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Abstract
The financial markets have been in a state of chaas number of years. Some of the
chaos was attributed to appraisers bending undsthizal pressure exerted by lenders.
The purpose of this study was to explore whethalevad instruction affected appraiser
morality when participating in a Uniform Standaafdrofessional Appraisal Practice
(USPAP) course, as measured by Rest’s Definingts3iest (DIT-2). The research
guestion examined the difference between the effiethe morality schema of
continuing appraisal students taking the 7-hour AISEE course online versus students
taking the course in a face-to-face environmene f@search consisted of administering
the DIT-2 before the USPAP course as a baselirtetrean again after the USPAP course
to determine if there was a difference in moralank. Eight online and 11 face-to-face
students completed pre and post DIT-2. MANCOVAedeiined that there was no
significant difference in the post instruction DZTscores between face-to-face and
online instruction, controlling for pre instructi@core. Further study is recommended
with larger sample size and multiple online anckfsmface classes. The results of this
research resulted in recommendations to create BSPArses with ethics components
(Appraise Your Ethics). Such courses can be omirface-to-face. The conclusions of
this study could lead to enhancements in the desigdelivery of the USPAP course,
resulting in a positive social change of enhanggaaser morality and a reduction in

unethical behaviors.



Impact of Online versus Face-to-Face Instructioppraisal Students’ Morality Levels

by

Sam Martin

M.A., University of lllinois, Chicago, 1983

B.S., Loyola University of Chicago, 1975

Dissertation Submitted in Partial Fulfillment
of the Requirements for the Degree of
Doctor of Philosophy

Education

Walden University

December 2014



Dedication

| would like to thank my wonderful wife, Prescilaithout whose patience and
understanding this project would never have beesipte. She is my inspiration, the
shining light that illuminates the path we share.

Learning is often thought to be a one-way stregtib fact, | have learned as
much from my daughter, Jamie and son, Phil asliaeg learned from me. They are my
inspiration to be a proper role model. My son-iw-lAimmy has been a magnificent
addition to the family, such that we have losttitie “in-law.” He has also inspired me
to finish the dissertation. And Julia, my wondeffitdt granddaughter, who is the jewel
of my eye, has renewed my vigor and propelled nyete the finish line.

| would be the poorer for their absence. This doentnms the result of their belief

in me and the importance of my work.



Acknowledgments

| would like to thank Tim Green for his inestimalplatience and support. | would
never have finished the dissertation without him.

Evelyn Johnson helped tremendously with the metloggoused in my research.

Bud Hunsucker of Cengage Learning provided invdkiabpport and access to a
student population that was the basis of my rekearc

Additionally, the wonderful servers and managerhatSchaumburg, lllinois
Applebee’s have provided encouragement and suppdrprogressed through the PhD
program making the process easier. The list of &Bptidies is too long, and too many
would be missed in the telling. But you are theeghat kept this project together.

This acknowledgement would be incomplete withouhtio@ing the late Hal
London. A great friend and comrade, Hal was a wdntleeacher in the old world sense
of the word. You will be sorely missed my friend.

My mentor the late Charles Reed at the Univerditylinois, Chicago taught me
all that I know about having confidence in myseladdemically. Without Professor Reed,
| would not have learned how to apply critical #img skills to writing and reviewing.

Others who have provided support and encourageimentie: Charles Detert,
Larry Keefer, Deb Long, and George 1zzo.

A special word of thanks to my study-buddy Lauriert€. Thanks for sharing the

path.



Table of Contents

LiSt Of APPENUICES ....eiiiii ettt e e e e e e e e eeees v
LISt OF TADIES ...t e e e e e e e Vi
Chapter 1: Introduction t0 the StUAY........ccoooeiiiiiiiii e 1
[ F2T0d (o [ {11 [ AP 1
Background of the Study ... 2
Problem StatemMeNt........ oo 4
PUIPOSE Of the STUAY ....oevieiiiiiiii et 6
NAtUre Of the STUAY ....eveeiiiiiie e 7
Research Question and HYpPOthESES .........u i 7
Research QUESHION L ..o e e e e e e e e 8
NUITHYPOTNESIS 1 .. 8
Alternative HYPONESIS L......cooiiiiiieieii ettt e e e e e e e e e e e e eeeeeeeeeeennnnnneenees 8
TREOIELICAl BASE.....cceieieieieiee ettt as 9
DefiNitioN Of TEIMS....coiiiiiiiiiiiiii ettt e e e e e e e e e e e e e e eeeeeeeeeeeeesnnnnes 12
ASSUMIPTIONS ..ttt ettt e e e e ettt bbb s e e e e e e e e e e e aaeeeeeeeeanneeeeeeeensnnnnnnns 14
[T T = Lo 1P UURRPPPPPPPPPPRRTRTRR 15
DeliMITALIONS ...t e e e e e e e e e et et e e e e 15
Significance of the StUAY .......ccooo i 16
SUMIMABIY ..ottt e e eeeae et e e e e e ee et e e e e ees st e e e eeessanaaaaaaeaeeennnnnaaeaaenes 17
Chapter 2: Literature REVIEW........ccooui it eeeeeeeeeeeeeeenanaes 19
T goTo (3 Tox 1 o] o ISP 19
Stages of Moral DeVelOPMENT ............. .. ettt e e e e e e e e e eeeeeeeeeeeenenneeeee 20



Kohlberg's Stages of Moral Development ..o 20

Rest’'s Expansion of Kohlberg’s Theory and Developthaé the DIT....................... 22
The Social-Cognitive Conception of Moral Identity................cceeiiiiieneeeiiiiiiiiiiiinnns 25
Tactics of Moral DiSEeNQgAgEMENT .............uummmmmeerrnniiaareeeeeeeeeeeeeeeeeeeeeerenenaaaaeann 27
EthIiCS INSIIUCTION ...ttt e e e e e e e e e e e e e e eeeeeeenenes 36
o To (3 ok 1 o] o I 36
Casuistry in Ethics EQUCAtION ...........oooiiiiiiiiiic e 38
Methodologies Can Be Useful Across Different Preif@ss................cccccnee. 43
Case Studies Are Useful for Inductive Learners............ceeuvvvvvveiiiiiiineeeeeeeeeeen. 45
Lecture in EthiCS EAUCALION .........uuuiiiiieeeeecceeeeeeeee e e e e e 48
Media/TV in EthiCS EAUCALION..........uuiiiiiiici e 49
Online Learning in Ethics EQUCAtION...........ccceeiiiiiiiiiiiiic e 51
Using Activities in EthicS EAUCAION ........ouueiiiiiieiececee e 54
Using Examples or Conduct in Ethics Education.................uuuvveiiiiiinniieeeeeeeenn. 58.
Using Literature in EthiCS EAUCAtION ..o 59
SUMIMABIY ..ttt e e eeeae et e e e e e eee b e e e e eesaba e eeeeeesanaaaaeaeaeeennnnnaaaaaenes 60
NO Significant DIffErENCE .........uuuiiiiiieeeee s 60
Chapter 3: Research Method......... ..o oo 64
T goTo [FTox 1 o] o ISR 64
Research QUESTION L ... e e e e e e e 64
Research Design and APProach ... 65
Setting and SAMPIE ..o 66
(D= 1= W @0 ]| [=Tox 1o o P UURUPPPPPPUUPPPPRRN 71



Dz L B g o1 T 72

Summary of Methodology .........coeuviiiiiiiiimmm e 75
Chapter 4: RESUILS ... e+ttt e e e e e e e e e e e e eeeeaaeeeeeeeeesnnnnnes 76
T goTo (3 ox 1 o] o ISP 76
Research Question and HYPOthESES .........ccaeirieriiiiiicii s 76
NUITHYPOTNESIS 1 .. s 77
Alternative HYPOtNESIS L......coooiiiiiiiiitt ettt e e e e e e e e eeeeeeeeeeeeeees 77
(D= 1= W @ o] | [=Tox 1o o PSSR PRUPUPPRRRN 77
TIME FramI@ ..ot e e e e e e e e e e e e e 77
Discrepancies in Data Collection from Chapter.3..........ccccceeiiiiiiiiiiiiieieeeeeee, 77
Baseline Descriptive and Demographic Charactesistiche Sample................ 77
RESUIS .. et e a e e e e e e 79
Analysis of Research QUESHION 1 ........coiiiiiiiiiiiiii e 79
SUMMANY Of FINAINGS ... e e e e e e eeeeeeerennees 84
Chapter 5: Discussion, Conclusions, and Recommemdat...............cccevviieeereeiiinineennn. 85
Purpose and Nature oOf the STUAY ... eeeeeeiiiiiiiiii e eeeee e 85
[C=3 Y 1o [T o [P 85
Interpretation of FINAINGS .....ooooi oo 86
Context of the Literature: No Significant Differen(NSD)...............ccccevvvrrrnnnns 86
Interpretation of the Findings in the Context af ttheoretical Framework............... 87
Limitations of the Study ... 89
RECOMMENUALIONS ... e e e e e e e e e e e 89



Context of the Literature: Methods of Instructionaf Might be Used Going

110107122 1 {0 BSOS P PP PPPPPPPPPP 91
CASUISTIY ittt ettt e e e e oo e e e e e e e e e e e e eee et tnnnnneeeennrnnnnnnn 92
ONlINE LEAINNING ..ceiieiiiiiiiiieie e ettt e e e e e e e e e e e eeeeeae s bennnnsesennnns 93
ACTIVITIES ..ottt e e e e e e e e e e e eeeaee e s e e 94
EXampPleS/CONAUCT ..........ooeiiiiiiiii i ee e e e e 95
Usage of Pedagogical Tools in Ethics Instruction..............cccccoeeiiiiiiiiiiniiennnnn, 95

] o] or=1 1 o] 1S SRR 96
Positive SOCIal Change .........ooiiiiiii e s 96
Sharng RESUILS ..uueeiiii e 97
Appraise Your Ethics (AYE) as an Ethics Assessment...........cccceevvvvvvvennnnnnn. 98
TesStiNg fOr MOTality ........uuueeeiiiiis e eeaeees 99

CONCIUSION ...t ettt ettt e e e e e e e e e e e e s e s smnn e e e e e e e aeeeeas 100

REIEIEINCES ...t ettt e e e e e e e e e e e e e e e et e e e e e e aeeeens 102

Appendix A: Letter of Introduction to the Study..........ccoooriiiiiiiiiiiiii e, 118

Appendix B: Permission Letter for Using DIT-2 ..o 120

AppendixX C: SAMPIE DIT-2 ...ttt e e e e e e e e e e e ee e e eeeeeeeeeeeee 121

Appendix D: CONSENE FOIMM ...uuueiiiiiiieee e ee e e e e eeeeeees 129

Appendix E: SurveyMonkey DiSSertation SUINVEY o c.......ueueeiiiiiiiieeeeeeeeieeeeeeiiiiies 130



m o o w »

List of Appendices

Appendix A: Letter of Introduction to the Study..........ccooovviiiiiiiiiiiiiiiiie. 118
Appendix B: Permission Letter for Using DIT-2 .........ccooovvviviviiiiiiiciiieee e, 120
Appendix C: SAMPIE DIT-2 ... 121
Appendix D: CoNSENt FOM ......uuuiiiiiii e e e 129
Appendix E: SurveyMonkey DiSsertation SUINVeY ccccc.....ceeerieeeeeeeiiieeiieeeinns 130



List of Tables

. Frequency and Percent Statistics of PartiCipantS...........ccccoeveeiiieiiiiiiiiieeieiinnns 67
. Demography of PartiCipants ................uicccceeeeereeeeeeeeeiiiesse e e e e e e e eneeeas 78
. Descriptive Statistics of the Dependent Variable£bntrol and Experimental
L] (0] U] 01 ORI 80
Model Summary of MANCOVA ANAIYSIS.........cooiemmmeeeeeeiiiiiiiiiena e 81

. Skewness and Kurtosis Statistics of the Dependanables by Control and
EXperimental GrOUPS ......covviuiiieiiiiie et e 83

Vi



Chapter 1: Introduction to the Study
Background

The chaotic nature of the financial markets has la¢&ibuted to multiple
sources, including financial fraud (Hake, 2005)esfionable business ethics (Tsalikis,
2011), mortgage fraud (Frieden, 2004; Hagopian@9)%and failures by accountants to
act ethically themselves or to report the unetheddavior of others (Malone, 2006). In
addition, appraisers have been held partially nesipde for the complex conditions that
led to the economic downturn of the early 20009 essult of both passive and active
complicity in inflating the housing market. Appsars were significant players in the
inflation of the housing markets because apprasersonsidered the experts in
valuation and, as such, are gatekeepers for thent€ money. Appraisers’ ability to
assess pricing accurately and in ways that reffftecket conditions are a vital element of
a balanced housing economy (Martin, 2010).

The failure of appraisers to function ethically ardponsibly amid pressure to
inflate the housing market had significant consegase including the origination of
inflated mortgages which led to upside-down bornenadter the housing crash
(American Public Media, 2011). Thus, understandiggfactors that led to such
breaches in moral conduct can help to explain l@hbusing crisis of the early 2000s
began, and can also help to avoid such situatiotigei future. Callahan (2004)
suggested the pressure to succeed has culminasecheating culture, and that ethics is
losing ground in a market-driven economy; morastg fading influence within the

modern marketplace.



Bandura (2001) and Detert, Trevino, and Sweitz8082 described deviation
from moral behavior as a disengagement from cognitiorality, in essence, a
perpetrator’'s excuse for behaving poorly. Thigdgagement is the influence to support
stronger moral behaviors. The premise of thisystuas if appraisers’ morality could be
positively affected and appraisers could re-engatecognitive morality, adherence to
appraisal codes of ethics would be enhanced. déithancement would have a positive
impact on the economy through the reduction ofdrand reduced financial losses to
lenders and borrowers due to foreclosures. Thidystought to discern if there was a
difference between online versus face-to-face vetetions that might influence appraiser
morality for the better.

Background of the Study

Currently, appraisers take a Uniform Standardsrofd3sional Appraisal Practice
(USPAP) 15-hour prelicensing course to become $iedn Appraisers must then take a
7-hour USPAP Update Continuing Education (CE) ceesery renewal cycle to
maintain their appraisal license. While the USRABrse, designed and promulgated by
The Appraisal Foundation (TAF), contains some pedaglly-sound components such
as multiple choice assessments and case studisspfitbe course is devoted to the
passive presentation of facts and rules. Furthexmbe USPAP course lacks a module
that focuses specifically on ethics and ethicaklvedr. Additional concerns include
whether there is a difference in ethical outcomesriline versus grounded USPAP
courses because several appraisal courses arediifiean online environment now.

If students demonstrate enhanced morality levéds ahgaging in the current

USPAP instruction, then USPAP is doing the jobnésnded. If students do not



demonstrate enhanced morality levels, the questiorains if the method of delivery
affects morality levels. The solution that bestamtes morality in prospective appraisers
is a solution (a) enhances morality levels, (b)Ydpices appraisers with higher morality,
and (c) would best reduce fraud and other immaghhbiors that have a negative impact
on the U.S. economy (Frieden, 2004; Hagopiana, Y1988 overriding consideration is
whether USPAP can be delivered effectively in alinerenvironment.

There is a gap in the literature regarding whestiedent morality can be affected
by engagement in an online teaching and learningarmment; more specifically, the
gap this research focused on was whether USPARmidnorality can be enhanced by
being taught at a distance versus face-to-face widrk of 1zzo (2000a) has shown there
is a direct relationship between cognitive moralalepment, as promulgated by
Kohlberg, and success in real estate sales. Forthe, 1zzo (2000b) disputed the
contention that compulsory ethics education affeatespersons’ cognitive moral
development. The use of interactive cases, howeesrpositively influenced moral
development of real estate salespeople (I1zzo, loadg& Vitell, 2006). 1zzo’s work
informed the current study, but it did not expanitt inon-agents, that is, those who do
not have a client—agent relationship, such as s&®®g 1zzo et al (2006) also did not
address the issue of teaching ethics online vdesgsto-face. 1zzo and Vitell (2003)
also showed professional training could positiveipact cognitive moral development
and industry-specific moral reasoning. Profesdiedacation also affects tenure and
income level. Jonassen et al (2009) demonstrapesiéive correlation between the
usage of case studies and the satisfaction of A@&rmerly the Accreditation Board of

Engineering and Technology) criteria. Case stuldée® been shown to be effective



4

tools in ethics education across professions. #fih(2010) stated professional ethics
can even be taught by non-ethics instructors inerdr{non-ethics) courses. In cost-
accounting courses, accounting instructors wittiommal ethics instruction were able to
utilize ethics materials such as case studies Hadtieely impact student moral
reasoning as long as the ethics materials arertiedhe grading system. These results
are significant to appraisal as it could mean stnidated materials can be designed and
used by appraisal instructors, even if appraishirctors have no formal ethics training.

The present research consisted of administeringd®es (1977) Defining Issues
Test (DIT) before the USPAP course as a baselmgkileen again after the USPAP
course to determine if there is a change in mardbok pre- and post-USPAP course.
Recommendations were made to the agency that @zts8PAP (the Appraisal
Foundation) based upon the results of this researble DIT was administered to
participants taking the 7-hour USPAP continuingadion course to see what impact
USPAP has on experienced appraisers. The assumvpdi®if morality can be
influenced in distance appraisal students, morabiyld be influenced in distance
students in other professions. The results othdy may be generalizable across
professions for the betterment of society.

Problem Statement

Reports of appraisers committing fraud have fostareenvironment of bank and
public distrust of appraisers (Vanek Smith, 201The client—appraiser dynamic can
harm the public if the client places pressure @dppraiser thit numbersor otherwise
misstate facts in the appraisal report (The NatiQ@mmunity Reinvestment Coalition,

2005). Itis important to understand appraiseegision-making process with regard to



their relationship with clients and the rationateppraisers to succumb to client
pressure. Related professionals, such as assdssifrgals, have been alerted to the
issue of illicit real estate transactions. Theriahelps protect the appraisal profession
and the public (Hagopiana, 1999).

This environment resulted in the passage of variederal and state laws to
control the relationship between appraisers anid thients in an effort to protect the
public. One such law is the Dodd—Frank Wall StRetorm and Consumer Protection
Act of 2010, commonly referred to as Dodd—Frankygof Representatives, 2010).
The Dodd—-Frank law purports to separate depositstitutions from risky endeavors by
the creation of firewalls (Omarova, 2011). Doddatk also created a barrier between
the client and the appraiser to prevent the subgrof the appraisal process and the
diminishment of appraiser neutrality (House of Rspntatives, 2010).

Although legislation offers an additional layerrefjulation that can help avoid
conflicts of interest and corruption, the law aldais to address the core issue that leads
to negative behaviors among appraisal professiondie disengagement of these
professionals from the moral and ethical foundatioftheir work is the root cause of
this issue (Baker, Detert, & Trevino, 2006). Begaxternal regulations, appraisers must
re-engage with their own cognitive morality. Tdeldhere has been little consideration
of how to make that happen. The mandated traiantgcontinuing education required of
appraisers through the USPAP course provides aortyppty to explore the
effectiveness of the infusion of ethical principiet the curriculum, and to find out how

such instruction might support ethical thinking dathaviors.



Purpose of the Study

The purpose of this study was to explore whethedlerad instruction affects
appraisers’ morality when they participate in a B8Rourse, as measured by Rest’'s
DIT. Rest et al (1977) were not explicit regardthg similarity between the terreghics
andmorality. However, according to Elliot (2009), the terrhies is often used
synonymously with the term moral. As stated byodEIFThe word ‘moral’ is
synonymous with ‘ethical’: The words have almosntical classical meanings. The
word moral is from the Latimoreswhich means custom, as in, how people customarily
behave. The word ethics is from the Gre#kkoswhich also refers to behaviors we
expect. Based on this definition, in this study,distinction was made between these
two terms.

A pretest/posttest analysis was used to deterrhmefficaciousness of the online
USPAP courses and the impact on appraisal mo&gt et al., 1977). Some
participants completed the DIT, the online USPARrse, and the DIT again; other
participants completed the face-to-face USPAP &uiiese two groups were
compared to gain insights into the differencesutcomes between those who
participated online and those who did not. The Bxi@ the translation of DIT scores
were analyzed with respect to Kohlberg’'s (Restjdlu& Kohlberg, 1969) moral
development stages.

Ethical behavior is of paramount importance in apgars who evaluate real
estate to be used as collateral for real estatesloBillions of dollars of lender money is
at risk if appraisals are faulty. Massive lossa&gehbeen recorded in the lending industry.

Much of this loss is attributed to a downturn ie tieal estate market (Frieden, 2004;
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Hagopiana, 1999). Yet, a considerable amountisfitiss is attributed to lender pressure
placed on appraisers and fraud. If appraisersxgected to just say no to bribes and
other illicit inducements, many appraisers mayb®tp to the challenge (Mortgage
Fraud Blog, 2006).
Nature of the Study

This study used a quantitative, quasi-experimeartiest/posttest nonequivalent
control group design (Gravetter & Forzano, 20123tamine the relationship between
taking the online versus face-to-face 7-hour onl¥8PAP course and student morality
levels. The results of this study add to the boldknowledge of ethics instruction,
appraisal fraud, and business fraud, as well asstiyating the No Significant Difference
(NSD) phenomenon (Donavant, 2009). If the USPAlR®® can be improved, the
Appraisal Foundation can use the results of thidysto inform such changes. The
precise methodology and theoretical basis for ésearch are discussed in more detail in
Chapter 3.

Research Question and Hypotheses

The impact that taking the USPAP course had omibiality level of students in
an online or face-to-face environment was exploréde results of the study affect the
future course design of USPAP and the USPAP docuitsetf. It was hypothesized
changing the USPAP course affects the moralityllefzeontinuing appraisers and,
consequently, levels of fraud in appraisal and gagé lending. This study was intended
to enhance awareness of the role of cognitive namatlopment when appraisers are
faced with moral dilemmas. After a careful reviefathe literature, the following null

and alternate hypotheses were formulated.



Research Question 1

Is there a difference between the effect on theatitp schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment?

Null Hypothesis 1

There is no difference between the effect on tbeafity schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment.

Alternative Hypothesis 1

There is a difference between the effect on theatitp schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment.

A null hypothesis posits an assertion about a @il parameter and follows a
traditional approach (Creswell, 2009). The asseiis held to be true unless there is
sufficient statistical evidence to conclude othervi The notation is:

Ho: M1 = [

Ha: M1z M2
whereHpandH, are the null hypothesis and alternative hypothesgpectively. In

addition, 4 and prepresent the arithmetic means of the two popuiatiorhe
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alternative, or directional, hypothesis suggegistantial outcome based on research or
literature.
Theoretical Base

Three theories provided the foundation for thiglgtuThese theoretical bases
were Kohlberg’s (1963) theory of cognitive moravd®pment, Rest’s (1974) work
stemming from Kohlberg’s theory, and Bandura’s @0@ctics of moral disengagement
(TMDs). Together, these theories supported theesyatic examination of the moral
decision making of appraisers.

Ethical decision making in appraisal is largelyiraahvidual process. While some
agencies purport to control the appraisal profesaiud the sanctity of appraisal ethics,
the appraiser decides to violate ethics or notthimway, the appraiser is an insular
entity, with few appraisers belonging to organiapgraisal groups. Kohlberg postulated
that human morality can be categorized by the Wahg six stages within three levels:

e Level I: Preconventional morality
o Stage 1: Obedience and punishment orientationadDmu are
told. Avoid rule-breaking.
0 Stage 2: Naively egoistic orientation. Let's makéeal.
e Level ll: Conventional Morality
0 Stage 3: Good boy orientation. Be nice and kindigat along
with others.
0 Stage 4: Authority and social order maintainingeotation. Do
your duty and receive protection from the law.

e Level lll: Postconventional morality
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o Stage 5: Contractual legalistic orientation. Ddéyined by

contract or the will of the majority.

