distinctive ranking (p<.05) of 

several values. I f causation was the issue then simply raising grades would result in a 

mean rank change of these values. While this may be true - the K-W is unable to 

assess such a relationship - such action would be concomitant with other changes 

which would surely interfere with the cause and effect process. For example, students 

indicated the school had high academic expectations. Inflating grades would 

theoretically reduce student confidence that expectations were high. Unwanted 

negative changes would result and the school's overall effectiveness rating from the 

student's perspective could be lower than before the grades were inflated. 

.3 Other Propositions 

Values are held interactively across domains 

The frequency study at AHS suggested that the "central values" in a system 

were given the highest cognitive rank and were the most "liked," that is, there was a 

high degree of emotional attachment to them. Values which were peripheral, such as 

salvation, were given the lowest rank on the cognitive scale and were also the most 

"disliked." However, even though the connection between the cognitive and the 

emotional was direct, it was not without its fluctuations and anomalies. 

Further investigation is needed in order to see i f this phenomenon is particulariy 

associated with value change. Is a value which is peripheral but not as strongly 

disliked as their rankings would predict -such as a comfortable life or salvation - more 
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likely to move to a cognitively central position then are values which are emotionally 
more "unattractive" than their rankings predict? 

Derivative effects occur when a value changes 

The parents, teachers, and students had some striking differences in their core 

values which indicate that there is a significant derivative effect when core values are 

changed. However, the effect of this change was not all pervasive nor was there a 

radical re-ordering of many values close to the core. The evidence is, of course, 

restricted to a derivative effect in cognitive holding. From evidence obtained 

elsewhere it appears likely that the derivative effect created by a change in a value's 

ranking was more pronounced in the behavioural domain but the nature of this effect 

remains obscure and in need of full investigation. 

Because schools can be associated with a unique value profile, it would be 

logical to include in a definition of an effective school, that it must have a self-

conscious awareness of what values it wished to have its students learn and then to 

assist them in that learning process. The methodology would need to take into 

account the multiple value profiles which exist in the school and which differ from one 

group to another. 

In summary, it is clear that values changed at the two sites under investigation 

(propositions #1,2), that change in core values had a derivative effect (proposition #5) 

which was somewhat associated with trait consistency (proposition #10) and which 

crossed over the domains of personality in idiosyncratic ways (proposition #9), that 

each student had a profile which reflected his or her unique characteristics and 

experiences (age, gender, years in the school, grades in school, number of friends, etc.; 

proposition #7), that values were learned in a social environment (proposition #11), 

that the school - as a social environment - had a unique and significant association with 
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the change, particularly as it related to terminal values (proposition #12), and that 

certain school input-process-outcome elements were more associated with change than 

were others (proposition #13). 

Finally, in regards to the Rokeach instrument, it can be said that regardless of 

the limitations which are associated with its approach, it was useful in both defining 

and explaining value change in these school settings. With modification, it could be 

used with benefit in other schools settings where adolescent values and value change 

are the subject of interest and study. 
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CHAPTER T W E L V E : 
The Study of Values, The Defining Issues Test, and The School Life Survey 

In addition to the Rokeach Values Survey (c£, chapter eleven), three other 

surveys were used which were developed by researchers who wished to assesses 

various aspects of values, value change, and school climate. All three surveys had 

been used in school settings and all had a strong theoretical basis which was 

complementary but distinctive to the one undergirding this study. This distinctive 

quality was seen to be an advantage because the theory which gave rise to the VCES 

model represents only one approach to a complex issue. These instruments offered the 

promise of new and useful insights which might otherwise have been overlooked. 

Chapter twelve begins wdth a summary of results from The Study of Values and 

the Defining Issues Test, both of which assessed a dimension of values at RHS. A 

third section reports the findings of the School Life survey which was developed in 

Australia to evaluate school climate. In each case, the summary of the instrument 

begins with a short methodological review followed by a synopsis of the results and a 

brief discussion. 

12.1 The Allport-Vernon-Lindzey Study of Values 

12.1.1 Methodology 

The Study of Values was used to clarify whether "personality," as defined by 

Allport, Vernon, and Lindzey (1931, 1960), was associated with perceptions about 

effective schooling and value change outlined here in the VCES model. It represented 

an alternative taxonomic approach to values and to the relationship between 

cognitively held values and school input-process-outcome factors. The survey was 

designed to produce a theoretical, economic, aesthetic, social, political, and religious 

score which measured "the dominant interests of personality." 
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Its twelve pages consist of a series of 120 questions, twenty for each 

"personality." In Part One, respondents are given two possible alternatives to a simple 

question such as, "Assuming that you have sufficient ability, would you prefer to be: 

a) a banker; b) a politician?" In part two, four alternatives are given. For example, 

"At an evening discussion with intimate friends of you own sex, are you more 

interested when you talk about a) the meaning of life; b) developments in science, c) 

literature, d) socialism and social amelioration?" The respondents record their 

preferences and then normally transcribe their totals to a score sheet. In this case, 

however, the totalling and scoring was done by the researcher. It took the students 

between 15 to 25 minutes to complete, depending on their age and their English 

language ability. 

The authors report a split-half reliability ranging from .84 for the theoretical 

index to .95 for the religious, with an overall mean using a z transformation of .90. 

Repeat reliability was reported as .89 for a one month study and .88 for a two month 

interval. Eternal validity was determined to be satisfactory by the authors through an 

examination of the scores of groups whose characteristics were known. They reported 

that "in nearly all cases the high and low scores correspond well with a prior 

expectation" (Test Manual 1970, p. 13). The instrument was also found to be "highly 

predictive" of occupational careers. 

Researchers have endorsed the Study of Values as a valuable instrument 

because of its widespread, successfiil use in guidance, counselling, and research, its use 

of a clearly defined taxonomy, its "adequate" internal consistency and split-half 

reliability, its ease of administration, and its ubiquitous nature (Euros, 1978; Test 

Manual, 1970). 
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Widely recognised weaknesses of the instrument include the fact that it is dated 

(the first edition was developed in 1931; the 1960 third edition was used in this study), 

the vocabulary is sophisticated, the moral category is conspicuously missing, and its 

definition of values as personal preferences (dominant interests) is not always 

compatible with the definitions used by others (Euros, 1978). These weaknesses were 

all observed in the study at RHS. The Study of Values did not define values in the way 

in which it was defined in chapter two, the language required clarification and 

explanation, and the items and norms were out of date. 

Nevertheless, the opportunity to obtain a fresh perspective and to possibly 

discover another way of looking at the values issue justified the inclusion of the survey 

in the first, battery which the students completed at RHS in the fall of 1990. 

12.1.2 Results 

The respondents included all the grade 9-12 students at RHS (cf, chapter 

eight). Twenty-two percent had an "outstanding" score as "religious people" 

compared to 8% for the political, 6% for the economic, 5% for the social, and 1% for 

the theoretical.' I f the Allport, Vernon, Lindzey depiction is accurate, one could 

perceive in RHS a group personality orientation dominated by a desire to have 

"communion with the cosmos, mystically relating to its wholeness." The Rokeach 

instrument revealed that salvation was the value which was considered most important 

1 Allport, Vernon, Lindzey described the six types of "men" in the following manner: "1) The 
theoretical man most values the discovery of truth. He is empirical, critical, and rational, aiming to 
order and systematize his knowledge. 2) The economic man most values that which is useflil. He is 
interested in practical affairs, especially those of business, judging things by their tangible utility. 3) 
The aesthetic man most values beauty and harmony. He is concerned with grace and symmetry, 
finding fulfillment in artistic experiences. 4) The social man most values altruistic and philanthropic 
love. He is kind, sympathetic, unselfish, valuing other men as ends in themselves. 5) The political 
man most values power and influence. He seeks leadership, enjoying competition and struggle. 6) 
The religious man most values unity. He seeks communion with the cosmos, mystically relating to its 
wholeness." 
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by the parents, teachers, and students. While the terms are different, the two 

instruments independently identified a dominant characteristic of the school. 

Table 12.1 sets out the majority of the other relationships (p<.05) which 

existed between the personality types and the various input-process-outcome factors in 

the VCES model. 

Table 12.1: "The Allport et al. personality types and the VCES model" 

personality type V C E S item correlation^ N3 P 
theoretical number of close friends rho .2766 40 .023 

grade level rho.1467 103 .041 
economic academic average rho -.2435 103 .012 

age of the student r -.2046 158 LE.05 
aesthetic number of detentions r- -.2083 123 LB .05 

parents' support for the school rho-.3514 40 .013 
social School Life index 1992"* r.3353 100 LE.05 

source of negative influence rho-.4512 33 .004 
political none 
religious academic average rho .4113 41 .001 

RHS overall score rho .2918 37 .021 

Although only a few of the one hundred and fifty plus relationships were 

statistically significant (p<.05), several had particular import for the issue of school 

effectiveness. Once again it was apparent that "thinking like the school" and having 

"values similar to the school at entry" - to use the words of the locally developed 

surveys - was associated with a high overall grade for the school and with academic 

achievement. In this survey, it was the "religious" personality which illustrated this 

relationship and defines it as "religious" in value orientation. 

Perceptions of a positive climate in the school (school life index '92) were 

associated with a high score on "social" personality. Conversely, a low "social" 

^Spearman's rho was used with ordinal data, Pearson's r was used with interval data and indices. 

3 Low N scores reflect the fact that correlation with the spring 92 items could only be done through 
the f-s-s cohort. 

For a discussion of the School Life index see below 12.3 
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personality score was associated with teachers as the primary source of negative 

influence in the school. Students who tended to score high on the "theoretical" 

personality scale (empirical, critical, rational) were those who tended to have few 

friends while those who scored low on the aesthetic scale (beauty, harmony, art) were 

those who tended to have no detentions and to feel their parents were supportive of 

the school. 

Several other correlations were also established with nominal data, although 

their relevance to this particular study is incidental. For example, the RHS students' 

religious backgrounds were significantly related to the "social man" index. A 

student's religion accounted for 7 % of the variance in the "social man" variable (eta-

squared .071).^ Residential students were more closely associated with an "average 

aesthetic personality" (67% to 50%) than were home students.̂  

12.1.3 Discussion 

The Study of Values was useful in the sense that it confirmed the strong 

religious element in the school, which in itself was an important point in ascertaining 

the survey's validity. Additionally, it fijrther defined the existence in the school of 

varying value profiles or "personalities," in the words of this instrument. These 

"personalities" were part of the social environment which created a setting for 

competing values and value change. 

The relationship which existed between the religious personality and positive 

school outcomes (p<.05) strengthens the argument that the students' general 

orientation to the predominant value characteristic of the school is a primary feature of 

5 27.73367, DF 16, p<.05, F=.26735. 

6^2 yf 10.89699, DF 4, p<.05, N=95, K=.33868, eta-squared with aesthetic dependent .037. 
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an effective climate. It appears to create a common sense of purpose which is closely 
linked to perceptions of effectiveness. 

The Study of Values actually raised as many questions as it answered. For 

example, it revealed that the "social" personality was associated with perceptions 

about the climate (in this case positive). I f sensitivity to climate is a feature of 

personality rather than a quality possessed by all "personalities," then how generally 

pervasive and influential is the climate? Furthermore, was the "social" personality 

associated with "climate" or with some particular aspect of "climate?" Given 

unanswerable questions like these, it is clear that the instrument is not very helpful in 

clarifying the nature and role of "personality" in a climate which is mediating value 

change in spite of the fact that the instrument itself appeared to be reliable in the sense 

that it confirmed expectations and results from other sections of the student battery. 

Furthermore, without further clarification of the "personality" construct and without 

updated norms and modern idioms, the value of the Study of Values is marginal in a 

study like this. 

12.2 Tht Defining Issues Test 

12.2.1 Methodology 

Tht Defining Issues Test explored the possible relationship between "moral 

development," as defined by Kohlberg-Rest, and factors in the VCES model. The 

focus was on the cognitive domain where it was hoped the test would reveal strategies 

in reasoning about values which could be correlated with perceptions of school 

effectiveness. 

The shortcomings of the Kohlberg-Rest approach were set out in chapter two. 

Nevertheless, its fi"equent usage in many studies relating to values and moral education 

argued for its usage at RHS. Furthermore, some reports from those who had used the 
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test were particularly encouraging and suggested that the instrument would be relevant 

in this context. For example, James Rest reported that Thoma's 1986 meta analysis 

found education in the college setting accounted for over 50% of the variance in DIT 

scores (1988, p. 183). Such a report raised hopes that the instrument would prove 

similarly profitable at RHS, shedding light on the importance of "education" in a high 

school setting. 

The revised edition (1986) of the Defining Issues Test was purchased from the 

Center for the Study of Ethical Development (Dr James Rest) at the University of 

Minnesota. It was included in the Fall 1990 battery at RHS. All high school students 

completed it and the results were transcribed to data sheets which were sent to the 

Center for analysis. The test consisted of a series of moral dilemmas which required 

the students to choose the course of action which they considered most appropriate 

given the circumstances of the dilemma. 

The analysis of the data by the Center included information on the importance 

each individual and group at RHS gave to the various stages of "moral development." 

The "P" score is the most important DIT score and most frequently used in research 

reporting. It is interpreted as "the relative importance that subjects give to 'principled 

moral considerations'" (stages 5,6; Rest, Guide, p. 11). The "P" score is a particularly 

useful score because it is representative of the movement towards stages 5 and 6 and 

away from the lower stages. 

Issues of reliability and validity relating to the DIT have been dealt with at 

length in Rest (1979) and are summarised in the Guide for the Defining Issues Test. 

The test-re-test reliability for the P score is generally in the high .70s and .80s as is 

Cronbach's Alpha index of internal consistency. Stage score reliability typically drops 
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to the .50s and .60s. Other evaluations of reliability and validity have been undertaken 

and the results provided a justification for its use in a study like this. 

Internal reliability checks on the RHS data sent to the Center eliminated three 

respondents on the basis of the "M" factor'' and 34 out of the 166 respondents (20%) 

on the basis of inconsistency.^ All statistical analyses were computed on the purged 

file and represented a consistent, complete, machine readable response rate of a least 

64% for all the subgroups. It should be noted, however, that the respondent group 

appeared to be biased in favour of those who possessed English language skills at or 

above grade levels in the United States. 

12.2.2 Results 

Norms for the P, U, and A scores^ have been established at the Center based on 

a summary of data fi"om "thousands of subjects" and from "hundreds of studies" each 

year. 10 Nevertheless, it is not a truly representative sample but a norm based on the 

data submitted to the Center. In general, "P" scores have been found to be in the 20s 

for Junior High School students, in the 30s for High School students, in the 40s for 

^ Three respondents scored 8 or more "meaningless" items indicating they were not following 
directions or were unable to understand the questions. 

^ The Consistency Check compares a student's rating data with the ranking data and is intended to 
identify students who were not following directions or who did not comprehend the material. The 
20% loss is somewhat high. According to the Center, "It is usual in studies to lose between 5 and 
15% of a sample to invalidating from the Consistency Check or M score. Anything much higher than 
this generally means that the subjects for the study were insufficiently motivated to take the test or 
were tired when taking the test or [had] insufficient reading skills to understand the test." (Guide, p. 
15) Because RHS teachers with younger students had indicated the reading level was too advanced 
for their students and because many of the students had received their elementary education in a 
language other than English, it seems likely that the primary problem at RHS was linguistically based. 
Nevertheless, the invalidation record reduces the confidence that can be placed in the conclusions 
drawn from the DIT. Twelve tests were not submitted to the Center because the students had been 
unable to finish them. 

^ A: antiestablishment attitude; U: utilizer score - the degree to which a subject uses concepts of 
justice in making moral judgements; scores usually range between .10 and .20. 

The Center processes over 35,000 questionnaires each year. 
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college students, in the 50s for graduate students, and in the 40s for "aduhs-in-general" 

(Rest, Gvide, p. 19). Table 12.2 displays the RHS "P" scores together with the 

standard deviations (SD), the norms for the age group, the t scores and a probability 

assessment. 

Table 12.2: "RHS 'P' scores" 

RHS 
P SD 

Norms 
P SD 

t prob 

Grade 9 " 28.6 11.5 31.0 13.9 -0.779 NS 
Grade 10 33.0 16.2 0.603 NS 
Grade 11 29.6 11.0 -0.483 NS 
Grade 12 31.4 12.2 0.132 NS 
Staffl2 38.1 8.0 44.9 15.0 -2.208 .026 

P: the sum of scores from stages 5a, 5b, 6 converted to a percent. 

The "P" scores for all four student groups fell into a range which was typical of 

high school students in the United States. The Grade 10 class demonstrated the 

greatest tendency towards "principled moral thinking" but it also had the highest 

standard deviation suggesting the class was more divided in its approach to moral 

reasoning than the other classes. A /-test of the staff subgroup compared their "P" 

score to university graduates and found that the staff at RHS tended to be moderately 

less likely to be "thinking as a moral philosopher would" than the norm for adults in 

this educational category. Based on the standard deviation norms for grade 9 and 

especially for the staff, it would appear that RHS as a group was relatively unified in its 

approach to "principled moral thinking." 

11 Grade 9 is included with the High School rather than Junior High, as is the case in some school 
districts. The author of the DIT considered Grade 9 students to be the youngest group capable of 
sitting the test. 

2̂ In a one way analysis of variance described below it was found that when the staff was divided into 
two age groups - younger (23-40) and older (46-64) - they had different means and standard 
deviations. The younger adults' mean score was 40.0000 with a standard deviation of 8.6380 
compared to older adults who had a mean of 34.2857 and a standard deviation of 5.4380. However, a 
Kruskal-Wallis one-way Anova did not find the difference between the younger and older aduU mean 
ranks on the "P" scores to be significant. 
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Although neither a /-test nor a significance test was performed on data 

emerging from the DIT's "A" and "U" scores,it is apparent from the data 

summarised in Table 12.3 that the RHS community scored lower on the 

antiestablishment attitude scale than was normal. On the "utilizer" score, the variation 

in the RHS subgroups (standard deviation) was higher than normal and the "U" score 

itself was consistently low. This would indicate for the grade 9s and 10s, at least, that 

moral decisions were based on concepts other than justice. 

In the one-way analysis of variance test run on the "P" scores, the "F 

probability" was not significant in the case of gender, age, or time in the school, i ' ' To 

the degree that "time in the school" represented "education," the concept of 

"education" did not significantly differentiate the DIT "P" score. A Kruskal-Wallis one 

way Anova confirmed these findings. It also found that residence status, country of 

birth, the number of detentions, religious background, and both parents' occupations 

were not significantly related to the "P" scores. It did find, however, that academic 

achievement was significantly related to the "P" score as Table 12.4 demonstrates. 

Additional correlation work done with the "P" score is set out in Table 12.5. 

Both the Pearson r and the Spearman rho confirm the relationship which existed 

13 represents considerations that reflect an antiestablishment attitude. These considerations 
presuppose an understanding of Stage 4, but fauh existing authorities and 'the establishment' for 
being hypocritical and inconsistent with its own rationale. The "A" point of view is critical but offers 
nothing positive in its place." Guide, p. 12 
"The U score is derived from two pieces of DIT data: the action choices that people make ... and... the 
items that they rank as most important, p r . Stephen] Thoma has shown that each of the 12 items for 
each story has a logical implication that favors one action choice or the other. If the items that a 
person picks tend to go along with the person's action choice, then the person has a high U score 
because it is inferred that the person's concepts of justice...is driving the advocacy of a particular 
course of action. If there is little fit, then the person has a low U score and it is inferred that the 
person makes moral decisions on some different basis than concepts of justice. The practical import 
of the U score is it can be used to increase the predictability to behavior.... [T]he U score is more 
experimental and tentative [than the P score]...." Guide, p. 13. 

The "F test" is an estimate of the between group (mean square) variance compared to the within 
group variance. 
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between high "P" scores and academic achievement. A tendency to think in higher 

moral principles of justice was also associated with support for the handbook, with a 

perception that there was a positive climate in the school, with a feeling that there had 

been spiritual development because of the influence of RHS, with a recollection that 

the student's values were similar to the schools when he or she enrolled, and with a 

high overall score for the school. 

Table 12.3: "'A'and'U'scores from the DIT' 

RHS Norms RHS Norms 
A SD A SD U SD U SD 

Grade 9 2.57 2.52 2.72 2.64 0.077 0.140 0.195 0.031 
Grade 10 2.01 2.67 0.076 0.083 
Grade 11 1.94 2.67 0.109 0.148 
Grade 12 1.42 1.93 0.163 0.192 
Staff 1.38 1.86 1.86 2.43 0.315 0.158 0.094 0.026 

Table 12.4: 
'P' score with academic achievement.' 

Mean Rank Cases Grade 
36.39 19 A 
30.08 36 B 
11.10 5 C 

Kruskal-Wallis 1-Way Anova: N=60, 
corrected 8.3675, p<.05 

Table 12.5: DIT correlations and the VCES model 

item correlation^^ JV16 P 
handbook index r-.3133 110 L E .05 
school life index r-.2910 128 L E . O l 
academic average year 1 rho-.3124 60 .011 
academic average year 2 rho-.4512 43 .002 
spiritual growth due RHS rho -.4530 38 .004 
positive atmosphere in school rho -.3230 33 .033 
values were similar at entry rho -.4732 35 .002 
school's overall score rho -.3846 40 .014 

Spearman's rho was used for ordinal level data, Pearson's r for interval level data and indices. 

16 Wide variance in the number of valid respondents is due to the correlations with different testing 
periods. For example, items from the 1992 battery were correlated with each other through the f-s-s 
cohort. 
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12.2.3 Discussion 

In post high school age subjects, Dr Rest found education to be "far more 

predictive of DIT scores" than chronological age. In High School, he feh the picture 

was not clear because age and education were confounded. However, his Center 

estabUshed that gender, IQ, SES, geographic region, and religion were only weakly or 

insignificantly correlated -with DIT scores. Therefore, "education is really the only 

demographic variable on which to base norms" (Rest, Guide, p. 20). 

The insignificance of gender, SES, geography, and religion were confirmed at 

RHS but the significance of "education" was not, perhaps because it is unclear what is 

meant by "education." An inability to clarify the role of "education" may also have 

been due to the fact that the test was not valid for this international respondent group. 

Given the high rate of discarded tests one cannot be sure that the sample was unbiased 

in important respects, such as English language ability. 

From the results which did emerge at RHS, one could possibly conclude that 

the primary association with a high "P" score was academic ability rather than "moral 

development." Such a result is in line with criticism of the DIT and the Kohlberg-Rest 

theory of moral development. One cannot generalise to a larger population fi-om the 

basis of a small sample but one can say that in the context of RHS, the "P" score was 

associated with academic achievement. 

However, one can also say that higher levels of moral development were 

associated with perceptions of positive school processes and outcomes. Students who 

were doing "well" in school, learning what the school desired them to learn 

(academics, handbook rules/principles, spiritual values) and feeling like the school was 

a positive place to be and worthy of a high overall mark, tended to be those had higher 
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scores in moral development, and not those who had a particular milieu profile 
(gender, SES, age). 

The term "moral development" suggests positive change, maturation over time, 

and improved status. Proposition #8 held that value change was not equivalent to 

"moral development." The association of the "P" score with the student's personal 

assessment that they had developed a greater sense of appreciation for spiritual matters 

because of the influence of the school does not disprove the proposition, but it does 

hold out the possibility that while moral development in the Kohlberg-Rest sense may 

not be equivalent to value change, it may be linked in some as yet undefined way. 

Clarification of the meanings students attributed to "a greater sense of spiritual 

growth" is an essential prerequisite before there can be a profitable understanding of 

the relationship between "moral development" and spiritual growth - to say nothing of 

value change. 

In summary, looking at the "P" scores from the perspective of the VCES 

model, it becomes apparent that "moral development" as defined by Kohlberg-Rest 

was associated with a positive assessment of several school processes and outcomes, 

including a sense of spiritual "development," while milieu inputs were not. Once again, 

it needs to be noted that causation is not the issue. Perhaps in the Kohlberg-Rest sense 

of the word, "education" could be seen to be accounting for higher "P" scores, but the 

data simply point out the existence of a relationship between some factors relating to 

"education" and moral development. 

12.3 The School Life Survey 

12.1.1 Methodology 

The Spring 1991 RHS battery was identical to the Fall 1990 in sections one and 

two but sections three and four, which comprised the DIT and the Study of Values, 
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were replaced with the Williams and Batten School Life survey. This survey was re-

tested at RHS in the spring of 1992 and appended to the AHS spring 1992 battery so 

that there were three separate administrations of the survey - two at RHS and one at 

AHS. 

The School Life survey was chosen because of its strong theoretical basis, 

because it encompassed a diverse number of features which were associated with 

school climates, and because it could be readily reduced to a single composite index 

which could in turn be correlated with factors in the VCES model. It was hoped the 

survey would further clarify the nature of the relationship between school climate and 

value change. 

The School Life survey's definitions and philosophic orientation are described 

in Williams and Batten (1981). Briefly, the School Life explores six facets or 

dimensions of school life: general affect, negative affect, status, identity, teachers and 

opportunity. Taken together they represent a picture of the complex phenomenon 

which the authors refer to as the "school life." Williams and Batten used exploratory 

factor analysis, which supported the theoretical arguments guiding their investigation, 

to ascertain whether or not the items in the survey explored the six dimensions they 

perceived in "school life." The scales which emerged remained "somewhat impure" at 

the time of the survey's publication and they sounded a note of caution about an 

uncritical reliance on them: 

In both the exploratory and confirmatory factor analyses we engaged in post-
hoc model fitting. In the exploratory analyses this took the form of successive 
analyses on reduced variable sets in the interests of refining the item pool. In 
the confirmatory analyses this post-hoc fitting took the form of a successive 
relaxation of constraints on the orthogonality of error terms until the model 
achieved an acceptable fit to the data. The problems and dangers of this 
approach are well known and reside, essentially in the possibility that we have 
capitalized on chance variation peculiar to this data set. I f so, then the 
apparent 'reality' of the constructs may be compromised. We saw no real 
alternative to this approach for the present investigation but caution that these 



342 

models ought to be replicated on a new data set to determine the degree of this 
compromise, i f any (Williams and Batten, 1981, p. 42). 

