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Abstract 

This thesis focuses on children’s personal values (i.e., broad motivational goals) and their 

association with wellbeing in a primary school context. While a great deal is known about 

adult’s values, less is known about children’s values. Most research into children’s values 

focuses on whether children hold similar values to adults and how these values relate to 

prosocial or aggressive behaviour. This thesis introduces a new children’s values 

instrument and uses data from this instrument to examine how children’s values relate to 

important aspects of wellbeing. It also examines whether children’s perceptions of social 

support moderate or mediate these relations.  

Study 1 tests a new best-worst Animated Values Instrument (AVI) with a sample of 329 

children (aged 5 to 12 years). First, scale reliability was established, showing a high level 

of consistency of value choices within individuals. Scale validity was supported with 

children’s values showing close alignment with the basic conflicts and compatibilities in 

Schwartz (1992) theory of human values.  

Studies 2 (N = 266 children aged 8 to 12 years) and 3 (N = 738 children aged 6 to 12 years) 

examined relations between children’s values, including value-congruence, and important 

aspects of wellbeing (i.e., self-esteem and teacher-reported social behaviours). First, for 

social behaviours, both studies found Self-Transcendence values were positively related to 

behavioural strengths and negatively to behavioural difficulties. In contrast, the opposing 

Self-Enhancement values were negatively related to behavioural strengths and positively 

related to total behavioural difficulties. Second, for the four self-esteem domains, both 

studies found Conservation values were positively, and Self-Enhancement values were 

negatively, related to behavioural conduct. Openness-to-Change values were positively 
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related to scholastic competence in both studies, whereas Self-Transcendence values were 

also positively related in Study 3. Further, in Study 3, Self-Transcendence and Openness-

to-Change values were both positively related, and Self-Enhancement values negatively 

related, to global self-worth. Third, in terms of value-congruence, congruence with 

classmates’ and best friends were positively related to global self-worth and behavioural 

strengths, and negatively related to behavioural difficulties.  

Study 3 also examined relations between children’s values and subjective-wellbeing, as 

well as providing a more detailed analysis of the teacher-reported difficulties subscales. 

First, for subjective-wellbeing, Self-Transcendence and Openness-to-Change values were 

both positively related, whereas Self-Enhancement values were negatively related. Second, 

for the difficulties subscales, Self-Transcendence values were negatively related to all four 

subscales (i.e., emotional symptoms, conduct problems, hyperactivity/inattention, peer 

problems), whereas the opposing Self-Enhancement values were positively related to all 

four subscales. Third, for value-congruence, congruence with classmates’ and best friends 

were positively related to subjective-wellbeing (except best-friends), global self-worth, and 

behavioural strengths, and negatively related to behavioural difficulties.  

Finally, Study 3 examined whether four different types of perceived social support (i.e., 

parent, teacher, classmates’ and close friend) mediate or moderate relations between values 

and important aspects of wellbeing (i.e., subjective-wellbeing, global self-worth, 

behavioural strengths and total behavioural difficulties). While no moderation was found, 

at least partial mediation was found for most values-wellbeing relations. First, for 

subjective-wellbeing, all four types of social support mediated relations with Self-

Transcendence and Self-Enhancement values; however, only classmate and friend support 
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partially mediated relations with Openness-to-Change values. Second, for global self-

worth, all four types of social support at least partially mediated relations with Self-

Transcendence and Self-Enhancement values; however, only classmate and friend support 

mediated relations with Openness-to-Change values. Third, for behavioural strengths, only 

parent and classmate support partially mediated relations with Self-Transcendence and 

Self-Enhancement values, and only classmate and friend support mediated relations with 

Openness-to-Change values. Fourth, for behavioural difficulties, all four types of social 

support partially mediated relations with Self-Transcendence and Self-Enhancement 

values; however only classmate and friend support partially mediated relations with 

Openness-to-Change values.    

In summary, across three studies, children’s values were found to have a similar structure, 

and to function in similar ways to those of adults, based on data from a new animated values 

instrument. It also showed, for the first time, that values relate systematically to self-esteem, 

subjective-wellbeing and social behaviour in middle childhood, and that perceived social 

support does not fully mediate these relations. Thus, this thesis contributes to basic 

knowledge about children’s values and how they relate to important aspects of wellbeing 

and has practical implications for those wanting to promote children’s wellbeing.  
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Chapter 1 - Introduction 

1.0 Introduction 

This thesis examines how personal values impact wellbeing in middle childhood. Past 

research suggests that values relate to wellbeing in adults; however, these relations have 

not been examined in children. This Chapter outlines the motivations for the thesis, the 

context for the research and the research aims. Specifically, Section 1.1 outlines the main 

concepts examined in this thesis – personal values and wellbeing – and articulates the gaps 

in the literature that this thesis seeks to address. Section 1.2 outlines the context for this 

research in terms of the work currently undertaken in Australian schools regarding values 

and wellbeing in childhood. Section 1.3 presents the aim of the research and research 

questions. Section 1.4 discusses the significance and originality of this thesis and give 

reasons why values-wellbeing relations are important in middle childhood. Finally, Section 

1.5 details the structure of the thesis. 

1.1 Personal values and wellbeing 

Personal values play a central role in human development as they are desirable, trans-

situational goals that serve as guiding principles in people’s lives, and are considered, to 

some extent, as being stable across time (e.g., Allport, Vernon, & Lindsey, 1960, p.178; 

Rokeach, 1973; Schwartz, 1992). Personal values are a “type of personality disposition” 

(Bilsky & Schwartz, 1994, p.178), that guide peoples decisions about themselves and other 

people, often subconsciously (Schwartz, 2006). People are also known to behave in ways 

that help them fulfil, maintain or uphold their most important values (Cieciuch & Schwartz, 
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2018). Values are thought to form part of our identify as they guide our attitudes and 

behaviour and our understanding of morality (Boer & Boehnke, 2016). 

Although values have been studied empirically for decades (e.g., Rokeach, 1973; Schwartz, 

1992; Schwartz et al., 2012; Schwartz et al., 2001) much of this research has examined 

adult and adolescent samples. Only a limited number of studies have examined values in 

middle childhood (e.g., P. R. Collins, Lee, Sneddon, & Döring, 2017; Döring, 

Blauensteiner, Aryus, Drogekamp, & Bilsky, 2010), and none were found to examine 

values-wellbeing relations in middle childhood. 

In a recent review of values-wellbeing research in adults, Schwartz and Sortheix (2018) 

found that values are related to subjective-wellbeing in different ways. Specifically, adult 

studies have found that some values are consistently, negatively related to subjective-

wellbeing (e.g., power and conformity), while other values are consistently, positively 

related to subjective-wellbeing (e.g., universalism, benevolence, stimulation, self-direction 

and hedonism; Schwartz & Sortheix, 2018). Similar results have also been found in 

adolescent samples. For instance, Openness-to-Change and Self-Transcendence values 

were found to be positively correlated with aspects of wellbeing in adolescents aged 13 to 

19 years, while Self-Enhancement values were negatively related to the same aspects of 

wellbeing (Bojanowska & Piotrowski, 2018).  

Wellbeing is a complex, multidimensional construct (see Pollard & Lee, 2003) that has 

been divided in the literature into different aspects of wellbeing, most commonly 

subjective-wellbeing (i.e., happiness, the balance between positive and negative affect and 

life satisfaction) and psychological wellbeing (i.e., autonomy, environmental mastery, 
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personal growth, positive relationships, purpose in life, and self-acceptance; Linley, 

Maltby, Wood, Osbourne, & Hurling, 2009). These different aspects of wellbeing have 

been measured using all of these facets (e.g., Cummins, 2003; Diener, Emmons, Larsen, & 

Griffin, 1985; Hills & Argyle, 2002; Ryff, 1989). Following Ben-Zur (2003) and Diener 

(2000), this thesis defines wellbeing as a multidimensional construct that includes cognitive 

and affective components (i.e., positive pleasant emotions, as well as negative distressing 

emotions), and judgements of personal life qualities (i.e., overall life satisfaction and 

satisfaction in specific domains such as health and relationships). However, this thesis 

focuses more on the subjective aspects of wellbeing as this has been studied extensively 

with values in adults and is a widely used concept with validated measures across many 

countries (see review Diener, Oishi, & Lucas, 2003).  

Subjective-wellbeing in childhood is important and of considerable interest in the literature, 

recently gaining the attention of policy makers and educational practitioners (Beh-Arieh, 

Dinisman, & Rees, 2017; Casas, 2011). However, despite empirical support for relations 

between wellbeing and values in adults, these relations have not been examined in children. 

The lack of research on values and wellbeing in childhood is likely to be due to children’s 

values research still being in its infancy. Therefore, this thesis focuses on examining 

relations between children’s values and several aspects of their wellbeing. Specifically, this 

thesis first examines the measurement of children’s values, before investigating how they 

relate to both subjective-wellbeing and self-esteem. It then examines value-congruence 

(i.e., the similarity between an individual’s values and the values of other individuals in 

one’s environment) in social relationships (i.e., classmates’ and a best friend), and how this 

relates to subjective-wellbeing and self-esteem. Next, it examines relations between values 
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and the social behaviours (i.e., prosocial and difficult behaviours) that are likely to impact 

wellbeing. Finally, it examines whether different types of perceived social support (i.e., 

parents, teachers, classmates, close friend) moderate or mediate relations between values 

and each of the wellbeing indicators examined in this thesis.  

1.2 Research context  

This thesis examines relations between values and wellbeing in middle childhood in 

Australian primary school children. Middle childhood is defined as the phase of human 

development from 6 to 12 years of age where global shifts in cognition, motivation, and 

social behaviour occur (DelGiudice, 2018). This period of development has been identified 

as being one of consolidation, extension, integration and transformation of abilities, 

including the application of more flexible, abstract thinking and problem solving, the 

acquisition of skills for maintaining social relationships, and the development of greater 

self-regulation (A. W. Collins, 1984). In 2018, the Australian Curriculum, Assessment and 

Reporting Authority (ACARA, 2016; www.acara.edu.au) reported middle childhood (i.e., 

6 to 12 years of age) student numbers to be approximately 2.3 million children, making up 

around 9% of the Australian population. In 2018, the Australian Early Development Census 

report (AEDC; Commonwealth of Australia, 2019) showed that of the 200,000 children 

starting school 63,448 were identified by teachers as at risk or vulnerable in more than one 

domain of development and would require further assistance. These domains included 

physical health and wellbeing (i.e., ability to cope with the school day, independence and 

motor skills), social competence (i.e., peer relationships, following instructions and self-

control), and emotional maturity (i.e., regulation of aggressive behaviour, helping 

behaviour, attention and impulsivity). In addition, a longitudinal study of Australian 
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children showed increases in internalizing problems between 4 and 11 years of age (Wang, 

Williams, Shahaeian, & Harrison, 2018). Thus, the focus of this thesis on values-wellbeing 

relations in middle childhood is timely. 

Over the past two decades the Australian government has invested $27.9 million (Pascoe, 

2005) on values education frameworks (e.g., Commonwealth of Australia, 2005a, 2005b; 

Curriculum Corporation, 2003), and $96.8 million in initiatives to improve children’s 

mental health and wellbeing in 2018 (Department of Health, 2018). These initiatives have 

included the writing of frameworks to be used in schools for both values (Commonwealth 

of Australia, 2005a) and wellbeing (Education  Council, 2018; Government of South 

Australia, 2019), as well as the introduction of mental health programs, such as KidsMatter 

(Littlefield, Cavanagh, Knapp, & O'grady, 2017).  

As part of the Department of Health’s school based mental health program funding outlined 

above, several initiatives began in 2019 in Western Australia. For example, the West 

Australian department of education included a ‘behaviour and wellbeing’ link on their 

website (http://det.wa.edu.au/studentsupport/behaviourandwellbeing/) and provided 

funding for whole school mental health programs, including wellbeing and behaviour 

support. Similarly, West Australian Catholic education included a ‘wellbeing and safety’ 

link on their website (https://www.cewa.edu.au/learning-and-wellbeing/wellbeing-and-

safety/). Both of these initiatives are linked to the national support for child and mental 

health program 2017-2021, run by Beyond Blue: Be You (www.beyou.edu.au). However, 

children’s values-wellbeing relations have not been included in these programs to date.  

http://det.wa.edu.au/studentsupport/behaviourandwellbeing/detcms/portal/
https://www.cewa.edu.au/learning-and-wellbeing/wellbeing-and-safety/
https://www.cewa.edu.au/learning-and-wellbeing/wellbeing-and-safety/
http://www.beyou.edu.au/
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1.2.1 Values education in Australian schools  

Values education has been of interest to parents and educators across the world for decades. 

This is likely underpinned by the widespread belief that schools are best placed to teach 

values so that the next generation internalizes and acts on the key values prioritised by their 

parents and the prevailing culture (Vecchione, Döring, Alessandri, Marsicano, & Bardi, 

2016).  

In 2005, the Australian government acknowledged the importance of teaching values across 

the education system and proceeded to create and implement a framework and curriculum 

documents to teach Australian values in schools (e.g., Commonwealth of Australia, 2005a, 

2005b; Commonwealth of Australia, 2011; Curriculum Corporation, 2003). Specifically, 

the Values for Australian Schooling framework identified the following values to be 

fostered by Australian schools: tolerance and understanding, respect, responsibility, social 

justice, excellence, care, inclusion, trust, honesty, freedom and being ethical 

(Commonwealth of Australia, 2005a).  

There was some support for the selection of values in this framework. For example, Pascoe 

(2005) claimed that the nine values listed in the Australian values framework could be 

compared to the universal values in the Universal Declaration of Human Rights, Article 1, 

2 and 7 (United Nations, 1948) and the four pillars of learning in the UNESCO report on 

Education in the 21st Century (Delors, 1996). However, this declaration and the four pillars 

of learning are very broad general statements that could cover any number of educational 

goals but are not related to the universal values found in values theory.  
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There was also some criticism of the selection of values in this framework. For instance, T. 

M. Jones (2009) questioned whether the values in the framework just reflect the social 

norms of the dominant culture. Specifically, using critical discourse analysis, T. M. Jones 

(2009, p. 50-51) argued that the national values framework (Commonwealth of Australia, 

2005a) strongly privileged “traditional, conservative views on values, and a white, 

masculinised view of the Australian identity, through the promotion of conservative values 

education discourses”. Further, McMahon (2015) compared the values in the Australian 

framework with well-established values theory (i.e., Schwartz, 1992), finding that only 

some, but not all, values were included. These criticisms suggest that the Values for 

Australian Schooling framework was developed without considering the full range of value 

priorities that children may already hold when they begin their educational journey.  

Despite these criticisms, a focus on values education in Australian schools was incorporated 

into the national curriculum developed by the Australian Government in 2012 with ongoing 

revisions (e.g., ACARA, 2012; ACARA, 2017; 2018). The national curriculum was also 

informed by the Melbourne declaration on educational goals for Young Australians 

(Ministerial Council on Education, Employment, Training and Youth Affairs: MCEETYA, 

2008); which emphasized the need for educational goals to be underpinned by the 

development of “personal values and attributes such as honesty, resilience, empathy and 

respect for others” (MCEETYA, 2008, p.7-9). Thus, there is a need for further study into 

children’s values to better inform the development of educational frameworks and 

curriculum.  
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1.2.2 Children’s personal values  

The examination of personal values in childhood is a relatively recent phenomenon. Prior 

to Bubeck and Bilsky (2004) study of values in childhood, the prevailing view was that 

values only form during adolescence when more sophisticated reasoning occurs (e.g., 

Fischer & Lamborn, 1989; Grusec & Kuczynski, 1997). Bubeck and Bilsky’s (2004) 

finding that the structure of values in children as young as 10 to 12 years of age were nearly 

as differentiated as those of adolescents’ 15 to 17 years surprised the authors and field, and 

laid the foundations for the examination of children’s values.   

After criticisms about the use of adult instruments to measures children’s values, age 

appropriate instruments were introduced (P. R. Collins et al., 2017; Döring et al., 2010), 

underpinning significant advances in the understanding of children’s values. For instance, 

research has now shown that children as young as 5 years of age have personal values 

consistent with the compatibilities and conflicts of Schwartz (1992) theory of human values 

(e.g., Bilsky, Döring, van Beeck, & Rose, 2013; P. R. Collins et al., 2017; Lee, Ye, 

Sneddon, Collins, & Daniel, 2017). Children’s values, even in middle childhood, are related 

to social behaviour (e.g., Benish-Weisman, Daniel, Sneddon, & Lee, 2019; Daniel, Benish-

Weisman, Sneddon, & Lee, in press). Thus, there is support for the idea that children 

already have personal value priorities when they enter the Australian education system at 

age 5 and these personal value priorities may impact different aspects of their wellbeing 

and social behaviour. 

1.2.3 Wellbeing in childhood  

Schools have a critical role to play in identifying and supporting children at risk of mental 

health disorders and supporting student wellbeing (Weist, 2005), with one in seven 
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Australian children aged from 4 to 17 experiencing poor mental health (Goodsell et al., 

2017). This role has been evident in the emphasis placed on wellbeing in Australian 

education frameworks and curricula. For instance, the Melbourne declaration (MCEETYA, 

2008) included the need for children to have a “sense of self-worth, self-awareness and 

personal identity that enables them to manage emotional, mental, spiritual and physical 

wellbeing” and to “relate well to others and form and maintain healthy relationships” 

(MCEETYA, 2008, p.7-9). Similarly, the recent Australian Student Wellbeing Framework  

(Education  Council, 2018, p.2) states children’s wellbeing is “enhanced and their learning 

outcomes optimised when they feel connected to others and experience safe and trusting 

relationships.” Likewise, the Early Years Learning Framework (EYLF) underlines the 

importance of student wellbeing, explicitly stating it as a learning outcome (i.e., "Children 

have a strong sense of wellbeing"; Department of Education Employment and Workplace 

Relations, DEEWR, 2009 p.30).  Thus, these frameworks and curricula emphasise the 

central role that wellbeing plays in the achievement of educational outcomes.  

In response to the promotion of wellbeing and mental health outcomes in schools, a wide 

range of programs that support social and emotional learning have been adopted in 

Australia. For example, government-funded programs, such as KidsMatter (Littlefield et 

al., 2017), have been implemented by more than 3000 primary schools and 400 early 

childhood services in Australia (Littlefield et al., 2017). In Western Australia, schools have 

adopted a range of mental health initiatives, most of which are now run by Beyond Blue 

(see https://beyou.edu.au/resources/programs-directory).  

Despite the large number and range of mental health initiatives, there have been many 

criticisms of these programs. For instance, Weare and Nind (2011) criticised these 

https://beyou.edu.au/resources/programs-directory
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programs as being too generalised, regardless of the  problem or diagnosis (e.g., depression, 

anxiety, conduct disorders). Street (2017) criticised the lack of a whole-school based 

approach to wellbeing. Both argued that effective programs need to consider teacher 

competency and established school norms, while providing a nurturing environment that 

meets children’s intrinsic need for autonomy, competence, and positive relationships. Thus, 

further research is required to understand how to improve mental health and wellbeing 

outcomes in childhood. 

Most empirical research into mental health and wellbeing in childhood has focused on 

examining patterns of socio-economic and family structure associated with mental health 

outcomes (e.g., Daniel, Plamondon, & Jenkins, 2018; Madigan et al., 2018) or on a 

treatment based approach to addressing diagnosed conditions (e.g., Olfson, Druss, & 

Marcus, 2015). In the Australian context, wellbeing research has focused on measuring 

how children perceive their wellbeing (Lietz et al., 2015; Redmond et al., 2016). However, 

far less research has considered how individual differences in children’s personality may 

interact with their environment to inhibit or enhance wellbeing (Eccles et al., 1993).  One 

important aspect of personality could be that of values. Therefore, this thesis is timely as it 

examines the role that children’s values play in aspects of their wellbeing.    

1.3 Study aims and research questions 

The overall aim of this thesis was to increase the understanding of children’s personal 

values and how these values relate to important aspects of wellbeing, in middle childhood 

in a school setting. Across three studies, this thesis first establishes values exist in children 

before examining the relations between values and aspects of wellbeing during middle 
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childhood. To achieve this, Study 1 introduces and tests a new animated values instrument 

(AVI) specifically designed for children. Study 2 examines whether children’s values, and 

their value-congruence with peers, are related to their self-esteem and to their social 

behaviours (strengths and difficulties). Study 3 extends this by also examining whether 

relations between children’s values, and value-congruence with their peers, are also related 

to their subjective-wellbeing. This final study also examines whether different types of 

perceived social support (i.e., parents, teachers, classmates, close friend) moderated or 

mediated these relations.  

Therefore, the overarching question for this thesis is: 

Are children’s personal values related to aspects of their wellbeing in middle childhood? 

To address this complex question, this thesis will investigate the following questions: 

RQ1. Do personal values relate to important aspects of children’s wellbeing, including 

their subjective-wellbeing and self-esteem? 

RQ2. Do personal values relate to children’s social behaviours, including their 

behavioural strengths and total behavioural difficulties? 

RQ3. Do children’s perceptions of different types of social support moderate and/or 

mediate these relations?  

1.4 Significance and Originality of this research 

To date, no studies were found to have examined values-wellbeing relations in middle 

childhood, despite considerable research into these relations in adults and adolescents. 

Therefore, this thesis will contribute to the field of values and wellbeing research in 
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significant and original ways by being the first to investigate several aspects of values-

wellbeing relations in children. Specifically, this thesis is the first to examine, in children:  

(1) Personal values and subjective-wellbeing relations;  

(2) Personal values and self-esteem relations, using global self-worth and the domain 

specific competencies of scholastic competence, social competence, and 

behavioural conduct;  

(3) Value-congruence between a child’s personal values and the social environment 

(i.e., classmates’ and a best friend);  

(4) Personal values and social behaviour relations using teacher reported behavioural 

strengths and total behavioural difficulties; and  

(5) Whether children’s perception of different types of social support (i.e., parents, 

teachers, classmates’, close friend) moderate or mediate different aspects of values-

wellbeing relations.  

1.5 Thesis Structure 

In addition to this introductory Chapter, the remainder of this thesis is laid out in seven 

Chapters. The literature review (Chapter 2) is set out in seven sections to acknowledge the 

complexity of the different streams of values-wellbeing relations research targeted in this 

thesis (i.e., subjective-wellbeing, self-esteem, social behaviour, value-congruence and 

perceived social support). The first half of Chapter 2 reviews the values research beginning 

with an historical overview of values research and values theory. This is followed by a 

review of studies that have examined adolescents and children’s values. Specifically, early 

measurement of children’s values, value priorities, value profiles, gender and age 
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differences. This concludes with a discussion on value-congruence (i.e., similarity of values 

with their social environments) in adults. 

The second half of Chapter 2 examines the different streams of research found to examine 

values-wellbeing relations. It begins with a review of values-behaviour relations research, 

as this is the area most studied in children. This is followed by a discussion of the values-

wellbeing and the values-self-esteem relations found in adults and adolescents. The final 

section focuses on perceived social support in adults and adolescents as this environmental 

factor may also affect the values-wellbeing and values-self-esteem relations in children.  

Chapter 3 then details the conceptual framework for values-wellbeing relations reported in 

this thesis. Specifically, it presents the hypotheses development for Studies 2 and 3. Chapter 

4 outlines the methodology for Studies 1, 2 and 3. Specifically, it describes the ethical 

considerations, the instruments used in each study, the procedures associated with each data 

collection, the preliminary data analysis and finally, the data analysis techniques used in 

each study. Chapter 5 introduces the new animated values instrument (AVI) for children 

and reports the results from Study 1 in the form of a published journal article. Chapter 6 

details the results of hypotheses testing in Study 2 and gives a brief discussion of the 

findings and the strengths and limitations of the study, before providing a justification for 

Study 3. Chapter 7 details the results of hypotheses testing in Study 3 and gives a brief 

discussion of the findings, and the strengths and limitations of the study. Finally, Chapter 

8 gives a detailed general discussion of the three studies in this thesis, the theoretical and 

practical implications from the empirical findings, as well as the limitations and future 

research directions.  
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Chapter 2 – Literature review 

2.0 Introduction 

The previous Chapter outlined the aim of this thesis, namely to examine whether personal 

values relate to important aspects of children’s wellbeing during middle childhood. The 

current Chapter begins by defining values and explaining values theory before examining 

empirical research on values. Specifically, Section 2.1 defines values and discusses how 

they differ from other aspects of personality (i.e., attitudes, traits, goals and social norms). 

Section 2.2 provides a theoretical background to the developments of values research, 

including an overview of the Schwartz (1992) seminal work, Schwartz theory of human 

values before outlining the subsequent refinements to his theory. Section 2.3 extends the 

discussion of adults’ values, to the study of values in adolescents and children, including 

value priorities, value profiles and value-congruence. Section 2.4 focuses specifically on 

values-behaviour relations in adults, adolescents, and children. Section 2.5 draws on 

values-wellbeing relations found in adult and adolescent samples to support the conceptual 

development of the predicted values-wellbeing relations during middle-childhood, as no 

previous studies were found to address these relations. Section 2.6 discusses social support 

as a potential mediator or moderator of values-wellbeing relations, and Section 2.7 

summarises insights from this Chapter.  

2.1 Defining personal values 

Personal values are defined as desirable, trans-situational motivational goals that serve as 

guiding principles in people’s lives (Allport et al., 1960; Rokeach, 1973; Schwartz, 1994). 

However, historically, there have been many different views of what values are 
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(Kluckhohn, 1951; Rohan, 2000; Rokeach, 1973). Specifically, values have been conflated 

with a number of other social and psychological constructs including attitudes, motivations, 

behaviours, traditions, worldviews and ideologies (see Kluckhohn, 1951; Rohan, 2000; 

Rokeach, 1983). As such, it is important to understand how the definition of values emerged 

in the literature.  

Some of the earliest definitions of values focused on behaviours and attitudes, with Vernon 

and Allport (Vernon & Allport, 1931, p. 233) drawing on the work of Spranger (1927) to 

define values as “specific instances of behaviour” representing “six evaluative attitudes”. 

Later, Kluckhohn (1951) proposed that values are the explicit or implicit conception of 

what is desirable to a person. Rokeach (1973) built on this definition by describing values 

as broad life goals that are relatively stable across situations and time. Schwartz (1992) then 

provided a more comprehensive definition of values by drawing on the work of these 

previous researchers to articulate the five central characteristics of values: 

• Values are beliefs that link to emotions.  

• Values refer to an individual’s desirable goals that motivate action.  

• Values transcend specific actions and situations.  

• Values serve as standards by which individual’s evaluate actions, events, 

and other people, and  

• Values form a hierarchical system ordered by importance.  

Later, Schwartz (2006) added two additional characteristics of values:  

• Values guide an individual’s attitudes and actions based on trade-offs 

between the values that inhibit or promote them, and  

about:blank
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• The impact of values is rarely conscious; however, values impact an 

individual’s everyday decisions.  

In this thesis, Schwartz (1994, p.21) definition is accepted as it captures the many 

characteristics of values described earlier: Values are “desirable trans-situational goals, 

varying in importance that serve as guiding principles in the life of a person”. As such, 

values are distinct from other personal attributes including attitudes, traits, specific goals, 

and social norms (e.g., Rohan, 2000; Rokeach, 1973). Specifically, values are distinct from 

attitudes, as attitudes represent a disposition, feeling, or evaluation of an object or situation 

(Rokeach, 1973). Values are also distinct from traits as traits reflect consistent behaviour 

and describe what people are like. For instance, their habitual patterns of behaviour, 

thoughts, and feelings (Schwartz, 2017). Values are also distinct from social norms as 

social norms are prescriptive of how to behave in a specific way or in a specific situation 

that is external to the person (Rokeach, 1973).  

2.2 The development of values theory  

This section outlines two different approaches to how values develop in humans that sit in 

the larger discipline of the social sciences: the philosophical and sociological approaches 

to values (Cieciuch, Schwartz, & Davidov, 2015). First, the philosophical approach focuses 

on a personality-based view of values that treats value priorities as individual difference 

characteristics. Second, the sociological approach to values focuses on values as aspects of 

culture that influence the individual (Cieciuch et al., 2015). However, these views are 

compatible and values researchers’ often use a combination of these approaches when 

examining values. Finally, this section gives a detailed description of Schwartz (1992) 
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theory of human values and the subsequent research pertaining to his theory that is central 

to this thesis. 

2.2.1 The philosophical approach to values 

Values have been of interest in the field of philosophy since the time of Aristotle and Plato 

discussing citizen responsibilities (Clawson & Verson, 1978). These early philosophers 

described values as motivators for our important needs and wants, but they did not develop 

an empirically testable theory of values (Clawson & Vinson, 1978). During the 1800s, two 

schools of thought dominated philosophers’ views on values, those that considered values 

as subjective and those that considered values to be objective (Clawson & Vinson, 1978). 

The subjective view of values was based on the notion that the very existence or validity 

of values are owed to the subject doing the valuing (e.g., Scheler, 1913 /1973). In contrast, 

the objective view of values was based on the idea that values are independent of a subject 

(Werkmeister, 1967). Over time, the subjective and objective view of values have 

intertwined (Clawson & Vinson, 1978). 

In the philosophical view of values, early attempts were made to operationalise values into 

tangible concepts that could be identified and measured. For example, Bentham (1815 as 

cited in Clawson & Vinson, 1978) devised a list of fourteen springs of action that were 

widely believed to have foreshadowed some of the lists of values developed more than a 

century later. Bentham’s list included self-interest, power, antipathy (or hostility), 

sympathy, religion, reputation, amity (or benevolence), curiosity, wealth, taste, sexual 

appetite, the pains of labour, and physical suffering. Bentham argued that conflicting 

motivations are simultaneously at work in an individual, thus a person’s dominant motive 

or value determines their actions (Bentham, 1815 as cited in Clawson & Vinson, 1978). 
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Scheler (1913-16/ 1973) built on this idea of conflicting motivations, arguing that an 

individual’s values exist in a hierarchical order.  