0 Stage 6: Conscience or principle orientation. Q&gon to logical
social rules and principles of choice appealinfpgpcal
universality. Conscience is the guiding force olfoerg &
Lickona, 1976)

Individuals progress through these stages untyl thach a terminus. Not
everyone makes it through all six stages. Thesstages of cognitive moral
development outline how individuals develop moraltyoss the course of a lifetime
(Rest et al., 1969). Individuals can, with outdidfuences, progress to higher stages
(Rest et al., 1969). Regardless of the stagesahelye through, individuals deviate
from moral perfection. Bandura (1990, 1999) patd individuals who choose to
deviate from the ethical expectations of societyddecause tactics of moral
disengagement (TMDs) deactivated agentic procéBsexlura, 1990, 1999; Detert et al.,
2008; Martin, 2010). The eight TMDs include (a)radqustification: “I am in the right,
therefore | may proceed with my action;” (b) eupistio labeling: sanitizing language to
make an action appear acceptable; (c) advantageoysarison with more reprehensible
cultures; (d) displacement of responsibility: “athare forcing me to perform
immorally;” (e) diffusion of responsibility: otheshare the responsibility for the immoral
act making self-action more palatable; (f) disrelgag or distorting actions: people recall
positive effects of actions but not the negatiieas; (g) dehumanization: the objects of
actions are less-than-human and therefore deseoVithngir fate; and (h) attribution of

blame: the subject is faultless due to externalqration by others. Martin (2010)
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postulated another TMD that supersedes the othht,& zero TMD that disengages an
agent of morality for the greater good of humanity.

While various theories explain the nature and dgwalent of human behavior,
the relationship between moral development andsiddal behavior is uncertain.
Bandura (2002) posited eight TMDs that explaineddisconnect between the individual
and moral behavior. In Bandura’s (2002) eyes, msieave an agentic nature that
allows them to act as agents of social change oratoe the conscious decision to not act
as such agents. Bandura’s (2002) contention tanbaal behaviors are affected by
agentic response concerning morality vis-a-vis @ognreactions to morality, in other
words, acting on what is right versus merely thmgkabout what is right.

Rest et al (1977) took Kohlberg’'s (1963) work ardanded upon it. Rest et al
(1977) developed a quantitative tool, the DIT, teasure (among other things) the moral
development of participants and how moral develagrerrelates with Kohlberg’s
stages (Rest et al., 1977). Rest’s work was fudikpanded in 1999 (Rest & Narvaez,
1999). Hundreds of studies over a span of mone 3@ayears have been based upon the
DIT (Rest, Navaez, Bebeau, & Thoma, 1999). Restisk and the work of his
colleagues and peers have culminated in a Neo-keodiln approach to the study of
moral development. While agreeing in many impdrtaeas, Rest et al (1977) differed
from Kohlberg (1963) in several areas, includingifatead of hard stages, Rest
proposed soft schema that are based on frequengage instead of being a staircase,
(b) schema are more concrete than stages, andh@na do not directly assess cognitive
operations. People are aware of content in themtat life but are not aware of what

generates the content (Rest et al., 1977). Theskdifed as a quick-and-dirty alternative
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to the cumbersome questionnaire used by Kohlb&§3)l and then evolved into the
reliable assessment used today. Narvaez and BOOR) stated, “The DIT offers a
means of measuring moral judgment that fits witlrent views in cognitive science” (p.
297). Thus, the DIT is more reliable as a mordbist than some other assessments, such
as the Moral Judgment Interview. Using Kohlbengtek as the foundation, Rest and his
colleagues have moved the study of moral developfeenard. The moral decision-
making of licensed appraisers is analyzed in thidys The relationship between taking
the USPAP and changes in morality was ascertaikethlberg’'s (1963) stages of moral
reasoning were operationalized using Rest’'s DI€csjeally the online version (DIT-2;
Rest et al., 1999).

Definition of Terms

Agentic theory. According to Bandura (2006) individuals adopt cartians of
right vs. wrong to serve as guides for conductsTheory informs this study as we look
at tactics of moral disengagement.

Cognitive. The mental thought process or the process of krgpHohlberg,

1963).

Cognitive moral development The development of thought processes including
remembering, problem-solving, and decision-makiram childhood through
adolescence to adulthood (Kohlberg, 1963).

Defining Issues Test (DIT). The DIT is an assessment that measure moral or
ethical dilemmas using a scale likened to a Likedle (Rest, 1974). A series of moral

dilemmas identified how respondents would reacdscrarious stages of moral
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development. An updated online version of the (TT-2) is available (Rest &
Narvaez, 1999).

Ethics. A code of ethics “is a guideline for reasoning tigh a moral dilemma,
an enactment of Kohlberg's (1963) conventional l@fenoral development in which
one seeks to follow established rules of ethicabber” (Bivins, Morrow, Bowen, &
Doescher, 2002, p. 179). “A code of ethics ismofteought of as idealistic, but such a
code is required to bridge the gap between thdiglieaand the realistic” (Bivins et al.,
2002, p. 178).

Fraud. A deliberate misrepresentation of fact. Fraudantrary to the codes of
ethics of all professions. Fraud can be for prafitor property (Firozabadi, Tan, & Lee,
1999).

Moral or ethical dilemma. A condition wherein there is no choice clearly
“right.” All options violate one or more ethicabsdards (Kohlberg, 1963).

Stages of cognitive moral development theoryStages of moral development in
the individual. The first proponent was Kohlbendyo postulated that processing moral
dilemmas led an individual through successive stagenorality. Kohlberg posited six
such stages (Kohlberg & Hersh, 1977).

Tactics of moral disengagement (TMDs) Mechanisms whereby moral
decision-making is short-circuited, allowing (orcasging) the individual from proper
behavior. There are eight such tactics: moralfjaation; euphemistic labeling;
advantageous comparison; displacement of resptitysitiffusion of responsibility;
disregarding or distorting consequences; dehumtnizand attribution of blame

(Detert et al., 2008; Martin, 2010).
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Uniform Standards of Professional Appraisal Practie (USPAP). The

USPAP as promulgated by the Appraisal Foundatié&xFT USPAP contains the
generally accepted standards of the appraisal gsiofie in North America (The Appraisal
Foundation, 2010).

USPAP 7-hour update course A continuing education (CE) course that all
licensed appraisers need once every renewal ayeledvery 2 years). The course is
based upon the most current version of USPAP amd-mour Student Manual. The
latter acts as a guide through USPAP and contaadsvorld sample problems (The
Appraisal Foundation, 2011).

USPAP 15-hour course A prelicensing course that all students must taice a
pass prior to becoming a licensed appraiser. dhese is based upon the most recent
version of USPAP and the 15-hour Student Manudle [atter acts as a guide through
USPAP and contains real world sample problems @p@aisal Foundation, 2011).
Values Core beliefs that guide and motivate attitudes actions (Ethics Resource
Center, 2011).

Assumptions

One major assumption was all parties agree omitieiis of morals, morality,
values, and ethics. The study assumed Kohlbet§83) cognitive moral development
model, Rest’s (1974) subsequent expansion of Kogik€1963) theory, and Bandura’s
(2002) tactics of moral disengagement are efficregys of analyzing appraisal student
behavior. These theoretical frameworks were asdumeeveal the relationship between

cognitive moral development and ethical decisiorkin@in appraisal students.
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Limitations

The 7-hour USPAP course is a continuing educatiamse that must be taken
every renewal cycle by appraisers wishing to retieair appraisal licenses. This 2-year
renewal cycle differs from state-to-state, with matates staggered in time. Therefore,
the number of students available to participatdéstudy at any given time might be
quite limited.

The 7-hour face-to-face USPAP CE course does na@ &dest requirement.
Therefore, students might not have an incentiyeatpclose attention in class. The 7-
hour online USPAP CE course has a test, so studagtg be more inclined to study the
course material. However, the test is not proct@med is passed by provingastery
Mastery is demonstrated by getting an appropriateber of questions correct in a
predetermined time period on the final exam. Thalfis therefore an open book test.

Delimitations

The scope of this study included students who &eenpting to retain an
appraisal license. Specifically, the morality leekonline and grounded students taking
the 7-hour USPAP course was analyzed. The studsmttact information was made
available by a limited number of schools, thusHartdiminishing the number of students
who participated. To increase student participatstudents were assured of the
confidential nature of the study.

Students apply to private schools and, with stugentission, the schools make
student information available for the study. Thelents have disparate backgrounds.
As the DIT depends upon patrticipants being motivated having a reading level (at

least) of a 12—13 year-old, a lack of motivatiorunderstanding could present problems
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when analyzing DIT data. As a precaution againiathk of motivation or reading
comprehension, the instructions for the DIT werespnted in a manner that is easily
read by a 12—-13 year old.

Significance of the Study

While several scholars have analyzed the ethicsrardlity of accountants,
medical professionals, engineers, and a varietttwdr professionals (Earley & Kelly,
2004; 1zzo, 2000a; Jonassen et al., 2009; Kuk®@/2, there is no comparable study
analyzing appraisers. Of particular importancehgther appraisers are affected by a
course purported to promulgate ethics. Additigndhere is no research illustrating
whether morality can be affected by online instiarcin any profession. This study was
intended to fill a gap in existing literature. Tiesearch may lead to additional studies
that have a direct and measureable impact on {hv@igpl profession and society as a
whole.

More institutions are putting coursework onlinel{&afeld, 2005). These
institutions recognize content mastery is not te@lb end-all of higher education. Moral
cognitive development is also an important componéhigher education (Schonfeld,
2005). Some significant concerns of institutiomdude the fact that teaching ethics is a
process and not a product, and online instructerebts primarily visual learners
(Schonfeld, 2005). Two approaches of working adotlese issues in the online
environment are setting up online learning commesiand using case studies wherein
students can discuss the application of ethickeir profession (Schonfeld, 2005).
Online courses require significantly more facuitge than grounded courses for proper

implementation (Schonfeld, 2005). If online ethiestruction is set up properly, it is as
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efficacious as face-to-face instruction (Joy & Gar2000). Significantly, the 7-hour
USPAP course does not contain case studies per se.

The results of this study can be used by the Appt&ioundation to modify the 7-
hour USPAP course in ways that will enhance theafitgrlevels of incoming appraisers.
In addition, USPAP enhancements can be deliverbédegnthus making the results more
immediate and widespread. If the morality of apg®e is increased, leading to higher
cognitive moral levels, fraud will be reduced amdemtially millions of dollars will be
saved. Therefore, appraisal and real estate wilbe an anchor on the economy, leading
to a reduction of lender real estate owned (RE@9niories.

When the economy is stimulated because of redygeidzal fraud, jobs will be
created and the jobless rate will be reduced. Witkduction of fraud (and an easing of
related federal antifraud laws), the pendulum aferariting standards will swing toward
more liberal policies. Employers will expand thieirsinesses as lenders ease credit
policies, leading to a further enhancement of jaaton and a reduction in
unemployment, further leading to positive sociamie. A reduction in appraiser
immorality should reduce the impact of fraud onth&. economy.

Summary

The U.S. economy is in the throes of a multiyeaession that is due, in part, to
economic fraud, including appraisal fraud. Thd estate and appraisal professions have
negatively influenced the economy, as fraud leavier-lending, lender losses, lender
failures, and federal bailouts. Additionally, unaaters reacted to the economic
downturn by becoming more conservative and tighigfending policies, thus further

constricting the flow of cash in the economy arahéhg any potential recovery.
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The analysis of the impact of USPAP and the 7-lusiPAP CE course on

appraisers wishing to renew their licenses may laafae-reaching impact on the
appraisal profession and the economy as a wholdSPAP does not influence the
morality of the respondents, then alternative apgines must be explored.

Chapter 1 included an introduction to the problém,purpose of the study, assumptions
and limitations of the study, significance of tliedy and the impact of the study on
positive social change. Provided in Chapter Zaareview of the literature related to
Kohlberg’s (1963) stages and Bandura’s (1999)daaif moral disengagement. In
Chapter 2, the instrumentation used in data cadleatill be discussed, as will the
reliability and validity of the instrument. Disaed in Chapter 3 is the methodology used

to analyze the data collected for this study.
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Chapter 2: Literature Review
Introduction

As discussed in Chapter 1, the financial market®wea state of chaos, in large
part due to mortgage and appraisal fraud. Thelibabf appraisers to stand up to client
pressure, and the willingness of some appraiseasdept gratuities and favors from
clients to bend values that favor client objectilegkto public mistrust in the appraisal
profession. An appraiser is, f® who is expected to perform valuation services
competently and in a manner that is independemtartial, and objective” (The
Appraisal Foundation, 2010, p. U-1). The defimtaf the word appraiser, therefore, set
the expectation that appraisers must be unbiaSkdt some appraisers accepted bribes
or succumbed to client pressure was troublesonmgcylarly in light of the critical role
appraisals played to safeguard a lender’s monfethe lappraisal was inflated, the lender
(who was often the appraiser’s client) lends moomey than would normally be
justified. The result was a lender with increasedosure to risk and a borrower who
could beupside downowing more than their home was worth.

This review of the literature examined the theaadtexplanations for deviations
from ethical behavior, with particular emphasishaw such deviations have affected the
work of appraisers and the housing market in généraeories of moral development
including those of Kohlberg, Rest, and Bandura vesy@ored. The root causes of moral
disengagement were also explored in depth. Thetehaoncludes with an examination
of ethics education and the value of including&thcontent in the USPAP.

The databases used in the literature search wemnts available through

EBSCOhost, including ERIC and Academic Search Cetaphnd ProQuest. The
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keywords searched includegthics morality, online, grounded face-to-faceappraisal
appraisetr USPAR Rest Kohlberg anddefining issues test (DIT)Combinations of
keywords were also used, suclhoasine and morality, grounded and morality, Restl an
DIT, online and DIT, USPAP and DIT, appraiser aniI Dappraiser and morality and
online, USPAP and morality and DITLiterature used in the study was chosen based
upon whether the journal was peer-reviewed angédie of publication.
Stages of Moral Development

Before one can determine whether current USPARuctsbn has an impact on
appraisal students, some additional information negsired, starting with Kohlberg’s
(1963) stages of moral development and the wokloér scholars who expanded
Kohlberg’s theory. Kohlberg provided the initialundation for the stages of moral
development. Since his original conceptualizataihers including Rest have refined
and augmented the original theory. The social-tivgnconception of moral identity
has also been explored in the literature, andghets of this theory are also presented.

Kohlberg’s Stages of Moral Development

Kohlberg (1963) postulated six stages of moral praent. These six stages
denote phases of moral judgment that children ghaesigh, each phase with its unique
way of organizing and structuring its moral andiabarder (Rest et al., 1969). The
successful completion of each stage is contingpoh the mastery and reorganization of
all former stages. According to Rest et al (19917 Kohlberg (1963), Kohlberg’s stages

of moral development included:
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e Stage 1: Obedience and punishment orientationaDgu are told. Trouble
avoidance. This stage was similar to Piaget's $itage of moral thought
(Crain, 1985).

e Stage 2: Naively egoistic orientation. Let's makéeal. Satisfy the self’s
needs and occasionally the other’s.

e Stage 3: Good boy orientation. Be nice and kindl get along with others.
Conform to the stereotypical images of the majdi@yain, 1985).

e Stage 4: Authority and social order maintainingeotation. Do your duty and
receive protection from the law. Regard the eamgxbctations of others.

e Stage 5: Contractual legalistic orientation. Ddéjined by contract or the
will and welfare of the majority.

e Stage 6: Conscience or principle orientation. Qegon to logical social
rules and principles of choice appealing to logigaversality. Conscience is
the guiding force.

The first two stages are knownlasvel I: Preconventional moralityStage 3 and

Stage 4 are known agvel II: Conventional Morality Finally Stage 5 and Stage 6 are
known ad_evel lll: Postconventional moralitfkohlberg, 1963) These levels provide
order to Kohlberg's (1963) ordinal stages of mal@elopment. Kohlberg's stages are
broad brushstrokes, likened by Rest et al (1999 emsuring macromorality. On the
other hand micromorality deals with the day-to-dayral struggles faced by the
individual (Rest et al., 1999). Rest et al (19GiBated the DIT to measure participant
responses and correlate outcomes with Kohlberdages. Whereas Kohlberg relied on

gualitative analyses, such as presenting moraintilas and asking participantby they
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responded the way they did, Rest et al (1999 )xetiliquantitative analysis based on

multiple-choice questionnaires.

According to Kohlberg (1963), the preconventiortabe dominates early
development. As a child grows and matures, thane¢ on these early stages lessens
while the child learns to structure and construatdéormation into organizations that
relied less on themeand more on exterior constructsymu andothers People pass
through and build upon earlier stages (Kohlber®3)9 Children do not move from a
lower stage to a much higher stage of developmimstead, children progress through
and master one stage, then moved to the next stajethe child hits a plateau. The
plateau is not necessarily good or bad; the prasesmply what it is. Understanding the
developmental process of morals helps explain vdopfe act the way they do, and how
curricula and courses should be designed to impmuw&l development.

Rest’s Expansion of Kohlberg’s Theory and Developnrg of the DIT

Rest et al (1999) surmised the original Kohlbergtages dealt with the
macromoral, but that applying Kohlberg’s theorytwrent social issues provides a
powerful tool for understanding fundamentalism/nmrogen, orthodoxy/progressivism,
and conventional/postconventional (Rest et al. 919%ohlberg’s theory was often
critiqued for not dealing with the micromoral leselnd for not being universal
(Jorgensen, 2006). Rest addressed this shortcanohgnodernized Kohlberg's
perspective. The weaknesses of Kohlberg’'s moredggarch and stages of morality

included:
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1. A focus on only one component process in thgelapsychology of morality to
the neglect of moral motivation, moral sensitiviipd follow through in
behavior.

2. A focus on abstract, coarse-grained markeli$es$pan development to the
neglect of intermediate-level concepts.

3. A focus on justice issues to the neglect o$@eal or intimate relationships
and the role of religion in the formation of motlinking.

4. The limited scope of dilemmas. (Cabot, 2005)

Rest (1974) created the DIT with these shortcomingsind. In response to
Kohlberg’s (1963) shortcomings, Rest et al (1999)edoped a four-component Neo-
Kohlbergian model that included (a) moral sendiivib) moral judgment, (c) moral
motivation, and (d) moral character. Moral semgitiallows a person to perceive a
moral dilemma when one exists. Moral judgmentvedi@ne to decide which moral
action one should take, once a dilemma is perceilaoral motivation is the degree to
which one takes responsibility for one’s moral @esi. Moral character allows one to
have courage in following the moral routine.

The DIT measured these four components, whereatb&as interview method
dealt with only higher-order morality such as lawdarder. According to Cabot (2005),
more than 400 studies have been conducted usirfglThehese studies confirmed the
external validity of the DIT. The DIT-1 include&thical dilemmas, with each
dilemma having 12 issues (Rest et al., 2000). &sdgnts were asked to rate the issues
by importance and then rank the top four issud®e ré€sult was known as a P Score, a

measure of principled reasoning (Cabot, 2005).
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The DIT-2 evolved from the DIT through addition&ays of research and

refinement (Rest et al., 1999). The DIT-2 shortetihe assessment, updated the
dilemmas and items, and updated the performan@9§1Additionally, performance
was enhanced by the addition of the N2 Index, wheh superior reporting in various
DIT data. The DIT-2 also has enhanced methodspadrting bogus data (1999).

Cabot (2005) further extended Rest’s work withEH€& and DIT-2 by conducting
a study of 168 undergraduate students at Calif@tage University, Long Beach
representing a variety of majors, grade levels,ethdicities. Cabot (2005) found the P
scores of younger students were not significanthemrnt from those of upperclassmen.
Unlike other studies, it appeared that college egpee did not affect P scores (Cabot,
2005). He concluded that P scores of respondesits lew because of self-absorption
(narcissism) among students, a claim that reqeoesiderable additional study, and
recommended that ethics training be built intodbigicula of programs that scored
particularly low. The DIT and DIT-2 have been detmed valid and reliable
instruments for the measurements of moral reasq@agterle, Jansses & Grypdonck,
1996). The ability to maintain moral reasoning \adsanction of moral engagement.
Moral engagement had been linked to moral iderdityl this connection had been
explored within the context of the social-cogniteaception of moral identity.

In addition to the study of ethics education ardents, the impact of educational
modality on faculty perceptions must be taken atoount. Moore (2005) found social
work education faculty perceived that face-to-fanstruction was more effective than
online instruction in all curriculum areas. Thegkest area of discontent was in areas of

practice. Online instruction is considered lesgpcal for in-field training than is face-
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to-face, hands-on training. Wilhelm’s (2010) waddressed the issue of who could
teach ethics effectively, what materials were regpito do so, and what requirements
had to be placed on students. Some institutiodsdlagated ethics instructions to a
small number of faculties with low status. Thistéa could help explain the results
discovered by Moore (2005).

The Social-Cognitive Conception of Moral Identity

While the public might have blamed professionalstiie economic woes of
recent years, Aquino, Freeman, Reed, Lim, and K{p39) argued people were not
good or evil, per se. There are no absolutes, @slyectrum of behaviors. The authors
asserted that certain situational factors, whicheveeterminants of moral behavior,
affect behavior (Aquino et al., 2009). Situatiofedtors such as being rushed or
rationalizing immoral behavior in the current cottia@egatively affect individuals’
behavior. Situational factors are not the onlyalales that affected moral behavior.
Individual characteristics could also affect mdrahavior patterns. Individual
characteristics that might affect moral behaviatude moral reasoning, moral maturity,
moral commitment, and moral character.

A social-cognitive conception of moral identitysmhe theoretical framework
that was the basis of the study. People learroinyggdand positive actions receive
positive feedback. People balance multiple idexstiover time and only adopt a handful
of identities at any one time (Aquino et al., 2008Xxtrinsic goals include popularity and
image. Intrinsic goals include affiliation and comnity feeling, and are diametrically
opposed to extrinsic goals. Self-interest and camity feeling are also diametric

opposites. As Aquino et al (2009) stated, “theatibnal activation of a self-interested
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facet of identity may temporarily reduce the acitebty of moral identity for people for
whom the latter is highly central” (p. 127). Orspact of identity could be minimized
under certain conditions, thereby leading to ambedlavior. The more ingrained the
moral identity, the less likely the switch wouldviedbeen thrown toward amorality.

Aquino et al.’s (2009) study included 92 undergiate business students from the
University of Delaware. Two tests were adminisdeieethe group, including the
internalization subscale of Aquino and Reed’s (3008&ral identity measure. This
particular test asks a series of questions witikart.scale and is sensitive to the
activation of moral identity. The test was anatyzeseveral studies and found to be
valid. The results supported the authors’ contentinat a situational factor could
activate a person’s moral schema.

In an additional study, Aquino et al (2009) exaadimorality in a salary
negotiation—in particular, behavior in a performamacentive condition. Subjects
exhibited a lower level of current accessibilitynobral identity when money was at
stake. The control group exhibited no such issUé® researchers concluded, “the
accessibility of moral identity within the workirsglf-concept should determine the
extent to which it influences moral outcomes” (Aguiet al., 2009, p. 138). This
conclusion was consistent with the social-cognitraenework adopted by the authors.

Aquino et al (2009) demonstrated a relationshipgvben situational factors and
the moral identity of the individual. In keepingthvthe social-cognitive theoretical
framework adopted by the authors, if a moral idgriictor was ingrained, situational
factors may have less influence. However, if theasional factors were quite powerful,

the individual may have behaved in a manner nanatly considered moral by the
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individual. Future studies could be performednbance the prediction quality of
situational factors, and thus avoid such factonsi@ht provide temptation (Aquino et
al., 2009).

The Aquino et al (2009) study confirmed the influae of the environment on
moral behavior. Derryberry and Thoma (2000) fosadial networks, not curriculum, to
have been the driving force behind moral develogméicording to Derryberry and
Thoma (2000), factors out of college were as inmguras factors in college. This is
consistent with the findings of Cabot (2005) wharfd college experience did not affect
morality scores, but that social environments dierea significant influence.

The social—cognitive conception of moral identitgs linked back to the earlier
works of Kohlberg and Rest, in that all of theseottes proposed that the individual was
shaped both intrinsically and extrinsically. Urgtanding the factors that supported a
strong moral identity and therefore also supposteong moral and ethical decision-
making could have avoided the occurrence of whadBea (2002) called moral
disengagement.

Tactics of Moral Disengagement

Perhaps one reason why appraisers were succuntbatignt pressure and
committing fraud was because of the acceptabifitynmoral behavior. Indeed, the
promise of more appraisal work and bribes was agpimlvmotivator, as was the feeling
that other appraisers are doing it anyways. Seehnigs were explained as tactics of
moral disengagement (Bandura, 2002; Bandura, Bamedr, Caprara, & Pastorelli,

1996). Moral disengagement was best defined asanexms whereby moral decision-
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making was short-circuited, allowing (or excusitttg individual from proper behavior
(Detert et al., 2008).