Five of the six dimensions which the School Life survey seeks to evaluate lie 

v^thin the domain of the atmospheric climate in the VCES model. They include 

"general affect," "negative affect," "status," "identity," and "opportunity." The sixth 

dimension - "teachers" - could also be included in the atmospheric climate, inasmuch as 

it examined student beliefs. However, the items in this dimension focus on the school's 

social system of informal rules and is therefore conceptually located in the 

"organisation-climate" of the school effectiveness/value change model (VCES). 

The School Life survey's orientation towards atmospheric climate means that 

the interpretation of the index which emerges from it must reflect its limited assessment 

of a school's overall "climate." Not only did it take a different perspective on climate 

in the sense that it did not distinguish between atmospheric and organisational climate, 

it did not include an assessment of "inputs" which are seen in this study to have a 

bearing on school climate. 

The School Life survey was originally field tested with 1000 sixteen year-olds 

in Australia. The authors' item analysis of the survey's six foundational scales found 

alpha reliabilities ranging from .69 to .83. Subsequent revision and refinement of the 

scales left the reliabilities in the .70 to .81 range. Construct validity was explored 

through factor analysis with mixed results. Rotated factors emerged with vahdity 

scores ranging from .55 and .69. The tendency to factorial heterogeneity suggested to 

the designers the need for additional development of their measures but they still felt 

justified in concluding that "these estimates of the validities of the... scales are of a level 

that offers partial, i f not whole-hearted, support for [the synchronistic] model 

[incorporated into the School Life survey]" (Williams and Batten, 1981). 
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The survey comprises 71 items, each of which begins with the leading phrase, 

"School is a place where...." Four alternatives are given to each statement allowing 

students to "definitely agree," "mostly agree," "mostly disagree," or "definitely 

disagree." The statements are simple and brief: "teachers treat me fairly in class;" 

"teachers are fair and just;" "teachers give me the marks I deserve." Students at RHS 

and AHS completed the survey in fifteen minutes or less and there were no reported 

problems with comprehension, i'^ Written permission was received from the authors to 

use the survey in this study. Cronbach alpha reliability scores were high. 

12.3.2 Results 

The School Life survey was collapsed following the re-coding of reversed items 

to give a School Life index for both AHS and RHS. Correlations between the index 

and items in the VCES model are set out in Table 12.6. 

Table 12.6: "The School Life index and the VCES model" 

Survey administration V C E S item Correlation N p 
BHS, School Life 91 DIT "P" score r-.29lO 92 L E . O l 

academic average '91 r .2306 87 LE.05 
number of detentions r .3472 123 L E . O l 
School Life 92 index r.5414 100 . L E .01 

BHS School Life 92 social personality r.3353 103 LE.05 
handbook support index 92 r .3798 110 L E . O l 
academic average rho .2805 58 .033 
RHS overall score rho .3488 53 .010 
willingness to recommend school rho .3384 48 .019 
involved in the school rho .4982 55 .000 

AHS School Life handbook support index r.2551 61 LE.05 
taught values index r .3168 55 LE.05 
years enrolled in the school r .2842 60 LE.05 
age of the student r .2984 61 L E .05 
more tolerant due to AHS rho .4130 62 .000 
values similar at entry rho .2708 72 .011 
parents supportive of AHS rho .2754 83 .006 
positive atmosphere in AHS rho .4511 74 .000 
AHS overall score rho .4263 80 .000 

See chapter eight for response rates at the two sites. 

1̂  RHS 1991: .9516; RHS 1992: .9710. 
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The strongest relationship which existed in the model was between the two 

"school life" indices. It could be argued that this was a reflection of the instrument's 

re-test reliability, but the correlation could also support the contention that climates are 

relatively static and related to each other from year to year. Positive climates in both 

schools were associated with positive feelings about the school's handbooks and with 

outcomes such as the schools' overall grade. Academic achievement, "moral 

development," and the learning of specific values, which the school stated it wished to 

teach, were also significant outcome correlates of a positive school climate. Students 

who had obtained a record of misbehaviour tended to see the climate as negative while 

those who had been involved in the school tended to see it as a pleasant place to be. 

The School Life survey has undergone significant revision since Williams and 

Batten first conceived it. In order to produce a more refined measure, the authors 

selected the five items with the highest loadings within each of six scales which had 

emerged from their earlier work. By accepting only the five items with the highest 

loading in each category (four in the case of "negative affect"), a group of 29 elite 

items emerged. A subsequent factor analysis of these items, showed the same clearly 

defined factors. Therefore, they felt it was reasonable "to argue for six dimensions to 

the quality of school life within the theoretical context of [their] investigation" 

(Williams and Batten, 1981, p.37). 

In an effort to see i f the dimensions were evident in the data gathered at these 

sites, a principle components analysis was undertaken of the data gathered at RHS in 

1991 and 1992. The procedures used for these analyses were the same as those used 

with the locally developed surveys described above in chapters six and rune. In the 

case of the Spring 1991 survey, 19 factors had an eigenvalue greater than 1. The first 

factor, wAh an eigenvalue of 17.49732, accounted for 24.6% of the variance. The 
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varimax rotation converged in 143 iterations, the oblimin in 89. Seventeen factors had 

an eigenvalue greater than one in the Spring 1992 survey. Factor 1 had an eigenvalue 

of 25.07385 and accounted for 35.2% of the variance. The varimax rotation 

converged in 29 iterations, the oblimin in 146. In both cases the pattern matrix which 

emerged fi-om the analysis was used in the comparative study with Williams and 

Batten. 

The results lent support to Williams and Batten's concept of dimensions in 

school life. Their 29 elite items and the six dimensions or domains of school life are 

Usted together with the results of the two RHS surveys in Table 12.7. In both RHS 

surveys, most of the elite items which Williams and Batten identified, were also found 

to load .3 or higher on a common factor at RHS. Because there were many more 

factors in the RHS surveys, not all items had their principal loadings on the factor 

listed in the table but, even though their principal loadings may have been elsewhere, 

the items nevertheless loaded above .3 on a common factor. 

Table 12.7: "RHS item correlation with the Williams and Batten model." 

Williams/Batten - Item number | Spring 1991 - Item Spring 1992 - Item 
General Affect 6,69,11,55,52 
Negative Affect 43,27,66,34 
Status 41,35,20,25,17 
Identity 18,70,63,50,14 
Teacliers 21,9,51,38,19 
Opportunity 65,44,47,3,60 

Factor 17: 56,69,11,52 
Factor 12: 43,66,34 
Factor 9: 35,20,17 Factor 13: 41,35,25 
Factor 15: 63,50, 14, 18 Factor 14: 18,14,70,63,55 
Factor 1: 21,9,51,38 Factor 1: 9,21,38,19,5ll9 
Factor 6: 60,44 Factor 12: 65,3,4420 

Some modification of the Williams and Batten domains was necessary in the 

RHS environment. For example, loadings in the Spring 1991 "General Affect" were 

too low to be considered significant (typically .2). The same was true of the Spring 

1992 items which Williams and Batten identified as "Negative Affect." However, it 

19 Item 51: .2926. 

20 Items 47 = 2457 and 60 =.2454 
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can be said that virtually all the Williams and Batten domains emerged in both the 
Spring 1991 and Spring 1992 surveys. For example, four of the same items 
(21,9,51,38) relating to the Williams and Batten "teacher" scale had significant 
loadings on a common factor in both the Spring 1991 and Spring 1992 surveys. 

A comparison of the Spring 1991 and 1992 principal components analyses of 

the data fi-om RHS revealed that a number of items loaded on to common factors in 

both surveys. Because so many factors emerged (17,19), it was not possible or helpful 

to define each factor or to do correlational studies with them. However, rudimentary 

indices could be identified. In addition to "teachers" mentioned above, a harmonisation 

of the two surveys ('91,'92) revealed that a considerable number of items could be 

grouped together on the basis of a .3+ loading on a factor. Table 12.8 provides a 

summary of the items, and their corresponding loadings, on three possible subscales. 

The RHS School Life survey 1991 had a mean score of 1.995 with a standard 

deviation of .34626. The School Life survey 1992 had a mean score of 1.979 with a 

standard deviation of .45607. This suggests that the climate - as measured and defined 

by these surveys - was more "positive" in the 1991-1992 school year but that the 

school was less harmonious. 

The climate at AHS was marginally more negative than at RHS (mean 2.058) 

but more harmonious (standard deviation .359) during the 1991-2 school year. In 

order to establish a reference point for this school climate comparison, three additional 

comparisons were drawn from the locally developed surveys. Both schools also had an 

index which reflected the belief that there were high expectations in the school. 

Students at RHS were marginally more sure that their school had high 

expectations than were students at AHS (RHS mean 2.0756, standard deviation .9097; 

AHS mean 2.202, standard deviation .9106). On the other hand, students at AHS 



347 

Table 12.8: "RHS Effectiveness indices based on School Life" 

Effective School index 1 Loadings on Loadings on 
School is a place where... Factor 1'91 Factor 1 '92 
641 am treated with respect .67059 .36365 
21 teachers treat me fairly in class .65011 .32333 
38 teachers give me the marks I deserve .60383 .42124 
62 teachers are friendly to me in class .46656 .28500 
51 teachers listen to what I say .38852 .42124 
Interpretation.- The school was effective in the sense that it left the student feeling 
empowered and responsible for the results he or she received 
Effective School index 2 Loadings on Loadings on 
School is a place where... Factor 15 '91 Factor 1 '92 
63 I get to know myself better -.76535 .48598 
501 learn a lot about myself -.71377 .27248 
14 mixing with other people helps me -.71351 .25932 
vmderstand myself 
Interpretation.' The school was effective in the sense that it left the student feeling that 
he/she had learned about himself/herself 
Effective School index 3 Loadings on Loadings of 
School is a place where... Factor 19 '91 Factor 17 '92 
52 I feel happy -.46180 .61068 
23 I feel proud to be a student -.41494 .45910 
691 feel great -.35449 .38465 
Interpretation.' The school was effective because the student's overall impression was that 
he/she had a positive, enjoyable experience 21 

gave their school a somewhat higher overall grade (Table 12.9), and they were more 

willing to recommend their school to others (Table 12.10). Taken as a whole, the 

similarities between the two schools on all four measures of comparison seem more 

striking than the dissimilarities. 

12.1.3 Discussion 

I f both RHS and AHS are held to be effective - and both appear to be similarly 

effective in the eyes of the students - then effective climates can be described as 

associated with a linkage of consistent positive perceptions. By this it is meant that the 

effective school climate was not associated with a negative view of any of the items 

21 While having "fun" at school is not normally stated as a "goal" by parents, school boards, teachers, 
or even students, it can be seen as a form of inclusive effectiveness. This assumes that adolescent 
sttidents would not say they feU "happy, proud and great" (items #52, 23, 69) if they felt they had not 
received the grades they deserved, if they felt they had been left ill-prepared for the future, or if they 
felt they had run seriously afoul of the school community's rules and regulations. 
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Table 12.9: 
"Overall grade at RHS and AHS" 

RHS AHS 
A 12% 14% 
B 50% 58% 
C 20% 24% 
D 13% 4% 
F 5% 1% 

Table 12.10: 
"Students willingness to recommend their school" 

I would recommend 
RHS AHS 

Strongly Agree 15% 35% 
Agree 43% 45% 
Disagree 10% 5% 
Strongly Disagree 12% 6% 
No Opinion 20% 8% 

with which it was correlated. It is clear fi-om this instrument, as well as fi-om the 

locally developed instruments, that an effective climate is not simultaneously associated 

with a mixture of positive and negative perceptions about inputs, processes and 

outcomes. For example, it does not appear that a positive climate could be composed 

of incongruities such as dissatisfaction with the handbook, a feeling that parents were 

unsupportive of the school, a perception that values had been learned, an exemplary 

overall school grade, and high academic achievement. 

The fact that positive climates in two schools shared some common features 

and yet differed on others suggests that climates are not created by the inclusion or 

exclusion of a particular roster of school based factors but that those which do become 

associated with it are uniformly positive. The features common to both sites appear to 

be factors which all members of the community hold in common and define as 

important. The achieving of these mutually held and mutually defined goals is 

associated with a positive climate. 
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It was clear from both sites that positive outcomes, such as the learning of 

specific values, improved academic achievement, "moral development" ("P" scores), a 

willingness to recommend the school, and a high overall score of the school, were all 

significantly associated with a positive assessment of "climate." That is, the students' 

perception at both RHS and AHS was that major outcomes of an academic and values 

nature had been personally relevant to them. The repeated correlations which have 

arisen between this aspect of outcome and positive school climate make it difficult to 

conceive of a "positive climate" in which the participants did not feel they had 

personally attained the goals of the "school." 

The modest agreement which existed between the results of the Williams and 

Batten study in Australia and the principal components analyses done at RHS lends 

support for the theory of climate dimensions upon which the School Life survey was 

based. However, it would also seem clear that researchers who would like to explore 

facets of these various dimensions in other school contexts must undertake 

confirmatory factor analyses to verify the degree to which the dimensions actually 

define a construct in their educational setting. The study here suggested that 71 items 

were not required to assess "school life" and a much smaller instrument, comprising 

the 29 elite items, would be sufficient. Correspondence with the authors revealed that 

the instrument has undergone further revision and a shorter version is now available. 

The WiUiams and Batten School Life survey also holds out the promise that 

with further refinement and additional testing, it may be possible to build a "school 

effectiveness" survey with indices based on various dimensions of school climate. This 

could be a usefijl tool complementing those already available and required in 

instruments like the accreditation self studies done for the European Council of 

International Schools. 
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Evidence fi-om the work at RHS indicates that the climate can shift from year 

to year and that students can be increasingly diversified in their views of what the 

climate is in the school. At the same time it appears that positive perceptions of school 

climate in one year are associated with positive perceptions about school climate in a 

previous or subsequent year. The instrumentation was too crude to prove that the 

RHS general climate rating of 1992, which was lower and more diversified than it was 

in 1991, was less effective at creating positive value change than the climate of 1991. 

The only comparison which can be drawn relates to academic achievement where a 

positive evaluation of climate was more associated with high grades in 1992 than it 

was in 1991. The provisional evidence indicates that the shift from year to year is 

small. More study needs to be done to see how volatile and malleable a climate is over 

a longer period of time and in the face of substantial change or intervention. 



PART SIX: CONCLUSION 

Chapter Thirteen: Discussion and Implications 

13.1 School efTectiveness and the afTective domain 

Andrew Marfleet (1995) wrote recently that research on values in schools is 

"thick with theory and thin on data" (p. 35). This thesis sought to address this 

problem and to examine school effectiveness in the values' dimension of the affective 

domain through an approach which empirically tested a theory of "values" and 

"effective schools." 

Such an investigation is timely. The fledgling "effective schools" movement 

has matured in the last decade to the place where public educational policy in many 

countries is influenced by it (e.g., Tibbitt et al. 1994; Mortimore 1994). The recently 

established Values Education Council in Great Britain, with its dozen or more member 

organisations dedicated to the promotion and development of values (Taylor 1995, p. 

24), is testimony to an increasing interest in issues related to the affective domain. 

13.2 Reflections on the research design 

The value change - effective schools model (VCES) used throughout this study 

was designed to be sensitive to local school issues, while simultaneously exploring 

overarching theory and principle. It was successfijl in the sense that it located relevant 

factors in a logical schema which interfaced the dominant constructs of value change, 

effective schools, and school climate. 

Nevertheless, it appeared artificial and arbitrary at times. While it could be 

argued that "human development will always defy measurement and remain to some 

extent mysterious" (Genck 1983, p.26), the model created unnecessary confiasion 

through its restrictive pigeonholing of variables. It was not until the data had been 

analysed that it became obvious the input-process-outcome linear/sequential approach 
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commonly associated with effective schools was not satisfactory when deaUng with 

perceptions, attitudes and beliefs. An adequate explanation of value change in schools 

must include a blurring of the lines between input, process, and outcome. Reality 

appears to be described best as a series of interactive, mutually dependent domains 

rather than a linear, sequential chain of discrete categories. 

Figure 13:1 Interactive domains in an effective school 

inputs 

processes -outcomes 

On the micro level of the individual variable, an accurate model of effectiveness 

must take into account the web-like essence of effectiveness, with each input, process, 

or outcome variable operating as an interdependent strand in an effectiveness web. 

One positive connection in the web is not indicative of institutional effectiveness. 

Furthermore, when the effectiveness quality is missing or lost, it seems improbable that 

it could be restored without substantial change to many facets of the school 

community. Consequently, it is difficult to imagine a simple panacea for 

ineffectiveness. Effectiveness is more than the mathematical summing and subtracting 

of isolated positive and negative elements in the school. The negative anomalies which 

exist in the effective school, appear transient, marginal, and inconsequential when 

compared to the general state of effectiveness. 

Interactive, mutually dependent domains and a web-like interdependence of 

individual variables are two characteristics of the values change/effective schools 

interface which were not anticipated in the VCES model. Another question emerging 

from the VCES model related to the specification of an "organisational" and 
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"atmospheric" climate (culture). These designations in the VCES model appear to be 
more justified in theory than in practice. It is not conceptually difficult to differentiate 
between variables which reflect norms, belief systems, values, cognitive structures, and 
meanings within a school (i.e., atmospheric climate - culture) and variables which 
reflect patterns of rule interaction (i.e., organisational climate - social system), but 
when variables, such as those assessing opinions about the handbook, are arbitrarily 
designated as part of the organisational climate rather than the atmospheric climate, the 
value of the distinction becomes debatable. IVIore research needs to be done which 
explores the existence, relevancy, and, above all, the meaning of climate dimensions 
before the value of such designations becomes obvious to practitioners. 

On the issue of "meaning," it became apparent on several occasions that a 

quantifiable explanation of a relationship between variables was not possible without 

further clarification of the "meaning" associated with the variables (and presumably the 

underlying reality). This phenomenon suggests future work in this area would benefit 

from a mixed design which sees quantitative and qualitative research as complementary 

and which simultaneously explores meaning, definition, and explanation. 

Nevertheless, in spite of its shortcomings, the design was able to establish a 

meaningful picture of adolescent value change in an effective school. Evidence was 

obtained for generalisable propositions at the theoretical level and explanation was 

given which further clarified the limits and potentialities of the school as a facilitator of 

change. 

The use of contrasting schools at two sites enabled the model to examine a 

parameter of value change. Neither school was a "typical" school in a statistical sense. 

Their relevance to the broad education community is based primarily on the 

clarification of principle and the application of theory rather than on the assumption 
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that there will be analogous situations in other schools which justify an application of 
the conclusions. In this case, a quantitative methodology was used to explore patterns 
in data and to develop theoretical ideas related to value change and effective schools.' 
13.3 Value change 

13.3.1 Affirmation of the value change theory 

A value change theory consisting of sixteen propositions was proposed and 

investigated, and substantial support was found for it. Evidence from RHS and AHS 

affirmed that students see life in the school fi-om a value's perspective (proposition #1) 

and that over the course of their enrolment their values change in association with 

many of the variables which are directly "under the control" of the "school" (#2). I f a 

centrally held value changes (e.g., salvation in this study), the change will have a 

significant effect on the way in which a number of other values are held (#3,5). 

However, for the value to change, it appears that the new or competing value must be 

meaningful and comprehensible (#6), and the closer the new value is to the one already 

held by the student, the more likely it is that he or she will internalise it (#4). Each 

student filters values through his or her personality (#7) and "holds" them differently in 

the cognitive, affective, conative and behavioural domains (#9) according to a pattern 

of trait consistency (#10). 

Schools have an ability to influence value formation in their students. In fact, it 

appears they have no choice; by their very nature, they cannot avoid influencing value 

formation (#11,12). Various elements in the school's environment - particularly those 

associated with people - affect students differently (#13,16), and over the course of 

time these modify and develop, which means that schools have an ability to be 

increasingly effective or ineffective at producing positive value change (#14). 

'On the acceptability of this objective in quantitative research see Hammersley 1995. 
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13.3.2 Qualifications and implications 

In the case of proposition #2 (values change), it was found that parents 

underwent a cognitive re-ordering of their values and changed their behavioural 

expectations as their child matured. However, it was also seen that adults did not 

experience significant value change due to a prolonged stay in another country. 

Evidence from the RHS survey suggested that the region or area where the parents 

were raised had an enduring influence on their values. This reinforced the impression 

that core values were formed in childhood, presumably before these adults were old 

enough to live abroad as expatriates. This evidence for the malleability of values in 

young people further strengthens the case for a carefully conceived values education 

programme in schools. 

Propositions #4 and #6 appear to be crucial to effectiveness. From the reports 

of both the parents and the students at RHS, the students underwent significant 

positive value change in the cognitive and behavioural domains as the theory predicted 

(#4,6) given the fact that parents, students, and teachers shared a core value 

orientation. New, competing values were "meaningful" and "close" to the students' 

value positions because the basic values orientation was shared by the students, the 

parents and the "school." The correlation picture which emerged suggested that 

students who entered feeling their values were similar to the schools' were associated 

not only with a year long (process) feeling that the school was positive and that people 

in the school thought like they did, but they also left feeling positive about the school, 

ready and willing to recommend it, and confident they had learned value lessons. 

The parents, teachers, and students at RHS and AHS had striking differences in 

their core values (i.e., salvation) which resulted in a significant derivative effect 

(proposition #5) and a discernible but unexplained linkage between various values 
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(proposition #10, trait consistency). However, the derivative effect of a change in 

one's values was not all pervasive nor was there a radical re-ordering of many values 

close to the core. The evidence fi-om this study was restricted to a derivative effect in 

cognitive holding although there was provisional evidence (RHS Part B) which 

suggested that the derivative effect of a value's re-ordering was more pronounced in 

the behavioural domain than it was in the cognitive. The nature and extent of this 

effect remains obscure and in need of full investigation. 

In this study the unity and harmony which was observable on the cognitive 

side of value holding at both schools was not as evident on the behavioural side. It 

was this dimension about which parents were noticeably opinionated and which 

differentiated them in many ways. That is, the tendency to positive and negative views 

of processes was often associated with the position parents took on behavioural 

standards. 

Proposition #7 (individual personality acts as a filter) received support fi-om the 

results of the Rokeach Value Survey. Each student had a profile reflecting his or her 

unique characteristics and experiences (age, gender, years in the school, grades in 

school, and number of friends). The Vernon-Allport-Lindzey Stucfy in Values also 

suggested that "personality orientations" (e.g., the "social man") were associated with 

elements in the value change process. Given this preliminary evidence suggesting that 

individuals are active rather than passive agents in value formation, more research 

needs to be done to clarify in broad terms what "effectiveness" meant for individual 

students. This study focused on school-wide issues. It is apparent from the evidence 

here that an in-depth study of the individual in the school would reveal much which 

would benefit those who are seeking to facilitate positive value change in the lives of 

individual students. 
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Proposition #8, which held that value change was not equivalent to moral 
"development," was not fully investigated and needs independent confirmation. The 
evidence which did emerge from the DIT suggests that while moral development in the 
Kohlberg-Rest sense may not be equivalent to value change, it may be linked in some 
as yet undefined way. Definitions and meanings still need to be clarified before there 
can be a satisfying confirmation of the proposition. 

The frequency study at AHS suggested that the core or central values in a 

system were given the highest cognitive rank and were the most "liked;" that is, there 

was a high degree of emotional attachment to them. Values which were peripheral 

were given the lowest rank on the cognitive scale and were also the least liked. 

However, even though the connection between the cognitive and the emotional was 

direct, thereby providing support for the idea that values are held interactively across 

domains (#9), there were anomalies and fluctuations. Further investigation is needed 

in order to see i f this phenomenon is particularly associated with value change. 

There was also evidence for proposition #9 in the variations which occurred in 

the behavioural domain. A collective "holding" of the same values (cognitively) did 

not mean the schools existed in a perpetual state of bliss and harmony. Expressions of 

behavioural value holding created tension particularly when they appeared to tap a 

core, cognitively held value. However, complete harmony did not appear to be a pre

requisite of effectiveness in values education because RHS was clearly held by the 

parents to be effective in creating positive value change in spite of the disagreement 

which existed in the behavioural dimension. 

The differentiation in ranking given specific values, which occurred in 

association with the number of years in the school, confirmed that the schools were 

associated with a unique and changing value profile (proposition #12: schools influence 
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value formation). The fact that the number of years enrolled in the school had this 
association follows logically from the students' and parents' statements in the locally 
developed surveys that the school had been responsible for an impact on the students' 
values both generally and specifically. 

The climate of a school may be "bigger" than the sum of its parts - or at least 

bigger than those parts which are identifiable and measurable. Nevertheless, there 

were specific elements in the climate which emerged as potent and within the 

supervisory jurisdiction of the school (proposition #13: elements in the school's 

environment influence value formation in unique ways). Although value differentiation 

is often associated with non-school factors or factors beyond the control or influence 

of the school (age, gender, socio economic status, birthplace), this study revealed 

many associates of value change which were a part of the school's domain. In general 

terms, the survey variable "length of time in the school" was associated with distinctive 

values just as was gender, age, number of countries lived in, religion, and birthplace. 

Parents and students agreed that the effective agents of change in the school 

were people rather than programmes or facilities. Parents felt teachers in the school 

environment had the greatest positive impact on their child followed closely by the 

peer group. Conversely, they felt the peer group was the primary source of negative 

influence. Students tended to give the peer group a higher positive influence rating 

than did their parents but they agreed their peer group was the greatest source of 

negative influence followed by the teachers - administrators. Agents which were 

dynamic in one area were dynamic in the other although not necessarily in the same 

degree. School policies, extracurricular activities, textbooks, and facilities were all less 

influential than "people" in the school. This provides evidence for proposition #11 

which holds that "values are learned in social environments." 
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It follows from this that a school must recognise that it has a significant, unique 
role to play in the value formation process. While background factors are associated 
with value formation, the school plays a role for which it is responsible and it should be 
held accountable for effectiveness in this area just as it is in others, especially the 
cognitive. The Rokeach value scale or one constructed on its theoretic principles but 
modified to measure specific values the school seeks to teach, provides one way for 
schools to assess the role they are playing in shaping student values. 