The philosophical view of values placed values at the centre of an individual’s personality 

and focused on attempts to measure values as aspects of personality (e.g., Allport & 

Vernon, 1931; Spranger, 1928). For instance, Spranger (1928) proposed six personality 

types: theoretical, economic, aesthetic, religious, social and political. He proposed that 

individuals’ predominant personal value orientation determined their personality type.  

2.2.2 The sociological approach to values  

In contrast to the philosophical approach to values, the sociological view of values focused 

on how cultural patterns and lifestyles influence human values. Central to this view is the 

notion that there are fundamental human values common to all of the diverse cultures in 

the world (Kluckhohn, 1951), and that these values emerge through interactions between 

individuals and institutionalized system of values (see Blau, 1964). This sociological view 

promotes values as the main determinant of an individual’s social conduct (Blau, 1964) and 

the means by which people distinguish between right and wrong or good and bad in a social 

system (Becker, 1941). 

It has been suggested that Rokeach (1973) brought the psychological and sociological 

approaches to values together through his view that social experiences impact values 

(Cieciuch et al., 2015). Rokeach (1973) adopted Kluckhohn’s (1951) anthropological view 

that values are the explicit or implicit conceptualisation of the desirable, to develop a more 

cognitive approach and to conceptualise values in terms of personality. Rokeach (1973) 

maintained the idea that individuals share the same limited set of values (see Allport & 
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Vernon, 1931; Kluckhohn, 1951), but proposed that values differ in the relative importance 

that individuals place on them.  

Around the same time as Rokeach’s work, Feather (1975) proposed that it was important 

to consider both the perceived structure as well as the underlying abstract structure of 

values. Feather’s work was underpinned by the idea that values are cognitive 

representations and transformations of underlying motives. He argued that the order of 

importance people assign to their values is a summary of their personal priorities, yet these 

priorities are open to rearrangement when discrepant, persistent information is encountered. 

Feather (1975) also posited that when an individual’s value priorities were different to those 

of their family or environment (e.g., school) there would be implications for their cognitive 

and behavioural adjustments. Thus, he believed individuals tend to gravitate to the best 

environmental fit for them in order to keep any discrepancies to a minimum.  

2.2.3 Early measurement of personal values  

In order to test these conjectures about values and how they function, empirical measures 

needed to be developed. In early research, value priorities were measured indirectly. For 

example, Allport and Vernon, (1931) developed the Study of Values (SOV) instrument to 

measure the most prominent behaviours of each value-based personality type from 

(Spranger, 1928). The SOV instrument comprised 120 questions, with 20 items for each of 

the six value domains: theoretical (discovery of truth), economic (what is most useful), 

aesthetic (form, beauty, and harmony), social (seeking love of people), political (power), 

and religious (unity). Later, Thurstone (1954) measured values using a comparative 

judgment technique, where respondents were presented with a list of moral dilemmas in 

pairs and asked to indicate which dilemma they believed was more serious.  
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In 1973, Rokeach developed a more direct measure of individual’s value-priorities; 

commonly referred to as the Rokeach Values Survey (RVS). Rokeach maintained the idea 

that individuals share the same limited set of values (as per Allport & Vernon, 1931; 

Thurstone, 1954). He formulated 36 values into two sets: including 18 terminal (i.e., end-

state) values and 18 instrumental (i.e., behavioural) values. The RVS employed a rank-

order approach to elicit the relative importance of these values.  

The RVS has been used widely in empirical research (e.g., Braithwaite & Law, 1985; 

Feather, 1991; Feather & Collins, 1974; Fetvadjiev & He, 2019; Musil, Rus, & Musek, 

2009; Schwartz & Bilsky, 1987, 1990). This instrument was well received as it included a 

wide variety of values (Braithwaite & Law, 1985), depicted by simple, understandable 

language that required only minimal literacy levels (Rokeach, 1973). Nevertheless, 

Rokeach acknowledged that the 36 RVS items were selected intuitively (1973, p.30), 

resulting in criticism that the items were somewhat subjective and arbitrary (R. A. Jones, 

Sensenig, & Ashmore, 1978), westernised (Feather, 1975, p.22), and lacking an organising 

framework (Schwartz, 1996).  

In 1983, Kahle developed a shorter alternative value measurement scale to the RVS: the 

list of values (LOV). He drew on the work of Feather (1975), Maslow (1954) and Rokeach 

(1973), and his own theory of social adaption (Kahle, 1983) to assess how individuals adapt 

to various roles in life, based on their value fulfilment (Kahle, Beatty, & Homer, 1986). 

The LOV included, (1) a sense of belonging, (2) excitement, (3) fun and enjoyment in life, 

(4) warm relationships with others, (5) self-fulfilment, (6) being well-respected, (7) a sense 

of accomplishment, (8) security, and (9) self-respect. This instrument has been widely used 

in the field of consumer behaviour research; however, it has received some criticism that 
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the values are very specific to the USA, thus limiting its relevance in cross-cultural research 

(Aride & Pamies-Pallise, 2019).  

In 1987, Schwartz and Bilsky proposed a theory of universal types of values that built on 

the work of Rokeach. In their theory, they viewed values as cognitive representations of 

the following three universal requirements for human survival, (1) our biological needs, 

(2) our requirement for social interaction, and (3) our need for group survival. Using the 

RVS (Rokeach, 1973), they empirically tested “how well the facets, content domains, 

exemplary values, and structural relations represent peoples’ use of values” (Schwartz & 

Bilsky, 1987, p. 550). They found personal values aligned with their suggested a priori 

structure and proposed values relate to one another in an integrated system (Schwartz & 

Bilsky, 1987).  

In 1990, Schwartz and Bilsky made refinements to their theory by questioning the need for 

terminal/instrumental value facets. Again, using the RVS (Rokeach, 1973), they tested the 

relations found among the motivational domains of values in their theory in samples from 

7 countries (Schwartz & Bilsky, 1990). They found the a priori compatibilities and 

conflicts among values formed into distinct motivational regions in all but one sample. 

Schwartz and Bilsky (1990) concluded that specific terminal and instrumental values in the 

RVS fall into clearly defined motivational categories.  

2.2.4 Schwartz theory of human values 

Schwartz (1992) built on his work with Bilsky to propose a more comprehensive theory of 

the content and structure of human values. Based on previous empirical findings and 

conceptual considerations, Schwartz (1992) built on the content of values by proposing 
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several new value types and changing several of the value definitions found in Schwartz 

and Bilsky (1987). This was done in an effort to clarify the origins of the universal 

requirements of values stated earlier (Schwartz & Bilsky, 1987; 1990), and their relations 

to other value types.  

Schwartz (1992) also proposed that values form a circular structure based on an underlying 

motivational continuum. He postulated that the structure of values in the circle reflect the 

compatibilities and conflicts defined by their underlying motivations. Figure 2.1 shows the 

motivational continuum divided into 10 basic values (inner circle) and four higher order 

values (outer circle). Schwartz (1992, p.45) stressed that the divisions of the 10 basic values 

in the motivational continuum were based on “conceptually convenient decisions” with the 

precise location of the partition lines as being arbitrary.  

 

Figure 2-1 Schwartz theoretical circular structure of basic values 

From “Are there universal aspects in the structure and contents of human values? Journal of Social Issues, 
by Schwartz (1994, p.24) (Wiley Online Library, used with permission) 
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The circular structure of values in Schwartz (1992) theory of human values proposes that 

adjacent values in the circle have compatible motivations, whereas opposing values have 

conflicting motivations. Specifically, increasing distance around the circle represents less 

compatibility and greater potential conflict between the underlying motivations, with the 

greatest conflict being between opposing values (Schwartz, 1992). For example, 

achievement and power share similar motivations toward social superiority and esteem, 

whereas the opposing values of universalism and benevolence, share a similar motivation 

of concern for the welfare of others (Schwartz 1996). These opposing values clearly have 

conflicting motivations, as it is difficult to promote the self over others and promote others 

over the self at the same time (Schwartz, 1992). Table 2.1 presents the definitions and 

underlying motivations of the 10 basic values. 

Schwartz (1992) theory of human values can also be collapsed into four higher order values 

that represent the major conflicting motivations along two bipolar dimensions: 

Conservation versus Openness-to-Change and Self-Enhancement versus Self-

Transcendence (the outer circle in Figure 2.1). The Conservation versus Openness-to-

Change dimension represents the conflict between being motivated to “follow their own 

intellectual and emotional interests” or “preserving the status quo” (Schwartz, 1992, p.43). 

The Self-Enhancement versus Self-Transcendence dimension represents the conflict 

between being motivated to “enhance their own personal interests (even at the expense of 

others)” or “transcend selfish concerns and promote the welfare of others” (Schwartz, 1992, 

p.43-44). Empirical support for Schwartz (1992) theory of human values has been found in 

hundreds of samples in more than 80 countries around the world, using a broad range of 

different instruments (Sagiv, Roccas, Cieciuch, & Schwartz, 2017).   
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Table 2-1 Schwartz (1992) 10 basic values and their underlying motivation 

Basic value Definition Underlying motivation 
Self-Direction Independent thought and 

action – choosing, creating, 
exploring 

The need for mastery and control, 
autonomy and independence 

Stimulation Excitement, novelty and 
challenge in life 

The need for thrill seeking and to 
maintain arousal (possibly 
conditioned by social experience) 

Hedonism Pleasure or sensuous 
gratification for oneself 

The need for satisfying one’s own 
needs 

Achievement Personal success: 
demonstrating competence 
according to social standards 

The need to demonstrate 
competence according to social 
standards 

Power Social status and prestige, 
control or dominance over 
people and resources 

The need for dominance and control 
over people and resources 

Security Safety, harmony and stability 
of society, relationships and 
self 

The need for social order, family 
and national security 

Conformity Restraint of actions, 
inclinations and impulses likely 
to upset or harm others and 
violate social expectations or 
norms 

The need to inhibit inclinations that 
might be socially disruptive 

Tradition Respect, commitment and 
acceptance of the customs and 
ideas that traditional culture or 
religion provide 

The need for symbols and practices 
that represent groups’ shared 
experiences and fate 

Benevolence Preservation and enhancement 
of the welfare of people with 
whom one is in frequent 
personal contact 

The need for positive interaction in 
order to promote the flourishing of 
groups and the personal need for 
affiliation 

Universalism Understanding, appreciation, 
tolerance and protection for the 
welfare of all people and for 
nature 

The need for survival of all groups’ 
outside our own (as well as our 
own) 
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2.2.5 Measuring Schwartz (1992) theory of human values 

Considerations of Rokeach (1973) own concerns over the use of rank ordering to measure 

values in the RVS, led Schwartz (1992) to design the Schwartz Values Survey (SVS) using 

a rating scale approach. Similar to the terminal and instrumental values in the RVS 

(Rokeach, 1973), the SVS contains two lists of items, one describing “potentially desirable 

end-states” and the other items describing “potentially desirable ways of acting” (Schwartz, 

1992, p. 3). The SVS was the first instrument to provide empirical support for Schwartz 

(1992) theory of human values. However, data collected with this instrument from less 

educated population samples showed some inconsistencies with the theory. These 

inconsistencies led to the development of a second instrument: the Portrait Values 

Questionnaire (PVQ40: Schwartz et al., 2001). This instrument used 40 scenarios to 

describe a person in terms of what is important to him/her without explicitly identifying 

values (e.g., “He likes to be in charge and tell others what to do. He wants people to do 

what he says”; Schwartz et al., 2001, p.521). The scenarios in the PVQ40 were designed to 

be “more concrete, less abstract and less cognitively complex” to enable less literate 

respondents to complete the instrument (Schwartz et al., 2001, p.523).  

The SVS and PVQ40 were found to be reliable and valid measures of the Schwartz (1992) 

theory of human values, although they were relatively lengthy and required a long time to 

complete (Roccas, Sagiv, & Navon, 2017). For instance, the SVS has been reported as 

taking, on average, 20 minutes to complete (Lee, Soutar, & Louviere, 2008) and the 

PVQ40, on average, 7 to 10 minutes (Schwartz et al., 2001). Concerns regarding 

completion times resulted in a number of shorter measures being developed. For example, 

the 21 item PVQ21 was developed and is reported as taking between 5 and 6 minutes to 
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complete (Schwartz, 2003), and a 10 item Short Schwartz’ Values Survey (SSVS: 

Linderman & Verasalo, 2005) was reported as taking around 2 minutes to complete. 

However, Roccas et al. (2017) noted several issues with these short-form values 

instruments, including high levels of abstraction, variation in response format and response 

scale, and the need for more cross-cultural validation.  

Other alternative instruments have also been developed to test Schwartz (1992) theory of 

human values. For example, Schwartz Values Best-Worst Survey (SVBWS: Lee et al., 

2008) and The Pairwise Comparison Values Survey (PCVS: Oishi, Schimmack, Diener, & 

Suh, 1998) which are both based on Thurstone’s (1927) pairwise comparison approach. 

Both the SVBWS and PCVS have also provided empirical support for Schwartz (1992) 

theory of human values in adult samples.  

2.2.6 Refined values theory 

In 2012, Schwartz et al. undertook a comprehensive review of Schwartz (1992) theory of 

human values, and proposed and tested the refined values theory, comprising 19 refined 

value facets. Specifically, they examined the values circle to identify possible gaps in the 

structure or subtypes within each of the 10 basic values (Schwartz et al., 2012). They also 

examined the original 10 basic values definitions and the items used to measure the 10 basic 

values. Based on data from 344 samples in 83 studies, they examined the results of 

multidimensional scaling (MDS) to identify any gaps and possible refinements.  

Table 2.2 describes Schwartz et al.’s (2012) 19 refined values, which include two new 

values (i.e., humility and face) and 9 further divisions of 6 of the 10 basic values (i.e., 

benevolence, universalism, self-direction, conformity, power and security). Specifically, 
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universalism was divided into three facets (i.e., universalism-concern, universalism-

tolerance, and universalism-nature), and benevolence, conformity, security, power, and 

self-direction were divided into two facets each (i.e., benevolence-caring, and benevolence-

dependability; conformity-rules and conformity-interpersonal; security-societal and 

security-personal; power-dominance and power-resources; self-direction-thought and self-

direction-action; respectively). Schwartz et al. (2012) also more narrowly defined the basic 

values of tradition and achievement. The tradition definition now focused more on 

maintaining group traditions with the motivational goal of preserving group stability, and 

the achievement definition now focused more on being judged by normative standards with 

the underlying motivation of being judged as successful by others.  

Schwartz et al. (2012) explained the location and order of the 19 refined values around the 

circle, using several higher order dimensions to assist with theoretical understanding (see 

Figure 2.2). The outer most circle in Figure 2.2 contrasts values concerned with self-

protection and avoiding anxiety (i.e., Self-Enhancement and Conservation) with those that 

are somewhat anxiety free and more concerned with the extension of the self  (i.e., 

Openness-to-Change and Self-Transcendence). The second outer-most circle contrasts 

values concerned with more personal outcomes (i.e., Self-Enhancement and Openness-to-

Change) with those more concerned with outcomes for others (i.e., Self-Transcendence and 

Conservation). 
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Table 2-2 Schwartz et al. (2012) definitions for the 19 refined values 

Refined 

Values  

Refined Values definitions  

Self-Direction Self-Direction-Thought: Freedom to cultivate one’s own ideas and abilities  

Self-Direction-Action: Freedom to determine one’s own actions 

Stimulation  Definition unchanged (i.e., excitement, novelty and challenge in life) 

Hedonism Definition unchanged (i.e., pleasure or sensuous gratification for oneself) 

Achievement Definition unchanged (i.e., personal success according to social standards) 

Power Power-Dominance: Power through exercising control over people 

Power-Resources: Power through control of material and social resources  

Face Security and power through maintaining one’s public image and avoiding 

humiliation 

Security Security-Personal: Security in one’s immediate environment 

Security-Societal: Safety and stability in the wider society 

Tradition Tradition: Maintaining and preserving cultural, family and or religious 

traditions  

Humility Recognizing one’s insignificance in the larger scheme of things 

Conformity Conformity-Rules: Compliance with rules, laws, and formal obligations 

Conformity-Interpersonal: Avoidance of upsetting or harming other people  

Benevolence Benevolence-Dependability: Being a reliable and trustworthy member of the 

in-group 

Benevolence-Caring: Devotion to the welfare of the in-group 

Universalism Universalism-Concern: Commitment to equality, justice and protection for 

all people 

Universalism-Tolerance: Acceptance and understanding of those who are 

different to oneself 

Universalism-Nature: Preservation of the natural environment 
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Figure 2-2 Schwartz et al. refined values (2012, p.669) 

from “Refining the Theory of Individual Values. Journal of Personality and Social Psychology, by 
Schwartz (2012, p.669) (©American Psychological Association used with permission) 

The first empirical support for the 19 refined values and their suggested locations in the 

values circle was provided by Schwartz et al. (2012), with subsequent research supporting 

the refinements (Schwartz et al., 2017). Schwartz et al. (2012) also provided evidence that 

the refined values could still effectively be collapsed into the original 10 basic values, as 

well as the 4 higher order values. Other refinements have since been suggested including 

Sneddon, Lee, Ballantyne, and Packer (2016), universalism-animals value, which was 

subsequently supported by Lee et al. (2019).  

Schwartz et al. (2012) successfully measured their refined values with the newly developed 

5th experimental version, the PVQ-5x, and later the PVQ-rr (Schwartz & Butenko, 2014), 

instrument in a range of countries including Australia, United States, Finland, Israel, 

Hedonism Humility
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Germany, Italy, New Zealand, Poland, Portugal, Switzerland, Turkey and Iceland. These 

instruments both used 3 items for each of the 19 values containing only one sentence to 

describe the value. Later, Lee et al. (2019) developed the Best-Worst Refined Values Scale 

(BWVr) as the first alternative measurement instrument to measure Schwartz et al. (2012) 

refined values, along with an additional value relating to the welfare of animals. These 

instruments have been successful in providing data that supports the refined values theory. 

However, research on refined values is still in its infancy, with more work needed to build 

a consensus on the theoretical order of refined values.      

2.2.7 The values structure  

The majority of values research has focused on examining the structure of values at the 

sample level. However, a small number of studies have recently provided evidence that the 

circular structure of values exists within individuals (i.e., at the intra-individual level; Borg, 

Bardi, & Schwartz, 2017; P. R. Collins et al., 2017; Gollan & Witte, 2013; Lee et al., 2017). 

Both Gollan and Witte (2013) and P. R. Collins et al. (2017) compared the order of values 

within individuals to the theoretical structure, finding support for the existence of the 

structure within individuals. Borg et al. (2017) and Lee et al. (2017) used unfolding analysis 

to examine the structure of values across and within individuals. Borg et al. (2017) 

concluded that “almost all persons seem to experience the value conflicts and 

compatibilities in essentially the same way; people differ only in their value priorities” 

(Borg et al., 2017, p.159).  



Trish Collins 20977268 
 

51 
 
 

2.3 Values in adolescents and children 

Research regarding values in adolescents and children first emerged in 2001. However, this 

has become a growing field of study mostly since 2010. Thus, this section first discusses 

the early measurement of children and adolescent’s values with adult instruments. It then 

discusses the introduction of instruments designed specifically for children. This is 

followed by a discussion of children’s value priorities and value profiles before the final 

section discusses the importance of value-congruence.  

2.3.1 The early measurement of values in adolescents and children 

Children and adolescent values research were initially undertaken using instruments 

designed for adults. As part of a large adult data collection using the PVQ40 instrument 

Schwartz el al. (2001), included a sample of Ugandan girls aged 13-14 years. They found 

evidence of trade-offs between the four higher order values, but not for the theoretical 

ordering of the 10 basic values around the circle. They suggested that their adolescent 

respondents had an “emerging values structure” (Schwartz et al., 2001, p.520), and went 

on to suggest that the structure of values crystalizes over time and “probably appears only 

in late adolescence” (Schwartz et al., 2001, note 2, p.539). This proposition was examined 

in several subsequent studies (Bilsky, Niemann, Schmitz, & Rose, 2005; Bubeck & Bilsky, 

2004; Döring, 2010; Liem, Martin, Nair, Bernado, & Prasetya, 2011), with mixed results. 

To test the age-based values development proposition in Schwartz et al. (2001), Bubeck 

and Bilsky (2004) used the 29 item PVQ29, with children and adolescents (N = 1555) aged 

10 to 17 years. They hypothesised that older adolescents’ values would be more 

differentiated than those of the younger children; however, they found that the values 
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structure of children aged 10 to 12 years, was nearly as differentiated as those of 

adolescents’ aged 15 to 17 years. Although they found evidence of the four higher order 

values, they found less evidence of the 10 basic values. Specifically, they found several of 

the 10 basic values located behind rather than next to each other in the circle (i.e., 

universalism behind benevolence, stimulation/hedonism behind self-direction, and power 

behind achievement). Additionally, they found benevolence and universalism were 

reversed and stimulation and hedonism were co-located (i.e., joint or overlapping). Bilsky 

et al. (2005) also found similar discrepancies in the location of values, when they used the 

PVQ21 in 3 countries with 10 to12 year old children, subsequently they proposed this as 

an alternative values structure for children and adolescents. However, other studies of 

adolescents and children found values to be more consistent with Schwartz (1992) theory 

of human values than with Bilsky et al.’s (2005) modified structure. Specifically, Liem et 

al. (2011) used the PVQ40 with 16 year olds from four countries, finding results that were 

consistent with theory. Similarly, Döring (2010) used the PVQ21 with 8 to 11 year olds, 

finding results that also reflected Schwartz theoretical structure, with only one exception 

(i.e., the order of conformity and security values reversed in the structure).  

Despite finding children’s values often reflected Schwartz theoretical structure, Döring 

(2010) reported that children had great difficulty in understanding and responding to items 

in the PVQ21 survey. She reported large amounts of missing data and completion times 

that were 3 to 4 times longer for children than adults (i.e., children aged 8 to 9 years took 

approximately 30 minutes to complete the survey). She suggested that difficulty in 

understanding the PVQ21 items and longer completion times reflected the complexity of 
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the task, the abstractness of the portraits, language used in the portraits, and a lack of 

examples of the portraits’ meanings.  

2.3.2 Measuring values in children 

Criticisms that Döring (2010) made of the use of adult instruments to measure children’s 

values resulted in the development of values instruments designed for children. 

Specifically, the picture based values survey for children (PBVS-C: Döring et al., 2010) 

and the animated values instrument (AVI; P.R. Collins et al., 2017). 

2.3.2.1 The Picture-based Values Scale for Children  

Döring et al. (2010) developed the PBVS-C using 20 cartoon pictures and captions to 

represent Schwartz theoretical structure of the 10 basic values and a simplified 

measurement technique, employing a Q-sort method. Specifically, children first chose 2 of 

the 20 pictures as ‘very important’, followed by 2 pictures as ‘not at all important’; then 4 

pictures as ‘important’ and 4 as ‘not important’; and finally, the remaining 8 pictures were 

identified as neither important nor unimportant (Döring et al., 2010). 

Using the PBVS-C, Döring et al. (2010) found the 10 distinct value regions proposed by 

Schwartz (1992), with only one exception; the order of power and achievement values were 

reversed in the circle. They also found that children’s samples had similar value priorities 

to adults with Self-Transcendence values (i.e., universalism/benevolence) being most 

important and Self-Enhancement values (i.e., power/achievement) being least important. 

Subsequent studies have examined the validity of the PBVS-C, reporting that this 

instrument has both convergent and discriminant validity, with very few values mis-located 

or reversed, when compared with results from the PVQ instruments (e.g., Bilsky, Döring, 
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et al., 2013; Cieciuch, Harasimczuk, & Döring, 2013; Roazzi, Doring, Gomes, Souza, & 

Bilsky, 2011). 

To date, many studies have used the PBVS-C to examine the structure of values in children 

aged 7 to 14 years (e.g., Bilsky, Döring, et al., 2013; Cieciuch, Davidov, & Algesheimer, 

2016; Cieciuch, Döring, & Harasimczuk, 2013; Cieciuch, Harasimczuk, et al., 2013; 

Döring et al., 2015; Roazzi et al., 2011; Tulviste, Harro, & Tamm, 2018; Uzefovsky, 

Döring, & Knafo‐Noam, 2016; Vecchione et al., 2016), with a further study including 

children as young as 5 years (Abramson, Daniel, & Knafo‐Noam, 2018). The results of 

these studies generally reflect the circular structure of values in Schwartz (1992) theory of 

human values, finding the 4 higher order value locations, as well as the 10 basic value 

locations with a few minor (neighbouring) mis-locations. These minor mis-locations 

included tradition co-locating with Conservation values or mixing with Self-Transcendence 

values (Bilsky, Janik, Borg, & Groenen, 2013; Cieciuch, Döring, et al., 2013; Döring et al., 

2015). Conformity mis-locating with security values (Cieciuch et al., 2016; Cieciuch, 

Harasimczuk, et al., 2013); and benevolence and universalism values being reversed in the 

circle (Bilsky, Janik, et al., 2013; Cieciuch, Döring, et al., 2013; Döring et al., 2015). 

Similar minor mis-locations have also been found in studies of adolescents (e.g., Bubeck 

& Bilsky, 2004; Bilsky et al, 2005; Liem et al., 2011).  

Despite promising findings in terms of the structure of children’s values in studies using 

the PBVS-C, this instrument has several identifiable limitations. Although the PBVS-C 

improved on adult instruments by providing pictures and captions, it is a static instrument 

that does not embrace multimedia’s capacity to effectively convey visual representations 

of unfamiliar elements to young children (Kim, Young, Neimeyer, Baker, & Barfield, 
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2008).  Höffler and Leutner (2007) animation verses static pictures meta-analysis suggested 

instructional animations convey difficult concepts and processes better than static pictures. 

In addition, the PBVS-C also relies on respondents being able to read the captions that 

accompany the value item pictures. This limits the appropriate age of respondents, as 

previous research has shown that phonological processing ability (i.e., the ability to use 

phonological or sound structures in oral language when learning to decode written 

language), varies widely across individuals in childhood (e.g., Wagner, Torgesen, & 

Rashotte, 1994). Children, particularly those under the age of 8 years, are frequently unable 

to read fluently, or are still in the de-coding stage of reading (Wagner et al., 1994). Thus, it 

is likely that many of the captions used in the PBVS-C (e.g., imagination, experience, and 

adventures), would need to be supported by verbal explanations, as they may be too 

difficult for younger children to decode. Further, the PBVS-C uses a Q-sort methodology 

that Corr (2001) suggested has limitations as it can be time consuming to administer and 

complete (i.e., the explanation of procedures and the time it takes to sort the required 

statements). 

2.3.2.2 The Animated Values Instrument for children  

In order to address the limitations of the PBVS-C or using adult instruments, a new 

Animated Values Instrument (AVI) for children was developed. The initial results using 

the AVI are introduced in the first study in this thesis (see Chapter 5), and were 

subsequently published in a peer reviewed journal (P. R. Collins et al., 2017).  

The AVI was specifically designed for children aged 4 to 12 years and included the use of 

multi-media to address differences in children’s developmental reading abilities. 

Specifically, each of the value items in the AVI were developed and conveyed with short 
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visual, written, and verbal animations. Visual representation were chosen, as they can 

attract and hold children’s attention by helping them understand and concretise abstract 

material (Harter & Pike, 1984). The visual representations were animated and presented in 

a multimedia environment, as this approach has been found to effectively convey visual 

representations of unfamiliar elements to young children (Kim et al., 2008) particularly 

abstract concepts (Höffler & Leutner, 2007; Woodcock, Burns, Mount, Newman, & Gaura, 

2005), as they can reduce cognitive load (e.g., Huk, Steinke, & Floto, 2010; Mayer, 2001). 

The AVI was designed for use on computer or tablet to further engage young children.  

Combining visual, written and verbal stimuli allows children with different phonological 

processing abilities, characterised by different developmental rates and stable individual 

differences, to exert strong causal influences on the reading process for children (e.g., 

Wagner et al., 1994), so they can better understand complex concepts. Thus, the inclusion 

of three design elements (i.e., visual, auditory and written) maximised the ability to convey 

the meaning of each value item to young children. Specifically, each value item in the AVI, 

is presented as a cartoon animation depicting a main character avatar acting out a value in 

a relevant scene (visual). The value item text is presented as a caption beneath the animation 

(written) and in a voice over (auditory). The design of the instrument also included a forced 

choice, best-worst scaling methodology (see Lee et al., 2019) that produces scores for each 

individual’s values on an 11-point scale.  

The AVI was tested with a sample of 329 children aged 5 to 12 years and is described 

further in Chapter 5. P. R. Collins et al. (2017) found that children’s personal value choices 

reflected the theoretical structure in Schwartz (1992) theory of human values, with only 

two minor mis-locations: tradition and conformity-rules were located in the neighbouring 
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higher order value region of Self-Transcendence. Similar minor mis-locations have been 

found in previous studies of values in middle childhood and adolescence (discussed in 

Section 2.3.1). Thus, this study provided more evidence that young children comprehend 

and express their values in a way that reflects Schwartz (1992) theory of human values.  

Since the publication of the original AVI (P. R. Collins et al., 2017), revisions have been 

made to this instrument to provide greater clarity to the underlying meaning of some of the 

more abstract value items (e.g., the inclusion of a church depicted in the tradition item). 

Lee et al. (2017) proposed and tested these revisions (AVI-r), with a sample of 748 children 

aged 5 to 12 years, finding further evidence of the circular structure of values both across 

and within children as young as 5 years of age.  

