with dissatisfaction in therapy. Clients who adopted the clinicians’ values were the ones
who viewed therapy as a beneficial experience (Tjeltveit, 1986).

The power differential that exists in therapy impacts this direction of value
assimilation. Research has found that psychologists are more stable in their values while
clients’ value systems are less stable and more variable (Schwehn & Schau, 1990). These
findings suggest that psychotherapy can be viewed as a process of value stabilization for
the client. This is an area of clinical concern because there are major differences between
therapist and client populations. Therapists are consulted by individuals for significant
reasons including situations of suffering, sexuality, and meaning in life. One example of
this is captured by Delaney, Miller, and Bisono (2007). In a survey of a national sample
of 258 APA therapists, it was found that American psychologists remain far less religious
than the population they serve. Gallup Poll (2011) found that 92 percent of the general
population while only 51 percent of therapists reported that they believe in God.
Similarly, Bergin and Jensen (1990) stated that psychologists and therapists as a group
are particularly set apart by standards that are informed by a scientific Weltanschauung, a
humanistic orientation, and a liberal political outlook. These findings need to be seriously
considered in conjunction with the Value Assimilation Effect. Psychologists on average
have personal values that contrast with the value system of their standard client and,
through the influence of the power differential, have a high probability of unconsciously
transferring these values in therapy without their clients’ knowledge or permission.

Cross-cultural research. Power differentials exist across and within various
cultures. As history depicts, power in the social environment has led to military coups,

wars, and hostile takeovers. People of high power have taken the responsibility to
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engineer livelihood, governments, and popular culture in order to maintain and strengthen
their power (Overbeck & Park, 2001). Between cultures, one country may have more
resources and, as a result, more trading power and financial inflow than other countries
that have fewer resources. Within a culture, leaders, political organizations, and those of
higher socioeconomic status may have more power and therefore more influence over the
population that does not have as much entitlement or affluence. Tajfel and Turner (1986)
explained the influence of high-power individuals/groups over low-power people through
their Social Identity Theory (SIT). SIT postulates that individuals seek to belong to
groups that will generate positive social identity. In order to accomplish this, individuals
or groups will adapt their beliefs, values, and attitudes to match those that are more
affluent in order to achieve a desired resource such as with wealth, popularity, or
influence.

The existence of a power differential has been found to impact how high-power
and low-power groups perceive the opposing group (Sachdev & Bourhis, 2006). A study
by Gwinn, Judd, and Park (2013) simulated a power differential in a group of
undergraduates by labeling participants as either having high or low power. High-power
participants attributed fewer uniquely human traits to low-power participants than vice
versa, suggesting that higher-power individuals were more likely to have a more
negative, dehumanizing attitude towards their fellow students of low-power status.
Similarly, Sachdev and Bourhis (1991) found in a sample of undergraduates that those
assigned to the high-power group were more discriminatory, felt more comfortable, and

were more satisfied compared to those assigned to subordinate groups.
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Although the examples presented above highlight the negative and self-
perpetuating nature of power, power is an inevitable part of life and can be used to foster
good (Overbeck & Park, 2001). Kipnis (1972) discussed how power may both lead to
corruption when leaders act out of their own personal gain without considering the needs
of the group they are leading but that it can also generate an attitude of responsibility,
such as acting in a compassionate manner to serve others. Cartwright and Zander (1968)
and Chen, Lee-Chai, and Bargh (2001) found evidence that supported compassionate
power. The resulting impact of the power differential, whether it is positive or negative,
links back to the BV As of the person with higher power. An individual who is socially
responsible and strives to uphold the beliefs and values held by members of the broader
society is attentive to and expresses views in line with prevailing beliefs, values, and
norms (Chen et al., 2001)

Business organizations. A power differential also exists in business
organizations. Project leads, managers, directors, vice presidents, and CEOs are all
examples of individuals placed in authority over employees. Georgesen and Harris (1998)
investigated power effects on performance evaluations and found that as power levels
increase evaluations of others become increasingly negative and evaluations of the self
become increasingly positive. In regards to leadership, van Quaquebeke, van
Knippenberg, and Brodbeck (2011) found that subordinates implicitly compare their
leaders with a cognitively represented ideal image of a leader. The ideal image is
formulated in terms of how well they feel a leader will guide their attitudes and behavior.

Subordinates not only compare their leader to an ideal prototype but also to themselves.
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When subordinates’ BV As are similar to their superior’s, it is more likely that the
employees will be more supportive of management’s strategic planning and vision.

Fu et al. (2004) examined the impact of societal cultural values and individual
social beliefs on the perceived effectiveness of managerial influence strategies. They
found that miscommunication and conflict arises when organizational leadership and
team management ignore the cultural values, norms, and attitudes of an organization.
Employees are more likely to react negatively to behaviors that deviate from their own
norms and standards. Accurate perception is impaired since individuals tend to interpret
others' behavior from their own perspective. Performance and collaboration are more
likely to increase when the BVAs of management and employees are in alignment. The
contrary may happen when the BVAs between management and employees are
misaligned. For example, people who believe in a rewards system might perceive
assertive influence strategies as overly aggressive which creates tension and increases
conflict.

Academia. In the academic environment, a power differential is present between
the teacher and the students. As Hurt, Scott, and McCroskey (1978) argue, the teacher’s
role of power is always present and instills the control and facilitates the communication
needed for students to learn in the classroom setting. The instructor’s role has a power
that entails the responsibility to know people and to be able to elicit performance and
growth from them (Overbeck & Park, 2001). McCroskey and Richmond (1983)
explained that this power dynamic is critical for the teaching process as it provides the

mechanism needed for students to be taught and influenced beyond their current level of
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intellect and maturity. A teacher’s degree of power in the classroom is expected to lead to
some type of change in students’ BVAs (McCroskey & Richmond, 1983).

Teachers are able to exhibit different types of power in the classroom. Raven and
French (1958) theorized that there are five bases of power: coercive, reward, legitimate,
referent, and expert. McCroskey and Richmond (1983) considered each basis of power in
the academic setting. With coercive power, a teacher makes it clear that students who do
not conform to the information they present will be punished for not conforming. A
teacher can use reward power to require students to conform to the information they
present but instead of noncompliance being punished, conformity is rewarded. Legitimate
power is based on the student's perception that the teacher has the right to make certain
demands and requests because of his or her position and title as teacher. Referent power
is when the teacher leverages the relationship with their student by appealing to the
student’s desires to identify with and please the teacher as the higher authority. The
teacher is given power by the student due to the admiration the student has for him or her.
Finally, expert power is when the teacher expects to be regarded as a knowledgeable,
proficient professional in their field. The teacher is greatly concerned with influencing
their students’ cognitive processes so that they believe what the teacher has deemed to be
accurate. Teachers often use multiple or even all types of power to engage their students.
A teacher may be unaware of how they are using power styles in the classroom, whereas
students are able to perceive the power differential through direct and indirect
communication. One study asked teachers and students to gauge how much the teacher
used each of the five power types (McCroskey & Richmond, 1983). For example, a

teacher might rate his or her power types as: 10% coercive, 20% reward, 25% legitimate,
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20% referent, 25% expert, for a total of 100%; his or her students are then asked to rate
their teacher for each of the five types. It was found that overall both teachers (70.3%)
and students (67.1%) see the proportion of power stemming from reward, referent, and
expert bases. The findings showed, not that teachers see their own behavior in a positive
light while students see it in a negative light, but rather that they both have a generally
positive view, but the teacher’s view is a bit more positive. This existence of a power
differential in the classroom as well as the positive attitude students have towards their
teacher’s style suggests that students regard their teachers as figures of influential
authority. Students feel positively about adapting their knowledge base and worldview
with the information provided by their teacher.

A second study investigated if teacher and students’ perception of the teacher’s
use of power was associated with cognitive as well as affective learning (Richmond &
McCroskey, 1984). Cognitive learning was defined as college students’ ability to learn
information across different subjects. Affective learning was described as the positive
attitudes students had toward the course, its content, and the instructor, the increased
likelihood of engaging in behaviors taught in the class, and taking additional classes in
the subject matter. The findings indicated that the communication of power in the
classroom has a major association with both cognitive and affective learning. More
specifically, the results from this study showed that approximately 30 percent of the
variance in cognitive learning and 38 to 69 percent of the variance in affective learning
could be predicted by perceptions of power.

Teachers’ nature of power has been found to influence students’ knowledge base,

cognitive abilities, and attitudes. However, the information and perspective that teachers
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present to their students can have a positive and/or negative effect. The presence and use
of power in the classroom does not guarantee enhanced student learning and could even
reduce student learning (Richmond & McCroskey, 1984). The next section will discuss

this notion in more detail.