Proposition #15 held that some schools were more effective at creating a 

climate for value change than were others, but this comparative aspect of effectiveness 

was not investigated and conclusions about it cannot be drawn from the data. Based 

on a comparison of school climate indices, the "willingness to recommend question," 

the "overall grade" question, and the parents' responses to questions about the 

schools' teaching good values and having an impact on their children's lives, it would 

appear that the two schools were both effective but effective with different criteria and 

definitions in view. Although it would seem to follow logically from the other 

propositions, the fact that values are contextually based make it likely that meaningful 

interpretations of effectiveness in creating value change will focus on comparisons 

within schools (e.g., year to year; classroom to classroom) rather than comparisons 

between schools. 

13.3.3 Summary statement: value change theory 

The data from the two site study attests to the usefiilness of the value change 

theory as an explanation of how values change in a school setting. Because values are 

formed in school in an unavoidable process, those responsible for values education at 

the local level would do well to structure their programmes and implementation 

strategies around the propositions which were investigated here. To be an effective 
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school in the affective domain, it is not enough to feel a commitment to values 
education, nor is it enough to know which values one should foster. A 
disproportionate emphasis has been placed on the what and the why of values 
education. For truly effective education to be undertaken, carefiil attention needs to be 
given to the "how" of such an education. This thesis has provided substantiation for a 
theory comprised of tenets which are transferable. It should enable schools to plan a 
detailed and practical implementation programme which is both philosophically 
reasonable and pedagogically sound. 

13.4 School effectiveness 

13.4.1 The school effectiveness theory 

Earlier it was noted that the effective schools research tradition has been 

severely criticised on methodological and conceptual grounds.^ This thesis sought to 

address some of the frequently voiced criticisms. Like a number of recent models, this 

one used a wide range of input, process and outcome items (e.g., Mortimore et al. 

1988). The tendency in past research has been to examine a small number of factors 

and to consider, for example, academic achievement to be THE measure of 

effectiveness. Another failure in past research has been the focus on SES background 

statistics without actually exploring the attitudes and opinions which are thought to be 

associated with social class characteristics. This thesis placed the emphasis on beliefs 

and opinions rather than on a statistical designation of wealth or poverty. 

^ The shortcomings of effective schools research which are noted in this section have been catalogued 
by many working in the field or who are critical of it. For a comprehensive "outsiders" viewpoint, see 
Jansen 1995. Similar observations from a sympathetic position are included in Purkey and Smith 
1982, 1983, 1985; Reynolds and Reid 1985; Gray and Jones 1985; Cuttance 1985a,b; and McNamara 
1988. 
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Some effective schools studies have pointed out the outstanding qualities of 
exemplary schools and suggested that these qualities were transferable to other schools 
regardless of the contexts in which these schools operated. This problem was avoided 
by providing a theoretical basis for the principles of effectiveness and value change 
which was germane to contexts other than RHS and AHS. 

Another problem addressed in this design relates to causal ordering. Critics of 

effectiveness research, such as Jansen (1995), have frequently pointed out that many 

studies had as their objective the search for "causes" of effectiveness. This study 

demonstrates that many of the processes which were associated with "effective" 

outcomes were themselves positive "contributors" to effectiveness because the 

outcomes were "first" perceived to be positive. Consequences and causes were thus 

frequently contiguous. 

The inability of this model to avoid aggregation of data to the school level 

meant that some potential school effects were unobserved. Many researchers (e.g., 

Reynolds and Reid 1985) have pointed out that the variation of effectiveness within a 

school is greater than the variation of effectiveness between schools. The problem of 

aggregation to the school level was partly overcome through an examination of 

subgroups within the school, such as those formed by gender, years of enrolment, 

grade level, country of citizenship, parents' occupation and religion. Nevertheless, a 

significant area of impact was not observed because data was not collected at the level 

of the classroom. 

On this point, it should be noted that although the surveys were all found to 

have an acceptable degree of validity and reliability, they were simply satisfactory 

within the limited sphere in which they operated. They did not explore all the frontiers 

of value change in school attending adolescents. Their scope was limited and 
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additional research with new variables needs to be undertaken i f a fiill picture of 
effectiveness in the affective domain is to emerge. 

13.4.2 Discussion and implications 

13.4.2.1 Clarified vision: a sense of purpose 

Both AHS and RHS were schools which had clarified and communicated their 

values to the public. Parents and students alike felt they knew what the schools stood 

for and endorsed the vision which was communicated to them. While it may appear 

obvious and trivial, it is worth noting that the "schools" had to know their values, at 

least at a policy level, before they could publicly communicate them effectively. This 

finding provides evidence for the reasonableness of those who have argued that values 

in the school must be articulated and openly declared i f proper transmission is to occur 

(Everard 1993; Wilkins 1992; Marfleet 1995; Evans 1993; Deakin 1992). Some, such 

as Christopher Ormell (1993), have suggested that educational inspectors should be 

required to ascertain i f a school was "operating with a distinct, cleariy understood, set 

of Values" (p. 42). He goes on to argue that this would enable students to come into 

contact with "genuine Values" and to see them "in operation, feeUng their impact, 

understanding what they do for people, what they mean" (p. 42). Lord Northboume's 

amendment to the Education Bill 1992 required that schools "'publish information 

describing the values upon which education in the school is based, and the matter in 

which pupils' spiritual, moral and cultural development is achieved'" (in Wilkins 1992, 

p. 21). It may be, however, that when schools are legislated to know and 

communicate their values, the game is lost. For these two effective schools, legislation 

was not the motivating force and one suspects that values cannot be taught or 

communicated i f they are not "held," and i f they are held, then one does not need a 

government dictate to tell you to communicate what you truly believe. 
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13.4.2.2 Ownership and inclusion: a sense of community 

Clarified and communicated values fostered a shared vision which was a 

hallmark of both RHS and AHS. Parents and students supported the school from its 

rules and regulations to its philosophy and curriculum. There was a sense of 

community which pervaded the institutions and resulted in a consistently positive 

attitude even when there were elements in the environment (e.g., facilities, school 

counsellors) which were seen to be deficient. Other researchers have discovered a 

shared culture and a sense of mission to be operative in effective schools (Chittenden 

1993; Mortimore 1994; Slee 1994; Bums 1995; Bangs 1995). 

Because schools can be associated with a unique value profile, it appears that 

two principles of effectiveness are a self-conscious awareness of the values which are 

distinctive to the school and a commitment to work together as a community to pursue 

the values. This finding supports Nicol's (1994) assertion "that the whole school must 

be involved [in promoting spiritual and moral development] through a shared 

ethos...there is a need for collective agreement on codes and standards of behaviour 

that reflect the needs of the whole community" (p. 95). 

.1 School staff 

Unfortunately the RHS and AHS staff response rates were low and their 

representativeness unknown. On the evidence which did emerge, the staff appeared to 

be highly supportive of the school's goals and objectives (e.g., handbook support). In 

one case it appeared that lack of full support for the handbooks was particularly 

associated with students lack of support for the rules. In other words, when the staff 

did not show solidarity with the "school," it appeared the students were particularly 

unsupportive of the rule. This lends support to the conclusions drawn by Murgatroyd 

and Morgan, (in Evans 1993, p. 11): "the first critical component of Total Quality 
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Management...[is the] 'alignment and commitment to a shared vision', in a culture 
where 'there is a great deal of ownership for the goals of the organisation among and 
between all staff'" However, the causal connection certainly was not established. It 
may very well be that those staff members who did not demonstrate solidarity on a rule 
were influenced by the students' opinions rather than the converse. 

.2 Parents 

Parents agreed on the nature and importance of a cluster of core values. With 

it came a shared values orientation which was associated with a belief the school had 

positively impacted the students in both the cognitive and affective domains. Other 

researchers have also found that where there is "convergence between the culture of 

the school and the culture of the family" children are more likely to succeed (Walker 

1995). This suggests that effectiveness is associated with parents and teachers 

operating in complementary and supporting roles (cf, Mansfield 1995, Smith 1995). 

It is widely recognised that home background factors play a key role in success 

at school (e.g., Roebben 1995; Pierce 1994; CroU 1995). Background factors related 

to home life were associated with unique value profiles at RHS and AHS but those 

factors which were particularly associated with effectiveness in the affective domam, as 

defined by positive opinions about school processes and outcomes, were not those 

factors which categorised occupation, educational background, or religion. There was 

no statistically significant relationship between the parents' feeUng that the school's 

philosophy was similar to theirs and their age, income level, years in the host country, 

gender, country of citizenship, occupation, the grade level of their children, or the 

number of children enrolled. In other words, milieu input items did not have a 

significant relationship to the philosophic identity which parents had with the school. 
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It would seem from this that success in school would more likely be enhanced 
by creating a school community with a common mission and values objective than it 
would be by equalising educational provision. Incomes were low at RHS but it 
appeared equally effective in both the cognitive and affective domains. The common 
characteristic between the two schools was not economic equality but focused 
communities which identified with the school's values and mission. For parents, it was 
"their" school. 

3. Students 

In many respects the same could be said of the students. They, too, felt that 

the school was "theirs." By this it is not meant that the students thought the same as 

the adults - differing value profiles verified this - nor did it mean that "everyone in the 

school thought pretty much like they did," or that students "ran" the school.^ 

However, they did feel that they entered the school with values similar to it and 

throughout the year they claimed to have been involved in its programmes. Above all, 

they were willing to recommend their school to others and to give it a good overall 

grade. Other researchers have likewise discovered that when students identify with 

their school and feel that their concerns and opinions are important, positive academic 

and behavioural outcomes result (e.g., Irving and Parker-Jenkins 1995; Fraser 1989). 

In the words of Tock Keng Lim (1995), students "who are congruent in a setting see 

the setting more positively and function better in it." 

Both schools seemed to operate intuitively with the ideas of propositions #4 

and #6 in mind. They enrolled students who wanted to be there and who thought the 

school held their value position. This made it possible for the schools to operate in a 

climate where change was likely to take place (#4: the closer a competing value is to 

^ On the futility of enshrining student rights see Barrow 1995. 
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the one held by the individual, the more likely it is that he/she will internalise it; #6 
values must be potentially meaningfial i f they are to be internalised). In short, these 
schools enrolled students who were generally predisposed to look favourable on the 
school's influence. 

Most students are not educated privately so generalisations about enrolment 

policies to the public sector cannot be made. However, even in a publicly funded 

educational setting the local school must be given the ability to create a shared vision 

with the local community. A state imposed values agenda will not be effective because 

values can only be taught i f they are valued and government dictate has not proven to 

be an effective means of making people hold something to be valuable when they are 

not predisposed to do so. Therefore, with few exceptions, the values agenda needs to 

be created at the local, school community level. 

On a related matter, results from the correlation study revealed that milieu 

input features of organisational climate, at least as defined by such standard inputs as 

age, multi-cultural exposure, gender, parents' occupation, and citizenship, were not as 

active in the VCES model as were atmospheric climate inputs, including, in particular, 

the students' perception that their parents supported the school and that their personal 

values were similar to the schools when they first enrolled. It may be that when the 

focus is on affective outcomes and effectiveness is defined primarily by parents and 

students and away from the cognitive domain and the expectations of govenmients and 

special interest groups, milieu inputs are less valid as predictors of effectiveness. Once 

again, this argues for the devolution of authority and responsibility to the local school 

level. 

13.4.2.3 Impacting adolescents: a sense of accomplishment 

.1 The role of the school 
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Earlier it was noted that Mortimore et al. (1988) published their large scale 
study of school effectiveness under the title. School Matters. Both students and 
parents at RHS and AHS believed their institution "mattered." It was seen to have an 
effect on students' behaviours, beliefs, and achievement. While standard input factors 
such as gender, parents' occupation, and citizenship were occasionally associated with 
outcomes, school based factors including the teachers, the school peer group, the 
curriculum, the school administration, the board, and even the facilities, were all 
associated in some way with positive change in the affective domain. 

One could argue that this Unkage between the school processes and outcomes 

was purely subjective and that parents and students could have been deluded into 

perceiving an effect which did not exist. While this may have been the case, the fact 

that the phenomenon existed in two very different schools suggests that perceptions of 

reality have a powerfiil predictive capacity. I f parents and students believe that 

teachers are having an impact on them, it seems difficult to imagine gathering data 

which would counter the claim without doing violence to what the parents and 

students "mean" by the concept "having an impact." Nevertheless, because the 

correlates were subjective (e.g., to students: " I would recommend the school to 

others," or " I believe my parents are supportive of the school") meanings are obscure 

and a complementary qualitative study would be useful in ascertaining what students 

and parents meant when they stated their opinions. 

The fact that the school was found to be potent and influential corresponds to 

the findings of others working in the field. For example, Mortimore (1994) found that 

student progress in school is primarily influenced by the school, not the home 

background. David Galloway (1995) found that the school's contribution to within 

school behaviour exceeded that of other factors, including home background. These 
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results lend support to the underiying assumption of the 1988 Education Reform Act 
which held that schools could contribute significantly to student development in the 
affective domain (see also, e.g., Trainor 1995). 

.2 The peer group 

Earlier in the chapter it was noted that the primary vehicles of value change 

were personal agents operating in the school. Both parents and students felt that they 

had been more influenced positively and negatively by the social environment than by 

the school's ecology (physical variables) and its formal and informal system of rules. 

Friends and peers were seen as both the most positive and the most negative source of 

influence in the schools. Teachers were the second most potent source of influence, 

both positively and negatively, while administrators tended to be seen as having little 

positive influence but capable of considerable negative influence. This finding concurs 

with others who have observed that "the most powerfiil mode of learning for teenagers 

is their friendship and peer groups" (Walker 1995). Effective schools would seem to 

be those which work with this fact and include students in the school community as 

vital contributors. It is also possible that specific programmes can be developed to 

allow the peer group to provide positive input into the lives of their colleagues. For 

example, in one case (Wanneroo Senior High described by Graham 1991), peers were 

used to complement and enhance the school's pastoral care programme. Given the key 

role played by the peer group, schools would be well served by the research 

community i f more work was done on harnessing the potential for good which lies 

dormant in most schools. 

.3 The school staff 

The other major source of influence at the school level was the staff Parents 

and students both identified the staff as influential in value formation. In the case of 
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Students, those who tended to see the staff as the greatest positive source and the peer 
group as the most likely negative source of influence tended to be those who saw the 
school as effective for them. Once again this reflects the findings of other researchers 
who have seen the dynamic role played by teachers who model the values they are 
seeking to teach (Nicol 1994; Kelsey 1994; Ingram 1995; Ryan 1985). In actual fact, 
one wonders how someone can teach persuasively what one does not hold to be true 
and i f one holds a value to be true then it will be held interactively in the behavioural 
and affective domains as well as in the cognitive domam. Even though the staff as a 
whole felt strongly committed to the handbook rules, there was evidence at AHS that 
the minority's lack of clear support may have fostered divergent thinking amongst the 
students and led to a decrease in support for the handbook and its provisions. 

Galloway (1995) and others (e.g., Mortimore 1995) have found individual 

teachers and the social ethos to be particularly eflBcacious in dealing with disruptive 

behaviour but it still remains to be seen what the modelling role of the teacher means 

to the individual student. Why is the teacher such a potent force for change? While 

the teacher's impact supports the contention that values are learned in a social 

environment - and so the "big" answer exists at the theoretical level - the meaning of 

this at the personal level remains obscure. Hidden factors of an influential nature may 

be present (Hailstone 1994). Once again, a complementary, qualitative study would be 

helpful in uncovering what it meant for the teachers and the peer group to be influential 

in the lives of the individual student. From such a study patterns could be established 

which would be useful to teachers who wish to maximise the benefits of the role they 

play while simultaneously allowing the school community to evaluate their 

effectiveness as a teacher in this realm. 
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Positive ratings for school leadership were associated here as elsewhere 
(Mortimore 1994) with a high esteem for the school and its programmes. An effective 
administration was particularly associated with high behavioural expectations and clear 
public statements to the community about the school's values, goals and objectives. 

.4 The climate 

The climate construct most completely encapsulates what social learning 

theorists would consider to be the locus of school effect on values. Earlier it was 

noted that classroom effects were not measured in this study. Consequently, a 

significant portion of the school impact was not assessed except to say that the school 

staff was a major source of influence in the school. Rossiter (1994) and others have 

noted that the teacher is the dominant influence on classroom behaviour and 

motivation. But he goes on to say that outside the classroom, the dominant influence 

appears to be the social ethos of the school. The evidence here supports this and 

attempts to classify the effect along two major lines, atmospheric climate and 

organisational climate.'* Atmospheric climate appeared to be more related to 

effectiveness in the values domain but additional research of a definitional nature needs 

to be undertaken to justify the distinction between these two aspects. As was said 

earlier, the distinctions established by the VCES model occasionally appeared arbitrary, 

particularly as they sought to incorporate causation and time sequence. 

In spite of the inadequacies of the model, the data revealed that climate was a 

frequent correlate of student and parent perceptions of effectiveness in the affective 

domain. Those who felt the school had a positive climate tended to be those who also 

'* Organisational: comprises ecology (climate created by physical variables), milieu (climate created by 
individual background characteristics) and social system (climate created by patterns of rules of 
interaction); atmospheric climate: comprises the school culture (norms, beliefs, values, meanings, 
etc.). 
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beUeved that the school was a good place to be when compared to other schools 
("recommendation," "overall score"), as propositions 14 and 15 suggested would be 
the case.' Indeed, a student's perception that the school had a positive climate was 
found to have a direct positive relationship with virtually all the other items explored in 
the surveys. While this does not prove that some schools are more effective at creating 
a climate for positive change, it does clearly indicate that the school's climate is an 
outstanding correlate of positive change and raises serious doubts about the ability of a 
school to promote positive change when students do not perceive the school to have a 
positive cUmate. This point could be clarified by further study using schools which 
have less positive cUmates than AHS and RHS although considerable support already 
exists for association between a positive climate and effective moral educational 
programmes (Schremer 1992; Lim 1995; Pierce 1994). 

One of the dominant features of the climates in both schools was the emphasis 

placed on achievement. In the case of RHS the emphasis was binary in nature in the 

sense that achievement was encouraged and equally expected in both the affective and 

the cognitive domains. Students and parents perceived the school to have high 

expectations in both areas. The parents' primary reason for sending their children to 

the schools was their conviction that high achievement would result and that careflil 

monitoring of progress would take place. The emphasis on achievement and its 

corollary, high expectations, are two principles which have been widely recognised as 

endemic in effective schools (Mortimore 1994). Such a conclusion comes perilously 

close to prescribing a formula for success. However, the principle of goal orientation 

and focus on achievement is still something which must be articulated at the local level. 

' Proposition 14: "Some school environments are more conducive to value change than others;" 
proposition 15: "Some schools are more effective at creating a social environment/chmate for value 
change than are others." 
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Its meaning and relevance are contextually based. Furthermore, their existence is 
closely wrapped up in the very defimtion of effectiveness. How can an institution be 
considered "effective" i f goals are not achieved? 

In this study organisational cUmate appeared to be less associated with 

effectiveness in the affective domain than atmospheric cUmate. It may be that this is 

not a generalisable principle. Jansen (1995), for example, has pointed out that many 

studies conducted by the Worid Bank demonstrate "the significance of textbooks and 

other 'material inputs' as factors in explaining school achievement." What this is 

probably saying, however, is that there is an "ecological" threshold which schools need 

to cross; once it is crossed its role in improvement becomes negUgible. Further 

research would be helpful in verifying the existence of an ecological threshold which 

schools must cross i f they are to be "effective," and then to define the threshold in 

terms of needs in the First and Third World. Less plausibly, his findings may reveal 

that organisational climate is more important for academic achievement than is 

atmospheric climate. Further research is also necessary to clarify possible elements in 

a climate or climate "types" which are particularly associated with achievement in the 

cognitive domain as opposed to achievement in the affective domain. 

.5 Outcomes 

In keeping with a perceived need in the eflfective schools research community, 

this study focused on a range of outcome measures in order to tap affective outcomes 

rather than just those associated with academic achievement. Creemers and Reynolds 

(1989) have argued that the "continued use of academic development measures as i f 

they reflected all areas of students' development can no longer be defended" (p. 381). 

One of the reasons they took this position was that "multiple outcome indicators have 

often shown a surprising degree of independence." On one level this was found to be 
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true in this study, while on another it was not. All the outcomes appeared to be linked 
together in the sense that parents and students who saw the school as achieving 
positive outcomes in one area tended to see positive outcomes in other areas and in 
other domains (i.e., the cognitive, behavioural, and affective domains). Those who felt 
the school had been effective in the values domain were those who understood and 
endorsed the school's values, who were supportive of the school, who enjoyed it, who 
believed the school was a potent instigator of change, and who saw the changes as 
positive. Such a linkage in perspectives has been discovered elsewhere and has led 
Anderson (1985) to speak of "a halo effect" between the various variables. At this 
level, therefore, the evidence from AHS and RHS does not support the notion that 
multiple indicators show independence. 

However, there was a distinction between correlates of academic achievement 

and other forms of achievement in the school and it is here that independence was 

established. In chapter nine it was noted that at AHS no significant correlation was 

found between achievement and many of the factors which were related to the value 

change process. In this regard, academic achievement stands in contrast to two other 

prominent outcomes assessed in these surveys: the students willingness to recommend 

the school and the students' overall score for the school. 

There was also evidence which suggested that effectiveness at these schools 

was not a black and white issue. Like Shorter (1995), whose "recommenders" saw 

specific points they did not appreciate in the school, students at AHS and RHS feh 

their schools were more effective at teaching some values than they were others and 

some students benefited more from the "school's" conscious and unconscious 

approach to teaching the values. While further study is needed to substantiate this, the 

preliminary evidence suggests that a school's effectiveness, as measured by the 
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S t u d e n t s ' willingness t o recommend their school, transcended the "positive feelings" 
they sensed in the school. In the minds of the students, having a "happy school" was 
not as associated with the school's overall quality and their willingness to recommend 
it, as was their conviction that it had high expectations. This appears to justify the use 
of the two questions, "Would you recommend your school to others?" and "What 
overall grade would you give your school?" as effective sjmthesisers of positive and 
negative experiences associated with the schools. Shorter (1995) employed a similar 
recommendation question and also found tentative evidence for the belief that the 
question did in fact probe an aggregation of feelings and experiences. This study 
confirmed his conclusion that recommenders and non-recommenders both found 
positive and negative elements in the school. However, the definite impression here 
was that those who recommended the school tended to be those who feh positive 
about virtually all aspects of it. 
13.5 Conclusion 

This thesis began with the question: Is there value change in adolescents 

attributable to the influence of the school and, i f so, can the shift be quantified and 

explained? The evidence from RHS and AHS indicated a significant value change 

occurred which was attributable to the school, and that the change was explainable 

within the terms of a values change - effective schools model. Quantification of the 

change, however, appeared to be an elusive quest, at least at the school level. 

Explanation for the value change did not emerge as a cause and effect 

phenomenon, but as an interaction amongst a complex network of change factors 

which did not operate in a mechanical framework. A satisfying model of effectiveness 

must take into account the network essence of the value change phenomenon, with 

each pathway serving an independent and dependent function. Although no formula 
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was found for school effectiveness in the affective domain, a theory of value change in 
the context of a school environment did emerge. With the insight that it brings, policy 
makers can plan programmes and develop strategies which have meaning at the local 
level. The two schools in this study, which were effective at creating both positive 
value change and other desirable outcomes, were ones which were in tune with their 
clientele and their local constituency. A perception of school community existed which 
was based on a common value's orientation and definition of effectiveness. 

Effectiveness in these contexts did not mean that both schools shared the same 

"quality" of inputs, the same approach to processes, or the same definition of desirable 

outcomes. Rather, they shared a common sense of ownership and purpose. Funding 

equality and resource distribution (i.e., material inputs in the organisational climate) 

may help some schools improve performance in the affective domain but the evidence 

here is that these characteristics in themselves are not important aids in creating 

effectiveness. One can well imagine that programmes which attempt to create equality 

actually create discord and ineffectiveness because of the intrusion of marginal 

"stakeholders" into the local educational environment. Problems would appear to be 

inevitable when an agency external to the community decides what values are to be 

taught and what outcomes are to be prescribed as essential for effectiveness. 

The absence of these external interest groups and the presence of community 

harmony and initiative appeared to be prominent features of effectiveness in these two 

sites and it seems likely fi^om the evidence here and elsewhere that this characteristic 

would be true in other settings as well. As Mortimore (1994) put it, "The best people 

to help a school improve are those who work in the institution itself' (p. 7). One 

implication of this is that policy makers need to invest decision-making authority and 

accountability as close to the point at which "education" occurs as is possible. In the 
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words of the former US Secretary of Education, William Bennett (1992), "We should 
give superintendents greater authority to run their districts; give principals greater 
autonomy to run their schools, and teachers greater authority to run their classrooms; 
and then hold them all accountable for the results they achieve" (p.63). 

As others have observed, effectiveness needs to be defined locally (Rose 1995; 

Creemers and Reynolds 1989; Bangs 1995; MacBeath 1995). While there are those 

who would disagree, claiming that the "market" is unfair and discriminatory because 

"some individuals are better able to exercise [their] rights than others" and education is 

not an individual activity but a state (society wide) activity (Graham 1994), the 

evidence here suggests that far more attention needs to be paid to the needs, 

aspirations, and distinctives of the local community than has been the case over the last 

thirty years of research into school effectiveness. Fiske has observed that 

improvements in school effectiveness which originate at the local level are analogous 

to a "dozen people trying to modernise an old car" (Fiske 1991, p. 247). However, the 

revolutionary change which he seeks will not be found in a nationally re-tooled factory 

which employs a common productive mode but in the empowerment of the local 

school where society at large only intervenes in areas of the affective domain which are 

essential for the survival and prosperity of the larger community. 