2.3.3 Value priorities  

In addition to finding a common values structure, values researchers have also found 

similar value priorities in samples of adults, adolescents, and children. In a pan-cultural 

study of adults, Schwartz and Bardi (2001) found Self-Transcendence values (i.e., 

universalism, benevolence) were most important and Self-Enhancement values (i.e., power, 

achievement) were least important. Similar results have been found in adolescents. 

However, adolescents tend to place a higher priority on Openness-to-Change values than 

adults (e.g., McDonald, Benish-Weisman, O'Brien, & Ungvary, 2015). Schwartz (2012) 

also found that adolescents attributed relatively higher importance than adults to the Self-

Enhancement values of power and achievement, and lower importance than adults to Self-

Transcendence and Conformity values of universalism, benevolence, tradition, conformity 

and security values, based on data from the PVQ21 instrument.   
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Studies have examined value priorities in samples of children in Australia (e.g., P. R. 

Collins et al., 2017; Lee et al., 2017), Germany (e.g., Döring 2010, Döring et al, 2010, 

Bilsky et al, 2015), Israel (e.g., Uzefovsky et al., 2016), and Poland (e.g., Cieciuch, 

Harasimczuk et al., 2013). All of these studies found that children’s value priorities were 

similar to those found in adult samples. Specifically, children generally attribute the highest 

importance to Self-Transcendence values (e.g., Bilsky et al., 2015; P. R. Collins et al., 2017; 

Cieciuch et al., 2013; Döring et al., 2015) and the lowest importance to Self-Enhancement 

values (Cieciuch et al., 2013; P. R. Collins et al., 2017; Döring et al., 2015). In addition, 

Tulviste et al. (2018) found that their sample of 335 Estonian children aged 7 to 14 years 

attributed equal importance to both Openness-to-Change and Self-Transcendence values. 

However, they suggested that this may be more reflective of the value priorities of the older 

children in their sample, as they found age positively correlated with Openness-to-Change 

values (Tulviste et al., 2018). 

2.3.4 Age trends in value priorities 

Relations between value priorities and age have been found across the lifespan (e.g., 

Schwartz, 2017; Schwartz et al., 2012). Schwartz et al. (2012) found that age was positively 

related to both Self-Transcendence (i.e., universalism and benevolence) and Conservation 

values (i.e., conformity, security and tradition) in adults. Similarly, Tulviste, Kall, and 

Rammer (2017) found that older adults (i.e., aged 30 years and over) attributed higher 

importance to Conservation and Self-Transcendence values, whereas younger adults (i.e., 

those aged 15 to 29 years) attributed higher importance to Openness-to-Change and Self-

Enhancement values. After refining his values theory, Schwartz (2017) found differences 

in relations between age and the refined conformity values. Specifically, he found that 
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conformity-rules increased in importance with age, while conformity-interpersonal was 

prioritised by adolescents. 

Somewhat different age-values relations have been found in adolescents and children. 

Findings suggest that as children increase in age (i.e., 7 to 14 years), the importance they 

attribute to Openness-to-Change values increases, whereas the importance they attribute to 

Conservation values decreases (Bilsky et al., 2013; Cieciuch et al., 2016; Tulviste et al., 

2018). In addition, Cieciuch et al. (2016) found that, in children aged 9 to 11 years, the 

importance attributed to Self-Transcendence values decreased with age, whereas the 

importance attributed to Self-Enhancement values increase with age.  

Cieciuch et al. (2016) suggested that changes in the relative importance of different values 

across childhood and adolescence reflects psychosocial development. Specifically, 

relations between value priorities and age in childhood may be associated with cognitive 

development, as adolescence is a time for identity exploration. In a longitudinal study of 

children’s values, Daniel et al. (in press) found that age was positively associated with Self-

Transcendence and negatively associated with Self-Enhancement values. However, more 

longitudinal research is needed to untangle these relations. 

2.3.5 Gender differences in value priorities 

Differences have been found in the relative importance that adult males and females place 

on the 4 higher order and 10 basic values (e.g., (Bilsky, Doring, & Groenen, 2015; Borg et 

al., 2017; Döring, Kartner, & Bilsky, 2018; McDonald et al., 2015; Schwartz et al., 2012; 

Schwartz & Rubel, 2005). Specifically, males have been found to attribute greater 

importance to Self-Enhancement values than females, whereas females attribute greater 
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importance to the opposing Self-Transcendence values than males (Borg et al., 2015). 

Males have also been found to attribute greater importance to Openness-to-Change values 

than females (Schwartz & Rubel, 2005).  

In line with these findings from adult samples, adolescent males have been found to 

attribute greater importance to power values than adolescent females, whereas female 

adolescents prioritised benevolence values more than adolescent males (Tamm & Tulviste, 

2015). However, in contrast to previous studies Tamm and Tulviste (2015) found that male 

adolescents attributed greater importance to conformity values than females.  

In terms of gender, research into the value priorities of children follows similar patterns to 

those found in studies of adults and adolescents. At the basic values level, Lee et al. (2017) 

also found that boys attributed greater importance to achievement and hedonism values 

than girls did, whereas girls attributed greater importance to benevolence and tradition 

values than boys did. At the higher order values level, girls have been found to attribute a 

higher importance to Self-Transcendence values then boys, while boys have been found to 

attribute greater importance to Self-Enhancement values than girls (Bilsky et al., 2015; 

Döring et al., 2015; Döring et al., 2018; Lee et al., 2017; Tulviste et al., 2018). Whereas 

mixed results were found for gender differences in the prioritisation of Conservation and 

Openness-to-Change values. On one hand, several studies found that girls attribute greater 

importance to Conservation values than boys (e.g., Bilsky et al., 2015; Döring et al., 2015; 

Döring et al., 2018) and boys attribute greater importance to Openness-to-Change values 

than girls (e.g., Bilsky et al., 2015). However, other studies have found no differences in 

the prioritisation of Conservation and Openness-to-Change values between genders in 

children (e.g., Tulviste et al., 2018). 
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2.3.6 Value profiles 

Recent research has examined whether adolescents and children hold value profiles that 

reflect the theoretical structure of values. For instance, Ungvary, McDonald, and Benish-

Weisman (2018) found four latent classes or groups within their adolescent sample of 13 

and 14 year olds. These classes reflected different value trade-offs between the higher order 

value dimensions that propel and inhibit behaviour described by Schwartz et al. (2017). 

Specifically, using the PVQ40 they found that 25% of their sample had an Other-Focused 

profile (i.e., prioritising Self-Transcendence and Conservation over Self-Enhancement and 

Openness-to-Change values), 14% had a Self-Focused profile (i.e., prioritising Openness-

to-Change and Self-Enhancement  over Conservation and Self-Transcendence values), and 

12% had an Anxiety-Free profile (i.e., prioritising Openness-to-Change and Self-

Transcendence over Self-Enhancement and Conservation values). However, they also 

found that 49% of adolescents had an Undifferentiated profile (i.e., moderately endorsing 

all four higher order values). They suggested that the relatively large proportion of 

adolescents with an Undifferentiated profile could reflect adolescence being a period of 

identity exploration (Ungvary et al., 2018, p.304). However, they do not appear to have 

considered the language and concept complexities of the adult PVQ40 instrument they used 

or that identity exploration could begin earlier than adolescence.  

In a recent longitudinal study, Daniel et al. (in press) found that children in middle 

childhood (5-12years) have value profiles consistent with the latent classes found in 

adolescents. All four value profiles were similar to Ungvary et al. (2018), despite some 

differences profile names (i.e., using the term social-focus rather than Other-Focus and 

growth-focus rather than Anxiety-Free). Specifically, they found that a social-focus profile 
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(i.e., placing the highest importance on Self-Transcendence and then Conservation values 

and the lowest importance on Self-Enhancement values), was the most prevalent, including 

35% of the sample at Time 1 and 62% at Time 2. The growth-focus profile (i.e., placing 

the highest importance one Openness-to-Change and then Self-Transcendence values and 

the lowest importance on Self-Enhancement values) was the second most prevalent group, 

including 15% of the sample at Time 1 and 20% at Time 2. The self-focus profile (i.e., 

placing the highest importance on Self-Enhancement and then Openness-to-Change values 

and the lowest importance on Self-Transcendence values) was the third most prevalent 

group with 20% of the sample at Time 1 and 8% at Time 2. They also found an 

undifferentiated value profile group; however, far fewer children were included in this 

profile than in Ungvary et al. (2018) sample of adolescents, including 30% of the sample 

at time 1 and only 11% at time 2. This finding supports the proposal that identity exploration 

may begin earlier than adolescence. 

2.3.7 Values development and the study of value-congruence 

In the vast developmental literature, personal values emerge implicitly as a part of cognitive 

development (e.g., Kohlberg, 1975; Maslow, 1954; Piaget & Inhelder, 1969), identity 

formation (e.g., Erikson, 1950; Hitlin, 2003; Marcia, 1966), personality development (e.g., 

Boer & Boehnke, 2016) and social learning (e.g., Bandura, 1977). Boer and Boehnke 

(2016) also suggest that values evolve in interaction with the environment, particularly 

close others. The more recent study of children’s values has allowed for a better 

understanding of how personal values develop in individuals. Previous research has 

suggested that values are both genetically heritable (Knafo & Spinath, 2011; Markovitch, 
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Luyckx, Klimstra, Abramson, & Knafo‐Noam, 2017; Uzefovsky et al., 2016) and 

influenced by the environment, including social context (Sagiv et al., 2017).  

Early children’s values research proposed that children were primarily influenced by their 

parent’s values. For instance, Grusec and Goodnow (1994) proposed a two-step process of 

children’s internalisation of their parent’s values. The first step in the process was for a 

child perceiving what values their parents want them to endorse and the second step was 

the acceptance of those values as their own. Grusec and Goodnow (1994) proposed that 

children can accept or reject parent values at either step of this process, as children are 

active participants in the determination of parent-child value-congruence. In line with this 

proposal, Knafo and Schwartz (2008) found high levels of value-congruence between 

parent and adolescent values when the accuracy of the adolescents perception of their 

parents values and acceptance of those values was high (i.e., explaining 68% of the variance 

in congruence). They found that the highest levels of successful value transmission were 

for tradition and power values and the lowest levels were for hedonism and benevolence 

values (Knafo & Schwartz, 2008). However, they also found that it was difficult for 

adolescents to discern parent personal values from societal norms.  

Kohlberg (1976) suggested perspective taking plays a significant role in developing values 

as motivational guides. This ability to perspective take begins very early in life with Boer 

and Boehnke (2016) suggesting that group oriented, and conformity values develop sooner 

than autonomous self-directed values. Döring et al. (2018) found Self-Transcendence, Self-

Enhancement, and Openness-to-Change values did not differ significantly between parents’ 

and children 6 to 11 years of age. However, they did find that Conservation values were 

significantly more important to children than to their parents. Döring et al. (2018) suggested 
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this may be due to social-developmental dilemmas, such as Erikson’s (1950) stages of 

psychological development, industry vs inferiority stage, or to the pressure of childhood 

social norms that children imitate, and to conventional norms that they follow and actively 

reinforce (Döring et al., 2018).  

Only limited previous research has examined the influence of social relationships within 

the school environment, including the influence of principals’ values on children’s values 

(Berson & Oreg, 2016) and the influence of friends’ values on each other during adolescent 

(Solomon & Knafo, 2010). However, and no children’s research was found to have 

examined value-congruence with teachers’, classmates’, or a best friend in the school 

environment. 

2.4 Personal values and social behaviours 

One of the critical reasons for studying values is the assumption that they can explain, 

influence, and predict behaviours (e.g., Roccas & Sagiv, 2010; Rokeach, 1973). 

Differences in value priorities have been shown to influence beliefs, attitudes and behaviour 

in adults (Feldman, Chao, Farh, & Bardi, 2015; Rokeach, 1973; Schwartz, 2010; Schwartz 

et al., 2017). However, much less is known about how values impact behaviour in children. 

Thus, this section discusses the similarities and differences found between values-

behaviour relations in adults, adolescents, and children in the context of social behaviours, 

as these types of behaviour are most relevant to this thesis. 

2.4.1 Values-social behaviour relations in adults  

Early adult research examining values-behaviour relations focused on the impact of specific 

values, rather than on the relative importance of the full system of values; with findings 
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that suggested personal values only weakly influenced behaviours, if at all (see review 

Maio, Olson, Bernard, & Luke, 2003). This belief, along with many null results, meant few 

papers regarding the relations between personal values and behaviour were produced, 

submitted, or published (Lönnqvist, Verkasalo, Wichardt, & Walkowitz, 2013). It was not 

until 2003, when Bardi and Schwartz found that a theoretical system of values were 

implicated in everyday value-expressive behaviours. Specifically, they showed that 

relations among values and value expressive behaviours form the same structure of 

relations suggested by Schwartz (1992) theory of human values.  

Bardi and Schwartz (2003) suggested and found personal values were positively related to 

their value-expressive behaviours and negatively related to their opposing value-expressive 

behaviours. Similar relations were also found with Schwartz et al. (2012) refined values. 

Specifically, in adults Schwartz and Butenko (2014) found 18 of the 19 refined values 

correlated positively with value-expressive behaviours and all 19 refined values correlated 

negatively with behaviours that expressed the motivationally opposing values. However, it 

is important to note that not all behaviours are considered to be value-expressive or 

expected to be related to values in a systematic manner (see Lönnqvist et al., 2013). 

Subsequently, researchers began to examine how values relate to social attitudes and 

behaviours, most commonly examining the conflicts and compatibilities between higher 

order values. For instance, Self-Enhancement values have been positively, and Self-

Transcendence and Conservation values negatively related to ‘unethicality’ attitudes (see 

meta-analysis, Feldman et al., 2015). Antisocial personality traits have also been found to 

be positively related to Self-Enhancement and Openness-to-Change values, and negatively 

related to Self-Transcendence and Conservation values (Kajonius, Persson, & Jonason, 
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2015). Vengeance attitudes and social dominance orientation have been positively related 

to power (i.e., a Self-Enhancement value) and negatively related to Self-Transcendence 

values. Further, Self-Transcendence and Conservation values have been negatively related 

and power (a Self-Enhancement value) and stimulation (an Openness-to-Change value) 

values positively related to interpersonal violent behaviour in adults (Seddig & Davidov, 

2018).  

2.4.2 Values-social behaviour relations in adolescents 

Similar to adult findings, the conflicts and compatibilities of the higher order values 

dimensions and the 10 basic values have been found in values-behaviour relations in 

adolescents. For instance, Self-Enhancement and Openness-to-Change values were 

positively related, and the opposing values of Self-Transcendence and Conservation were 

negatively related, to anti-social behaviours such as aggression (e.g., Benish-Weisman, 

2015; Benish-Weisman & McDonald, 2015). Power values (a Self-Enhancement value) 

were positively related and conformity (a Conservation value) and universalism values (a 

Self-Transcendence value) were negatively related to violent behaviour (Knafo, Daniel, & 

Khoury-Kassabri, 2008).  

Personal values have also been found to distinguish groups of adolescents who behave 

aggressively and prosocially. Specifically, McDonald et al. (2015) found that those 

adolescents who prioritised Self-Enhancement values, particularly power, were likely to be 

a member of the Aggressive-only group (high on aggression and low on prosocial 

behaviours), while those who prioritised Self-Transcendence values were likely to be a 

member of the prosocial-only group (high on prosocial and low on aggressive behaviours). 

However, they also found those adolescents that prioritised Openness-to-Change values 
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were likely to be a member of the Aggressive-prosocial group (high on aggression and high 

on prosocial behaviours) and those who prioritised Conservation values were likely to be a 

member of the low-both group (low on aggression and low on prosocial behaviours). 

Further, Paciello et al. (2017), found that adolescents who prioritised both Self-

Enhancement values and moral disengagement, fostered negative externalising behaviours, 

while those who prioritised Self-Transcendence values hindered moral disengagement, 

preventing negative externalising behaviours.   

Adolescent values research has also suggested that understanding neighbouring, and not 

just opposing, values may help to clarify tendencies toward prosocial or aggressive 

behaviours. For instance, adolescents high on both Self-Transcendence and Openness-to-

Change values, but low on Self-Enhancement values, were found to have less aggressive 

behaviours than those who were high on Openness-to-Change and Self-Enhancement 

values (McDonald et al., 2015). Similar findings were revealed in Ungvary et al. (2018) 

study of adolescent value profiles. They found that adolescents who prioritise Self-

Enhancement and Openness-to-Change values (i.e., Self-Focused) were the most directly 

aggressive, those who prioritised Openness-to-Change and Self-Transcendence values (i.e., 

Anxiety-Free) and those who prioritised Self-Transcendence and Conservation (i.e., Other-

Focused) were the least directly aggressive (Ungvary et al., 2018). However, Ungvary et 

al. (2018) found no significant differences in adolescent value profiles and prosocial 

behaviours; suggesting that, unlike aggressive behaviour, prosocial behaviour might be 

more normative during adolescence. 

Gender differences in values-behaviour relations have also been found in adolescents (e.g., 

McDonald et al., 2015; Tamm & Tulviste, 2015; Ungvary et al., 2018). For instance, 
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McDonald et al. (2015) found a high proportion of those in the Aggressive-only group (i.e., 

high on aggression and low on prosocial behaviours) were male, whereas a high proportion 

of those in the Prosocial-only group (i.e., high on prosocial and low on aggressive 

behaviours) were female. Ungvary et al. (2018) found adolescent boys and girls who 

prioritised Openness-to-Change and Self-Enhancement values (i.e., Self-Focused) were 

more directly aggressive than boys in all other profiles as well as girls who prioritised Self-

Transcendence and Conservation values (i.e., Other-Focused).  

2.4.3 Values-social behaviour relations in children 

Promising evidence of relations between personal values and social behaviours in children 

that are consistent with the compatibilities and conflicts in values theory and consistent 

with findings from adult and adolescent samples, are beginning to emerge. Three studies 

were found to have examined children’s values-behaviour relations, including sharing 

behaviours (Abramson et al., 2018), prosocial behaviours (Benish-Weisman et al., 2019), 

and prosocial and aggressive behaviours (Daniel et al., in press).  

First, Abramson et al. (2018) examined relations between values and sharing behaviours 

using a costly sharing task (i.e., sharing that results in giving up part of one’s own 

resources) and a non-costly giving task (i.e., giving that does not influence one’s own 

share), with Israeli children during a science museum visit. They found the strongest 

relation between costly sharing and children who attributed a relatively high importance to 

Self-Transcendence and low importance to Self-Enhancement values. Although no direct 

relations were found between values and non-costly giving, differences in age and gender 

were found to impact these behaviours (Abramson et al., 2018). For gender, prioritising 

Openness-to-Change over Conservation values predicted costly sharing in girls but not in 
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boys, while prioritising Self-Transcendence over Self-Enhancement values predicted non-

costly giving for boys but not for girls (Abramson et al., 2018). Further, Abramson et al. 

(2018) found non-costly giving increased with age and that age moderated the relations 

between values and non-costly giving behaviour. Specifically, the correlation between Self-

Transcendence and non-costly giving increased with age (Abramson et al., 2018). 

Second, Benish-Weisman et al. (2019) found relations between values and peer reported 

prosocial behaviour. Specifically, they found prosocial behaviours (e.g., cooperative and 

helping behaviour) were positively related to Self-Transcendence values and negatively to 

the opposing Self-Enhancement values. They also found prosocial behaviours were 

negatively related to Openness-to-Change values in younger (i.e., 6-7 years) children, but 

positively related in older children (i.e., 10-12 years).  

Third, Daniel et al. (in press) found Self-Transcendence and Conservation values were 

positively related and Self-Enhancement values were negatively related to prosocial 

behaviours. They also found that Self-Enhancement and Openness-to-Change values were 

positively related and Self-Transcendence and Conservation values were negatively related 

to aggressive behaviours.  

2.4.4 Social norms in values-behaviour relations  

Social norms and normative behaviour has been proposed as partly obscuring relations 

between personal values and behaviour (Bardi & Schwartz, 2003). This finding may be 

especially important in adolescence and middle childhood, where values researchers have 

suggested children’s prosocial behaviours may be related to an increasing adherence to 
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social norms during this rapidly changing time (Benish-Weisman et al., 2019; Ungvary et 

al., 2018).  

Previous developmental research has suggested that, in most cultures, prosocial behaviour 

is taught and encouraged from an early age, with children as young as three understanding 

caring norms (Malti & Ongley, 2014) that increase in frequency during childhood 

(Eisenberg, Spinrad, & Knafo‐Noam, 2015). In addition, Chick, Heilman-Houser, and 

Hunter (2002), proposed that gendered norms around prosocial behaviours influence 

children’s behaviour from an early age, as gender stereotypes express different demands 

on their prosocial and aggressive behaviours. For example, although aggression is 

considered undesirable in society generally, different social norms have been reported for 

boys and girls in terms of aggression (e.g., Mosher & Sirkin, 1984; Schwartz & Rubel, 

2005). Specifically, masculinity has been associated with aggression and dominance 

(Mosher & Sirkin, 1984) while femininity has been associated with nurturing and caring 

for others (Schwartz & Rubel, 2005).  

Socially normative behaviours have also been suggested as influencing values-behaviour 

relations in children and adolescents. In line with the gender-based norms outlined above, 

Abramson et al. (2018) proposed that in costly-sharing and non-costly giving situations, for 

some children there may be a high temptation to act selfishly, yet this may be overcome by 

high self-control (related to prosocial behaviour). Alternately, other children may find the 

competing motivation of self-needs outweighs the sharing norms. They proposed that girls 

may be more strongly subjected to social norms of pro-sociability than boys inducing them 

to more costly sharing and that boys’ may be more competitive in nature and more able to 

act in line with  their values than girls (i.e., acting more according to their self needs).  
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In sum, similar patterns of values-behaviour relations have been found in adults, 

adolescents, and children, suggesting that the value priorities found to predict prosocial and 

aggressive behaviour in children may be pervasive. Further exploration of children’s 

personal values in relation to aggressive and prosocial behaviours are important as these 

value-social behaviour relations may also be relevant to children’s wellbeing.  

2.5 Values-wellbeing relations  

Wellbeing has been a prominent and important area of study for decades. This section first 

defines and delimits subjective-wellbeing. It then discusses the previous adult and 

adolescent research that focuses on values and subjective-wellbeing relations. The final 

section outlines the different types of wellbeing that have been previously examined in 

childhood, as no research was found that examines values-wellbeing relations in children. 

2.5.1 Defining and delimiting subjective-wellbeing  

In their review of the wellbeing literature, Diener, Suh, Lucas, and Smith (1999) defined 

subjective-wellbeing as a broad category of phenomena that includes people’s emotional 

responses, domain satisfactions and global judgements of life satisfaction. They outlined 

four categories of subjective-wellbeing, (1) pleasant affect (e.g., joy, elation, pride), (2) 

unpleasant affect (e.g., shame, sadness, stress), (3) life satisfaction (e.g., current life, past 

life, future), and (4) domain satisfaction (e.g., family, work). They found that many 

wellbeing instruments have used measures that reflect these categories using positive affect 

(e.g., joy, elation, pride), negative affect (e.g., shame, sadness, stress), life satisfaction (e.g., 

current life, past life, future), and domain satisfaction (e.g., family, work) to examine 

subjective-wellbeing in adults (Diener et al., 1999). This thesis focuses on the aspects of 
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subjective-wellbeing, as defined by Schwartz and Sortheix (2018, p. 1), as “how happy and 

satisfied we are with the life we are leading”.   

2.5.2 Values and subjective-wellbeing relations in adults and adolescents 

Although no studies were found to have examined values-wellbeing relations in childhood, 

many adult and adolescent studies have examined relations between values and subjective-

wellbeing. However, this literature has had some difficulty in explaining value-wellbeing 

relations, due to somewhat mixed results. First, the Self-Transcendence values of 

universalism and benevolence were found to be mostly significantly positively related to 

subjective-wellbeing in most studies (Bobowik, Pieter van Oudenhoven, Basabe, Telletxea, 

& Paez, 2011; Haslam, Whelan, & Bastian, 2009; Sortheix & Lönnqvist, 2014; Sortheix & 

Schwartz, 2017); however, in contrast Karabati and Cemalcilar (2010) found universalism 

but not benevolence was significantly negatively related to subjective-wellbeing. The 

opposing Self-Enhancement value of power was significantly negatively related to 

subjective-wellbeing in most studies (e.g., Bobowik et al., 2010;  Sagiv & Schwartz, 2000; 

Sortheix and Lönnqvist, 2014; Sortheix and Schwartz, 2017); however, in contrast Sagiv 

and Schwartz (2000) also found it was significantly positively related in a small sample of 

university business students. Similarly, achievement values were significantly positively 

related to subjective-wellbeing in some studies (Joshanloo & Ghaedi, 2009; Oishi, Diener, 

Suh, & Lucas, 1999; Sagiv & Schwartz, 2000), while others found significantly negative 

relations (Bobowik et al., 2011; Karabati & Cemalcilar, 2010; Sortheix & Lönnqvist, 2014; 

Sortheix & Schwartz, 2017). 

Second, relations between the Conservation and the opposing Openness-to-Change values 

and wellbeing also found mixed results. Conformity values were significantly negatively 
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related to subjective-wellbeing in the majority of studies (e.g., Sagiv & Schwartz, 2000; 

Bobowik et al., 2010); however, Karabati and Cemalcilar (2010) found they were 

significantly positively related. Similarly, for the basic values, tradition and security values 

were significantly positively related to subjective-wellbeing in some studies (Bilbaco et al., 

2007; Karabati & Cemalcilar; 2010), while others found they were significantly negatively 

related (Bobowik et al., 2010; Joshanloo & Ghaedi, 2009; Sagiv & Schwartz, 2000). Other 

researchers found only tradition values were significantly positively related and security 

were significantly negatively related to subjective-wellbeing (Sortheix and Lönnqvist, 

2014; Sortheix and Schwartz, 2017). Other studies found stimulation to be significantly 

positively related to subjective-wellbeing and hedonism to be significantly negatively 

related (Sortheix and Lönnqvist, 2014; Sortheix and Schwartz, 2017). For the higher order 

values, Openness-to-Change values (i.e., stimulation, self-direction, and hedonism) were 

found to be significantly positively related to subjective-wellbeing in some studies (e.g., 

Bilbaco et al., 2007; Bobowik et al., 2010; Haslam et al., 2009; Sagiv & Schwartz, 2000), 

while other studies (Karabati and Cemalcilar, 2010) found them to be negatively related.  

2.5.3 Different perspectives on values and subjective-wellbeing relations  

In an effort to shed some light on why there may be so many inconsistencies in the values 

and subjective-wellbeing relations, Schwartz and Sortheix’s (2018) review pointed out that 

previous research has considered these relations from three different perspectives: (1) a 

healthy values perspective, (2) a goal attainment perspective, and (3) a value-congruence 

perspective. First, the healthy values perspective focuses on the content of values and 

suggests that endorsement of intrinsically motivated values (i.e., self-direction, 

achievement, benevolence, and universalism) relates positively to wellbeing; while 
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extrinsically motivated values (i.e., security, conformity, power, and possibly tradition) 

relates negatively to wellbeing (e.g., Sagiv & Schwartz, 2000).  

Second, the goal attainment perspective focuses on the process of ‘obtaining’ important 

values and suggests that the extent to which one can attain the goals, motives, and values 

important to them affects wellbeing (Oishi et al., 1999; Sagiv, Roccas, & Oppenheim-

Weller, 2015; Sagiv & Schwartz, 2000). However, views differ on the role that the content 

of values (i.e., motivational goals) play on the relations between value-attainment and 

wellbeing. Some have argued that it is the attainment of autonomous needs that positively 

affects wellbeing (Sagiv & Schwartz, 2000), while others argue that it is the attainment of 

any value related goals that affects positive wellbeing (Sagiv et al., 2015).  

Third, the value-congruence perspective focuses on context, and suggests that values lead 

to positive wellbeing when values are congruent with the prevailing values in one’s social 

environment (e.g., Chatman, 1989; Edwards & Cable, 2009; Feather, 1975; Schwartz & 

Sortheix, 2018; Verquer, Beehr, & Wagner, 2003). Each of these perspectives of values-

wellbeing relations are discussed in detail in the following sub-sections.  

2.5.2.1 The healthy values perspective  

From a healthy values perspective, the content of an individual’s value priorities affects 

their wellbeing (Sagiv et al., 2015). Bilsky and Schwartz (1994) argued that ‘healthy’ 

values (i.e., stimulation, self-direction, universalism, benevolence and achievement) 

facilitate an individual’s growth needs, while ‘unhealthy’ values (i.e., conformity, security 

and power) facilitate an individual’s self-protective needs. Sagiv and Schwartz (2000) 

proposed that pursuing ‘healthy’ values, with underlying motivations that are more likely 
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to lead to positive attitudes and behaviour, lead to positive subjective-wellbeing outcomes. 

Whereas pursuing ‘unhealthy’ values, whose underlying motivations are more likely to lead 

to negative self-protective attitudes and behaviour, would undermine subjective-wellbeing.  

This view is based on self-determination theory (see Deci & Ryan, 1985, 1991; Deci & 

Ryan, 2008), which proposes that life-strivings affect wellbeing and considers those values 

with intrinsically motivating content as healthy and positively associated with wellbeing, 

whereas those with extrinsically motivating content are regarded as unhealthy and 

negatively associated with wellbeing (Sagiv et al., 2015).  

2.5.2.2 The goal attainment perspective  

Oishi et al. (1999) seminal work on values and subjective-wellbeing highlighted the 

importance of the role of values fulfilment in facilitating wellbeing. They found that day-

to-day wellbeing could be predicted by the extent to which an individual felt they could 

attain their motivational goals. For example, for those people who attributed relatively high 

importance to achievement values, achieving higher grades was important and their general 

wellbeing was higher when they achieved higher grades.  

