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ABSTRACT
affective development is considered an impartant

outcome of compensatony programs. This study examines interactions

among program, cognitive; and affective variables over an extended

time period. Affective dimensions considered for measurement include

attitudes toward school, self—concept, achievement potivation, and-

interndl-external ccnt:g)\ Selecting areas for measurement is a

crlthal tagk. Alt ternative measuremen‘ procedures are standardized .

instruments, available research instruments, or specially produced

instruments. Each has inherent problems in a longitudinal study.

Matters of special concern include qufarity of affective change,

comparability of different instruments; trianing of. inexperienced

txaminers, and positive bias of very young students. (Author/DEP)
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I. RATIONALE FOR MEASURING AFFECTIVE DEVELOPMENT .

The primary thrust of all compensatory education programs is to improve the

e o}

O

W
|3 ,

\J cognitive development of participating students. A parallel, but subordinate,
S objective 1s the improvement of students' school-related non cognltlve develop-
L

ment. For example, the Callfornla guidelines for Title I. state ({.

<

.

The @goal of every Title I project shall be to increa$e ‘the o
academic écm;vement level of all eligible project participants

to reflect a normal range énd distributiomn of a:oademio ac'nievemqptf
for the target population as compared 'with the general population.
Enhanc1ng pupil self-image, motlvatlng the pupll to acnleve, -
1mprov1ng his healt‘ and raising hJ.,s aspiration levels are. to be

considered supportive objectives that must be attairded in order #to --

. - .

meet the project goal. ’ .
Thus, while cdgnitiver growth is the basic goal of a Title I project, non-

’ cognitive improvement is viewed as an intervening variable--a precondition

that enhances the likelihood of achieving cognitive growth, and tHat isJ
: R N

"influenced 1in turn by success or failure of achievement in the 'cognitive area.

.

School personnel involved in compensatory pragrams typically express great

~

interest® in the area that 1s\broadly termed "attitude toward school" and that

s . . .
Mos(t compensatory educati pro‘gram descrlptions 1nc1ude a concern with the

i,mprovement: in students' llklnc; €or different aspects of srhool MWOrK, particu-

larly liking for act;lvn:les in readrng and mathematics, (whlcn are the maln

.

areas of concern 1n,compensatc5ry education) .

« ' .
[y N oy

*Paper presented at the AERA Conventlon, ban Francisco, Ca., Aprll 19-23, 1976
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1rkﬂludes a student s feefjgs ahout peers, teachers, instruction, and learning.
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. II. METHODS OF MEASURING AFFECTIVE DEVELOPMENT s

characteristics. "

As part of the Sustaining Effects Stud&, SDC will measure studefts' affettive

development. The longitudinal nature of the study provides an opportunity to

measurée changes in affective behavior that occur-as a student experlenﬁes the

,qumulatlve effects of a compensatory educatlon program. °“SDC will be-concerned

4

with measurlng the extent to wthh a student s affective developmént 1s~
influenced by pazt1c1patlon in a compensatory education program, and the

differential effects on affective behavior of programs with identifiably

* - .

different characteristics. While direct assessment of affective development
would be preferreé,(e.g., through obsgrvation of students), this is precluded
by the size of the sample, the burdenh that would be imposed on students, and
funding-tonstralnts. Thus, the nsasurement tasﬁ must be accq@plished less

directly, through self-report insttumaﬁtsﬂtompleted by students in the study.

i
b ’

=

-

Thére are two methods of obtaining instruments for measuring affective® behavior.
One 1s to use existing instruments, and, the second is to develop new instru-
ments, either by creating new items or by selectlng items from other scales.

Each method has been used in earller studies of compensatory education

D % - .
programs, and each method is accompanied by serious problems.

Fn its evaluation of Follow Through, Stagford’Research Institute has used a
variety of exi1s%1ng instruments. 'Generglly, the results havs pointed to limi-
tations in the discriminating pawer of the 1nstruments and a lack of strOng
reiationshlés wlth program characteristics.