Mortimore (1994) lists eleven "likely reasons as to why some schools are more 

influential than others." Most of them were identified in this study and all tended to 

operate in accord with each other. In other words, effectiveness was endemic, and the 

factors which the schools determined and defined to be effective crossed over domains 

fi-om the cognitive to the affective, coalescing to form an effective learning 

environment which had significant impact on the values of those adolescents who 

attended them. 
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APPENDIX ONE 

Instrument: AHS Parent Survey 
Administration: Spring 1992 
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APPENDIX TWO 

Instrument: RHS Parent Survey 
Administration: Spring 1991 

Those sections from Part B which were not used in this research project have not 
been included in the appendix. 
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Part A 
The following questions are intended to help us categorize the data in the rest of the survey. Please answer the questions 
as they relate to you in Ivlay, 1991. 
1. Age 20-29 30-39 40-49 50+ 

2. Citizenship American Canadian French ^German 
British Dutch Finnish ^other European 

Middle East ^other 

3. In which of the following countries have you lived for a total of five years or more? 
Austria France Holland Libya 
Canada Belgium Germany- Italy 
Spain US Switzerland ^Turkey 

Other European ^Other Middle East ^Other 

4. What is your current occupation? 
A. Missionary (check the ONE which represents your principal responsibility) 

Church planter Administrator Teacher 
Secretary Housewife Musician 
Evangelist ^Office/clerical Media 
Consultant other(specify ) 

B. Non Missionary 
Engineer Teacher Lalxsurer 
Housewife Lawyer Executive 
Secretary Accountant Media 
Entrepreneur Office/clerical 
other(specify ) 

5. Optional 
What is your annual gross salary in US dollars(in the case of homes where both parents receive salaries, please in
dicate the combined gross income of both parents.) 

$10-19,000 20-29,000 30-49,000 . ^50-69,000 70,000+ 

6. How many years of education have you had? (Check the highest appropriate category). 
Elementary (grades 1-8) Lower secondary (grades 9, 10) 
Upper secondary (grades 11, 12, 13) Post secondary (1-4 years) 
Post secondary (5, 6 years) Post secondary (more than 6 years) 

7. How many children do you have? 
ône two t̂hree f̂our five + 

8. a. How many years has (have) your child (children) attended counting 1990-91 as a completed year? 
1 St child years 3rd child years 
2nd child years 4th child years 

b. In what grade level is your child? 
OPTIONS A. Elementary (1-6) B. Middle (7.8) C. Secondary (9-12) 
ANSWERS 1 St child 2nd child 3rd child 4th child 

PAGE - 1 
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9. Why did you send your child (children) to ' ? Please select the reason which is MOST appropriate and place it be-
siiJe your child (children) and indicate how important the reasons were for you using a scale of 1-5. 

REASON 
A. was the most financially attractive option 
B. was the most convenient school for me 
C. had a good academic reputation 
D. 's philosophy of education was compatible with mine 
E. offered my child an attractive social environment 
F. offered a chance for my child to grow spiritually. 
G. offered extracurricular opportunities 
H. offered an attractive curriculum 

I. had an attractive pedagogic style (the way teachers teach) 
J. offered an English language program 

K. . prepared students for North American culture 
L. Other (specify ) 

ANSWER 
First Child Second Child Third Child Fourth child 

10. The ten reasons listed in question 9 are listed below byletter and brief description (the letter refers back to question 
9).Please indicate on a scale of 1 to 5 how important these factors were to you when you enrolled your children. 

A Financially attractive 
8 Conveniently located 
0 Academics 
D Philosophy 
E Social 
F Spiritual 
G Extracurricular 
H Curriculum 
1 Pedagogy 
J. English 
K.N.A. Culture 
J Other 

Very 
Unimportant 

2 
2 
2 
2 
2 
2 
2 

.2 
2 
2 
2 
2 

Very 
Important 

5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 

11. On a scale of 1 -5, please indicate how important your child's willingness to go to figured into your dedsion to 
send him/her. 

1st child 
2nd child 
3rd child 
4th child 

Very 
Unimportant 
1 2 3 
1 2 3 
1 2 3 
1 2 3 

Very 
Important 
4 5 

12. What grades do you expect your child to receive at year'send? 
OPTIONS 

A. AIIA's 
B. l^ainly A's wrth some B's 
C. All B's 
D. Mainly B's with some C's 
E. All C's 
F. Mainly C's with some D's 
G. All D's 
H. Very low expectations, or t don't care 

ANSWERS 
__1 St child _2nd child 3rd child . 4thchild 

13. Where does your child live? 
OPTIONS 

A. In the residences 
B. At home with parents 
G. In a home other than parents 
D. Combination of the above 

ANSWERS 
1st child 2nd child 3rd child . 4thchild 

PAGE - 2 
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P a r t s 

Many of the questions in Part B reflect issues unique to our residential program. Parents with students living at "home" or 
younger than the questions assume, please answer as though your child were older and in residence at . The descrip
tions in Part A will allow us to analyze the data according to the age and status of your child(ren). 

Section 2 

Below are 29 questions which reflect how you view modern technology and a variety of social issues which have particular 
significance to because it is a residential school. Please circle the letter which most accurately describes your situa
tion when your family is not separated by boarding at (in cases where students are not in residential facilities, 
please answer with a normal school week in mind). 

10. How many movies in a year do yctir children see in a movie theatre? 

OPTIONS 
A. I do not allow my child to attend a movie theatre. 
B. 1-4 C. 5-9 D. 10-14 E. 15-1-

ANSWERS 
1st chi ld 2nd chi ld 3rd child 

11. Rate the following according to its importance when you evaluate a film. 

very ummportant very important 
Nudity 
Language 
Violence 
Sex 
Subject matter 
Occult 
New Age 

2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 

19. Would you allow your son(s) or daughter(s) to wear T-shirts or other clothing that are emblazoned with a product, a 
group, or message that reflects a posture in conflict with Christian standards? 

A. Yes, this is my child's decision 

B. Yes, but I do not always approve 

C. No 

20. Would you allow your son(s) or daughter(s) to put up posters on his/her bedroom walls that are emblazoned with a pro
duct, group, or message that reflects a posture in conflict with Christian standards? 

A. Yes, this is my child's decision 8. Yes, but I do not always approve C. No 

21 . Below are a series of statements about hair (not facial) which have a bearing on policy. Please indicate to what 
degree you support the following statements by selecting a number in the OPTIONS list and placing it on the lines in the 
ANSWER list. 

OPTIONS 

1. Strongly agree' 2. Agree 3. No Opinion 4. Disagree 5. Strongly Disagree 

ANSWERS 

A. Hair should be worn any way the students wish 

B. Hair should be neat and clean 

C. Hair should only be the natural color 

D. No part of a boy's hair should be shaved 

E. Hair style reflects inner spirituality 

F. Boys should be permitted to wear an ear ring(s) 

'_G. Boys' hair should not be over the ears or the collar 
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PARTC 

The following questions are intended to help us understand how you view the non-academic, value dimension of our edu
cational programme. It is NOT a test of your personal knowledge or commitment to (" " here refers to the entire 

programme - school, residences, church, extra-curricular). By sharing your reflections, you will assist the school in its 
effort to function as effectively as it can. 

The respondent on this copy of PART C is Male Female 

Directions: There are four short sections to this instrument; please respond to each statement by circling the number of 
the response which most accurately describes your perception. Use the following definitions to guide your evaluations: 

"Strongly agree" = you whole-heartedly concur with the statement 

' "Agree" = you are of the same opinion as the statement 

"Undecided" = you cannot say for sure that you support it 

"Disagree" = you do not believe the statement is accurate 

"Strongly disagree = you definitely do not believe the statement 

"No obs." = no observation which enables you to form an opinion 

SECTION ONE 

1. shares my values •. . . . 
2. is consistent in its beliefs 
3. Values are taught at 
4. The curriculum has had a significant 
impact on my child's (children's) values . . 
5. Administrators have effectively communi
cated the values 
6. The publications make frequent and 
clear statements about the institution's 
values and what it stands for 
7. The institution's values are reflected in 
the physical facilities of the school (class
rooms, building, resources) 
8. The values and beliefs of are well 
known to the community, parents, and stu
dents . .• 
9. consistently adheres to its values, 
even in times of adversity 
10. The value system at changes from 
year to year 
11. 's actions are consistent with its 
beliefs 
12. . has high academic expectations for 
its students '. 
13. has high non-academic expecta
tions for its students 
14. The staff at support the values of 
the school 
15. provides its students with a safe, 
comfortable, positive environment 
16. offers its students a high quality of 
instruction 
17. devotes enough time to the teach
ing of values 
18. devotes enough time to the teach
ing of academic skills 
19. The staff at . are motivated and com
mitted 
20. does a good job of training its stall 

Strongly Strongly 

Agree Agree Undecided Disagree Disagree No obs. 

• • • . Q • • 
Q • Q Q Q • 
Q • • Q • • 
• • • • • • 

• • • • • • 

• • • • • • 

• • Q • • 

• • • • • • 

• • • Q • • 

• • • • • • 

• • Q • • • 

• • • • • • 

Q • • Q . • a 

Q • • • a 

• • • • • Q • 

• • • • • • 

• Q Q • • 

• • • • Q 0 

Q a G • Q • 
a i_i U • a 

PAGE - 8 
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21. has a clear conception of its 
goals and objectives • Q • • Q 
22. regularly monitors its students' 
academic development Q • 
23. regularly monitors its students' 
moral development Q • • • 
24. The leaders of provide strong 
leadership Q 
25. There are a lot of values taught at 

that the institution does not realize it 
is teaching Q 

Q • Q • 

• • • • J 

Strongly Strongly 
SECTION TWO ys^g^gg ^g^gg Undecided Disagree Disagree Noobs., 
1. I have a clear understanding of the 
values is teaching my child/children . Q Q Q • • 
2. 1 endorse all the values my child (child- _ 
ren) is (are) learning at • . • • • • i-l 
3. I have seen a marked change in my 
child's behaviour which 1 attribute to the in
fluence of 

a) First child (years at ) • • Q • • ^ 
b) Second child (years at ) Q • • • • • 
c) Third child (years at , ) Q • • • • Q 

4. The changes you have seen in your 
child which you attribute to the influence 
of have been "positive" • Q Q • Q U 
5. My child (children) first attended 
with a value system which closely re- . 
fleeted that of the school 

a) first child Q • • • • 3 
b) second child • U G • • O 
c) third child • • • • • ^ 

6. Academically my child has done well at 

a) First child -. • Q • Q • Q 
b) Second child Q Q • • • '^ 
c) Third child . • • Q Q • 

7. My child has learned a lot of "positive" 
values at 

a) First child • Q Q • • 
b) Second child • Q • • Q 
c) Third child '., • • • • • 

8. My child has learned a lot of "negative" 
values at 

a) First child • • • • Q • 
b) Second child • • • • • 3 
c) Third child • • • • • 

PAGE - 9 
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SECTION THREE 

Below are two lists of values. Beside the list of values please indicate on a scale of 1 - 5 in column one how important you 
feel the values are; in column two please indicate on a scale of 1 - 5 how effectively you feel is teaching these values 

List A VALUE SCHOOL 
Very Very Very Very 
Unimportant Important Ineffective Effective 

Salvation (eternity) 1 2 3 4 5 1 2 3 4 5 
Respect 1 2 3 4 5 1 2 3 4 5 
Wisdom 1 2 3 4 5 1 2 3 4 5 
Friendship 1 2 3 4 5 1 2 3 4 5 
Love of God 1 2 3 4 5 1 2 3 4 5 
Inner harmony 1 2 3 4 5 1 2 3 4 5 
(Integrated world view) 
Beauty 1 2 3 4 5 1 2 3 4 5 
Sense of purpose 1 2 3 4 5 1 2 3 4 5 
Recognition 1 2 3 4 5 1 2 3 4 5 
Joy (happiness) 1 2 3 4 5 1 2 3 4 5 
Equality 1 2 3 4 5 1 2 3 4 • 5 
Freedom 1 2 3 4 5 1 2 3 4 5 
Health (fitness) 1 2 3 4 5 1 2 3 4 5 
Piety 1 2 3 4 5 1 2 3 4 5 
Order 1 2 3 4 5 1 2 3 4 5 
Justice 1 2 3 4 5 1 2 3- 4 5 
Production 1 2 3 4 5 1 2 3 4 5 
(effective, involved) 

L i s t s VALUE SCHOOL 
Very Very Very Very 
Unimportant Important Ineffective Effective 

Intelligent (academic) 1 2 3 4 5 1 2 3 4 5 
capable 1 2 3 4 5 1 2 3 4 5 
Clean/neat. 1 2 3 4 5 1 2 3 4 5 
Courageous 1 2 3 4 5 1 2 3 4 5 
Helpful 1 2 3 4 5 1 2 3 4 5 
Creative 1 2 3 4 5 1 2 3 4 5 
Independent. 1 2 3 4 5 1 2 3 4 5 
Loving 1 2 3 4 5 1 2 3 4 5 
Obedient (authority) 1 2 3 4 5 1 2 3 4 5 
Responsiljle 1 2 3 4 5 1 2 3 4 5 
Self-controlled 1 2 3 4 5 1 2 3 4 5 
(self-disciplined) 
Future (goal) oriented 1 2 3 4 5 1 2 3 4 5 
Individualistic 1 2 3 4 5 1 2 3 4 5 
Committed to excellence 1 2 3 4 5 1 2 3 4 5 
Co-operative 1 2 3 4 5 1 2 3 4 5 

PAGE - 10 
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SECTION FOUR 

In the two questions below there are a list of "agents", or factors which may have had an impact on your child's (children's) 
values. 

1 . Rank in iiTiporlance the ' agents which appear to you to be positively influencing your child's values while they were 
at 

Teachers 

School policies 

^Textbooks 

.Physical facilities 

Hidden Curriculum (unstated, often unintended or unrecognized influences) 

Residential Staff 

Ad m i n ist rato rs 

Peer group 

Church 

Extra-Curricular Activities 

other 

(Optional: if you can think of specific examples of the influence these agents have had, we would appreciate a description 
of them on an additional sheet of paper) 

2. Rank in importance the agents which appear to you to be negatively influencing your child's values while at 

Teachers 

_School Policies 

^Textbooks 

.Physical facilities 

Hidden Curriculum (unstated, often unintended or unrecognized influences) 

Residential Staff 

Administrators 

Peer Group 

Church 

Extra-curricular Activities 

other 

(Optional: if you can tfiink of specific examples of the influence these agents have had, we would appreciate a description 
of them on an additional sheet of paper) 

PAGE - 1 1 
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APPENDIX THREE 

Instrument: AHS Student Survey (including sections designated for the AHS staff) 
Administration: Fall 1991 and Spring 1992 

Fall 1991 (page 389) 
• The Rokeach Value Survey was a part of the Fall 1991 battery which is 

available in Rokeach (1973). The values which Rokeach used in his survey are 
listed in various places in Chapter 11 as well as below. (The AHS staff 
completed all parts of the survey except section two) 

Spring 1992 (page 394) 
• The Rokeach Value Survey and the Williams and Batten School Life survey 

were a part of the Spring 1992 battery. The School Life survey is published in 
Williams and Batten (1981). 

Value Survej 
vvwvwwvvvvwvwvvvMivK 

Instrumental Values 
comfortable life ambitious 
exciting life broadminded 
accomplishment capable 
world at peace cheerful 
world of beauty clean 
equality courageous 
family security forgiving 
freedom helpfol 
happiness honest 
inner harmony imaginative 
mature love independent 
national security intellectual 
pleasure logical 
salvation loving 
self-respect obedient 
social recognition polite 
true friendship responsible 
wisdom self-controlled 
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B e f o r e p r o c e e d i n g t o t h e s u r v e y , p l e a s e c o m p l e t e t h e 
q u e s t i o n s w h i c h f o l l o w . T h e r e a r e t h r e e s e c t i o n s . E v e r y 
one s h o u l d c o m p l e t e s e c t i o n one. A l l s t u d e n t s s h o u l d t h e n 
p r o c e e d t o s e c t i o n two and s c h o o l s t a f f t o s e c t i o n t h r e e . 

P l e a s e c i r c l e t h e number i n t h e answer w h i c h BEST d e s c r i b e s 
y o u r s i t u a t i o n . 

S e c t i o n One: A l l p a r t i c i p a n t s 
1 . Sex 

1 . Male 2. Female 

. ( d a y ) ( m o n t h ) _ ( y e a r ) 2. When were you b o r n ? 

3. C o u n t r y o f b i r t h 
1 . USA 2. Canada 3. L a t i n A m e r i c a 
4. F r a n c e 5. Germany 6. G r e a t B r i t a i n 
7. O t h e r E u r o p e a n Community c o u n t r i e s 
8. S w i t z e r l a n d 9. A u s t r i a 

10,.Norway, Sweden, F i n l a n d 
1 1 . . M i d d l e E a s t i n c l u d i n g T u r k e y 
12. Former Communist e a s t e r n E u r o p e a n ("Warsaw P a c t " ) 
13. A f r i c a 14. P a k i s t a n 15. I n d i a 
16. Japan 17. C h i n a 18. A u s t r a l i a 
19. O t h e r A s i a n 
20. None o f t h e above 

4. I n w h i c h o f t h e above c o u n t r i e s have you l i v e d f i v e o r 
more y e a r s ? ( P l e a s e c i r c l e t h e numbers o f a l l t h e c o u n t r i e s 
t h a t a p p l y ) 

1 . USA 2. Canada 3. L a t i n A m e r i c a 
4. F r a n c e 5. Germany 6. G r e a t B r i t a i n 
7. O t h e r E u r o p e a n Community c o u n t r i e s 
8. S w i t z e r l a n d 9. A u s t r i a 

10..Norway, Sweden, F i n l a n d 
1 1 . . M i d d l e E a s t i n c l u d i n g T u r k e y 
12. Former Communist e a s t e r n E u r o p e a n ("Warsaw P a c t " ) 
13. A f r i c a 14. P a k i s t a n 
16. Japan 17. C h i n a 
19. O t h e r A s i a n 
2 0 . None o f t h e above 

15. I n d i a 
18. A u s t r a l i a 

5. I n how many c o u n t r i e s have y o u l i v e d f o r more t h a n s i x 
m o n t h s ? 

1. One 2. Two 3. T h r e e 4. Four 5. F i v e 
6. S i x 7. Seven 8. E i g h t 9. N i n e 10. Ten o r more 

6. ( O p t i o n a l ) R e l i g i o u s o r i e n t a t i o n - p l e a s e c i r c l e t h e 
number w h i c h b e s t d e s c r i b e s y o u r r e l i g i o u s p o s i t i o n 

1 . Roman C a t h o l i c 
3. O r t h o d o x 
5. H i n d u 
6. B u d d h i s t 
8. S h i n t o l s t 
9 . Don't know 

2. P r o t e s t a n t 
4. E v a n g e l i c a l C h r i s t i a n 
6. M u s l i m 
7. J e w i s h 
8. O t h e r r e l i g i o n 

10. No r e l i g i o n 

Q u e s t i o n s 7 - 1 7 c o n s i s t o f r u l e s and s t a t e m e n t s t a k e n f r o i 
t h e h a n d b ook. P l e a s e i n d i c a t e y o u r o p i n i o n o f t h e 
s t a t e m e n t s u s i n g t h e f o l l o w i n g r a t i n g s c a l e : 
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1 . I f y o u d e f i n i t e l y a p p r o v e o f t h e s c h o o l 
r u l e / s t a t e m e n t 

2. I f y o u a p p r o v e o f t h e s c h o o l r u l e / s t a t e m e n t 
3. I f y o u have no o p i n i o n a b o u t t h e r u l e / s t a t e n e n t 
4. I f you d i s a p p r o v e o f t h e s c h o o l r u l e / s t a t e n e n t 
5. I f you d e f i n i t e l y d i s a p p r o v e o f t h e s c h o o l 

r u l e / s t a t e m e n t 

7. " A l l s t u d e n t s (.except S e n i o r s ) must r e m a i n on t h e s c h o o l 
g r o u n d s d u r i n g t h e a c a d e m i c d a y . . . u n l e s s t h e y have e x p l i c i t 
p e r m i s s i o n t o l e a v e f r o m a f a c u l t y member and have s i g n e d 
o u t / i n t h e d i r e c t o r o f S t u d e n t s ' o f f i c e b e f o r e l e a v i n g . 
S e n i o r s who w i s h t o l e a v e t h e campus d u r i n g a f r e e p e r i o d 
m u st a l s o s i g n o u t / i n . " 

1 . You d e f i n i t e l y a p p r o v e o f t h e r u l e 
2. You a p p r o v e o f t h e r u l e 
3. You have no o p i n i o n a b o u t t h e r u l e 
4. You d i s a p p r o v e o f t h e r u l e 
5. You d e f i n i t e l y d i s a p p r o v e o f t h e r u l e 

8. ' M o t o r b i k e s , b i c y c l e s , and c a r s may only be used coming 
t o s c h o o l i n t h e m o r n i n g and l e a v i n g t h e s c h o o l a t t h e end 
o f t h e d a y . ' 

1 . You d e f i n i t e l y a p p r o v e o f t h e r u l e 
2. You a p p r o v e o f t h e r u l e 
3. You have no o p i n i o n a b o u t t h e r u l e 
4. You d i s a p p r o v e o f t h e r u l e 
5. You d e f i n i t e l y d i s a p p r o v e o f t h e r u l e 

9. "Smoking on s c h o o l g r o u n d s i s n o t p e r m i t t e d . " 
1 . You d e f i n i t e l y a p p r o v e o f t h e r u l e 
2. You a p p r o v e o f t h e r u l e 
3. You have no o p i n i o n a b o u t t h e r u l e 
4. You d i s a p p r o v e o f t h e r u l e 
5. You d e f i n i t e l y d i s a p p r o v e o f t h e r u l e 

10. "The d r i n k i n g o f a l c o h o l i c b e v e r a g e s on s c h o o l g r o u n d s 
and a t s c h o o l d a n c e s i s n o t p e r m i t t e d . " 

1 . You d e f i n i t e l y a p p r o v e o f t h e r u l e 
2. You a p p r o v e o f t h e r u l e 
3. You have no o p i n i o n a b o u t t h e r u l e 
4. You d i s a p p r o v e o f t h e r u l e 
5. You d e f i n i t e l y d i s a p p r o v e o f t h e r u l e 

1 1 . "The u s e , s a l e , o r p r o m o t i o n o f d r u g s f o r n o n - m e d i c i n a l 
p u r p o s e s i s p r o h i b i t e d and i l l e g a l . " 

1 . You d e f i n i t e l y a p p r o v e o f t h e r u l e 
2. You a p p r o v e o f t h e r u l e 
3. You have no o p i n i o n a b o u t t h e r u l e 
4. You d i s a p p r o v e o f t h e r u l e 
5. You d e f i n i t e l y d i s a p p r o v e o f t h e r u l e 

12. " w i l l n o t condone b e h a v i o r w h i c h i s damaging t o 
t h e s c h o o l c o m m u n i t y o r w h i c h j e o p a r d i z e s 's r e p u t a t i o n . 
Freedom c e a s e s when i t i n f r i n g e s on t h e r i g h t s o f o t h e r s . " 

1. You d e f i n i t e l y a g r e e w i t h t h e s t a t e m e n t 
2. You a g r e e w i t h t h e s t a t e m e n t 
3. You have no o p i n i o n a b o u t t h e s t a t e m e n t 
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4. You d i s a g r e e w i t h t h e s t a t e m e n t 3. 
5. You d e f i n i t e l y d i s a g r e e w i t h t h e s t a t e n a n t 

13. "Get i n v o l v e d w i t h s c h o o l a c t i v i t i e s ! " 
1 . You d e f i n i t e l y a g r e e t h a t t h i s i s a good i d a a 
2. You a g r e e t h a t t h i s i s a good i d e a 
3. You have no o p i n i o n a b o u t t h i s i d e a 
4. You d i s a g r e e t h a t t h i s i s a good i d e a 
5. You d e f i n i t e l y d i s a g r e e t h a t t h i s i s a good i d e a 

14. " V a n d a l i s n ; c u t t i n g s c h o o l ; t h e u n a u t h o r i z e d use o f 
a l c o h o l ; t h e use p o s s e s s i o n o r d i s t r i b u t i o n o f i l l e g a l -
d r u g s ; t h e f t ; b u l l y i n g and p l a g i a r i s m , a r e a l l ... s e r i o u s 
i n f r a c t i o n s . " 

1 . You d e f i n i t e l y , a p p r o v e o f t h i s r u l e 
2. You a p p r o v e o f t h i s r u l e 
3. You have no o p i n i o n a b o u t t h i s r u l e 
4. You d i s a p p r o v e o f t h i s r u l e 
5. You d e f l n l t ' _ l y d i s a p p r o v e o f t h i s r u l e 

15. "Above a l l , s t u d e n t s s h o u l d a c t r e s p o n s i b l y and r e s p e c t 
o t h e r s . " 

1 . You d e f i n i t e l y a g r e e w i t h t h i s s t a t a i a e n t 
2. You a g r e e w i t h t h i s s t a t e m e n t 
3. You have no o p i n i o n a b o u t t h i s s t a t e m e n t 
4. You d i s a g r e e w i t h t h i s s t a t e m e n t 
5. You d e f i n i t e l y d i s a g r e e w i t h t h i s s t a t e m e n t 

16. " E v e r y s t u d e n t i s on h e r / h i s h o n o r n o t t o c h e a t : i f you 
g i v e o r r e c e i v e h e l p on t e s t s , w o r k s h e e t s , g r a d e d homework, 
o r exams y o u a r e g u i l t y o f c h e a t i n g . " 

1 . You d e f i n i t e l y a g r e e w i t h t h i s s t a t e m e n t 
2. You a g r e e w i t h t h i s s t a t e m e n t 
3. You have no o p i n i o n a b o u t t h i s s t a t e m e n t 
4. You d i s a g r e e w i t h t h i s s t a t e m e n t 
5. You d e f i n i t e l y d i s a g r e e w i t h t h i s s t a t e m e n t 