2.5.2.3 The value-congruence perspective  

The value-congruence perspective focuses on the individual while considering the interplay 

between the individual and their social context (Sagiv et al., 2015). That is, when an 

individual’s values are similar to the prevailing values in their environment, they are more 

likely to attain them, which leads to positive wellbeing outcomes (Schwartz & Sortheix, 

2018), while for those who have the opposing values to the environment are unlikely to 

attain them, which leads to more negative wellbeing outcomes. 
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Previous studies that have employed a value-congruence perspective with relations to 

subjective-wellbeing have mostly been undertaken in university students and young adults 

(e.g., Feather, 1975; Khaptsova & Schwartz, 2016; Sagiv & Schwartz, 2000; Sortheix & 

Lönnqvist, 2015; Tartakovsky, 2016). These studies have found positive relations between 

value-congruence with the prevailing values of a person’s profession and wellbeing. For 

example, positive relations were found between business and psychology university 

students and their university major cohort (Feather, 1975; Sagiv & Schwartz 2000; Sortheix 

& Lönnqvist, 2015), as well as for those whose values were more congruent with their own 

socio-demographic attributes (e.g., age, gender, education, ethnicity; Khaptsova & 

Schwartz, 2016). In addition, social workers who have values that are congruent with their 

profession (i.e., prioritising Self-Transcendence and placing a low priority on Self-

Enhancement values) suffered less burn-out (Tartakovsky, 2016). Therefore, examining 

children’s values from these different perspectives may shed some light on values-

wellbeing relations. 

2.5.4 Types of wellbeing that have been examined in childhood  

As relations between personal values and subjective-wellbeing have not been examined in 

childhood, it is important to note the types of wellbeing that have predominantly been 

examined in childhood. In a review of the literature in 2007, Land, Lamb, Meadows, and 

Taylor examined trends in the child wellbeing research. They argued that a broad range of 

domains were well established in the literature and were found in most wellbeing studies 

of children and adolescents. They suggested that the seven domains of, family economic 

wellbeing, health/safety/behavioural concerns, educational attainment, community 

connectedness, social relationships (i.e., family, peers) and emotional/spiritual wellbeing 
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could be used to determine children’s subjective-wellbeing. Subsequent researchers have 

suggested that these domains are interrelated (Fattore, Mason, & Watson, 2009), with Slee 

and Skrzypiec (2016) reporting that these domains would be a good composite for 

determining children’s subjective-wellbeing. Children’s subjective-wellbeing has been 

successfully measured using similar domains to the seven found in the children’s literature 

which were adapted from adult subjective-wellbeing measures (e.g., Cummins & Lau, 

2005). 

Recent qualitative findings (Brockevelt, Cerny, Newland, & Lawler, 2019) support the 

previous classification of subjective-wellbeing, finding six constructs representing 

children’s subjective-wellbeing, social connectedness, physical health, mastery and 

agency, safety and security, meaningful access to resources, and meaningful use of time 

through activity. Brockevelt et al. (2019) suggested that subjective-wellbeing was the 

transformative interaction between the child (i.e., their self-concept, beliefs and values, 

personal competence, attitudes and personality), their context (i.e., home, family, 

community, school, and peers) and their engagement in meaningful activity (i.e., habits, 

routines, rituals, and role fulfilment). 

Despite the growing interest in wellbeing throughout childhood in academia (e.g., 

(Redmond et al., 2016; Rees & Main, 2015), in educational wellbeing curriculum 

(Education  Council, 2018; Government of South Australia, 2019), and in public policy  

(e.g., OECD, 2009), children’s personal values have, thus far, not been considered. 

However, as children’s personal values research is still in its infancy and has mainly 

focused on external indicators of wellbeing, such as aggressive, prosocial, and sharing 
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behaviours (e.g., Abramson et al., 2018; Daniel et al., in press; Ungvary et al., 2018), the 

impact of values on different aspects of wellbeing is still unknown.  

2.5.5 Values and self-esteem  

Self-esteem is another important indicator of wellbeing that has been extensively examined 

in childhood (Baumeister, Campbell, Krueger, & Vohs, 2003; Harter, 1993; Muris, 

Meesters, & Fijen, 2003), but not in relation to values. Like the previous subjective-

wellbeing section, this section first defines and delimits self-esteem as it relates to this 

thesis. It then outlines important empirical differences in the measurement of self-esteem 

in children compared to adults, before discussing the findings from the handful of empirical 

studies that have examined relations between values and self-esteem in adults and 

adolescents, as no studies were found that examine these relations in middle childhood.  

2.5.5.1 Defining and delimiting self-esteem  

Self-esteem was used as a proxy for wellbeing in this thesis for several reasons. First, for 

children, self-esteem shares similar elements to components that measure wellbeing in 

adults and adolescents (e.g., Fetvadjiev et al., 2019; Judge et al., 2002; Lucas et al., 1996). 

Second, self-esteem is considered to be a central concept in social psychology (Cvencek, 

Greenwald, & Meltzoff, 2016), describing the robust functioning of an individual (Harter, 

1990b). Third, self-esteem reflects an individual’s feelings and beliefs about their own 

worthiness and competence (e.g., Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002; Muris 

et al., 2003). Specifically, self-esteem relates to the evaluative aspects of the self, with 

global self-esteem viewed as a global over-arching view of the self and a predictor of both 

positive and negative outcomes later in life (see Butler & Gasson, 2005; Emler, 2001).  
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Global self-esteem has been described as reflecting an individual’s beliefs about whether 

they merit respect, or how worthy they are as a person (von Soest, Wichstrøm, & Kvalem, 

2016). Global self-esteem has also been associated with the quality of an individual’s social 

interactions and their feelings of social inclusion (Denissen, Penke, Schmitt, & van Aken, 

2008), as well as with desirable, adaptive, and beneficial behaviours (Baumeister et al., 

2003). However, it has also been argued that the extremes of self-esteem may be deleterious 

to wellbeing (Soenens, Berzonsky, & Papini, 2016). For instance, inflated self-esteem can 

also be predictive of aggressive behaviour outcomes and low self-esteem can be predictive 

of depression (Baumeister, 2010; Baumeister, Smart, & Boden, 1996). 

2.5.5.2 Self-esteem in children 

Harter (2006b) posited that children’s domain specific competencies are a better reflection 

of their self-esteem than a single global component. In addition, Rosenberg, Schooler, 

Schoenbach, and Rosenberg (1995) also suggested global self-esteem being more relevant 

to psychological wellbeing and specific self-esteem domains being more relevant to 

behaviour in adolescents. Harter has continuously argued that children younger than 8 years 

of age would be incapable of consciously verbalizing their own overall global self-esteem 

(or as she refers to it, ‘global self-worth’), over and above their domain-specific 

competences (Harter, 1990a, 2006b, 2012a). Harter (2006a) suggested that rather than 

having an overarching self-concept or global self-esteem, a child develops an image of the 

self from the things they find important, such as their personal competencies. Children 

begin to verbalize these personal competencies in domain specific self-evaluations of their 

own abilities, such as “I can climb high” or “I can run real fast”, as early as 2 to 3 years of 

age (Harter, 2006b, p. 513).  
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Children’s research has generally adopted this view and measured self-esteem using 

domain specific competencies (e.g., Arens & Morin, 2017; Gentile et al., 2009; Harter, 

1982, 1985b, 2012a). For instance, Harter (1982) proposed domain specific competencies 

that reflect the success characteristics of the self to examine a child’s self-esteem. Harter’s 

large body of work identified six domain specific competencies for children and eight for 

adolescents. In 2012, Harter revised her original six domain specific competencies for 

children describing each one separately, as follows (Harter, 2012a, p.3):  

1) Social competence is knowing how to make friends (i.e., having the skills to get 

others to like and accept you, and to understand what it takes to become popular);  

2) Scholastic or cognitive competence is knowing you are good at schoolwork (i.e., 

can easily figure out answers, finishes schoolwork quickly);  

3) Athletic competence is knowing one’s ability to do well at sports;  

4) Behavioural conduct is the degree to which one likes their own behaviour (i.e., 

doing the right thing, acting the way that is expected, avoidance of getting into 

trouble); and 

5) Physical appearance is the extent to which one feels attractive (i.e., happy with 

looks, body, face, hair).  

At the same time, Harter (2012a) revised her separate overall global self-esteem domain:  

6) Global self-worth is how much one likes one’s self as a person, in general rather 

than specifically (i.e., happy with their life, happy the way they are).  

The domain specific competencies that make up self-esteem have been considered to be 

relatively stable over time (for review see Demo & Savin-Williams, 1992). However, a 
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consistent finding in self-esteem research in childhood and adolescence is that self-esteem 

development varies within individuals and, as such, it does not follow a uniform trajectory 

(e.g., Bialecka-Pikul, Stepien-Nycz, Sikorska, Topolewska-Siedzik, & Cieciuch, 2019; 

Cole et al., 2001). For instance, mean level declines in overall self-esteem have often been 

reported in children before a period of recovery (e.g., Eccles et al., 1989; Jacobs et al., 

2002; Marsh, 1989). These fluctuations may reflect young children starting out believing 

they are the best at everything, then over time this positive view of the self may begin to 

decline as they start the process of comparing themselves to their peers and to external 

criteria (e.g., Cole et al., 2001; Eccles, Midgley, & Adler, 1984). 

In contrast to the domain specific competence view of self-esteem, Verschueren, Buyck, 

and Marcoen (2001), proposed that young children (under the age of eight) have the 

cognitive capacity to accurately consider their global self-worth. In their longitudinal study 

of the socio-emotional competence of 5 to 8 year olds, they found children with positive 

representations of themselves at 5 years of age, had more positive perceptions of their 

global self-worth (i.e., happy with the way they were) at 8 years of age. These children also 

had positive perceptions of the domain specific competencies of physical appearance (i.e., 

more satisfied with their appearance), and social acceptance (i.e., better accepted by their 

peers) at 8 years of age than those children with negative perceptions of themselves. This 

suggests it is possible that younger children’s ability to self-report global self-esteem 

(measured by global self-worth) may have been underestimated.  

2.5.5.3 Self-esteem, subjective-wellbeing and values in adults and adolescents 

In previous adult research, self-esteem has been linked to wellbeing in a number of ways. 

For example, self-esteem has been associated with the subjective-wellbeing components of 
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life satisfaction and happiness (Judge, Erez, Bono, & Thoresen, 2002), as well as sharing 

some elements of cognitive evaluation with life satisfaction (Lucas, Diener, & Suh, 1996). 

As such, self-esteem has been suggested as an alternative measure of affective and 

cognitive wellbeing, referred to as broad wellbeing (Fetvadjiev & He, 2019).  

Previous research has examined relations between personal values and self-esteem in adults 

and adolescents (e.g., Deniz, Dilmac, & Hamarta, 2016; Feather, 1991; Fetvadjiev & He, 

2019; Llinares Insa, Molpeceres Pastor, & Musitu Ochoa, 2001; Lönnqvist et al., 2009). 

These studies consistently reported finding positive relations between self-esteem and three 

of the Schwartz (1992) 10 basic values (i.e., achievement, security, and self-direction). 

However, relations between self-esteem and the other seven basic values were less 

consistent. For instance, Llinares-Insa et al. (2001) found universalism, benevolence, 

conformity and tradition values were positively associated with global self-esteem. In 

contrast, Lönnqvist et al. (2009) found that for young adults and adolescents, the opposing 

Self-Enhancement (i.e., achievement, power) as well as Openness-to-Change values (i.e., 

self-direction, stimulation) were positively related to self-esteem, while Self-

Transcendence (i.e., universalism, benevolence) and tradition values were negatively 

related to self-esteem. When they excluded adolescents’ from their analysis they also found 

hedonism and security were positively related to self-esteem (Lönnqvist et al., 2009). In 

contrast to Lönnqvist et al. (2009), Deniz et al. (2016) found power values were negatively 

associated with self-esteem. Thus, further research is needed to clarify the relations 

between personal values and self-esteem, especially research that focuses on developing 

theoretical links.  
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As discussed in Section 2.6.2, Harter extensive body of work has suggested domain specific 

competencies are more developmentally appropriate measures of self-esteem in young 

children. This approach is reflected in a study of values and self-esteem in Spanish 

adolescents (12 to 18 years of age), that examined relations between adolescents’ personal 

values and Harter’s five adolescent self-esteem domains, controlling for age and gender 

(Llinares-Insa et al., 2001). These domains included academic (i.e., product of self-

perception as a student and their interaction with teachers), family (i.e., product of self-

conceptions and family interactions), social (i.e., interaction with the peer group), physical 

(i.e., physical appearance and sporting ability), and emotional (i.e., to stay balanced in 

different life situations). Llinares-Insa et al. (2001) used the adult Schwartz values survey 

(SVS; Schwartz, 1992) and a self-concept questionnaire (The AUT30), which was a blend 

of the Tennessee self-concept scale (Fitts, 1965) and the Attitude scale (EAA89; Musitu, 

1989), finding small, but significant, relations between personal values and each of the self-

esteem domains. Specifically, Conservation (i.e., security, conformity, tradition) and Self-

Transcendence values (universalism and benevolence), as well as the basic values of self-

direction and achievement were positively related to the academic and family domains. 

However, surprisingly, all of the 10 basic values were positively related to both the social 

and physical domains, indicating that the values may not have been centered to produce 

relative scores, as advised by Schwartz (2009). Thus, further research is needed to clarify 

these relations. 

2.6 Social support, wellbeing and value-congruence 

Like the wellbeing and self-esteem literature, a significant body of research exists regarding 

the impact of social support on individuals that is beyond the scope of this thesis. However, 
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the social support literature needs some consideration in this review, as the internalisation 

of feedback obtained from (1) significant others (i.e., family, peers; Harter, 2006b; Mead, 

1934), (2) the home environment (Orth, 2017), and (3) about their own competencies 

(Harter, 2006a) is thought to influence children’s self-concept.  Thus, this first section 

defines and delimits social support, before it gives an overview of the importance of 

attachment theory in social support relationships. It then provides a brief overview of each 

different type of social support considered in this thesis and their links with wellbeing, and 

outlines relations found between social support and self-esteem. The final two sections 

discuss social support as a possible moderator or mediator in values-wellbeing the relations, 

and then focuses on relations found between value-congruence and social support in young 

adults and adolescents as no studies were found to examine these relations in children.  

2.6.1 Defining and delimiting social support  

Social support refers to the support found through an individual’s social ties (Hupcey, 

1998) and is defined as the “social interactions or relationships that provide individuals 

with actual assistance or feelings of attachment to a person or group that is perceived as 

loving or caring” (Hobfoll & Stokes, 1988, p. 499). Social support helps individuals to cope 

effectively with multiple stressors (see reviews: S. Cohen & Wills, 1985; Uchino, 

Cacioppo, & Kiecolt-Glaser, 1996). However, one important theoretical difference found 

in the social support literature is the difference between perceived social support and actual 

social support (Goodwin, Costa, & Adonu, 2004). Perceived social support refers to the 

cognitive interpretation of support from others, whereas actual social support refers to the 

actions performed by others when offering assistance (Goodwin et al., 2004).  



Trish Collins 20977268 
 

85 
 
 

Why is the theoretical distinction between perceived and actual social support important in 

this thesis? This distinction is important as, although Goodwin et al. (2004) found only 

small amounts of variance between perceived and actual social support, they found values 

were more strongly linked with perceived social support than with actual social support. In 

addition, Chu, Saucier, and Hafner (2010) meta-analysis of relations between social support 

and wellbeing reported that perceived social support was a better measure of wellbeing than 

actual social support. Thus, this review focuses on previous studies that measured perceived 

social support. 

2.6.2 Attachment theory and social support  

Human beings basic need to belong and connect with others means that there is a need for 

supportive interpersonal relationships (e.g., Baumeister & Leary, 1995). For children, 

healthy supportive relationships with significant others are central to their development 

(see review Mikulincer & Shaver, 2009).  

Attachment theory (Bowlby, 1969; Bretherton, 1987) is important in children’s early 

relationships. The basis of attachment theory is that the primary attachment relationship 

(i.e., usually with the mother) results in mental representations of the self and others, which 

are then used as a template for interpreting others’ actions in new relationships (Bretherton, 

1987). Bowlby (1988) proposed attachment-seeking behaviour is evident in thoughts and 

actions that relate to seeking protection, support, and guidance in times of need. Interactions 

with early attachment figures leads to the consolidation of secure or insecure attachments 

(Bowlby, 1973). Models of social support in adults also reflect this notion, seeing social 

support as an extension of attachment experiences in childhood (Sarason, Sarason, & 

Pierce, 1990; Wentzel, 2004). Attachment research shows that more securely attached 
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people have high expectations of social support, while insecurely attached people have low 

expectations of social support (Mikulincer & Shaver 2009).  

2.6.3 Different types of social support and wellbeing  

Having good interpersonal relationships is fundamental to personal wellbeing (e.g., 

Baumeister & Leary, 1995). The three most significant relationships in childhood are those 

of parents, teachers and peers (Bowlby, 1982). Previous perceived social support research 

in children and adolescents have examined the influence of all of these relationship (i.e., 

parent, teachers, peers) with various wellbeing constructs.  

Chu et al. (2010)  meta-analysis found that social support had small but positive relations 

with wellbeing indicators in children and adolescents. Specifically, they found that (1) 

perceived support was positively related to overall wellbeing, (2) teacher support was 

positively related to wellbeing, and (3) the association between social support and 

wellbeing increased with age. They also reported mean effect sizes to be strongest for social 

support and self-concept, and weakest for social support and academic achievement and 

coping skills.  

Research has also found significant relations between social support and self-esteem (Ikiz 

& Cakar, 2010), victimisation and aggression (Jenkins & Demaray, 2012) and depression 

(Rueger, Malecki, Pyun, Aycock, & Coyle, 2016) in adolescence. For instance, Ikiz and 

Cakar (2010) found perceived social support from parents (family), teachers, and friends, 

were all significantly positively related to self-esteem. Jenkins and Demaray (2012) found 

all types of social support had negative relations with peer victimisation and aggression. 

Rueger et al. (2016) meta-analysis of parent (family), teacher, classmate, and close friend 
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support indicated all had a significant negative association with depression, finding a larger 

association with depression for parent (family) support and classmate support compared to 

support from teachers, which was also stronger than support from close friends. Thus, each 

type of perceived social support is discussed in the following subsections, including 

different types of peer support (i.e., classmates’ and close friends).  

2.6.3.1 Parent support and wellbeing 

As discussed previously, attachment theory is a well-established, empirically validated 

theory (Bretherton, 1992), with attachment seen as an enduring tie that is unique and 

interchangeable with no one else (Ainsworth, 1989).  Children first form this exclusive and 

durable attachment to their parents (Verschueren & Koomen, 2012), highlighting the 

importance of parent support in child development. This early attachment and continued 

support (or lack of support) leads to a secure (or insecure) exploratory base for new 

relationships during childhood and adolescence (Nickerson & Nagle, 2005). For instance, 

Nickerson and Nagle (2005) found that for children in late middle childhood (i.e., 9 to 10 

years) attachment to parents was stronger than in early adolescence (11 to 14 years).  

In line with children having a stronger attachment to parents, significant associations have 

been made between perceived parent support and different aspects of wellbeing. For 

instance, low levels of perceived parent support have been found to be a significant 

longitudinal predictor of internalising problems, such as depressive symptoms (Rueger, 

Malecki, & Demaray, 2010), with parent support being associated with lowering depression 

and with higher emotional wellbeing (Helsen, Vollebergh, & Meeus, 2000). For 

externalising problems Rueger, Malecki, and Demaray (2008), found for girls 11 to 13 

years, parent support was negatively associated with behaviour problems, particularly 
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aggression and hyperactivity. A recent review of social support found that parent support 

had a significant association with lower aggression and conduct problems (Rueger et al., 

2016).  Further, Helsen et al. (2000) suggested that parent support may have a moderating 

effect on the relations between emotional problems and aspects of wellbeing.  

2.6.3.2 Teacher support and wellbeing 

Attachment theory has also been applied to teachers of primary school age children, as this 

relationship is seen as similar to the parent-child relationship (Verschueren & Koomen, 

2012; Wentzel, 2016). The nature and quality of children’s relationships with their teachers 

plays a central, critical role in supporting the development of children’s emotional 

wellbeing and a positive sense of self, along with their social and academic skills (Wentzel, 

2016).  

Empirically, close teacher-student relationships in early childhood are positively related to 

liking school (e.g., Birch & Ladd, 1997), higher levels of achievement (Rosenfeld, 

Richman, & Bowen, 2000), academic initiative (Danielsen, Wiium, Wilhelmsen, & Wold, 

2010), and a positive self-concept (see meta-analysis Davis-Kean & Sandler, 2001). In 

contrast, negative teacher-student relationships in middle childhood have been associated 

with poorer self-reported social competence, conduct problems, anxiety and depression 

(e.g., Murray & Greenberg, 2000). Further, Danielsen, Samdal, Hetland, and Wold (2009), 

found teacher support and scholastic competence mediated students’ life satisfaction 

relations. Thus, more research is needed in this area. 
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2.6.3.3 Peer support and wellbeing 

The terms classmate, peer, and friend have often been used interchangeably in the social 

support literature (Rueger et al., 2008). However, different levels of social support have 

been found in studies that have made the distinction between classmates’ (or peers in 

general) and close friends, particularly between genders (Danielsen et al., 2009; Rueger et 

al., 2008; Rueger et al., 2010). Thus, it is important to make the distinction here between 

perceived social support from classmates’ and perceived social support from a close friend.  

Friends: Friendship is ranked as one of the things that matter most to children, adolescents 

and adults alike (Klinger, 1977). Friendship is a contributing factor to an individual’s 

wellbeing (see review: Newcomb & Bagwell, 1995), positive self-esteem (e.g., Kinnunen, 

Feldt, Kinnunen, & Pulkkinen, 2008; Orth, Robins, & Widaman, 2012; Papadopoulou, 

2016), and identity formation (e.g., Bukowski, Newcomb, & Hartup, 1996). It has also been 

suggested that adolescents in the same friendship group have similar levels of wellbeing 

(e.g., P. D. Parker et al., 2015). 

Friendships are seen as forming the basis of developing relationships for children (Schaffer, 

1996), with intimate friendship bonds being found as early as preschool (e.g., Howes, 1983; 

Papadopoulou, 2016). Friendship is seen as influencing the development of social 

competence (e.g., Bagwell, Newcomb, & Bukowski, 1998; Beazidou & Botsoglou, 2016; 

Furman, Bukowski, Newcomb, & Hartup, 1996 ; Ladd, 1999), social skills (Hartup & 

Stevens, 1997), and as a buffer for the negative effects of group level processes, such as 

victimization or rejection (see review Gifford-Smith & Brownnell, 2003). Children are 

highly motivated to seek out peers as social partners (Hawley, Little, & Pasupathi, 2002) 

and have quite advanced concepts of friendship (Rizzo & Corsaro, 1988).  
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Beginning in middle childhood and continuing throughout adolescence, peer relations 

increase in importance (Bokhorst, Sumter, & Westenberg, 2010; Helsen et al., 2000; Khan, 

Fraley, Young, & Hankin, 2019; Nickerson & Nagle, 2005), with early adolescents 

gravitating more to their peers to fulfil their attachment needs than those in late middle 

childhood (Nickerson & Nagle, 2005). For instance, studies have found that during early 

adolescence perceived social support from friends’ increases while parent support declines; 

however, there are some differences between genders (Helsen et al., 2000; Rueger et al., 

2010). Specifically, Helsen et al. (2000) found that for boys, perceived parental support 

declines throughout adolescence while perceived friend support increases, but little further 

change occurs post adolescence. Similarly, for girls peer support increases in early 

adolescence (12 to 14 years); however, it decreases in middle adolescence (16 to 18 years). 

In addition, Rueger et al. (2010) found girls perceived significantly more support from close 

friends than boys.  

Classmates: In the literature some studies use the term classmates’ to mean friends, some 

using the term as to mean class peers, while others have used the term to mean both friends 

and class peer in one category (Rueger et al., 2008). However, the distinction between 

perceived friend social support and perceived classmates’ social support is important as 

different relational outcomes for children and adolescents have been found in previous 

research.  

A number of studies have found that perceived classmates’ support was related to 

wellbeing. For instance, Tian, Zhao, and Huebner (2015) found perceived school related 

social support (i.e., teacher and classmate support) was positively related to subjective-

wellbeing for adolescents. Perceived classmate support has also been found to influence 
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life satisfaction (Danielsen et al., 2009) and academic initiative (Danielsen et al., 2010). 

Further, Demaray and Malecki (2002) found classmate support to be more strongly 

associated with adjustment than friend support.  

A number of significant age and gender differences have been found in this literature. For 

example, Rueger et al. (2008) found perceived classmate support was a significant predictor 

of externalising (i.e., aggression, conduct problems, hyperactivity), internalising (i.e., 

anxiety, depression) and adaptive behaviours (i.e., leadership, social skills), for early 

adolescence (11 to 14 years), particularly for girls. Specifically, for girls classmate support 

was significantly related to depression, leadership, and social skills (Rueger, 2008). In 

addition, girls perceived significantly higher levels of classmate support than boys 

(Danielsen et al., 2009; Rueger et al., 2010) and boys perceived significantly less classmate 

support than all other types of support. In addition, perceived classmate support for boys 

predicted lower depressive symptoms and slightly better school attitudes over time than it 

did for girls (Rueger, et al, 2010). This suggests boys place more importance on peer 

groups’ than girls (Rueger et al., 2010).  

2.6.4 Different types of social support and self-esteem  

Relations have been found between different types of perceived social support and self-

esteem. Specifically, Rueger et al. (2010) found perceived parent support predicted higher 

self-esteem in both genders, but classmates’ support was a significant predictor of self-

esteem for boys but not girls, while teacher support was a predictor of lower self-esteem in 

boys over time. However, other studies indicated the direction of these relations are unclear. 

For instance, high self-esteem has been found to predict later high perceived social support 

(e.g., Asendorpf & van Aken, 2003; Kinnunen et al., 2008; Marshall, Parker, Ciarrochi, & 
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Heaven, 2014), and to a lesser extent, high perceived social support has been found to 

predict high self-esteem (Kinnunen et al., 2008).  

Studies examining personal values and social support have been scarce. Those that have 

examined relations between personal values, social support and wellbeing have focused on 

self-esteem (Goodwin et al., 2004; Deniz et al, 2016). Specifically, Goodwin et al. (2004) 

examined relations between values, social support, and self-esteem in university students. 

They found that the students who attributed greater importance to the basic values of 

stimulation, hedonism and benevolence and less importance to tradition, conformity and 

security reported higher perceived levels of social support. Deniz et al. (2016) study of 

young adults also examined whether personal values predicted self-esteem and perceived 

social support. They found that different combinations of personal values predicted self-

esteem and perceptions of different types of social support. Specifically, they found that: 

(1) high levels of achievement and security values and low power values predicted high 

self-esteem, (2) high levels of achievement and tradition values and low levels of 

stimulation values predicted family social support, (3) high levels of benevolence and low 

levels of tradition values predicted friend social support, and (4) high levels of benevolence 

and low levels of stimulation values predicted perceived social support from a special 

person.  

2.6.5 The moderating or mediating role of social support  

There is some evidence in the literature that social support may influence relations between 

other constructs and wellbeing. For instance, Chu et al.’s (2010) meta-analysis of relations 

between social support and wellbeing in children and adolescents indicated that perceived 

social support was associated with wellbeing with teacher support perceived to be the 
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strongest source of support. They also reported that age and gender moderated relations 

between perceived social support and wellbeing. Specifically, effect sizes increased with 

age and there were stronger relations between support and wellbeing for girls than for boys 

(Chu et al., 2010). In addition, Davidson and Demaray (2007) found different types of 

social support (i.e., parent, teacher, classmate and close friend) had different moderating 

effects between victimisation and internalising distress from bullying. Specifically, teacher, 

classmate and close friend support moderated relations between victimisation and 

internalising distress for boys but not for girls. Whereas, parent support moderated relations 

between victimisation and internalising distress for girls but not for boys. Thus, social 

support could be a potential moderator of values-wellbeing relations. 

Social support has also been found to mediate relations between social relationships and 

wellbeing. For instance, perceived social support was found to mediate relations between 

the quality of the teacher-child or peer-child relationships and early school adjustment and 

behaviour (Birch & Ladd, 1997). In addition, both self-esteem and social support were 

found to partially mediate relations between loneliness and life satisfaction (Kapikiran, 

2013), as well as relations between social networks and subjective-wellbeing (Zhu, Woo, 

Porter, & Brzezinski, 2013). Specific types of social support also mediated relations 

between victimisation and wellbeing. For instance, perceptions of teacher support mediated 

relations between victimisation (i.e., bullying) and school adjustment (Malecki, Demaray, 

& Davidson, 2008) as well as support from classmates mediated relations between 

victimisation and clinical maladjustments and emotional symptoms (Malecki et al, 2008). 

In addition, peer support mediated relations between social skills and depressive symptoms 

for girls, but not for boys during adolescence (Nilsen, Karevold, Roysamb, Gustavson, & 
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Mathiesen, 2013). Thus, social support could also be a potential mediator of values-

wellbeing relations. 

2.6.6 Value-congruence, social support, and wellbeing 

Similarity has been found to bind people together (McPherson, Smith-Lovin, & Cook, 

2001) and play an important role in chosen occupations (Knafo & Sagiv, 2004) and 

interpersonal attraction (Berscheid & Freis, 1998). Specifically, adults have been found to 

be more attracted to occupations and environments that emphasis their personal values 

(Knafo & Sagiv, 2004). For example, bankers are more attracted to enterprising 

environments that place a high priority on Self-Enhancement values and a low priority on 

Self-Transcendence values, whereas teachers are the opposite being more attracted to social 

environments that place a high priority on Self-Transcendence values and a low priority on 

Self-Enhancement values.  