Both the Equality of Eaucationa; Opportunity study énq thé émergenéy School
Aid Act study enployed the technique of embedding affective items within a '

questionnalré completed by students. in both cases, the scales formed by the

items were not successful in distinguishing between programs with different
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In a more narrowly focused study, Educational Testing Service evaluated Com-
pensatory Reading Programs and, having found none of the available ingtruments

adeguate to the study, developed inventories to measure students' attitude&i

- toward reading. Early results indicate that these inventories are capable’pf

distingdlshinglamong different reading prograﬁsli ’

The major problem with using existing instruments has been “that they may not

be approprlate to the needs of a given study. Typically such instruments were
\ .

developed for particular respondents and specific purposes, and their utility

for Sther klnds of respondents is likely tq be limited. The major problem
in d;veloplng rnew instruments for a particular evaluation effort is the time
and expense 1involved in determining the reliability, validity, and other
psychometric properties of test items. « % -

3

III. AREAS OF INTEREST AND CRITERIA FOR SELECTING INSTRUMENT%

. s
InfinVestigatlng the_feasrbllity of using e€xisting instruments or developlng,
new ones in the Sustaining Effects Study, SDC.first i1dentified areas within'
the affective domalﬂ that appeared to be relevant to the evaluation study.
Investigators ldoked for areas of concern to an evaiuatlon of compensatory
education; areas that have been measured 1in previous large-scale evaluation
Studles, and areas that current research has shown to be related to students’
experiences in school. Appllcatlon bf these criteria resulted 1n the selection

v

of "attitude toward school, self-concept " "locus of control and "achaeve-

men; motlvatlon" as the areas with the greatest relevancge to the study. ' e

.

Next, eight criteria for evaluatihg existing instruments were developed and

appl;edfto all instruments that had potential for use in the study. 1In an-

T ipitdal screening of,possible instruments, standard references on affective

measures and the.files at the Center for the Study ‘of Evaluation at UCLA were
examined, and the eight'crlterla were applied to all instruments. From an ' .

.
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original set of over 60 instruments, 12 were judged to be of sufficient merit

to warrant further consideration by SDC, with advice from a panel of experts.
%

The eight criteria were:

N

1. Vvalidity and reliability. There should be information available (in a

manual or in research literature) indicating that the instrument has

*acceptable construct validity and reliability.

Intefpretablllty. Scores generated by the instrument should be easy to

interpret for their underlying affective dimensions and should not require

complicated or awkward interpretations.

Age appropriateness. The instrument should be valid for some or all of

the ages of students in the study.

Administrative ease. Relatively naive examiners (in the case of this

study, public school teachers) should be able to administer the instrument

after limited training. ) | : :

-
v

Scoring ease. Because of the large number of students to be measured, an

instrument should be designed for, or lend itself to, machine scoring

\

procedures.

-

Brief testing time. Because the amount of time available for measuring

>

affective behavior i1s limited in the study, an instrument should not

require extensive time to administer.

Minimal-response bias. Younger students often demonstrate a bias toward '

socially desirable responses, and instruments should be designed to minimize
‘this bias. This can be accomplished by both the manner in which items are

prepared and the type of‘response called for.

.

8. Commonality across grades. Because of the longitudinal nature of the study,

either the same or highly related instruments should be used. In.éartlgular,

instruments érepared.with parallel versions to ehcgggfss different grade

levels were preferred. ¢

»
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As noted earlier, 12 instruments survived the initial screening. These instru-

ments are described here briefly.

AnimanQrackprs'(Adkins and Ballif). In its development form, known as

Gumpgoockies. Measures achievement motivation. Developed for preschoal

and primary-grade students. Requires 30-45 minutes testing time.
* .

M-Scale (Williams). Measures achievement motivation. Developed for upper-

grade students. Doubtful validity. Requires about 10 minutes.