17. " C u t t i n g c l a s s e s n o t o n l y l e a d s . i n e v i t a b l y t o l o s s o f 
l e a r n i n g and p o o r p e r f o r m a n c e , b u t i s i n c o n s i d e r a t e t o w a r d s 
th e . t e a c h e r and t h e o t h e r s t u d e n t s . " 

1 . You d e f i n i t e l y a g r e e w i t h t h i s s t a t e m e n t 
2. You a g r e e w i t h t h i s s t a t e m e n t 
3. You have no o p i n i o n a b o u t t h i s s t a t e m e n t 
4. You d i s a g r e e w i t h t h i s s t a t e m e n t 
5. You d e f i n i t e l y a g r e e w i t h t h i s s t a t e m e n t 

S e c t i o n Two; S t u d e n t s o n l y 

1 . How l o n g have you a t t e n d e d 
? ( C o u n t p a r t o f a s c h o o l y e a r as a c o m p l e t e 

y e a r ) 
1 . T h i s i s my f i r s t month 
2 . One y e a r 
3 . Two 
4. T h r e e 
5. Four 
6. F i v e 
7. S i x 
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2. What i s y o u r f a t h e r ' s o c c u p a t i o n ? 
1 . E n g i n e e r 2. T e a c h e r , p r o f e s s o r 
3. L a w y e r ' 4. E x e c u t i v e 
5. A c c o u n t a n t 6. S e c r e t a r y 
7. B u s i n e s s e n t r e p r e n e u r (owns and r u n s h i s own 

b u s i n e s s ) 
8. O f f i c e / c l e r i c a l 9. A r c h i t e c t 

10 S c i e n t i s t 1 1 . B u s i n e s s c o n s u l t a n t 
12. R e s e a r c h c o n s u l t a n t 
13. L a b o u r e r 14. M e d i c a l d o c t o r 
15. N u r s e 16. D e n t i s t 
17. O t h e r m e d i c a l 18. Homemaker 
19. J o u r n a l i s t , media p r o d u c t i o n 
20 A r t i s t , g r a p h i c a r t i s t , i n t e r i o r d e s i g n e r 
2 1 . F i n e A r t s p e r f o r m e r o r p r o d u c e r ( e . g . , m u s i c i a n , 

a c t o r ) 
22. C l e r g y m a n , o f f i c e r i n a r e l i g i o u s body 
23. Unemployed 
24 . O t h e r ( p l e a s e i n d i c a t e ) 

3. What i s y o u r m o t h e r ' s o c c u p a t i o n ? 
1 . E n g i n e e r 2. T e a c h e r , p r o f e s s o r 
3. Lawyer 4. E x e c u t i v e 
5. A c c o u n t a n t 6. S e c r e t a r y 
7. B u s i n e s s e n t r e p r e n e u r (owns and r u n s h i s own 

b u s i n e s s ) 
8. O f f i c e / c l e r i c a l 9. A r c h i t e c t 

10 S c i e n t i s t 1 1 . B u s i n e s s c o n s u l t a n t 
12. R e s e a r c h c o n s u l t a n t 
13. L a b o u r e r 14. M e d i c a l d o c t o r 
15. N u r s e 16. D e n t i s t 
17. O t h e r m e d i c a l 18. Homemaker 
19. J o u r n a l i s t , media p r o d u c t i o n 
20 A r t i s t , g r a p h i c a r t i s t , i n t e r i o r d e s i g n e r 
2 1 . F i n e A r t s p e r f o r m e r o r p r o d u c e r ( e . g . , m u s i c i a n , 

a c t o r ) 
2 2 . C l e r g y m a n , o f f i c e r o f a r e l i g i o u s g r o u p 
2 3 . Unemployed 
24 . O t h e r ( p l e a s e i n d i c a t e ) 

4. W i t h whom do you l i v e ? • 
1 . B o t h p a r e n t s 
2. W i t h one p a r e n t and a s t e p - p a r e n t 
3. O n l y w i t h y o u r m o t h e r 
4. O n l y w i t h y o u r f a t h e r 

5. How many b r o t h e r ' s and s i s t e r s do y o u . h a v e ? 
1 . One 2. Two 3. T h r e e 4. Four 5. F i v e o r more 

6. On y o u r l a s t y e a r ' s f i n a l r e p o r t c a r d o r summary o f 
s c h o o l g r a d e s , what t y p e o f g r a d e s d i d you r e c e i v e ? Use t h e 
f o l l o w i n g s c a l e as y o u r g u i d e : 

A = e x c e l l e n t B = good C = a v e r a g e / s a t i s f a c t o r y 
D = f a i r / p o o r F = f a i l u r e 

1 . A l l As 2. M o s t l y As 
3 . A l l Bs 4. M o s t l y Bs 
5 . A l l Cs 6 . Mo s 11 y Cs 
7 . A l l Ds 8. M o s t l y Ds 9. M o s t l y Fs 
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7. Which o f the f o l l o w i n g s t a t e n e n t s about t h e Student 
Handbook i s t r u e f o r you? 

1. I d o n ' t know what t h e S t u d e n t Handbook i s 
2. I have never r e a d i t 
3. I have read p a r t s o f i t 
4. I have read i t a l l 

8. I f you have re a d p a r t s o r a l l o f t h e p l e a s e 
i n d i c a t e w h i c h o f t h e f o l l o w i n g s t a t e m e n t s b e s t c o i n c i d e s 
w i t h y o u r f e e l i n g s a b o u t i t ? 

1. I t h i n k i t i s good J u s t t h e way i t i s 
2. I would l i k e t o make some m i n o r changes t o i t , b u t 

i t i s p r e t t y much what I would l i k e t o see i n a 
handbook 

3. I w o u l d l i k e t o make l o t s o f changes t o i t because 
i t has many i d e a s i n i t t h a t need t o be 
changed 

4. I would l i k e t o t h r o w i t away and w r i t e a 
c o m p l e t e l y new one 

S e c t i o n T h r e e : S t a f f o n l y 

1. How many y e a r s have you t a u g h t a t •? 

2. How many y e a r s o f e d u c a t i o n have you had? 
1. S e c o n d a r y 
2. Pos t s e c o n d a r y ( 1 - 4 y e a r s ) 
3. Post s e c o n d a r y (5 o r more y e a r s ) 

3. I f you were asked t o e d i t t h e s t u d e n t handbook you 
would 

1. Leave i t as i t i s ( e x c e p t f o r t h e u p d a t i n g o f 
p e r s o n n e l d e t a i l s , d a t e s and s c h e d u l e , i . e . , 
t h e " G e n e r a l i n f o r m a t i o n " s e c t i o n f o r t h e 
c u r r e n t s c h o o l y e a r " ) 
2. Hake some m i n o r , r e l a t i v e l y i n s i g n i f i c a n t changes 
3. Make s i g n i f i c a n t changes 
4. Throw t h e c u r r e n t one away and s t a r t a l l o v e r 

4. I f you would have made changes ( # 4 , p r e c e d i n g q u e s t i o n ) , 
w h i c h o f t h e f o l l o w i n g a r e a s would have been areas you would 
change? ( c i r c l e a l l t h a t a p p l y ) 

1. I n t r o d u c t i o n 
2. Academics 
3. S o c i a l R e s p o n s i b i l i t i e s 
4. A c t i v i t i e s 
5. S c h o o l s e r v i c e s 
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APPENDIX FOUR 

Instrument: RHS Student Survey (including sections completed by the RHS staff) 
Administration: Fall 1990, Spring 1991, Spring 1992 

Fall 1990 (page 397) 
• In addition to the survey items listed in Appendix Four, the fall 1990 battery 

included the Rokeach Value Survey, the Allport-Vemon-Lindzey Study of 
Values, and the Defining Issues Test. These three surveys are available in 
Rokeach (1973), Allport-Vemon-Lindzey (1931, 1960, 1970), and Rest 
(1979). The RHS staff completed all questions except 6-9 in the demographic 
section. 

Spring 1991 (This administration is not included in the appendix) 
• The Spring 1991 battery includ 



397 

INTRODUCTION 

Your have been ch o s e n to p a r t i c i p a t e i n a s c i e n t i f i c s t u d y of 
v a l u e change. E n c l o s e d a r e t h r e e s u r v e y s which have h e l p e d 
e d u c a t i o n a l r e s e a r c h e r s come to a b e t t e r u n d e r s t a n d i n g of the 
p r o c e s s e s i n v o l v e d i n v a l u e t r a n s f o r m a t i o n . 

P l e a s e do not t u r n t h e page u n t i l your s u p e r v i s o r t e l l s you t o . 
Then p r o c e e d through t h e s u r v e y b o o k l e t a t a s t e a d y pace and 
f o l l o w t h e d i r e c t i o n s f o r each of t h e s u r v e y s i t c o n t a i n s . Take 
ti m e t o r e f l e c t on t h e i s s u e s w h i c h a r e r a i s e d but do not spend 
too l o n g on any one q u e s t i o n . Do n o t ask your s u p e r v i s o r t o 
e x p l a i n any of the words or c o n c e p t s i n t h e s u r v e y s ; however, i f 
th e . g e n e r a l i n s t r u c t i o n s a t t h e b e g i n n i n g of each s u r v e y a r e 
u n c l e a r , t h e n you may ask t h e s u p e r v i s o r f o r a s s i s t a n c e . 

L a t e r i n t h e s c h o o l y e a r , you w i l l be a s k e d to complete some 
a d d i t i o n a l s u r v e y m a t e r i a l . ' At t h a t time t h e i n f o r m a t i o n which 
you t h e n g i v e w i l l be added to what you have g i v e n h e r e . P l e a s e 
f o l l o w t h e i n s t r u c t i o n s c a r e f u l l y s o a s t o e n s u r e t h a t your 
i d e n t i f i c a t i o n i s known o n l y t o you. 

T h i s s u r v e y i s c o m p l e t e l y c o n f i d e n t i a l ! Under no c i r c u m s t a n c e s 
w i l l yourname be a s s o c i a t e d w i t h t h e s u r v e y m a t e r i a l nor w i l l any 
a t t e m p t be made to i d e n t i f y you. P l e a s e answer t h e q u e s t i o n s as 
h o n e s t l y a s p o s s i b l e so a s t o e n s u r e t h a t t h e s t u d y can be u s e f u l 
f o r r e s e a r c h e r s who w i s h t o u n d e r s t a n d how young pe o p l e t h i n k 
t o d a y . 

You may u s e pen or p e n c i l t o f i l l i n t h e a n s w e r s 

Deaogzapbic infonat ioo 
1. Sei: Kale Fesale 

2. lear of birth ; 
3. Year in school 
(. CosBtry of birth 
5. Length of tiae in current school 

i ) less than one iionth 
i i ) one year 
i i i ) two years 

iv) three years 
v) four years 
v i ) f ive years 
v i i ) six years 

S. If yonr school has a res ident ia l progianse, do yon l ive in a doraitory? 
les 80 

7. father's occnpation_ 
8. Mother's occupation. 

( i f he/she is a aiss ionary, also include the type of aissionary act iv i ty in which they are 

engaged! 
9 . Do you l ive with: both parents_ 

yonr father 
yonr aother 
other (do not indode dora parents) 

10. Hnaber of countries in which yoa have lived for aore than six [ionths_ 

11. .Religious orientation 
a. Protestant b. Soian Catholic. 

1. Lutheran c. Creek/Rossian Orthodoc 

2. Anglican(Episcopal) d. Hindu 
3. Pentecostal e. Knsl ia 
i. Baptist f. Jewish 
5. Presbyterian g. Other re l ig ion. 
5. Kennonite h. Ho r e l i g i o n . . . . 
7. Other Protestant 



398 

'O C 
o c - * 

O T 3 B •§ 

« 4J a C7« 
m *i o u 

o o T J a 
n « a o 
« M K H-i P 

•p « « O <M 
O J C 
fi u e « 
o p n « 
P <-) <fl 3 o» 
a a « 

c n <-t 3 
• u O 4J fl D* 
C9 Q C C C 

X M « - 4 « 
4J « U • H 

a a - 4 

> i J J T3 M 

« - P I o 
« e c u 

K « o a 
C C n f l c S 

c - « - * 
•H B •» 

« O C £ P 
> X M +i O 
« t c 

X r-l O P O 
• ^ c o c 

X « o 
» - c ^ u 

o c o n 
•P (H « J C J3 le o o ^ U J J u 
I I C iH »U 

J J n o (0 o • 
U > iT3 
4t x (M C O * 
a a B o n c 
CJ 4J U O U 

c n c c 
«) « ^ a j= 10 
w e ^ * j <a 
(« c q V 

O ' J= a rH 
B P • 4J O « 

4J —( • P - 4 
c > • e u 
« c -u o o 

•D V C p C B 
3 W «W - 4 

03 c a c p o 
K - 1 O - 4 >w p 

c ^ ig « >P 
M V J J P 

• « > B -a 
O ft) «l ^ O C 
H XJ IB -P « 

• P 4J B 
tt C \ 

V C V 
O S V iH 

• H J J I) 0 3 
3 C J J « H 
M e « J J 

a - P IQ W 
rH 41 B P O 
O J - ) \ B O 
O « O \ i = 

J J ( H O U 
U 3 ^ B 
n \ P 3 

O M O 
o ^ o i i : 

X 3 X - H J J 
• P P - P o 

O "P 
«W.<H +1 J C O 
O O 3 O 

o o o c f 

3 3 3 3 3 
O O O O O 
>l >4 >t >4 X 

o o 
B J J X 
« U 
> © « 

^ P « 
S S « P J J 

S o J J c 
P A * « C «J 

V « P U - U O S 
J = « P S V 
p c a a o 4J 

• H B X J J a 
J J « « o <e 4J 
u p p J J P p n 
3 • « B C J J \ 
T ) « T 3 T ) \ V C V 
C P S C O a V r H 
O l O « r H J J « j a 3 
U Q 3 C P «J H 

C S B P O 10 J J 
0 « J J J J S P I f l r H 

J J - 4 C < - c « ) n J J O 
v U V O - p v ^ B O 

D O J J 3 j : 4 J r - ( O U 
j j < H f l j j u a 3 r - < a 

' U B X « 3 I ) K H 3 
« n CI p t i 
a s C O rH « J = 
X U • V £ 3 . C r H 4 J 
S B O O P P J J O 

- 4 a J o «p 
o -a S J J >U rH j j X O 
M J J S O O 3 U 
4 B JQ O O B Vj 

o a 

11 >f « 
n « c B > 

p rH « a o 
C U - H k 
e l u x : c 

•o o o B c 
3 j= c n 

p p a o , 
B « - 4 > «u d cJ 

O U J J -

S P c « c 
B rH JJ 

O C) XI B 
O J J p p 
P 3 3 

B B J= - , _ 
« p - t J J •ol t^jz •oi 

rH J J <a 
U C 0 3 3 3 3 3 

0 > , N O O O O O 
C J U P * H > I > 4 > 4 > I > 4 
JZ ra p 
P o. B « 

> i l Q J J 
C r H V u - H r M r n ^ m 
•H H U « 

« V P 
" O c « 

r^ p c J C 
W O 3 O 

£ Xi 
u a o 
" J C ™ 

P c 
Q 

_ , « p HI 
p q o c 

c > r 
C 1 8 - ^ 

t7t n p 
-H « « 
H J P 

T J J = •» 
o P n 
a a 

>P o 
n o p 

Cl P 

P c o 

£ rH n 
J J P v 

3 n 
>t O 3 m o 
2 O rH 

J : ; J 3 
« J J 

p 
C rH CJ 

. - 4 ffl CI 
Ct £ 

B > B 
n « 
Cl p p 
p o •o J: 

o o» 
o -< c 

J-> J C -H 
X a 

•a n 
p p 
u c -
Cl <B J « 
a a o • 
X o V 
CJ P rH 

p n o J J 
m J J rH a 

u ja u 
n -H fo u 

rH JC J J U 
p n a (0 

-H o u o« U J J 
c c u o 

- 4 « c 

p 

\ V C V 
V fl CJ rH 

rH P Cl a 3 
3 C P V P 
H CJ fl P 

e J J W rH 
rH « n P O 
O P \ B O 
o ig o \ j = 

J= J J rH O U 
u n 3 ^ n 
B \ P 3 

Cl p u 
« rH « J C 

X: 3 £ rH J J 
J J P P o 

O «P 
<M fH J J J : o 
O O 3 U 

o 

o n 

3 3 3 3 3 
O O O O o 
>i X X >H X 

rH (N n m 

o 
o 

J= 

• o c a 

<p p a 
fo a o 
« o o 
C P P 

a cr> 
V a I 

C « rH 
(Q rH « -o « 

^ CJ J 
O P 

O B CJ 
» C r H 

o u 
o u 

J J CJ 
P Xi 

T3 O 
O C T ) 

CJ cn-H 
p -o fl 

fl fl z 

n c -u \ 
\ . u c e 
« a O rH 

rH p « a 3 
3 C P O p 
P O « 4J 

a J J fl fH 
rH « B J J O 
O J J « o 
O « O \ J C 

J : J J rH B u 
U B 3 - 4 B 
B \ P 3 

V P C 
Cl rH B JZ 

J = 3 J C ^ J J 
P M P O 

O »M 
•P rH +J £ O 
O O 3 U 

O O B d 
UXIXI 
>| U fl c 

U J d 

C P \ 

\ r H OQ 
T J -H 
C T J P 
« - . C O 

N fl P 
O P J J C 
D*-4 B <P O 
fl T3 o fl a 
3 3 rH p V 
a» c a u P 
c - I x : fl 
fl c u U P 

rH -4 c P n 
fl -H - i V . w _ w 

P P P j V a V r H 
flea • r H p v B s 
CT" O • 3 C P C P 

rH U B • P O « P 
3 P Cl a P fl rH 
> K - . 4 J ^ « B 4 J O 

c o o J J \ n o 
c - H P B O f l c i v j : 
H f l O O J S P r H O U 

- H > P U n S r H B 
« o a n \ p 3 
« c e hi CJ 

J C - H - « M O ^ « JZ 
a r H O J = 3 £ r H J J a O P P J J O 
v a c * . O '*4 

« fl « » M r H 4 J J I O 
-I O 3 O U P C 

-4 B B V C 
^ - -4 rH > 
2 P O 0 

§ o U > c 

J c 
rH O V tt 
-H p £ > 
•M a J J - 4 > 

o n ^ 
T J n C3 
- I n U V P 
O Cl o u — 
> j< E X c 
fl fl CI -

o o n c4 
•jzxi u « « _ 

• £g 

> 
. c > 

3 c o 
c c 

V It 
> n 

iJZViti 
3 3 3 3 3 
O O O O O 
X >4 X >4 X 

« * ^ JZ 
B -O P 

P rH CP 
. c - « c n fl 3 Cl 

rH CM cn m 

T 3 C O C I _ 
rH J C fl > T i id 

3 u a o 
0 - < J : 3 3 3 3 3 

J = J = C O O O O O 
B 2 f l N ^ X J H X J H X 

V n © « a TJ 
3 C7> Cl p 
« « T 3 « r H ( M n - W i n 

3 T I 
X C 

• C X fl 
fl Cl P 

<-l rH B B 

P « 
fl • P 

« C 
TJ J J © 

O J J P B 
i a rH B C J J \ 

O \ U C O 
P O © a « rH 
o J C rH p ti e 3 
C U 3 C P U P 

n p o fl J J 
N a P fl n a P rH B B P O . 

fl O P \ B O 

o « © x j ; 
n P JC P rH © u 
C O U n 3 rH B a ' B \ P 3 

O P © 
J < • O rH O £ 
rH B J C 3 i = rH 4J 
fl « J J P J J O 

2 n o >w 
3 U J ^ * j £ ^ 

^ j a o o 3 u 
c o o n 
n o a j z XI ^ 

J= > U ffl © o 
B J J o n JZ y 
p k d p c 
c c c < 

T J O C X 
P K X 
O T J 
u © > 
© n ^ 
P 3 C 

p I 
V V : 
a A c ( 
fl - > 

p p » 

O <i I 

' 1 5 - r 

C > ! 3 3 3 3 3 
O S O O o O O 
« S X X >« X >i 

13, 
J5 -1 O 

-4 0 3 o e > 
O X 4J 

S 3 C 
M O 3 

C 
3 > , • 
O w ^ 
O i> 

c 
a 
M 
n 

u 

»s 
a K 
n s 
u 
a >i 
» w ~ 

u c . u 
« 3 3 
fi O O 
u u n o 

>i P P « 
M J J H4 P 

> , P C *< « 
P C S J= 

^ 3 O JC fl 
C O U J J 03 
3 U P — 
O C O 
U C « Z >i 

fl « \ P 
c « a c P 
fl a o p c 
u o p © 3 

-H M 3 J J O 
P 9 U B U 
© M « a C M C 

< C P fl 
P o © u 

C O ^ rH -H 
- i J J B T J P 
J J B fl T 3 UJ 
< O U -H ^ 

<<i<5 

•a j= 
C P 

« M o 

u 
C V c 
n « fl 
© p a 
u B fl 

> X 

C — P 3 
o p o 

P fl H Cu 

3 T J <*> 
O V 
> » P 

> a 
fl a 

xz o u 
© O 

C fl C 2 
O o t* 

U P c 
fl c © 
V « a 

rH a Cl 
a « © J J 

rH P fl 
« « P 

• U P 4J n 
J C n n c J J N . 
o \ « c © 
o ot © a © <-( 

J3 c rH P e a 9 
^ -H 3 C J J « H 
C - P M « « J i 
fl fl a p A r t 

j ; P r H C B J J o 
O J J \ B O 

o« o fl c v J : 
c J : P ^ c u 

- « U n 3 rH B 
2 B v . M 3 

C O 
J C rH B . . _ 
J J rH £ 9 J = . 

O P P J J 

u « 

O »4 
O UJ rH J J £ O 
P O O O 3 U 

•M J= O O B C< 
J J vlxz j a 
CT* C 
C V 
- c 
B C 
3 R 

O > 
V. r-
0 D 
^ C 

A J o u ^ > ^ ^ 
B i a c q « H 

I « Ta S J = T J I 
3 

C 3 3 3 3 3 
O O O O O O 

(O -H X X >* X X 

X a 
© o H CH n m 

tt c p \ 
\ V c w © a O r H 
rH AJ © a 3 
3 C J J « h 
M O fl P a P fl rH 

« B P O 
O P B O 
O « O \ JC 

JC P rH O U 
U B 3 rH B 
B \ P 3 

C H D 
O rH © JC 

X 9 JC rH p 
4J U J J O 

O UJ 
UJ rH * J J C O 
O O 3 U 

O O B Vj 

S o fl I , 

d e c I 
- I , 

11^1 
3 3 3 3 9 
O O O O O 
X >« >4 >« > • 

03 t H r* n i n 
z 

>1 



399 

c 

— o n 
js o 

•o o < ^ 
O 

o x : 

O rH CN 

-H t l . 
* - x : u 

\ J J 
JZ n V 
u 
« J C s 
O u 
u c O 

- 4 XI 

u m 
O XJ M 

O 4J J 
M C •) I 
O 
tt B C 

§ 5 1 , 
S a l : 
. p "< 

XJ u o : 
-4 C O XJ -
> o J : tt I u re ; 

XI o A a u u « V . t 
re c x> c ( 

V -H 
M a e re I 
« r-l O rH I 

r-( »M o a I 
J 3 C M « i 
) U -H to £ ( 
I -H n u ' 
» M >i • \ 
I M U rH M 
- 3 re u o u s rH 

-H HJ rH 
a u u 
M a tt n 

XI a c 
X t l 3 
CJ n u o 

O rH O 

S x : o 

C O 
V 

U - 4 M 
a x j u o 

c » « 4 
tM «J 1 
•M - 4 rH .O 
re u u a 

•M 
a Dt w 

XJ " s . o 
M n > I J C 
CJ «1 O XJ 

J C X3 XI O 

O < 5 

C 3 
o o 

•a >, 

U U JZ 
re 3 H J J 
M O d 

•O C 
H 

»w ^ a 

cr> CJ ki 
JiC c o 
u o XI 
re o t x : 

XI o» — 
u « o 

-H £ C 
c 

x : 3 o 
x i o a o >, re 
u a " 
3 O O 
o x : JZ 
N J - u 
E J C a 
o XJ o . r e 
W iH »J 

n 
n u n 

n a 

s-
a c 
3 -H 
o x : n 
U XI o 

3 re X I X I X J 

^ m vo r> «o 

x : o „ 
U >i « 

-H n 

a S " 
O J 
M • 
fc. M rH ( 

41 
2 

c c 
O CJ 

XJ ^ -a 
3 3 3 

X ) X I X I 
CO m n 

o v V 
u > u 
« - H n 
a x i w 

- H 
U U CJ 
3 O > > , 
O a - 4 rH 
N X i rH 

•o - « re 

o c « tl 
X ) re o M 
-H a 
U V o 
U > 73 C 
W -1 c 
v XJ re x : 

^ M XI 
O CJ - t 

3 a > 2 
o a - ^ 
>1 3 XI rH 

tt u re 
•o o n 
rH > , a x j 
3 M a 3 
O 41 3 CJ 
2 > O J Z 

re CJ 
tr > 
t> -H 
C XI 

rH XJ CJ 
re c > 
u re o 

- 4 X » 

U U CJ 
o - « x : 

XI x» 
X> -H 
re M ^ 

£ o o 

CJ >1 t l 
E M C 
O CJ o 

CO > 2 

XI a 
n X 
CJ CJ 

• • • a 3 
« D tn 

tt u 
V • n ». c 

• c cq o 
XI • o XJ 

« • tt • c < « > XJ • C - XI 3 a 
« M U tt • O • « o 
« tT" JJ XI W XJ C • . X I M o 
U « XJ U O C O . • XJ • u IV 
t7> n • re • *M V - 4 * re • 0 • B O 