Psychological theories have focused on moral thotegher than moral action
(Bandura et al., 1996). This is in large part lnseanvestigatory methods make it is
easier to study moral thought and because of anatstic bias of researchers. Itis
easier to study the thought patterns of peopleéwiss the underpinnings of their actions.
In Bandura’s (1999) social-cognitive theory, maesgsoning translates into actions by
way of self-regulatory mechanisms or agents. Tikalding of such agents is caused by
tactics of moral disengagement. Bandura et al@lL88ted, “In the face of situational
inducements to behave in inhumane ways, peoplelwaose to behave otherwise, by
exerting counteracting self-influence” (p. 364)heBe self-regulating agents could be
selectively disengaged using various tactics. Nalsmsocial-cognitive theory
understands self-regulation as influenced throbhgket subfunctions: self-monitoring,
judgmental, and self-reactive.

The self-monitoring subfunction is the first stepghe control of an action. The
action is critiqued and analyzed through the judgisief the individual. The action is
then modified and possibly altered in the self-twacsubfunction (Bandura et al., 1996).
The three subfunctions are cyclical, each providialgable feedback in the decision-
making loop. The development of self-regulatorigfanctions does not create an
invariant system. Self-regulated processes mu& haen activated. Self-sanctions
could be disengaged from inhumane conduct in &taaf ways. This disengagement
allows different reactions by individuals who migftave had the same moral code or

ethics.
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The significant issue is discerning what turns @me tactics in some but not in

others. A code of ethics might exist for all ipr@fession; yet, individuals engage with

such codes differently. Understanding the perspesxthat allow for wide variations in

compliance with such codes is critical to addressnoral lapses and avoiding moral

disengagement.

The tactics of disengagement include moral justifan, euphemistic labeling,

advantageous comparison, and displacement of retipildy, diffusion of responsibility,

disregarding or distorting consequences, dehumamzand attribution of blame

(Bandura et al., 1996). These tactics are defazed

1.

Moral justification. The immoral act is justifidxy portraying it in a morally
valuable light. Immoral behavior is justified imetname of protecting honor.
Euphemistic labeling. The immoral act is calledabgifferent, less
objectionable name that prompted a sympathetiorespfrom peers or
witnesses. The act is seen as valiant, althougkithim views the act as the
same atrocity.

Advantageous comparison. Compared to other, adts, the subject act is
seen as less despicable and, indeed, may be sadaaadageous.
Displacement of responsibility. Responsibilityaations is due to external
forces, such as a boss. Because outside forc@&svateed, people are not
agents of their actions and there is no persorfatsesuring involved.
Diffusion of responsibility. Related to displacemef responsibility above,
diffusion of responsibility referred to actions tlaae dispersed among many

individuals, each seemingly innocuous but harmiubtality. Alternatively,
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if a group made a decision, then no one individaa¢sponsible for the
decision.

6. Disregarding or distorting consequences. The iddad remembered
beneficial effects of an action but convenientlymdd recall any harmful
effects. In addition to the selective inattentiorharmful effects, the
detrimental effects might be deliberately discredlit

7. Dehumanization. The object of scorn is divestedurhanity, or is given
attributes of a bestial nature. This process theengaged self-censure.

8. Attribution of blame. People are faultless becatsg blame their
adversaries. Self-censure is avoided becauselifsgilsewhere. The victims
themselves are to blame. This tactic is relatetigplacement of
responsibility.

As appraisers become accustomed to reprehensiéioe, such behavior seems
to be the norm. Related to this phenomenon igtherse relation of disgust with
immoral behavior (Jones & Fitness, 2008). Morabdst, according to Jones and Fitness
(2008), is, “the experience of disgust in respdonsexposure to moral transgressors and
offenses” (p. 613). Moral disgust could affectdbavho are characterizedrasrally
hypervigilant Moral hypervigilance is “a syndrome consistirigpehavioral tendencies,
attitudes, and cognitive biases aimed at redudiagisk of exposure to transgressors”
(Jones & Fitness, 2008, p. 613). Jones and Fi(2€€8) purported the existence of
moral disgust was evidenced by a lexicon evincisgukt, such as “revolting” and
“pigs.” The authors argued disgust is an emotepasate from anger, and their 2008

study of moral disgust among college students fauddference between disgust and
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moral disgust. Additionally, they found that theseotions were distinct from
hypervigilance. These distinct emotions all heddsequences for moral agency and
moral disengagement. The findings of Jones ama§st (2008) correlated with Bandura
et al.’s (1996) earlier findings that high moradeligagement is associated with low guilt;
low prosocialness is related to moral disengageraeat in turn, to detrimental conduct;
moral disengagement fosters aggression pronenddsaasgressive behavior (Bandura
et al., 1996).

Bandura et al (1996) found significant resultshait study of children and moral
disengagement. Predictably, aspects of peer pofyuleere positively correlated, just as
popularity and rejection were negatively correlatdd expected, individuals ranking
high in hostile rumination and irascibility, andMan the threshold for anger arousal,
were more prone to act in a punitive manner. Galed as a self-sanction, which
mediated transgressive behavior.

Bandura et al (1996) concluded a child’s pronet@ssoral disengagement was
unrelated to socioeconomic status or age. Malk®ied higher moral disengagement
than femalesK = 22.7;p < .0001). In comparison to females, males wergerikely to
provide moral justification for detrimental condEt= 45.81,p < .0001); to mask it in
euphemistic languagé& & 33.81,p < .0001); to minimize injurious effects € 6.14,p <
.025); dehumanize victim$ (= 26.60,p < .0001); and attribute blame to victinks%£
9.92,p < .002).

The overall patterns that emerged from this studyere documented within it,
included the finding that individuals who are prdaaemorally disengage were “more

irascible, ruminate about perceived grievances,vegr@ neither much troubled by guilt
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nor felt the need to make amends for harmful cotidB@andura et al., 1996, p. 368).

Such individuals also tended to engage in aggredshavior. High moral disengagers
tended to be less prosocially oriented. Howeverahdisengagement was not
necessarily negatively correlated with peer popiylaiDisengagers could be popular
with peers (i.e., other disengagers). Congruetit Bandura’s (1999) theory of social
cognitivism, moral conduct was regulated by thecamg exercise of self-reactive
influence.

Recognizing moral disengagement caused repreherimblavior is an important
first step, but this did not uncover the causesofal disengagement. The
neurobiological constructs that corresponded witlhahdisengagement must be explored
to gain insight into the mechanisms that permisiech disengagement and, in turn, led to
crime and other immoral behavior. As Bandura €1896) claimed, “There is much to
be gained from understanding how the facility farad disengagement develops and
how institutional justificatory strategies are usecenlist people for exploitive and
destructive purposes” (p. 372).

Appraiser immorality could have been related todisengagement of moral
agents and the three sub-functions (i.e., self-toang, judgmental, and self-reactive).
In particular, appraisers might have been disemgpdue to displacement of
responsibility (e.g., “The client made me do itl)ffusion of responsibility (e.g., “l was
but a small part of the fraud ring”); and dehumatian (e.g., “If the victim was dumb
enough to be taken advantage of, they deservehtigh moral disengagement was
associated with low guilt. This combined with tbes disgust associated with

immorality reported by Jones and Fitness (2008).
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The analysis of unethical decision-making focuseaharily on the outcomes of
social disengagement in children. Studies focusethe underlying causation,
especially at the neurological level, have beentiwgr{Detert et al., 2008). Little has
been published about the antecedents of moral gaggment. If organizations
understood what predisposed individuals to mosmgagement, “perhaps they could
target resources toward improving these individugdsision making processes” (Detert
et al., 2008, p. 374).

Detert et al.’s (2008) study examined differeneaprtients of disengagement and
the relationship between moral disengagement anskesuent immoral behavior. The
authors suggested moral disengagement was an exterisocial cognitive theory,
wherein individuals exhibited control over themsshthrough self-regulatory processes.
People developed standards of good behavior thataked immoral behavior, deterring
bad behavior. Individuals acted to censure thereseh what Bandura called an
“agentic perspective” (Detert et al., 2008).

Detert et al (2008) identified five individual déifences associated with moral
cognition and action. The authors proposed thérehces made individuals more or
less predisposed to morally disengage. The fieeatteristic differences are (a)
empathy, (b) trait cynicism, (c) locus of contr@) chance locus of control, and (e)
moral identity. The four characteristic differea@e described below.

Empathydescribed the degree to which an individual wasemed about
another. Kohlberg would describe this as rolertgkDetert et al., 2008). Being more

disposed to the feelings and well-being of othimud have inhibited moral
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disengagement. Therefore, being high in empatbyldhhave predisposed someone
from disengagement and immoral behavior, partitpl@garding other people.

Trait cynicismwas a general attitude characterized by feelifigissdlusionment
and distrust of other people. Trait cynicism waharacteristic that was difficult to
change through a person’s lifetime. A person highérait cynicism should have been
predisposed to moral disengagement (Detert 2G03).

Locus of controtelated to how people thought about their persooatrol over
outcomes in their lives. These orientations wéable over a person’s life. Specifically,
individuals with strong internal locus of contralve clear connections between their
actions and outcomes of those actions (Detert ,e2@08). Persons who saw the
proposed outcomes of their actions and took respiihsfor those actions were less
likely to morally disengage. External locus of tohlies at the opposite extreme of
internal locus of control (Detert et al., 2008) ancluded chance locus of control and
power locus of control.

Chance external locus of contrdéscribed individuals’ beliefs about how much
of life experiences were attributable to luck defaPower external locus of control
referred to the belief that, although the world \weedictable, powerful others were in
control. Individuals who ranked high in power lsaef control should have been prone
to moral disengagement through displacement obrespility.

Moral identityreferred to how individuals thought about themsslvMoral
identity was self-conception around specific maraits. A highly self-important moral
identity should have inhibited moral disengagensamt therefore diminished immorality.

Moral disengagement was hypothesized to increasthizal behavior. Moral
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disengagement disconnected the immoral act fronguiethat would otherwise prevent
it (Detert et al., 2008). Moral disengagement ddwdve mediated between stable
individual differences and unethical decision-makin

Detert et al.’s (2008) study of business and edoicatudents at a major
university found male subjects tended to be moreattyodisengaged than females, and
that business majors were less prone to disengadehsn education majors. Empathy
was negatively related to disengagement, expldnyatie fact those who identify with
others are less likely to commit immoral acts aglagthers. Trait cynicism was
positively related to disengagement. Chance lofesntrol was positively related to
disengagement, which means those who see lifeiag betated by fate are more likely
to commit immoral acts. The other loci of contfpbwer and internal) were not related
to disengagement. Moral identity was negativelyelated to disengagement, meaning
that people with a strong self-identity are leksly to disengage (Detert et al., 2008).

This agreed well with the role of the appraisethi@ lending process: The
appraiser was perceived as having little powertfobnn the process, although the
appraiser’s role was critical for an underwriterking a “go-no-go” decision. Coming
from a self-perceived position of weakness the aigpr would have a low self-identity,
which equated with likelihood to disengage. This @ppraisers at particular risk for
poor moral decision-making and lower ethical stadsla This pointed to a vital need for
ethical training and overt efforts to fortify theonal decision-making process of those in

the appraisal field.
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Ethics Instruction
Introduction

The need for the instruction of ethics and so@aponsibility in a connected
fashion in higher education curricula was neveranggent. As Cavaliere, Mulvaney,
and Swerdlow (2010) have stated, “Society showldner than later, demand that ethics
education translate into ethical behavior in thekptace” (p. 3). According to Cooper et
al (2008) the maintenance of ethical standardsoparamount importance in order to
maintain credibility in the accounting professiofhe Appraisal Foundation (TAF)
(2011) stated a code of ethics is important to taarpublic trust in appraisal. The work
of Cooper et al and TAF clearly demonstrated theessity of ethics instruction
grounded in proper pedagogy. The need for eth&tsuction being grounded in
pedagogy was all the more important when one loakede big picture. According to
Henderson et al (2010), the teaching of ethicsheg®ming less local and more global in
nature. To reach this broad audience proper pegagas important.

Ethics instruction could affect positively the rabthinking of students across
professions and continents (Willey & Burke, 201With ethics instruction taking on
added importance during these turbulent economedj organizations recognized the
importance of appropriate ethics instruction (Bagira& EI-Cheikh, 2011; Cavalier et
al., 2010; Nicholson & DeMoss, 2009). These awglsnggested there is a deficiency
between the integration of social corporate resipditg (CSR) and ethics instruction in
business school curricula. This collaborated theirigs of Cornelius et al (2007).
Nicholson and DeMoss (2009) further stated there eamtroversy about how business

schools treated the teaching of ethics. Surprigirsghool administrators did not make
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the connection between social responsibility ahitstinstruction. The point was made
that, if administrators could not connect thesecepits, how could students be expected
to (Nicolson & DeMoss, 2009)? Compounding the cordrsy was the reaction of
students who felt the line between ethical andhinak behavior was blurring (Nicolson
& DeMoss, 2009). Bogharian and EI-Cheikh (201 pporéed a survey of 594 students
and 23 faculties revealed the great majority fdiching ethics was essential, and a 3-
credit stand-alone ethics course was preferallestdl ethics instruction in their
programs. While a stand-alone ethics course wefenable, instructor attitude was
important in enhancing student affect in a courber® an ethics module had been
dropped into the curriculum.

Cooper (2009) surveyed forty participants thatudeld a variety of professors
who have taught ethics over a number of yearsic&dnd moral philosophy were
roughly equivalent concepts in Cooper’s study. fdwilts of this study can be
summarized thusly: ethics should be taught witticatdi thinking and internalized moral
reasoning; participants were divided as to whepinefessors should have been neutral or
biased in their presentation; most participantsl use tool to enhance pedagogy even
though many tools were available; ethics teachiag wften through trial and error vis-a-
vis pre-planned and predicated on sound resedrelpredominate method of teaching
was the lecture format; the instructor should hdemonstrated love or respect for the
students; the instructor should have demonstrapabsion for the subject matter; the
instructor should have enhanced classroom commiimncskills; and character traits
(such as honesty and humility) should have beerhasiped. In short, technologies,

techniques and trends were secondary overall éleatual rigor and moral reasoning.
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The results of Cooper’s (2009) survey were relédetthe section that follows
below about No Significant Difference (NSD). Tleehnology did not dictate what was
learned or how efficiently it was learned. Whatttea@d was the underlying pedagogy
behind the ethics instruction. Ruhe and Lee (2@88&#ed modern ethics instruction was
flawed in that it did not deal with differencesraligious beliefs among different
nationalities. Additionally, Lynn (2010) had dis@ved one did not need to be a
philosopher to teach ethics. Taken with Coop&)0) point number eight (described
above), as long as the instructor showed a pa$sidhe student or the subject, ethics
instruction should have been effective. Henderetaad (2010) stated the social-
psychological process of learning must have beeenaken with both cognitive skill
and affect equally. This also applied to the teaglof ethics, and was in keeping with
Cooper’s (2009) findings.

The methods used to teach ethics had to be groundeddern pedagogical
theories. Pritchard (2012) conducted a study uaiNgtional Science Foundation (NSF)
grant that showed a broad-based cross-curricufaoaph to research ethics development
provided benefits across the entire university.sAswn by Cooper (2009), there were
various tools and methods utilized in the teacluhegthics. Several of these methods are
discussed below.

Casuistry in Ethics Education

The topics of agentic theory and moral disengageizued their relationship to
moral development were essential to professiondigscavitch (2005) stated the use of
case studies in ethics education was assumedrt@bdatory for effective pedagogy.

However, inclusion of case studies did not guasattte desired results: the effective
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teaching of ethical theory to students. Accordm{yluskavitch (2005), the main issue
was the type of educational material used in theegtcourse, not whether the course was
on or off-line. The educational goals and objextighould have dictated course design,
not merely time and cost. If the goal was strd@tard knowledge acquisition, then
true/false or multiple-choice items would have bappropriate. However, if students
were left with the impression that this was allttivas required for ethics problem-
solving, then educators may have been doing mora tfean good. If designed properly
case studies could have had a positive impactlaosanstruction (O’Leary, 2009).
Cases also allowed a student to step back andtefiea moral dilemma (Gibson, 2008).
Cases could be effective in teaching ethics (WikeBurke, 2011). Wright et al (2012)
used case studies to increase cultural awarendgb@mawareness of ethics. Banks
(2009) warned cases, while useful, must have beetextually detailed and relevant to
be effective. Smaldino (2008) stated cases wdeetefe in group work because the
members of the group could capitalize on the dynahthe members throwing ideas
around. She went on to state that cases werdigéex online, asynchronous ethics
courses, and for teaching ethical, legal and sassakes Frank et al (2010) stated by
using James Rest’s Defining Issues Test (DIT) an#dcmeasure statistically significant
increases in moral reasoning levels among studier tscounting courses. However,
most accounting instructors were not experts id,\@ere not comfortable teaching,
morality. Usually ethics was taught in existing@aenting courses and not in specific
ethics courses taught by ethicists, but by usirsgsaeveloped by the author’s non-
ethicists could successfully teach ethics to actamis. Cases were useful tools in

teaching ethics to professionals (Bowden, 2012udwer, cases could have been
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combined with other teaching methods such as ralgfy for increased efficacy (Bero
& Kuhlman, 2011).

Harris, Davis, Pritchard and Rabins (1996) notedimber of important
objectives for ethics instruction, including: (&raulate ethical imagination of students,
help students recognize ethical issues, (b) helpesits analyze ethical concepts, (c) help
students deal with ambiguity, (d) encourage stuglentake ethics seriously, (e) increase
student sensitivity to ethical issues, (f) incresisglent knowledge of relevant standards,
(9) improve ethical judgment of students, and flcyease ethical will-power of students.
These objectives can be further categorized asienabtengagement (affect), intellectual
engagement (cognition), and particular knowledgenfeetence in the field at hand, and
competence in ethics; Harris et al., 1996). Inpkeg with the benefits of ethics
instruction alluded to by Hatrris et al., Pass antdiMjham (2009) have stated “The use
of case studies not only expands students’ moragination but also helps them build
moral sensitivity” (p. 24).

Mower (2008) used cases in a process she callep&imetic Moral Reasoning
(SMR), a process that enhanced student affectranmalporated rational judgment in
everyday life. SMR had five steps, including (1ddl Question (state a moral question
explicitly), (2) Script (cases are thought of asviecscripts where one can pause the
action and examine the script), (3) Perspectiviee(the perspective of various characters
in the script/case, (4) Examine (examine emotiani$ @ character in the script, or are
yourself), and (5) Answer (observe and examineveatsponses). These five steps
encouraged participants to examine a case (eitttemfal or real-life) and put

themselves in the shoes of the characters in & c&uch immersion allowed the
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participant to grow morally. However, Mower (20@3)me to the conclusion that SMR
was preferable to moral education because of tmadids simplicity. An alternative
conclusion was SMR could easily be incorporated moral education.

Mitchell and Yordy (2010) have developed an ethasdision-making model
called COVER: First | Ask Some Questions to COVERBases. COVER itself stood
for Codes, Outcomes, Values, Editorial and Rulesclass and out-of-class cases were
introduced to students who ran through the COVESResy to ascertain what questions
should have been asked, and what factors shoukel heen considered in ethical
decision-making. Mitchell and Yordy’s system apgeato be a simpler, less immersive
process than Mower’s (2008) SMR.

Casuistry was not always used to teach ethics. eBomas cases were used to
measure moral decision-making and development.ekample, Thomas (2012) used
cases to test morality levels of first-year accoughaind business students. Thomas
found no difference between first-year accountind business students regarding post-
conventional modes of deliberative reasoning ahtt&tdecision making, but there were
differences between modes of deliberative reasoniing results of this study based on
cases could have been applied to alter ethicsitgnbbr first-year vs. fourth-year
university students (2012). Barsky (2008), mukk Thomas, had noted ethics
instruction had often been instrumental in indiabddecision-making, but was not often
used in bridging differences. Barsky also alluttethe social worker code of ethics and
how ethics instruction could have been used inréstebased conflict resolution. Such
methods as “...power-based negotiations, narrativdiatien, Native American healing

circles, rights-based adjudication, and family graonferencing...” were suggested as
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possible active tools for ethics instruction toistss bridging differences. Case studies
were not mentioned per se, but might have beemsectonjunction with the above.

According to Frey (2010), the usage of cases coedem ethics course into an
ethics lab. Case usage resulted in students tieflean personality traits. Cases
presented the student with moral exemplars. Tassatould develop a moral ecology
within with students were immersed. This immerstomrelated well with Cooper’s
(2009) findings that instructors should have denrated passion for the subjects and the
subject matter, a process that assisted in théi@neaf a class ecology. A class ecology
in turn created a moral surround which envelopedesits and assisted in the
development of higher-order moral development. hSievelopment could have been
created without re-inventing the wheel. A univrsiould incorporate cases in existing
ethics courses (Frey, 2010). Such an incorporatight have been more efficacious
with experienced students, but is important forl&éss experienced.

Keefer (2005) stated less experienced studentsda@unple actions and
justifications for resolutions. This exclusionatyitude where simpler solutions preclude
the usage of more complex solutions can reducentitere to explore more creative
solutions. Students are “funneled” through mudtiphoice questions that stifle creative
solutions. Muskavitch (2005) referred to the Hagsi Center (1980) white paper, which
proposed five goals in teaching ethics, includiagstimulating the moral imagination,
(b) recognizing the ethical issues, (c) develognglytical skills, (d) eliciting a sense of
moral obligations and personal responsibilitiesl @) tolerating (and resisting)

disagreement and ambiguity. The students’ feelamgsimaginations must be engaged.
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Student affect must be considered or rote memavizaff simple ethics principles would
be the most educators can hope for.

G. W. Louis (2009) states that according to Willi@lasser, socialization could
increase affect and produce the desired outcomethics instruction. Moral obligation
must have been elicited to move students into lhighmains of ethical thought. Face-
to-face discussions were not the only way to acdsimphis. Online interactive
discussions could also be effective in enhancindesit affect. Students could develop a
“Justificatory mind-set,” wherein students recomrded the simple course of action
rather than apply critical thought and be creaitiviheir proposals. Students must have
moved beyond simple justifications in their probleoiving.

To avoid justificatory mind-set, Muskavitch (2008commended small-group
assignments over tutorials. The latter had a “kledf mentality that was common in
universities today. Muskavitch (2005) concludednline tutorials alone
cannot...constitute an effective educational progiraprofessional or research ethics”
(p. 433). She stated adding facilitated exchamgmrgdd go far. Such exchanges
enhanced student affects and enmeshes the stadeobllegiate experience, which
enhanced academic integrity and reduced inciddniaethical academic behavior (Olt,
2007). As Cabot (2005) demonstrated, such extriaalar experiences also enhanced
student morality even more than collegiate expegsrihemselves.

Methodologies Can Be Useful Across Different Profegons

Appraisal was a complex subject that had far-reerbonsequences for client

and homeowner, but other professions were consldeore complex with potentially

graver consequences. Engineering was one suabsgrofn (Jonassen et al., 2009).
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Jonassen et al (2009) researched what happenaditeering students when the
students were asked to solve engineering ethiddgns as opposed to teaching ethics
outright. Students given more meaningful ill-stared assignments were able to solve
ethical dilemmas and produce coherent argumentstidy their actions.

Haws (2001) stated ethical behavior was groundetiffierent theoretical
approaches considering multiple options with midtigonsequences and communicating
with stakeholders. Jonassen et al., (2009) degigriearning environment that engaged
the principles espoused by Haws (2001). This iagranvironment was called Engineer
Your Ethics (EYE). EYE consisted of ethics scemsuaonducted serially, designed to
investigate how learners reconciled perspectivesweetermining a solution to ethics
problems.

Several issues emerged as Harris et al (1996)@rakden et al (2009) designed
EYE and the case studies used in EYE. Typicaflgireeering ethics problems were
represented as either decision-making, designbkeeshooting, or dilemma (Jonassen et
al., 2009). According to Harris et al (1996), demn-making case studies required a
selection of one action among a variety of contett-alternatives, while dilemmas
represented an argument between two or more uablésissues. Harris et al (1996)
assumed for the sake of their study that engingathics problems were decision-
making issues that invoked professional compet@ncgntext-rich scenarios. Harris et
al (1996) concluded ethics problem-solving casesilshhave been integrated into every
engineering course to enhance the argumentatioc@nter-argumentation process.