N

Self—Estqém Inventory (Coopersmith). Measures attitude toward self in several

domgins. Developed for upper-grade students; has been used in primary

grades in national studies. Requires about 10 minutes.

Self-Concept of Ability (Brookover). Measures academic self-concept. Devel-

‘oped at secondary-school level, modirfied for use at primary level.

.

“
Requires about 20 minutes.

Children's Self-Concept Scale (Piers-Harris) . Measures concerns children have

. about themselves. Developed for upper-grade students. Requires 15-20

minutes.

Intellectual Achievement Responsibility Questionnaire (Crandall et al.) .

Measures control over, and responsibility for, intellectual-academic ¥

success ang failure. Developed for upper-grade students; has ‘been used’

at primary grades in national studies. Requires 15-20 minutes;

Locus of Control Scale for Children (Nowicki and Strickland). Measures

generalized expectancies for internal versus external control of
reinforcement. Developed for middle and upper grades. Requires about

15 minutes. , —~—

' N, T e,

Children's Locus of Control Scale (Bialer-Cramwell). Measures generalizeé

docus of control. Developed at all elémentary-grade levels. Doub € ful

.

validity. Requires about 15 minutes.

-2

Al




ERIC

Aruitoxt provided by Eic:

_Attitude Toward Reading (ETS). Measures attitude tdward reading instruction

In ..e table that follows, the 12 instruments that survived the original .

'serious concern.

Attitude Toward Learning (Roshal et al.). Measures general attitude toward

learning at school. Developed at upper elementary level. Complicated

response format. Requires about 25 minutes. y

Attitude Toward School (Roshal et al.). Measures attitude toward school in

general. Developed at upper elementary level. Complicated response

format s Requires about 25 minutes.

and réading-related activities. Forms for primary level and upper-grade

level. May induce positive response bias. Requires 20-30 minutes.

Quality of School Life (Epstein and McPartland). Measures satisfaction with
school, commitment to classwork, reactions to teachers. Devéloped for

upper-grade students. Requires about 20 minutes for full scale.

screening are shown, along with an indication of how each instrument fared
with the eight criteria described earlier. An "X" indicates that the
instrument was judged adequate on that criterion, "?" means that there was

some doubt about the instrument for that ¢riterion, while a blank indicates :

v

v
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IV. RECOMMENDATIONS FROM PANEL OF EXPERTS

»

A panel of experts on measuring affective behavior was convened to make recom-
mendations to SDC. The panel met at SDC on Septembei 16-11, 1975, and con-

sisted of:

Dr. Joyce Epstein, Center for '‘Social Organization of Schools,
Johns Hopkins University

Dr. John Kitsuse, Department of Sbciology, University of California,
Santa Cruz

Dr. Melvin Seeman, Department of Sociology, University of California,
. Los Angeles

Dr. James Vasquez, Far West Laboratory -for Educatlonal Research . i
and Development : :

-

vuring the two-day meeting, the panel discussed issues related to the measure-
(\ment of affective behavior in the Sustaining Effects/Study, examined instruments

designed to assess affective behavior, and developed a set of recommendations

for the SDC staff. The major.rgcommendations were:

[y

- \A
1. Use available instruments rather than develop new ones. The panel felt
: that while existing lnstruments all‘suffered from some shortcomlngs, they were
" undoubtedly superior to any that could be developed by SDC in ‘the brief time

pzﬁﬁr to data collection.,
Y

' . *
2. Read all instruMente ko all students, in recogniti”/\gf the obvious fact
that the intent is to assess affective dfﬁensions wiggztt contaminat%on by
reading ability. While most instruments are intended to be read by}the
. respondent if the respondentX\as completed third grade, the panel felt that

many upper-grade students would, lack*sufficient skills té handle the reading

. \ :
tasks required; this can be overcome by ﬁav1ng instruments read to all students
€ . ~

regardless of grade level. «

ERIC -

P e
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3. Measure affective behavior be%ore measuring cognitive behavior. In cén-
sidering the total testing schedule for students in the Sustaining Effects
Study, the panel strongly urged that affective instruments be administered
prior to cognitive instruments (i.e., méthe&étics and reading achievement
tests and measures of functional literacy). The panel felt that students'
attitudes would be strongly influenced by immediate occurrences, and that if
the affective instruments were administered late in the week of testing,
students might express negative views that would not be truly characteristic

of them but rather would be in fésponse to the (potentially frustrating)

achievement test experiences.