< M < J J JJ • XI • a • o M S O o ^ 
Q C a c J J re • u • X • M CJ O •0 re 

O c • o re XI • c • e • CJ • C U N C e M 
>1 C >t -H j< • « • -H u • a • x : XI a n M 9* 

rH « iH C c • XJ HI O • X - rH - a o o o en 
D» M t7>-^ -H • re a • e • re • n XJ V jr 3 o 
c « C P c a J C • rH . CJ X • • u • o O XJ c o 
0 V fl O o XJ • * U n O • rH • -H . a XI XJ C >i 
M M n M ti 3 . re . x : . X) c o > 
XI 0 « - « +J O M re u • u • XI • re re J J n 
CQ < Q 03 S 

1 1 1 1 1 

£ • 
XI • 

a u -H . o > « • 
a CJ a • - t • \ . 
re XI CJ ' > • rH • > 

2 13 
O M 

•u M a c 

D3 «< O Gq & 
r j - c • •a • re • « • XJ JZ H r^ V • 

D3 «< O Gq & c • —< u M t t r e n j C t t M n XI C CPXJ -H JJ M D3 «< O Gq & 3 • re c j a > u x J c j x J o x i CI C H >M U m 
O O Q t l X I C « C J 3 C 8 C tt s a o - ^ o o 
M o >i m -H o 11 o o E n 2 

rH <N n i n re > a O O XJ 
rH <N n i n rH n U X I C P 3 C7>3 a > 3 U J C tt t l CH 

c O -H D> -H XI XJ -H XJ re rH « 2 M M « —• 
rH d > x ; rH x : n £ tt X n o M - 4 u O 
a j £ C XJ re re tt o tt u 2 n £ 
O -H 3 n n n n n tt £ ^ XJ *i XI 
O rH o x i rexi re-XI rexj U rH C M n c 
a tt > - H x : - H j c - H j r - 4 t l tt 3 U V < JZ re . re u 

u 0 C 3 o re 
• . u 2 J S -H M M M V V 2 3 C rH 3 

JZ 3 •M a o 0 0 J C x : XI JE: re XJ > i X J 
E-> a «-t O •-4 tt >U >M tH x> •H a 3 > oa XI -H rH 

« c 
c c ^ 

- 4 re c 
C rH CJ 

a a 
t l N u 

^ * J c c 

re -< * 3 
M > £ tM 

XJ « M x : 
C U J= 3 O 

-H IB XJ x : M 
C U 3 

B M D« x : 
XJ o o *. u 
C XI rH 
• J tT« O M 

<0 C X) O O 
3 -H « x : 
XI XJ tJ U rH 
n t l fl n o . 

r^ a >1 
o 

. • • x : 

- - . J a tt 
x : c o 
u re tt x : re 
tt rH 

tt M re o 
j s re - H u 
D» o» tt « 

- H - o rex: 
x : t i x i 2 

c c x : 
o - 4 re u n 

XI • « 3 c 
I o 

•o >i 
B O 

X I a CD I 

rH c CI re H 
-H rH U 

B XJ a ^ j <J 
re 3 t l j= 
o o n XJ 

rH O - 4 O 
^ > 
-H • « M M 
2 o t l O 

> a 
tTrH J3 3 
C O n n 

2 B o x 
XJ J J U >1-H . 
re c rH u a 

Q £ re rH o n 
> t7> > re J J V 

3 M W 
o re B a a» 

• M C M O 
u) J : c u o M 
rH XJ -< cpxj a 

•Q 

•5 

c 
t l 

n c XJ \ 
\ B C B 
B a B rH 

rH XI « a 9 
3 C XJ « M 
M B re XJ 

a XJ re rH 
rH B U J J O 
O XI tt o 
O fl B N . £ 

J3 XJ rH B U 
u B 3 rH n 
« V . M 3 

B H B 
B rH B JZ 

X : 3 X : rH X» 
X* M XJ O 

O «U 
<M rH XJ x : o 
O O 3 U 

o o n 
Bt J C X I 
>] U 10 V 
CM tt JZ 

XJ c; 
C « 

XI to 
re 

ixJ c o •; 

4«J c e * x 

-< re re xJ re 

Bf O k r-
M d c 0 
oJ c c 
I. B « 0 

c re - r 
I x : d i 

3 3 3 3 3 
O O O O O 

x : N w 
XI 3 -

O c 
•w >i O 

B X) 13 
' re re 

B B 
M M 

>i ..H 
B C C 

X I re n re B i-t c 

re a c 9 O 
B U o X J -4 

rH 3 n ^ re n 
a o n re 2 n 

>i JZ V 3 C V 
c G re •M 

M x : X J X I >i o 
O X J -H -H > , - u 
O - 4 C • a 

•Q 2 J J JiC B 8 0 B 
t J 3 o n X J • M 
C f l X I O 3 B B -i o < 
IQ B xa re rH U O 
i i : - a * . X J u a c X - X I 

X I c B a o J C U B 
• u u -H re X3 o 3 0 
«? c x : u rH re £ ^ 
Cj -H O X J •H o u 

•o o X J re -H re c u c o 
3 O J J tt •U n c o B M re M 
to B -H X J X J B O X I u B 

n n C P —• > O X J M 
B C B tt H 

re B V Q 2 
X J jiz tt a> B 

M C tt M C B tt H 
re B V Q 2 

X J jiz tt a> B 
X O •H 

tt B C 
o 
2 

n -H U C C P T J r- X J K c re -H a 
B X I o re c c M re O C o 2 a M 3 

x ; c >i M X J x : fl re re rH c a X ) B O 
** fi re o u JZ B B n 3 re B M 

a 2 C B U >i > c X I o X J t r 
«U B JC UJ fl re re tt >1 >1 « M c 
O JJ U Q ^ O B 2 n JZ x : u X J M O 3 M 

re x : rH xa re —< X I •M -4 C B X J rH B 
rH X J X J B n JZ 3 re > o JS n O B 
rH n S X J J J O X J X J o o B B o r e > a 

re X J O rH O J J -4 rH M U X J B re a 
o» n O 3 rH B tt a H 1 O XT O U B \ M u 

M C 3 O ^ 2 > o b. o n « I re c X J c O 3 
O -1 • n B 2 V B O —< •a B B -4 O 

2 J£ JC V U x : M M 9 E re n >i 
n o • a re t-H re c £ u • • » • • J J B re rH O rH M 

X J rH O B a X I « i n X J >n JZ rH «M O a B X J «w 
u w O J J X I M c T3 u M 3 c M re JQ c O 
re o OI o re o re o B re re o 0 - t O J C a B 
a * u X J jr X J £ X I 3 J C o J J •i n o V M 

10 2 X J O M X J 4 M >i re \ a T ) M B 
•O B -4 CI V V >i <** J£ M M rH U c "M A 

re JZ 
JC i= ^ J J J< C a X I 3 re u o CI 

B X J 4J U - H - H - 4 T J B o n U a rH *M rH V 
M •H rH 3 rH rH tt o -H -H re -4 re M M a 

> > > 
19 10 n 

3 H ( N n .r 

3 £ J3 
O X « • 

.1 « C ^ 

1 -H 3 : 
I . C O J . I c 
) 4J X V ] 

u n 
3 O B 
o o n 

e a u 
w a 1 

I 2 •o o < 

B XJ «U *H 
tt « D) M 

O XI 
X I O 

I 9 H « 
I B O B B 
I rH u £ j a 

2 M < O ^ <5 
f u • 
3 n rH f ^ m >j> t - e 



400 

BIBLIOGRAPHY 

Abercrombie, Nicholas, Hill, Stephen and Turner, Bryan. (1984) The Penguin 
Dictionary of Sociology. Allan Lane Publ. 

Adler, Franz. (1956) "The Value Concept in Sociology." The American Journal of 
Sociology, vol.62, pp.272-9. 

Aitkin, M . and Longfor, N . (1986) "Statistical Modelling Issues in School 
Effectiveness Studies." Journal of the Royal Statistical Society, vol.A149, 
no. 1, pp. 1-43. 

Albert, Ethel M . (1968) "Value Systems" in Sills, David L. (Ed). International 
Encyclopedia of the Social Sciences, vol.16. Macmillan Co., pp.287-191. 

Albert, Ethel and Kluckhohn, Clyde. (1959) Values, Ethics, and Aesthetics: A Selected 
Bibliography 1920-58. Glencoe, 111.: The Free Press. 

Allport, Gordon, Vernon, Philip and Lindzey, Gardner. (1931, 1960) Study of Values, 
3rd ed. Boston: Houghton Mifflin. 

Anderson, Lorin W. (1990) " I f Schools Matter, Can They Be Improved?" 
Educational Researcher, vol.19, no.3, pp.39,40. 

Anderson, Carolyn S. (1982) "The Search for School Climate: A Review of the 
Research." Review of Educational Research, vol.52, no.3, pp.368-420. 

. (1985) "The Investigation of School Climate," in Austin, G.R. and 
Garber, H. (Eds). Research on Exemplary Schools. Orlando: Academic Press, 
Inc. 

Anderson, L.W. (1985) "Attitudes and Their Measurement," in Husen, T. and 
Postlethwaite, T.N.(Eds). The International Encyclopedia of Education. 
Oxford: Pergamon Press, vol.1, pp.352-358. 

Anderson, L.W., Ryan, D.W. and Shapiro, B.J. (Eds). (1981) ThelEA Classroom 
Environment Study. Oxford: Pergamon Press. 

Andrew, A. (1985) "In Pursuit of the Past: Some Problems in the Collection, Analysis 
and Use of Historical Documentary Evidence," in Burgess, R.G. (Ed). 
Strategies of Educational Research: Qualitative Methods. London: The 
Falmer Press, pp. 153-178. 

Austin, G.R. and Molowenzak, S.P. (1985) "An Examination of 10 Years of Research 
on Exemplary Schools," in Austin, G.R. and Garber, H. (Eds). Research on 
Exemplary Schools. Orlando: Academic Press, Inc. 



401 

Ball, Stephen. (1981) Beachside Comprehensive: A Case-Study of Secondary 
Schooling. Cambridge: Cambridge University Press. 

Ball, Stephen. (1984) "Beachside Reconsidered: Reflections on a Methodological 
Apprenticeship," in Burgess, Robert G. The Research Process in Educational 
Settings: Ten Case Studies. London: The Falmer Press. 

. (1985) "Participant Observation," inHusen,T. and 
Postlethwaite,T.N. (Eds). The International Encyclopedia of Education. 
Oxford: Pergamon Press, pp.3782-3786. 

. (1985) "Participant Observation with Pupils," in Burgess, R.G. (Ed). 
Strategies of Educational Research: Qualitative Methods. London: The 
Falmer Press pp. 23-53. 

Bangs, John. (1995) "One more push?" Education Review, vol.9, no.l, pp.4-9. 

Bama, George. (1992) The Power of Vision. Ventura, Calif: Regal Books. 

Baron, Hans. (1955,66) The Crisis of the Early Italian Renaissance. Princeton, N.J.: 
Princeton University Press. 

Barrow, Robin. (1995) "The Erosion of Moral Education." International Review of 
Education, vol.41, no. 1-2, pp.21-32. 

Barrow, Robin and Milbum, Geoffrey. (1986) A Critical Dictionary of Educational 
Concepts. Brighton, Sussex: Wheatsheaf Books, Harvester Press. 

Barton, L. and Walker, S. (Ed). (1985) Education and Social Change. London: 
Croom Helm. 

Beck, Clive. (1989) "Is there really development? An alternative interpretation." 
Journal of Moral Education, vol.18, no.3, pp. 174-185. 

Becker, Howrard S. etaL (1961) Boys in White: Student Culture in Medical School 
New Brunswick (USA): Transaction Books. 

Beckett, Kelvin. (1983) "Transmission." Journal of Philosophy of Education, vol.17, 
no.2, pp.201-205. 

Belanger, William. (1993) "Imparting Values - a multidimensional perspective." 
Journal of Moral Education, vol.22, no.2, pp.111-123. 

Bell, L . A (1980) "The School as an Organisation: a re-appraisal." British Journal of 
Sociology of Education, vol.1, no.2, pp.183-192. 

Bennett, William J. (1992) The De-Valuing of America: The Fight for Our Culture 
and Our Children. New York: Touchstone, Simon and Schuster. 



402 

Ben-Pereta, Miriam and Kremer, Lya. (1982) "Value Education as Perceived by 
Parents, Teachers and Pupils in Israel." Journal of Moral Education, vol. 11, 
no.4, pp.259-265. 

Bergling, K. (1985) "Moral Development," in Husen, T. and Postlethwaite, T.N. The 
International Encyclopedia of Education. Oxford: Pergamon Press, vol.6, 
pp.3413-3417. 

Best, Ron and Decker, Steve. (1985) "Pastoral Care and Welfare: Some Underlying 
Issues," in Ribbins, Peter (Ed). Schooling and Welfare. London: The Falmer 
Press, pp.7-24. 

Best, Ron, Jarvis, Colin, and Ribbins, Peter (Eds). (1980) Perspectives on Pastoral 
Care. London: Heinemann Educational Books. 

Bickel, William. (1983) "Effective Schools: Knowledge Dissemination, Inquiry." 
Educational Researcher, vol. 12, no. 4, pp. 3 - 5. 

Bidwell, Charles E. and Kasarda, John D. (1980) "Conceptualizing and Measuring the 
Effects of School and Schooling." American Journal of Education, August, 
pp.401ff. 

Blasi, Augusto. (1980) "Bridging Moral Cognition and Moral Action: A Critical 
Review of the Literature." Psychological Bulletin, vol.88, no.l, pp. 1-45. 

Boom, Jan. (1989) "Different conceptions of Stage in theories of Cognitive and Moral 
Development." Journal of Moral Education, vol.18, no.3, pp.208-217. 

Bosker, Roel J. and Scheerens, Jaap. (1989) "Issues in the Interpretation of the Results 
of School Effectiveness Research." International Journal of Educational 
Research, vol.13, no.7, pp.741-751. 

Bougault, Graham. (1991) "Peer Support in High Schools: A Programme to 
Complement Pastoral Care Strategies." Pastoral Care in Education, vol.9, 
no.2, 9-11. 

Bouhmama, Djilali. (1984) "Assessment of Kohlberg's Stages of Moral Development 
in Two Cultures." Journal of Moral Education, vol.13, no.2, pp. 124-132. 

Bouwsma, William. (1973) The Culture of Renaissance Humanism. Washington, 
D.C.: American Historical Association. 

Bowen, James. (1975) A History of Western Education. London: Metheun & Co. 

Boydell, D. (1988) "Book review: School Matters: The Junior Years." Educational 
Research, vol.30, no.3, pp.235-236. 

Boyer, Ernest L. (1984) The Educated Heart: the Social and Moral Imperatives of 
Education. Paper presented at the Annual Conference of the National 
Association of Independent Schools, New York, NY, March 1, 1984, (ERIC 
251386) 24p. 



403 

Broadfoot, P. (1988) "Educational Research: two cultures and three estates." British 
Educational Research Journal, vol.14, no.l, pp.3-15. 

Brookover, Wilbur B. (1982) "Sociology of Education," in Mitzel, Harold E. 
Encyclopedia of Educational Research, 5th ed. New York: The Free Press, 
pp.1732-1738. 

Broudy, Harry S. (1970) "Conflict in Values," in Smith, Philip G. (Ed). Theories of 
Values and Problems of Education. Chicago: University of Illinois Press, 
pp. 109-114. 

Brown, L. (1985) Justice, Morality, and Education: A New Focus in Ethics in 
Education. London: The MacMillan Press. 

Brucker, Gene A, (1958) Renaissance Italy. New York: Holt, Rinehart and Winston. 

Bryman, Alan. (1984) "The Debate about quantitative and qualitative research: a 
question of method or epistemology?" The British Journal of Sociology, 
vol.35, no.l, pp.75-92. 

Bryman, Alan and Cramer, Duncan. (1990) Quantitative data analysis for social 
scientists. London: Routledge. 

Burgess, H. (1985) "Case Study and Curriculum Research: Some Issues for Teacher 
Researchers," in Burgess, R.G.(Ed). Issues in Educational Research: 
Qualitative Methods. London: The Falmer Press, pp. 177-196. 

Burgess, Robert G. (Ed). (1982) "Elements of Sampling in Field Research," in 
Burgess, Robert G. Field Research: A Sourcebook and Field Manual. 
London: George Allen and Unwin, pp.75-78. 

. (1982) "Mulitiple Strategies in Field Research," in Burgess, Robert G. 
Field Research: A Sourcebook and Field Manual. London: George Allen and 
Unwin, pp. 163-167. 

. (1985) "In the Company of Teachers: Key Informants and the Study of 
a Comprehensive School," in Burgess, R.G. (Ed). Strategies of Educational 
Research: Qualitative Methods. London: The Falmer Press, pp.79-100. 

. (Ed). (1985) Strategies of Educational Research: Qualitative Methods. 
London: The Falmer Press. 

. (Ed). {\9%5) Issues in Educational Research: Qualitative Methods. 
London: The Falmer Press. 

Bums, Andrew. (1995) "The importance of being listened to." Times Educational 
Supplement 9.06.95, p.26. 

Buros, Oscar Krisen (Ed). (1978) The Eighth Mental Measurements Yearbook, 2 vols. 
Highland Park, New Jersey: The Gryphon Press. 



404 

Burstein, L. (1980) "The Role of Levels of Analysis in the Specification of Education 
Effects," in Dreeben, Robert and Thomas, J. Alan (Eds). The Analysis of 
Educational Productivity. Volume 1 Issues in Microanalysis. Cambridge, 
Mass: Ballinger Publ. Co., pp. 119-190. 

Bush-Rossnagel, Nancy A. and Vance, Annette K. (1982) "The Impact of the Schools 
on Social and Emotional Development," in Wolman, Benjamin B. et al. (Ed). 
Handbook of Developmental Psychology. Englewood Cliffs, N.J.: Prentice-
Hall, Inc., pp.452-667. 

Catton, William R. (1956) "A Retest of the Measurability of Certain Human Values." 
American Sociological Review, vol.21, pp.357-359. 

. (1959) "A Theory of Value." American Sociological Review, vol.24. 
no.3, pp.310-317. 

Chilcott, J.H. (1987) "Where are you coming from and Where are you going? The 
Reporting of Ethnographic Research." American Educational Research 
Journal, vol.24, no.2, pp. 199-218. 

Chittenden, Anthony. (1993) "How Can a Pastoral Care Programme Improve a School 
Culture?" Pastoral Care in Education, vol.11, no.3, pp.29-30. 

Cicero, M . T. (1942,48) De Oratore. Trans. E. W. Sutton. Loeb. 

Clark, Burton. (1956) "Organizational Adaptation and Precarious Values: A Case 
Study." American Sociological Review, vol.21, pp.327-336. 

Cline, Toney. (1995) "Open Dialogue: Opening up the Quantitative-Qualitative 
Debate." Education Section Review, vol.19, no.l, pp.11,12. 

Cohen, L. (1988) "Fast Times at Marlborough College." Alberta Report, vol.15, 
no.22, p.33. 

Cohen, Louis, and Manion, Lawrence. (1980,1985) Research Methods in Education, 
2nd ed. London: Routledge. 

Coleman, James S., Hoflfer, Thomas, and Kilgore, Sally. (1982) High School 
Achievement: Public, Catholic, and Private Schools Compared. New York: 
Basic Books, Inc., Publishers. 

Cohen, John. (1978) "Rokeach Value Survey," in Euros, Oscar Krisen (Ed). The 
Eighth Mental Measurements Yearbook. Highland Park, New Jersey: The 
Gryphon Press, pp. 1031,2. 

Coles, Robert. (1987) "Preface" in Ryan, Kevin and McLean, George F. (Eds). 
Character Development in Schools and Beyond. New York: Praeger. 

Collins, K.T. et al. (1973) Key Words in Education. London: Longman. 



405 

Colby, Anne et al. (1987) The Measurement of Moral Judgment. 2 vols. New York: 
Cambridge University Press. 

Cox, E. (1988) "Explicit and Implicit Moral Education." Journal of Moral 
Education, vol.17, no.2, pp. 92-97. 

Creemers, Bert and Reynolds, Dave. (1989) "The Future Development of School 
Effectiveness and School Improvement," in Creemers, Bert, Peters, Ton and 
Reynolds, Dave(Eds). School Effectiveness and School Improvement. 
Amsterdam: Swets and Zeitlinger. 

CroU, Paul. (1995) "Early Linguistic Attainment, Family Background and Performance 
in 16+ Examinations." Educational Studies, vol.21, no. 1, pp. 13-28. 

. (1995) "Open Dialogue-Truancy, Delinquency, and Disruption: Peer 
Review." Education Section Review, vol.19, no.2, pp.59,60. 

Cuban, Larry. (1983) "Effective Schools: A Friendly but Cautionary Note." Phi Delta 
Kappan, June, pp. 695-696. 

Cummings, C. (1985) "Qualitative Research in the Infant Classroom: A Personal 
Account," in Burgess, R.G. (Ed). Issues in Educational Research: 
Qualitative Methods. London: The Falmer Press, pp.216-250. 

Cuttance, P.F. (1985) "Frameworks for Research on the Effectiveness of Schooling," 
in Reynolds, D. and Barcombe, L. (Eds). Studying School Effectiveness. 
London: The Falmer Press, pp. 13-28. 

. (1985) "Methodological Issues in the Statistical Analysis of Data on the 
Effectiveness of Schooling." British Educational Research Journal, vol. 11, 
no.2, pp. 163-179. 

. (1986) "Curriculum: the frog prince of school effectiveness research." 
Essay Review of How Schools Work, by Rebecca Barr and Robert Dreeben. 
Journal of Curriculum Studies, vol. 19, no. 1, pp. 77-85. 

. (1988) "Intra-system variation in the effectiveness of schooling." 
Research Papers in Education, vol.3, no.3, pp. 180-216. 

Dalton, Jon C, Bamett, David C, and Healy, Margaret A. (1982) "Ethical Issues and 
Values in Student Development; A Survey of NASPA Chief Student Personnel 
Officers." NASPA Journal, vol.20, no.l, pp. 14-21. 

. (1982) "Educational Approaches to Values Development in College 
Students: A Survey of NASPA Chief Student Personnel Administrators." 
NASPA Journal, vol.20, no. 1, pp.22-29. 

Davies, Ian. (1991) "Citizenship: What is It?" Pastoral Care in Education, vol.9, 
no.2, pp.9-11. 



406 

Deakin, Ruth. (1992) "Nailing your moral values to the mast." Times Educational 
Supplement, 13.03.92, p.l8. 

Deal, Terrence E. and Kennedy, Allan A. (1983) "Culture and School Performance." 
Educational Leadership, vol.40, no.5, pp. 14,15. 

Dean, John P. and Whyte, William Foote. (1978) "'How do you know if the informant 
is telling the truth?'" in Bynner, John and Stribley, Keith M. Social Research: 
Principles and Procedures. London: Longman (Open University Press), 
pp.179-188. 

Delamont, Sara. (1984) "The Old Girl Network: Reflections on the Fieldwork at St. 
Luke's," in Burgess, Robert G. 77?̂  Research Process in Educational Settings: 
Ten Case Studies. London: The Falmer Press. 

Delamont, S. and Hamilton, D. (1986) "Revisiting Classroom Research: A Continuing 
Cautionary Tales," in Hammersly, M. (Ed). Controversies in Classroom 
Research. Milton Keynes: Open University Press, pp.25-43. 

DeLandsheere, G. (1988) "History of Educational Research," in Keeves, J.P. (Ed). 
Educational Research, Methodology, and Measurement: An International 
Handbook. Oxford: Pergamon Press, pp.9-16. 

Denzin, N.K. (1988) "Triangulation," in Keeves, J.P. (Ed). Educational Research, 
Methodology, and Measurement: An International Handbook. Oxford: 
Pergamon Press, pp.511 -13. 

Dodd, Stuart. (1951) "On Classifying Human Values: A Step in the Prediction of 
Human Valuing." American Sociological Review, vol.16, pp.645-653. 

Dreeben, Robert, and Thomas, J. Alan. (1980) "Introduction," in Dreeben, Robert and 
Thomas, J. Alan (Eds). The Analysis of Educational Productivity, vol. 1. 
Issues in Microanalysis. Cambridge, Mass: Ballinger Publ. Co., pp. 1-12. 

Drockell, W.B. (1985) "Ethical Considerations in Research," in Husen, T. and 
Postlethwaite, T.N. (Eds). The International Encyclopedia of Education. 
Oxford: Pergamon Press, vol. 3, pp. 1715-1720. 

Durance, George. (1978) "From Brethren to Humanists: A Study of the Selestat Latin 
School, 1441-1525." Unpublished Master of Arts Thesis, University of 
Calgary, Canada. 

Duska, Ronald and Whelan, Mariellan. (1977) Moral Development: A Guide toPiagei 
&Kohlberg. Dublin: Gill & MacMillan. 

Edelstein, W. (1988) "Stimulating Moral Develpment in the School: Possibilities and 
Limitations," in Education: A Biannual Collection of Recent German 
Contributions to the Field of Educational Research. Tubingen: Institut fiir 
Wissenschaftliche Zusammenarbeit. 



407 

Edmonds, Ronald R. (1979) "Some Schools Work and More Can." Social Policy, 
vol.9, no.5, pp. 28-32. 

. (1981) "Making Public Schools Effective." Social Policy, vol.12, no.2, 
pp.56-60. 

Edwards, CP. (1981) "The comparative study of the development of moral judgement 
and reasoning," in Monroe, R.H., and Whiting, B.B. (Eds). Handbook of 
Cross-CulturalHuman Development. New York: Garland Pub. Inc. 

Elliot, J. (1985) "Teachers as Researchers," in Husen, T. and Postlethwaite, T.N. 
(Eds). The International Encyclopedia of Education. Oxford: Pergamon 
Press, pp.5042-5045. 

Epstein, Joyce L. (1981) "Patterns of Classrom I^articipation, Student Attitudes, and 
Achievements," in Epstein, Joyce L (Ed). The Quality of School Life. 
Lexington, Mass: D.C. Heath & Co., pp.81-115. 

. (Ed). (1981) "Introduction and Overview," in Epstein, Joyce L. (Ed)s 
The Quality of School Life. Lexington, Mass: D.C. Heath & Co., pp. 1-17. 