Beliefs, Values, and Attitudes (BVAS) in the Academic Setting

The class environment serves as a regular occasion where students are expected to
participate in discussions, process information at a deep, cognitive level, and formulate
their own personal reactions. Class may be the only opportunity to engage students and
involve them in a rich, communal discussion. Instead of straight lectures and individual
assignments, faculty can assign group work and allot time for open discussions. Positive
psychology, which pursues scientific understanding and effective interventions to build
thriving individuals and communities to nurture genius and talent (Seligman &
Csikszentmihalyi, 2000), calls for the university setting to not just be an institution for
emerging adults to learn facts and figures, but also an environment where students can
and should discuss challenging questions and develop their own worldview. One resource
in positive psychology that helps students consider their beliefs, values, and attitudes and
how it relates to their identity is the Values in Action (VIA) classification, discussed
previously (Park, Peterson, & Seligman, 2004). The VIA classification offers a way to
understand the kinds of qualities that may encompass and enhance a life of meaning,
purpose, and value. The VIA identifies six overarching virtues: wisdom, courage,
humanity, justice, temperance, and transcendence virtues and maps these to three to six

different character strengths.
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Positive psychologists encourage students to consider their BVAs but also request
teachers to create an environment where BV As are discussed in the classroom. This
enables students to think more deeply about their worldview, but the power differential
between students and teachers generates a setting where the value assimilation effect may
occur. This is especially true among undergraduate college students attending public
universities. In his book Values in Education and Society, Feather (1975) discusses how
people prefer environments that best fit their BV As and adapt their cognition and/or
behavior when discrepancies exist. More specifically, Feather reports on the 1970
Flinders cross-sectional study which asked students to rank their own values and the
values of universities they considered for enrollment. It was found that students’ own
value systems closely resembled the perceived value systems of the school they were
enrolled in when compared to the perceived value systems of the universities they
rejected. A follow-up study, the 1971 Flinders study, was longitudinal and tracked value
change in undergraduates. It was found that after two and a half years in college,
undergraduates’ values had considerably changed. The following values were given
significantly more importance: a world of beauty, mature love, intellect, and forgiveness;
the following values were ranked as significantly less important over time: a sense of
accomplishment, national security, salvation, ambition, obedience, politeness, and self-
control.

It is not clear which aspects of the college environment impact students’ change
in BVAs. Vreeland and Bidwell (1966) investigated the role of departments and
hypothesized that the goals of a department as well as the status of a professor-as-role-

model accounted for a portion of this change. They found that the intimacy as well as the

54



frequency of student-faculty interaction affected students’ BVAs. The teachers’ effect on
students is an area that has been greatly under-researched even though undergraduates
spend a substantial amount of their academic career in a classroom setting. However, the
same ethical concerns that exist in the clinical psychology setting may apply. In Profiles

of the American University: Religious Beliefs and Behavior of College Faculty, a large

scale survey of U.S. academic faculty (n = 6,600), it was found that faculty are
religiously diverse with 22 percent reporting as non-religious or atheist and 54 percent
reporting as Christian or Catholic while the general public has a much lower non-
religious/atheist percentage (11%) and much higher Christian/Catholic percentage (79%;
Tobin & Weinberg, 2007). More specifically, math, science, and social science
departments are less likely to report belief in God: 28 percent of science and math faculty
and 23 percent of humanities and social science faculty reported belief in God. These
findings create an ethical concern because, as the authors of this study found, one
troubling finding was that when faculty were asked how often they perceive ethnic or
religious minority students reluctant to express their views because they might be
contrary to those held by faculty, 7 percent of faculty said “very often,” 14 percent said
“fairly often,” and 38 percent said occasionally.

Taking the influence of a power differential and the changing nature of BVAS in
undergraduates into consideration, professors may directly nurture BVA change,
regardless of the goals and values of the department and institution. The following
segment discusses how university professors may consider BVAs in teaching and the

potential positive and negative effects on students.
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University Professors’ Use of BVAs in Teaching

Professors’ ways of thinking and understanding are vital components of their
practice because they frame the way knowledge and information are conveyed. Teachers
may primarily regard their teaching career in one of two ways: for financial inflow, as a
means to make a living, or as a moral mission to socialize students and enhance the
community (Nespor, 1987). Ernest (1989) argued that all teachers are in a role to transfer
knowledge of a specific discipline (e.g., mathematics) to their students. He also stated
that beliefs and attitudes positively guide the way professors teach. The more conscious
teachers are of their own beliefs and attitudes, the better able they are to integrate these
with their teaching practices and create an influential environment.

As already discussed, the type and degree of power teachers exhibit in the
classroom are able to positively or negatively influence their students. Power, in the
academic context, is defined as "the teacher's ability to influence students to do
something they would not have done had they not been influenced" (Kearney, Plax,
Richmond, & McCroskey, 1984, p. 725). Research has found that students regard
themselves as being influential, powerful agents when they perceive their professors to be
powerful instructors (Golish & Olson, 2009). Specifically, students tend to react
positively when teachers demonstrate respectful, referent power because they feel as if
there is a greater level of communication and understanding integrated into the teacher-
student relationship. In contrast, teachers who use coercive power through threats and
punishment are more likely to influence students to respond with attitudes of resistance,
dissatisfaction, and/or negative affect (Richmond & Roach, 1992). Research has called

for teachers to better understand their BVAs as important information to help determine
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their curricula and program, but research should also focus on how teachers’ BV As affect
student outcomes (Pajares, 1992). Both the potential positive and negative outcomes are
presented in the following.

Potential positive effects. The goal of a classroom setting should not be to
transfer professors’ BV As to their students. The primary positive effect professors can
have on their students’ BVAs is to provide a classroom setting where students can openly
consider and anchor their own BVAs in relation to their worldview by hearing the
opinions of their professors and colleagues. This enables students to actively engage in
the formulation of their BVAs and go through an anchoring process where beliefs are
linked to their specific values or goals (Nelson, 1968). Astin (1977) reported on findings
from longitudinal data of approximately 200,000 students and found that through
involvement in the classroom, students develop a more positive self-image through
stronger interpersonal and intellectual competence. Smith, Vicufia, and Emmanuel (2015)
discuss how professors have the opportunity to communicate the importance of meaning
in life, having a sense of calling, and a spiritual worldview. Making the transition from
high school to college, undergraduates may have never been in a context where they
independently considered their own BV As. Whether college students remain true to the
worldview they were reared in or alter their beliefs, the university setting provides
students with the atmosphere and community to examine, consider, and dialogue about
their beliefs, values, attitudes, faith, and other aspects related to worldview (Hindman,
2002).

Potential negative effects. As in clinical psychology when Rosenthal (1955) as

well as Meehl and McClosky (1947) investigated value differences between client and
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therapists and found that therapists do not remain value-free even when they intend to do
so, professors are also unlikely to keep their own personal BVAs from influencing their
teaching practices. The following is a list of terms, as presented in Tjeltveit (1986), that
have been used to describe therapists: crypto-missionaries, hidden preachers, secular
priesthood, indoctrination and brainwashing, form of persuasion, interpersonal influence,
converted/conversion, and convergence. As reported by Astin (1977), undergraduates
over time come to report more liberal political views and attitudes towards social issues,
less interest in religiousness and altruism, and reduced value towards athletics, business,
music, and status. Although these changes may be deemed by some academics to be
positive, if they are transferred from professors to students without students’ awareness,
professors could be labeled with the same list of terms that therapists have been accused
of. Teachers could be viewed as exploiting the power differential if students are

implicitly, subconsciously acquiring their professors’ BVAs.

How BVAs Influence and Lead to Behavior

Research has focused on classifying and quantifying beliefs, values, and attitudes
(BVASs) and has accepted the network of variables intricately involved with decision
making (e.g., Tversky & Kahneman, 1981). Despite the complexity, social scientists still
desire to explain how BV As account for behavior. For example, Bagozzi (1981)
concluded attitudes were influenced by beliefs, values, and intentions and indirectly
explained 8 to 22 percent of proximal and 30 to 32 percent of distal behaviors.
Researchers have also developed theories that describe how BV As influence decision
making and behavior. The following section provides highlights of standard theories that

describe the relationship between BV As and planned behavior. Specific attention is
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directed to the Behavioral Influence Assessment (BIA) model. The BIA model is a
synergy of validated psychological, social, and economic theoretical models which
defines how BVAs can be used to anticipate human decision making by individuals and

populations.

Standard Theories on Planned Behavior from Social and Health Psychology

Kluckhohn (1951) articulated that values have cognitive, affective, and behavioral
components. The cognitive aspect describes a value as a notion of something desirable
and the mechanism by which to attain it. The affective aspect is the emotion that
accompanies the desire as well as the positive reaction to that which supports the value as
well as the negative reaction to that which is against it. Finally, the last component is
often the most important to social scientists because it demonstrates that the activation of
a value serves as an intervening variable which results in active behaviors. On this basis,
Kluckhohn and Strodtbeck (1961) developed the Values Orientation Theory. This theory
was presented and tested in various communities (n = 5) located in the southwestern part
of the United States. Five basic value orientations were studied: human nature, man-
nature, time, activity, and relational orientations. They concluded that the prime
motivation for behavior is to express oneself, to grow, or to achieve. To express oneself,
individuals concentrate on their personal values and do not necessarily give regard to the
group. To grow, individuals are motivated to develop and grow in personal abilities. To
achieve, motivation is external, emphasizing behaviors that are valued by the self as well
as by the group.

The Theory of Reasoned Action (TRA) was proposed by Ajzen and Fishbein

(1973). Three constructs: Bl — behavioral intention, A — attitude, and SN — subjective
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norm, are proposed to influence behavior. Attitude is defined as the sum of beliefs about
a particular behavior. Subjective norms capture the influence of one’s social
environment. Behavioral intention is a function of both attitude and subjective norm. The
strength of behavioral intention depends on attitude and subjective norm (Bl = A + SN)
so that the stronger the behavioral intention is, the more likely a person will engage in the
actual behavior. Sheppard, Hartwick, and Warshaw (1988) conducted two meta-analyses
which validated the TRA. They found that as long as researchers captured data that was
within the boundary conditions of the model, the TRA was effective in behavior
prediction.