This had implications for an appraisal ethics medhht could be used as an adjunct to a
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USPAP course. Such an environment could have taésd “Appraise Your Ethics” or
“AYE,” based on Jonassen et al.’s (2009) EYE.

While the use of cases, or casuistry, was a tinrestea traditional tool in
education in general and ethics education in pdarcBivins (1993) had noted there had
been a trend toward allowing professionals to |eginics on the street, with little
theoretical background. However, such backgrouasl mportant in the creation of a
status quo, an ethical relativism that allowed @ssfonals a chance to understand what is
expected of them (Bivins, 1993). A theoretical empihning gave the newer
professionals the rationale behind the writtenastiilles. Once a student had been
taught the basic ethical foundations the onus wastooducing those students to ethical
concerns specialized to their individual professi@ivins, 1993). One way to bring a
student from the basic introductory material to@erspecialized level, or to move from
the lower levels of Bloom’s Taxonomy to the higkemalytical) levels was the usage of
case studies.

Case Studies Are Useful for Inductive Learners

According to a report by the Boston University Gerior Excellence and
Innovation in Teaching (2012)Many students are more inductive than deductive
reasoners, which means that they learn better &xamples than from logical
development starting with basic principles. The okcase studies can therefore be a
very effective classroom technique.” Case studmesdchave been undertaken
individually or in teams to good effect. A majaivantage in using case studies was that
it actively engaged the students in the subjectenailhe guidelines for using case

studies were (Boston University Center for Excelle& Innovation in Teaching, 2012):
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What is the issue?

What is the goal of the analysis?

What is the context of the problem?

What key facts should be considered?

What alternatives are available to the decisionerak

What would you recommend — and why?

It is this issue that encouraged facilitator feexto@nd encouragement of student

immersion in the subject matter. Instructor feedtbaas critical in enhancing student

affect and the cognitive domain.

Bivins (1993) had proposed the following questitorshe creation of case

studies:

1.

2.

o

What is the ethical issue/problem? (Define in onew® sentences.)

What facts have the most bearing ondttecaldecision you must render in
this case?
Are there any other external or internal factorbecconsidered? (Economic,
political factors, etc.)

Who are the claimants and in what way are yougabéid to each of them?
(List all affected by your decision.)

What are the operant ideals?

a. Foryou

b. For the client/organization/profession

c. For other affected parties

Do any of these ideals conflict? In what order ldorou honor them?
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7. What are your options, and which would he favore@dch affected party?

(List at least 3.)

8. Which options could cause harm to any claimant?

9. Would honoring any of the ideals listed above litzie any of your options?

10. Are there any rules or principles (legal, profesai, organizational, or other)

thatautomaticallyinvalidate any of your options?

11. Which ethical theories support or reject whichiaps?

12. Determine a course of action based on your arglysi

13. Defend your decision in writing to your most adatn@etractor.

Bivin’s worksheet could be adapted to appraisahwatdative ease. The most current
version of USPAP informed Number 10, and the ethifezories that introduced the
USPAP course should have informed Number 11. NurhBeelied the most on
instructor and student/peer feedback.

Leading students through such sequential cogniieeesses, while having
viewed decisions through a moral and ethical leas|d help students avoid moral
disengagement and maintain ethical conduct. Thedan nature of case study
instruction required students to consider thegessd@d their consequences within a
realistic and relatable context. These were tfer@dnces of case study instruction, and
this method held promise for enhancing the prenkeeand continuing education of
appraisers, both in grounded and online environsaent

To summarize, case studies have been in useigs &tiucation for several years.
The use of cases, called casuistry, could be aatefé tool if the cases were constructed

appropriately. The best cases typically reflectad life scenarios. Just as not all
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educators were good writers or course designetsalheducators were good writers of
case studies (Schonfeld, 2005). It was importantgase study principles should have
been implemented in course design. This was eapetiue with online education
where there are even more concerns in creating@eppedagogically-sound learning
environment (Schonfeld, 2005).

Lecture in Ethics Education

Another popular method used in ethics instructi@s the lecture. Lecture has
been used for decades in education. However, reeatas not always the end-all be-all
that teachers would have us believe. O’Leary aed/&t (2013) have found learning
style must be matched closely to the teaching noketised in ethics instruction. Active
learners fare better in group work, whereas, padsarners fare better in lectures.
O’Leary and Stewart recommended analyzing the ststkearning styles before
instruction began, to maximize instructional effrecy. Grant (2008) also found student
backgrounds must be taken into account for theaushtgaching tools to be effective.
Shiell (2011) stated active discussions in classdcclead to student debate about what
Shiell described as Traditional Ethics. While egplicit about the format one assumed
these discussions centered on lectures.

As with the other methods of teaching ethics, duture format could be
combined with other methods such as video, caskestand lecture (Cooper et al.,
2008). Cooper et al went on to say their “Toolkithtains several components, some of
which were adapted to teach some aspects of ethineseas, other components taught
other aspects of ethics. This multifaceted apgr@ssured more students, with varying

learning styles, could learn the ethics needeteir tareers. Business instructors might
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have felt ill-at-ease teaching ethics (Lynn, 20C0pper et al., 2008). Cooper et al

(2008) stated their Toolkit was a good first stapdrd allowing non-philosophers to
teach ethics in a business course. Jones (2008tee interspersing lectures among
other teaching modes such as cooperative group &drinced student learning in ethics
courses. As Willey and Burke (2011) note, Consivist educators did not think
lectures were sufficient to convey knowledge. Aiety of experiential activities such as
role playing and group work were required to enghgdearner, and must have been
adapted to the various backgrounds of the learners.

Wright et al (2012) reported the results of a detbstudy analyzing methods of
teaching ethics to enhance international sengitaitd awareness. A variety of modes
could have been used to enhance cultural awaranesgalue perceptions, including the
lecture format.

The research reviewed indicated the lecture folmadtbeen used for decades in
education, but was not normally considered a stdode teaching mode. The research
indicated while lecture had its place, it was aspeasstrategy and should be combined
with more active teaching strategies such as riagipy and group work. Combining
lecture with other, more active methodologies wdwdgle enhanced student affect and
helped students grasp ethical comments more efflgideading to the improved
learning of ethics.

Media/TV in Ethics Education

There have been various multimedia tools availii@se in ethics instruction.

The University of Texas at Austin had developed BXDs for use in ethics classda:

It To Win ItandConcepts Unwrappe(Ethics Unwrapped, 2012). These videos DVDs
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had several videos that, singularly or altogetbeuld be used to demonstrate various
ethical principles in the classroom. The DVDs wieee, and could be used online or in
the classroom. For example, according to Wriglal €2012) various modes should have
been used to teach ethics. These DVDs might hagmented other learning formats to
enrich the ethics classroom experience. Smald@f08§) touted the usage of case studies
but under some conditions espoused library, orfiveb-based), virtual environment
(Second Life™), and media usage in the ethics ass.

Shankar and Connelly (2010) reported their attertgpiscorporate technology
ethics instruction in their respective classroormke authors tried to incorporate
technological and ethical instruction in their sla®ms. The study dealt with the impact
of pervasive computing on the classroom. Sharskarsociologist and Connelly and
computer scientist; each instructor tried incorgagpethics into their respective classes
with varying degrees of success. While their dassere separate, they were brought
together for special lectures based on technolagg studies and work on a joint project.
After the completion of the project the studentseMarought back together for reflection.
One aspect of the project was the design of a vsgetem by the technology students
that was to be seen by family and friends. Howether ethics students were concerned
that unintended people might see the video. Eamhpds attitude perplexed the other
group. One issue was a misunderstanding of teogddy the ethics students, leading to
incorrect conclusions being drawn. Additional sswere identified by the ethics
students to make sure they had “enough” ethicakiss These extra issues were often

esthetic in nature and non-issues to the technadagients.
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Shankar and Connelly found the students’ dispdrat&grounds led to uneven
experiences in the two courses. One class ditiant the knowledge to be able to
communicate effectively with the other class. Wltiie authors feel collaborative
learning is worthwhile, certain steps should bestato assure a more uniform response
from both sets of students. Documents could beyded to assure a uniform
understanding of terminology. The use of videttedogy as one of the cases allowed
technology students to collaborate with non-tecbgists for the common good of both
classes.

Wicclair (2008) has found medical students canatisproper ethical actions vs.
the egregious behavior of Dr. House, M.D. While Bl®.D. was a very popular show
among medical students, these students recogrieezhbw’s “unreality” and
appreciated the show as a series of negative eeampVicclair also stated video
segments of the show could be used in the classasoamnegative exemplar.

The research reviewed indicated multimedia has beed for several years in
education, although for a shorter span than thedeor case study formats. Multimedia
had the advantage of appealing to a variety ofhlagrstyles, and could be interspersed
in ethics courses. Multimedia learning objectslddne used in traditional courses to
insert ethics into non-ethics courses as well. hSasertions allowed instructional
designers to take existing courses and more easgynent the ethics content without
being experts in ethics themselves.

Online Learning in Ethics Education
Lynn (2010) has demonstrated one need not behas eénstructor to teach ethics.

Housing ethics materials and learning objects enlas an effective way to deliver such
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materials to students across disciplines. Theuo&ir could plug an ethics module into
their (face-to-face) course with little adjustmémthe curriculum. The usage of an ethics
module was but one of many tools, including onhné grounded, available to
instructors.

Weissman (2007) has used a variety of online tmotgeat effect in teaching
ethics. Instant Messenger (IM) was useful for stus to know when friends were online
for synchronous communications. Weissman cautesysecially when students were
young, online tools must be used with caution: snmust be set. Students can get lost in
virtual worlds. Online tools cannot only be useddach ethics, they could be used to
enforce the ethical treatment of students. Oriiads, particularly in virtual worlds like
Second Life ™, could be laborious and time-consigninset up.

Schonfeld (2005) stated online ethics courses tooke faculty time to develop
than face-to-face courses. Online ethics couraddbth advantages and disadvantages
compared to face-to-face courses. Advantages bfimgtruction and web tools included,
(1) the asynchronous nature allows students torpssgat their own pace, (2) web-based
content allow for a standardization of ethics-basautent over a diversity of curricula;
and (3) examples (perhaps case studies) can beetailo the needs of individual courses.
The challenges included (1) online ethics instarcbenefits visual learners to the
detriment of students with poor writing and readafgities, (2) online ethics instruction
does not allow for good development of student-atiéind student-instructor
interactions, (3) the teaching of ethics involveaching a process rather than a product.
As Schonfeld (2005) stated: “Building an online coumity is another good way to

increase the interaction of students and their gaig@&nt with the material” (p. 481). The
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greatest challenge faced by Schonfeld was the obitself. Because ethics instruction
was a process and not just learning terminologythesames of theorists, practical
ethics was best learned via role-playing. RolegAplgwas difficult to perform online.
However critical thinking skills could be learnesing online tools. A final caveat from
Schonfeld: fancy technology used more bandwidthcuRy often had access to high
bandwidth resources and developed online toolsrdoogly. High bandwidth usage
disadvantaged rural students, creating a displeityeen rural and non-rural students.
To avoid this disparity online tools should havermereated cognizant of the needs of all
students. To this end, properly-created onlingsegiwere time-consuming to create.

As noted by Schonfeld (2005) online ethics coucsastake longer to develop
than counterpart face-to-face courses. Smaldi@0§pnoted the workload of online
ethics courses is more intense than traditiona-faeface courses. The author realized
that she should learn from her students, feedlrack $tudents should inform future
iterations of the course. Student reflections vaare such way for an instructor to learn
the attitudes and opinions of students. Discussaards were another tool that could be
used effectively to present case studies and otlaggrials online. In conclusion
Smaldino posited that ethics instruction could kesented in a 3D virtual world such as
Second Life ™, causing an immersion in the ethresg@ntation. This application might
have been an effective rebuttal to Schonfeld (2@@5ause role-playing might have been
somewhat easier in Second Life ™ than in a traddti@nline ethics course.

Willey and Burke (2011) used online materials egtegly to present ethics

instruction in a blended format. Discussions, grptojects and cases were used to great
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effect. The authors used Constructivist approathésach ethics to business students
with great efficiency in an online environment.

The research reviewed demonstrated that onlinesthstruction required more
work for course developers than the face-to-facevedent. Students typically worked
harder in online ethics courses. The online taskxd by faculty often created a burden
for rural students who do not have access to hagluwidth, creating a dichotomy
between bandwidth “haves” and “have-nots.” Ethictruction was as efficacious online
as face-to-face, and in many ways is superior.

Using Activities in Ethics Education

As O’Leary has pointed out, ethical instruction teneffective if the teacher was
an effective facilitator (2009). O’Leary’s (200@search further concluded that some
types of instruction were more efficacious tharessh O’Leary and Mohamad (2008)
cited role-playing and training as potentially effee tools in ethics education,
particularly in individual accounting courses thedtured an ethics component. Further,
the authors concluded that lectures based on casés also have a positive impact on
the students’ ethical outlook relative to theirfpssion, in this case, accounting.

Just as O’Leary and Mohamad (2009) used role plaiyirethics instruction, Pass
and Willingham (2009) used a self-evaluation systémrein students were presented
ethical dilemmas in case studies and asked teesalfiate their attitudes toward ethics.
The students were effectively immersed in the casdsnteracted in group activities
which promoted critical thinking. Immersion anchancing student affect was a
common theme among ethics educators. Pope, H&adnd Barkley (2012) reported

the role service learning played in ethics insiarct Nursing students were assigned to
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community projects such as Head Start, immersiagfielves into community services,
which allowed hand’s-on ethics instruction. Thedgnt nurse recognized their
profession as a “caring art.” Such immersion inatéd otherwise dry ethics into a
student nurse’s worldview. In addition to immegsstudents in the world of ethics using
community service, games have been shown to babl@ueaching tools (Haywood,
McMullen and Wygal, 2004). An “Ethics Bingo Gameas devised with the following
objectives in mind (1) restore trust in the accoumprofession by emphasizing ethics
and professional responsibilities to students (Riaccounting professionals), (2) identify
similarities and applicability of accounting orgaations' ethical and professional codes
regardless of students' expected career pathsrd@ijde opportunities to enhance
students' critical-thinking skills, and (4) engafedents in the learning process by
making ethics coverage interesting and fun. Theeganproved students’ critical
thinking skills by engaging them in a game that wuas The game had the additional
advantage of being flexible enough to articulatihexisting ethics assignments without
altering course dynamics. Ultimately the game stubstudents that professionalism and
ethical behavior can go hand-in-hand.

Another form of activity used in ethics instructisas modeling. Fenstermacher,
Osguthorpe and Sanger (2009) stated an exampledad#lmg was when a teacher
conducted themselves before a class in a manner#ssa moral exemplar. Modeling
can be used in addition to the other techniqued usethics instruction such as lecture or
casuistry. In other words, the teacher was tegamarality and teaching morally. There
were two components to teaching morality: manndra@mtent. Manner was more “do

as | do.” Content interjected moral subjects thi® course and gave instruction as to
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why something was right or wrong. The former wakdvioral, but the latter was “do as
| say.” Modeling was a subset of manner. A relaidy conducted by McGlone et al
(2011) indicated exposure to an “event” whereimshis were exposed to nine
executives from profit and non-profit corporati@isa speaking function resulted in
positive changes in students’ attitudes. Studesaisted positively when their teacher or
role models presented a positive exemplar. An2@4Q) also recognized modeling as a
significant tool in ethics instruction but callédsetting an example” in class.
Numminen et al (2009) also demonstrated that ngrsindents felt that ethics instruction
is more effective if the instructor is shown todihical and competent. However, if
subject’s ancillary to ethics instruction were g&ed, these subjects must be grounded
in the instructional mainstream.

Zimmerman (2012) stated most ethics instructiontiq@darly research ethics,
was ancillary to other subjects. Most ethics undion consisted of a “dribble” of ethics
theories followed by a flood of cases. To makécstimore integral to the course the
author suggested an award be established forxhbdek author who best incorporated
ethics into the body of the text. Therefore, @ tvould not only teach the subject
matter at hand but would treat ethics as an ind@trd subject worthy of the full
attention of the student body. The other studmedyaed herein would indicate the mere
act of changing a text to be insufficient, thatesthctions (such as engaging the students
through group work, or leading by example througideling) are required to engage the
students and affect morality levels. Involving gtedents was a prime way of enhancing
learning. Using group activities could immerse shalents in the class. Shifting student

perspective promotes immersion.
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Mower (2008) used small groups to develop casesaddlition to developing
cases the students were expected to shift rolesfirst person to third person,
effectively taking the role of the other partieshe cases they had developed. This
technigue immersed the students as a member oiug gnd as a participant in the
resultant case study. Banks (2009) stated théousele-play, simulations, and other
activities in ethics instruction was well estabéidh Bero and Kuhiman (2011) used role-
play to present case studies. This illustratechtteptability of the various techniques,
blending together in various ways depending upem#eds of the instructor and
students.

Borhani et al (2010) found role-playing and variatiser activity-related tools
enhanced student morality, critical thinking, amdidion making in the classroom. This
in a classroom setting in Tehran, illustrating ge@eralizability of the results across
cultures. Borhani et al also promoted the instistrole as positive role model in the
classroom as an effective tool for teaching ethiishnston (2010) also found role-
playing was efficacious in ethics instruction, espkly when combined with pre-exercise
activity and post-exercise reflection. She alssuded card-reading activities to augment
role-playing. When students were actively engagegt became an integral part of the
class and ethics instruction was enhanced.

The research reviewed indicated certain activitdd be used to engage
students in ethics instruction. Such activitiesldonclude role-playing, modeling, card-
reading, and small-group activities that generatesk studies. Ethics instruction could

be stand-alone or an integral part of a coursee aitivity need not have been disruptive;
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it could blend into an existing class and dovetéih exercises. As long as the activity
engaged the students, ethics instruction was addanc
Using Examples or Conduct in Ethics Education

Babbar (2010) used examples and reflective disoassn class to illustrate
deceitful conduct. Deceit among customers wasjarsause of dissatisfaction, which
led to a loss of revenue. If students could bevshdeceit in classroom simulations they
could recognize deceit in the real world, thusisg¥heir company money. Banks also
used codes of ethics or examples of conduct toepathics teaching in the classroom,
often in conjunction with case studies (2009). @armson et al (2008) conducted a study
using items developed by the authors. The itenmre wienilar to those in a Defining-
Issues-type exam developed by James Rest et al)(1&foups of respondents rated the
items and responses were analyzed by Gundersoi2808) in a study of business
students from a variety of institutions. There wascorrelation between education level
and the ratings of groups of respondents. Thesitesed examples of various unethical
behaviors, but there was no intervention and thlecas did not propose possible
methods to enhance responses. Perhaps sometoblhenentioned by Frey (2010) such
as cases, ethical codes (i.e. conduct), decisidaagdrameworks, and ethics tests could
be utilized in ethics instruction without major féiin pedagogy.

In summary, codes of conduct, examples of ethioatloct, and even negative
exemplars (such as deceit) could have a placeeiettiics classroom. Codes of conduct
could have included laws such as the lllinois ApggakLicense Act and the National
Association of Realtors Code of Ethics. Examplestiical conduct could have included

the instructor acting as a role-model before theslor a case study where an appraiser
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took the high road when confronted with temptati@xamples of a negative exemplar
(i.e. unethical conduct) could have included a eelserein an appraiser committed fraud
and acted as an advocate for a client who desitegher value.

Using Literature in Ethics Education

Another tool that could have been used to convelg®in a classroom was the
use of literature. Aoudijit (2012) found using catgdies allowed a concrete presentation
of ethical dilemmas in the classroom, but also @¢dod viewed as simplistic or
unrealistic. Instead Aoudijit (2012) used literattw illustrate concepts in ethics:
“...literature in general and novels in particulaaltéange ethical theory and moderate its
pretensions to explain moral experience and solvehproblems” (p. 63). While
literature in general was found to be useful as@dagogical tool, books that illustrate
moral concepts were most effective. For exampéen@s was used to illustrate
Utilitarianism. Aoudjit (2012) concluded, “In dea§j with moral problems, one ought to
think of theories as heuristic devices only. Thele is to guide thinking, not to provide
final answers” (p. 63). This substantiated thelifigs of other authors in this section.
Many tools were available to the ethics instruchar,one tool was perfect. In addition to
novels, Frey (2010) and Harris (2008) have founahdmistic studies are an important
adjunct to using literature as teaching tools mastinstruction.

A variety of tools were available to teach ethicghe classroom. Literature,
particularly novels and humanistic studies, cowddeffective tools under the right
conditions. For example, Camus has been usellistrdte Utilitarianism in the
classroom. Humanistic studies have been used adjanct to using literature as

teaching tools in ethics instruction. Literatuoaild also explain moral experience and
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solve moral problems. If students have alreadg tka literature that was used (perhaps
in the literature courses they have taken), thearporating the literature as an ethics
exemplar became less problematic.
Summary

Ethics instruction was a pivotal part of helpirrghg order to the chaos that had
caused the economic crisis the world had facedbsteseveral years. A variety of tools
were available to teach ethics, but no one mettmebsout above all the others. Which
tool should have been used is dictated on a casadry basis given the circumstances of
the institution, the students, and the instructaihile ethics instruction could be
integrated across curricula and specific courgadjes revealed a preference among
students to have specific ethics courses. Thentdoby used to convey ethics instruction
has been shown to be less an issue than the padglmninstructor in enhancing student
affect.

No Significant Difference

The central issue of this study was whether thexe avdifference between the 7-
hour USPAP course taught face-to-face vs. onlBiece Thorndike (1912) stated movies
help student instruction, and the introduction @iputers, there have been many studies
that show there was no significant difference (N®BXween face-to-face instruction and
online instruction (Kulik & Kulik, 1991; Kulik, Kuk, & Cohen, 1980). No study has
been found that has examined the NSD concept irseawrk related directly to morality
or ethics. While some studies illustrated statgtanalyses concerning the teaching of
ethics and morality, and what it might have takeelicit a difference in students taking

such courses, the studies have fallen short ohtegir a difference between the delivery
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systems. 1zzo’s work showed that ethics educatftered by the National Association
of Realtorsdid not affect the morality level of reatate agents (Izzo, Langford, & Vitell,
2006; Rydzewski, Eastman, & Bocchi, 2010). Addhaby, 1zzo (2000b) discovered
compulsory ethics instruction for real estate gseple was ineffective in raising moral
reasoning. This result was interesting to theysatchand because appraisers were forced
to take USPAP instruction (including a section @mas) with unknown effects on moral
reasoning. 1zzo’s study was conducted using at@¢ace modality. However, some
studies have indicated initiatives at some corpamathave been effective (e.g.,
Harrington, 1991; Reidenbach & Dawson, 1991). Arostudy found (Loe & Weeks,
2000) classroom study positively affected morasoeeng in sales students. A similar
study has not been conducted on appraisers andt88AP course; no one has
examined whether morality levels in appraisers vedfected by online vs. face-to-face
modalities of instruction. Wilhelm (2010) has shogwen faculty not specifically trained
in ethics instruction could effectively teach ethas long as the ethics material was
properly designed using pedagogical principles destrated to affect cognitive moral
development. The students must have been propeggged in the course by making
the ethics component a part of the class that haohpact on grading. Therefore, if
materials were mandated they might not have affiecteral development unless, (a)
properly crafted to affect morality and (b) an gra part of the student’s grade structure.
Rhodes (2010) has found more ethical instructiostrba created for finance and
accounting professionals, and such instruction lwaile had a profound impact on the
ethicality of financial professionals and therefaye the impressions of the public on

accounting and financial professions.
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McLuhan (1964) famously stated, “the medium isrttessage” (p. 23). This has

been inferred to mean the medium has an impadi@results of the communication, so
a video presentation has a different impact oreagntation or class than, say, a print
presentation. Subsequently, the controversy waiedanto education by Clark (1994)
and Kozma (1994). The former stated the formahefeducational material did not
matter; the medium did not affect the learning eigmee. The latter stated the medium
did indeed affect the learning experience. Sub=estudies have shown there is NSD
in medium; that face-to-face instruction was agatfious as online instruction. Larson
and Chung-Hsien (2009) state while there was nuifgignt difference between online,
blended, and face-to-face modalities, there wagfemence by students taking an
introductory management course to take coursesttatace. Despite this, most of the
students stated online instruction was an apprre@nvenient, and efficacious mode of
instruction. Donavant (2009) showed no significgifference when studying police
officers taking professional development coursesydver, there was a statistical
difference between degree of success in an ontimeanment and education level of the
participant. While other studies indicated theessWSD, the present study specifically
addressed the gap in the literature for instrudta@t purportedly influences the morality
levels of students, particularly appraisal CE stisle

The interest in exploring the ethical decision-mgkof appraisers stemmed from
the prevailing mistrust in economic professionalgeneral, and appraisal professionals
in particular, due to misconduct on the part othprofessionals. The solitary nature of
the appraisal business, combined with a low sehsertrol and constant external

pressures made appraisers vulnerable to moralgigement.
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Kohlberg (1963) asserted individuals attained mityr@ly progressing through

various stages, and Bandura (2001) posited theithdil was in control of his or her
behavior. Included within this control, accorditmgBandura (2001), was the choice to
morally disengage. This phenomenon led to a faiarapply moral and ethical decision-
making, and could result in poor professional penfance. Curbing the tendency to slide
into moral disengagement was vital to preventirtgriiethical lapses within housing and
other industries.