4. - Measure students' sense of chanje over tlme._'The panel suggested that a
valuable addition to the assessment of affective behavior would be the use of
i£qms.that asked‘ﬁhe'student to indicate the ektent to which the student was
aware of improvement in his skidls and %hanges in his feelings and attitudes.
In.proposing this addition, the panel noted that the longitudinal nature of
the study included the repeated measurement of students' affective behaﬁior
and allowed fgr the actudl consideration of change over time. However, the
panel suggested that a particuldrly usefdl piec? ‘of information would be the
student's own awareness of that change. The panel suggested the develobment
of additional items that would indicaté the extent to which a student recog-
nized that his skills 1q,read1ng ard mathepatiCs had impreved, and that his
feelings about himself ih the school &etting ﬁéd altered with the éassage_.

of time and the experiencing of certain €ducational activities.
4 A

V. ' INSTRUMENT TQ BE USED IN THE STUDY i
\

*

_ Following the’ panel meeting, members of the SDC staff met with personrrel from

USOE to formalize decisions about measuring affective development. The most’
critical decision, based on the panel's concern with the adeguacy of the
recommended instruments, was that the study should focus primarily on the

measurement of attithdes toward mathematics and reading. 1Inasmuch as the

l\

~
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principal objective of compensatérx education programs is to improve skills

. in reading and mathematics, it was judged most appropriate for the'Sustaining
Effects Study to be especially concefngd with students' attitudes toward those
two curricular areas. Given this decision, a search was instituted to locate

the best existing instrument for attitudes toward mathematics and reading.

"
.

The search resulted in the selgction*of the "Survey of School Attitudes"
(Harcourt Brace Jovanovich, 1975) foxf use in .the study. This instrument has
‘been recently developed and released, and is ideally guited to the needs of '
the §ust§ining Effects Study. The "Survey of School Atti;yé%g" (SSA{ is S
adés%%ned_to\megsure §tudent reactioné ?o‘reading and bther language arts, )
. maghematics, science, and social studies. Students indicate whether they likg,

dislike, or are neutral toward differenmt activities in each curricular area.

The.Survey can bg'used‘;n group administration settiggs by a claSsroom teacher.

There' are two lévels of the Sﬁ;vey: Priyary (grades 1-3) and Intermediate

(grades 4-8). ﬁb(,the two scales qf interest in the Sustaining Effects'Study,

the following substaﬁ%ive topics are included:

+

Readiné and other language arts: re!§2ng, warking with words and .

‘ -

sounds, writing, speaking, listening.

Mathematics: concepts '(of numeration, sets, étc.), computation,

geometry and measurement, probleh solving, charts and graphs.

\

The SSA was standardized in 1973 on a sample of 13,500 students in grades one ;

through eight. Twelve school systems in 10 sta;es'participated in the

% »

standardization. The standardization sample was highly similar to the

-~

nation's population, ag indicated by 1970 census\data,)on the following

dimensions: geographic region, socioceconomic variables, minority population,

and community stze-.

ERIC - .
. 4
P o v d - )

' v .




11

.