Substantial homophily (i.e., attraction to similar peers; Lazarsfeld & Merton, 1954) has also 

been found in social networks (K. Campbell, Holderness, & Riggs, 2015; McPherson et al., 

2001; J. G. Parker, Rubin, Erath, Wojslawowicz, & Buskirk, 2006). In adults, homophily 

includes demographic characteristics, such as gender and age (e.g., McPherson et al., 2001; 

J. G. Parker et al., 2006), as well as sociodemographic characteristics, such as ethnicity, 

education, and occupation (e.g., McPherson et al., 2001). In adolescents, homophily 

includes psychological characteristics, such as intelligence, attitudes and behaviour 

similarity (J. M. Cohen, 1977; Kandel, 1978) and  Hafen, Laursen, Burk, Kerr, and Stattin 

(2011) suggested that internal states (i.e., self-esteem) plays a role in friendship homophily. 

In middle childhood homophily includes ethnicity and gender in friendship selection 

(McCormick, Cappella, Hughes, & Gallagher, 2015).  
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From an early age, children are attracted to other children who are similar in behaviour 

(both prosocial and antisocial), and in characteristics like shyness and popularity (e.g., 

Hartup & Stevens, 1997; Rubin, Bukowski, & Parker, 2006). During middle childhood 

gender-homophily has also been found almost exclusively in friendship formation (J. G. 

Parker et al., 2006). 

A few studies have examined the role of personal values in friendship. For instance, 

Lönnqvist and Itkonen (2016) argued that research on homophily has underestimated the 

role of aspects of personality, such as personal values, in social relationships. In their 

examination of homogeneity in Facebook social networks, they found adults who 

prioritised Openness-to-Change or Self-Transcendence values had friends who were more 

likely to share these values. In contrast, they found that adults who prioritised Conservation 

or Self-Enhancement values had friends who were less likely to share the same values 

(Lönnqvist & Itkonen, 2016). Further, in a sample of 35 adolescents aged 16 years, 

Solomon and Knafo (2010) found that the similarity between friends went beyond their 

demographic resemblance. Specifically, they found that the basic values of self-direction 

and conformity, separated their four friendship network groups, accounting for 71% of 

group belonging. The authors suggested that this distinction in adolescents’ social networks 

may be related to difference in value-expressive behaviours. For example, conformity and 

power have been found to predict differences in violent behaviour (Knafo et al., 2008), and 

self-direction values has been found to predict motivation and achievement (Knafo & 

Schwartz, 2004).  

There is growing evidence in the adult literature that value-congruence and social support 

are related to wellbeing, including self-esteem. For instance, Sortheix and Lönnqvist (2015) 
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examined relations between personal values, value-congruence, interpersonal relationships 

and subjective-wellbeing in university students in three countries. They found that those 

individuals who had positive interpersonal relationships and whose personal value 

priorities were more congruent with their peers, reported higher levels of subjective-

wellbeing (Sortheix & Lönnqvist, 2015). They also found interpersonal relationships 

mediated the effects of value-congruence on subjective-wellbeing, suggesting that value-

congruence facilitated interpersonal relationships and thereby contributed to subjective-

wellbeing (Sortheix & Lönnqvist, 2015). However, Lönnqvist et al. (2009) found mixed 

support for relations between values-congruence and self-esteem. First, they found that for 

young adults, but not adolescents, values congruent with their pre-professional group 

average values (e.g., military cadets, social work, business, technology, and humanities 

students) correlated positively with self-esteem. Specifically, the basic values of 

universalism and achievement were strongly positively related to self-esteem when these 

values were important to the group; however, self-direction and hedonism values were 

positively related to self-esteem, regardless of whether those values were important to the 

group. More research is needed on the role of peer group values on wellbeing (Sortheix & 

Lönnqvist, 2015).  

2.7 Chapter 2 Summary 

This literature review was designed to provide the necessary background details for the 

conceptual development in Chapter 3. The first half of this Chapter reviewed the key values 

theory, values constructs, and what has been accomplished so far in children’s values 

research. Specifically, the review included a brief history of values research and important 

developments in values theory, including the Schwartz (1992) theory of human values, 
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which is the main focus of this thesis. It then reviewed the adolescent and limited children’s 

values research, identifying value priorities, value profiles and differences found in 

personal values before reviewing gender and age differences and values-behaviour 

relations in adults, adolescents and children. The remainder of this Chapter highlighted the 

values-wellbeing research relevant to this thesis, as there is currently no research on 

relations between values and wellbeing in middle childhood. This included a 

comprehensive overview of the complex relationships found between personal values and 

subjective-wellbeing in adults and adolescents, and a brief outline of the current children’s 

wellbeing research before focusing on the self-esteem literature as a key element of 

children’s wellbeing. As there is currently no research on relations between values and self-

esteem in middle childhood, important differences between adult and children’s self-

esteem measurement were discussed before reviewing adult and adolescent values and self-

esteem relations.  

This Chapter concluded with the important element of social support may play in values-

wellbeing relations. This part of the review first discussing the importance of attachment 

theory in children’s relationships and the significant impact of different types of social 

support on wellbeing relations and behaviour in children. Finally, it gave an overview of 

the few adult and adolescent studies that have examined the relations between value-

congruence, social support and wellbeing.  

Chapter 3 now focuses on the conceptual development in this thesis. It first highlights the 

research questions in this thesis, followed by a summary of the gaps in the research. It then 

outlines the development of hypotheses that are subsequently tested in the results Chapters.  
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Chapter 3 – Conceptual Development 

3.0 Introduction  

This thesis builds upon several distinct areas of research, outlined in Chapter 2, to inform 

the research questions and hypotheses detailed in the current Chapter. Many of the 

constructs that are implicated in the research questions have well developed literature, as 

discussed in Chapter 2. For example, there is extensive literature on children’s wellbeing, 

self-esteem, friendships, and social behaviours. However, very limited children’s research 

has linked any of these constructs with personal values. To date, this limited research has 

only examined value priorities and relations between values and prosocial and/or 

aggressive behaviours (e.g., Abramson et al., 2018; Benish-Weisman et al., 2019; Daniel 

et al., in press). The purpose of this Chapter is to develop the research hypotheses, linking 

values to subjective-wellbeing in middle childhood. 

The research questions described in Chapter 1 and repeated here focus on the potential 

relations between children’s values and their wellbeing, focusing on children in middle 

childhood, defined as around 6-12 years of age (A. Collins, 1984; DelGiudice, 2018). The 

overarching question for this thesis is:  

Are children’s personal values related to aspects of their wellbeing in middle childhood? 

The following research questions were chosen to delimit the research focus: 

RQ1. Do personal values relate to important aspects of children’s wellbeing, 

including their subjective-wellbeing and self-esteem? 

RQ2. Do personal values relate to children’s social behaviours, including their 
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behavioural strengths and total behavioural difficulties? 

RQ3. Do children’s perceptions of different types of social support moderate and 

or/mediate these relations?  

This Chapter is divided into three section. Section 3.1 summarises the gaps in the literature, 

Section 3.2 develops the hypotheses based on the three preceding research questions, and 

Section 3.3 gives a brief summary of the Chapter. 

3.1 Summary of the gaps in the research 

There is extensive literature examining the antecedents to self-esteem, wellbeing, and social 

behaviours. This is not surprising, as these are all important human requirements. However, 

there is still a significant gap in understanding how aspects of personality, such as personal 

values, relate to these constructs, especially in middle childhood.  

Values have been related to subjective-wellbeing and self-esteem, as well as prosocial and 

difficult behaviours, but the vast majority of this literature focuses on adults, and to a lesser 

extent on adolescents. With the exception of prosocial and difficult behaviours, very few, 

if any studies, explicitly examined relations between values and aspects of wellbeing in 

middle childhood.  

In fact, researchers have only recently found that children hold values that are similar in 

content and structure to adults; and that these values influence their social behaviours. This 

understanding creates the opportunity to extend what we know about adult and adolescent 

values and aspects of wellbeing to younger children. To help develop this knowledge, this 
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Chapter draws on theory and findings from the study of adults and adolescents to inform 

the development of hypotheses in middle childhood.  

The current research extends the existing literature by examining whether values-wellbeing 

relations exist much earlier than previously thought, which may have significant 

implications for understanding how both values and wellbeing develop throughout 

childhood. Findings from middle-childhood may also help to clarify some of the previous 

mixed findings on values-wellbeing relations in the adolescent and adult literature.  

The current research aims to provide a more comprehensive understanding of relations 

between values and wellbeing, by exploring the influence of value priorities and value-

congruence (with classmates’ and a best friend) on a range of wellbeing indicators, 

including subjective-wellbeing, self-esteem, and social behaviours. Further, this research 

also examines whether different types of perceived social support (i.e., parents, teachers, 

classmates, close friend) moderate or mediate potential relations between values and the 

range of wellbeing indicators chosen in this thesis. 

3.2 Hypotheses development 

This section discusses the theoretical reasoning behind values-wellbeing relations in middle 

childhood. First, it will focus on the link between value priorities, as well as value-

congruence, and wellbeing, including subjective-wellbeing, self-esteem (i.e., global self-

worth, scholastic, social, and behavioural competencies), and social behaviours (i.e., 

behavioural strengths and difficulties). Then, it will focus on the impact of different types 

of perceived social support on values-wellbeing relations.  
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3.2.1 RQ1: Values content and wellbeing  

As reported in Chapter 2, an extensive literature has examined relations between values 

and subjective-wellbeing, especially in adults, with only a few studies examining relations 

between values and self-esteem. Subjective-wellbeing and self-esteem have generally been 

examined in separate literatures; however, it is expected that they will have similar relations 

with values. Thus, the adult values-wellbeing literature and the values-self-esteem literature 

is relied upon to begin the process of hypotheses development for both values-subjective-

wellbeing and values-self-esteem relations, which is then modified with insight from the 

developmental literature. For social behaviours, insight will be draw from the values-

behaviour literature focusing on prosocial and aggressive behaviours, which include studies 

in middle childhood.  

Recent theoretical reasoning regarding direct relations between values and wellbeing have 

focused on (1) the content of values and their underlying motivations, (2) their alignment 

with the prevailing culture (value-congruence), and (3) their attainment (Schwartz & 

Sortheix, 2018). In terms of content, Schwartz and Sortheix (2018) argued that two higher 

order dimensions can be used to reveal the reasons for differences in the direction and 

strength of relations between values and subjective-wellbeing. Specifically, they proposed 

growth-focused values (i.e., Openness-to-Change and Self-Transcendence) promote 

subjective-wellbeing, whereas the opposing self-protective, anxiety avoidance values (i.e., 

Conservation and Self-Enhancement) undermine it. In addition, they argue that person-

focused values (i.e., Openness-to-Change and Self-Enhancement) promote subjective-

wellbeing, whereas the opposing social-focused values (i.e., Conservation and Self-

Transcendence) undermine it. Their reasoning for this was as follows:  
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1) growth-focused values motivate self-expansion, through self-actualisation and 

free-expression (Openness-to-Change values) or a focus on the welfare of others 

(Self-Transcendence values), which should promote feelings of wellbeing;  

2) person-focused values motivate expression of one’s ideas, abilities and feelings 

(Openness-to-Change values) or the quest for personal success and gains (Self-

Enhancement values), which should promote feelings of wellbeing;  

3) self-protective-anxiety avoidance values motivate the need to avoid threat and 

anxiety, through self-restriction, order and avoiding change (Conservation values) 

or asserting control and dominance to overcome anxiety (Self-Enhancement values) 

which may undermine feelings of wellbeing; and  

4)  social-focused values motivate concern for the outcomes of others, through 

concern and worry about others (Self-Transcendence values) or conformity to social 

expectations that limit personal autonomy (Conservation values), which may 

undermine feelings of wellbeing. 

Based on these arguments, summarised in Table 3.1, Openness-to-Change values 

should have the strongest positive influence and Conservation values the strongest 

negative influence on subjective-wellbeing in adulthood. Indeed, Sortheix and 

Schwartz (2017) found Openness-to-Change values were most strongly positively 

related to subjective-wellbeing and Conservation values most strongly negatively 

related to subjective-wellbeing; with Self-Transcendence and Self-Enhancement values 

being somewhere in between. However, Schwartz and Sortheix (2018) argued that these 

associations could be dependent on age and gender.  
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Table 3-1 Expected values-wellbeing relations in adulthood 

 Growth-

focused 

Social-focused Person-

focused 

Self-protective 

Self-Transcendence  + -   

Self-Enhancement   + - 

Openness-to-Change +  +  

Conservation  -  - 

Adapted from “Values that underlie and undermine wellbeing: Variability across countries. European 
Journal of Personality, from Sortheix and Schwartz (2017, p.190) (©European association of personality 
psychology used with permission) 

Schwartz and Sortheix (2018) found that with increasing age (15-29, 30-45, 45-65, 65+), 

relations between Openness-to-Change values and subjective-wellbeing were more 

positively correlated, while Conservation and Self-Enhancement values were more 

negatively correlated. Overall, all correlations were stronger with increasing age. They also 

found that Openness-to-Change and Self-Transcendence values were more positively 

correlated with subjective-wellbeing, for women than for men, whereas Conservation and 

power values were more negatively correlated with subjective-wellbeing for women than 

for men. Overall, all correlations were stronger for women than men. 

While Schwartz and Sortheix (2018) do not discuss the reasons why relations between 

values and subjective-wellbeing were weaker for younger people, it may be 

developmentally related. Specifically, development in cognition (e.g., self-

identity/autonomy) and moral reasoning may inform these relations. 

In the moral development literature, Kohlberg’s theory (1981) placed moral reasoning into 

a sociocultural context and argued that changes in a child’s perspective taking ability is the 

basis for shifts in their moral reasoning. Kohlberg proposed that prior to the age of 9 or 10, 
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children have pre-conventional moral reasoning, whereas around the age of 9 or 10 they 

begin to develop conventional moral reasoning. Pre-conventional moral reasoning is 

motivated by external pressures and has two stages (Kohlberg, 1981). Specifically, Stage 1 

focuses on concern about preservation of self-interests (i.e., avoiding punishment and 

attaining rewards) and stage 2 focuses on concern about what others can do for them (i.e., 

interest in the needs of others when it furthers their own interests). Whereas, conventional 

moral reasoning is motivated by conformity to social norms and also has two stages 

(Kohlberg, 1981). Stage 3 focuses on helping those closest to them such as family and 

friends (i.e., approval through upholding rules as determined by social norms and the 

development of empathy) and stage 4 focuses on the internalisation of rules and standards 

to maintain social order. Although Kohlberg’s stages have been criticised as being too rigid, 

researchers have found similar age-related stages beginning with more self-concern moving 

to a greater concern for others in later stages associated with age-based advances in thinking 

(e.g., Eisenberg, 1986). 

Early cognitive development literature proposed that identity formation is a developmental 

structural concept that develops predominantly during adolescence (Erikson, 1968; Marcia, 

1966). Identity formation involves creating a coherent sense of self, defining who one is, 

or will be, in relation to the world (Sokol, 2009). During the period of identity formation, 

an individual examines their need for increasing autonomy, their competencies and their 

goals, while exploring societal contexts and demands (Marcia, 2015). Prior to this identity 

formation stage, Erikson (1968) believed the process of identification takes place during 

middle childhood and lays the groundwork for identity formation during adolescence. The 

identification stage is where children take on characteristics of admired others (e.g., 
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parents, teachers or peers) and build on what they want to be and do (Sokol, 2009). As such, 

we might expect a weaker influence of the content of children’s values on subjective-

wellbeing and self-esteem than is found in adults. Drawing from this developmental 

perspective, the values-wellbeing relations in middle childhood may differ from that of 

adults shown in Table 3.1 and are summarised in Table 3.2.  

Table 3-2 Expected value-wellbeing relations in middle childhood 

 Growth-focused Social-focused Person-focused Self-protective 

Self-Transcendence positive  Neutral   

Self-Enhancement   Neutral negative 

Openness-to-Change neutral   positive   

Conservation  Neutral  Neutral 

First, the positive influence of the growth-focused values may be relevant in later 

middle childhood. For Self-Transcendence values, a focus on the wellbeing of others is 

more likely to occur in the conventional moral reasoning stage from the age of 9 or 10. 

However, for Openness-to-Change values, the positive effect on wellbeing is argued on the 

basis of self-actualisation and the need for freedom of expression, which develop from 

adolescence through adulthood. 

Second, the negative influence of the social-focused values is likely to be neutral in 

middle childhood. For Conservation values, the negative effect on wellbeing is argued on 

the basis of limitations to personal autonomy; however, the need for autonomy develops 

predominantly during adolescence, as such this effect is unlikely during middle childhood. 

For Self-Transcendence values, the negative effect on wellbeing is based on worry and 
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concern for others, which is thought to begin development around the age of 9 or 10, at the 

conventional moral reasoning stages, and is a part of identification during adolescence.  

Third, the positive influence of person-focused values may only be relevant in later 

middle childhood. The arguments about a positive effect of Openness-to-Change values 

on wellbeing focus on the expression of internal ideas, abilities and feelings, which develop 

cognitively in later middle childhood. However, the positive effect of Self-Enhancement 

values on wellbeing is unlikely to be present in middle childhood. Despite the quest for 

personal success and gains being relevant in pre-conventional moral reasoning, 

achievement of these goals are dramatically influenced by factors in the environment, 

which may limit any positive effect on wellbeing. 

Fourth, the negative effect of the self-protective values may be similar to that of adults 

for Self-Enhancement, but not for Conservation. For Self-Enhancement values, the 

arguments are based on the need to assert control and dominance to overcome anxiety 

which would negatively impact wellbeing. However, the negative impact of Conservation 

values on wellbeing is based on avoiding threat through self-restriction and preservation of 

the status quo, which is less likely to be problematic prior to identify formation in 

adolescence and would likely be encouraged in middle childhood. Developmentally the 

need to avoid threat and anxiety is present at the pre-conventional moral reasoning level in 

middle childhood (Kohlberg, 1981). 

Based on the combination of the values-wellbeing literature in adults and the 

developmental literature in childhood (see Table 3.2), the following hypothesized 

propositions can be made: 
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H1: Wellbeing will be  

(a) positively related to Self-Transcendence values; 

  (b) negatively related to Self-Enhancement values; 

(c) positively related to Openness-to-Change values. 

These propositions are also expected to be applicable to personal values and global-self-

worth relations. 

H2: Global self-worth will be  

(a) positively related to Self-Transcendence values; 

(b) negatively related to Self-Enhancement values;  

(c) positively related to Openness-to-Change values. 

However, additional hypotheses are made for self-esteem using the relevant domain 

specific competencies. It is expected that  

(d) Scholastic competencies will be positively related to Openness-to-

Change values; 

(e) Social competencies will be positively related to Self-Transcendence 

values; 

(f) Behavioural conduct will be positively related to Conservation 

values; 

(g) Behavioural conduct will be negatively related to Self-Enhancement 

values. 
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3.2.2 RQ2: Values and social behaviours (behavioural strengths and total 
behavioural difficulties) 

To date, no research was found to examine the relations between values and behavioural 

strengths (i.e., prosocial behaviours) and difficulties (i.e., total behavioural difficulties), as 

measured by the teacher reported strengths and difficulties questionnaire (Goodman, 2005). 

However, prosocial behaviours have been studied extensively in adults and to some extent 

in childhood. In adults, prosocial behaviour is positively related to Self-Transcendence and 

negatively to Self-Enhancement (e.g., Feldman et al., 2015; Kajonius et al., 2015; 

Lönnqvist et al., 2013; Seddig & Davidov, 2018). However, no consistent relations were 

found with Openness-to-Change or Conservation values, with Sanderson and McQuilkin 

(2017) suggesting that this may be dependent on the context.   

During adolescence, Self-Transcendence values promote prosocial behaviour (e.g., 

McDonald et al., 2015; Paciello et al., 2017). Similarly, in childhood, Daniel et al. (in press) 

found that children who attributed more importance to Self-Transcendence and 

Conservation values and less importance to Self-Enhancement values, were more likely to 

perform prosocial behaviours and less likely to perform aggressive behaviours, based on 

peer reported behaviours. 

Values and aggressive behaviours have also be studied in childhood, but mainly in 

adolescents. Overall, peer reported aggressive behaviours related negatively to Self-

Transcendence and positively to Self-Enhancement values (e.g., Benish-Weisman, 2015; 

McDonald et al., 2015). However, only small, but somewhat inconsistent effects were 

found with Openness-to-Change (positive) and Conservation values (negative) across 

studies and over time (e.g., McDonald et al., 2015; Ungvary et al., 2017).  
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Based on the values-social behaviour literature, the following propositions were made: 

H3: Reported behavioural strengths will be  

(a) positively related to Self-Transcendence values; and  

(b) negatively related to Self-Enhancement values. 

H4: Reported total behavioural difficulties will be  

(a) negatively related to Self-Transcendence values; and 

(b) positively related to Self-Enhancement values. 

3.2.3 Value-congruence and wellbeing 

An alternative view of values-wellbeing relations is based on value-congruence, rather than 

the content of personal values. For example, in adults, wellbeing has been found to be 

positively related to value-congruence with reference groups within work environments 

(Knafo & Sagiv, 2004; Tartakovsky, 2016), between married couples (Gaunt, 2006; Leikas, 

Ilmarinen, Verkasalo, Vartiainen, & Lönnqvist, 2018), and with the prevailing societal 

culture (e.g., Feather, 1991). In adolescents, value-congruence with extended family 

(Barni, Ranieri, & Scabini, 2012) and parents (e.g., Barni, Donato, Rosnati, & Danioni, 

2017; Boehnke, 2001; Knafo & Schwartz, 2004, 2008), has been positively related to 

wellbeing. However, no research was found to examine value-congruence and wellbeing 

relations in middle-childhood.  

As discussed in the literature review, Sagiv and Schwartz (2000) proposed three 

mechanisms by which value-congruence relates to wellbeing. The first two mechanisms 

support positive relations between value-congruence and wellbeing: (1) value-congruence 
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may provide more favourable conditions for goal-attainment; and (2) value-congruence 

may provide positive social support rather than negative social sanctions. However, a third 

mechanism was proposed to have negative relations with important aspects of wellbeing 

through internal conflict. That is, when the prevailing values in the social context are 

internalised and they conflict with the values system the person already holds. For instance, 

internal conflict might be stronger in bi-cultural individuals where they have internalised 

the mainstream cultural values and also hold values that differ from these mainstream 

cultural values. Internal conflict may also be common in children, as the middle childhood 

years are associated with enhanced sensitivity to the environment (DelGiudice, 2018), 

which includes awareness and acquisition of social norms (House, 2018; House et al., 

2013). Thus, endorsement of values that are congruent with the social environment should 

have generally positive relations with important aspects of wellbeing, whereas those in 

opposition should have negative relations.  

For the purpose of this research, two areas of value-congruence will be examined: value-

congruence with classmates’, which is a proxy for the school environment (mechanism 1), 

and value-congruence with a nominated best friend, which is a proxy for social support 

(mechanism 2). Thus, it is expected that:  

H5: Value-congruence with classmates’ will be 

(a) positively related to subjective-wellbeing; 

(b) positively related to global-self-worth; 

(c) positively related to behavioural strengths; and 

(d) negatively related to total behavioural difficulties. 
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H6: Value-congruence with a nominated best friend will be 

(a) positively related to subjective-wellbeing; 

(b) positively related to global self-worth; 

(c) positively related to behavioural strengths ; and 

(d) negatively related to total behavioural difficulties. 

3.2.4 RQ3: Values-wellbeing relations and social support  

As discussed in chapter 2, only a few adult studies (Deniz et al., 2016; Goodwin et al., 

2004; Sortheix & Lönnqvist, 2015) were found to examine relations between personal 

values and social support, with each using different scales to measure social support. For 

instance, Deniz et al. (2016) used the multidimensional scale of perceived social support, a 

12-item scale with 4-item subscales of family, friend and a special person (Zimet, Dahlem, 

Zimet, & Farley, 1988). Goodwin et al. (2004) used the interpersonal support evaluation 

list, a 40-item scale with 10-item subscales assessing perceived appraisal, emotional, 

esteem, and tangible support (S. Cohen, Mermelelstein, Kamarck, & Hoberman, 1985). 

Goodwin et al. (2004) found the basic values of stimulation, hedonism and benevolence 

(i.e., some of the Openness-to-Change and Self-Transcendence values) were positively 

related and tradition, conformity, and security values (all Conservation values) were 

negatively related to perceived social support. However, Deniz et al. (2016) found family 

support was positively related to the basic values of achievement (i.e., a Self-Enhancement 

value) and tradition (i.e., a Conservation value) and negatively related to stimulation values 

(i.e., an Openness-to-Change value).They also found friend support was positively related 

to benevolence (i.e., a Self-Transcendence value) and negatively related to tradition (i.e., a 

Conservation value).  
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In this thesis, Study 3 takes a different approach and examines whether different types of 

perceived social support (i.e., parent, teacher, classmates’, close friend) moderate or 

mediate values-wellbeing relations using a perceived social support scale specifically 

designed for children (Cummins & Lau, 2005). Thus, in terms of moderation, it is expected 

that: 

• H7: Social support will moderate the relations between  

(a) Self-Transcendence values and subjective-wellbeing,  

(b) Openness-to-Change values and subjective-wellbeing,  

(c) Self-Enhancement values and subjective-wellbeing. 

• H8: Social support will moderate the relations between  

(a) Self-Transcendence values and global self-worth  

(b) Openness-to-Change values and global self-worth  

(c) Self-Enhancement values and global self-worth. 

• H9: Social support will moderate the relations between  

(a) Self-Transcendence values and teacher reported behavioural 

strengths; 

 (b) Self-Enhancement values and teacher reported behavioural 

strengths.  

• H10: Social support will moderate the relations between  
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(a) Self-Transcendence values and teacher reported total behavioural 

difficulties;  

(b) Self-Enhancement values and teacher reported total behavioural 

difficulties.  

Alternatively, it is possible that social support will completely mediate values-wellbeing 

relations. Thus, as an alternative hypotheses it is expected that: 

• H11: Social support will mediate the relations between  

(a) Self-Transcendence values and subjective-wellbeing,  

(b) Openness-to-Change values and subjective-wellbeing,  

(c) Self-Enhancement values and subjective-wellbeing. 

• H12: Social support will mediate the relations between  

(a) Self-Transcendence values and global self-worth  

(b) Openness-to-Change values and global self-worth  

(c) Self-Enhancement values and global self-worth. 

• H13: Social support will mediate the relations between  

(a) Self-Transcendence values and teacher reported behavioural 

strengths;  

(b) Openness-to-Change values and teacher reported behavioural 

strengths; and  
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(c) Self-Enhancement values and teacher reported behavioural 

strengths.  

• H14: Social support will mediate the relations between  

(a) Self-Transcendence values and teacher reported total behavioural 

difficulties;  

(b) Openness-to-Change values and teacher reported total behavioural 

difficulties; and  

(c) Self-Enhancement values and teacher reported total behavioural 

difficulties.  

3.3 Chapter 3 Summary 

Overall, it is expected that children’s values will have a significant impact on several 

aspects of their wellbeing, including subjective-wellbeing, self-esteem, and social 

behaviours. All of these aspects of wellbeing are dependent on which values a child 

prioritises, with some of the higher order values having a positive affect while others will 

have a negative effect, in line with the compatibilities and conflicts in Schwartz (1992) 

theory of human values. Specifically, Self-Transcendence values are more likely to have a 

positive effect on their subjective-wellbeing, self-esteem, and behavioural strengths, 

whereas Self-Enhancement values are more likely to have a negative effect on their 

subjective-wellbeing, self-esteem and behavioural strengths. In addition, it is expected that 

children’s perceptions of different types of social support might moderate or mediate 

relations between values and aspects of wellbeing in middle childhood.  
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Chapter 4 – Research Approach and Methodology 

4.0 Introduction 

This thesis builds on a growing stream of research into children’s personal values using 

three quantitative studies. This quantitative research generally used well-established scales 

to test the formal hypotheses developed in the previous conceptual development Chapter. 

Thus, this Chapter is comprised of six sections that focuses on the research approach and 

methodology used in this thesis. Section 4.1 details how this thesis meets the ethical 

consideration requirements used in Australian research with children. Section 4.2 gives a 

detailed description of and justifications for the scales chosen for Studies 1, 2 and 3. Section 

4.3 details the participants and the data collection procedures used in each Study. Section 

4.4 addresses the preliminary data analysis completed prior to testing the hypotheses. 

Section 4.5 details the data analysis approach used to answer the research questions and to 

test the hypotheses in both Study 2 and 3. Section 4.6 details the additional hypotheses 

tested in only Study 3. Finally, Section 4.7 provides a brief summary of the Chapter. 

4.1 Ethical considerations 

When conducting research in Australia, the moral integrity of the researcher and therefore 

the research, is a critically important aspect of the research process in trying to ensure that 

the findings are trustworthy and valid. The term ethics is derived from the Greek word 

ethos meaning character. Ethical conduct “involves acting in the right spirit, out of an 

abiding respect and concern for one’s fellow creatures” (Australian Government, 2007, 

updated 2018, p. 3). In Australia, young children are considered vulnerable in the research 

process, therefore, children’s safety, wellbeing, emotional and psychological security must 
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be considered at all times throughout the research process (Australian Government, 2007, 

updated 2018, 4.2, p. 65-67). In Australia, all researchers must apply for ethics approval 

preceding any contact with schools, parents or children. To gain ethics approval for this 

thesis the three requirements of access, consent and anonymity were considered at every 

stage. Procedures for this are outlined below.  