This study has examined the various tools availtdyléhe efficacious instruction
of ethics at the university and professional lewahile casuistry was the over-riding
method (and was often combined with other toolshsas lecture), tools should have
been chosen in accordance with the course, therstsicand the comfort level of the
instructor.

This study explored the effectiveness of teachimega-hour USPAP CE course
online vs. face-to-face. This portion of the as@ywvas particularly important, as
morality research had not explored the non-sigafidifference concept in morality
education.

The next chapter provided a description of thearededesign that was used to
conduct this study. The rationale for using tipisafic research design was also
discussed. Chapter 3 included a detailed desuniti how each variable was
operationalized in the study, and an explanatioth@fdata collection procedures and
proposed statistical analysis was provided. ThaptEr also included a discussion of the

steps that were taken to assure that participagts's were protected.
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Chapter 3: Research Method

Introduction

This research sought to provide an increased utashelieg of how the 7-hour
USPAP course taken face-to-face or online migtgcfinorality levels and the stages of
cognitive development of appraisal students. Thdysexamined the impact of taking
the 7-Hour USPAP course on the morality level aflsnts using a quasi-experimental
method. In this chapter, the methodology useésbhypotheses is defined, and
information about the sample, variables, instruraton, data collection, and analysis
were provided. The Defining Issues Test (DIT-25waed to measure moral decision-
making in both the pre- and post-test.

As stated in Chapter 1, the financial markets wetermoil at least in part due to
an increase in immoral and criminal behavior. Artle of research concerning the
efficacy of online ethics education was a concératame when the public was troubled
about professional morality. Indeed, Meine and ma(2010) stated a variety of
institutions, ranging from police departments tonmeipalities, had implemented online
ethics education. Such implementation has madeedglof instruction more convenient
and cost-effective. However, Meine and Dunne (2@ll® not report analyses as to the
efficacy of such online delivery systems.

Research Question 1

The research question that guided this study was:

Is there a difference between the effect on theatitp schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus

continuing appraisal students taking the 7-hour AISEE course in a face-to-face



65

environment? The three moral schemas includedegdnal Interests, (b) Maintaining
Norms, and (c) Postconventional.
Research Design and Approach

A pretest—posttest, nonequivalent control group@&) design was used to
measure changes in moral cognitive developmempnagsal students taking the USPAP
7-hour CE course in either the face-to-face (F2Fndine environment (Gravetter &
Forzano, 2012). The instrument used to colledtdsfined morality data was the DIT-2.
A quantitative methodology was chosen, as it bsti@ported answering the research
guestions at hand and was more efficient when migalith electronic administration of
surveys such as the DIT-2 (Rhodes, 2010). A cialé methodology was considered,
but was not supported due to the lack of objegti@itjualitative analysis might have
when answering the research questions. Cresw#Bj2hotes qualitative analyses could
be intrusive, costly, and time consuming in ter8raling participants. Qualitative
studies have had a place when inductive (“grourijlngsearch was conducted, and
when the researcher wanted to get close to thesbjhe current study was deductive
in nature.

A quantitative pretest-posttest non-equivalent m@mgroup was the most
appropriate method to analyze the question at kamo# this design compared two non-
equivalent groups: one group was measured twiae bafore the treatment and once
after; the other group was measured at the samérnves but did not receive the
treatment. The latter group was considered th&aogroup. In this study, the online
USPAP was considered the treatment, whereas falae¢oUSPAP is considered a

control. The pre-test post-test NECG also allovegdhe researcher to control for
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assignment bias that existed in all non-equivalgotip research (Creswell, 2009). The
pre-test post-test NECG design also allowed fod#ttermination of whether the
treatment or some other time-related factors niigtgaten internal validity. Such threats
were minimized because both groups were observedtbg same time period. The pre-
test post-test NECG design provided some evidehaeause-effect relationship and
was, therefore, considered quasi-experimental.

This research project employed a pre-test posINEE€G design (Gravetter &
Forzano, 2012). The notation for this design was:

Group A O--------- X--mmmmme- @)
Group B O----------mmmmmee- @)

The notational symbols were: O (different wavesefisurement, in this case the
DIT 2); and X (the treatment). There were two grgiugroup A took USPAP online and
group B took USPAP F2F. Group B was treated asdhérol group in this design, as
the face-to-face USPAP was the more traditionaboptParticipants were assigned to
groups via the schools at which the students waraled. As students enrolled and
agreed to participate, the students indicated vemnelie student belonged in Group A or
Group B in the survey itself.

Setting and Sample

The population defined in this study was adult etud in appraisal schools
throughout the United States taking classes owlirface-to-face. There were several
thousand licensed appraisers in the United Stallesf, whom must take the 7-hour

USPAP CE course every renewal cycle if they wism#&ntain their license. A renewal
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cycle is typically two years. In lllinois, licernd@ppraisers must have taken the 2014
USPAP CE course in the first six months of 2014.

The sample was derived from several appraisal $slamal appraisal
organizations throughout the United States. Tlebeols and organizations were
chosen due to their willingness to participatehia tesearch. Various Facebook ads and
mentions in appraisal newsletters were used tactattention to the study. Participants
were of varying ages and socio-economic backgrausdisdents taking the 7-hour
USPAP CE course had their appraisal license foringiengths of time. Given
participants could not be forced to participate eandom assignment to a particular
group (online, traditional) were not an optionr@etrandom sample of participants from
the population was not obtained. Specificallydstits self-selected to take part in an
online course or a traditional course, rather thaing assigned.

Table 1

Frequency and Percent Statistics of Participants’

Variable Frequency Percent

Tenure

Less than 5 years 37 39.8

5 years or more 56 60.2

Total 93 100.0
Age Group

18-25 years 2 2.2

26-35 years 26 28.0

36-45 years 22 23.7

46 years or older 43 46.2

Total 93 100.0
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The groups of subjects consisted of USPAP (onkme) USPAP (grounded). An

analysis of the groups on relevant control varisléeg., gender, age, years of
experience) was run to establish comparabilityhefgroups once they were derived.

Power analysis A priori sample determination was assessed hgucting a
formal power analysis. Three factors were takénm aonsideration when conducting the
analysis, including the intended power of the staffect size of the phenomena under
study, and level of significance to be used inat&g the null hypotheses (alpha). Study
power was the probability of rejecting a false mylpothesis. As matter of convention,
adequate power to reject a false null hypothess . 8@ (Kuehl, 2000). Effect size was
an estimate measurement of the strength of theaeship between variables in the
study (Cohen, 1988). The effect size was charaeby Cohen (1988) as Cohen’s f
with small, medium, and large effect levels, wheaeh level was associated with a
specified effect size. Thus, a small effect = h@dium = .25, and large = .40. The
effect size statistic used in this study was .26dimum).

Alpha was defined as how confident one is whegcta)g the null hypothesis.
Social science research convention suggests iz should have been set at .05. Thus,
with power set at .80, effect size set at .25, apta set at .05, the sample size required
was 158 participants, with a minimum of 64 per ¢€dul, Lang, & Buchner, 2007). The
current study attracted 59 participants who conepl¢he pretest assessment, and 21 who
finished the posttest. The small sample sizesdchave had an impact on the reliability
of results. Perhaps a qualitative analysis coalcelbeen used to account for small
sample size. The small sample size should be sskehlan future studies, and is

discussed in Chapters 4 and 5.
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Variables. Three variables were used in the study, inclgid#) one dependent
variable, (b) one independent variable, and (c)amwariate. The dependent variable, the
Defining Issues Test (DIT-2) (post-test), was sgalethe interval level, while the
independent variable, Group Type (online, tradaipnand was scaled at the nominal
level. In this NECG design, the control group Waes F2F group. The covariate was the
DIT-2 pretest score, scaled at the interval lekat tvas used to control for natural
differences in morality of participants.

The USPAP 7-hour continuing course was written bg Appraisal Foundation
(TAF). Alternatively an equivalent course may betten by schools. An equivalent
course must be reviewed by the Course ApprovalmdCAP) of TAF to assure the
course is completely equivalent to the original B8Rourse. USPAP courses must be
taught by a USPAP instructor who has been certliethe Appraiser Qualifications
Board of TAF. Therefore, the course is created Aff (or is an equivalent to the course
created by TAF), and the instructor has undergamai@ng course and is certified by
TAF. This process ensures a regimented systenteforering USPAP education across
many licensing jurisdictions. A final exam was nequired for the face-to-face 7-hour
USPAP course. However, a final exam was requioedhie online 7-hour USPAP exam.
Typically this final exam is not proctored. Theaexwas administered in such a way as
to allow multiple repetitions until the student pas. The final exams were either written
by TAF (with the assistance of a psychometric comgpar by the course developer of
the equivalent USPAP course. If written by thersewleveloper, the CAP reviewed the

exams for efficacy and fairness.
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Instrumentation and materials. A demographic survey and the DIT-2 were
used in the study. Demographic questions asseggedjender, appraisal experience,
education, ethnicity, and type of course (onlinaditional). Demographic questions
were used to help profile the sample and descaptiformation was assessed in
aggregate form about willing participants. Theadaere collected via a SurveyMonkey
survey tool.

Morality level. The DIT was a component model of moral develaprdevised
by James Rest in 1977. The test consisted ofi@essgfrfive ethical dilemmas designed to
measure one’s thoughts, preferences, and compieheghsough the activation of moral
schemas. The participant’s task was to read alrdideanma, and rate and rank
corresponding statements in terms of their moralortance. A Likert-type scale was
used in the DIT to assess level of morality onfixe moral dilemmas. Three schemas of
moral reasoning were assessed including (a) Pdreaaeests Schema (considering what
will benefit me and help others to like me), (b)iMaining Norms Schema (considering
what will maintain the law and social order), aoyiIRostconventional Schema
(considering human rights and other moral prin@plerhe online version of the DIT 2
was analyzed by the Center for the Study of EtHimalelopment and the results
forwarded to the researcher (Bebeau & Thoma, 2003).

The DIT-2 included five hypothetical moral dilemsp@&ach followed by 12 issues
(60 guestions total) that could be involved in mgka decision about the dilemma.
Participants are asked what decision they wouldemaleach dilemma and which issues

they consider most important in making the decisi®hese responses were scored to
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find which aforementioned moral schema studentevi@d in making moral decisions.
The task took approximately 30 minutes to complé&er the DIT2 Guide:

DIT-2 is an updated version of the original DIT &&d 25 years ago. Compared

to the original DIT, DIT -2 has updated stories @adlso a shorter test, has

clearer instructions, retains more subjects thraughect reliability checks, and
in studies so far, does not sacrifice validityarfything it improves on validity.

The correlation of DIT1 with DIT-2 is .79, nearlyd test-retest reliability of DIT-

1 with itself. However when the new index (N2)ddhe new subject reliability

checks are applied to DITI, the older and longeFlBhows the same validity as

DIT2. (p. 31).

Data Collection

Before taking the 7-hour USPAP CE Course, a lettentroduction and a link to
a demographic survey and the DIT-2 were sent tegactive students. Names and
emails were provided by appraisal schools scatt@ceass the U.S. Schools and students
were assured of student confidentiality in an idtrctory e-mail. All students in each
course were asked to participate, with varying @etages from each course actually
volunteering. Invitations were e-mailed to progpecsubjects once IRB approval was
obtained.

Online students took the introductory survey, el T-2, USPAP CE Course,
and posttest DIT-2 entirely online. All componewesre available through an online
Survey Monkey survey, with the exception of the B8Rourse that was offered
through the school’s platform. Instructions werevided online prior to beginning the

introductory survey. F2F students attended theaaggd school's USPAP course in a



72

face-to-face classroom environment, with the iniicidry survey, pretest DIT-2, and
posttest DIT-2 offered in an online format. Thd=Kfzfoup was considered the control
group for the purpose of this study.

Data Analysis

A multiple analysis of covariance (MANCOVA) wasnohucted to analyze the
data. MANCOVA was a statistical method used talgtifithe dependent variable (DIT-
2 post-test score) was affected by the independerdble (USPAP course online or
face-to-face) after controlling for a covariate TER pretest scores). The analysis
procedure was conducted using the Statistical Rgcta the Social Sciences (SPSS)
software program, 22.0. Results are presentedhapter 4.

Components of MANCOVA included a pretest, positastl specified
independent variables. The pre-test was callgalvariate(Trochim & Donnelly, 2007).
The covariate was co-varied with the outcome végiab post-test to remove variability
or noise. Therefore, the MANCOVA design was coesad a noise-reduction design. A
covariate reduced noise by reducing the variahititthe posttest, while preserving the
difference between the groups; a covariate is #imble adjusted for in the study
(Trochim & Donnelly, 2007). The addition of a pesst addressed the issue of
assignment bias present in non-equivalent groupsvgier & Forzano, 2012).

The MANCOVA design adjusted posttest scores forablity on the covariate
(pretest). When the pretest (covariate) was scigitla extraneous variability was
removed from the posttest (Trochim & Donnelly, 2D0The raw DIT-2 data was sent to
the testing center in Minneapolis, the Center lher $tudy of Ethical Development

(“Center”), for processing. The results were neéal for further statistical analysis,
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including the MANCOVA. Of particular import werbé P and N2 scores which

translated into post-conventional moral developnhergls. The report consisted of (at a
minimum):
1. A case processing summary for the first set ofcesli
2. A case processing summary for the reliability iedic
3. Individual participant output: Reliability checkachadditional DIT
scores. This numbered listing of respondent ID Inens is followed by New
Checks total score, Meaningless item check, andsécial score.

4. A case processing summary for the demographichasancluded with DIT-
2.

5. Demographic variables.

6. Report. The last two pages of the report repredestriptive summary

statistics.

7. Computer files accompanying the report. (Bebeath&ma, 2003)

The moral judgment scores were as follows: DImgecentered around three
moral theories: “Arguments that appeal to persartatests (Personal Interest), to
maintaining social laws and norms (Maintaining Neynor appeal to moral ideals and/or
theoretical frameworks for resolving complex masales” (Postconventional-P score)
(Bebeau & Thoma, 2003, p. 18).

The Maintaining Norms score related to Stage Frooral development in the
Kohlbergian scheme, which pertained to maintairiag and Order (Bebeau & Thoma,
2003). The Postconventional Schema Score relatdtetpostconventional stages of

Kohlberg, namely Stages Five and Six. The N2 sa@®a newer addition to the DIT-2
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and bolstered construct validity over the old PrecdBebeau and Thoma stated “The N2
score has two parts: the degree to which Postctiovehitems are prioritized; and the
degree to which Personal Interest items (loweresiigns) receive lower ratings than the
ratings given to Postconventional items (highegasttéems)” (p. 19). The three
dependent variables were the Maintaining Normssdtel Interest and N2 scores. The
MANCOVA was a useful tool for controlling the prstescores to determine if there was
a significant difference between pre- and postestes.

Protection of human participants. An application was submitted to Walden
University’'s Internal Review Board (IRB) to ensubhe research complied with the
internal policies and ethics of Walden Universigyletter of consent was e-mailed to
potential subjects before participating in the gtu8ubjects had the option to opt-out of
the study before participating. Participants wassured in the permission letter that the
results of the study would be private and confidgntThe e-mail also explained the
researcher’s plans to share the results of they stugotential stakeholders.

To further protect the subjects, participationha study was voluntary and
completely anonymous, if participants so choseordmity was assured because the
DIT-2 is an online survey, which could be signet iat any time. No one but Survey
Monkey and the respondent could know the idenfityhe respondent. In the
introductory survey, various data were collect&étie name and address of participants
were not linked to specific data from the DIT-2nl{pdemographic data were linked to
the DIT-2. The researcher was not able to ideméfyealing characteristics of individual

participants.
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Summary of Methodology

This chapter outlined the methodology used to conthe research. This study
employed a pretest-posttest, quantitative non-edgmt control group design (Gravetter
& Forzano, 2012). The purpose of this study wasrtwide an increased understanding
of how the 7-hour USPAP CE course affected the htptavels and cognitive
development stages of appraisal students maintptheir appraisal licenses. The DIT-2
was administered online prior to the USPAP couasekthen again after the USPAP
courses either in a face-to-face or online envirenin The data gathered from the DIT-2
was used to ascertain if there is a statisticagjgiBcant difference between subjects who
took the USPAP F2F or online. MANCOVA was useddmsic analytic tool to
determine group differences. A quantitative metiogy was best suited to the DIT
measurement instrument as Rest (Rest et al., I&f&Joped the DIT to be used in
conjunction with quantitative methods.

Included in Chapter 4 was a description of the datkected, the data analysis
procedures, and the results of the study as thegipeo the hypotheses and research
guestions. Discussed in Chapter 5 was an overvfdie study, interpretation of the
findings, implications of the findings, limitatiors the study, and suggestions for future

research.
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Chapter 4: Results

Introduction

The purpose of this study was to explore how agprai morality schema are
influenced following participation in Uniform Staatls of Professional Appraisal
Practice USPAP course online vs. face-to-face, @asnred by the Defining Issues Test
(DIT; Rest et al., 1977). Three moral schemas warasured with the DIT: Personal
Interests (considering what will benefit me andohethers to like me); Maintaining
Norms (considering what will maintain the law amdial order); and Postconventional
(considering human rights and other moral pringpleA pretest-posttest non-equivalent
control group (NECG) design was used to measureggsain moral cognitive
development in appraisal students taking the USPABur CE course in either the face-
to-face (F2F) or online environment. The instrumgsed to collect self-defined morality
data was the DIT-2. A quantitative methodology wlagsen, as it better supported
answering the research questions at hand and wasefiwient when dealing with
electronic administration of surveys such as the-D(Rhodes, 2010).

Research Question and Hypotheses

The research question that guided this study veaielre a difference between the
effect on the morality schema of students of cantig appraisal students taking the 7-
hour USPAP CE course online versus continuing apgratudents taking the 7-hour

USPAP CE course in a face-to-face environment?
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Null Hypothesis 1

There is no difference between the effect on tbeafity of students of continuing
appraisal students taking the 7-hour USPAP CE eoom$ine versus continuing appraisal
students taking the 7-hour USPAP CE course in @fadace environment.

Alternative Hypothesis 1

There is a difference between the effect on theatitp schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment.

Data Collection
Time Frame

The data were collected from September, 2013 te,R0i 4.
Discrepancies in Data Collection from Chapter 3

The study had fewer participants than anticipatemhce the Power Analysis was
not met, there could be an error when interpretasylts.

Baseline Descriptive and Demographic Characteristecof the Sample

Appraisers were contacted through newsletters, issnomline magazines, and
Facebook ads, assuring a wide reach. Thousaraspodisers saw the invitation to the
study. Data were collected from volunteer apptasalents who completed the pre-
course survey on SurveyMonkey prior to taking tHeodr USPAP course. Some
volunteers who completed the pre-test then tooktBBAP course and subsequently
took the post-course survey. Demographic data ws@tected about the participants and

are presented in Table 2.
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Table 2

Demography of Participants

Variable Frequency Percent
Appraisal Experience
Less than 5 years 37 39.8
5 years or more 56 60.2
Total 93 100.0
Sex
Male 26 28.0
Female 67 72.0
Total 93 100.0
Ethnicity
African American 43 46.2
Asian 1 1.1
Caucasian 34 36.6
Hispanic 10 10.8
Other 5 5.4
Total 93 100.0
Age Group
18-25 years 2 2.2
26-35 years 26 28.0
36-45 years 22 23.7
46 years or older 43 46.2
Total 93 100.0

How representative of the general population is theample?The sample was
taken from a broad base of licensed appraisersf alhom must take the 7-Hour USPAP
Update Course. Some of the participants self-sadeto take the course online; others
self-elected a face-to-face option. The participavere representative of the general
population of appraisers in age, experience, aneratemographic features.

Instrumentation and materials. A demographic survey and the DIT-2 were
used in the study. Demographic questions assesgedjender, appraisal experience,
education, ethnicity, and type of course (i.e.jramltraditional). Demographic questions

were used to help profile the sample and descaptiformation was assessed in
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aggregate form about willing participants. Theadaere collected via an online
SurveyMonkey survey tool.

A multivariate analysis of covariance (MANCOVA) sveun to determine if any
significant differences existed between studerkmpthe 7-hour USPAP CE course
online and students taking the USPAP CE coursdaceto-face environment. Since
the dependent variables are related, a MANCOVA dedsrmined to be the superior
analysis versus the ANCOVA. The MANCOVA filteredtanoise that might lead to
errors in an ANCOVA.

Results
Analysis of Research Question 1

Research Question 1 used a multivariate analysisv@ariance (MANCOVA) to
determine if a significant difference in posttesiral affect scores (personal interests,
maintaining norms, post-conventional: p-score amsttpst N2) existed between
continuing appraisal students taking the 7-hour AISEE course online versus students
taking the course in a face-to-face environmemgraontrolling for pretest scores. The
dependent variables for the MANCOVA analysis wena fposttest moral affect schemas
including personal interests, maintaining normsl post-conventional: p-score and N2.
The covariates were pretest moral judgment scheoras. pretest personal interests,
pretest maintaining norms, and pretest post-comwegit p-score and N2 score. The
independent variable was whether or not the studehktthe 7-hour USPAP CE course
online (experimental group) or in a face-to-faceiemment (control group).

The moral schemas included personal interests,taiaing norms, and

postconventional. For the postconventional schéwmasets of scores were calculated
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including P-scores and N2 scores and both setsooés were used to evaluate the
postconventional schema. The covariate variabére wretest moral judgment schema
scores: pretest personal interests, pretest mainganorms, and pretest
postconventional: P-scores and N2 scores. Pratelsposttest moral judgment schema
scores were calculated in accordance with the Dgjitide. Specifically, moral schema
scores demonstrate prior moral knowledge abouttoayet along with others (personal
interests, maintaining norms, and postconventionBe independent variable was
whether or not the student took the 7-hour USPAR-QESse online (experimental
group) or in a face-to-face environment (contralugy).

Descriptive statistics for the dependent variablespresented in Table 3 by
groups (control and experimental).
Table 3

Descriptive Statistics of the Dependent Variabke€bntrol and Experimental Groups

Dependent Variables Mean S.td " Skewness  Kurtosis Min Max
Deviation
Online Courser(= 8)
Personal Interests 29.25 14.656 1.374 2.447 014.0 60.00
Maintain Norms 18.00 11.514 0.246 -1.288 2.00 .084
Postconventional 46.75 14.300 -0.368 -0.105 2.0 66.00
N2 31.86 13.483 1.707 3.461 17.14 61.29
Face-to-face Course £ 11)
Personal Interests 29.82 16.792 0.303 -1.006 0 8.0 58.00
Maintain Norms 23.82 9.569 0.631 -0.609 10.00 .0a0
Postconventional 39.45 12.429 0.346 -0.611 22.00 60.00
N2 26.99 18.993 0.270 -1.481 -0.80 54.65

Note Ny = 19
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Using SPSS 22, a MANCOVA was conducted to deternfiary significant

differences in posttest moral judgment schema sq@&rsonal interests, maintaining
norms, post-conventional: p-score and N2) existdd/éen continuing appraisal students
taking the 7-hour USPAP CE course online versugestis taking the course in a face-to-
face environment, after controlling for pretest algudgment schema scores. Results
from the MANCOVA analysis revealed after contrajjifor pretest scores, a significant
difference did not exist between control and expental groups on a model containing
four moral judgment schemas. See Table 4 for aafradnmary of the MANCOVA
analysis.