~ e

~

, . L
Item analyses of the mathematics and reading scales yielded the fo}fowing:

- -/ b

Median Item-Scale Correlations (All Grades Comb,j.ﬂéd) oy W"\”
- ’ i ,’ Reading Mathematics! \N\
Form A, Reading .54 .37 .
Form A, Mathematics - .42 .57 .
Form B, Reading : .56 . - .38 A\
Form B, Mathematics .41 . ' .57 )
- §
Reading-Mathematics Corrxelations
Form A Form B '
Primary Level .69’ v .69
Intepediate Level .43 . .44 .
s 7/
These data demonstrate that items coerrelated considerably higher with their
N { . i
> owh scale than with the other scale, tand, that there is some degree of ,
commonality in the measurement of attitudes toward reading and towards
mathematics. v . o
. - B
9-\\" v ‘ N -
Reliabilities of the instrument‘ were determined both by Cronbach's CoefficientN. '
Alpha procedure and by test-retest with alternate forms over a l0-day interval.
Results are summarized below: ‘ »
- ; - . .
AN \ .
< «
. . ‘ .
» ‘ :
. ¢ |

Q ’ ‘ . ' . J | .
ERIC ‘ ’ : : o l
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Test Form

Alpha Coefficients

\ Primary Reading
.Primary Math
" Intermediate Reading

Intermediate Math 1 .
‘ |

Khese reliability estimates indicate that the
A

SSA yields reasonably stable

* Primary Reaqing, Form A o s .81 '
\ Primary Réading, Form B | ' .83
’ \ Primary Math, Form A | .85 ‘
’ -~ Pfimafy Math, Form B .85
) I%Fermediate Reading, Form A .84
. Intermediate Reading, Form B .82° -
-;§§\\%.' * Ihterpediate Math,wForm A % : .92 \
) ' IntTrmediate Math, Form B ) .90 ) 3 \
\ . . | .
i .
Scale ‘ ! Pest-Retest Coefficients

.65 .
.65

oD

A

v

h -

sScores.
4

] . N A
Validity of the instrument was approached from several directions. To find ( .
out whether the instrument acfﬁally measures stﬁdent ach&euement, correlations
between SSA storés and achievement test scores were computed. They.seldom
exceeded .30, leading éo the conclusion that the SSA"measures. something
different from achievement, and is not overly influenced by achievement. To

- find out whether studeﬁts respond in socially-desirable directioné? ér to

please &he teacher, scale intercorrelations were inspected to see if they »

L3

exceeded scale reliabilities (they did not), and teachers were asked whether «

they felt students responded honestly (they did)., These_resﬁlts point to a

-

lack 'of response bias. Finally, construct vaiidity was approachled through a

series of factor analyses, which showed the SSA to measure_ separate attitude
dimensions. - . o ’ )

. »

O
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To consider minority-group Goncerns, a substudy was conducted in which minority
o . , i

and norf-minority students' scores were compared. The two groups produc®™i

N L4
comparable results for -both reading and mathematics scales, and on both primary
and intermediate levels.

.
-

Each item of the SSA contains a picture of an activity related to a curricular

area, and@has an accompanying statement describing the picture. At the Primary

- level the statements are, to be read by the exaﬁinef; at the Intermediate level

the statements are also printed on the item. .The response options are three

4 N . . . . . . 4
faces, one smiling, one frowning, and one neutral. By marking ‘the smiling

face, the student indicates liking for the activity; marking the frowning _ _ -

face indicates dislike for the act1v1ty, and the neutral face means the
student is mot sure how he or she feels about ‘the activity.
. .. 1 -

- ~

Some modifications of the existing instrument were made for this study. Siﬁce

science and social studies are not relevant, those scales were ellmlnated

~a

Scales for reading and mathematics were extended by comblnlng items from the

alternate forms of the Survey. The two scales contain 20 items, whlch should

be sufficient to assessﬂgianges that take place during the five years of data
8 ]

collection in the study.