The Theory of Planned Behavior (TPB; Ajzen, 1991) was developed from the
TRA model and also posited that one’s behavior could be predicted by understanding
one’s beliefs, attitudes, and subjective norms. In the TPB model, the concept of control is
added to the equation. When individuals perceive that they can engage in a behavior with
ease due to control over the environment and their own abilities, they are more likely to
perform the actual behavior. Therefore, behavior is guided by behavioral intention, which
is the summation of behavioral beliefs, normative beliefs, control beliefs, attitude towards
the behavior, subjective norm, and perceived behavioral control. The simplest equation of
the TPB model is: Bl = (W1)AB[(b) + (e)] + (W2)SN[(n) + (m)] + (W3)PBCJ[(c) +(p)]
where BI stands for behavioral intention, AB is attitude toward behavior, (b) is the
strength of each belief, (e) is the evaluation of the outcome or attribute, SN is subjective
norms, (n) is the strength of each normative belief, (m) is the motivation to comply with

the referent, PBC is perceived behavioral control, (c) is the strength of each control
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belief, (p) is the perceived power of the control factor, and each W is an empirically
derived weight/coefficient (Ajzen, 2002).

Madden, Ellen, and Ajzen (1992) compared the Theory of Reasoned Action and
the Theory of Planned Behavior in a sample of 166 undergraduates. They found that the
inclusion of perceived behavioral control enhanced the prediction of behavioral intention
and behavior. More specifically, as indicated by the TPB, the effects of perceived
behavioral control on a target behavior have the most influence when the behavior
presents some problem with respect to control. In addition, Montano and Kasprzyk
(2008) reported that both TRA and TPB have been used successfully to anticipate and
explain a variety of health behaviors and intentions, including smoking, drinking, health
services utilization, exercise, sun protection, breastfeeding, substance use, HIV/STD-
prevention behaviors and use of contraceptives, mammography, safety helmets, and
seatbelts.

The Terror Management Theory (TMT) is another model that explains behavior
through BVAs. The main premise of TMT is that humans are intelligent animals and the
only species able to grasp the inevitability of death (Becker, 1973). The beliefs and
attitudes that individuals have towards death impact the behaviors that they engage in
(Greenberg, Solomon, Pyszczynski, 1997). As Jonas and Fritsche (2012) describe,
“reminders of one’s own mortality increase people’s attempts to live up to cultural values
and, thereby, affect a wide range of human attitudes and behaviors” (p. 28). Solomon,
Greenberg, and Pyszczynski (1991) theorized that children believe that the world is good
and just which leads them to expect good behaviors to be rewarded and bad behaviors to

be punished. However, as individuals mature, they realize the world is not fair and that
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death is unavoidable. Depending on the beliefs and attitudes towards life and death,
individuals may become anxious or fearful. This impacts their behavior by causing
individuals to avoid situations that are risky, to have strong religious beliefs to cope with
death, to have a high self-esteem, and to feel a sense of self-preservation (p. 102-103).
The Theory of Reasoned Action, Theory of Planned Behavior, and Terror
Management Theory are well-known models that attempt to explain how BVAs lead to
decisions and behaviors. Short summaries of these models have been provided to briefly
describe the role of BVAs in anticipating and/or explaining behavior. The next section
provides an in-depth explanation of yet another theory: the Behavioral Influence

Assessment (BIA) model.

The Behavioral Influence Assessment (BIA) Model

The Behavioral Influence Assessment (BIA) model was developed at Sandia
National Laboratories and intertwines validated psychological, social, and economic
theoretical models to host individual and group models that account for human decision
making by individuals and populations (Bernard, 2007, 2008). This is a specific
framework representing the relationship between BVAs and behavior and will be
explored in further detail. The BIA is represented by the following primary psychological
and social theories: cognitive dissonance (Festinger, 1957), elaboration likelihood (Petty
& Cacioppo, 1986; Petty & Wegener, 1999), expectancy value (Ajzen & Fishbein, 2008),
social learning (Bandura, 1977, 1978; Rotter, 1945, 1966), perceptual control theory
(Powers, 1973), and the theory of planned behavior (TPB, Ajzen, 1991). These are briefly

described.
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Cognitive dissonance theory proposes that a state of tension occurs when a person
simultaneously holds two cognitive perspectives such as beliefs, values, or attitudes that
are inconsistent or in contrast with one another (Festinger, 1957). This leads to a change
in cognitive thought to re-establish internal harmony.

Elaboration likelihood is one perspective of how attitudes are formed and change.
There are two methods for processing thoughts (Petty & Cacioppo, 1986; Petty &
Wegener, 1998). The first is the central route. This involves thoughtful considerations of
ideas, beliefs, and arguments, such as, “Is God real?” The second is the peripheral route.
This does not result in elaborate thinking, but on the contrary, is when an individual is
unable or unwilling to engage in thoughtful consideration of a topic because not enough
information is presented, it is incomprehensible, or requires too much energy and effort
to digest. Researchers state that attitude changes resulting mostly from processing issue-
relevant arguments (central route) will show greater temporal persistence, greater
prediction of behavior, and greater resistance to counter persuasion than attitude changes
that result mostly from peripheral cues (Petty & Cacioppo, 1986).

The Expectancy Value Theory argues that attitudes are derived from one’s beliefs
and values. A belief is developed from novel information or modified by new
information. A level of value is then assigned to the belief. The attitude is derived when
an expectation is created or modified based on the result of a calculation based on beliefs
and values. The central equation of the theory can be presented as follows: B ~ Bl =
[Aact]wo + [NB(Mc)w;...], where “B = overt behavior; BI = behavioral intention; Aact =

attitude toward the act; NB = normative belief; Mc = motivation to comply with the
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normative belief; and wg ang 01 are empirically determined weights” (Ajzen & Fishbein,
1973, p. 42).

For social learning, Rotter (1945, 1966) states that the expected effect or outcome
of a behavior has an impact on the motivation of people to engage in that behavior. The
expectation, whether positive or negative, is not only influenced by internal
psychological principles but also by social and environmental context. Bandura (1977)
added to this by presenting research that demonstrated that people learn from one
another, via observation, imitation, and modeling.

Powers (1973) initiated the Perceptual Control Theory (PCT), stating that
purposeful behavior implies control. He compared biological behavior to engineered
systems and concluded that control is an input to behavior that can affect the nature of the
output. He labeled control and overall input towards behavior as perception since they are
consciously perceived aspects of the environment.

Finally, as described earlier on page 60, the Theory of Planned Behavior
articulates that the individual’s behavioral intentions and behaviors are shaped through
attitudes, subjective norms, and perceived behavioral control.

The primary principles associated with each of the described theories are
interwoven to form the BIA model. The BIA framework asserts that individuals and the
environment emit signals to individuals that may be perceived as cues. These cues may
stimulate a particular belief, which in turn may impact values, attitudes, and perceptions
of behavioral control. Depending on the nature of the emotion involved, positive or
negative, the stimuli may result in the performance of some type of behavior. The actual

behavior that is realized is a function of the level of intent, associated affect, and external

64



stimuli indicating that behavior is actionable. Differences in the cognitive structure of
individual beliefs exist so that stimuli are interpreted differently. This leads to individual
variation in decisions and behavior. An individual’s history of behaviors is also a factor
that determines individual decision making: behaviors that have been conducted in the

past are more likely to occur in the future.

Values in the Academic Setting

Returning to the academic setting, the university environment is another context
where value change is expected to occur to some degree but the extent of the change has
not been fully explored. Although university students are expected to refine their values
as they become more autonomous and independent, the role of the academic institution is
complicated. In some ways, students anticipate an education where they learn about a
variety of subjects in novel and diverse ways, which then enables them to reflect on their
personal worldview. In other ways, students who choose to attend public, secular
universities versus a private, values-based institution likely do not expect their values on
spiritual, political, and other personal worldviews to be directly impacted. This creates a
scenario similar to the clinical, therapeutic relationship. Students, similar to clients, may
be in a class to discuss a specific subject, but through the course of the semester they
become aware of their professor’s beliefs and values. Since the professor is in a place of
authority and may be both appreciated and respected by the individuals in their class,
students may choose to align their overall set of beliefs and values to their professors.

This change in values could happen consciously or subconsciously. As
characterized by Fanelli (2010), when 222 scholars rated their perception of academic

disciplines, results showed a clustering along three main dimensions: hard versus soft
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science, pure versus applied (the orientation of the discipline towards practical
application), and life versus non-life (the context of the material presented in the
discipline). Different expectations are associated with each of these categories.
Specifically with the hard versus soft science category, but also applicable to the others,
students may perceive their classes to be based on facts and formulas and void of values-
based content. Using William Perry’s model of student development, the authors of

Student Development in College: Theory, Research, and Practice discuss how teachers

may see their role as teaching subject matter and strict content versus teaching and
impacting students’ development (Evans, Forney, & Guido-Dibrito, 2010, p.131). On the
other hand, professors may be directly invested in their students’ college development
and aim to influence BVAs. Therefore, it is important for both professors and students to
be aware of how BV As are impacted in the classroom setting. This brings us to the focus

of the current study.

The Current Study

Leveraging the established literature and methodologies in the area of beliefs,
values, and attitudes, this research study examined if BVAs of university students were
influenced over a semester by the students’ attributes, the professor, and the classroom
environment. The overall aim was to quantitatively demonstrate that university students
do experience a change in their BVAs over a semester period and that they are influenced
by their own initial values (their starting point), the nature of the class, and the BVAs of
their professor. This study specifically tested the following three hypotheses:
1) Students will demonstrate BVA change over time while professors’ BVAs will

remain relatively stable over time.
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2) Students’ attributes will influence BVA change. It was expected that students who
were younger (under 21); had less college experience; reported a weak adherence to
values at the start of the semester; or had little to no religious commitment would
report higher levels of BVA change compared to their counterparts.