4.1.1 Access 

Access to children in educational institutions is only allowed in Australia if approval is 

given first by the research institution, then by the overarching educational governing bodies 

in accordance with their application requirements, and finally by the principal of each 

school. For the current research, ethics approval was applied for and received from The 

University of Western Australia (UWA), then the overarching educational bodies within 

Western Australia and finally by each school principal. The original ethics approval for the 

study of children’s values was received from UWA in February 2012 (Approval Number 

RA/4/1/5188). Approval was received in March 2012 from the Catholic Education Office 

(CEO) and approval was received in May 2012 from the Department of Education (DoE). 

Final approval was also given by each school principal. Specifically, an application to the 

UWA ethics committee to extend the original project was applied for and approved in 

August 2014 for Study 1, in July 2016 for Study 2, and in October 2018 for Study 3. 

Permissions were then sought and obtained, from the Principal of each school participating 

in the projects in 2014, 2016, and 2018. Annual progress reports have since been submitted 

and approved by UWA (Approval Number RA/4/1/5188), and presentations of preliminary 

results have been shared with participating schools throughout the research process. 
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4.1.2 Seeking and giving Consent 

The Australian ethical guidelines for conduct in human research states, “a person’s decision 

to participate in research is to be voluntary and based on sufficient information and 

adequate understanding of both the proposed research and the implications of participation 

in it” (Australian Government, 2007, updated 2018, p. 16). An opt-in approach was used in 

for Study 1, then upon request of the schools, the opt-out approach to consent (updated 

section 2.3.6 of the Australian ethical guidelines: Australian Government, 2007, first 

updated in 2014), was applied for and approved, by the UWA ethics committee as an 

amendment, and utilised for the data collections in both 2016, and 2018. The opt-out 

approach satisfies the following requirements “involvement in the research is of low risk; 

reasonable attempts are made to provide information explaining the research to both parents 

and children; and a reasonable timeframe was allowed between information being given 

and the data collection, to allow the opportunity to decline participation” (Australian 

Government, 2007, updated 2018, p. 21). 

For each study, the guidelines outlined above were followed by, first approaching the 

principal in each participating school via email and then in follow up personal interviews 

to gain consent for the schools’ participation. For Study 1, parents and children signed 

consent forms prior to being included in the study, for Study 2 and 3, parents from each 

school were then sent an opt-out information letter via the school administration, either on 

paper and/or electronically, two to three weeks prior to data collection. For all studies, 

information was also placed on participating school websites and in the school newsletters. 

Contact details of the lead researcher and co-researcher were given via all communications 

to allow for any further questions to be addressed. All forms returned declining 
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participation of specific children/families were collected and collated by the researcher and 

those children named in the forms declining permission did not participate in the data 

collection. 

The ethics guidelines also require children to have some understanding of the research (i.e., 

“young children of developing maturity who are able to understand some of the relevant 

information and take part in limited discussion about the research, but whose consent is not 

required”, Australian Government, 2007, updated 2018, p. 65). Thus, during data 

collection, the research was explained to the children in an age appropriate manner, where 

all questions asked were answered. Those children who did not wish to participate in the 

research were able to return to their classroom or complete another task set by their 

classroom teacher.  

4.1.3 Anonymity and confidentiality  

According to the University of Western Australia human research guidelines (UWA, 2013) 

anonymity means ‘no personal information will be collected’, and confidentiality means 

‘the information will only be treated in the strictest confidence’. This study ensured the 

confidentiality of respondents by issuing all children with a unique reference number to 

allow completion of the online survey and included on all paper surveys. Once the 2012, 

2016 and 2018 data collection phases were completed, all data was collated from electronic 

and paper surveys, entering each child’s unique reference number into secure, password-

protected computers that are backed up regularly. All paper surveys were then stored in a 

locked cupboard, in a secure location in the UWA Business-school. Only those involved in 

the research were able to access children’s paper or electronic records.  
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4.2 Scale justification and description of measures used 

Well-established, commonly used scales were chosen to measure self-esteem (Study 2 and 

3), social behaviours (Study 2 and 3) subjective-wellbeing (Study 3), and social support 

(Study 3). These scales were specifically designed for use with young children (aged 6 to 

12 years) in primary school and have been used in many previous studies with children. 

These scales are outlined in Sections 4.2.3 to 4.2.5. However, the selection of a values 

instrument for children was more difficult, as most previous values instruments were 

designed for adults and only one instrument was found to be commonly used with children 

(i.e., PBVS-C: the picture-based values survey for children; Döring et al., 2010). The 

PBVS-C instrument was designed for children between 8 and 12 years of age and was 

subject to several limitations outlined in Chapter 2 (Section 2.3.2), including challenging 

caption wording that requires reasonable reading and de-coding skills, a limited number of 

scale points produced by the q-sort method, and static pictures that provide limited 

information. While this instrument was a big improvement over the use of adult surveys, it 

did not embrace the use of multimedia, known more effectively convey visual 

representations of unfamiliar elements than static images (Höffler & Leutner, 2007; Kim 

et al., 2008) and is available in all years of primary school in Australia. Thus, the decision 

was made to use a new animated, computer-based values instrument, specifically designed 

for young children, including those with limited reading skills. The new Animated Values 

Instrument (AVI) is briefly outlined in Section 4.2.2 with a more comprehensive outline is 

in Chapter 5, which outlines the introduction, testing and use of the AVI, which has now 

been published in a peer reviewed journal (see P. R. Collins et al., 2017). A revised version 
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of this instrument has also been published (AVI-r; Lee et al., 2017) and was used in Studies 

2 and 3.  

4.2.1 Overview of measures  

Table 4.1 provides an overview of each of the scales and subscales used in this thesis. It 

details the answer format, the number of items used to measure each construct, and the 

authors of each scale.  

Table 4-1 Overview of Scale Constructs 

Constructs  Subscales: # of 
Items 

Answer 
scale 

Developers 

Children’s 
Values: 
Animated 
values survey 
(AVI) 

Self-
reported 

Choice number 
Higher Order Values 
Basic Values 

42 
4 
10 

Choice of 
animations: 
Most like me 
and least like 
me 

P. R. 
Collins et 
al. (2017) 

Revised 
Animated 
values survey 
(AVI-r) 

Self-
reported 

Choice number 
Higher Order Values 
Basic values 

42 
4 
10 

Choice of 
animations: 
Most like me 
and least like 
me  

Lee et al. 
(2017)  
 

Self-Esteem:  
Self-Perception 
Profile for 
Children 
(SPPC) 

Self-
reported 

Total Items  
Scholastic 
Competence 
Social Competence 
Athletic Competence 
Physical Appearance 
Behavioural Conduct  
Global Self Worth  

36 
6 
 
6 
6 
6 
6 
6 

Structured 
alternative 
format (4-
point scale:   
1 = lowest 
competence,  
4 = highest 
competence) 

Harter 
(2012a)  
(Revised 
version of 
SPPC: 
Harter, 
1985a) 

Social 
behaviours: 
Strengths and 
Difficulties 
Questionnaire 
for Teachers 
(SDQ-T) 

Teacher
-
reported 

Total Items  
Behavioural conduct 
Hyperactivity 
Emotional symptoms 
Peer problems  
Behavioural Strengths 
Total Behavioural 
Difficulties 
Additional questions:  

25 
5 
5 
5 
5 
5 
 
20 
 
6 

3-point Likert-
type scale  
 
 
 
 
 
 
 
4-point Likert-
type scale 

Goodman 
(2005)  
Revised 
version of 
SDQ: 
Goodman, 
1997) 
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Social Support 
Social Support 
Scale for 
Children 
(SSSC) 

Self-
reported 

Total Items  
Perceived Parent 
Support 
Perceived Peer 
Support 
Perceived Teacher 
Support 
Close friend Support 

24 
6 
 
6 
 
6 
 
6 

Structured 
alternative 
format  
(4-point scale: 
1 = lowest 
competence,  
4 = highest 
competence) 

Harter 
(2012b)  
(Revised 
version of 
SSSC: 
Harter, 
1985b) 

Well-being 
Personal 
Wellbeing 
Index – School 
Children 3rd 
Edition (PWI-
PC) 

Self-
reported 

Total Items  
Happiness 
Subjective-wellbeing 

8 
1 
7 

11-point 
Likert-type 
scale 0 = very 
sad, 5 = not 
happy or sad, 
10 = very 
happy 

Cummins & 
Lau (2005) 

4.2.2 Measuring Children’s Values 

The newly developed Animated Values Instrument (AVI; P. R. Collins et al., 2017) and 

revised version (AVI-r; Lee et al., 2017) were used to measure children’s personal values 

in this thesis. The AVI (P. R. Collins et al., 2017) and the AVI-r (Lee et al., 2017) have 

been shown to be reliable and valid measures of personal values in children aged 5 to 12 

years. These instruments have attracted increasing attention by other researchers (e.g., 

Benish-Weisman et al., 2019; Daniel et al., in press) and are being translated into several 

language versions (e.g., Polish, Hebrew, Portuguese) for further testing. Thumbnail picture 

examples of the AVI animations are shown in Figure 4.1 (for details of the revised 

animations see supplementary materials in Lee et al., 2017). 
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Figure 4-1 Thumbnail examples of the AVI animations 

Personal copy of figures (P. R. Collins et al., 2017) 

Both the AVI and AVI-r employ best-worst scaling (see Louviere, Flynn, & Marley, 2015), 

which is an extension of the paired comparison method to the multiple-choice case. In both 

the AVI and AVI-r, 21 short 3-5 second animations were embedded in a Youden balanced 

incomplete block design, such that each animation is seen five times and each pair of 

animations is seen together once across 21 sets. Within each of the 21 sets, children are 

instructed to choose which animation they believe is “most like them” and which is “least 

like them”. Figure 4.2 provides a screenshot of the first subset in the AVI-r, while a 

screenshot of the first subset in the AVI is provided in Chapter 5.  
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Figure 4-2 Example of the first AVI-r subset 

Figure from “Does the intra-individual structure of values exist in young children?” Journal of Personality 

and Individual differences, by Lee et al. (2017, supplementary materials, personal copy). 

Scores for each value item for each child, are usually calculated by taking the number of 

times that a value item was chosen as ‘least like me’ from the number of times the same 

value item was chosen as ‘most like me’, and divided by five (which was the number of 

times the item appeared). However, other scoring options are also available (for 

information about scoring methods see Louviere et al., 2015). These value item scores 

range from -1 to +1, where a +1 (-1) occurs when a child selects the same value as most 

(least) like them in all of the five times it appears across the 21 subsets of values. This 

calculation results in an 11-point scale with higher scores indicating greater value 
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importance and zero being the mid-point of the scale. Following Schwartz et al. (2012), the 

relevant items were averaged to compute scores for each of the 10 basic values and then 

the 4 higher order values.  

In addition, scores for value-congruence were computed as the correlation between each 

individual child’s value priorities and that of (1) a nominated best friend or (2) the average 

score of their classmates’ (for further information about this method see Barni, Alfieri, 

Marta, & Rosnati, 2013; Döring, Makarova, Herzog, & Bardi, 2017; Knafo & Schwartz, 

2003). This correlation summarises the similarity in values for each pairing. To do this, the 

data were first restructured so each column represented a child, their nominated best friend 

and their average classmates’ values, with the rows representing the scores for each of the 

20 value items in the scale. Then, the correlations between children, their nominated best 

friend and their classmates’ were calculated and input into the original data sets.  

4.2.3 Measuring Self-Esteem  

The Self-Perception Profile for Children (SPPC: Harter, 2012a), an updated version of 

Harter’s original scale (1985b), was chosen because it is a well-accepted, well-established 

scale with good internal consistency, reliability and validity (e.g., Arens & Morin, 2017; 

Shevlin, Adamson, & Collins, 2003). The SPPC is a self-report measure with 6-items 

measuring global self-worth and 6-items measuring each of the domain specific 

competencies that measure self-esteem in children: social, scholastic, and athletic 

competence, physical appearance, behavioural conduct (Harter, 1985b, 2012a). Harter 

(2012a) reported good content validity, with all items directly asking about concepts that 

are credible markers for each of the different competencies. Studies 2 and 3 specifically 
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focused on the subscales of scholastic competence, social competence, behavioural 

conduct, and global self-worth, as these were expected to be related to values. 

The SPPC uses a unique ‘structured alternative format’ described by Harter (2012a, p.4) 

and depicted in Figure 4.3. It is based on the implication that half of the children in the 

world (or one’s reference group) view themselves in one way, whereas the other half, view 

themselves in the opposite manner. Harter designed this four-point answer format for 

children to give a bigger range of responses with the intention that it would enhance more 

honest choices, thus reducing social desirability responses (Harter, 1985a). First, children 

choose which alternate worldview is the most like them. Each child then ticks ‘sort of true 

for me’ or ‘really true for me’ on the same side as the alternate worldview they have already 

chosen (for more details see Harter, 2012a). An example for each of the domains used in 

this thesis are as follows: For scholastic competence, “Some kids feel that they are very 

good at their schoolwork BUT Other kids worry about whether they can do the schoolwork 

assigned to them”. For social competence, “Some kids find it hard to make friends BUT 

Other kids find it pretty easy to make friends”. For behavioural conduct, “Some kids often 

do not like the way they behave BUT Other kids usually like the way they behave” and for 

global self-worth, “Some kids like the kind of person they are BUT Other kids often wish 

they were someone else” (Harter, 2012a, p. 35-37).  

 
Figure 4-3 Example of the ‘structured alternative format’ 

Figure from “Self-Perception profile for children: Manual and questionnaires” 

University of Denver, Harter (2012a, p.4: Used with personal email permission, 30.11.19) 
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4.2.4 Measuring Well-being  

The Personal Wellbeing Index – School Children 3rd Edition (PWI-SC: Cummins & Lau, 

2005) was chosen because it is a well-accepted, established scale with good reliability and 

validity (see the Australian Centre on Quality of Life:                         

http://www.acqol.com.au/instruments#measures). This instrument is based on the adult 

Personal Wellbeing Index (PWI-A: Cummins, Eckersley, Pallant, Van Vugt, & Misajon, 

2003) and has been shown to measure the same underlying constructs in children (Tomyn, 

Fuller-Tyszkiewicz, & Norrish, 2014).  

The PWI-SC is a 10-item scale that uses an 11-point Likert type answer format that includes 

anchors at 0 (very sad), 5 (Not happy or sad) and 10 (very happy). The items include 

questions regarding overall happiness in life, standard of living, health, achievements, 

relationships, safety, and community. The PWI-SC gives researchers the opportunity to use 

individual domain scores or a personal wellbeing index (PWI). Study 3 used the PWI index 

as it’s considered a measure of subjective-wellbeing. The 7-items for the PWI are, “How 

happy are you about the things you have? Like money or the things you own.” “How happy 

are you with your health?” “How happy are you with the things you are good at?” “How 

happy are you about getting on with the people you know?” “How happy are you about 

how safe you feel?” “How happy are you about doing things away from your home?” “How 

happy are you about what may happen to you later on in your life?” 

Scores from the PWI-SC can be referenced to individual person and group normative data 

(Cummins & Lau, 2005). In this thesis, children will be compared to the Australian 

normative range for individual person data of 50-100 points and 73.4 to 76.4 for group 

normative data (Cummins & Lau, 2005).  

http://www.acqol.com.au/instruments#measures
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4.2.5 Measuring Social Behaviours  

The updated teacher-version of the commonly used Strengths and Difficulties 

Questionnaire (SDQ-T; Goodman, 1997, 2005), was chosen to assess children’s prosocial 

and difficult behaviours, over the Child Behaviour Check List (CBCL; Achenbach, 1991), 

1991), as the 118-item CBCL was considered too lengthy even by the author (Achenbach, 

1991). The SDQ-T is more appropriate for teacher reports, as it is a much shorter instrument 

for time-poor teachers, who were asked to complete 25-items for each child in their class.  

This instrument has a long history of use as a screening tool for mental health issues, with 

published norms for many countries, including Australia. It captures children’s teacher 

observed perceived behavioural strengths, in the form of 5-items related to prosocial 

behaviours, as well as 20-items related to their perceived total behavioural difficulties, 

which include 5-items from each of the four difficulties subscales (emotional symptoms, 

conduct problems, hyperactivity/inattention, and peer problems). The strengths and 

difficulties scales have been shown to have good validity and reliability (see Stone, Otten, 

Engels, Vermulst, & Janssens, 2010).  

This 25-item scale uses a 3-point answer format that includes anchors at 0 = Not True, 1 = 

Somewhat True, and 2 = Certainly True. Examples of items for the behavioural strengths 

scale include, “Shares readily with other children” and “Helpful if someone is hurt”. 

Examples of items for each of the four subscales from the total behavioural difficulties 

scale include “Many fears, easily scared”, “Often fights with other children”, “Easily 

distracted, concentration wanders”, and “Rather solitary, tends to play alone”. 
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The SDQ-T has six additional questions regarding children’s difficulties that uses a 4-point 

answer format, with varying anchors. Specifically, the first additional question asked about 

a child’s overall difficulties with emotions, concentration, behaviour, and ease of 

relationships, using the anchors (1) No, (2) Yes, minor difficulties, (3) Yes, definite 

difficulties, and (4) Yes, severe difficulties. The subsequent questions are only answered if 

the response was yes to the first additional question.  The next question asked about the 

length of time difficulties have been present, using the anchors (1) Less than a month, (2) 

1-5 months, (3) 6-12 months, and (4) over a year. The next four questions were (1) “distress 

their difficulties cause them”, (2) “how their difficulties interfere with their peer 

relationships”, (3) “how their difficulties interfere with their classroom learning”, and (4) 

“how much of a burden their difficulties are on the teacher or class as a whole”. Each of 

these four questions used the anchors (1) “Not at all”, (2) “Only a little”, (3) “Quite a lot”, 

and (4) “A great deal”. Scores from the SDQ-T will be referenced to the normative 

distribution for Australia (sdqinfo.com).  

4.2.6 Measuring Social Support  

The Social Support Scale for Children (SSSC; Harter, 2012b) is an updated version of 

Harter’s original scale (Harter, 1985a) . This scale has been reported as having good 

internal consistency, reliability and validity (e.g., Gordon-Hollingsworth et al., 2015). The 

SSSC is a multidimensional self-report scale that assesses perceived support from parents, 

classmates, teacher, and a close friend (Harter, 2012b).  

The SSSC scale uses the same ‘structured alternative format’ as the SPPC (Harter 2012a), 

depicted Figure 4.3, using a 4-point answer format. Example items for each subscale are 

(1) Parent support: “Some kids have parents who don’t seem to hear about their children’s 

http://www.sdqinfo.com/
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problems BUT Other kids have parents who do want to listen to their children’s problems”. 

(2) Teacher support: “Some kids don’t have a teacher who helps them to do their very best, 

BUT Other kids do have a teacher who helps them to do their very best”. (3) Classmate 

support: “Some kids have classmates they can become friendly with, BUT Other kids don’t 

have classmates they can become friendly with”; and (4) close friend support: “Some kids 

have a close friend who really understands them BUT Other kids don’t have a close friend 

who really understands them” (Harter, 2012b, p.18-19).  

4.3 Participants and procedures 

This section details the participants for each of the three studies in this thesis. It then details 

the procedures for each of the instruments used in Studies 1, 2 and 3. 

4.3.1 Participants  

Study 1 recruited 329 children aged 5 to 12 years, from five metropolitan, rural, and remote 

primary schools across Western Australia. These five schools were situated in very 

different cultural and socio-economic areas, including low, middle, and middle to high 

socio-economic. Three were Catholic schools, one was an independent school and another 

a small public primary school. Two schools were metropolitan and three were country 

schools.  

Studies 2 and 3 recruited children and teachers from a convenience sample of two 

metropolitan primary schools in Perth, Western Australia, as part of two larger data 

collections. Both schools were situated in similar, middle to high socio-economic areas.  
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Study 1 data was collected in 2012 using an opt-in methodology, whereas data for Study 2 

was collected in 2016 and data for Study 3 was collected in 2018 using an opt-out 

methodology. Opt-in required parents to sign and return permission slips, which resulted 

in lower than expected participation. Opt-out permission (outlined in Section 4.1) was 

approved prior to Study 2. In this case, only those parents who did not wish their children 

to participate in the study, were required to return their forms. Only three parents in Study 

2 and five parents in Study 3 chose to opt their children out of the study.  

Across the three studies in this thesis, 1,333 children participated in the research (see Table 

4.2). In Study 1, 329 children from pre-primary to year 6 completed the values survey (53% 

female; Mage = 8.64, SD = 2.129). In Study 2, only those children whose teachers completed 

the strengths and difficulties questionnaire for teachers (SDQ-T; Goodman, 2005), were 

included as this was part of a larger data collection effort. Specifically, 266 children from 

years 3 to 6 were included (52.3% female; Mage = 10.18, SD = 1.37) in Study 2. In Study 3, 

738 children from years 1 to 6 completed the values survey (50.4% female; Mage = 9.00, 

SD = 1.79), with at least 677 children completing each of the four additional surveys. Table 

4.2 outlines the sample size for the focal constructs in each study. Sample sizes varied, as 

some students were unavailable during the specific data collection allocated times due to 

excursions, events, and absenteeism, and were not able to complete one or more of the 

surveys. Additionally, some teachers failed to return the voluntary teacher reports on 

student social behaviours. 
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Table 4-2 Sample size and characteristics for each Study 
 

Study 1 Study 2 Study 3 

Values (AVI-r)  
Self-report 

329 266 738 

Best-Friends values  
Self-report 

 214 677 

Classmates values 
 Self-reported av. for class 

 265 738 

Self-esteem SPPC 
Self-report 

 266 721 

Wellbeing SSSC 
Self-report 

  718 

Social Behaviours SDQ-T 
Teacher-report 

 266 725 

Social Support PWI-SC 
Self-report  

  698 

Age 5-12 8-12 6-12 

Gender (Female) 53%  52.3% 50.4% 

4.3.2 Procedures  

Across all three studies, participating children were invited to complete a series of surveys 

as part of a larger study, during school hours, under the supervision of the researcher and 

research assistants. Consideration of children’s phonological processing ability (i.e., ability 

to decode and read with understanding) was also considered during the collection of data 

on paper surveys (which is outlined further in the appropriate subsection for each survey). 

Before answering each survey, each child was given a unique identification code to ensure 

confidentiality for all questionnaires. Additionally, in Studies 2 and 3, teachers were asked 

to evaluate their students’ social behaviours using the SDQ-T. 
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In each Study, children first completed the values instrument online, followed by a series 

of pen and paper surveys. Specifically, Study 1 focused on testing the new animated values 

instrument. Study 2 focused on examining relations between values and (1) self-esteem and 

(2) social behaviours. Study 3 focused on examining relations between values and (1) self-

esteem, (2) social behaviours, and (3) subjective-wellbeing. Study 3 also examined whether 

(4) social support moderated or mediated relations between values and each of the focal 

constructs. Data collection procedures for the five instruments used in this thesis are 

detailed below.  

4.3.2.1 Demographic and other information 

In all studies, age and gender were asked at the beginning of the online values survey and 

each child’s year level was provided by their school. In Studies 1 and 2, all participating 

children received a UWA thank you pen after completing all surveys. 

4.3.2.2 Values instrument procedures 

Children’s personal values were measured using online instruments on school computers 

(Studies 1 and 2) and iPads (Study 3). Prior to answering the survey, the researcher first 

introduced the instrument and then a student was chosen from the class to demonstrate 

procedures. This peer model procedure was used, as it has been shown to enhance 

children’s self-efficacy for learning cognitive skills better than using adult models (Schunk 

& Hanson, 1985).  

Under instruction from the researcher, the chosen peer model first demonstrated how to 

complete demographic questions (i.e., age, gender, their ID number) and then how to 

complete the first subset of the AVI or AVI-r. Specifically, the chosen peer model watched 
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the first set of five animations with the class and then completed this first set by dragging 

the smiley face at the bottom of the screen to the animation ‘most like them’ and dragging 

the sad face to the animation ‘least like them’(see Figure 4.2). Once both moves (i.e., drags) 

were completed, the chosen peer model demonstrated how to move onto the next set.  

The researcher then described several features of the values instrument to the children. 

These included, the number of sets, the location of a progress tracker (i.e., the icon in the 

left corner showing the subset number e.g., 1/21), and the fact that they must watch all 

animations, at least the first time they appear, but that all animations can be watched as 

many times as needed. Students were also informed that all unique animations are included 

in the first 6 sets, and that if they choose not to re-watch animations they already 

understood, the survey would take less time. Finally, the researcher clarified that children 

could choose the same animation multiple times across the 21 sets in the survey, as long as 

it was the most (least) like them in the set they were currently viewing. Assistance was 

available from the researcher or research assistants throughout the values survey for 

students experiencing any difficulties or needing further clarification.  

4.3.2.3 Self-esteem procedures 

In Studies 2 and 3, children completed the pen and paper self-perception profile for children 

(SPPC: Harter, 2012a), in their own classrooms under the supervision of the researcher. 

The researcher gave instructions on how to fill in the SPPC survey (see Harter, 2012a), 

prior to children completing an example question using the ‘structured alternative format’ 

as described in Section 4.2.2 and seen in Figure 4.3.  
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In year 1 classes, questions were read aloud by the researcher, either to the whole class or 

in small groups (on the recommendations of the teacher), to ensure children’s early reading 

ability did not interfere with the understanding of questions. In years’ 2 and 3 classes 

children with reading difficulties were read the questions in small groups by an adult (i.e., 

the researcher, research assistant, teacher or educational assistant). In years’ 4 to 6 classes, 

children were encouraged to ask for reading help where required or if specified by their 

teacher. All questionnaires were collected and collated by the researcher.  

4.3.2.4 Social behaviours procedures 

In Studies 2 and 3, teachers completed the social behaviours questionnaire, the SDQ-T 

(Goodman, 2005), for each child in their class during the two-week data collection period. 

Completed questionnaires were collected and collated by the researcher.  

4.3.2.5 Subjective-wellbeing survey procedures   

In Study 3, children completed the PWI-SC questionnaire. Following Cummins & Lau’s 

(2005) instructions, the 0 to 11 scale was explained to the children before they began the 

survey. In year 1 and 2 classes, children were read the questionnaire in small groups or as 

a class, whereas in years 3 to 6 classes, only those with reading difficulties, as identified by 

their teachers, were read the questions individually or in small groups. 

4.3.2.6 Social support survey procedures 

In Study 3, children complete the SSSC questionnaire (Harter, 2012b), directly after the 

SPPC questionnaire (Harter, 2012a), as they follow the same ‘structured alternative format’ 

described in Section 4.2.2 and seen in Figure 4.3. In year 1 and 2 classes, children were 

read the questionnaire in small groups or as a class, whereas in years 3 to 6 classes, only 
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those with reading difficulties, as identified by their teachers, were read the questions 

individually or in small groups. 

4.4 Preliminary data analysis approach 

Prior to data analysis the recommended preliminary data checks that are essential in 

quantitative research were completed (e.g., Field, 2012; Hair, Black, Babin, & Anderson, 

2014). All checks were made to ensure the data could be used for the different types of 

analysis used for the hypotheses testing. Specifically, Section 4.4.1 begins with a check of 

the adequacy of the sample size, response patterns, data entry and outliers. Section 4.4.2 

discusses how missing data were dealt with for each of the different surveys used. Section 

4.4.3 checks the assumptions for the analysis of hypotheses. Section 4.4.4 reports on the 

validity and reliability results for all studies.  

4.4.1 Preliminary Data Checks  

4.4.1.1 Sample size  

The sample sizes for all three studies in this thesis were beyond the required size for all 

analyses. G*power was used to calculate the required sample size for small (d = .2) effect 

sizes to be detected, using a range of Power values (.90 to .95) and a p-value of .05. 

Specifically, bivariate correlations with a Power of .95 and one-tailed p-value of .05 

requires a sample size of 262, whereas a Power of .90 and two-tailed p-value of .05 requires 

a sample size of 255. Thus, all three studies had an adequate sample size to find small 

effects, if they exist, in the planned bivariate correlations.  

For linear bivariate regression testing for differences between the slopes of 2 groups, using 

a Power of .95,  one-tailed p-value of .05, and a difference in slope of .02 requires a sample 
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size of 678, whereas a Power of .90, two-tailed p-value of .05, and a difference in slope of 

.02 requires a sample size of 660. Thus, in Study 3, the sample size of 738 is sufficient to 

find small effects in both planned correlation and regression analysis.  

For mean differences between two dependent means (matched pairs), using a Power of .95, 

and one-tailed p-value of .05 requires a sample size of 45, and two-tailed p-value of .05 

requires a sample size of 54. All three studies have an adequate sample size to find small 

effects, if they exist, in the planned individual mean differences for all groups except year 

4 (i.e., 26) in Study 2. Thus, year 4 will be combined with year 3 in Study 2 for all mean 

difference analysis.  

For mean differences between two independent means (two groups), using a Power of .95, 

and one-tailed p-value of .05 requires a sample size of 88 for each group, or a Power of .90, 

two-tailed p-value of .05, requires a sample size of 70 for each group. A two-tailed p-value 

of .05 requires a sample size of 105 for each group or a Power of .90, two-tailed p-value of 

.05, requires a sample size of 86 for each group. For Study 1, several age groups were 

combined to ensure adequate sample sizes (i.e., 5 and 6 year olds, 7 to 9 year olds, 10 to 12 

year olds). For Study 2 year 4 was combined with year 3 for all group tests, while Study 3 

had adequate sample size to find small effects, if they exist, in the planned group mean 

differences. 