In addition, new 1tems were added to the 1nstrument to ‘create scales “that i

measure the following: attitude toward school in general self-concept in

the school settlnq, and students' sense of‘change in thglr own affective

behavior over time. These additional items are descrlbed in detall later in

v

The new items, ‘along with the exten51on of the readlng and
mathematlcs subscales, make the length of the total 1nstrument about the

'same as the original 8SA wmth all four subscales.

hl ~




SR Bt 3T w W SRR i RS g TSR WA g At e T

AT A T NN il i i, g ¥l
= . . v
- . 7 I , 4 - . L
A h- [ - . / [
- B v '
.

o ’ b - )
. 14 :
y -The Student Affective Mdasures for thé_ Sustaining Effects Study have two
. levels: a Primary version~ for grades 1-3 and an Intermediate version for
’ grades 4-9. Each version contains 56 items, as follows:
- . . o . . ) Rumber of Items’
. . . i . : . : : ] F .
. - . ( A Primary Intermediate
READING’/LQNGUA)GE ARTS . . . . .
Beading ‘ . .o o //““4‘ 7. o5
(; Working With Words . : et T8 “ 7
- . g = " .
~ Writing o S e bR ¢ 2
K Speaking . 1 2
Listening : ‘ . 2 2 1 )
Other Related Activities' N 3 - 3
‘ MATHEMATICS - ' L e o
PR - , ) . i % t
L - . . . Concepts of Numeration, Sets, etc. T 9 : 9
. »'Computation ‘ . - R . .8 . 4 -
Geometry and Measurement . _ . 4 3
Problem Solving . c- . 1 i 2
Charts and Graphs 0 ——1
s . 4 ¥
SCHOOL IN GENERAL ' 4 . ‘4
* SELF~-COYCEPT IN SCHOOL ' 4 ' 4
" CHANGE OVER TIXE )
‘ School in General .2 2
Self-Concept J .2 2
Mathematics ‘ 2 2
o L Reading - 2 . 2
! . ’ I A e e
& 'I‘O'I‘AI_, 56 56
<
Lo L
& . {3 -
L 1 .) V )
’ . 4
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The 20 items for the scale on attitude toward mathemat%gs d the 20 iéems
for the reading attitude scale were obtained by using all 15 items from

FPorm A and ffve 1tems fromt Form B. Items chosen from Form B are t@ose

that bear the least‘resemblance to 1tems 1n Form A, to minimize thg extent
to which students will feel that they have alkready answéred an item. . Reading

and mathematics i1tems alternate;, somewhat reducing the developmené of response

set by students. 4

04

i

>
oo

To measure attitude toward school in general, fowur items from the satisfact;ph—

<

with-school scale of the "Quality of School Life" inventory are uséd.

The four.

items‘reflect attitudes that are not tied td subject-matter §rea%, adults ¥n.
school, or other students, but rather deal with school and class in a general
manner. Tne items were modified to”éllow them to flt‘a‘resgonse pattern of
"Yés,"’"Not Sure," and "No," using tne same three faces‘thét‘éppear in the
reading and mathematics scales. Also, i1tems cast in the negative were changed
to the positive to ellmlnqte.dlfficultles students'have:respénding to negative

4

items (does one answexr "Yes" or "No" to the staﬁgment; "I da not like school

very much"?). The 1tems are:
[A

I enjoy the work I do in class.

School work 1s very interesting. . - v
I like school very much. v ‘

I am happy when I'am at schooléégf'
%

L
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Self-concept in school 1s assessed by four items $elected from existing selfr

concept scales (Piers-Harris "Children's Self-Concept Scale™ and Sears "Self-
Concept Inventory") and modified ,to use the same response pattern ("Yes,""
"Not*Sure," "No"). The particular items chosen Tefer specifically to the

] - . . N
student in the school setting/.rather, than bheind related to self-concept 1in

broader contexts such as home or play. The items are:
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- I can think up answers to queétions.
. I like’to learn about new things.
. I am good in my school work.

I can lea§n thangs quickly.