Evans, Keith. (1993) "Shared Values and a Quality Culture." NAVETPapers, vol.9, 
pp.11-15. 

Evans, M . and Hopkins, D. (1988) "School Climate and Psychological State of the 
Individual Teacher as Factors Affecting the Utilisation of Educational Ideas 
Following an In-service." British Educational Research Journal vol.14, no.3, 
pp.211-230. 

Everard, Bertie. (1993) "Values in Further Education." NAVET Papers, vol.9, pp.l6-
18. 

Fairweather, Ian C M . (1995) "Indoctrination and Religious Education." Scottish 
Education Review, vo\.27,no.l,pp.6\-7l. 

Fallding, Harold. (1965) "A Proposal for the Empirical Study of Values." American 
Sociological Association, vol.30, no.2, pp.223-233. 

Feldman, Kenneth A. and Newcomb, Theodore M. (1970) The Impact of College on 
Students: An Analysis of Four Decades of Research, vol. 1. San Francisco: 
Jossey-Bass Inc. Publ. 

Femhout, Harry. (1989) "Moral Education as Grounded in Faith." Journal of Moral 
Education, vol.18, no.3, pp. 186-198. 

Fetler, M.E. and Carlson, D.C (1985) "Identification of Exemplary Schools on a 
Large Scale," in Husen, T. and Postlethwaite, T.N. (Eds). The International 
Encyclopedia of Education. Oxford: Pergamon Press. 



408 

Finlayson, D.S. (1973) "Measuring 'School Climate.'" Trends In Education, vol.30, 
pp. 19-27. 

. (1987) "School Climate: an outmoded metaphor?" Journal of 
Curriculum Studies, vol.19, no.2 pp.163-173. 

Fisher, Robert. (1994) "Moral Education and Philosophy in Schools." NAVET Papers, 
vol.10, pp. 10-13. 

Fiske, Edward B. (1991) Smart Schools, Smart Kids: Why do some schools work? 
New York: Simon and Schuster. 

Foon, A.E. (1988) "The Relationship between school type and adolescent self esteem, 
attribution styles, and aflfiliation needs: implications for educational outcome." 
British Journal of Educational Psychology, vol.58, pp.58,44-54. 

Francis, LesUe J. (1982) Youth In Transit: A Profile of 16-25 year olds. Aldershot, 
Hampshire: Gower Publishing Co. Ltd. 

Frankena, William K. (1967) "Value and Valuation," in Edwards, Paul (Ed). The 
Encyclopedia of Philosophy, vol.7. New York: Macmillan Publ. 

Fraser, Barry J. (1989) "Research synthesis on school and instructional effectiveness." 
International Journal of Educational Research, vol.13, no.7, pp.707-719. 

. (1989) "Twenty Years of classroom climate works: progress and 
prospect." Journal of Curriculum Studies, vol.21, no.4, pp.307-327. 

Frondizi, Risieri. (1963) What is Value? An Introduction toAxiology. Trans, by 
Solomon Lipp. Lasalle, III.: Open Court Publ. 

Fry, Gerald, Chantavanich, Supang and Chantavanich, Amrung (1981) "Merging 
Quantitative and Qualitiative Research Techniques: Toward a New Research 
Paradigm." Anthropology and Education Quarterly, vol.12, no.2, pp. 145-158. 

Galloway, David. (1980) "Pastoral Care and School Effectiveness." British Journal of 
Sociology of Education, vol.1, no.2, pp. 75-86. 

. (1981) Institutional Change or Individual Change? An Overview," in 
Gillham, Bill (Ed). Problem Behaviour in the Secondary School: A Systems 
Approach. London: Croom Helm, pp. 168-183. 

. (1985) Schools, Pupils and Special Educational Needs. London: Croom 
Helm. 

. (1986) "Update - the School's Influence On Its Pupils' Development." 
Association for Child Psychology and Psychiatry Newsletter, vol.8, no.4, pp. 
4-9. 

. (1990) Pupil Welfare and Counselling: An approach to personal and 
social education across the curriculum. London: Longman. 



409 

Galloway, David. (1995) "Truancy, Delinquency and Disruption: Differential School 
Influences?" Education Section Review, vol.19, no.2, pp.49-53. 

Galloway, David et al. (1982) Schools and Disruptive Pupils. London: Longman. 

Galloway, David, Martin, Richard and Wilcox, Brian. (1985) "Persistent Absence 
from School and Exclusion from School: the predictive power of school and 
community variables." British Educational Research Journal, vol. 11, no. 1, 
pp.51-61. 

Galloway, David et al. (1986) "Sources of Stress for Primary School Head Teachers in 
New Zealand." British Educational Research Journal, vol.12, no.3 pp.281-
288. 

Galton, M. (1988) "Writing Effectively about School Effectiveness." Oxford Review 
of Education, vol.14, no.3, pp. 377-379. 

Gardner, P. (1982) "Some Errors in Moral Education or D.Z. Phillips and the 
'Educational Argument.'" Journal of Philosophy of Education, vol.16, no.l, 
pp.97-104. 

Gay, L. R. (1987) Educational Research: Competencies for Analysis and Application. 
Columbus: Merrill Publ. Co. 

Genck, F.H. (1983) Improving School Performance. New York: Praeger Publ. 

Geny, Joseph. (1901) "Das Schulwesen Schlettstadts bis zum Jahr 1789." 
Mitteilungen der Gesellschaft fiir deutsche Erziehungs und Schulgeschichte, 
vol.11, pp.315-351. 

Gibbs, John. (1977) "Kohlberg's Stages of Moral Judgment: A Constructive Critique." 
Harvard Educational Review, vol.47, no.l, pp.43-61. 

Gnagey, WiUiam J. (1981) "Attitudes, Values and Classroom Facilitators and 
Inhibitors," in Epstein, Joyce L. (Ed). The Quality of School Life. Lexington, 
Mass: D.C. Heath & Co., pp.45-58. 

Goldstein, Harvey. (1984) "The Methodology of School Comparisons." Oxford 
Review of Education, vol.10, no.l, pp.69-74. 

. (1987) Multilevel Models in Educational and Social Research. London 
Charles Griffin and Co. Ltd. 

Good, Carter V. (Ed). (1954,1973) Dictionary of Education. New York: McGraw-
Hill Bk. Co. 

Goodwin, Richard. (1991) "Parenting Styles and the Adolescent." Pastoral Care in 
Education, vol.9, no.4, pp. 17-20. 



410 

Grace, A.G. {19^^%) Educational Lessons from Wartime Training. Washington: 
American Council on Education. 

Graham, Anne. (1994) "Consumer Choice in Education: What's wrong with parents' 
rights?" Curriculum Studies, vol.2, vol.1, pp.31-42. 

Grant, Gerald. (1981) "The Character of Education and the Education of Character." 
Daedalus, vol.110, no.3, pp. 135-149. 

. (1985) "Schools that Make an Imprint Creating a Strong Positive 
Ethos," in Bunzel, John H. (Ed). Challenge to America Schools: The Case for 
Standards and Values. New York: Oxford University Press, pp. 127-143. 

Gray, Hanna. (1963) "Renaissnace Humanism: The Pursuit of Eloquence." Journal of 
the History of Ideas, vol.24, pp.497-514. 

Gray, J. (1981) "A Competitive Edge: Examination results and the probable limits of 
secondary school effectiveness." Educational Review, vol.16, no.l, pp.25-35. 

. (1981) "Toward Effective Schools: problems and progress in British 
research." British Educational Research Journal, vol.7, no.l, pp.59-69. 

Gray J. and Jones, B. (1980) "Combining Quantitative and Qualitative Approaches to 
Studies of School and Teacher Effectiveness." British Journal of Sociology of 
Education, vol. 1, no.2, pp. 103-115. 

Greene, Jennifer C, Caracelli, Valerie J. and Graham, Wendy F. (1989) "Toward a 
Conceptual Framework for Mixed-Method Evaluation Designs." Educational 
Evaluation and Policy Analysis, vol.11, no.3, pp.255-274. 

Griffiths, G. (1985) "Doubts, Dilemmas and Diary-keeping: Some Reflections in 
Teacher-Based Research." British Educational Research Journal, vol. 11, 
no.2, pp. 197-215. 

Gwynn, Aubrey. (1926,1964) Roman Education from Cicero to Quintilian. New 
York: Russell and Russell. 

Hailstone, Robert. (1994) "Can we teach students to behave ethically?" Journal of 
Christian Education, vol.37, no.3, pp. 17-26. 

Hammersley, M . (1986) "Revisiting Hamihon and Delamont: A Cautionary Note on 
the Relationship Between 'Systematic Observation' and Ethnography." British 
Educational Research Journal, vol.13, no.3, pp.44-48. 

. (1987a) "Ethnography and the Cumulative Development of theory: a 
discussion of Woods' proposal for 'phase two' research." British Educational 
Research Journal, vol.13, no.3, pp.283-296. 

. (1987b) "Ethnography for Survival? a reply to Woods." British 
Educational Research Journal, vol.13, no.3, pp.309-317. 



411 

Hammersley, M . (1995) "Opening Up the Quantitative-Qualitative Divide." Education 
Section Review, vol.19, no. 1,pp.2-9. 

. (Ed). (1986) Controversies in Classroom Research. Milton Keynes: 
Open University Press. 

Hammersley, M . and Atkinson, P. (1983) Ethnography: Principles in Practice. 
London: Tavistock Publications. 

Hanks, Richard. (1985) "Moral Reasoning in Adolescents: a Feature of Intelligence or 
Social Adjustment." Journal of Moral Education, vol.14, no.l, pp.43-55. 

Hannaway, J. and Abramowitz, S. (1985) "Public and Private Schools: Are They 
Really Different?" in Gilbert, R., Austin, GR. and Herbert, G.H. (Eds). 
Research in Exemplary Schools. Orlando: Academic Press, Inc. 

Hanson, Sandra L. and Ginsburg, Alan L. (1988) "Gaining Ground: Values and High 
School Success." American Educational Research Journal vol.25, no.3, 
pp.334-365. 

Hare, William. (1987) "Open Mindedness in Moral Education: Three Contemporary 
Approaches." Journal of Moral Education, vol.16, no.2, pp.99-107. 

Hamisch, Delwyn L. (1987) "Characteristics Associated with Effective Public High 
Schools." Journal of Educational Research, vol.80, no.4, pp.233-241. 

Haydon, Graham. (1987) "Introduction," in Haydon, G. (Ed). Education and Values. 
London: Institute of Education. 

Hemming, James. (1995) "Moral Education Revisited." NAVET Papers, vol.11, pp.l-
5. 

Hexter, J.H. (1952,1965) More's Utopia: The Biography of an Idea. New York: 
Harper and Row. 

Higgins, Ann. (1987) "A Feminist Perspective on Moral Education." Journal of 
Moral Education, vol.16, no.3, pp.240-248. 

Hogan, Robert, Johnson, John A., and Emler, Nicholas P. (1978) "A Socioanalytic 
Theory of Moral Development," in Damon, William (Ed). Moral 
Development. San Francisco: Jossey-Bass, Inc., pp.1-17. 

Holmes, M. (1985) "Organizational Climate in Schools." British Educational 
Research Journal, vol.6, pp.3707-3710. 

Hopkins, D., Ainscow, M. and West, D. (1994) School Improvement in an Era of 
Change London: Cassell. 

Horrocks, John E. (1964) Assessment of Behavior. Columbus, Ohio: Charles E. 
Merrill Books, Inc. 



412 

Hoy, Wayne K. and Ferguson, Judith. (1985) "A Theoretical Framework and 
Exploration of Organizational Effectiveness of Schools." Educational 
Administration Quarterly, vol. 21, no. 2, pp. 117-134. 

Husen, Torsten. (1988) "Research Paradigms in Education." Interchange, vol.19, 
no.l, pp.2-13. 

Husen, Torsten and Postlethwaite, T. Neville (Eds). (1985) The International 
Encyclopedia of Education. Oxford: Pergamon Press. 

Ingram, David. (1995) " I f preaching won't work, try practice." Times Educational 
Supplement. 09.06.95, p.24. 

Irving, Barrie and Parker-Jenkins, Marie. (1995) "Pupil Empowerment: Pupil Power?" 
Pastoral Care in Education, vol.13, no.2, pp.3-6. 

Jacob, Philip E. (1957) Changing Values in College. New York: Harper & Row. 

Jansen, Jonathan D. (1995) "Effective schools?" Comparative Education, vol.31, 
no.2, pp. 181-200. 

Jarvie, I.C. (1982) "The Problem of Ethical Integrity in Participant Observation," in 
Burgess, Robert G. (Ed). Field Research: A Sourcebook and Field Manual 
London: George Allen and Unwin, pp.68-72. 

Jencks, Christopher S. and Brown, Marsha D. (1975) "Effects of High Schools on 
their Students." Harvard Educational Review, vol.45, no.3, p.273. 

Jensen, William R. (1978) "Behavior Modification in Secondary Schools: A Review." 
Journal of Research and Development in Education, vol.11, no.4, pp. 53-63. 

Johnes, Geraint. (1995) "School Management: How Much Local Autonomy Should 
There Be?" Educational Management and Administration, vol.23, no.3, 
pp. 162-167. 

Johnstone, Margaret. (1995) "Following upon everyday moral leads." Times 
Educational Supplement. 09.06.95, p.24. 

Jones, A. (1980) "Studying School Effectiveness: A Postscript." British Journal of 
Sociology of Education, vol. 1, no. 2, pp.205-210. 

Kaestle, C. F. (1983) "Research Methodology: Historical Methods," in Genck, F.H. 
Improving School Performance. New York: Praeger Publ. pp.37-42. 

Kagan, Jerome. (1981) "The Moral Function of the School." Daedalus, vol.110, no.3. 
pp.151-165. 

Kahl, T. N. (1985) "Students' Social Background and Classroom Behaviour." British 
Educational Journal, vol.8, no.2, pp.4890-4900. 



413 

Kaplan, Martin. (1984) Modifying Moral Reasoning. Paper presented at the 
Conference on Justice and Law, Nags Head, NC: June 10-15, (ERIC ED247 
508) 14p. 

Kavathatzopoulos, lordanis. (1991) "Kohlberg and Piaget: differences and 
similarities." Journal of Moral Education, vol.20, no.l, pp.47-54. 

Keeves, J. P. (1988) "Introduction: Towards a Unified Approach," in Keeves, J.P. 
(Ed). Educational Research, Methodology, and Measurement: An 
International Handbook. Oxford: Pergamon Press, pp. 9-16. 

.(1988) The Unity of Educational Research." Interchange, vol. 19, no. 
1, pp. 14-30. 

Keil, L.J. (1985) "Attitude Development." British Educational Research Journal, 
vol.1, no.2, pp.346-352. 

Kelsey, Morton. (1994) "Educating Children Spiritually and Psychologically." 
Religious Education, 89, no.4, 530-540. 

Kemmis, S. (1983) "Action Research," in Genck, F.H. Improving School 
Performance. New York: Praeger Publ., pp.42-49. 

Kelley, Edgar (1981) "Auditing School Climate." Educational Leadership, December, 
pp.180-183. 

King, Patricia. (1985) "Introduction: Moral Development on the College Campus," in 
Moral and Ethical Development on the College Campus: A Symposium. 
Bowling Green State University, Ohio (ERIC ED267 709):5,6. 

Kirk, Jerome and Miller, Marc (1986) Reliability and Validity in Qualitative 
Research. Beverly Hills: Sage Publ. 

Kitwood, Tom. (1976) "What Does 'Having Values' Mean?" Journal of Moral 
Education, vol.6, no.2, pp.81-89. 

. (1978) "Rokeach Value Survey," in Euros, Oscar Krisen (Ed). The 
Eighth Mental Measurements Yearbook. University of Nebraska Press, pp. 
1032,3. 

. (1988) "Review Article: Researching Moral Interaction." Journal of 
Moral Education, vol.17, no.l, pp.71-74. 

Kitwood, TomM. and Smithers, Alan G. (1975) "Measurementof Human Values: An 
Appraisal of the Work of Milton Rokeach." Educational Research, vol.17, 
no.3, pp. 175-179. 

Kohlberg, Lawrence. (1971) "Moral Education, Psychological View of," in Lee, C. 
(Ed). The Encyclopedia of Education, vol.6, Deighton, NY: MacMillan, 
pp.398-406. 



414 

LeCompte, Margaret D. and Goetz, Judith Preissle (1982) "Problems of Reliability and 
VaUdity in Ethnographic Research." Review of Educational Research, vol.52, 
no.l, pp.31-60. 

Kristeller, Paul Oskar. (1961) Renaissance Thought New York: Harper Torchbooks. 

Leicester, Mai. (1993) "Review of'Moral Learning, Moral Development and Moral 
Education - a brief review of aspects of the field' by Carol Jackson, Alex Roger 
and Jean Squires, 1992." Journal of Moral Education, vol.22, no.22, p. 178. 

Leming, James S. (1981) "Curricular Effectiveness in MoraWalues Education: A 
Review of Research." Journal of Moral Education, vol.10, no.3, pp. 147-164. 

Leslie, John H. (1981) "The Secular Values of Adolescents." British Journal of 
Sociology of Education, vol.2, no.l, pp.25-44. 

Levitin, Teresa. (1973) "Values," in Robinson, John P. and Shaver, Philip (Eds). 
Measures of Social Psychological Attitudes Rev. ed. Ann Arbor, Mich: 
University of Michigan Institute for Social Research. 

Lewis, J. (1987) "The Theoretical Underpinnings of School Change Strategies." 
British Journal of Sociology of Education, vol.24, no.2, pp.137-154. 

Lezotte, Lawrence W. (1989) "School Improvement based on the effective schools 
research." International Journal of Educational Research, vol.13, no.7, 
p.815-825. 

Lim, TockKeng. (1995) "Perceptions of Classroom Environment, School Types, 
ender and Learning Styles of Secondary School Students." Educational 
Psychology, vol.15, no.2, pp. 161-169. 

Lockwood, Alan L. (1978) "The Effects of Values Clarification and Moral 
Development Curricula on School-Age Subjects: A Critical Review of Recent 
Research." Review of Educational Research, vol.48, no.3, pp.3 5-364. 

Luecke, Daniel F. and McGinn, Noel F. (1975) "Regression Analyses and Education 
Production Functions: Can They Be Trusted." Harvard Educational Review, 
vol.45, no.3, pp.325-350. 

Lutz, F.W. (1986) "Ethnography: The Holistic Approach to Understanding 
Schooling." British Educational Research Journal vol.13, no.3, pp. 107-119. 

Lynch, K. (1988) "Reproduction in Education: an elaboration of current new-marxist 
models of analysis." British Journal of Sociology of Education, vol.9, no.2, 
pp.151-168. 

MacBeth, John. (1995) "Effective schools - an inside view." Education Review, vol.9, 
no.l, pp.4-9. 



415 

Mackenzie, Donald E. (1983) "Research for School Improvement: An Appraisal of 
Some Recent Trends." Educational Researcher, vol.12, no.4, pp.5-17 

MacMillan, C.J.B. (1988) Moral Dimensions of Curriculum Choices. Paper presented 
at the Annual Meeting of the American Educational Research Association, 
New Orlians, LA., April 5-9, 1988. (ERIC ED 302 896) 14p. 

Madaus, George et a/. (1979) "The Sensitiviy of Measures of School Effectiveness." 
Harvard Educational Review, vol. 49, no. 2, pp. 207-230. 

Mandelbaum, David G. (1975) "Variations on a Theme by Ruth Benedict," in 
Williams, Thomas (Ed). Psychological Anthropology. The Hague: Mouton 
Publ.: pp.45-57. 

Mansfield, Melian. (1995) "A parental perspective of what makes an effective school." 
Education Review, vol.9, no.l, pp.4-9. 

Maras, Pam. (1995) "Opening Up the Quantitative-Qualitative Divide: Peer Review." 
Education Section Review, vol. 19, no. 1, pp. 10,11. 

Marfleet, Andre. (1995) "Investigating School Values: A Case-Study Approach." 
Spectrum 27, no.l, 35-46. 

Marjoribanks, Kevin. (1979) Families and their Learning Environments: An 
Empirical Analysis. London: Routlege and Kegan Paul. 

Mark, T.J. (1982) "A Study of Religious Attitudes, Religious Behaviour, and Religious 
Cognition." Educational Studies, vol.8, no.3, pp.209-216. 

Marland, Michael. (1989) "Shaping and Delivering Pastoral Care: The New 
Opportunities." Pastoral Care in Education, vol.7, no.4, pp. 14-21. 

Maul, June Paradise. (1980) "A High School with intensive education: moral 
atmosphere and moral reasoning." Journal of Moral Education, vol. 10, no. 1, 
pp.9-17. 

McMillan, James H. (1989) "Conceptualizing and Assessing College Student Values." 
Paper presented to the Annual Meeting of the American Educational Research 
Association, San Francisco, CA. (ERIC ED306274) 39p. 

McNally, Richard. (1969,70) "Rector et Dux Populi: Italian Humanists and the 
Relationship between Rhetoric and Logic." Modem Philology, vol.67, pp. 168-
176. 

McNamara, David R. (1980) "The Outsider's Arrogance: the failure of participant 
observers to understand classroom events." British Educational Research 
Journal, vol.6, no.2, pp. 113-124. 



416 

McNamara, D. (1988) "Essay Review: Do the Grounds for Claiming that School 
Matters, Matter?" British Journal of Educational Psychology, vol.58, 
pp.356-360. 

McNamee, Shade (1978) "Moral Behaviour, Moral Development and Motivation." 
Journal of Moral Education, vol.7, no.l, pp.27-31. 

Miller, Stephen K. (1983) "The History of Effective Schools Research: A Critical 
Overview." Paper Presented at the Annual Meeting of the American 
Educational Research Association, Montreal, Canada, April 11-15 (ERIC 
ED231)818. 

. (1985) "Research on Exemplary Schools: an Historical Perspective," 
in Austin, G.R. and Garber, H. (Eds). Research on Exemplary Schools. 
Orlando: Academic Press, Inc. 

Minton, Henry L. and Schneider, Frank W. (1980) Differential Psychology. Monterey, 
Calif: Brooks/Cole Publishing Co. 

Moore, Willis. (1957) "The Language of Values," in Lepley, R., The Language of 
Value. New York: Columbia U. Press, pp.9-28. 

Moos, R.H. and Insel P.M. (Eds). Issues in Social Ecology. Palo Alto, Calif: National 
Press Books. 

More, Thomas. (1964) Utopia. Suitz, G. (Ed). New Haven: Yale University Press. 

Morris, Charles. (1956) Varieties of Human Value. Chicago: U. of Chicago Press. 

Mortimore, Peter. (1994) "The 1994 SERA Lecture: School Effectiveness and School 
Improvement." Scottisch Education Review, vol.27, no.l, pp.4-12. 

. (1995) "Open Dialogue - Truancy, Delinquency, and Disruption: Peer 
Review." Education Section Review, vol.19, no.2, pp.58,9. 

Mortimore, Peter a/. (1988) School Matters: The Junior Years. London: Open 
Books. 

Mortimore, Peter et al (1985) "The ILEA Junior School Study: An Introduction" in 
Reynolds, D. and Barcombe, Lewes (Eds). Studying Schools Effectiveness. 
London: The Falmer Press, pp.117-136. 

Moos, Rudolf H. (1979) Evaluating Educational Environments. San Francisco: 
Jossey-Bass Publ. 

Mueller, Charies W. and Parcel, Toba L. (1981) "Measures of Socioeconomic Status: 
Alternatives and Recommendations." Child Development, vol.52, no.l, pp.l3-
30. 



417 

Mulder, Henk. (1973,1951) Foundation for a Scientific Analysis of Value: Victor 
Kraft. Trans. Elizabeth H. Scheewind. Dordrecht, Holland: D. Reidel Publ. 

Murphy. R.J.L. (1978) "A New Approach to the Study of the Development of 
Religious thinking in Children." Educational Studies, vol.4, no.l, pp. 19-22. 

Nias, Jennifer. (1980) "Leadership Styles and Job-Satisfaction in Primary Schools," in 
Bush, Tony et al. (Eds). Approaches to School Management. London: Harper 
& Row Publ., pp.255-273. 

Nicol, David. (1994) "Book Review: Spiritual and Moral Development - a discussion 
paper from the National Curriculum Council, 1993." Journal of Moral 
Education, vol. 23, no.l, pp.94-95. 

NG, Peter Tze-ming. (1985) "An Inquiry into the Concept of Religious Development, 
With Special Reference to its Implicaions for Religious Education in the United 
Kingdom." Unpublished PhD, University of London Institute of Education. 

Norusis, Marija J. (1988) SPSSx: Introductory Statistics Guide. Chicago: SPSS Inc. 

Norwich, Brahm and Jaeger, Marianne. (1989) "The Predictive Relationship Between 
Beliefs, Attitudes, Intentions and Secondary School Mathematics Learning: A 
Theory of Reasoned Action Approach." British Journal of Educational 
Psychology, vol.59, pp.314-325. 

OUendick, Thomas H. and Meador, Alice E. (1984) "Behavioral Assessment of 
Children," in Goldstein, Gerald and Hersen, Michael (Eds). Handbook of 
Psychological Assessment. NY: Pergamon Press, pp.3 51-368. 

Olthuis, James. (1968) Fac^ ,̂ Values and Ethics. Assen, The Netherlands: Van 
Gorcum and Comp. N.V. 

Ormell, Christopher. (1993) "Values Versus Values." Journal of Moral Education, 
22, no.l, pp.31-45. 

Osborne, H. (1933) Foundations of the Philosophy of Value. Cambridge: University 
Press. 

Osier, Fritz K. (1986) "Moral Education and Values Education: the Discourse 
Perspective," in Wittrock, Merlin (Ed).. Handbook of Research on Teaching 
3rd ed. New York: MacMillan Publ., pp.917-941. 

Ouston, Janet. (1981) "Differences Between Schools: The Implications for School 
Practice," in Gillham, Bill (Ed). Problem Behm'iour in the Secondary School: 
A Systems Approach. London: Croom Helm, pp.60-70. 