3) Students, especially those who have a positive experience in the class, may assimilate
to professors’ BVAS

As with the clinical psychology findings of the Value Assimilation Effect, it was

expected that students’ BVAs would demonstrate more flexibility than professors; that

students’ attributes would determine the amount of BVA change; and that students,
especially those who like the class, will show higher levels of assimilation than their
peers. The findings of the current study aim to add to the body of literature and provide
further insight to what influences students’ BV As, how professors may foster change, and

how the classroom setting may influence decision making and behavior.
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Chapter 2

Method
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To investigate the presence of value change in the academic setting, professors
and students nested in classrooms completed a self-report questionnaire on values and
their classroom experience. Professors and students at The University of New Mexico
(UNM), a public university located in Albuquerque, New Mexico, filled out the
questionnaire during the first week of the semester and then again at the end of the
semester. Data were analyzed to examine if participants’ values changed over the

semester and, if so, what factors contributed to the change.

Participants

Only professors who agreed to be a part of this study and signed the permission
form and their students of 18 years of age or older enrolled at UNM were permitted to
participate in this study. Fourteen professors agreed to be in the study and offered one to
two of their classes for data collection. The course, department, class size, and number of

students who provided data for both rounds of data collection are listed in Table 1.

Procedure

UNM professors from various departments were contacted via email describing
the nature of this study. Professors from two types of departments were contacted: 1)
departments that have courses which discuss value-based topics were contacted including
the Honors College, Psychology, and Education, and 2) departments that have courses
which focus on facts and formulas, such as Computer Science, Statistics and
Mathematics, Earth and Planetary Science, and Environmental Science. Follow up
meetings were then had with each interested professor to describe the study and obtain
permission to collect data from his or her class(es). Professors who agreed to participate

in this research signed a non-binding permission form permitting data collection in their
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classrooms twice in the semester. Data collection occurred during the first and last week
of the school semester. Research assistants visited the classrooms during the first week of
class, introduced the study, and obtained consent from all participants willing to complete
the questionnaire. All students were informed that their participation was voluntary, that
their responses were anonymous, and that they could withdraw from the study at any
time. Students who did not wish to participate had the option of completing an alternate
task such as a word search puzzle. They were also able to withdraw from the study while
completing the questionnaire by writing “withdraw” on the questionnaire coversheet. The
questionnaire took approximately 25 minutes to complete. Research assistants then
revisited the same classrooms at the end of the semester and had professors and students
fill out the same questionnaire they filled out during the first week of class. Students who
wanted to participate during the second wave of data collection but did not complete the
first questionnaire were permitted to fill out the second questionnaire once they signed
the consent form.

The first page of each questionnaire, the “cover sheet,” asked for the participant’s
name, email, and school identification number. It also had a unique packet identification
number in the top left hand corner. Participants were asked for this information to match
individual data collected from the first and last week of the semester. The second page of
each questionnaire had the unique packet ID number on it. Students were told that their
data would be protected, their questionnaires would be anonymous, their information
would only be accessed by approved researchers of this study, and their responses would
never be shared with their professors or departments. Similarly, professors were told that

their data would never be shared with their students or administrators, and only accessed
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by the researcher(s). The cover sheets were removed from the questionnaires once they
were completed to anonymize the questionnaires. After professors and students
completed the questionnaires to their satisfaction, the questionnaires were collected by
the researchers. The cover page with the name and 1D was removed and put in a separate
envelope to ensure that the data could not be linked to the participant’s name except
during data entry. Consent forms were collected and placed in a separate envelope. Both
envelopes were sealed before exiting the classroom and reopened in the researcher(s)’ lab
for data entry. All questionnaires were locked and stored in the principal investigator’s

psychology lab located in Logan Hall, room B60H.

Measures

Professors and students were asked to complete a questionnaire packet on beliefs,
values, attitudes, and their impressions of the classroom setting. The questionnaire was
15 pages long and took approximately 25 minutes to complete. Professors and students
were given almost identical questionnaires. The only differences between the two
questionnaires were the first and last page. The first page (after the coversheet) asked
about attributes of being a professor (e.g., teaching topic, years of teaching) or of being a
student (e.g., academic major, year in school). Professors self-assessed their own teaching
ability using the TEB-Scale whereas students assessed their professor’s teaching ability
using the same scale. Both questionnaires are attached as Appendix A (Professor
Questionnaire) and Appendix B (Student Questionnaire).

As described earlier, past research has developed validated and reliable measures

that measure values and classroom experience and are available in the public domain.
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F(10, 328) = 2.23, p = .016, but the non-values based only approached significance, F(7,

328) =1.99, p =.056 (see Figure 9).

Class Type

— Mon-values based
— Values-based

800

6007

1400

Means for 7-scores hetween Professor-Student
Instrumental Values

12004

Time

Figure 9. The relationship between professors’ and students’ instrumental values
significantly differed for non-values based classes over time, but not for values based
classes.

Contrast analyses for values-based classes found that there was a significant
difference between education courses and psychology + Honors courses. Surprisingly, all
the departments showed a decrease over time, but education showed greater decrease
than the psychology + Honors college, [Education: Dy = -.201, Psychology+Honors: Dy
=-.014, F(1, 328) = 17.26, p < .001]. Department differences over time are reported in

Table 24. Course differences over time are reported in Table 25.
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Figure 11. Significant difference in MV subscale means between professors and students
at Time 2, but not at Time 1
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Teaching Efficacy Beliefs Scale. To investigate if participants’ beliefs about the
professors’ teaching influenced value assimilation, participants were split into categories
based on the Teacher Self-Efficacy Beliefs Scale (TEBS). Participants who score above
the median on the Teacher Self-Efficacy Beliefs Scale (TEBS, Median = 3.387) were
labeled as having a “high efficacy belief” towards the professors’ teaching capabilities
and those who were below the median on the TEBS were labeled as having a “low
efficacy belief.” In a between x within subjects design, the Rokeach Value Survey
terminal and instrumental values were used as the dependent variables and beliefs about
professors’ self-efficacy were used as an additional blocking variable.

Terminal values were found to change over time differently between class types,
influenced by whether participants’ beliefs about professors’ efficacy were high or low,
that is, the three-way interaction of Time x Class type x TEBS category was significant,
F(1, 342) = 4.197, p = .041, % = .012. Follow up analyses were used to investigate the
differences between class types. There were two expectations: 1) terminal values in the
values-based classes would show higher levels of assimilation for the high professors’
efficacy beliefs group than the low professors’ efficacy beliefs, and 2) value assimilation
between professors and students would be limited in the non-values based classes and
there would be no difference between the efficacy groups.

Follow up analyses found that, contrary to expectations, the interaction between
TEBS x Time was not significant for values-based classes [F(1, 342) = .653, p = .420],
indicating that participants’ efficacy beliefs did not influence change in the relationship
between professors’ and students’ terminal values over time. However, the interaction

between TEBS x Time was significant for non-values based classes, F(1, 342) = 3.913, p
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=.049. As shown in Figure 12, those who reported a low TEBS score did not show much
change over time while the students who rated their professor as having high efficacy

beliefs increased their alignment with their professor’s terminal values over the semester.
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Figure 12. Non-values based classes showed a significant interaction between TEBS and
Time: increase in terminal values for students who reported a high TEBS score with little
to no change for those with a low TEBS score.

The main effect of time was significant for both class types. The relationship
between students and professors terminal values for values-based classes significantly
increased from Time 1 to Time 2, Zyime11 = 129, Zmtime2 = 187, F(1, 222) = 17.743, p <
.001, 72 =.074 (see Figure 13). Similarly, the relationship between students’ and

professors’ terminal values also significantly increased for non-values based classes,
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Zmimer = 132, Zymime2 = .179, F(1, 120) = 5.251, p = .024, 5* = .042. This is displayed in
Figure 14. This is consistent with the methodology and findings of Schwehn and Schau
(1990, see Figure 1) which shows clinicians’ and clients’ terminal values assimilating

over time.
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Figure 13. The relationship between students and professors terminal values for values-
based classes significantly increased from Time 1 to Time 2.
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Figure 14. The relationship between students and professors terminal values for non-
values based classes significantly increased from Time 1 to Time 2.
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For instrumental values, values were found to change over time differently
between class types and were influenced by whether participants’ beliefs about teaching
efficacy were high or low, meaning that the three way interaction was again significant,
F(1, 341) = 12.082, p = .001, #* = .034. Follow up tests found that the interaction
between TEBS and Time for values-based classes was again, unexpectedly, not
significant, F(1, 341) = 2.10, p = .148, #* = .010. Also, again unexpected, the non-values
classes did show a significant interaction between TEBS and Time, F(1, 341) =10.45, p
=.001, 42 = .073. As shown in Figure 15, those who had low beliefs about their
professor’s efficacy did not show much change over time in the relationship between
students’ and professors’ instrumental values, ZwTime1 = -159, Zmtime2 = .161; there was an
increase over time in the relationship between students’ and professors’ instrumental
values for students who reported a having high beliefs about their professor’s efficacy,

Z_MTimel =.083, Z_MTimeZ =.202.
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Figure 15. Non-values based classes showed a significant interaction between TEBS and
Time: increase in instrumental values for students who reported a high TEBS score with
little to no change for those with a low TEBS score.
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The main effect of Time was investigated for the values-bases classes and was
significant, F(1, 222) = 14.106, p < .001. Surprisingly, the relationship between students’
and professors’ instrumental values decreased over time, Zytimer = .190, Zmtimez = .142.