. 5

The eight items qﬁ‘surlng the student's sense of change over time in his

affeetive behavior were prepared following guldeflhes suggested by the expert
panel. They, too, wWere written to use the response mode described above. The

items are: - . -

I like reading more than I used to.

I do better work in readixg gpan I used to:

I like mathematics more than I used to.

I do,better work in mathematics than I used .to.

School work 1s more interesting than 1t used to be.
LI '

.

I like school more-than I used to.

’

I am g better student than I used to be.

I like my schooléwork more than I used to.

- - " ~

4 .
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A careful examination of existing locus-bf-@ontrol sgales failed to uncover

¢

a reasonable ‘set of items that could be included in the affective measures

instrument for Ehe.5usta1n1ng Effects Study. The better scales (e.g., the
) o
Crandall et al. "Intellectual Achrievement Responsibility Questionnaire") are

,

cast in the form of an outcome for which the respondent is to choose one of

two possible causes. For example: "If something is easy to,learn at school,

it is because (a) you pay attention, (b) the teacher gives you lots of help."

¢

Using items of this type would require a change in the instrument's response
format, addlng to the time needed for admunistration. In addition, younger ’
students may experience difficulty in responding accurately®to such 1items.

.On the other hand, locus—of-control.ltems cast in the "yes-no™ format (e.qg.,

"When I do good work in class it is because I am lucky") are not the best

‘indicators of internal-external locus of control.

*
k4
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VI. SPECIAL CONCERNS IN A LONGITUDINAL STUDY

*

In the Sustaining Effects Study, SDC will address the usual matters in the
assessment of afféctlve development, such as va;;éity, reliability, response
bias, item discrimination, scale gualities, and adm;nistrator capability. But
in a longitudinal study there are a number of unique questions requiring

attention. Three particular ones have been identified at present.

» ' =
The first concerns the linearity of affective development. Do students'

atZIZEasgr syelop as a c&ptlnuous process yn essentially equal increments, or
, 1s that developmeént characterized by discontinujties with marked plateaus

rand peaks? The st&é?l§ twice-a-year testing schedule of the same students .
for a number of years sﬁopld provide information relevant to this question,
but care must be exercised in analyzing results to guard against drawing con-
clusions based on fortultous nappenings that are not,réflective of the actual

i development of affecrtive behavior. : .

- IS

=

A second concern 15 with the use of repeated ﬁeasurements with the same instru-
ments.® While  the scales for attitudes toward reading and mathematics are

ﬁade up of different 1tems 1n the primary and intermediate versions they are
extremely siralar, and i1dentical 1tems are used in both versions for scales

of attitude toward school, self-concept, and serise of change i1n attitudes. oo
It is possible for a.student entering thé study. in the fourth grade and tested

for five years to gespond to tne same’items ten times. What will be bred-by 2.
sucﬂ an occurrence: cbntempt, ihdlfferenge, borédom, ffustration? Wi1ll sheer
familiarity result in students responding 1n ways that are not representative

of their true ettitudes2 Data on intra-indivadual responses must be inspected

t& cast .light on this issue, and 1t 1s likely that specidl observations of

testing sessions will be carried out to collect anecdotal information on
’étudent behavior during administrations of the Student Affective Measures.

, @

’

Aruitoxt provided by Eric
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The third i1ssue concernsthe interrelationships among program, cognitive,
and affective variablef. The essential questions are, do program character-
istics Znfluence simuitaneously both cognitive and affective development,

does cogmitive devel%g@ent influence affective development, or does affective

| e~ development prod“ce'chagggg\ln cagnitive development? Valid arguments have

U N~

\hegn offered for all three positions, and a critical .analytic 1s$ue in this

study will ke to tease out conclusions related to the interactions among
\
different-variables. Should the longitudinal results clearly point to a
-t
particular statement about the interdependence of program characteristics,

affective change?i and cognitive growth, this statement would have important

policy 1mp%kga:iﬁﬁ3“§o&miuég£e program specifications,
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