Table 4

Model Summary of MANCOVA Analysis

- Hypothesis Error . Partial Eta
Effect Statistic Value F df df Sig. Squared
Wilks'
Group Lambda 0.768  0.755 4 10 577 232

In addition to the multivariate analysis, an exaation of the individual between-
subject effects revealed that none of the morajnueht schemas were significantly
different across class type (online or face-to-facehat is, when the dependent variables
were considered separately, no significant diffeesrexisted in participants’ personal
interest score9(= .149), maintaining norms scorgs<.648), p-scorep(= .362), or N2
scores p = .404), after controlling for pretest scores.

The data were screened for missing data and uateasutliers before the
research question was analyzed. Missing data meestigated using frequency counts

and several cases that took the pretest did netttekposttest. That is, there were 93
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participants who completed demographic data, 58ggaants who completed the pretest
and 21 participants who completed the posttestwvever, two of the participants who
took the posttest did not have pretest scores amnd removed from the analyses of
Research Question 1. Some participants startesttloy and completed the pre-test.
However, the DIT takes roughly 20-30 minutes to ptate. This factor explains why
some participants did not start the post-test.slafarticipants was consistent across
groups.

The data were screened for univariate outliergdnysforming raw scores to z-
scores and comparing z-scores to a critical valug-3.29,p < .001 (Tabachnick &
Fidell, 2007). Z-scores that exceed this critilie are more than three standard
deviations away from the mean and thus represehéisu The distributions were
evaluated and no cases with univariate outliereeund

Basic parametric assumptions were assessed bbMANCOVA was
analyzed. That is, for the dependent variablest{est personal interests, posttest
maintaining norms, and posttest postconventioratgre and N2), assumptions of
normality, and homogeneity of variance were testeal test if the distributions were
significantly skewed, the skew coefficients wereidied by the skew standard error,
resulting in a z-skew coefficient. This technigsieecommended by Tabachnick and
Fidell (2007). Specificallyz-skew coefficients exceeding the critical value+68.29 @
<.001) may indicate non-normality. No distributsoexceeded the critical value.

Kurtosis, or the peakedness of a sample distributi@s also evaluated using the
same method and no distributions were found tadreficantly kurtotic. Therefore,

since no distributions were significantly skewedortotic, the dependent variables were
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assumed to be normally distributed. Displayedabl& 4 are skewness and kurtosis
statistics of the dependent variables by contrdlexperimental groups, and displayed in
Table 5 are skewness and kurtosis statistics oégirscores.

Table 5

Skewness and Kurtosis Statistics of the Dependardbles by Control and

Experimental Groups

. Skew Std. . Kurtosis z-

Dependent Variables Skewness Error z-skew  Kurtosis Std. Error kurtosis
Online Courser(= 8)

Personal Interests 1.374 0.752 1.827 2.447 1.481.652

Maintain Norms 0.246 0.752 0.327 -1.288 1.481 .8%0

Postconventional -0.368 0.752 -0.489 -0.105 1.48-0.071

N2 1.707 0.752 2.270 3.461 1.481 2.337
Face-to-face Coursa € 11)

Personal Interests 0.303 0.661 1.827 -1.006 91.27-0.787

Maintain Norms 0.631 0.661 0.327 -0.609 1.279 476.

Postconventional 0.346 0.661 -0.489 -0.611 1.2790.478

N2 0.270 0.661 2.270 -1.481 1.279 -1.158

Note Ny = 19

Levene’s Test of Equality of Error Variance (Gré&e®alkind, 2008) was run to
determine if the error variance of the dependentbtes were equal across groups
(control and experimental). Results from the iedicated all distributions of the
dependent variables (posttest personal interessstgst maintaining norms, posttest
postconventional, and posttest N2) did meet therapson of homogeneity of variance.
For the MANCOVA analysis, the assumption of homaanof variance-covariance
matrices was tested using Box’s M Test of EqualftZovariance Matrices. This test
was run to determine if the four posttest moragjuént schemas (personal interests,
maintaining norms, post-conventional: p-score amsttpst N2) were equal across the

levels of the independent variable (online, facéate). For Box’s M, critical value for
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determining whether the assumption of homogenéitsanance-covariance matrices was
violated isp < .001. Results from the test found the distidng were equal across
groups,Box’s M= 14.120F (10, 1065.418) = 1.02¢,= .419. These results suggest
participants’ scores on the four moral judgmenescais were equally distributed across
groups, and the assumption of homogeneity of vaeeiaovariance matrices was met.
However, the issue of small sample size remainsthils to address this issue are
discussed in Chapter 5.
Summary of Findings

The purpose of this study was to explore how agprai morality is influenced
following participation in a USPAP course as meadlyy Rest’s Defining Issues Test 2
(DIT2). A pretest/posttest analysis was used (Reat., 1977) to determine the
efficaciousness of the online USPAP courses andripact on appraisal morality. Some
participants completed the DIT, the online USPABrse, and the DIT again; other
participants completed the face-to-face USPAP &uiiese two groups were
compared to gain insights into the differencesutcomes between those who
participated online and those who did not. In stm, MANCOVA analysis shows there
is no significant difference in moral affect whatiiee USPAP course is taught face-to-

face or online.
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Chapter 5: Discussion, Conclusions, and Recommigmsat
Purpose and Nature of the Study

This study addressed the gap in research aboutppraisers’ morality is
influenced following participation in a USPAP CEuese, as measured by Rest’s (Rest et
al., 1977) Defining Issues Test (specifically, Di@2). This study focused on the 7-
Hour USPAP Update CE Course. Specifically, theifided) Issues Test 2 was
administered prior to the USPAP course, and thee again after the course, and the
outcomes compared to see if appraiser moralityaffasted in face-to-face delivery vs.
online. This study also explored whether the mibgaf the course (i.e., face-to-face vs.
online) influenced DIT results.

A Non-Equivalent Control Group (NECG) design wasdigith three variables,
including one dependent variable, one independamdive, and one covariate. The
dependent variable, the Defining Issues Test (D(pa¥t-test), was scaled at the interval
level, while the independent variable, Group Typdi(e, traditional) was scaled at the
nominal level. In this NECG design, the contrayp was the face-to-face group. The
covariate was the DIT-2 pretest score, scaledeaintierval level, which was used to
control for natural differences in morality of panpants.

Key Finding

Results from the MANCOVA analysis revealed aftentcolling for pretest
scores, a significant difference did not exist ew control and experimental groups on
a model containing four moral judgment schemase gioup significance difference was
.577. When the dependent variables were consicgegarately, no significant

differences existed in participants’ personal ies¢iscoresp(= .149), maintaining norms



86
scores | = .648), p-scorep(= .362), or N2 scorep & .404), after controlling for pretest

scores. Therefore, the study has shown there ssgmificant difference between ethics
instruction online vs. face-to-face modalities wilea USPAP CE course is the
intervention. The sample size was smaller thaitigated however, which could have
led to an error in interpretation.
Interpretation of Findings

Context of the Literature: No Significant Difference (NSD)

Background. The research question addressed in this study \wather there is
a difference between the morality levels of studé¢aking the 7-hour USPAP course
taught face-to-face vs. online. This study follawsine with the robust body of research
on the effects of instructional methods vs. ingtamal mediums used in teaching and
learning. This line of research, often referred$orhe No Significant Difference
Debate, originated with Clark (1994) and Kozma @99Clark stated the format of the
educational material did not matter; the mediumrditiaffect the learning experience.
Rather, it was the instructional methods usedwlssie most important. Kozma stated the
medium did indeed affect the learning experien8ebsequent studies have shown there
was NSD in medium: face-to-face instruction wasgféisacious as online instruction.
Larson and Chung-Hsien (2009) stated while there M&D between online, blended,
and face-to-face modalities, there was a preferbgtudents taking an introductory
management course to take courses face-to-facspitBehis, most of the students stated
online instruction was an appropriate, conveniant| efficacious mode of instruction.
Donavant (2009) showed no significant differencemwbktudying police officers who

took professional development courses; howeveretivas a statistical difference
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between degree of success in an online environareheducation level of the
participant.

Pertinence of NSD to the current study.The results of the current study were
in agreement with the literature concerning No 8igant Difference. 1zzo’s work
showed ethics education offered by the NationabAisdion of Realtors® did not affect
the morality level of real estate agents (lzzo,dfard, & Vitell, 2006). Additionally,
Izzo (2000b) discovered compulsory ethics instarctor real estate salespeople was
ineffective in raising moral reasoning. This résuhs interesting because appraisers
were forced to take USPAP instruction (includingeation on ethics) with unknown
effects on moral reasoning. 1zzo’s study was cotetliusing a face-to-face modality.
However, some studies have indicated initiativesoate corporations have been
effective (e.g., Harrington, 1991; Reidenbach & Baw, 1991). The literature indicated
the pervasive trend that there is NSD between en@ face-to-face modalities in ethics
instruction.

Interpretation of the Findings in the Context of the Theoretical Framework
RQ1: Is there a difference between the effect emtbrality schema of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment?

H1yui: There is no difference between the effect omtloeality schema of
students of continuing appraisal students takiegrtthour USPAP CE course online
versus continuing appraisal students taking theul-kUSPAP CE course in a face-to-

face environment.
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Hlaternative There is a difference between the effect on tbeatity schema of
students of continuing appraisal students takiegrtmour USPAP CE course online
versus continuing appraisal students taking theul-kSPAP CE course in a face-to-
face environment.

To answer research question 1, appraisal studenkts-were about to take the 7-
hour USPAP Update CE course—took a survey on Sieakey, which contained
demographic questions and the Defining IssuesZ @3tT2). The students then took
the USPAP Update course. Then the students cacked&urveyMonkey and took the
follow-up survey that was identical to the pre-U$Pgurvey. A pretest-posttest non-
equivalent control group (NECG) design was useti¢asure changes in moral cognitive
development in appraisal students taking the USPABur CE course in either the face-
to-face (F2F) or online environment.

The MANCOVA indicated there was no significant di#énce between USPAP
instruction offered online vs. face-to-face. Tihalgsis confirmed the Null Hypothesis
of this study: there was no difference betweereffect on the morality of students of
continuing appraisal students taking the 7-hour AISEE course online versus
continuing appraisal students taking the 7-hour AISEE course in a face-to-face
environment. The alternative hypothesis was repedhere was a difference between the
effect on the morality of students of continuingpegpsal students taking the 7-hour
USPAP CE course online versus continuing appratsalents taking the 7-hour USPAP
CE course in a face-to-face environment. Howeshee, to the small sample size an error
could have affected the analysis. Future worlgudised below, is required to determine

if this is the case.
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The study adds to the existing body of knowledgéhat, while many other

disciplines have been examined in terms of NSDtehehing of morality and codes of
ethics has not been examined. It would appearlityoeglucation is in keeping with
various other fields in that there is NSD. Usihgtas a foundation, a variety of other
guestions may now be asked, such as: What changgdoe formed such that the
USPAP CE course could affect appraiser morality® Sapraise Your Ethics (AYE) be
the module that TAF uses to effect such a changieettSPAP CE course? Can we
predict behavior in appraisers based upon DIT séoYeée needed this study as a
foundation, upon which the other research questond rest.
Limitations of the Study

Limitations of the study were created by the ramall sample size, a total of 19
participants. The power analysis stated the ssiyld have 158 participants, with 64
participants in each cell. Therefore, the relibbf the results was called into question.
However, the findings were within reasonable exggmhs based on the findings of
several other studies that illustrate NSD betwe#ime and face-to-face ethics
instruction. Therefore, the results were deemestworthy, but should be bolstered by
additional research. Future research should etdiz analysis that is reliable even with
small sample sizes.

Recommendations

The USPAP CE course, offered over one day, wasrapha not sufficient to

make a difference in cognitive morality amongstrapgal students. Therefore, the

guestion arises: What is sufficient to cause a gaam cognitive morality amongst
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appraisal students? In other words, what mateceatsbe used, and over what periods of
time, to effect a statistically significant changecognitive morality?

Perhaps a qualitative analysis such as case stugthmography would be an
efficacious adjunct to the current quantitativedgt(Marriam & Associates, 2002). A
gualitative analysis would be a valuable enhancefioenhe current study to offset the
small sample size. Qualitative analyses can l@bleleven with small sample sizes.
Perhaps a case study or ethnography, used in aiignmwith a quantitative analysis in a
mixed methods study, would have greater reliabihgn a quantitative analysis alone
(Creswell, 2007). As Creswell (2007) noted, gaé#le studies can be used as a follow-
up to quantitative analyses to delve into the “h@antl “why” of a complex situation.
Creswell went on to say that qualitative studieswseful in situations where samples are
small.

A variety of tools were available to teach ethlms no one method stood out
above all the others. Which tool was used wastidton a case-by-case basis given the
circumstances of the institution, the students,taednstructors. While ethics instruction
could be integrated across curricula and speatficses, studies revealed a preference
among students to have specific ethics courses.tddhnology used to convey ethics
instruction has been shown to be less an issuethiegpassion of the instructor in
enhancing student affect. Various methods of uasion that have been used

efficaciously in teaching ethics follow.
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Context of the Literature: Methods of Instruction That Might be Used Going
forward

Various methods have been used to teach ethicssaseveral professions. As
Cavaliere, Mulvaney, and Swerdlow, (2010) haveestdtSociety should, sooner than
later, demand that ethics education translatedtiiwal behavior in the workplace” (p.
3). According to Cooper et al (2008), the mainter@aof ethical standards is of
paramount importance in order to maintain credipih the accounting profession. The
Appraisal Foundation (TAF) (2011) has stated a addehics is important to maintain
public trust in appraisal. The work of Cooperletrzd TAF clearly demonstrated the
necessity of ethics instruction grounded in prqgtagogy. According to Henderson et
al (2010), the teaching of ethics was becominglless and more global in nature. To
reach this broad audience, proper pedagogy is itapior According to Cooper, ethics
should be taught with critical thinking and inteimad moral reasoning; participants
were divided as to whether professors should b&aeur biased in their presentation;
most participants used one tool to enhance pedagwgry though many tools were
available; ethics teaching was often through &ra error vis-a-vis pre-planned and
predicated on sound research; the predominate chethtieaching was the lecture
format; the instructor should demonstrate loveespect for the students; the instructor
should demonstrate a passion for the subject mé#tinstructor should enhance
classroom communication skills; and characterdr@itich as honesty and humility)
should be emphasized. In short, technologiespigaks and trends were secondary

overall to intellectual rigor and moral reasoning.
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Some of the methods that have been employed ¢b &thics were: case studies
(casuistry); lecture; media/TV; online learningtigities; examples/conduct; and
literature. Because the number of participantsHing the post test was relatively low, a
gualitative analysis that requires a small numligrasticipants could be efficacious for
future studies. For example, case studies coulttdrted as interventions or assessments
to test morality levels among participants. Theipigants could be given a DIT, then
experience case studies, and the given the DIThagiie cases could be given face-to-
face or online.

Casuistry

Muscavitch (2005) stated the use of case studiethios education was assumed
to be mandatory for effective pedagogy. This aggion was meaningless without
follow-up studies confirming suspicions about tffe@iveness of one technique or
another. According to Muscavitch the central issas the educational material used in
the course, not the delivery system. Cases weafelusols in teaching ethics to
professionals (Bowden, 2012); however, cases doellcombined with other teaching
methods such as role-playing for increased effi¢8eyo & Kuhlman, 2011).

Appraisal was a complex subject that had far-reerhonsequences for client
and homeowner, but other professions were consldeore complex with potentially
graver consequences. Engineering was one suabsgrof (Jonassen et al., 2009).
Jonassen et al (2009) researched what happeneaditeering students when the
students were asked to solve engineering ethiddens as opposed to teaching ethics
outright. Students given more meaningful ill-stared assignments were able to solve

ethical dilemmas and produce coherent argumentstidy their actions. USPAP
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courses typically presented straight-forward leagrobjectives with linear cases, but
occasionally the scenarios are complex and illestmed. More such complex cases
might be better suited to ethics instruction inrapgal.

Harris, Davis, Pritchard and Rabins (1996) notedimber of important
objectives for ethics instruction, including, (&)aulate ethical imagination of students,
help students recognize ethical issues, (b) helpesits analyze ethical concepts, (c) help
students deal with ambiguity, (d) encourage stuglentake ethics seriously, (e) increase
student sensitivity to ethical issues, (f) incresisglent knowledge of relevant standards,
(9) improve ethical judgment of students, and flcyease ethical will-power of students.
Of significance is the fact the USPAP CE coursdaoed several short case studies.
The results of this study indicated these objest@uld be attained whether the USPAP
CE course was taught online or face-to-face.

According to a report by the Boston University Gerior Excellence and
Innovation in Teaching (2012)ase studies could be undertaken individually deams
to good effect. A major advantage in using casdiges was it actively engaged the
students in the subject matter. Case studies alsoeuseful for those students who were
inductive learners. To reach the maximum numbetudents, cases could have been
used in addition to other modes of instructionh@ USPAP CE course.
Online Learning

Lynn (2010) has also demonstrated that one needenah ethics instructor to
teach ethics. Housing ethics materials and legrabjects online was an effective way
to deliver such materials to students across disea The instructor could plug an

ethics module into their (face-to-face) course \ithe adjustment to the curriculum.
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The usage of an ethics module was but one of naoliy,tincluding online and grounded,
available to instructors. Of course, various othedalities (e.g., cases and lectures)
could be used in an online environment. As disedi$s various places in this study
there was No Significant Difference (NSD) betweacefto-face and online learning.
However, to accomplish this parity online coursierorequired more effort in their
creation and instruction than their face-to-facenterparts. The online tools used by
faculty often created a burden for rural studertts @id not have access to high
bandwidth, creating a dichotomy between bandwittwes” and “have-nots.”
Activities

O’Leary’s (2009) research concluded some typessifuiction were more
efficacious than others. O’Leary and Mohamad (2@@d role-playing and training as
potentially effective tools in ethics educationttmaularly in individual accounting
courses that featured an ethics component. Th®eutoncluded lectures based on
cases could also have a positive impact on theestatethical outlook relative to their
profession, in this case, accounting.

Role-playing, Bingo and a variety of other actegtihave been used in ethics
instruction. Another form of activity used in etkiinstruction was modeling.
Fenstermacher, Osguthorpe and Sanger (2009) stateaanple of modeling is when a
teacher conducts themselves before a class in aen#rat was a moral exemplar.
Modeling could be used in addition to the othehtegues used in ethics instruction such
as lecture or casuistry. In other words, the teaalas teaching morality and teaching

morally.
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The research reviewed indicated certain activitdd be used to engage
students in ethics instruction. Such activitiesldonclude role-playing, modeling, card-
reading, and small-group activities that generatectudies. Ethics instruction could be
stand-alone or an integral part of a course. Thigiey need not be disruptive; it could
blend into an existing class and dovetail with eis&s. As long as the activity engaged
the students, ethics instruction was advanced.

Examples/Conduct

Codes of conduct, examples of ethical conduct,emeth negative exemplars
(such as deceit) could have a place in the ettaéssimom. Codes of conduct could
include laws such as the lllinois Appraisal Lice#s® and the National Association of
Realtors Code of Ethics. Examples of ethical cahdould include the instructor acting
as a role-model before the class, or a case stheéyenan appraiser took the high road
when confronted with temptation. Examples of aatiwg exemplar (i.e. unethical
conduct) could include a case wherein an appram@mitted fraud and acted as an
advocate for a client who desired a higher value.

Usage of Pedagogical Tools in Ethics Instruction

All of the aforementioned methods of instructiornre&vehown to be effective tools
to enhance the teaching of ethics in the classraodnenhance the change of cognitive
morality. The USPAP CE course, whether taughtnentir face-to-face, did not have an
impact on morality because it did not use efficasimethods to demonstrate principles
of morality over an effective time period. As ketquestion of how long a treatment
must be to effect changes in cognitive moralitg, ifsue has been addressed in a number

of studies and the results summarized in Bebeau hatha (2003). DIT scores showed
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significant gains if moral educational treatmemtg(, courses and programs) of more
than 3 weeks were utilized. Gains were more dicant over the college years in a
liberal arts program. However, gains in cognitiverality were reported at all age levels
given an effective treatment. The methods repaatexye are among the many different
modes of treatment that could influence moralityséd as a part of a treatment within a
course of instruction.
Implications

Positive Social Change

This study adds to the scholarly research in tle fof Educational Technology
because the results indicate No Significant Difieee(NSD) between USPAP instruction
taught online vs. face-to-face. This study add$é¢obody of knowledge in ethics
instruction and online pedagogy by further reinfiogathe universal tenets of NSD across
several disciplines. This result is importantie appraisal profession. The Appraisal
Foundation (TAF) could use the results to writeifat pedagogically efficient USPAP
courses. Additionally, offering the USPAP Updateirse in both modalities could mean
more students have the freedom to choose the caghédor them. Also, the current
study will act as the foundation for future reséato determine if the USPAP CE course
affects morality in my participants at all, andhére is a difference between experienced
appraisers vs. less-experienced appraisers; o&gcipants vs. younger; and USPAP
alone vs. USPAP and AYE.

Appraisal course developers could continue devetppnline USPAP courses
using more modern techniques in an effort to maich €ourses ever more effective,

based on the NSD findings of this study. Futuoelists should measure the impact of
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USPAP instruction on morality levels of appraidaldents, as well as whether there is a
moral distinction between appraisers who have lsaectioned (e.g., caught committing
fraud and serving jail time) vs. those who have not
Sharing Results

The findings of this study should be shared withFTahd the appraisal profession
as a whole. Various methods are efficacious, tholyithe usage of social media,
publication of results in appraisal publicationsd alissemination of results to
stakeholders in appraisal and related professiotis as banking, accounting, and the
entities that regulate appraisal. The publicatibthe results could lead to a surge in the
creation of online USPAP-related educational offgsionce entities that create and offer
such courses realize that, when properly moditieel online courses could be as
effective as their face-to-face counterparts. sdlictions that license appraisers such as
the states and Washington, DC, that might otherinsié or prohibit online USPAP-
related instruction, should be made aware of thelt® of this study. Such jurisdictions
might, therefore, relax restrictions on the instiart mode of USPAP as they realize
online delivery is a possible mode that should $edu If there is NSD between face-to-
face and online ethics instruction, such entited testrict online ethics instruction will
realize there is no dichotomy between the two mbeésaland, with appropriate design,
either can be effective. Therefore, one of theemportant issues to be discussed with
the licensing jurisdictions is the matter of apprate design. While there is NSD
between face-to-face and online courses, poorligded online courses suffer by

comparison with the face-to-face modality.
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Appraise Your Ethics (AYE) as an Ethics Assessment

To measure the effectiveness of educational dgsigeiples, future research can
lead to assessments unique to appraisal simiklet®IT2. Such assessments could
arguably be better measurement tools for apprathals than generic tools such as the
generic DIT2. For example, an assessment wasajealby Jonasson et al (2009)
called Engineering Your Morality (EYE) for the measment of engineer’s morality.
The assessment, once created, must be testeditbtyvand reliability, but could be a
valuable tool as it measures morality in the agailgorofession. The modality is of less
concern than the learning objectives and technigaed. Of particular import is the use
of cases. Ethics courses have often used castostryhance ethics instruction.
Appraisal courses would benefit from more case#)) lmmg and short. The more
realistic the case, and more specific the caseappraisal, the better for student
engagement and pedagogy. Mock USPAP courses adesigned: some with long
cases; some short. Some courses include multimaaiiessome without. The specially-
created appraisal ethics assessment can be adredigtre-course, the course can be
taken, and then the appraisal ethics assessmebtcaministered post-course, and pre-
and post-course results compared. Once the beagpgical tools are identified, TAF
can modify the “live” USPAP course. As USPAP chesyaand as pedagogical tools
evolve, future DITs can identify the best tools ifazlusion in the course. The appraisal
assessment could be called Appraise Your EthicEH)AYThe DIT2 (or perhaps AYE)
(in a pre-test post-test analysis) can also be tsadcertain whether instructor-led online
courses would improve learner outcomes vis-a-vistiexy online courses using

programmed (instructor-less) instruction.
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Testing for Morality

The larger issue of whether USPAP affects moratigppraisal students has not
been addressed as yet. The DIT2 (or AYE) can bd far pre-test vs. post-test online;
then pre-test vs. post-test face-to-face. Is thesignificant difference for which the
USPAP course accounts? If so, a test can be detasdrtermine which specific aspects
of the USPAP course (cases, lecture, discussitm3 aee the cause, and which aspects
of the course could be improved.