4.4.1.2 Data checks 

During data entry, student identification numbers were checked against class lists, and 

problematic numbers were matched against names and genders before correcting the data 

(e.g., 30 children reversed a number in their identity number on some, but not all of their 
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paper surveys). After data entry, item frequencies were run to search for any data entry 

irregularities (e.g., 33 instead of 3), which were then checked against original 

questionnaires before correction of data entry errors.  

In adult research, straight lining of answers in a questionnaire (i.e., giving the same 

response for every question throughout) is seen as suspicious, and these respondents are 

often excluded (Hair et al., 2014). Although the developers of the personal wellbeing index 

for schoolchildren (PWI-SC: Cummins & Lau, 2005), suggested removing any children 

who checked all 0’s or all 10’s (i.e., straight lining), other research has shown this as 

problematic in children’s research. For instance, researchers from the Children’s Worlds 

project (Casas, 2019) found that many younger children seem to be extremely satisfied with 

their lives, thus recommending their inclusion. Therefore, the decision was made not to 

automatically drop straight liners, but rather proceed with analysis both with and without 

them. Where the results were similar, all children remained in the reported analysis. 

4.4.1.3 Outlier detection  

The existence of univariate and multivariate outliers were examined. Univariate outliers 

were examined by calculating the mean + or – 2.5 standard deviations and assessing 

whether any answers were above or below these limits (see Hair et al., 2014). Previous 

research (Tomyn, Fuller-Tyszkiewicz, Cummins, & Norrish, 2017; Tomyn et al., 2014) 

suggests that if the potential univariate outliers are < 5% of the data, and these scores do 

not significantly influence the mean scores on key variables, they can be retained for 

subsequent analysis (Pallant, 2016). Thus, as outliers are potentially important in this 

research, the decision was made not to automatically drop outliers, but rather proceed with 
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analysis both with and without them. Where the results were similar, all children remained 

in the reported analysis. 

Multivariate outliers were examined by calculating Mahalanobis distances (D2) and 

comparing them to two different thresholds. In method 1, the D2/df was compared with a 

threshold value of 3.5 and 4.0, as Hair et al. (2014) suggested that these values be used for 

larger samples. In method 2, the D2 values were compared to a χ2 distribution with the same 

degrees of freedom (i.e., number of predictors), using the threshold of p < .001 to identify 

outliers (Tabachnick & Fidell, 2013).  Hair et al. (2014) suggests that all outliers be retained 

in the data unless they are truly aberrant and not representative of observations. As 

multivariate outliers are also potentially important in this research they were retained, and 

all extreme outliers reported. 

In Study 1, outliers were not found in the data. In Study 2, between 0 and 8 children were 

identified as potential outliers in the univariate outlier detection for at least 1 scale. In each 

case, this number was < 5% of the data, with no significant influence on the mean, thus all 

data was retained. For the multivariate outlier detection, method 1 identified two potential 

outliers at a threshold value > 3.5 and one at a threshold value of > 4.  Using method 2, four 

potential outliers were identified. This accounted for less than 2% of the data, thus all data 

was retained. 

In Study 3, between 5 and 35 children were identified as potential outliers in the univariate 

outlier analysis for at least 1 scale. Specifically, the means and standard deviations were 

only affected in one case, where the mean for total difficulties dropped from 4.492 to 4.009, 

when 14 outliers were excluded. However, even this difference was less than 2% of the 
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scale range, and the outliers were likely to be meaningful as it might be expected that 

relatively few children experience extreme levels of social difficulties. Thus, all children 

were retained in the analysis. For the multivariate outlier detection, method 1 identified one 

potential outlier at a threshold value of 3.5 and none at a threshold value of 4. Using method 

2, 17 potential outliers were identified. This accounted for less than 3% of the data and had 

no effect on the means. Thus, these potential outliers were retained in all analysis. 

4.4.2 Missing data  

For all surveys, missing data was dealt with according to recommendations made by the 

developers of each instrument. First, the AVI and AVI-r had no missing data, as it has a 

forced choice online response format, requiring all questions to be answered.  

Second, the SPPC developer Harter (2012a) suggested that as long as a child answers a 

minimum of four out of six items in a given subscale, the means for each subscale are still 

considered accurate. Therefore, only children missing more than two items in a given 

subscale were excluded from analysis using that subscale. In Study 2 only one child and in 

Study 3 only four children had less than four out of the six items on any subscale. The data 

from these children on these subscales were removed prior to further analysis.  

Third, the SDQ-T developer recommend that if at least three of the five items are 

completed, the remaining scores can be replaced by their mean; however, if three or more 

items are missing scores are to be excluded from the analysis (see www.sdqinfo.com for 

details; Vaz et al., 2016). In Studies 2 and 3, there was no missing items in any of the 

teacher surveys. 
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Fourth, no recommendations for missing data were given for the personal wellbeing index 

for schoolchildren (PWI-SC). Therefore, the recommendations for the use of this scale 

provided by Casas et al. (2008) were followed. If four or more answers were missing from 

the eight questions, the data was excluded from the analysis for this instrument. In Study 

3, there were no respondents with more than three missing items on this scale.  

Fifth, no recommendations for missing data were given for the social support scale for 

children (SSSC). Therefore, the same procedures as Harter (2012a) were followed, as it has 

the same scale format. In Study 3, there were no respondents with more than one of the 

four items missing on this scale.  

4.4.3 Check of assumptions  

Following recommendations (e.g., Field, 2012; Hair et al., 2014), assumptions involving 

correlation or regression analysis were tested and compared with the appropriate rule of 

thumb prior to the main analyses in Studies 2 and 3. Specifically, the assessment of (1) 

normality, (2) homoscedasticity, (3) linearity, (4) normality of error terms and (5) 

multicollinearity were undertaken, as detailed below. 

4.4.3.1 Normality  

Normality refers to the shape of the data distribution and whether or not it corresponds to 

the normal distribution curve as this is the benchmark for statistical analysis (Hair et al., 

2014). Univariate normality was examined by computing the Kolmogorov-Smirnov test 

(K-S) and the Shapiro-Wilk test in SPSS v25. Mean difference tests, correlation and 

regression analyses all assume normality; however, these tests are generally considered to 

be robust to this assumption if the sample size is reasonable.  
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Where non-normality was found, the analysis used methods robust to this. Specifically, for 

(1) un-paired t-tests, the Mann-Whitney U test was used, (2) correlation analysis, the 

Spearman’s rho rank-order correlation coefficients was used, (3) ANOVA, the Kruskal 

Wallis test was used, and (4) linear regression, a check on whether the residuals (the 

differences between the observed values and the predicted responses from regression) were 

plausibly normal (J. D. Campbell & Swinskow, 2009). Where the residuals were non-

normal, Warp PLS was used to examine the impact of non-normality on the results. 

In all three studies, all variables failed the test of normality with both the Kolmogorov-

Smirnov test and the Shapiro-Wilk test being significant at the p < .001 level. In addition, 

all variables had significant skewness (+ or – 2) and kurtosis (+ or – 7). Thus, the 

alternatives described above were used for each analysis. 

4.4.3.2 Homoscedasticity  

Homoscedasticity refers to the assumption that dependent variables will exhibit equal 

variance across the range of independent or predictor variables (Hair et al., 2014). 

Homoscedasticity was tested using the Levene test in One-Way AVOVA. Field (2012) 

suggested a p ≤ .05 in the Levene test indicates that variances are significantly different, 

and homogeneity has been violated. Where this was the case, Spearman’s rank order 

correlations were used for the correlation analysis in Studies 2 and 3, and Hayes (2018) 3.3 

PROCESS macro for SPSS with heteroscedasticity-consistent standard error estimator 

(HC3) was used for the moderation/mediation analysis in Study 3. (Hayes, 2012) explains 

that when homoscedasticity is violated, the Ordinary Least Square (OLS) regression 

coefficients are unbiased, but the standard error estimator is biased, with the direction 

depending on the form of homoscedasticity, thus his macro corrects for this. 
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Table 4.3 shows that all of the relations in Studies 2 and 3 violate the homoscedasticity 

assumption. Therefore, the procedures outlined above were followed.  

Table 4-3 Violations to Levene test for heteroscedasticity in Study 2 and Study 3 

 Independent variables Dependent variables df F p 
Study  
2 

Self-Transcendence 
values 

Scholastic Competence 34, 266 1.667  .016 
Difficult behaviours 34, 228 2.193 <.001 
Prosocial behaviours 34, 228 2.675 <.001 

Self-Enhancement 
values 

Global self-worth 26, 230 1.989 .004 
Difficult behaviours 26, 231 2.348 <.001 
Prosocial behaviours 26, 231 3.710 <.001 

Conservation values Prosocial behaviours 31, 226 2.593 <.001 
Openness-to-Change 
values 

Scholastic Competence 34, 222 .805 .036 
Difficult behaviours 34, 223 1.995 .002 
Prosocial behaviours 34, 223 2.741 <.001 

Study  
3 

Self-Transcendence 
values 

Social Competence 90, 630 1.333 .028 
Global self-worth 90, 630 1.390 .014 
Difficult behaviours 89, 634 1.556 .002 
prosocial behaviours 89, 635 2.074 <.001 
teacher support 87, 610 1.392 .015 

Self-Enhancement Behavioural conduct 66, 653 1.708 .001 
Global self-worth 66, 654 1.489 .009 
difficult behaviours 66, 657 1.717 .001 
prosocial behaviours 66, 658 2.099 <.001 
parent support 66, 631 2.444 <.001 
classmate support 66, 631 1.354 .038 
close friend support 66, 630 1.650 .001 

Conservation Social competence 63, 657 1.408 .024 
Behavioural conduct 63, 656 1.496 .010 
global self-worth 63, 657 1.459 .015 
difficult behaviours 65, 658 1.725 .001 
prosocial behaviours 65, 659 1.906 <.001 
Subjective-wellbeing 65, 652 1.384 .029 
teacher support 62, 635 1.501 .010 

Openness-to-Change scholastic competence 58, 661 1.647 .002 
social competence 58, 662 1.352 .047 
global self-worth 58, 662 1.382 .036 
Subjective-wellbeing 58, 659 1.751 .001 
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4.4.3.3 Linearity 

Linearity is when plotted outcome variables and predictor variables approximate a straight 

line (Field, 2012). Linearity is required when using Pearson’s correlations and the 

PROCESS macro (Hayes, 2018) for moderation and mediation analysis. Thus, a check for 

non-linear relations was assessed using ANOVA and scatterplots in SPSS v25. The first 

solution for non-linear relations is the use of Spearman’s correlation coefficients. The 

second solution is to use transformations of non-linear relations for the planned moderation 

and mediation analysis (Hair et al., 2014).   

In Study 2 85%, and in Study 3 73%, of the relations between personal values and the 

dependent variables were linear, others were found to be either monotonic (i.e., S-Shaped 

curve), quadratic (i.e., U-shaped curve), or showing homoscedasticity. Thus, in Studies 2 

and 3, Spearman’s correlations were used.  

4.4.3.4 Independence of error 

Independence of error terms of the non-linear relations were tested using Durbin-Watson 

with bootstrap estimates in SPSS v25 (see Akter, 2014). The Durbin-Watson test detects 

the presence of autocorrelations at lag 1 in the residuals (i.e., prediction errors).  

In Study 2, all statistics fell within the thresholds of the Durbin-Watson test (i.e., the critical 

value being 2, where < 1 or > 3 are of concern; Field, 2012). In Study 3, there was only one 

statistic outside the thresholds of the Durbin-Watson test. Specifically, the higher order 

values and scholastic competence was .042. However, bootstrapping indicated this statistic 

was robust.  
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4.4.3.5 Multicollinearity 

Multicollinearity is when any single independent variable is highly correlated with other 

independent variables (Hair et al., 2014). Multicollinearity was assessed using Tolerance 

>.1 and variance inflation factor (VIF) <10 (Field, 2012). When multicollinearity is found 

this can be resolved by centring variables. However, in both Studies 2 and 3, all variables 

were within the required ranges for the Tolerance and VIF tests, indicating there were no 

problems with multicollinearity (see Table 4.4 and 4.5). As such, variables were not 

centred.  

Table 4-4 Test for Multicollinearity for Study 2 

 Self-
Transcendence 

Self-
Enhancement 

Conservation Openness-to-
Change 

Study 2 Tol. VIF Tol. VIF Tol. VIF Tol. VIF 

Scholastic Competence .320 3.120 .280 3.576 .343 2.917 .399 2.505 

Social Competence .323 3.100 .278 3.604 .340 2.942 .402 2.491 

Behavioural conduct .321 3120 .277 3.611 .340 2.939 .401 2.496 

Global self-worth .321 3.120 .277 3.611 .340 2.939 .401 2.496 

Total behavioural 

difficulties 

.320 3.121 .277 3.612 .340 2.942 .400 2.500 

Behavioural strengths .320 3.121 .277 3.612 .340 2.942 .400 2.500 

Note. Tol = Tolerance; VIF = variance inflation factor 
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Table 4-5 Test for Multicollinearity for Study 3 

 Self-

Transcendence 

Self-

Enhancement 

Conservation Openness-

to-Change 

Study 3 Tol. VIF Tol. VIF Tol. VIF Tol. VIF 

Scholastic Competence .539 1.854 .435 2.297 .707 1.415 .799 1.252 

Social Competence .538 1.857 .435 2.298 .707 1.415 .799 1.252 

Behavioural conduct .537 1.862 .434 2.306 .705 1.419 .795 1.258 

Global self-worth .538 1.857 .435 2.298 .707 1.415 .799 1.252 

Total behavioural 

difficulties 

.552 1.812 .443 2.256 .713 1.403 .803 1.246 

Behavioural strengths .552 1.813 .443 2.257 .713 1.402 .802 1.247 

subjective-wellbeing .544 1.837 .436 2.292 .706 1.415 .794 1.260 

Parent Support .535 1.871 .434 2.303 .712 1.405 .796 1.256 

Teacher Support .535 1.871 .434 2.303 .712 1.405 .796 1.256 

Classmate Support .535 1.871 .434 2.303 .712 1.405 .796 1.256 

Close Support .535 1.869 .435 2.301 .712 1.404 .796 1.256 

Note. Tol = Tolerance; VIF = variance inflation factor; SWB = Subjective-wellbeing 

4.4.4 Checking the reliability and validity of each scale  

Once tests of assumption were completed and prior to scoring the scales used in Studies 1, 

2, and 3, recommendations to test multi-item scales and subscales for validity and reliability 

were followed (e.g., Hair et al., 2014). Reliability is an assessment of consistency between 

multiple measurement variables, with internal consistency being the most commonly used 

reliability measure, as it assesses whether the items in the scales are all measuring the same 

underlying construct (Hair et al., 2014). Validity assesses to what extent a scale accurately 

represents the concept of interest, with convergent validity assessing whether measures of 

the same concept are correlated and discriminant validity assessing their distinctness (Hair 

et al., 2014).  
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Factor analysis was conducted for all measures that included sub-scales, as recommended 

by their developers. Specifically, the following procedures were followed: 

1. The data were considered to be adequate for factor analysis when the Kaiser-Meyer-

Olkin (KMO) values were > .6 and Bartlett’s test was associated with a p value of 

<.05 (Pallant, 2016).  

2. The number of factors were chosen based on a combination of criteria, including 

eigenvalues above 1, explained variance greater than 5% (Hair et al., 2014) and the 

number of subscales determined in the original scale.  

3. Factor loadings > ± .50 were preferred, although ±.30 to ±.40 were considered as 

minimally acceptable (Hair et al., 2014). As cross-loadings on some factors for the 

SDQ-T have been found in previous research, similar findings would entail 

following the recommendation to use the composite difficulties scales (e.g., van den 

Heuvel et al., 2017).  

4.4.4.1 The self-esteem questionnaire validity and reliability for Studies 2 and 3 

Consistent with Harter’s (2012a), principal component factor analysis with oblique rotation 

(i.e., Promax with Kaiser Normalization in SPSS) was used in Studies 2 and 3 to assess the 

existence of subscales in the self-esteem questionnaire – the SPPC. Harter (2012a) 

suggested that analysis be completed without the global self-worth subscale, as this 

subscale causes cross-loadings (Harter, 1985b, 1993, 2012a). 

The data met the conditions for adequacy for factor analysis, in both Study 2 and Study 3. 

Specifically, for analysis of the subscales, without global self-esteem, the KMO value 

exceeded .6 and Bartlett’s test was statistically significant, indicating the data was adequate 
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for factor analysis in both studies (Study 2 KMO = .845, Bartlett’s p <.001; Study 3 KMO 

= .893, Bartlett’s p <.001). For the global self-worth subscale, as expected, only one factor 

emerged in Studies 2 and 3. 

A 5-factor solution was chosen for both Studies 2 and 3 as this solution conformed to 2 of 

the 3 suggested rules. (1) The original scale had five factors and (2) each of the first five 

factors each accounted for more than 5% of the variance. Although, the eigenvalue > 1 rule 

indicated a 7-factor solution in Study 2 and a 6-factor solution in Study 3, the 5-factor 

solution was chosen for both studies for parsimony and meeting the other criteria. 

Specifically, in Study 2, the total amount of variance accounted for was 54%, with 

individual components each accounting for more than 5% of the variance:  25% for 

behavioural conduct, 10% for athletic competence, 7% for scholastic competence, 6% for 

physical appearance, and 5% for social competence. In Study 3, the total amount of 

variance accounted for was 52%, with individual components each accounting for more 

than 5% of the variance: 24% for athletic competence, 10% for behavioural conduct, 7% 

for scholastic competence, 6% for physical appearance, and 5% for social competence.  

Table 4.6 shows that each of the factor loadings for the self-esteem subscales in Study 2 

were above .5, with the exception of 3 items in Study 2. Two of the 3 items were retained 

as social competence item-6 was minimally acceptable at -.477, and although behavioural 

conduct item-1 cross-loaded with athletic competence, it was .630 on the correct factor. 

However, social competence item-4 was removed from the subscale as it did not load on 

the correct factor (.318).  
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Table 4-6 Study 2 Pattern Matrix for Self-esteem subscales (excluding GSW) 

 
Component 

1 2 3 4 5 
Behavioural Conduct: Item 4  .815     
Behavioural Conduct: Item 2 -.813     
Behavioural Conduct: Item 6 -.723     
Behavioural Conduct: Item 5  .692     
Behavioural Conduct: Item 3 -.630  .308    
Behavioural Conduct: Item 1 .585     
Athletic Competence: Item 4   .824    
Athletic Competence: Item 1   .730    
Athletic Competence: Item 3   .706    
Athletic Competence: Item 6  -.664    
Athletic Competence: Item 5  -.616    
Athletic Competence: Item 2  -.522    
Social Competence : Item 4   .318    
Scholastic Competence: Item 2    .790   
Scholastic Competence : Item 5    .762   
Scholastic Competence: Item 6   -.749   
Scholastic Competence: Item 1    .677   
Scholastic Competence: Item 4   -.667   
Scholastic Competence: Item 3   -.638   
Physical Appearance: Item 4     .770  
Physical Appearance: Item 3     .766  
Physical Appearance: Item 5     .755  
Physical Appearance: Item 2    -.746  
Physical Appearance: Item 1    -.653  
Physical Appearance: Item 6    -.577  
Social Competence: Item 1      .809 
Social Competence: Item 3      .735 
Social Competence: Item 5      .713 
Social Competence: Item 2     -.649 
Social Competence: Item 6     -.477 
NOTE. Principal Component Analysis Promax rotation with Kaiser Normalization converged in 
6 iterations. All coefficients less than .3 were suppressed. 
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Table 4-7 Study 3 Pattern matrix for self-esteem (excluding GSW) 

Pattern matrix 
Component 

1 2 3 4 5 
Athletic Competence: Item 1 .880     
Athletic Competence: Item 4 .820     
Athletic Competence: Item 3 .698     
Athletic Competence: Item 6 -.680     
Athletic Competence: Item 2 -.659     
Athletic Competence: Item 5 -.460     
Behavioural Conduct: Item 2  .798    
Behavioural Conduct: Item 6  .760    
Behavioural Conduct: Item 4  -.749    
Behavioural Conduct: Item 3  .739    
Behavioural Conduct: Item 5  -.652    
Behavioural Conduct: Item 1  -.528    
Scholastic Competence: Item 2   .751   
Scholastic Competence: Item 6   -.741   
Scholastic Competence: Item 5   .741   
Scholastic Competence: Item 1   .718   
Scholastic Competence: Item 3   -.705   
Scholastic Competence: Item 4   -.598   
Physical Appearance: Item 4    .799  
Physical Appearance: Item 5    .788  
Physical Appearance: Item 1    -.775  
Physical Appearance: Item 3    .720  
Physical Appearance: Item 6    -.584  
Physical Appearance: Item 2    -.539  
Social Competence: Item 1     .800 
Social Competence: Item 5     .800 
Social Competence: Item 3     .777 
Social Competence: Item 2     -.479 
Social Competence: Item 4     -.454 
Social Competence: Item 6 .317    -.357 
 

Note. Principal Component Analysis Promax rotation with Kaiser Normalization converged  in 6 iterations. 
All coefficients less than .3 were suppressed. 

Similarly, Table 4.7 shows that each of the factor loadings for the self-esteem subscales in 

Study 3 were above .5, with the exception of 4 items. Three of 4 items, athletic competence 

item-5, social competence item-2, and social competence item-4, were minimally 

acceptable at -.460, -.479 and -.454 respectively, and were retained. However, social 
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competence item-6, cross-loaded with athletic competence at .317 and was only minimally 

acceptable at .357 on the correct factor, so it was subsequently removed from the subscale.  

Finally, the internal consistency of scales are often assessed using Cronbach’s alpha (α), 

which varies between 0 and 1. Cronbach alpha (α) in both Studies 2 and 3 showed the 

internal consistency was acceptable for each subscale as they were above the acceptable 

range for α (i.e., above .70 or preferably .80), recommended by Hair et al. (2014). 

Specifically, in Study 2, scholastic competence α = .800, social competence α = .768 

(without item-4), athletic competence α = .803, physical appearance α = .817, behavioural 

conduct α = .816, and global self-worth α = .776. In Study 3, scholastic competence α = 

.805, social competence α = .758 (without item-6), athletic competence α = .802, physical 

appearance α = .813, behavioural conduct α = .802, and global self-worth α = .775. 

4.4.4.2 Social behaviours questionnaire validity and reliability for Studies 2 and 3 

Goodman’s recommendation at http://sdqinfo.com/py/sdqinfo/c0.py (last updated 

November 2016) for the strengths and difficulties questionnaire for teachers (SDQ-T), was 

to use principal component factor analysis with oblique rotation (i.e., Oblimin with Kaiser 

Normalization). This method was used to examine the SDQ-T for Studies 2 and 3 in SPSS 

v25. The SDQ-T data met the conditions for adequacy for factor analysis, in both Study 2 

and Study 3. Specifically, the KMO value exceeded .6 and Bartlett’s test was statistically 

significant (Study 2 KMO = .838, Bartlett’s p <.001; Study 3 KMO = .898, Bartlett’s p 

<.001).  

A 5-factor solution was chosen for both Studies 2 and 3 as this solution conformed to 2 of 

the 3 suggested rules, (1) the original scale had five factors and (2) each of the first five 

http://sdqinfo.com/py/sdqinfo/c0.py
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factors accounted for more than 5% of the variance. While the eigenvalue > 1 rule 

suggested a 6-factor solution for Study 2, it suggested a 5-factor solution for Study 3. 

Specifically, in Study 2, the total amount of variance accounted for was 63%, with 

individual components each accounting for more than 5% of the variance (except 

hyperactivity in Study 2) with 32% for behavioural strengths, 11% for emotional 

symptoms, 9% for conduct problems, 7% for peer problems and 4% for hyperactivity.  

In Study 3, the total amount of variance accounted for was 60%, with individual 

components each accounting for more than 5% of the variance: 30% for behavioural 

strengths, 11% for emotional symptoms, 8% for conduct problems, 8% for peer problems 

and 5% for hyperactivity. Each of the factor loadings for items that were expected to load 

on the factor were above .5 in both studies; however, similar to previous research there 

were significant cross-loadings, especially in Study 2 (see Table 4.8). Thus, the decision 

was made, as with past studies (e.g., van den Heuvel et al., 2017), to use a composite scale 

to examine total behavioural difficulties (i.e., a composite of emotional symptoms, conduct 

problems, peer problems and hyperactivity) for Study 2.  
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Table 4-8 Study 2 pattern matrix for the social behaviour subscales 

Pattern Matrix 

 
Component 

1 2 3 4 5 
Behavioural Strengths: Item 4 -.799     

Behavioural Strengths: Item 9 -.786     

Behavioural Strengths: Item 1 -.768     

Behavioural Strengths: Item 20 -.692  .335   

Hyperactivity /inattention: Item 21 -.570     

Behavioural Strengths: Item 17 -.515     

Peer problems: Item 14 -.511   .395  

Conduct problems: Item 7 -.442    -.378 
Emotional Symptoms: Item 24  .860    

Emotional Symptoms: Item 16  .801    

Emotional Symptoms: Item 8  .786    

Emotional Symptoms: Item 3  .549 .440   

Emotional Symptoms: Item 13  .519    

Peer problems: Item 6  .418    

Conduct problems: Item 22   .788   

Conduct problems: Item 18   .650   

Conduct problems: Item 12 .356  .650   

Conduct problems: Item 5   .609   

Peer problems: Item 11    .761  

Peer problems: Item 23    -.648  

Peer problems: Item 19   .448 -.648  

Hyperactivity /inattention: Item 15     .887 
Hyperactivity /inattention: Item 10     .869 
Hyperactivity /inattention: Item 2     .848 
Hyperactivity /inattention: Item 25     -.700 

  Note. Principal Component Analysis Oblimin rotation with Kaiser Normalization converged in 8    
iterations. All coefficients less than .3 were suppressed. 

In Study 3, each of the difficulties subscales appeared to be distinct with minimal cross-

loadings (see Table 4.9). Although 4 items cross-loaded with other factors, three produced 

acceptable factor loadings on their own factor: behavioural strengths item-1 =.570, 
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hyperactivity item-21 = .494, and peer problems item-14 =.517 so they were all retained. 

However, conduct problems item-7 was minimally acceptable.438, and was deleted. 

Table 4-9 Pattern matrix for social behaviours in Study 3 

 Note. Principal Component Analysis Oblimin rotation with Kaiser Normalization converged in 9 iterations.   
All coefficients less than .3 were suppressed. 

Pattern Matrix 

 

Component 

1 2 3 4 5 
Behavioural Strengths: Item 9 .803     

Behavioural Strengths: Item 20 .759     

Behavioural Strengths: Item 17 .753     

Behavioural Strengths: Item 4 .587     

Behavioural Strengths: Item 1 .570   -.369  

Emotional Symptoms: Item 8  .825    

Emotional Symptoms: Item 24  .787    

Emotional Symptoms: Item 16  .787    

Emotional Symptoms: Item 13  .674    

Emotional Symptoms: Item 3  .570    

 Hyperactivity /inattention: Item 2   .940   

Hyperactivity /inattention: Item 10   .911   

Hyperactivity /inattention: Item 15   .873   

Hyperactivity /inattention: Item 25   -.689   

Hyperactivity /inattention: Item 21 .356  -.494   

Conduct problems: Item 7 .379  -.438   

Conduct problems: Item 12    .758  

Conduct problems: Item 18    .710  

Conduct problems: Item 5    .617  

Conduct problems: Item 22    .505  

Peer problems: Item 11     -.705 
Peer problems: Item 23     .640 
Peer problems: Item 6     .630 
Peer problems: Item 19     .520 
Peer problems: Item 14 .447    -.517 
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Finally, Cronbach’s alpha (α) were calculated for the behavioural strengths and total 

behavioural difficulties subscales. In Studies 2 and 3, the internal consistency was 

acceptable for each subscale. Specifically, in Study 2, behavioural strengths α = .828 and 

total behavioural difficulties α = .880 and in Study 3, behavioural strengths α = .829 and 

total behavioural difficulties = .867. For the difficulties subscales in Study 3, three of the 

four alphas were acceptable: emotional symptoms α = .794, hyperactivity/inattention α = 

.886, and conduct problems α = .754. While the peer problems α = .662, deleting any of the 

peer problem items only improved the reliability marginally (an increase > .02), as such all 

of the items were kept, and this potential limitation acknowledged. 

4.4.4.3 Subjective-wellbeing scale reliability for Study 3 

The 7-item subjective-wellbeing component of the personal wellbeing index for 

schoolchildren (PWI-SC), was just below the acceptable alpha of .7 (i.e., Cronbach’s alpha 

= .688) for Study 3. However, the principal component factor analysis across the original 

11-item PWI-SC scales showed that all 7-items loaded on one factor, with a variance 

accounted for of 35.7 %.  

4.4.4.4 Social support scale reliability for Study 3 

In Study 3 and following Harter (2012b), principal component factor analysis with oblique 

rotations (i.e., Promax with Kaiser Normalization) in SPSS v25 was used for the social 

support scale for children (SSSC). The data met the conditions for adequacy for factor 

analysis, with the KMO exceeding .6 and Bartlett’s test being statistically significant (i.e., 

KMO = .912, p <.001). Although the eigenvalue >1 rule suggested 5 components, a 4-factor 

solution was chosen for Study 3 as this solution conformed to two of the three suggested 

rules. This solution was consistent with the original scale, and variance accounted for more 
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than 5% of the variance with the total amount of variance accounted for was 52%; 30% for 

friend social support, 10% for teacher social support, 7% for parent social support and 7% 

for classmate social support. Further, all of the factor loadings were high will all at least 

minimally acceptable being > .40 with no cross-loadings (see Table 4.10). Finally, 

Cronbach’s alpha showed that the internal consistency was acceptable for each subscale. 

Specifically, friend social support α = .839, teacher social support α = .834, parent social 

support α = .794, and classmate social support α = .723.  