This is shown in Figure 16.
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Figure 16. The relationship between students and professors instrumental values for
values-based classes significantly decreased from Time 1 to Time 2.

These findings are both inconsistent and consistent with the findings from
Schwehn and Schau (1990, see Figure 1). The relationship between professors’ and
students’ instrumental values in the values-based classes did not show convergence but
rather divergence over time. The non-values based classes demonstrated assimilation
over time but mainly for those who thought highly of the professors’ teaching ability.

Students in the non-values based classes were, contrary to expectations, found to
significantly assimilate to their professor’s values over the course of the semester for both

terminal and instrumental values. This could be because students in non-values based
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classes reported lower values at the start of the semester than values-based classes and
had more room to change over time, especially the students who had high positive beliefs
about their professor’s teaching efficacy.

Overall, for broader sets of values: the collective set of GSVI subscales, the
collective set of MV subscales, terminal values, and instrumental values, there was not
as much value assimilation as expected between professors and students. This may be
because, contrary to the clinicians in the Schwehn and Schau (1990) study, professors’
values were found to significantly change over time. With both professors’ and students’
value systems changing over time, it is difficult for students’ to assimilate to their
professors’ values.

The analyses so far for Hypothesis 3 have investigated value assimilation for
broad sets of values. The following analyses investigate if value assimilation occurred on
specific value dimensions.

Value assimilation for individual values. Correlation analyses were used to
investigate value assimilation between professors and students for specific values, as
measured by the GSVI and MVI subscales. A summary score for the professor and class
was calculated for each course. The change in professor and students’ values over time
(Time 2 summary score minus Time 1 summary score) was also calculated for each
subscale. Pearson correlation coefficients were calculated. If the relationship between
students’ values and professors’ values at Time 1 was not significant but was significant
at Time 2, this would indicate value assimilation. Similarly, if the change in students’
values over time correlated with professors’ overall values, a positive relationship would

also indicate assimilation.
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As shown in Table 26, the relationship between professors’ and students’
religious commitment at Time 1 was very weak (r, =.037). At Time 2, there was a
positive, strong, significant relationship (r, = .492, p = .033). The delta from Time 1 to
Time 2 in value convergence was .455. The change in students’ religious commitment
values from Time 1 to Time 2 was also found to be significantly and positively correlated
to professor’s religious commitment at Time 2 (r, = .588, p =.008). Similarly,
professors’ level of traditional religiosity was found to be a significant predictor of
students’ change in religious commitment (r; = .519, p =.023) and students’ overall
religious commitment (r, = .477, p = .039). Professors’ overall religious commitment was
also found to be a predictor for students’ change in religious commitment (r, = .604, p =
.006). These findings clearly demonstrate the influence of professors’ religious beliefs

and values on students’ religious beliefs and values.
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Table 26. Correlations between professors’ and students’ religiosity demonstrating value
assimilation (p value in parentheses).

Professor Religious Professor Religious
Commitment at Time 1 Commitment at Time 2

Student Religious Commitment at Time 1 .037 (.879) .142 (.562)
Student Religious Commitment at Time 2 407 (.084) 4927 (.033)
Difference between Student Religious - o
Commitment (T2-T1) 585 (.008) .588 (.008)
n =19, *significant if p <.05 **significantif p <.01

Professor Professor Professor Professor

Traditional Traditional Religious Religious

Religiosity Religiosity Commitment Commitment

Grand Average T2-T1 Grand Average T2-T1

Student Traditional Religiosity i
Grand Average .213 (.380) .184 (.450) .029 (.906) .257 (.287)
?tZUdTelm Traditional Religiosity 061 (.804) 183 (.454) -.061 (.804) 121 (.621)
Student Religious Commitment *
Grand Average AT77 (.039) .396 (.094) 323 (.177) .331 (.166)
Student Religious Commitment 51+ o3y 378(111)  .604™(006)  .275(.255)

T2-T1

n =19, *significant if p <.05 **significant if p <.01

Although not as blatant as the value assimilation findings for religious
commitment, findings suggest that students were influenced by their professors’ values in
three other domains: social stimulation, withdrawal from people, and thriftiness. A
negative, significant relationship was found between professors’ and students’ change in
social stimulation over time (r, = -.504, p = .028). This suggests that as professors
decrease in the value they place on social stimulation, students respond by increasing
their valuation of social stimulation. In a slightly different fashion, a negative significant
relationship was also found between professors’ change in withdrawal from people and
students’ average level of withdrawal from people (r, = -.500, p =.029). Again, this

suggests that if students highly endorse withdrawal from people, professors decrease their
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valuation of withdrawal from people. Finally, a positive, significant relationship was

found between professors’ and students’ level of thriftiness (r; = .499, p = .030).

Professors who became more thrifty over time had students who had higher thriftiness

levels overall. These findings are presented in Table 27.

Table 27. Other correlation tables for professors’ and students’ values suggesting value

assimilation (p value in parentheses).

Social Stimulation

Professor Social Stimulation

Grand Average

Professor Social
Stimulation T2-T1

Student Social Stimulation Grand Average -022 (.928)

Student Social Stimulation T2-T1 -333 (.163)

077 (.754)

-.5047(.028)

n =19, *significant if p <.05 **significant if p <.01

Withdrawal from People

Professor Withdrawal from

Professor Withdrawal from

People Grand Average People T2-T1

Student Withdrawal from People

Grand Average -.177 (.468) -.500* (.029)
Student Withdrawal from People T2-T1 423 (071) 021 (.932)
n =19, *significant if p <.05 **significantif p <.01

Thriftiness
Professor Thriftiness Professor Thriftiness
Grand Average T2-T1

Student Thriftiness Grand Average 282 (.242) .499* (.030)
Student Thriftiness T2-T1 029 (.905) _271 (.261)

n =19, *significant if p <.05 **significantif p <.01
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Qualitative analyses. During both times of data collection, students answered
two questions, 1) “How has this course impacted/changed your perspective towards
yourself, others, the world, etc.?”, and 2) “What other areas of your life have
impacted/changed your perspective towards yourself, others, the world, etc.?”” Latent
Dirichlet Allocation (LDA) is a three-level hierarchical Bayesian model (Blei, Ng, and
Jordan, 2003). LDA models each item in a collection of documents as a finite mixture
over an underlying set of topics so that, in the context of text modeling, the topic
probabilities provide an explicit representation of a document. Usually when using LDA,
a number of topics are stated to understand the probability for each word in the set of
documents. For example, if you had a set of documents about animals, one word, such as
“cat,” could have a higher probability of occurring in Topic 1, “domestic animals,” but a
lower probability of occurring in Topic 2, “outdoor animals.” Since students were all
responding to the same question and only wrote a few sentences, only one topic was used
in each model. The value calculated, then, represents the probability for that word to
occur in the set of documents. A word with a higher value indicates greater probability
for that word to appear in that set of documents due to students’ frequently using it in
their responses. For each courses, LDA was used to examine students’ responses at Time
1 and at Time 2 for Question 1 and Question 2.

LDA was used to examine the change in words for the responses to Question 1:
Course Impact from Time 1 to Time 2 and identify if differences existed between values
based and non-values based classes. At Time 1 for both values based and non-values
based classes, words such as “hasn’t,” “haven’t,” “don’t,” “begun,” and “impacted” were

common indicating that at the start of the semester the course had not yet impacted
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students’ perspective. For Time 2, the responses for the values-based classes commonly

used words such as “changed,” “view,

99 ¢

strengths,” “beliefs,

99 ¢

realize,” and “aware,”

which suggests that students were possibly experiencing a change in their views and

beliefs as they became more aware of the world and their personal strengths. The

responses from non-values based classes at Time 2 also suggested change, using words

such as “realize,” “feel,” and “impacted,” but these were directed towards the course

material as indicated through the common use of “world,” “earth,” and “statistics.” The

results are summarized in Table 28.

Table 28. Unique words produced using Latent Dirichlet Allocation for different class
types for Time 1 and Time 2.

Time 1

Time 2

Values Based

course: .061817102137767165
response: .039845605700712494
class: .022030878859857498
help: .021437054631828985
perspective: .020249406175771922
hope: .019061757719714967
impact; .017874109263658004
positive: .015498812351543972
life: .014904988123515464
world: .013717339667458427
im: .01312351543942994
hasnt: .011342042755344423
learn: .0107482185273159
understanding: .0095605700712589
understand: .0095605700712589
havent: .0095605700712589
impacted: .0095605700712589
dont: .00896674584323042
—:.00896674584323042
time: .008372921615201893

course: .045279307631786
life: .030723839496459505
helped: .02364280094413847
learned: .015774980330448482
world: .014594807238394993
class: .014594807238394993
perspective: .012234461054287944
positive: .012234461054287944
changed: .011841070023603446
feel: .011841070023603446
strengths: .011054287962234477
realize: .011054287962234477
aware: .00987411487018097
taught: .009480723839496472
response: .009087332808811941
look: .009087332808811941
beliefs: .008300550747442959
view: .008300550747442959
understanding: .008300550747442959
lot: .0071203776553894526
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Table 28 (cont). Unique words produced using Latent Dirichlet Allocation for different
class types for Time 1 and Time 2.