Appraisers who have been found guilty of appraiskdted infractions (e.g.,
mortgage fraud) should be tested for their morddéitsel using AYE. A control group of
appraisers who have not been found guilty canladsiested, and the results compared to
determine if sanctioned appraisers score loweheriT2 scores than the non-
sanctioned appraisers. The two groups (sanctiesedon-sanctioned) can also be tested
post-AYE to see if the ethics module has an impaatorality that differs from group-
to-group. If there is a significant differenceween the two groups, appropriate actions
can be taken. The number of participants will wittedly be quite small; therefore, a
gualitative technique such as case study analysippropriate. According to Baxter and
Jack (2008), “Qualitative case study methodologyiaes tools for researchers to study
complex phenomena within their contexts. Whenraghygroach is applied correctly, it
becomes a valuable method for health science @sé&adevelop theory, evaluate
programs, and develop interventions” (p. 544). DHE2 could be required of all
potential appraisers in addition to the state kosgpexam. If the appraiser scores low, a

license could be withheld thus avoiding potentralglems down the road.



100

Conclusion

Ethical behavior is important to appraisers whouaia real estate to be used as
collateral for real estate loans. Billions of @ of lender money is at risk if appraisals
are flawed. Massive losses have been recorddekilending industry. Much of this loss
is attributed to a downturn in the real estate miafkrieden, 2004; Hagopiana, 1999).
Yet, a considerable amount of this loss is attedub lender pressure placed on
appraisers and fraud. If appraisers are expeotgddt say no” to bribes and other illicit
inducements, many appraisers might not be up tatiabenge (Mortgage Fraud Blog,
2006). Itis important to conduct studies likestto see how morality can be positively
affected, if at all. If morality can be influencpdsitively, the impact on appraisal
specifically, and financial fields generally, coldd significant.

The results of this study showed there was no fsogmit difference between
USPAP instruction and its impact on student moralihether taught online or face-to-
face. This finding is in keeping with studies ields other than appraisal. However, the
small number of participants of this study brinigs tesults into question, and leads to the
conclusion that additional studies should be peréat to confirm the results. These
studies might be qualitative in nature, designedioall sample sizes.

The findings could guide the actions of licensiggrcies in all jurisdictions.
However, before such agencies pay heed, additgindies, such as a case study, should
be undertaken. Such jurisdictions should allow ABRJpdate courses specifically, and
USPAP courses in general, to be taught in eithin@wor face-to-face modalities. Such

flexibility will enhance the ability of appraisaiuglents to take USPAP courses with
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greater ease and convenience. This study actfoasdation for future studies that can

expand upon the current results, and open new asgavfiexploration.
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Appendix A: Letter of Introduction to the Study

Hi!

My name is Sam Matrtin. | am a doctoral candidatdhe Richard W. Riley
College of Education and Leadership with a coneiotn in Educational Technology at
Walden University. | am inviting you to my reseasthdy entitled “The Impact of an
Online Ethics Module on Uniform Standards of Prefesal Appraisal Practice
Instruction on the Morality Levels of Appraisal 8ants.” This research requirement is a
requirement for the fulfillment of my doctoral cadacy and is completely independent
of the school at which you are taking your Unifaatandards of Professional Appraisal
Practice (USPAP) course.

Your participation in this study is completely uotary. No personal identifying
information will be published. This ground-breakistgdy will collect data allowing me
to derive conclusions that could affect USPAP ungion in the future and have an
impact on the economy as a whole. | would likegassure you of complete anonymity
in this study; your identity will be fully proteaeAll material will be kept for a period of
five years and then destroyed. If you would likeogy of my dissertation please send me
an e-mail (sam@samthetutor.com) and | will forwarcbpy to you.

Thank you in advance for your time and considematis a token of my appreciation |
will mail a $10 gift card to you as soon as | reegyour completed study materials.
Different Versions:
***Please click on the link below or simply copy@paste the URL into your web
browser’s address bar to take the pre-USPAP suWégn you are finished with the

USPAP course please click on the link to take tlreesy once again.
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***When you get the material in the mail or fromwroschool, please finish all pre-
USPAP materiabefore takingJSPAP. After you take USPAP please take the post-

USPAP DIT. Please mail all material to me in the-paid envelope.
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Appendix B: Permission Letter for Using DIT-2

OFFICE for the study of
ETHICAL DEVELOPMENT

Limversty of Minmesols and Lmiveraily of Alabam

Wi Babide, Exubad Disested { 206 Badton Hall ! 178 Pililery Dres BE § Wirvsacas, MM 55955 1 (B4 2 G097 | FR: 06 1) E4-B
Sheve Thame, Resesrdh Diredior D07 Casmichaed Hall ) 520 Colanial Drive: ' Temaloosa, AL JS4ET ! CN0S) ME-AET JFRR: [205] Het-Ea]

Menday, Jure 24, 2013

Mr. Sarm Mertn
SamThaTutor com, Inc
521 Creighlon L
Schaumburg. IL G383

Dear Mr. Martin:

| grant you permission b use the Defining |ssues Test in your current sjudy, I you are w=ing
CIT-1 (1979) and making cooles of the lest ilems for hand scoring, pease include the copyright
information on sach copy {e.g.. Copyrght, James Rast. 19749, All Rights Resened).

I o @re using the DIT-2 (1988), you must use the Cener's scarng Sendoe.

I Blso grant wou permission i reprnl the Defining |ssues Test &5 an appendi:; in your
dhzeriation or repar for publicafian. This includes the stores and best Berms, but nol the
sconng key or skage desgnations for spacific items.  Fleases meke sure thet the copy contains
Ihe uswal copyrighl information. | understand thad copies of your dissaration may ke duplicaled
far distribatice.

Fiease send me a copy of the report of your study. Thanks for wour inberest in the Defining
lssugs Test.

Sincarely,

Murkel Bebeau, Executivie Direchar
Professor
Educational Fsychology



Appendix C: Sample DIT-2

DIT-2 .

Vergion 3.0

Eiversity of Adinnesola Copyright, James Rest & Darcia Marvaes
Center for Research in Ethical Development All Bighis Beserved, 1998

Instructiens

This questionnaire 18 concerned with how you define the tsués o a social protlem.
Several stories about social problems will be described.  Afier sach story, there will be o hisd
of questions. The questions that follow each sfory represent different =sapes that might be
raised by the problem. Tn odher words, the questions/issnes raise different ways of jodging
what is important in making a decision about the social problem. You will be asked to rate
and rank the guestions in terms of how important each one seems to you.

This questionnaire is in two paris: one part contains the INSTRUCTIONS (this part) and the
siorics presenting the social problems, the other pari contains the quesions (fssues) and the
ANSWER SHEET on which to Write your résponses.

Hera iz an coumple of the task:

Presidentinl Election

Tmagine that you are sbout o vede for a candidate for the Presidency of the United
States. Tmagine that before you wote, you are given several questions, and agked which issue
is the most imporiant to you in making wp vour mind about which candidate to vote for. In
this example, 5 items are given. On a rating scale of 1 to 5 (1=Great, 2=huch, 3=5ome,
4=Little, 5=Mo} please rate the imporiance of the item (issue) by filling in with a pencil one
of the bubbles on the answer sheet by each item.
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Asgnme that you thought that item #1 (bebow) was of great importance, item #2 had
some importance, item #3 had no importance, item #4 had much importance, and item #3 had
much mportance. Then you would fill in the bubbles on the answer sheet as shown below.

I 2 3 4 5

T - ]

¥ ou o 1 o

& ¢ m L

a h & L

t 1

a
IE _

# 0 0 0 0 1. Finpncially are you personally better off now than you
ware four years ago?

o 0o 4 0 0 I. Dees one candidate baer p superior peracnal moral
character? .

oo o o & 3. which camdidate stands che talleat?

G &% 0 0 0 4. Which candidate would make the best world leader?

o o 0 & QO &, Which candidate has tha beat ideaz for our counkery's

internal problems, like crime and health cere?

Further, the questionnaire will ask you to rank the questiong in tefing of importance.
In the space below, the mumbers at the top, 1 throogh 12, represent the item oomber.  From
top to botioan, you are agked o fill in the bubbloe that represents the ibem in first importance
(of those given you to chose from), then second most important, third moat important, and
fourih most important.  Plesse indicate your top four choices.  You might £ill out thie part, as
Follows:

Thes Aumbei i 2 ¥ 4 5 & 7 & &10 11 12
MoBL imporcRnt item & 0 0 0 0 0 0 § 0 0 © O
gpcond most important 0 00 O 0 ¢ O O 0 0 0 0 O
Third mast imporcantc o0 o0 @ 0 0 00 0 0D 0O D
Fourth most important 0 ‘ g ¢ & & a0 0o o oo o o

e ————

Mode that same of ithe items may seem irrelevant to you (s in ilem #3) of not make
senae to you--in that case, rate the item & "No® importance and do not ramk the em. Noio
that in the stories that follow, there will be 12 items for each slory, pot five  Please make
sure to consider afl 12 itoms {guestiona) thal are printed after each story.

In addition you will be asked to state your preference for what action o jake in the
atory.  After the story, you wall be asked o indicate the action you faver on f seven-point
scile (I=strongly favor some action, 7=strongly oppose that action).

In short, read the story from thiz bookles, then (1] out wour answers on the answer
sheet  Please use  #2 pencil.  If you change vour mind sbout a response, erase the pencil
mark cleanly and enber your new respanse.

[otice the second part of this questionnmire, the Awnwer Sheet.  The Tderfificetion
MNumiber ot the tap of the mwswer sheed may already be filfed in when you receive your
materiais.  [ff not, you will receive inmructions about how to G i the mmber.  Ff you have

Plecive twrn mow fo the Amswer Sheet, ]
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Famime —{Story #1)

The small village in northern India has experienced shoriages of food before, bul this
year's famine 15 worse than ever. Some families are even trying W feed themselves by
making soup from trec bark, Muostaq Singh’s Family is near starvation. He has heard that a
rich man in his village has supplies of foad slored away and is hoarding food while its price
goes higher so that he can sell the food later al a hge profit. Mosiaq is desperate and thinks
ahout stealing some food from the nich man's warehouse.  The small amouni of food that he
needs for his family probably wouldn't even be mizsed,

fIF i any dimne your would fke 1o revead o siory or the instrections, feel free to do so. Now
warm ko the dnswer Shees, go fo the 12 fssues and rate omd rak them tn fernes of how
mporieed each fesue seems lo pou, |

e e —— e B P et

i P —

Reporter —(Story #2)

Mﬂ{“]’ Dayton has been a news reporter for the Gazefte newspaper for over & decade,
Almost by accident, she leamed that oue of the candidates for Licotenant Governor for her
state, Grover Thompson, bad been arrested for shop-lifting 20 years cadier. Reporter Dayion
found cast that early 1n his fife, Candidate Thompson had andergone a confused poriod and
done things he later regretied, actions which would be very out-of-character now,  His shop-
lifting Fad been & minor offense and charges had been dropped by the depariment store.
Thompson has ot only straightened himself our since then, bt built a distinguished record in
helping many people and in leading corstructive commuenity projects. Mow, Reporer Dayion
regirds Thompson as the hest candidate in the field and likely o go on to important
leadership positions in the state.  Reporter Dayton wonders whether or not she should write
the story about Thompson's earlier troubles beciuse in the upooming close and heated
alection, she fears thal such a pews story could wreck Thompson's chance o win,

[Nene furn fo the Answer Sheel, go to the 12 isues for this story, rate and rank thens in ierms
af how importont sach issue seems fo pow. |



School Board --(Story #3) }

Mr. Grant has been clected to the School Board District 190 and was chosen o be
Chairman. The distrigt is bittesly divided over the closing of one of the high schools. One of
tha high schools has to be closed for financial reasons, but there is no agreement over which
gchool to close. During his election & the School Board, Mr. Grant had propoged a series of
"Open Meetings" in which members of the community conld voice their opinions. He haped
that dialogue would make the community realize the necessity of closing one high echool.
Adso he hoped that through open discussion, the difficulty of the decigion would be
pppreciated, and that the community woald vltimately support the school board decision.  The
first Open Meefing was a disaster. Passionate speeches dominated the microphones nnd
threatened vinlence. The meeting barely closed without fisi-fights.  Later in the week, school
board membess received threatening phone calls.  Mr. Grant wonders if he ought to call off
the nesi Open Meeting,

[Now tarw fo the Anawer Sheet, go fo the 12 iesues for iis story, rate aod romk them fn ferms
af how importont eacl fxwe sees (o you. ] .

e

Cancer —{Story i)

Mrs. Bennett is 62 years old, and in the last phases of colon cancer.  She is i tearible
pain and asks the docior to give her more pain-killer medicine. The doetor has given her the
maximum safe dose already and is refuctant o increase the dosage because it would probably
hasten her death, In a clear and rational mental siaie, Mrs, Benneti says that she realizes
this: but ghe wants m end her suffering even if it means ending her life. Should the doctor
give her an increased dosage?

Neow iwrn to the Answer Sheel, go fo the [2 issues for tis slory, rafe ond rank teem in lerms
of howe fmperiarit eack (swe seems o vou, [

Demonstration --(Story #5)

Political and economic mstability in & Souih American country  prompled the
Predident of the United States to send troops to "police” the ares.  Students al many
campuses in the U.5.A. have protested that the United States is using its military might for
wconomic advantage.  There is widespread suspicion that big oil multinational companies are
preasuring the President o safeguard o cheap oil supply even if it means loss of [ifa, Students
4t one campus ook fo the strests in demonstrations, tying up traffic and stopping regular
busingss in the town, The president of the university demanded that the students stop ther
illegal demonstrations. Stadents thes ook over the college’s administration building,
completedy paralyzing the college, Are the studenis right 1o demonstrate in these ways?

[Now it o the diswer Shees, go to the 12 iones for this story, rate and rank ther in terms
of how imporiant sach isoe seems to you, |
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DIT2 Answer Sheet e RzzeEEe
iversity innesota i '
Copyright, fames Rest and Darcia Narvaes %%%g%%g%% '
Al Rights Reserved, 1998 DODEOHDEOHDE

Please read story #1 in the INS TRUL TIONS booklet.
Famine -- (Story #1)
What shonid Mustng Singh da? Dis yous fawor the action of sking the food? (Mark sue,)

(1) Stould tke the food () Can'l decide  (3) Should sot taks the Tood

fl%? ééf;‘ Rate the following 12 isswes in terms of importance (1-5)

i

1

]

i
(O{EEHEIE 1. s Mustag Singh courageous encughs to risk getting casght for stealing? '
DEEDEIE 2 k't it only natural for & loving father to care sa much for his famlly thet e would steal? 1
(ENEENE 3, Shoulde't the commun|ty's laws be upheld? '
(DEEDEIE 4. Doss Musiag Singh know a good recipe for preparing sougp from iree bark? 1
(DEEEIE 5 Does the rich man have any legal fight 1o store food when other people are slarving? '
EE@E 6 s the motive of Mustag Singh to steal far himeelf or to steal for his family? !
(OEEDEE 7. What valwes are gaing ta be the basls for social cooperation? '
OMEEEE 8, Is the epliome of eating roconcllable with the culpability of stealing™ 1
WE@DEE 9. Doss the rich man desarve to be robbed for being so graedy? '
(EEEIE 10, lan't private proparty an Institution 1o anakls the rich to axplolt the poar? 1
(DEEDEE 1. Would stealing being aboul more total gecd lor averybody cancemed of wouldn't [£7 I
MEE:®TDE 12 Mlmmﬂlmlnmwdlhmnﬂn claim of any member of a soclely? i
Rank wivich ieswe iy oo avosd 1§ farans (iterm moomelier ). i
Most importank lbem  (THENE & @EWDEEHE @@ Third mast important DEDDEOREOEEREHE
Second most impartant DB D DOOO D BOD Fourth most Important DO QD OODOBDE

Now please retwrn to the Instructions booklet for the next story.

Reporter — (Story #2) |
Do yau flawor the action of reporring e starpd (Mivk ome ) '

(1) Should report the Shory () Can'tdecide  (3) Shouid not report the Sty i

gf;& Rate the following 12 frsnes in terms of importance (1-5) .

({EEEE 1, Doesn't the public have a right to know ail tha ftacts about all the candidntes for oifica? '
EEEE 2 Would publishing the story help Reparter Dayton's reputation far investigative reparting? '
OME@EE 3. W Daybon does't publish the story wouldn't anothar reporier ged the story anyway and get the cradit for
irvastigadlve reporting?
DEEEE 4 Since veling is such & joke anyway, does It make any dilferance whal reporier Daylon does? '
(EHEDEIE & Hasnt Thompeon shown in the past 20 years ket he i a betbar parson than his earller days 88 a shop-lifber? |
THEHEEIE & What would best serve sachsty? 1
(DE@EEE 7. i the story is trus, how can it be wrong to repart BT
(DEEEE 8. How could reporter Dayiton be so cruel and heartless s to report the damaging siory about candldate
Thompson? i
UE@EEE 9. Doos the right of “habeas corpus® apply In this cosa? '
DEEDEE 1n Would tha slection process be nsore Talr with or without reparting the sbory? '
(ENDEIE 11, Should reporier Daylan treal all candidates for office In (e same way by reparting everything sha leams
about them, goed and bad?
(DEEDEIE 120 lsn't It & reporier's duly bo repart all the rews regardless of 1he circumsiancesT '
Rapk wlnick issue is the most forpartaat (item nrember), i
Mast impartant ilem DEEOHEEDEEEEE Third most Impertant (2@ (5 EE B DED@EE
Bacond most impartant  (DEE D @ ETHE EE S Fourth mast Important {EE @ @E D OEE@EE

Now please return to the [nstructions booklet for the next story. )

L

PLEASE DO HOT WAITE M THS Alea

[ ielel | [slelelele] [elele] [elele] | [elslele BO38BEE

e
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School Board - (Story #3)
D your fawor calling off the mext Open Marsing?
() Should call off the ned open matng I:El Can?dacide (1) Should leren the nasd apen mesling

g"?ff; Rate the following 12 issues in terms of importance (1-5)

MHEZNEDEE 1. 18 Nr Granl required by lw to have Opan Mestings cn major school board decislons?

DEEDEE 2 Would M. Grant be breaking his elsciion campaign promises bo e community by discontinuing ke Open
Woetings?

(HE@DEEE 3 Would the community be aven angrier with Mr. Grant if he stopped the Open Mectings?

EEDEDE 4, Would the change In plans prevant sclontiflc assessmant?

(EWDEIE 5 I Ehe achool board |3 threalanad, does the chalrman have the legal sulhorty o protect the Board by making
declslons In closed meslings?

ORE@E 6 Would the community regard Br. Grant as a coward If he stopped the open mestings?

(DEEDDE 7. Does M, Grant have another procedure in mind for ensuring that divergent views are heard?

(MEMT EE B, Dows B, Grant have the suthosty to aupel troublemakers from the mentings or present them fram making
long speaches?

(MEEDEE 8 Are some peaple deliberabely undermining e school board process by playing some sort of powar gama?

DEEDEE 10, What effect would stopplng the discussion have on the community's abllity bo handle controverakal lasuss

in thae fubura?
(DEED D 11, s the trouble coming from anly o few hotheads, and bs the communily in general really fair-minded and
democratic?
(MDD (E 12, What ke the ikalinood that & good decislon could be made without opan discesslon from the communtty ?
Rard wibich isvire fe the most importand [foon nunrber),
Most Importantitern. (D@ D OE @D REHEHE Third mos! mporant  (DEEEE 6 GO0 G &
Second most mportent {4 @ EHE @ DE &6 @ Fourth most Important (T/E @ &5 E @ @@ D@

Neww please retvwrn to the Instructions booklet for the next story.

Cancer - (Story #4)
ha o faevaer e aonion o piring more medicine’
(T3 Should ghve Mre. Bannett an incressed dodage to make ber die (2 Can't dacide (@) Should nol ghve Rer an inctresssd dosaps

fgﬁf; Rate the following 12 issues in terms of importance (1-5)

DEEDEE 1. Isn't the doctor oblignted by the same kaws os everybady eise [ giving an overdoss would be the same as

kllling har?
DEDEEE 2 Wouldn't sockety ba batier aff without sc many laws abawt what doctors can and cannat do?
DEDEEE 3 1Mre, Bennetl dies, would the doctor be lgally responsible far malpractice?
DEEEE 4. Doss the tamily of Mre, Bennetl agres thal she should get more palnkiller needicina 7
DE@DEE 5 lsthe ﬂlr&llmmlmmuﬁlhﬂlﬂmﬂh drug?
DEMDEND 6 Doss b stabe hive the dght 1o force conlinued exlstence on those wha don't wani to Bve?
ME@EE 7. s belping to end anotbar's life ever o responsible act of cooperation?
WEMEEGE 8 Would the dootor show more sympathy for lirs. Bonnett by giving the medicine or not?
WEMmMEE 8 Wouldnt the doctor feel guilty from giving Mrs. Bennett 50 much drug that she died?

(0(E (3 (5 10. Should only God decids whan & parson's Eife should ond?
[DEEEE 1. Shouldnt sociely protect sveryons sgainst being killed?
DED@DEE 12 Where should soclaty drav the line batwean pratecting e and allowing someone to dig I the persan

wane a7
Rl wilbich dsvive fs the wost important [fen nunrber),
lbost Important iteen {0 (THTHE) @) (3@ @60 5 63 Third meast imporant (£ @ EEE GEEDIE 6@
Second most mpoertant {73 (D) OEEDE @A 68 Fourth most imporant {033 &0 @ @HEWD 0 06

r—

Noww please return to the Instruciions booklet for the nevt story.

PLEASE 0O MOT WHITE N THIS AREA



Demonstration -- (Story #5)
Do pow favor e werdor of desornsnvening dn this wapl

{7} Shoud continus demonstredng ba ese waye (5 Can'tdecida (%) Should not contines demonstratng in thess ways

gffé Rate the follmwing 12 issues in terms of imporiance (1-5)

DEEEE 1. Do the students have any right to take over propery that dossn't balang to them T

MEEDE 2 Do the students realize that they might be arrested and fined, and ewen expalied from schoal?
MEEEE 2 Arethe students sorlous about thedr causa or s they dolng It just for fun?
MEEEE 4. IF the universily prosident Is aall on students this Ume, will [t iead o maors disordar?
MEND@EE 5 Wl ihe public blame all students for the aclions of a few studenl demanslraiors?
MEE@DE 6 Arethe autharltios 16 blame by giving In to the greed of the mulinational oll campanias?
(EMEEE T, Why should a few peopie like Presidents and business leaders have mare power than ardinary peaple?
WEEEE 8 Doos this student demonstration bring about more or less good in the lang run to all peope’?

L 8

Can ihe sledenis Justity thedr civil disobadigncs T
MEEEE 10, Shouldnt the suthorites b respected by shudents?
EEMEIE 11, | laking over a bullding consistent with principles of justics?
@@@@m 12, lsn't B everyone's dily 1o obey the law, whether one likes R ar ael?
Rianle ol dzsme is the post imprvtani (itese peesber),
Mot impartant em (502G () (EE) 03 G Thirg most important (@ @ @ EE G5 E G S
Second most importanl D@ DEOOEEE @@ Fourth mast Impertant D@D HEEDEOO@HEE

Please prowdz the JSollowring r}gﬁrmtﬁm abeut yourselfs

1. dge in 2, Sex {mork one): T bale (D) Female
yeans:
2. Level of Education (mark highest lewel of formal education attalned, if you are currently warkiag at
. thad lewal [0.0., Freshman In collega] or if you have compilated that level [o.g., if you finished your
(@i{a) Frashman year but have gone on ng furthar].)
0 () Grade 110§
) Grade 7, 8,9

O Grode 14, 11,12

) Voeaticnaliachnical school {without a bachalor's degrea) (8.g., Auto mechanic, baauty school, roal estatm,
SECRAIACY, 2-yaar rursing pragram),

{0 Juricr eellage {0.g., 2-year colloge, commanily coliags, Associate Arls degrea)

{3 Freshman in coliege In bachelor degies HOgram.