Ouston, J. and Maughan, B. (1985) "Issues in the Assessment of School Outcomes," in 
Reynolds, C, Barcombe, L. (Eds). Studying School Effectiveness. London: 
The Falmer Press, pp. 29-44. 



418 

Packwook, Tim. (1980) "The School as a Hierarchy," in Bush, Tony etal (Eds). 
Approaches to School Management London: Harper & Row Publ. 

Page, G. Terry, and Thomas, J.B. {1911) International Dictionary of Education. 
London: Nichols Publishing, Kogan Page. 

Pepper, Stephen C. (1958,1970) The Sources of Value. Berkeley: University of 
California Press. 

Perry, Ralph Barton. (1926) General Theory of Value. London: Longmans, Green 
and Co. 

Philips, Susan Urmston. (1983) The Invisible Culture: Communication in Classroom 
and Community on the Warm Springs Indian Reservation. New York: 
Longman. 

Phillips, D.C. and Kelly, M.E. (1975) "Hierarchical Theories of Development in 
Education and Psychology." Harvard Educational Review, vol.45, pp. 351-
375. 

Pickard, Willis. (1995) "To point down the road to ethics." Times Educational 
Supplement. 09.06.95, p.23. 

Pierce, Cecilia. (1994) "Importance of Classroom Climate for At-Risk Learners." 
Journal of Educational Research, vol.88, no.l, pp.35-46. 

Popper, K.R. (1978) "The Unity of Method," in Bynner, John and Stribley, Keith M. 
(Eds). Social Research: Principles and Procedures. London: Longman (Open 
University Press), pp. 17-24. 

Postlethwaite, T.N. (1985) "International Association for the Evaluation of 
Educational Achievement," in Husen, R. and Postlethwaite, T.N. (Eds). The 
International Encyclopedia of Education. Oxford: Pergamon Press, vol.5, 
pp.2645-2646. 

Powers, Sally I . (1988) "Moral Judgmement Development Within the Family." 
Journal of Moral Education, vol.17, no.3, pp.209-219. 

Pring, Richard. (1984) Personal and Social Education in the Curriculum. London: 
Hodder & Stoughton. 

Pugh, George Edgin. (1977) The Biological Origin of Human Values. London: 
Routledge & Kegan Paul. 

Pumfrey, Peter. (1995) "Open Dialogue: Opening Up the Quantitative-Qualitative 
Debate." Education Section Review, vol.19, no.l, pp. 13-15. 

Purkey, Stewart C. and Smith, Marshall S. (1982) "Too Soon to Cheer? Synthesis of 
Research on Effective Schools." Educational Leadership, December, pp.64-
69. 



419 

Purkey, Stewart C. and Smith, Marshall S.(1983) "Effective Schools: A Review." The 
Elementary School Journal, vol.83, no.4, pp.427-452. 

. (1985) "Educational Policy and School Effectiveness," in Austin, G.R. 
and Garber, H.(Eds). Research on Exemplary Schools. Orlando: Academic 
Press, Inc., pp.181 f f 

Purpel, David and Ryan, Kevin. (1975) "Moral Education: Where Sages Fear To 
Tread." Phi Delta Kappan, June, 1975, pp.659-662. 

Putnam, Daniel. (1995) "The Primary of Virtue in Children's Moral Development." 
Journal of Moral Education, vol.24, no.2, pp.175-183. 

Quintihan. (1953) The Institutio Oratoria. Trans. H.E. Butler. (1921) Loeb. 

Ralph, John H. and Fennessey, James. (1983) "Science or Reform: Some Questions 
About the Effective Schools Model." Phi Delta Kappan, June, pp.689-694. 

Raudenbush, Stephen W. (1989) "The Analysis of Longitudinal, Multilevel Data." 
International Journal of Educational Research, vol. 13, no. 7, pp. 721 -740. 

Raudenbush, Stephen and Bryk, Anthony. (1986) "A Hierarchical Model for Studying 
School Effects." Sociology of Education, vol. 59, no. 1, pp. 1-17. 

Remer, Rory, and Remer, Pamela A, (1982) "A Study of the Discrepancies among the 
Values Orderings of 12 Counseling Theories: The Quantification of Values 
Differences." Counseling and Values, vol.27, no.l, pp.2-16. 

Rescher, Nicholas. (1969) Introduction to Value Theory. Englewood Cliffs, New 
Jersey: Prentice-Hall, Inc. 

Rest, James R. (1979) Development in Judging Moral Issues. Minneapolis: University 
of Minnesota. 

. (1980) "Development in Moral Judgment Research." Developmental 
Psychology, vol.16, no.4, pp.251-256. 

. (1988) "Why Does College Promote Development in Moral 
JudgemQntT Journal of Moral Education, vol.17, no.3, pp.183-194. 

. (1989) "With the Benefit of Hindsight." Journal of Moral Education, 
vol.18, no.2, pp.86-96. 

Rest, James R. and Thoma, Stephen J. (1985) "Relation of Moral Judgement 
Development to Formal Education." Developmental Psychology, vol.21, no.4, 
pp. 709-714. 

Reynolds, David (1985) "Introduction: Ten Years On- A Decade of School 
Effectiveness Research Reviewed," in Reynolds, D., Barcombe, L. Studying 
School Effectiveness. London: The Falmer Press. 



420 

Reynolds, David and Cuttance, Peter. (1992) School Effectiveness: Research, Policy 
and Improvement. London: Cassell. 

Reynolds, David, Hargreaves, A., and Blackstone, T. (1980) "Review Symposium: 
Fifteen Thousand Hours." British Journal of Sociology of Education, vol. 1, 
no.2. pp.207-211. 

Reynolds, David, and Reid, K. (1985) "The Second Stage: Towards a 
Reconceptualization of Theory and Methodology in School Effectiveness 
Research," in Reynolds, David and Barcombe, L. (Eds). Studying School 
Effectiveness. London: The Falmer Press, pp. 191-204. 

Reynolds, David and Sullivan, Michael. (1981) "The Effects of School: A Radical 
Faith Re-stated," in Gillham, Bill (Ed). Problem Behaviour in the Secondary 
School: A Systems Approach. London: Croom Helm, pp.37-59. 

Reynolds, David and Sullivan, Michael with Murgatroyd, S. (1987) 77?̂  
Comprehensive Experiment: A Comparison of the Selective and Non-Selective 
Systems of School Organization. London: The Falmer Press. 

Reynolds, David et al (1994) Advances in School Effectiveness Research and 
Practice. Oxford: Pergamon. 

Rich, John Martin and DeVitis, Joseph. (1985) Theories of Moral Development. 
Springfield, 111.: Charies C. Thomas Publ. 

Richards, Audrey I . (1970) "Socialization and Contemporary British Anthropology," in 
Mayer, Philip (Ed). Socialization: The Approach from Social Anthropology. 
London: Tavistock Publ. 

Riddell, Abby Rubin. (1989) "An Alternative Approach to the Study of School 
Effectiveness in Third Worid Countries." Comparative Education Review, 
vol.33, no.4, pp. 481-497. 

Roebben, Bert. (1995) "Catching a Glimpse of the Palace of Reason: the education of 
Moral emotions." Journal of Moral Education, vol. 24, no.2, pp.185-197. 

Rokeach, Milton. (1968) Beliefs, Attitudes and Values. San Francisco: Jossey-Bass 
Inc. Publ. 

. (1973) The Nature of Human Values. New York: The Free Press. 

Rose, Jim. (1995) "OFSTED inspection - who is it for?" Education Review, vol. 9, 
no, 1, pp. 63-66. 

Rose, Norman S. (1992) "Moral Development: the experiential perspective." 
Journal of Moral Education, vol. 21, no. 1, pp. 29-40. 



421 

Rosier, M.J. (1985) "Survey Research Methods," in Husen, Torsten and Postlewaite, 
Neville (Eds). The International Encyclopedia of Education. Oxford: 
Pergamon Press, vol.8. 

Rossiter, Graham. (1994) "Religious Education and the Spiritual Development of 
Young People: A Reply to Gideon Goosen." Journal of Christian Education, 
vol.37, no.l, pp. 37-50. 

Rossmiller, Richard A. and Holcomb, Edie L. (1993) "The Effective Schools Process 
for Continuous School Improvement." Paper presented at the Annual Meeting 
of the American Educational Research Association, Atlanta, GA., April 12-16 
(ERIC Abstract ED358507). 

Rountree, Derek. (1981) A Dictionary of Education. London: Harper & Row Publ. 

Rowan, Brain, Bossert, Steven T., and Dwyer, David C. (1983) "Research on 
Effective Schools: A Cautionary Note." Educational Researcher, vol. 12, no. 
4, pp. 24-31. 

Royce, R.J. (1983) "Process and Product in Moral Education." Journal of Philosophy 
of Education, vol.17, no.l, pp.73-82. 

. (1984) "R.S. Peters and Moral Education, 2: Moral Education in 
Practice." Journal of Moral Education, vol.13, no.l, pp.9-16. 

Rusk, R. Robert and Scotland, James. (1965,1979) Doctrines of the Great Educators. 
5th edition. New York: St. Martin's Press. 

Rutter, Michael. (1983) "School Effects on Public Progress: Research Findings and 
PoUcy Implications." Child Development, vol.54, no.l, pp. 1-29. 

Rutter, R., Maugham, B., Mortimore, P., Ouston, J. (1979) Fifteen Thousand Hours: 
Secondary Schools and Their Effects on Children. London: Open Books. 

Ryan, K. (1985) "Moral and Values Education," in Husen, T. and Postlethwaite, T.N. 
(Eds). The International Encyclopedia of Education. Oxford: Pergamon 
Press, vol.6, pp.3406-3413. 

. (1986) "The New Moral Education." Phi Delta Kappan, vol.68, no.3. 
pp.228-33. 

Ryan, Kevin and Lickona, Thomas. (1987) "Character Development: the Challenge 
and the Model," in Ryan, Kevin and McLean, George F. (Eds). Character 
Development in Schools and Beyond. New York: Praeger, pp.3-35. 

Ryan, Kevin and McLean, George F. (Eds). (1987) Character Development in Schools 
and Beyond. New York: Praeger. 



422 

Saqeb, G.N. (1980) "Concepts and Practices of Moral Education," in Editorial 
Commission for The Report of the Fourth World Congress (Ed). Tradition 
and Innovation in Education. Tokyo: WCCESS, pp. 95-108. 

Sagor, Richard. (1981) ' " A Day in the Life' - A Technique for Assessing School 
Climate and Effectiveness." Educational Leadership, vol.39, no.3, pp. 190-
193. 

Scheerens, C. J. {\992) Effective Schooling - Research, Theory, and Practice. 
London: Cassell. 

Scheerens, C. J., Vermeulen, A.J. and Pelgrum, W.J. (1989) "Generalizibility of 
instructional and school effectiveness indicators across nations." International 
Journal of Educational Research, vol.13, no.7, pp.789-799. 

Scheerens, C.J. and Creemers, Bert P.M. (1989) "Conceptualizing School 
Effectiveness." InternationalJournal of Educational Research, vol.13, no.7, 
pp.691-706. 

Schiller, F.C.S. (1921) "Value," in Hastings, James (Ed). Encyclopedia of Religion 
and Ethics, vol.12. Edinburgh: T&T Clark, pp.584-589. 

Schlaefli, A., Rest, J.R., and Thoma, S.J. (1985) "Does Moral Education Improve 
Moral Judgment? A Meta-Analysis of Intervention Studies Using the Defining 
Issues Test." Review of Educational Research, vol. 55, no.3, pp.319-352. 

Schremer, Oded E. (1992) "Moral Education Programmes: a curriculum perspective." 
Journal of Moral Education, vol.21, no.2, pp. 151-160. 

Schutz, Alfred. (1978) "Concept and theory formation in the social sciences," in 
Bynner, John and Stribley, Keith M. (Eds). Social Research: Principles and 
Procedures. London: Longman (Open University Press), pp.25-36. 

Scott, WiUiam A. (1959) "Empirical Assessment of Values and Ideologies." American 
Sociological Review, vol.24, no.3, pp.299-310. 

Seigel, Jerrold. (1968) Rhetoric and Philosophy in Renaissance Humanism. 
Princeton, N.J.: Princeton University Press. 

Seymour-Smith, Charlotte. (1986) "Values," in Anthropology. London: MacMillan 
Press, p.285. 

Shipman, M . (1985) "Developments in Educational Research," in Shipman, M. (Ed). 
Educational Research: Principles, Policies and Practices. London: The 
Falmer Press, pp.7-16. 

. (Ed). (198 5) Educational Research: Principles, Policies and Practices. 
London: The Falmer Press. 



423 

Shorter, Paul. (1995) "School Rejectors and Recommenders: Some Student Views on 
School Effectiveness from an Inner-City Multiracial High School." Pastoral 
Care in Education, vol.13, no.l, pp.42-48. 

Shukla, S. (1980) "Moral Education: Some Comparative Considerations," in Editorial 
Commission for the Report of the Fourth World Congress (Ed). Tradition and 
Innovation in Education. Tokyo: WCCESS, pp.51-63. 

Sichel, Betty A. (1985) "Women's Moral Development in Search of Philosophical 
Assumptions." Journal of Moral Education, vol.14, no.3, pp.149-161. 

Sieber, Sam D. (1973) "The Integration of Fieldwork and Survey Methods." 
American Journal of Sociology, vol.78, no.6, pp. 1335-1359. 

Sing, Lau. (1988) "The Value Orientations of Chinese University Students in Hong 
Kong." International Journal of Psychology, vol.23, pp. 583-596. 

Sirotnik, Kenneth A. (1985) "School Effectiveness: A Bandwagon in Search of a 
Tune." Educational Administration Quarterly, vol.21, no.2, pp. 135-140. 

Slee, Roger. (1994) "Finding a Voice in School Reform: student disaffection, 
pathologies of disruption and educational control." International Studies in 
Sociology of Education, vol.4, no.2, pp. 147-172. 

Smith, John K. and Heshusius, Lous. (1986) "Closing Down the Conversation: The 
End of the Quantititative-Qualitative Debate Among Educational Inquirers." 
Educational Researcher, January, pp.4-12. 

Smith, Kay. (1995) "Always on the agenda." Times Educational Supplement. 
09.06.95, p.26. 

Smith, Mary Lee. (1987) "Publishing Qualitative Research." American Educational 
Research Journal, vol.24, no.2, pp.173-183. 

Smith, Mary Lee and Glass, Gene V. (1987) Research and Evaluation in Education 
and the Social Sciences. Englewood Cliffs, N.J.: Prentice-Hall, Inc. 

Snizek, William E. (1976) "An Empirical Assessment of Sociology: A Mulitple 
Paradigm Science." The American Sociologist, vol. 11, pp.217-219. 

Spindler, George and Spindler, Louise. (1982) "Roger Harker and Schonhausen: From 
the Familiar to the Strange and Back Again," in Spindler, George (Ed). Doing 
the Ethnography of Schooling: Educational Anthropology in Action. New 
York: Holt, Rinehart and Winston, pp.23-46. 

Steedman, J. (1985) "Examination Results in Mixed and Single-Sex Secondary 
Schools," in Reynolds D., Barcombe, L. (Eds). Studying School Effectiveness. 
London; The Falmer Press, pp.87-101. 



424 

Stenhouse, L. (1988) "Case Study Methods/' in Keeves, J.P. (Ed). Educational 
Research, Methodology, and Measurement: An International Handbook. 
Oxford: Pergamon Press, pp.49-53. 

Straughan, Roger. (1983) Values, Behaviour and the Problem of Assessment." 
Journal of Moral Education, vol.12, no.3, pp.187-191. 

_. (1993) "Are Values Under-Valued? A reply to Christoper Ormell." 
Journal of Moral Education, vol.22, no.l, pp.47-50. 

Strauss, G. (1988) "The Social Function of Schools in the Lutheran Reformation in 
Germany." History of Education Quarterly, vol.28, no.2, pp. 191-206. 

Strivens, J. (1985) "School Climate: A Review of a Problematic Concept," in 
Reynolds, D., Barcombe, L. (Eds). Studying School Effectiveness. London: 
The Falmer Press, pp.45-57. 

Sutherland, P. (1988) "A Longitudinal Study of Religious-moral Values in late 
Adolescence." British Educational Research Journal, vol.14, no.l, pp.73-87. 

Tabberer, R. (1994) School and Teacher Effectiveness. Slough: NFER. 

Taft, R. (1988) "Ethnographic Research Methods," in Keeves, J.P. (Ed). Educational 
Research, Methodology, and Measurement: An International Handbook. 
Oxford: Pergamon Press, pp.59-63. 

Taylor, G. and Sayer, B. (1984) "Middle School Attitude Survey," British 
Educational Research Journal, vol.10, no.l, pp. 19-30. 

Taylor, Monica. (1995) "An umbrella and a strong support." Times Educational 
Supplement. 09,06.95, p.24. 

Taylor, Paul W. (1970) "Realms of Value," in Smith, PhiHp G. (Ed). Theories of 
Values and Problems of Education. Chicago: University of Illinois Press, 
pp.49-57. 

Thomas, Murray. (1989) "A Proposed Taxonomy of Moral Values." Journal of 
Moral Education, vol.18, no.l, pp.60-75. 

Thomas, R.M. (1985) "Christian Theory of Human Development," in Husen, T. and 
Postlethwaite, T.N. (Eds). The International Encyclopedia of Education. 
Oxford: Pergamon Press, pp.715-721. 

Thomas, Russell E., Murrell, Patricia and Chickering, Arthur W. (1982) "Critical Role 
of Value Development in Student Development." NASPA Journal, vol.20, 
no.l, pp.3-13. 

Thorton, Malcolm. (1995) "Effective schools and effective fiinding." Education 
Review, vol.9, no.l, pp.10-14. 



425 

Tibbitt, John, Spencer, Ernie and Hutchinson, Carolyn. (1994) "Improving School 
Effectiveness: Policy and Research in Scotland." Scottish Educational Review, 
vol.26, no.2, pp. 151-157. 

Tillich, Paul. (1959) "Is a Science of Human Values Possible?" in Maslow, Abraham 
H. (Ed). New Knowledge in Human Values. New York: Harper & Row, 
pp. 189-196. 

Tobin, Bemadette M . (1989) "Richard Peter's Theory of Moral Development." 
Journal of Philosophy of Education, vol.23, no.l, pp.15-27. 

Trainor, David. (1995) "Values in Religious and Spiritual Education." NAVET 
Papers, vol. 11, pp.6-11. 

Twain, Mark. (1970) "You Can't Pray a Lie," in Smith, Philip G. (Ed). Theories of 
Values and Problems of Education. Chicago: University of Illinois Press, 
pp.149-151. 

Ullman, Walter. (1977) Medieval Foundations of Renaissance Humanism. Ithaca, 
N.Y.: Cornell University Press. 

United States Department of Education. (1986) What Works: Research About 
Teaching and Learning. Washington, D.C. Information Services. 

Urban, W.M. (1901,1960) "Worth," in Smith, Peter (Ed). Dictionary of Philosophy 
and Psychology, vol.2. Gloucester, Mass., pp.822-826. 

Vallance, E. (1985) "Hidden Curriculum," in Husen, T. and Postlethwaite, T.N. (Eds). 
The International Encyclopedia of Education. Oxford: Pergamon Press, 
vol.4, pp.2177-2179. 

Walberg, Herbert J. (1984) "Improving the Productivity of America's Schools." 
Educational Leadership, May, pp.19-27. 

Walker, J.C. and Evers, C.W. (1988) "The Epistemological Unity of Educational 
Research," inKeeves, J.P. (Ed). Educational Research, Methodology, and 
Measurement: An International Handbook. Oxford: Pergamon Press, pp. 28-
36. 

Walker, James E. (1981) "Schools That Work." Social Policy, vol.12, no. 2, pp. 26-
29. 

Walker, Jim. (1995) "Educating Teenagers." Forum of Education, vol.50, no.l, 
pp.39-48. 

Walker, Lawrence J., de Vries, Brian and Bichard, Sandra L. (1984) "The Hierarchical 
Nature of Stages of Moral Development." Developmental Psychology, vol.20, 
no.5, pp.960-966. 



426 

Wallwork, Ernest. (1985) "Sentiment and Structure: ADurkheimian Critique of 
Kohlberg's Moral Theory." Journal of Moral Education, vol.14, no.2, pp.87-
101. 

Wehlage, Gary. (1981) "The Purpose of Generalization in Field-Study Research," in 
Popkewitz, Thomas S. and Tabachnick, Robert B. (Eds). The Study of 
Schooling: Field Based Methodologies in Educational Research. New York: 
Praeger Publ, pp.211-226. 

Wiseman, Jacqueline. (1978) "The research web," in Bynner, John and. Stribley, Keith 
M . (Edi).Social Research: Principles and Procedures. London: Longman 
(Open University Press), pp. 113 -112. 

Whiteley John W. (1985) "The Development of Values and Ethics During the College 
Years" in Mora/ and Ethical Development on the College Campus: A 
Symposium. Bowling Green State University, Ohio (ERIC ED267 709) pp.7-
16. 

Whyte, Williams Foote. (1982) "Interviewing in Field Research," in Burgess, Robert 
G. (Ed). Field Research: A Sourcebook and Field Manual. London: George 
Allen and Unwin, pp. 111-122. 

Wilcox, B. (1985) "Conceptualizing Curriculum Differences for Studies of Secondary 
School Effectiveness," in Reynolds, D.and Barcombe, L. (Eds). Studying 
School Effectiveness. London: The Falmer Press, pp.59-74. 

Wilcox, Kathleen (1982) "Ethnography as a methodology and its application to the 
study of schooling: A Review," in Spindler, George (Ed). Doing the 
Ethnography of Schooling: Educational Anthropology. New York: Holt, 
Rinehart, and Winston, pp.456-488. 

Wilkins, Richard. (1992) "Why Schools should spell out their values." Times 
Educational Supplement, 27.03.92, p.21. 

Williams, Norman, and Williams, Sheila. (1970) The Moral Development of Children. 
London: MacMillan Co. 

WilUams, Robin M . (1968) "Values," in Sills, David L. (Ed). International 
Encyclopedia of the Social Sciences, vol.16. London: MacMillan Co., pp.283-
87. 

WilUams, Trevor and Batten, Margaret. (1981) The Quality of School Life. Hawthorn, 
Victoria: The Australian Council for Educational Research Ltd. 

Williams, William G. (1985) "Needed: A New Theory of Values Education." Teacher 
Education Quarterly, vol.12, no.2, pp.82-9. 

Williamson, Derek. (1980) "'Pastoral Care' or 'Pastoralization'?" in Best, Ron, Jarvis, 
Colin and Ribbins, Peter. Perspectives on Pastoral Care. London: Heinmann 
Educational Books, pp.171-181. 



427 

Wilson, John. (1973) The Assessment of Morality. Windsor, Berks: NFER Publishing 
Company Ltd. 

. (1981) "Motivation and methodology in moral education." Journal of 
Moral Education, vol.10, no.2, pp. 85-94. 

. (1985) "Moral and Religious Education: Notes for would-be historians." 
British Journal of Educational Studies, vol.33, no.2, pp.148-154. 

. (1993) "'Values Education': Deja Vu." NAVET Papers, vol.10, pp.lO-
13. 

Wilson, John and Cowell, Barbara. (1987) "Method, Content and Motivation in Moral 
Education." Journal of Moral Education, vol.16, no.l, pp. 31-36. 

Wilson, Stephen. (1977) "The Use of Ethnographic Techniques in Educational 
Research." Review of Educational Research, vol.47, no.l, pp.245-265. 

Winchester, I . (1988) "Introduction to a symposium on Educational Research: Unity 
or Complementarity?" Interchange, vol.19, no.l, pp. 1-2. 

Wirt, Frederick, Mitchell, Douglas and Marshall, Catherine. (1988) "Culture and 
Education Policy: Analyzing Values in State Policy Systems." Educational 
Evaluation and Policy Analysis, vol.10, no.4, pp. 271-284. 

Wiseman, Jacqueline. (1978) "The research web," in Bynner, John and Stribley, Keith 
M. (Eds). Social Research: Principles and Procedures. London: Longman 
(Open University Press), pp. 113-112. 

Wolcott, Harry F. (1973) The Man In the Principal's Office: An Ethnography. New 
York: Holt, Rinehart and Winston. 

. (1982) "Mirrors, Models, and Monitors: Educator Adaptations of the 
Ethnographic Innovation," in Spindler, George (Ed). Doing the Ethnography 
of Schooling: Educational Anthropology. New York: Holt, Rinehart, and 
Winston, pp.68-95. 

Woods, Peter. (1977) The Ethnography of the School. Milton Keynes: The Open 
University. 

. (1986) Inside Schools: Ethnography in educational research. London: 
Routledge and Kegan Paul. 

. (1987) "Ethnography at the Crossroads: a reply to Hammersley." 
British Educational Research Journal, vol.13, no.3, pp.297-307. 

Woodward, William Harrison. (1897,1970) Vitterino daFeltre and Other Humanist 
Educators. New York: ? 



428 

Woodward, William Harrison. (1906) Studies in Education during the Age of the 
Renaissance 1400-1600. Cambridge: Cambridge University Press. 

Wright, G. H. von (1978) "Two Traditions," in Bynner, John and Stribley, Keith M. 
(Eds). Social Research: Principles and Procedures. London: Longman (Open 
University Press), pp. 11-16. 

Wright, WiUiam E. and Jesness, Carl F. (1980) "Quality of School Life, School 
Problem Behaviour, and Juvenile Delinquency," in Epstein, Joyce L. (Ed). The 
Quality of School Life. Lexington, Mass: D.C. Heath & Co., pp.21-43. 

Young, P. (1985) "Schools Make a Difference: Implications for Management in 
Education," in Reynolds D. and Barcombe, L. (Eds). Studying School 
Effectiveness. London: The Falmer Press, pp. 177-190. 

Zelditch, Morris. (1978) "Some methodological problems of field studies," in Bynner, 
John and Stribley, Keith M. (Eds). Social Research: Principles and 
Procedures. London: Longman (Open University Press), pp. 122-136. 