Non-values Based response: .07991769547325123 course: .03860182370820675
course: .06427983539094656 response: .03252279635258359
class: .034650205761316916 class: .02137791286727459
hasnt: .03135802469135798 world: .020364741641337336
world: .027242798353909428 changed: .016312056737588676

impact: .019835390946502093 understanding: .014285714285714256
time: .012427983539094651 earth: .014285714285714256
learn: .012427983539094651 time: .0132725430597771

change: .012427983539094651 learned: .0132725430597771

havent: .012427983539094651 perspective: .01124620060790273
help: .010781893004115244 lot: .010233029381965568

perspective: .009958847736625498 —:.010233029381965568
im: .009958847736625498 realize: .009219858156028354
changed: .009958847736625498 statistics: .009219858156028354
—:.009958847736625498 feel: .009219858156028354
life: .009958847736625498 impact: .009219858156028354
impacted: .008312757201646072 look: .008206686930091188
understanding: .007489711934156374 learning: .008206686930091188
understand: .007489711934156374 helped: .008206686930091188
begun: .007489711934156374 understand: .007193515704154013

*unique words are marked in red

Further text analytics investigated change in responses over time for each
individual class. Question responses were analyzed using “TextRank,” a text analytics
algorithm widely applied for automated text summarization but most famously used in
page ranking, which was the foundation for Google Incorporated (Page, Brin, Motwani,
& Winograd, 1998). Text ranking is a link analysis algorithm that assigns a numerical
weighting to each element in a document with the purpose of measuring its relative
importance within the set. A TextRank analysis on a document returns the most popular
words and phrases in that document. Table 29 summarizes the most commonly used
words and phrases for each course from Time 1 to Time 2. It is evident that at the end of
the semester the values-based classes influenced students’ responses to reflect on their
values and beliefs versus the non-values based classes where students reflected more on

the information that they have learned during the semester. For example, as shown in

153



Table 30, at the start of the semester, students in both class types used the same words
such as “course,” “learn,” “help,” and “hasn’t.” This indicated that students were hopeful
that the course would impact them but it had not yet done so. At the end of the semester,

values-based classes used words about their perspective and awareness, e.g., “changed

99 6 29 ¢¢

perspective,” “view/worldview,” “learn,” “aware,” and “strengthen.” The non-values
based classes used words that were class specific, such as “statistics,” “skills,” “data,”

“earth,” and “learned.”
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Table 29. Change in students’ responses to course impact question (Question #1) from
Time 1 to Time 2, categorized by professor and class type (frequency of word in

parentheses).
Values Based Classes
Professor Time 1 Time 2
B.Smith positive (33) life (16) life (53) course (30)
course (30) impact (15) help (40) strength (30)
hope (24) perspective (15) positive (31) learn (21)
Cargas impact (4) perspective (3) human (7) human rights (6)
world (4) course (2) rights (7) bad (4)
course impact (2) world (7) feel (4)
Chavez-Charles response (20) history (5) course (5) government (2)
course (16) hope (5) look (3) impact (2)
perspective (8) understand (5) eye (2) information (2)
question (2)
Cohen impact (4) class lectures (1) help (4) didn’t (2)
class (2) class lectures impact class (3) feel (2)
beginning (1) (@) decision (2) future (2)
don’t (1)
Delaney course (10) beliefs (3) course (7) argument (3)
impact (4) hope (3) beliefs/believe (6) changed (3)
response (4) life (3) view/worldview (4) strengthen (3)
Karmiol response (14) impact (4) course (15) perspective (7)
course (5) struggle response (2) immigrant (13) understand (7)
struggle (4) understand (2) world (8) change (7)
Pribis course (15) educate (9) learn (13) help (10)
help (14) impact (8) course (12) health (7)
learn (11) learn (8) counsel (10) feel (6)
Ruthruff course (27) haven’t (11) course (35) learn (14)
response (23) help (11) help (19) aware (13)
understand (15) chang* (10) understand (18) life (13)
class (14) belief (12)
Swanson course (7) course impact (2) course (7) perspective (3)
helped (3) feel (2) helped (3) caused (2)
begun (2) hasn’t (2) look (3) change (2)
class (2) change perspective (2)
Non-values Based Classes
Bridges response (36) change (3) course (3) hasn’t (2)
course (5) begun (2) impact (3) learned (2)
impact (4) change perspective time (3) response hasn’t (2)
2) appreciate (2)
Erhardt response (37) hasn’t (9) course (7) understand (6)
course (15) impact (8) data (6) world (5)
class (12) statistic (8) response (6) feel (4)
skill (6)
G.Smith course (17) change (8) course (15) look (6)
class (9) world (8) learn (11) realize (6)
hasn’t (9) appreciate (6) change (10) understand (6)
class (8) world (6)
McFadden course (30) class (16) course (10) earth (8)
response (28) impact (15) response (9) world (7)
hasn’t (17) learn (13) change (8) environment (5)
Sonksen response (44) class (4) response (4) understand (3)
course (7) help (4) statistics (4) greater (2)
life (6) skills (3) course (3) learned (2)
lot (3)
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Table 30. Change in students’ responses to life impact question (Question #2) from Time
1 to Time 2, categorized by professor and class type (frequency of word is in

parentheses).
Values Based Classes
Professor Time 1 Time 2
B.Smith life (23) help (14) change (20) world (13)
family (19) relationship (13) help (20) impact (12)
change (17) response (12) relationship (20) love (12)
Cargas experiences (5) view (4) perspective (4) family (2)
life (5) impact (3) class (3) friends (2)
world (5) beliefs (2) impact (3) helped (2)
Chavez-Charles response (9) world (6) life (2) intense (1)
change (8) life (5) town (2) personal (1)
impact (6) parents (4) changed perspective self (1)
perspective (6) 1)
friends (1)
Cohen life (3) experiences (2) influence (2) nutrition (1)
age (2) nutrition (2) world (2) child (1)
change (2) response (2) change world (1) child story (1)
Delaney help (5) life (4) life (5) class (3)
impact (4) perspective (4) perspective (5) course (3)
interact (4) response (4) change (3) God (3)
Karmiol response (14) academic (1) learn (7) friends (5)
friends (2) books (1) world (7) life (5)
impact (2) experiences (1) change (5) help (4)
Pribis life (11) impact (7) family (7) community (4)
family (9) love (7) friend (7) makes (4)
response (9) world (6) relationship (5) perspective (4)
Ruthruff life (3) family (16) change (19) impact (15)
response (22) impact (15) relationship (18) change perspective
chang* (17) perspective (14) family (16) (12)
world (14) responsibility (11)
Swanson impact (6) experiences (3) perspective (4) changed perspective
world (5) family (3) changed (3) 2
perspective (4) life (3) relationships (3) environment (2)
family (2)
Non-values Based Classes
Bridges response (35) relationship (4) response (6) impact (4
impact (5) family (3) perspective (5) )moving (4)
life (5) perspective (3) family (4) impact perspective (3)
Erhardt response (9) life (7) family (6) course (5)
change (8) personal (7) response (6) friend (5)
experiences (7) travel (7) world (6) school (5)
friends (6)
G.Smith change (7) life (6) response (8) school (7)
impact (7) family (5) family (7) experience (4)
help (6) learn (5) life (7) impact (4)
McFadden life (25) impact (18) response (17) class (7)
perspective (25) relationship (16) family (8) life (6)
change (21) friends (14) change (7) impact (4)
world (14)
Sonksen response (6) travel (4) response (12) I've (2)
family (5) friend family (3) sonksen (3) life (2)
changed (4) actual (2) experiences (2)

personal (2)
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Chapter 4

Discussion
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My purpose in this study was to join the many social scientists who have realized
the importance of researching beliefs, values, and attitudes (BVAs) due to the insight that
they provide into cognitive processes, decisions, and behaviors. Focus was also directed
to how the dynamics of one’s surrounding context could influence BVAs to change over
time. This study focused on how students’ values are affected by the university setting,
specifically the classroom environment. It might generally be expected that college
students’ academic journey will foster value anchoring and value change but the findings
from this study shed light on what factors are contributing to that change.

Implications of this study’s findings are discussed. This research study examined
how BVAs are influenced to change over time in the academic setting through three main
hypotheses:

1) Students would demonstrate BVA change over time while professors’ BVAs would
remain relatively stable over time.

2) Students’ attributes would influence BVA change, specifically through age, year in
school, initial commitment to values, religious status, and religious commitment. It
was expected that those who were: under 21, had less college experience, reported a
weak adherence to values at the start of the semester, were not religious, or had little
to no religious commitment would report higher levels of BVA change compared to
their counterparts.

3) Students, especially those who had a positive experience in the class, would
assimilate to their professors’ BVAS.

Overall, it was found that in the academic setting BVAs do change over time, for

students as well as for professors, that students demonstrate greater BVA change over
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time, and that students’ attributes influence how much their BVAs change. It was also
found that students assimilate to professors’ positions but only for specific BVAs. The
nature of the value under examination was significant to the type of value change
occurring. Values such as Personal Growth & Inner Harmony and Getting Ahead were
found to consistently be highly valued at the start of the semester as well as at the end and
did not appear to be impacted by class type, course material, or the professor. Other
values such as Traditional Religiosity and Religious Commitment were found to both
change in different directions across the semester as well as be influenced by the
classroom environment and professor. These findings are discussed in more detail by

their respective hypothesis in the following sections below.

Findings for Hypothesis 1: Students’ and Professors’ BVA change over time

It was expected that values would not change for professors but would change for
students. This hypothesis was partially supported. Students’ showed significant change in
their values over time, as expected. Contrary to predictions, professors were also found to
significantly change in their values over time. Students were still found to have higher
degrees of change more frequently than professors, indicating that students demonstrate
greater levels of value change.