) Sophomons in collage in Dachalor daghes progre.

D duritor in collegs In bachalor degree program.

() SBenlar in oolegs in badhelar degres program.

{0 Professiona dagree (Prastitianer degres beyond bachelor's degres) (a.g., M.D., ME.A., Bachelor of Divinity,
.05, in Dantistry, J.0. in krw, Masters of Ars in foaching, Mastens of Edusstion [in teaching], Doslor of
Faychology, Mursing degroe along with 4-ymar Bachalor's degrea)

) Mastars dagres (in acadamic grmouate schaol)

{2 Doctorl degres (n acamenic gradiate school, &.0., Ph.D. of Edi)

=
[ololclolelclole]

%@

) Other Foemesl Educalion, [Plaase descrioe: _—

A, I e o ypousr politcal vigws, how would 5. furé you & citizen of the U.8.A.7
you charactarlze yoursed [mark ane)? Civas O Me
¥ vary Libaral
) Bomawhat Libaml 8. |= English your primary language?
(2 Meliher Liberal nor Congemvativa Oives QMo
() Bomewhiat Corssnative
O Vary Corsanativa

Thank You.

’7 i PLEABE D0 ROT WRITE IR THIS ARER

P e = e — e il
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Dilemma #6
e you fotver the action?

() Bircmgly Faver (&) Faver (&) Slightly Fawor

(@) Motea (5 SEghtly Dishwse  (2) Distavee

%) Btrangly Distaver

ffgﬂ‘% Rﬂcﬁrﬁ&w 12 dsswes in terms of importance (1-5)

Rl av i [Fien diassrir),
Ibﬂlmpalmitlrm lotalelotololelotolic [l
Second most imporant () EHENE @@ EE 6

Third most importent (T (E0E) @ EHED E G600 6E
Paurth mest inportam (0 & @ EE D@ EE D

Dilemma #7
Dha you faver the action?

(33 Strongly Favar (@) Favar  (3) Siightly Fasor

(@) Meutral  (E) Glightty Diskwsnr (&) Disfevor

{7) Stronghy Dislavor

gf!fi Rﬂ“ the following 12 isswes in terms of importance (1-5)

T TE ey )

@ 12

ity deriie 12 L maeal sMApoTERRE (1 passber),
mlwqawmlm OEDSHEEEEE @S
Second most important (0@ DEE @ @O E @ 6@G6@

Third mest important (D @@ @ G @ @ E @0 0 E

Pourth most Imporant {3 & EE @ E &G G

FLEABE DO WOT WRITE IN THIS ARES

L_ols] | lslolelsle] lolsls] [slele] | lelelale

803865
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Appendix D: Consent Form

Sam Martin's PhD Appraizal Morality Study: Pre-USPAP Survey

1. Informed Consent

DONSENRT FOMR
Yau e neiss in 1w par o g sesserch aheiy of See Gass @ w0 doenes) shedsrd g Viakisn Uresaniy. Tha ey 5 e e sfeci o
anirm LESPAF comres 2am on e el ek of mpraasl §iodssty win ais e T-heo DSPAF CF rounss The reseans a il comemi of

Lamm Tam (OFT) herbr=s dm LS00 e w inkse arm e sgain ofis) da USPAE ez in inhen i dsisreurs @
loufized The resmwmar will srwenins i By behrg errreemsed Dnhee va ese-t- e i oflecis slessn] sl
The reseis o Bin resseccs ey b (=l 1] m Tha I E T who are sboal o e
dhe USRS T Smr CF congse b be m i wdy Toeo keew f6 gt ol 0 precnns cefies wiwrsan cormesl” i alow poi iz smowraanid ta sy befes
LI EUEITET I8 THNE B

The parmus of B Gy W W Gmes SE S o USPAR cares T on B ol sl of i m pls e who e e T-hoa
JLOAR [F comrws

PROCETRNES

F pac spes @ b= @ i vy pou el e asesd w

= Tets i demagrmeic auryey sl the OIT BEFONE ishng USRAF Tha shacks wmie o el of B 42 comesss 0w 3wy bamiey soovey
= Tohs the OFT @fer corrpiaing ke SRR —ymrms

TOLLNTARY MATURE OF THE STUDY

This whudy i snicniary. Everpoes will mapsd pour Secmenn of wheihe o7 e oo choses i3 o e ey, Mo oos el yoe schosd e e pas
giftwreniy i you decids rev s 28 in e budy © oy decee e pee e sresy row pou cma el chargs yoer e inisr Yas may viss ol ey e
Mnkn are BarmEn of SEirg B onE Sy

Beng = fu hvee © dasy neove some 1ak of e it =l e e 3! | m i FE BLri g0 55w mrEn o il felgas
Bewreg ;e wiuny Aounl 100 paEe PEd 10 R SR o el -ba g
The sppraes 1oy e o e sppreEsr oty Cen ke pmeresd weeh e o eos sf e sk Tes

rEnEATE W ey whie raesdsorss ow #Sicaras sbte e e e is-face

A TRMENT
Thaes BT N GEFTHNN 380D M T CATTCRADRG = TV Flaty

PTTALCT

By mhereaiere fpa preeie @81 b ¥aar emE ' LEEE orip i maas cerime fisi e esmactas m e b et pemn e
ONT vy repca rasa wedh yor peai OFT ourveny ssgssenen. T ressmrrier &t 1l o pEl pEsoosl cfsrmmaimn b wen pmimameEs i of B
reammth prages Saa, e resesrcher wel e eermis
waCaTe iy ey 5l ressarch an & g e o P osseercher s ofics T terd ores &8 e e wred W =iy by e
sanamrher Doy sl be bEpr T W pEme oF O R S FEECL B RILTEd T T Uiy

rarres wr ETpiury st ful coaed pienfy pae n b slany repmm Ten ) b g

CONT AL TS &l OUESTEORS

Tue FEp A5 B guEthorn jou e sy Do oF pe bee e miawiam e pou ey cerlacd e resseecber wa pharms (BP SRR | 3HE v poTani
jurm@mmheanr o B ymoseel s bk preesy sbas ymn ngiie e 8 pericmend yue oa oail Ot Leliew Esficon 29w o e Wldan
Uity i press-nedes i cim dhacuns o et ma P He phees samiee e 8 122202 1200 Sddes Unssraby o apprors = umiss i fus shaty
w FUE il @vin sppris narmder beew e O sapees n A & @ emier s eisr cels

Tiammw pan m ees i cowe e b e oo

ETATEMENT OF CORSENT
i bman rean Hs merem i=fnrrniem e | iEs § uiEETEATTE E By sl ENITLGT W TEAE @ EIELE TR i By ]

mirwey | Tl [ wm inha e AT




Appendix E: SurveyMonkey Dissertation Survey

Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

2, Demographics

*1, What is your e-mail address? NOTE: Do NOT skip this question. Your email address is
used only to make certain that the researcher is able to match your pre-DIT survey
responses with your post-DIT survey responses. The e-mail address is maintained in the
strictest of confidence, and is not used in any way outside of this research study.

E]

=
*2. Are you taking the 7 Hour USPAP Course online or in a physical classroom?
D Online
|:| Classroam

Flazse peovide (ke joliowing information about yourse®:

*3, What is your level of education? Please mark the highest leve of formal education you
are currently enrolled in or have completed:

O Grades T, 05

O Grades 10,7112

O “ocationalTechnical school (schools thal do rof offer a bachelor's degres
O Junior Colisge

O Freshman in a bachelor's degies program

O Sophomare In a bacheiors degree program

O Jumics in o bacheiors degies program

O Senior in 3 backeior's depres program

O Professional Degree beyond the bachelor's Segree fMD., MBLA., DD E_ 4D, Hursing)
D Professional degroe in Divinity

O Masiar's in aching or Maséer's in Educabon

O Masisr's degree In graguale sooool

O Duoctocnl degme E4D

O Dociorat dsgree PRD

8 o
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Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

*#4, Which best describes your race/ethnicity? [Check all that apply]

(@) we

D Buxchk or Afican American

G Ameican insan o Alaskn Maine

C:I Aman

E::I hadve Hawalon o Other Padfic istander

Cl Some Other Racs

Dy |piaases speacty)

*5, What is your gender?

{::I haie
O Female

*g, What is your age?

Enier your age in y=ars

*7. In terms of your political views, how would you characterize yourself?

C:I S'ary Liberal D Bamewrarl Liberal C:I MNe&her LE=mi nor C:] Sormewhat C:I Yery Consenaines

Corseraaling Corseraalne

* 8. Are you a citizen of the U.5.A7
O YES O M

* 9. Is English your primary language?

D EE O KO

Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

3. Defining Issues Test-2

Thiis quasfionnaire is concemed with how you define the issues in a social probiem. Several stores about social
problems will be descrbed. After each story, there will be a bst of guestions. The questions thal follow each story
reprasent different issues that maght be raised by the problem. In other words, the quesiionsfissues raise different ways
of judging what i5 imporant in making a decision about the social problem. You will be asked lo rate and rank the
questions in terms of how important each one seems o you.

PLEASE TRY TO FIMISH THE QUESTIONMNAIRE 1M OME SITTING
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Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

4. EXAMPLE of the task

Imagine you are about to vole for & candidate for the Presidency of the United States. Before you vole, you are asked io
rate the imporiance of five iesuss you could consider in deciding who 1o vote for. Rate the importance of each item (issus))
by chacking the appropriate box

* 1. Rate the following issues in terms of importance,

5}
w
|
=
E
0
=
m
]
3
i
E
5

1. Finoncialy are yoa personally befler off now than yoo wees foor ysars agaT
2. Dopes.one candidale fave a supssor moval chamcler?

2 WWhich condidale standy (e Anlast?

4. Which candidate would make (fe best works eader?

2 Which candidale has ihe bl ideas for our coumiry's Feemal probiams. HEe orime
amd haailh care

Slelelele
00000
OOOO00
ololelele
OO000:

Hole. Some Aems may seem imeievant of not make serse das i@ Bem #3500 In that case. e Be femas "NO"

Afier you raie ail of e @=rs you will be asked o AANE the iop foor ilems m iers of ieporiance . Nols thal & makes sense thal Be ilems pmi
RATE as mosd imeoriant should be RANEED an weil So T you only raded flem § as having great impoiance yo should mek iEas most Imporiant

* 2. Consider the 5 issues above and rank which issues are the most important.

! 2 3 &

Mosd Fooorianl Hem D D O @ O
Eecond most yspotas| O D O D D
Thitd mast impariant Q O 0 E:j D
Fourth most smporant @ @ C} @ D

Again, remember (o conskder af of the Hema balors yoo Tank e four most Emportant Bews ana be sare thil you only ek ems thal you found
rmpairtand

Mobe aigo tharl befors you begin to rate and ram e poo Wil b= asked o stals your preference for what action o take m story

Thari you and you may bagin the questonraical




Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

3. Story 1

Famina

The smali vilage In nohem India has sxpariencad shoriages of food Belone, bul (ke year's amine |8 wonse [Ran ever. Some tamiles ane even
inyirg fo feed Bemseives by making soup from free bark. Mustog Singh's family B near siarvation. He bas feard St 8 rich man in his vifiage has
supplies of food shored awary and i hoarding food wiie i3 price poes figher so that fe can sell the fiood aéer af @ buge profil. Musiog (s despomis
mnd thinks sboul sieaiing some food from the nch man's warehodss. The sl groun| of Sood that ke nesds Tor his tamdy probably wooldn® even
b misasd

* 4. What should Mustaq Singh do? Do you favor the action of taking food?
@ Snould talte the fooad @ Camt oeoide @ Sriouid not b the food

* 2. Rate the following issues in terms of importance.

E‘
B
B
]
=
il
-]
3
]
| =
4

. Is Musiag Eingh cosragecus enough io rsk getling caughl lor siealing?

2. ey if onity matural for @ foving father bo care so much for his tamity (Rt he woaa
aimal?

3 Ehouldn the commuaniy's imem be upheld 7
4. Dors Mussag Singh know a pood recips for DOpEnT) BeED fm Pee wark?

. Dees the rich man have ary legal Aght io siore Tood when ofher peopie ame
slarsing?

& iz the motive of Musiag Singh to steni ior himseit or 1o seal for his tomiy 7
7. Wl vaLss are going to be the pesix jor socinl cooperation?

& Is the spiiome of enling reconcilablz with the culpabilly of stealing?

2. Does the fch man Seserve 10 be rotibed for being o gresdy?

98 |=n'f privaie properly an insifution o enable IFe foh io exploll the poor?

11, Would sisaimg brirg about more iofal good for everybody comcamad o woolan'L
"?

© CC00006 0G0 A0
0 CC0000 0G0 ad
C CCOO0C CC0 C0:

12 Are laws peifing in The way of the mosi besic daim of any member of a socetyT

3 © O00C0EO 00 O

*3, Consider the 12 issues above and rank which issues

Mioal mporant fem d C:)

Second rmost Frporiae

4

Thitd most imporkant

Fourfn miast Sgortant

COCC-y © CODOCO CE0 G

@lele
Q00
QOCO-
Q000
QOC0-
QOC0-
0oC0-
aa0:-
@Oa0
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Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

G. Story 2

Reparter

iy Daylon has been o pews reportes for the Gazsife rewanapsr for over 3 decade. Mmoot by scoident, she lzamed that o of the codidates for
Lisutergint Gowernor for her stxle, Groyer Thompson, had besn armestsa for shop-lifting 20 years sarier. Reparier Dayton founa oo that sany in hs
iffe. Candidate Thomeson had undsrgons a confused period and dane things he later ogretied, aotions which would be wery oul-Df-characies now.
His shepiifling had been a minor offense and charges: had been dropped by e department siore. Trompson has not ooty siraigniened himss oul
since them bal buill o dielinguishied reooed in helping mary pople and in leading consinscifve communily projecin. For, Reponer Cayton reqardn
Thompson as ife besd candcags in the Beid ang ety bo 9o on b important lessershio posSora in it 3iaie. Reporier Dayion wonder wissiher or
il g shewiel wiile (R wlory atowl Thormgaoe's sarier Foubiss bacsuss N e upooming cioss and healss slection, ghe faars thel suck & news
alory coutd wreck Thompsons chance bo wn

* 1. Do you faver the action of reporting the story?

D Shouid 1eport the stors D Cart decids O Shootd rof report (R sl

*2, Rate the following issues in terms of importance.

B
E
]
=
"]
-]
=
A
e
a

1, Dos=nt ihe pubiic have o righl 1o know of (= facts sboul all (he candidates toe
office=?

Z Would publshing the siory heip Aeporier Dayen's repuiabon for investigative
reporting 7

5. I Daylon doesn pubish the siory wooldn't another reporter gef The slory anysmy
and get e credil for invesbigative reporting?

4. Ence voling is such a joks anpway, Soes it male any difersnce what regone:
Draytion goer?

5. Haser't Thampsen shuwn in ©e past 20 years @al he is a betier person than his
sarier days as @ shop-ifler?

. Wit would best servioe sooety?
7. If the siory Is Ine=. Fow can @ be wrong fo repor 7

& How couls reporier Dayfon be S0 cruel and hearfess as & repord ihe damaging siory
about cardidaie ThomesonT

%, Does e rght of "habeas cormus™ apply i Svis coss?
18 Would the eleciion process be mare faF with or without eeporiisg the slary?

11. Bhould reponer Dayion inead ot candidabes for office (N e same way by reporiing
swerythung she lsarns abool hem, good and badT

S a8 @88 8@ 8 &8 @ 8
C 60 CEE @ @ @ @ O:

2 00 B0 & 8 @ @ |
CEESE EGE B BB E @
© 080 CEE @ @@ @ @

12 IselE @ regociers daty bo repor ol the news regardiess of the cioumisces?

134



Sam Martin's PhD Appraisal Morality Study: Pre-USPAP Survey

*3, Consider the 12 issues you rated above and rank which Issues are the most
Important.

BIODIOR
D000~
D000-
000
Qo000
OO0O0-
000~
CO00a-
000"
OO000:-

0 O
Q Q
O Q
@ =
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7. Story 3

School Board

M. Grami has been siecisd s e School Boan Deiect 150 and was chisen io be Chaiman. Tre district s hittey dvided over e cosing of one
of ihe high sthools. One of Fe high schools has io be ciossd for financial reasans, bul thers 1s no agresment over which school to ciosa, During his
wieciion o the School Board, Mr. Grant had proposed @ seres of “Open Mesotings® in which members of the community could voice their opinions
He hoped thal diniogue would maks the commurity realize F= necessily of chosng cne high schiool. Ao fe hoped trad throogh open decussiors,
the difficulty of (fe decimion would be sppreciated, and thal the commeiiy would oiimatety support (e schoot boord decilon. The frt Open
Sesiing was a disasier Passionale speeches dominated e microphones ard threatensd vickercs The meeting barely cosed wihout fsl.fights
Lmisr i the wesk, school board members rscetved threatering phons cails. k. Gramd wonders @ he oughl 1o call off the et Open Mseting

#1,De you faver calling off the next Open Meeting

o Shoula cad off e nest open mesting O Can't dedds O Srould have ihe rerd open meeling

#2, Rate the following issues in terms of importance.

=
E
=)
o
g
a
K
B
L]

1. ts M. Grant equired By law &0 hove Open Merlings on major schadl board
decisions T

I Would Mt Grant be Breaning his aleciion campaipn promaes to the communily by
discaniining the Open Mastings?

1 ‘Woald ihe comemaniy De even angrier witn Mr. Grani if he siopped ine Dpen
M=slings 7

4. Would Te change I plans preven| scientifc sssesament?

B, IF s schodl boand is fhisalemed, does the chairman have Ife lagal nuthordy fo
groleci ite Board by making decisions ™ fosed mestngs?

6. Woukt e community regand Mr. Grand as a owans F he sinpped e apen
mestings 7

7. Dees Mr. Grani have anofer procsdure in mind for-ensaning Mat divergent views
are heard?

& Dees Mr: Grant have the sutonty 1o expel irodblemakers. Fom the meeings o
greven| IPem fom making long speeches?

5. Afe some people deliberaisly underminng the school boam process by olaying
some 5ot of power gameT

10, What effeci would stopping the Sscussion have on e community's abiily @
mardile controversial s in ihe Btune?

11. |s the tinebie coming tom anly & Jew hoMEads, and B Be community i general
really lairminded ana democratic?

1Z. What is ihe IEhood that & good decision could be made wEhoot open discussion

o E0DEEEE
S G888 caaEd&aa
S eaeBgaeaeeaes
2 eidEe@cacEE@GaEs
T a0 E0EEEDE @

trom the commurity?
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* 3. Consider the 12 issues you rated above and rank which issues are the most
important.

N mporant B R A E G EGBE0EES
EE B EEE 066606
Thind mod important O O O O O O O O O O O O

B 2 00 @0 EcacEBEa
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8. Story 4

Mirs. Barmett |5 82 yoars old, and in S it phases of colon cancer She s In lemile pan and asis e docior o ghve her mone paindsiler
medicine. The doctor han given her the maxievum sale doss aineady and is refuctant o increass ihe dosage becase i would probably Rasien her
deain. in @ cledr and rational mental siste M. Benne® says that she realizes this ol she wanss io end her sufering even if il means anding her
Iife:. Should the doctor giver ker an increased dosage?

#4.Do you favor the action of giving more medicine?

o Bhould give WM. Bermett an incressss O Carmt d=cide @ Stvouid not give her an increased
dosage (o make her die aosage

#* 2, Rate the following issues in terms of imortance.

=
8
3
o
g
g
A
”
=
4
A

1. lsnft Te docior obilgaied by the same laws as everybody siss i graing an overdose
wouid be (e same as WIIng har?

Z. Woalde't sockety be befier off withoul S0 many laws aboul wiad docfors can and
carnol da’?

5 IMMrs. Benneil Ges, woold The docior be legally responsiss for mafpraciice ¥

4. Does e txnidy of Mrs. Bennell agree B she should gel more painkiiar
madicine?

5. Iu ihe parkilier medices an aciive hefloropic dneg?

& Does the sials Fave T nghl bo Some conlinued exicience of inoss who doe'l waed ja
liveT

7. Is heiping to end snothers ife ever & resporsbie ad of cooperation?

A Would tha doclor show mare sympaiy for Mrs. Senneil by ghving the medicine ot
e 7

& Wiouldrt the docinr feel guifty frony giving M. Bemnett 5o much drug (fas she
wed?

10, Bhould oniy God decide wiheon o person's ife shoold end?
11, Ehouldn't sociefy peoleci everyone against being kKifed™

12. Whene should sociely graw the Ine between proleciing e and slowing someone
& die ¥ e person wanis o7

SEE & 08 B @B 8 9
CO0 © CC CC ©CO @ ©
OO0 © CC CC CO O ©
CO0 © OO GO CC © ©
88 & 686 Ga ad @ @:

# 3. Consider the 12 issues you rated above and rank which issues are the most
important.

a
7

Mo mporiamnl Hem
Eecond maos mmporkan|
Thirg most impartant

Fourth mosi meportaes
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Coo0o:
OCo0o-
Co0o0-
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o000~
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9. Story 5

Demonstraton

*4. Do you favor the action of demonstrating in this way?

@) s g () corace

*2. Rate the following Issues in terms of importance.
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10. Test taking Environment

Ve would Bke (o know semefing about how you completed this questionnare, Your answers wil not affect whether o
nat you get credil for parficipaton but will belp us utndersiznd how students take questornaires oulside of class.

1. | completed the questionnair in one sitting.

3. The TV was on while | completed the questionnaire.

D Yeu
D Mo

4.1 received phone calls while completing the questionnaire

D yerarare frue ons
D yet-arat ma
D Ko

5.1 made a phone call while completing the questionnaire.

D ¥ mon ihan cog

D i sl one
@

6. | received emails/text messages while completing the gquestionnaire.

D Yee-man than one
D ‘FeEe-jusl ane
O

7.1 responded to emails/text messages while completing the questionnaire.

D Fer—moe than oee
D ‘Fez-jumi ans
oL
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8. | stopped and talked to friends while completing the gquestionnaire.
{5 ves mom e once

() ves e omce

(& mo

9. Compared to how | take surveys in the classroom | took this questionnaire:
D Thee sams way - not dEfsrent ai all

D About the same way — | had 8 mnieal grount of digiractons

l::! Fimi e same way- | had distracinns thas mate me siop and siark ihe guestioneaire

E:l Mot & all e ame way - | congleied e queshiomans when | could whiie gomg ofher Things

10. Are you White, Black or African-American, American Indian or Alaskan Native, Asian,
Native Hawailan or other Pacific islander, or some other race?

C:I While
C:I Emck or AMzan.Amenoan
C:i Amsncan indan oo Alxskan Hairee

D Asar

C} Nuiree Hawalan or oiner Pacihic loanger

l:::l From mudiiple moes

Somae oiner race (please specty|

11. What is the highest level of school you have completed or the highest degree you have
received?

O Less than figh school degres

C:I High school degres or egusalan |a.g. GED)
CI Same rallepe iut no degree

[::i ASsOOine degree

C:] Eacheior gegres

l::! Grafuals degres
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12. In which region of the United States do you live?

O . Mew Engiand (Mame, hew Hampenre, Vermonl, Massachusefin, Rhoge hland, Conneciioul

D 2. Midia Alantic (Mew Vo, New Jersey, Pannsyhoana

D 3. Easi Norts Ceniral iCho. Indiana. Sinols. Mchigan. \Wisoonain)

D 4, Wesi Norh Cerial (Menesmia, iowa. Meszurn, hieih Dakeia, South Dakcia, Nebraska, Hansas|

D 8. Squth Allaniic {Delsware, Maryland. Disiricl of Columhia, Vignia, West Wirginla. Mok Camcliea, South Carcdna, Georgla. Flonidai
D 0. Eas! Soulh Cenral {Memucky, Temnessen, Alabama, Masisipgl

D T. Wk South Cental (Anansas, Lossiana. Tidahomsa, Texasi

D 0. Mouniar (kiicmiama. kaho, ‘Wyommng, Coforada, Mew Meno, Armna, Liah, Mewmds

D 8. Paciic (Weshogion Dregon, Calformia, Alaska, Howei

13. Which category below includes your age?

D 1T ar yuonger

14. Are you male or female?

D Male
D Female

15. What appraisal license do you currently hold?

D Crrtifes General
O Cerfilled Aesioerial
D Licensed

D Traines

O Hione of s anoeE
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