The 1971 Flinders study (see page 54; Feather, 1975) found that after two and a
half years in college, students’ values showed considerable change. More specifically,
students showed greater values for: a world of beauty, mature love, intellect, and
forgiveness, while other values, such as: a sense of accomplishment, national security,
salvation, ambition, obedience, politeness, and self-control, were ranked lower. The

current study utilized the 1 to 18 ranking process found in the Rokeach Value Survey,
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which the Flinders study used, as well as mean averages for individual values, as
measured by the GSVI and MVI. This study confirmed the 1971 Flinders findings but, in
addition, showed that not only are values overall are changing over time, demonstrating
the malleability of students’ values, but values are changing over a much shorter time
period, just one semester (16 weeks).

Having professors show significant value change over the semester was both
unexpected as well as concerning. As discussed in the introduction, positions of authority
and steadfast values influence dynamics such as value anchoring and assimilation. Those
with less stable values tend to be guided by those with stronger values. The hope for the
classroom setting is that it is a place where students can openly consider and anchor their
own BVAs in relation to their worldview by hearing the opinions of their professors and
colleagues (Emmanuel & Delaney, 2014). It is more difficult for students to consider
their own BV As in relation to their professors when their professors’ values are not
consistent over time.

The different courses looked at in this study were also expected to have an impact
on value change. Individual courses were found to influence change in values
demonstrated on a daily basis such as honesty, positive orientation towards others,
carefreeness, as measured by the MVI overall. Students’ level of Assertiveness was
especially found to change over time. For both the MV I overall and Assertiveness, it was
found that the Honors classes in this study were the source of change. However, neither
the department nor the class type was found to influence the direction or magnitude of
change. These findings suggested that the change in specific values, such as with the

analyses for MV overall and Assertiveness, was specific to individual classroom

160



environments. One unexpected finding was that the professors’ level of Traditional
Religiosity related to change in MV overall. Students with professors who reported
lower levels of Traditional Religiosity decreased in MV overall over the semester
whereas students who had professors with higher levels showed an increase over time.
Therefore, it was concluded that while department and class type could be important to
shaping values at an institutional level, the course material, the professors’ emphasis on

specific values, or both were found to have stronger, more direct impact on students.

Findings for Hypothesis 2: Students’ attributes will influence BVA change.

It was expected that students who were younger (under 21), had less college
experience, reported a weak adherence to values at the start of the semester, were non-
religious, or had little religious commitment would report higher levels of BVA change
compared to their counterparts. This study found that various students’ attributes
contributed differently to value change, some being more influential than others. Age,
year in school, and gender are demographics that describe attributes of a student and what
life stage he or she is in. None of these attributes were found to be strong predictors of
value change. On the other hand, student attributes reflecting where they were in
conviction and commitment to values were found to predict value change. Initial
commitment to values, reported religious status, and religious commitment were all
robust predictors of change. All of them supported the hypotheses that the weaker a
student was in one or more of these areas of value commitment, the more susceptible he
or she was to value change. In all cases, higher levels of value change were found for
those reporting lower levels of initial BVA commitment, non-religious status, and lower

levels of religious commitment.
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As with Hypothesis 1, the university setting, specifically the classroom context,
exposes students to new worldviews, perspectives, and philosophies. These exposures
provide an opportunity for students to consider their current value system and perhaps
refine their values or change them completely based on new information. Conversely,
students who have strong, grounded, and established BV As, regardless of where they are
in their life journey, are less likely to change their BVAs based on new information. In
fact, students with strong convictions may see opposing worldviews as an opportunity to
strengthen their own BV As as they contemplate the gaps and weaknesses in other
worldviews and learn how to defend their personal position. Figures of authority and
course material are predicted to influence students’ values to change, as will be further
discussed in Hypothesis 3. However, students may have other authority figures and
resources, such as religious leaders, philosophers, and theologians, and the beliefs they
teach, outside of the academic setting which shape their personal convictions and keep
their BV As steadfast even when faced with opposing or competing information in the

classroom context.

Findings for Hypothesis 3: Students Assimilate to Professors’ BV As.

It was expected that students would assimilate to their professor’s BVAs and
levels of assimilation would vary by class type and students’ experience in the class.
Replicating the methodology and analyses used in Schwehn and Schau (1990), the
Rokeach Value Survey (RVS) was first used to measure value assimilation. The RVS, as
a reminder, measures terminal values which are values with a specific goal or aim (e.g.,
world peace, an exciting life), and instrumental values which are manifested in one’s

daily life (e.g., honesty, ambition, cheerful).
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Overall, students were found to assimilate to their professors’ values for terminal
values. One interpretation of this is that some classes focus on topics having an inherent
goal or aim, such as seeking solutions to threats to human rights (UHON401),
investigating suffering, sexuality, and the meaning of life (UHON301), or caring for the
blue planet (ENVS201). Through the course material, professors may have encouraged
their students to value principles that facilitate achieving a greater goal. The relationship
between professors’ and students’ instrumental values was not found to increase over the
semester, but class type was found to have an interesting impact on instrumental values.
The relationship between professors’ and students’ instrumental values was found to
increase over time for non-values based classes but decrease for values-based classes.
One interpretation is that students in non-values based classes tended to have lower
BVAs compared to values-based classes as well as less convergence with the professors’
values (see Figure 9) at the start of the semester. This provided more room for students in
non-values based classes for both their values to change over time and for value
assimilation. For values-based classes, findings could again be attributable to students in
value-based classes already having higher levels of BVAs that were in alignment with
their professors and, in result, had less room to assimilate. Another interpretation could
be that values-based classes had room for discussion and consideration of various
worldviews. Students had the opportunity to consider and refine their values but did not
feel obligated to converge with their professor’s perspective. Another argument is that
professors’ changing values were more apparent through dialogue in the values-based

classes, making it more difficult for students to assimilate to their values.
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Students’ assessment of their professor’s ability to teach also impacted value
assimilation so that students who had more favorable reactions to their professor
assimilated to their professor’s values more than those who did not think as highly of
their professor. Surprisingly, noticeable differences were only detected among non-values
based classes. Those who reported a high belief in their professor’s teaching efficacy
assimilated to their professor’s values, both for terminal and instrumental beliefs, more
than those who reported a low belief. In contrast to values-based classes where students
may have had more dialogue and freedom to discuss BVAs in the classroom setting and
therefore be exposed to their professor’s BV As, students in non-based classes may have
had less opportunity to know their professor’s worldview. Hence, students who thought
favorably of their professor may have had more opportunity to be exposed to their
professor’s BV As through side conversations or by paying more attention to what their
professor was expressing in class compared to students who did not think highly of their
professor.

Value assimilation was also investigated for specific values. Effects were found
for students’ level of thriftiness, withdrawal from people, and social stimulation.
Regarding thriftiness, students who had professors who increased their value of
thriftiness also became thriftier. Regarding withdrawal from people and social
stimulation, students diverged from their professor’s values. As professors valued more
withdrawal from people, students decreased their values in withdrawal. Also, as
professors decreased their value of social stimulation, students increased their value of
social stimulation. While students did not necessarily adopt their professors’ BVAs, they

were influenced by them and used them as a template to refine their own specific BVAs.
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Religiosity continued to stand out as a value impacted by the college context. This
was especially true for value assimilation. Overall change in students' religious
commitment was predicted by both professor's traditional religiosity and religious
commitment. The more professors valued religious experiences and beliefs such as
salvation, spiritual experiences, fidelity, and devotion, the more the students are reported
valuing these religious attributes. Conversely, if professors did not value these religious
attributes, students also decreased their value of religiosity. Ultimately, professors’
religious beliefs, values, and attitudes have a strong impact on their students’ religious
BVAs. Less religious professors encourage their students to be less religious, and more
religious professors encourage their students to value religiosity more.

Ultimately, these findings demonstrate that the classroom context, comprised of
the course material and the professor’s presence, is more indicative of value change and
assimilation than class type or department. Students’ BV As are impacted by their
professors’ beliefs and the course material that they are learning in both positive and
negative ways. These findings also may indicate that there are contributing factors to
value change outside of the classroom context and academic setting. Students are
learning new information in the classroom but they are also having novel exposures in
various settings such as their home life, social interactions, extracurricular activities, and

work experiences which might impact their BVAs.

Qualitative Analyses of Text Written by Students.
Self-report measures are helpful in quantifying latent variables such as beliefs,
values, and attitudes, but they are also limited in their ability to fully measure latent

constructs. A mixed method approach that incorporates both quantitative and qualitative
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data is helpful to understand the whole picture. Text analytic methods were conducted on
students’ written responses for how the course they were in impacted them. Analyses
showed that most students at the start of the semester entered the class with an
expectation to learn the course material but did not feel that the course had yet impacted
them. By the end of the semester, students described the impact the course had on them,
but the nature of this impact differed between students in values-based and non-values
based classes. Findings were similar to the study done by Feldman and Newcomb (1969),
which found that students in mathematics or natural sciences reported positive attitudes
toward their own sense of intellect and interpersonal self-esteem and students in social
sciences had positive attitudes towards interpersonal self-esteem, artistic interests, and
liberalism. Students in non-values based classes were impacted by the information
presented by the course material. If they were in an Earth and Planetary Sciences classes,
they talked about the earth, world, and environment. If they were in a Statistics or Math
class, students talked about data. Or, such as with the Computer Science classes, they did
not feel impacted by the course. Overall, students in non-values based classes reflected
on the information they had acquired. However, in the values-based classes, students
reported more about their changing worldview and perspective, their beliefs about the
government, human rights, and/or God. Students’ responses were still based on the
content that they learned in their specific course, but their responses were beyond
information acquired in the class; students shared how their greater view of the world and

personal BVAs had been impacted.
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Implications of Study Findings

As past research literature (e.g., Pascarella & Feldman, 2005; Astin, 1993;
Vreeland & Bidwell, 1966) as well as the findings of this current study suggest discuss,
there is evidence that students acquire the BV As of their academic institution, course
content, and professors. To better understand the nature of BVAs in the academic setting
as well as how and why university students may alter their personal BVAs, it important to
understand how value change and assimilation occurs over the academic journey.
Methodology and metrics from other relevant, empirical literature, such as in clinical
psychology (Schwehn & Schau, 1990; Strupp, 1980), and the quantification of BVAs
through the Rokeach Value Survey, Goal, Social, and Mode Values Inventories enable
researchers to track the change in BVAs over time and examine the relationship between
professor and students’ BVAs. As found in this study, specific classroom environments,
reflecting both the professor and the course material, influence students to change, refine,
and/or anchor their beliefs, values, and attitudes. This study especially found value
change and assimilation to occur for values surrounding religiosity and faith-based

beliefs, even in a sample of students attending a secular, public university.

Strengths and Weaknesses

The current study had a large sample size, a diverse range of courses,
departments, and professors, and validated, reliable measures to quantify values.
Professors were willing to permit researchers to come into their classroom two different
times which meant that BVAs were measured directly in the academic context. The
contrast between non-values and values-based classes also allowed researchers to target

some of the potential sources of change. Although the findings from this study points to
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value change and value assimilation, there were weaknesses that also need to be
considered.

Attrition. There were about 600 students who completed the questionnaire at the
start of the semester and another 600 who completed it at the end of the semester.
However, there was a fairly high number of students who withdrew which allowed for a
new group of students to enroll in the courses after the first week. At the start of the
semester, there were 674 students who completed the questionnaire, and at the end of the
semester, there were 550 students; only 414 students had data for both times, which was
62% of the data collected at Time 1 and 75% of the data collected at Time 2. A high
percentage (approximately 47%) of students also enrolled in the course but did not show
up to class the last week of classes when the second round of data collection took place. It
could be argued that students who continue to faithfully attend class have higher levels of
motivation and have other values that differ from students who skip class. These
differences would not have been accounted for in the current study’s findings.

Classification of Courses. Classes were classified into values-based and non-
values based classes based on the intent of the academic department. Classes in
Psychology, Education, and the Honors College were put in the values category whereas
classes in Earth & Planetary Science, Math & Statistics, Computer Science, and
Environmental Science were classified as non-values based. The non-values based
departments focused on information, facts, and knowledge, but after looking at the
specific course content, some of the classes did incorporate values. For example,
Environmental Science 101 emphasized the beauty of the earth, policy around climate

change, and how to care for the planet. Because this research emphasizes that no
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institution is truly value-free, the division of courses into class type may best be done by
looking at the intent and vision of each individual class rather than by department. For
example, a psychology class may focus on social research in diversity which would be
classified as value-based whereas another psychology class may teach experimental
design and focus on facts and information and be classified as non-values based.
Similarly, a professor may have very strong beliefs about politics, for example, and
incorporate that into all the courses they teach, whether it be statistics, accounting, or
other courses where values are not expected to be discussed.

Generalizability. Hypotheses in this study were generally supported but data was
only collected from a single, public university. Value change and assimilation may vary
across different types of colleges and universities. Similar to the clinician-therapist
context, value assimilation is the strongest when there is a face-to-face, one-on-one
relationship; personal topics are discussed; there is an authority figure; and the
relationship continues over a period of time. Academic institutions with smaller classes,
more frequent professor-student interactions, and/or classes with discussion-based
formats may demonstrate more value assimilation than those with larger and lecture-

based classes.

The Role of Ethics in the Classroom

The more one learns about the potential for professors and the classroom
environments they nurture to foster students’ value change as well as assimilation, the
clearer the ethical concerns become, especially when the change is unsolicited and
subconscious. However, there are different perspectives on how the influence on values

should be handled. Regarding religious and spiritual values, What shall we tell the
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children? is a polemic written by psychologist Nicholas Humphrey on how religions
abuse the minds of children (Humphrey, 2003). Famous atheist, Richard Dawkins, cites
Humphrey’s work as a call to “work to free the children of the world from the religions
which, with parental approval, damage minds too young to understand what is happening
to them” (Dawkins, 2006). Freeing adolescents from the influence of religious-based
environments so that they can make their own biased-free decisions includes banishing
faith-based institutions and insisting that adolescents and young adults attend value-free,
secular colleges and universities. Nevertheless, as found in this current study, beliefs,
values, and attitudes, especially those regarding religiosity and spirituality, are impacted
by the people and content students are surrounded by, not by the label or categorization
of their school. Students leave the faith they were reared in or acquire religious beliefs at
both secular and faith-based institutions. This proposition is supported by research that
has shown that rates for both apostasy and religious commitment do not differ much
between faith-based and secular institutions (Smith & Sikkink, 2003). Students are
influenced not by the over-arching category of the school but by the individual academic,
social, and philosophical experiences they have with their professors and in the
classroom.

Therefore, if the call from the research, philosophy, and general community is to
encourage individuals to formulate their values through independent, personal decisions,
instead of moving students from one value institution (e.g., faith-based) to another value-
based institution (secular and/or agnostic), perhaps a better method would be
transparency and consent to allow individuals to best make their decisions. An

environment of transparency and consent would prevent subconscious value assimilation
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and encourage an academic setting where values were respected, students directly were
accountable for considering their personal beliefs, and values, and attitudes were openly
discussed and considered (see Smith, Vicuiia, & Emmanuel, 2015).

One domain that provides guidance for how to accomplish an open, honest
environment is clinical psychology. As psychologist Tjeltveit (1986) stated, therapists
engage in four types of ethically problematic behaviors when value conversion occurs:
reducing client freedom, failing to inform clients of the possibility of value conversion,
violating the therapeutic contract, and operating beyond the limits of their competence.
Although completely eliminating one’s personal values from therapy is impossible,
Tjeltveit proposed five solutions to alleviate subconscious value conversion: therapist
training, therapist-client matching, referrals, changing roles, and informed consent. As
therapists and rising clinicians become more aware of their biases, they can better learn
what role their values play in therapy. This will enable therapists to be honest in the
therapeutic relationship and thus protect client autonomy and enhance the overall
therapeutic relationship. Clinical psychology’s emphasis on informed consent helps to
guide the therapeutic relationship, specifically through American Psychology Association
Code of Ethics, Standard 10.01 “Informed Consent to Therapy.” Standard 10.01 requires
clinical psychologists to “inform clients/patients as early as is feasible in the therapeutic
relationship about the nature and anticipated course of therapy...” Although informed
consent is a debatable topic among psychologists, Tjeltveit (1986) proposes different
degrees of informed consent to notify clients of potential value conversion in order to
enhance the therapist-client relationship as well as provide balanced reassurance with a

realistic portrayal of risks. Adequate levels of informed consent allow therapy clients to
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Teacher Self-Efficacy Beliefs Scale (Dellinger, Bobbett, Olivier, Ellett, 2008)

Please respond to the following about your professor.

Use the following scale to rate your beliefs about your professor’s capabilities:
1. Weak beliefs about my professor’s capabilities

2. Moderate beliefs about my professor’s capabilities

3. Strong beliefs about my professor’s capabilities

4. Very strong beliefs about my professor’s capabilities

Right now in this class, | believe the following about my professor’s capabilities to...
Weak Strong
plan activities that accommaodate the range of individual differences among students

plan evaluation procedures that accommaodate individual differences among students
use allocated time for activities that maximize learning
effectively manage routines and procedures for learning tasks
clarify directions for learning routines
maintain high levels of student engagement in learning tasks
redirect students who are persistently off task
maintain a classroom climate of courtesy and respect
maintain a classroom climate that is fair and impartial
. communicate to students the specific learning outcomes of the lesson

. communicate to students the purpose and/or importance of learning tasks

. implement teaching methods at an appropriate pace to accommodate differences
among students
13. utilize teaching aids and learning materials that accommodate individual differences
among students
14. provide students with opportunities to learn at more than one cognitive and/or
performance level

15. communicate to students content knowledge that is accurate and logical
16. clarify student misunderstandings or difficulties in learning

17. provide students with specific feedback about their learning

18. provide students with suggestions for improving learning

19. actively involve students in developing concepts

20. solicit a variety of questions throughout the lesson that enable higher order thinking
21. actively involve students in critical analysis and/or problem solving

22. monitor students’ involvement during learning tasks

23. adjust teaching and learning activities as needed

24. manage student discipline/behavior

25. involve students in developing higher order thinking skills

26. motivate students to perform to their fullest potential

27. provide a learning environment that accommodates students with special needs

28. improve the academic performance of students, including those with learning
disabilities

29. provide a positive influence on the academic development of students

30. maintain a classroom environment in which students work cooperatively

31. successfully maintain a positive classroom climate
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What is your expected grade in this course (circle one)? F D C B A

(1) How has this course impacted/changed your perspective towards yourself, others, the world,
etc.?

(2) What other areas of your life have impacted/changed your perspective towards yourself,
others, the world, etc.?
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