Table 4-10 Pattern matrix for social support in Study 3 

Pattern Matrix 
Component 

1 2 3 4 
Friend Support: Talk too about what bothers them .932    

Friend Support: Tell problems .875    

Friend Support: Understands .824    

Friend Support: Care about feelings -.622    

Friend Support: Listens to them -.559    

Friend Support: Spend time with -.475    

Teacher Support: Cares about them  .836   

Teacher Support: Help with problem/upset  .817   

Teacher Support: Cares when feel bad  -.768   

Teacher Support: Fair  -.689   

Teacher Support: Do their best  -.682   

Teacher Support: Treats like a person  .663   

Parent Support: Care about feelings   -.797  

Parent Support: Treats like person who matters   -.755  

Parent Support: Hear about problems   .748  

Parent Support: Understand   .644  

Parent Support: Likes way they are   -.640  

Parent Support: Important   .626  

Class Support: Play in games    .814 
Class Support: Make fun    .738 
Class Support: Solitary    .608 
Class Support: Pay attention to what they say    -.481 
Class Support: Likes way they are    -.478 
Class Support: Friendly with    -.473 

Note. Principal Component Analysis Promax rotation with Kaiser Normalization converged in 6 iterations. 
All coefficients less than .3 were suppressed. 
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4.4.4.5 Validity of scales 

It is important to consider the amount of variance in any model that are captured by the 

constructs, including the amount of variance due to measurement error or the variance 

shared by a combination of the indicators. Most of the measures used multiple-item scales 

that had been found to have good reliabilities in their original applications and enable 

reliability and validity to be assessed in well-developed ways (Hair et al., 2014). Thus, 

discriminant, and convergent validity were assessed using Fornell and Larcker (1981) 

method.  

Discriminant validity assesses the degree to which conceptually similar concepts are 

distinct, with low correlations indicating the sub-scales are sufficiently different to the other 

constructs (Hair et al., 2014). The average variance extracted (AVE) assesses the variance 

verses the measurement error with values ≤ .5 recommended (Fornell & Larcker 1981). 

Specifically, the AVE in Studies 2 and 3 were first calculated by dividing the sum of the 

factor loadings squared by the number of latent construct items in each scale. Discriminant 

validity between paired constructs was then assessed by comparing the summed square 

roots of their AVE scores with their correlations. If the square root of their AVE score is 

greater than the correlations with the other constructs (items), discriminant validity is 

achieved (Fornell & Larcker 1981).  

Convergent validity assesses the degree to which variables measure the same concept, with 

high correlations indicating the scale is measuring similar constructs (Hair et al., 2014). 

Convergent validity was assessed by using the AVE and construct reliability (CR). 

Specifically, the AVE was calculated by dividing the sum of the factor loadings squared by 

the number of latent construct items in the scale and CR was calculated by using the sum 
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of factor loadings squared, divided by the factor loadings squared plus the error variance. 

Fornell & Larcker (1981) recommended values ≤ .50 for the AVE and values of > .70 for 

CR. However, Fornell & Larcker (1981) also proposed an AVE below .50 could be 

considered if the CR is above .70. 

Tables 4.11 to 4.13 shows the composite reliability (CR), the square root of the AVE and 

the correlations between the constructs (items) in the off diagonal. Each of the Tables shows 

the CR was above .70; however, social competence was below .50 in both studies (see 

Table 4.11). Specifically, social competence AVE = .471 in Study 2 and AVE = .464 in 

Study 3. However, discriminant reliability was considered acceptable, as the square root of 

the AVE was higher than the correlations coefficient in the off diagonal for both constructs.  

Table 4-11 Validity of the self-esteem subscales for Studies 2 and 3 

Study 2  

CR 

The 
Square 
root of 
AVE 

Correlations between items 

SPPC items 
Behavioural  
Conduct  

Scholastic  
Competence 

Social  
Competence 

Behavioural Conduct .861 .511 .715 
  

Scholastic Competence .863 .513 -.384 .716 
 

Social Competence .812 .471 .204 -.317 .686 

Study 3      
SPPC items      
Behavioural Conduct .857 .504 .710   
Scholastic Competence .859 .606 .442 .779  
Social Competence .803 .464 -.274 -.311 .681 

 Note: CR = Composite reliability; AVE = average variance extracted 

For social behaviours in Study 3, three of the five AVEs (see Table 4.12) were below .50, 

(i.e., AVE = .491 for behavioural strengths, AVE = .428 for conduct problems, AVE = .368 

for peer problems). For behavioural strengths, discriminant reliability was considered 
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acceptable, as the square root of the AVE was higher than the correlations coefficient in 

the off diagonal for each construct. However, for conduct problems the AVE = -.428 was 

lower than the hyperactivity coefficient in the off diagonal (i.e., AVE = -.450); for peer 

problems the AVE = .368 was also lower than the emotional symptoms in the off diagonal 

(i.e., -.387). As these differences were small and the CR were all well above .70, they were 

retained with considerations applied when discussing the results. 

Table 4-12 Validity of the strengths and difficulties subscales for Study 3 

Study 3  
square 
root of 
AVE 

Correlations between items 

 

SDQ-T Items CR Beh St Em Sy Hyper Con Pr Peer Pr 

Behavioural Strengths .826 .491 .701         
Emotional Symptoms .852 .540 -.215 .735 

   

Hyperactivity .894 .639 -.384 .304 .800 
  

Conduct Problems .746 .428 .299 -.341 -.450 .655 
 

Peer Problems .742 .368 .204 -.387 -.317 .328 .607 
Note: CR = Composite reliability; AVE = average variance extracted; Beh.St = behavioural strengths; Em 
Sy = emotional symptoms; Hyer = hyperactivity/inattention; Con Pr= conduct problems; Peer Pr = Peer 
problems 

For social support in Study 3, two of the four AVEs (see Table 4.13) were below .50, (i.e., 

AVE = .497 for parent support; AVE = .377 for classmate support). Parent support AVE = 

.497 was lower than the coefficient in the off diagonal (i.e., -.538), and for classmate 

support AVE = .377 was lower than the coefficient in the off diagonal (-.379, -.440, and -

.538). As these differences were high but the CR was well above .70, they were retained 

with consideration applied when discussing the results. 
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Table 4-13 Validity of the social support scales for Study 3 

Study 3  The 
square 
root of 
AVE 

Correlations between items 
 

SSSC items CR Friend Teacher parent Class 
Friend support .869 .540 .735       

Teacher support .882 .556 .381 .746 
  

Parent support .854 .497 -.386 -.440 .705 
 

Class support .775 .377 -.538 -.379 .393 .614 
 Note: CR = Composite reliability; AVE = average variance extracted 

4.4.4.6 Reliability of the values instruments in Study 1 to 3 

Both the animated values instrument (AVI; P. R. Collins et al., 2017) and the revised 

animated values instrument (AVI-r; Lee et al., 2017) are based on best-worst scaling. Thus, 

consistency of choice was chosen as the appropriate measure of reliability. Consistency of 

choice was calculated by examining the frequency of each child’s most and least value 

choices across all value items. That is, children who chose their most (least) value 4 or 5 

times out of the 5 times it appears, were considered very consistent in their values choice. 

Children who chose most (least) 3 times out of the 5 times it appears were considered 

consistent, whereas those who choose most (least) less than 3 times out of the 5 times it 

appeared were considered inconsistent in their value choices (for details see P. R. Collins 

et al., 2017).  

Across all three studies, the vast majority of children were highly consistent or consistent 

in their choice of most (least) values. In Study 1, 87% (90%) of 5 year olds, 92% (90%) of 

6 year olds, 95% (100%) of 7 year olds, 97% (100%) of 8 year olds and 98% (100%) of 9 

year olds and 100% (100%) of 10-12 year olds were consistent in their most (least) value 

choices. In Study 2, 100% (98%) of 8 year olds, 94% (100%) of 9 year olds, 100% (100%) 

of 10 year olds, 99% (100%) of 11 year olds, and 100% (100%) of 12 year olds were highly 
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consistent or consistent in their most (least) value choices.  In Study 3, 97% (96%) of 6 

year olds, 93% (99%) of 7 year olds, 96% (100%) of 8 year olds, 97% (100%) of 9 year 

olds, 98% (99%) of 10 year olds, 99% (97%) of 11 year olds, and 98% (97%) of 12 year 

olds were highly consistent or consistent in their most (least) value choices.  

4.4.4.7 Validity of the personal values data 

Personal values data has been most commonly assessed by comparing 2-dimentional 

multidimensional scaling (MDS) maps with Schwartz (1992) theoretical values structure. 

Following Schwartz et al. (2012) recommendations, the validity of children’s personal 

values in Studies 1, 2 and 3 was conducted using MDS PROXSCAL procedure in SPSS 

v25, with an initial theory driven custom configuration, with ordinal proximity 

transformations, Euclidian distance measures, and Z-score transformations. The initial 

custom configuration (i.e., where an item should start) was specified a priori, based on its 

theoretical location around the circle. 

Kruskal’s Stress-1 (1964) which measures the loss of information that occurs when data 

are represented in a two-dimensional space was used to assess the fit. Early research 

suggests a perfect MDS solution would have a Stress-1 of 0, indicating the distance in the 

MDS solution fit the data exactly (i.e., Stress-1 of ≤ to 0.1 would be acceptable; Kruskal, 

1964).  However, later researchers believed acceptable Stress-1 is < 0.20 (Mair, Borg, & 

Rusch, 2016). In addition, Schwartz (1992, p.30) proposed a second indicator of fit is the 

number of “moves” required to fit the ideal order of values from the observed order (i.e., 

to place the item into the correct theoretical position in the circle). Specifically, joint or 

overlapping regions (i.e., co-located) count as half a move, mixed regions and reversals as 

one move, and multiple moves are counted individually.  
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The MDS plot from all three studies fit the data well. Specifically, for Study 1, Kruskal's 

Stress-1 = .063 and the dispersion accounted for (DAF) = .996. For Study 2, Kruskal's 

Stress-1 = .073 and DAF = .995. For Study 3, Kruskal's Stress-1 = .090 and DAF = .992.  

In line with Schwartz (1992), all three studies showed the location of the value items around 

the circle corresponded to the theoretical order with few exceptions. In Figures 4.4 to 4.6 

the darker division lines in the map indicate the four higher order values while the lighter 

division lines indicate the 10 basic values. Figure 4.4 for Study 1 shows tradition is the only 

minor deviation, located within the Self-Transcendence higher order region, rather than the 

Conservation region.  

 

Figure 4-4 Study 1 MDS 10 basic values 

N = 329 (Stress 1 = .063, DAF = .996) 
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Figure 4-5 MDS values results for Study 2 

N = 266 (Stress 1 = .073 DAF = .995) 

 
Figure 4-6 Values for Study 3 

N = 738 (Stress 1 = .090=92, DAF = .992) 
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Figure 4.5 shows for Study 2, all 4 higher order values and 10 basic values are in the correct 

theoretical locations. Figure 4.6 shows for Study 3, there is only one minor exception to the 

theoretical order; benevolence and universalism have reversed. However, this has also been 

found in other children’s values studies for 6-7year olds (Benish-Weisman et al., 2019).  

4.5 Data analysis approach to test hypotheses in Studies 2 and 3 

This section of the methodology details the data analysis approach that was used to answer 

the research questions and test the hypotheses presented in Chapter 3. Specifically, Section 

4.5.1 details the descriptive analysis of the scales used. Section 4.5.2 details the correlation 

and regression analysis used in Studies 2 and 3. Section 4.5.3 details the mediation and 

moderation analysis approach used in Study 3.  

4.5.1 Descriptive statistics 

Descriptive statistics (i.e., means and standard deviations) were generated for all constructs 

and are reported in each of the following 3 Chapters (i.e., Study 1 in Chapter 5, Study 2 in 

Chapter 6 and Study 3 in Chapter 7). Specifically, these Chapters’ report on children’s (1) 

personal values in all three studies; (2) value-congruence with classmates’ and a best friend 

in Studies 2 and 3; (3) self-esteem, in Studies 2 and 3; (4) social behaviours in Studies 2 

and 3; (5) subjective-wellbeing in Study 3; and (6) social support in Study 3. 

In Studies 2 and 3, prior to reporting the descriptive statistics for value-congruence, a 

Fisher-Z transformation was calculated for all value-congruence correlations (Lenhard & 

Lenhard, 2014). Fisher-Z transforms the sampling distribution of Spearman’s r (i.e., the 

correlation coefficient) into a normal distribution or Z-score using the formula Z’ = .5 [ln 
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(1+r) – ln (1-r)]. The mean Z-score was calculated before transforming this mean back into 

a correlation.  

As differences in personal value priorities, self-esteem, subjective-wellbeing and social 

behaviours have been found for age and gender in children’s research, differences in means 

were tested using one-way multivariate analysis of variance (MANOVA) or one-way 

analysis of variance (ANOVA) using Wilks’ Lambda. As the data was collected at the end 

of the school year in Studies 2 and 3 and significant development related to school year 

were expected, a correlation between age and school year was examined. It was found that 

the correlation between age and year group was high (r = 0.847; r = 0.951, respectively). 

Thus, the children’s year group was used as a representation of age in both studies. One-

way MANOVA or ANOVA were used to examine possible year group, gender, and year 

group by gender differences for all correlations (i.e., personal values, relevant domain 

specific competencies, and social behaviours in Study 2; and personal values, subjective-

wellbeing, global self-worth, the relevant domain specific competencies, social behaviours, 

and perceived social support in Study 3). Independent t-tests were then used to compare 

the means of all statistically significant results. 

4.5.2 Assessing Direct Relations 

The hypotheses outlined in Chapter 3 described direct relations between values and self-

reported self-esteem (Studies 2 and 3), teacher reported social behaviours (Studies 2 and 

3), and self-reported subjective-wellbeing (Study 3). To assess these relations, Spearman’s 

rank order correlations were used to determine their strength. For this analysis, regression 

was not used in order to avoid problems with normality and heteroscedasticity, as well as 

potential multicollinearity and the ipsatisation of values scores. Statistically significant 
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relations are reported at the <.001, .01, and .05 levels. In addition, results for social 

behaviours are compared against published norms for Australian children. Further, 

subjective-wellbeing data was compared to individual person and group normative data for 

the PWI-SC (Cummins & Lau, 2005).  

4.6 Further data analysis approach in Study 3 

In the conceptual development Chapter, different types of perceived social support were 

hypothesised as a moderator or mediator of relations between children’s value priorities 

and value-congruence with each of the focal wellbeing constructs (i.e., subjective-

wellbeing, self-esteem, and social behaviours). Section 4.6.1 details the use of the 

PROCESS macro for SPSS v25 for regression analysis. Section 4.6.2 outlines procedures 

for examining the possibility of different types of perceived social support moderating 

personal value relations with the focal wellbeing constructs. Section 4.6.3 outlines 

procedures for examining the possibility of social support mediating personal value 

relations with the focal wellbeing constructs.  

4.6.1 Regression analysis using PROCESS 

Regression analysis using Hayes (2018) PROCESS macro employs bootstrap resampling 

to test the indirect effects. Bootstrapping is the process of subsamples drawn randomly, 

with replacement, from the original data with each subsample used to estimate the indirect 

effects found in the population at a 95% confidence interval (CI). If the indirect effects 

contain the number zero, the parameter is not considered significant; however, if the CI 

does not contain zero, mediation has occurred (Hayes, 2018). As per best practice, indirect 
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effects were tested using bootstrap resampling at the minimum number of 5000 samples as 

recommended by Hair et al. (2014). 

4.6.2 Social support as a moderator 

The PROCESS (Hayes, 2018) macro for moderation in SPSS v25 using model-1 was 

chosen to examine whether different types of social support moderates the relations 

between personal values and each of the focal wellbeing constructs (i.e., subjective-

wellbeing, the domain specific competences for self-esteem, social behaviours). Figure 4.7 

provides an example of the possible moderated relations. Bootstrapping with a 95% 

bootstrap CI and 5,000 bootstrap samples, auto centring of personal values, were calculated 

using each type of perceived social support separately with each of the higher order values 

in separate regression models to avoid problems with multicollinearity. Specifically, 

following Hayes (2018), the PROCESS macro for SPSS regression analysis model-1 was 

used, with the following options selected: (1) visualising interactions, (2) mean centring, 

(3) Johnson-Neyman, (4) 1SD (i.e., standard deviation) above and below the mean, and (5) 

with heteroscedasticity-consistent inference HC3 (Davidson-MacKinnon). If required 

simple slopes are used to interpret the effect using 1SD (i.e., standard deviation) above and 

below the mean.  

 

Figure 4-7 An example of social support moderating personal value relations 
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4.6.3 Social support as a mediator 

Study 3 used the Hayes (2018) PROCESS macro for SPSS regression analysis model-4, to 

examine whether relations between the higher order values and wellbeing are mediated by 

different types of perceived social support using ordinary least squares path analysis. This 

method was chosen over Baron and Kenny (1986) causal steps approach to mediation that 

focuses on full or partial mediation (MacKinnon, Fairchild, & Fritz, 2007; Rucker, 

Preacher, Tormala, & Petty, 2011). Specifically, this study firstly chose PROCESS as 

previous research suggests that Barron and Kenny’s terms ‘partial’ or ‘full’ mediation 

connote that variables may be missing or exhausted resulting in the possible hindering of 

theory development (Rucker et al., 2011). Second, using PROCESS indirect effects can be 

reported with more clarity (Preacher & Kelley, 2011). Third, when using PROCESS Zhao, 

Lynch Jr, and Chen (2010), method of reporting mediation also gives further clarity to the 

results by specifying four types of mediation: indirect-only, complementary, and 

competitive mediation as well as direct-only non-mediation.  Figure 4.6 shows the 

pathways for these relations. Specifically, (1) indirect-only mediation occurs when there is 

only a mediated effect but no direct effect (i.e., a x b). (2) Complementary mediation occurs 

when there is both a mediated effect (i.e., a x b) and a direct effect (c) and point in the same 

direction (i.e., both are positive or negative). (3) Competitive mediation is also when there 

is both a mediated effect (i.e., a x b) and a direct effect (c) but point in opposite directions 

(i.e., one is positive, and one is negative). Direct-only non-mediation is when there is a 

direct effect (c) but no indirect effect (for further details see Zhao et al., 2010, p. 200 - 201). 

Three sets of mediation analysis were conducted in a series of ordinary least squares (OLS) 

regression models following procedures suggested by Hayes (2018) using the PROCESS 



Trish Collins 20977268 
 

168 
 
 

macro model-4 for SPSS v25 for each of the four mediation hypotheses. Specifically, one 

set with each higher order value (a) Self-Transcendence values, (b) Openness-to-Change 

values and (c) Self-Enhancement values with the four different types of perceived social 

support (i.e., parent, teacher, classmate, close friend) were entered into separate analyses 

with each of the four focal constructs (a) subjective-wellbeing, (b) global self-worth, (c) 

teacher reported strengths and (d) teacher reported total difficulties. Specifically, Hayes 

(2018) PROCESS macro for SPSS regression analysis model-4 was used, with the 

following options selected: (1) covariance matrix, (2) visualising interactions, (3) total 

effect model, (4) effect size, (5) standardised coefficients, (6) mean centring, (7) 

heteroscedasticity-consistent standard error estimator (HC3), and (8) 1SD (i.e., standard 

deviation) above and below the mean for each of the three dependent variables.  

The resulting output in SPSS contains the mean indirect effect point estimate, standard 

error and 95% CI for the indirect effect, as well as producing unstandardized path 

coefficients for all the paths in the mediation model. Figure 4.8 gives an example of these 

paths: a (path from Self-Transcendence values to parent social support), b (path from parent 

social support to subjective-wellbeing, controlling for Self-Transcendence values), c (total 

effect of Self-Transcendence values on subjective-wellbeing), and c′ (direct effect of Self-

Transcendence values on subjective-wellbeing, controlling for parent social support).  

 
Figure 4-8 An example of social support mediating personal value relations 
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4.7 Chapter 4 Summary 

Children from 5 to 12 years of age from schools in Western Australia participated in data 

collections in 2014, 2016 and 2018 respectively. This detailed methodology Chapter first 

presented the ethical considerations used when conducting research with children in 

Australia. This was followed by justifications for the use of specific data collection 

questionnaires and a detailed discussion of the sample, data collection procedures, 

preliminary analysis techniques, and preliminary analysis results in each of the three 

studies. Finally, an outline of the analysis techniques used to answer the three research 

questions and 14 hypotheses outlined in the conceptual development Chapter were given.  
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Chapter 5 -Testing a new children’s values instrument: Study 1 

5.0 Introduction 

This Chapter introduces a new Animated Values Instrument (AVI) for children and tests 

this instrument with children aged between 5 and 12 years. It is divided into three main 

sections. Section 5.1 provides a brief description of the motivations behind the development 

of the AVI and how this instrument was developed. Section 5.2 presents the peer reviewed 

journal publication of the AVI: P. R. Collins, Lee, Sneddon, & Döring (2017) “Examining 

the consistency and coherence of values in young children using a new animated values 

instrument”, Personality and Individual differences, 104, 279-285. Section 5.3 summarizes 

the findings and discusses the strengths and limitations of AVI. 

5.1 Background to the development of the Animated Values Instrument 

As discussed in Chapter 2, early attempts to measure children’s values employed 

instruments developed for adults with varying success. Döring (2010) criticised the use of 

adult instruments to measure children’s values, arguing that the language used in these 

instruments was too sophisticated for younger children to understand. These criticisms led 

to the development of a values instrument specifically designed for children - the picture-

based values survey for children (PBVS-C; Döring et al., 2010). The PBVS-C uses cartoon 

pictures and captions to represent Schwartz’s (1992) 10 basic values and employs a Q-sort 

method to measure value priorities (see Chapter 2, Section 2.3.2.1 for more detail).  

The development of the PBVS-C has supported significant advances in the study of values 

in children as young as 7 years of age. However, the PBVS-C has some limitations that 
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constrain its use with younger children. Specifically, this instrument relies on respondents’ 

ability to read the captions that accompany the value item pictures. This is somewhat 

problematic as previous research has shown that phonological processing ability (i.e., the 

ability to use phonological or sound structures in oral language when learning to decode 

written language), varies widely across individuals in childhood (e.g., Wagner et al., 1994),. 

Children, particularly those under the age of 8, are frequently unable to read fluently, or are 

still in the de-coding stage of reading (Wagner et al., 1994). As such, the administration of 

the PBVS-C to younger children may need to be supported by verbal explanations of each 

value item, making it a resource intensive means of measuring values in younger children. 

The variability in younger children’s ability to read fluently (e.g., Wagner et al., 1994) was 

both a motivating factor and central consideration in the design and development of the 

new values instrument for children presented in this Chapter – the Animated Values 

Instrument (AVI). 

In order to account for how children develop language, and their ability to read at a young 

age, the AVI design comprised three important literary aspects (i.e., visual, auditory, and 

written cues) to enhance younger children’s comprehension of the values items. Within the 

design of the AVI, a cartoon animation depicts a main character avatar acting out a value 

in a relevant scene (visual), while describing the value (auditory voice over), which is also 

written beneath the depicted scene exactly as the main character is describing it (written 

caption). Figure 5.1 is a screen shot of the first set of values in the AVI, depicting the 

universalism-nature item. Specifically, the animation shows the avatar child picking up 

litter in the environment while saying, "I want to care for the natural environment", which 

is also written as a caption under the animation.  
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Figure 5-1 Example of the first AVI subset (personal copy) 

The choice of animations and phrases in the AVI were designed to reflect Schwartz et al.’s 

(2012) 19 refined values and the universalism-animals value proposed by Lee et al. (2019). 

These 20 refined values were used as items to measure the 10 basic and 4 higher order 

values in Schwartz theory of human values (1992). All of the value item animations and 

phrases were developed in conjunction with a team of values experts to ensure that they 

reflected the underlying motivation of each value. Each of the 20 animated value scenarios 

were placed within a series of small subsets based on a Youden, balanced incomplete 
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experimental design, to form the basis of a best-worst scale (see Louviere, Lings, Towhidul, 

Gudergan, & Flynn, 2013). 

The AVI was tested with a sample of 329 (53% female) children aged 5 to 12 years, from 

5 primary schools in diverse locations across Western Australia (i.e., metropolitan, country 

and remote). As outlined in Section 4.3.2.2, after a brief introduction to what they would 

be doing, children were given a unique reference number, then instructed on how to 

complete the online survey. Specifically, for each of the 21 subsets of values, children 

watched the 5 animations in the set and then dragged and dropped the yellow smiling face 

under the animation ‘most like you’ and the red frowning face under the animation ‘least 

like you’ (see Figure 5.1). A literature review, the analytical strategy, results and discussion 

are detailed in the publication reprinted in the next section. 

5.2 Publication 

This article was published in Personality and Individual Differences, 104, Patricia, R. 

Collins, Julie A. Lee, Joanne N. Sneddon, and Anna K. Döring, “Examining the consistency 

and coherence of values in young children using a new animated values instrument”, 279-

285, Copyright Elsevier (2017) with permission. 
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1. Introduction

The purpose of this article is to examine the consistency and coher-
ence of values in early childhood. Values are a key concept in personality
and social psychology (Hitlin, 2003), as they definewhat is important to
a person in their life. Researchers have investigated the importance and
structure of values in hundreds of adult samples from over 80 countries
(Schwartz, 2012). However, relatively few studies have investigated the
importance and structure of values in children (e.g., Döring, Daniel, &
Knafo-Noam, 2016).

A range of instruments have been developed to measure values but
these rely on adequate reading ability, which limits their usefulness in
the study of young children. In order to test the consistency and coher-
ence of values in young children we introduce and test a new Animated
Values Instrument (AVI). This instrument was designed to take advan-
tage of multimedia's capacity to effectively convey visual representa-
tions of unfamiliar elements to young children (Kim, Young,
Neimeyer, Baker, & Barfield, 2008) and allow the assessment of consis-
tency of value choice. Existing instruments were primarily designed to
measure value priorities (i.e., how important certain values are to a
child), rather than consistency and coherence of the value structure.

The structure of valueswithin children is of particular interest in de-
velopmental psychology. From the beginning, findings in developmen-
tal psychology have emphasized the cognitive component (Piaget &
Inhelder, 1969). Cognitive development of the child typically goes

along with a better understanding of the self and a more differentiated
understanding of one's own personality. A values instrument that not
only measures the child's value priorities, but also values consistency
and structure at a young age will enable researchers to better under-
stand the development of values.

1.1. Personal values theory

Personal values represent motivational goals that are relatively sta-
ble across different contexts in adulthood (Rokeach, 1973; Schwartz,
1992). Values are central to our identity construction and concept of
self (Hitlin, 2003). They convey what is important in our lives (Bardi &
Schwartz, 2003) and motivate how we interact with and shape our
world (Döring et al., 2016).

Schwartz (1992) advanced the field of values research by identifying
a circularmotivational continuum that underlies the structure of values.
He partitioned this continuum into 10 universal value types and four
higher order values, as presented in Fig. 1. In this structure adjacent
values in the circle (e.g., universalism and benevolence) are positively
related as they express compatible motivations, whereas opposing
values (e.g., power and universalism) are negatively related as they ex-
press conflicting motivations (Schwartz, 1992).

A long-standing assumption in values research has been that value
structures exist within individuals, rather than only across individuals.
Gollan and Witte (2014) and Borg, Bardi, and Schwartz (2015) were
the first to test this assumption in adults. Their results found that
value structures exist within adults. They argue that it is very unlikely
to find an adult who ascribes high importance to opposing values
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(Borg et al., 2015). We extend their research, to examine the consisten-
cy and coherence of values within young children.

1.2. Children's values

Recently, significant progress has been made in understanding the
structure of children's values. Across individuals, the circular structure
of values has also been found in childhood, with almost as much differ-
entiation as adults (e.g., Döring, Blauensteiner, Aryus, Drögekamp, &
Bilsky, 2010). However, younger children were more inconsistent in
the ordering of values around the circle than older children (Cieciuch,
Davidov, & Algesheimer, 2016; Uzefovsky, Döring, & Knafo-Noam,
2016). This evidence suggests that value development occurs in early
childhood (2 to 7 years) and calls for research and instruments to assess
values in early childhood.

The first longitudinal studies of children's values also shed light on
the development of value priorities in childhood (Döring et al., 2016).
Value priorities (i.e., how important children find each value) can be af-
fected by individual characteristics (e.g., gender), by life experiences
(e.g., growing up in a religious home), or by significant life events
(e.g., immigration). These characteristics, experiences, and events also
show an age trend in their influence on value priorities. For example
openness to change values became more important and conservation
values became less important from childhood to adolescence
(Cieciuch et al., 2016). Motivational compatibilities and incompatibili-
ties reflected in these studies are highly relevant for developmental
psychology.

1.3. The measurement of children's values

Children's values have predominantly beenmeasured using the Por-
trait Values Questionnaire (Schwartz et al., 2001: PVQ), which was de-
signed for adults. The PVQ has been used to measure values in
children as young as 10 (e.g., Bubeck & Bilsky, 2004; Döring, 2010;
Knafo & Spinath, 2011; Liem, Martin, Nair, Bernado, & Prasetya, 2011).
Studies using this instrument found that children's values reflect the
motivational compatibilities and conflicts inherent in the four higher

order values. They also found less differentiation between the 10 basic
values in younger children.

Döring (2010) suggested that the lack of differentiation in children's
values could be related to the complexwording of the PVQ scenarios. As
a result, Döring et al. (2010) developed a Picture-Based Value Survey for
Children (PBVS-C). They found comparable differentiation in values to
what has been found in adults,with PBVS-C data from children between
8 and 11 years old. They also found strong support for the trade-offs be-
tween Schwartz's (1992) higher order values and significant correspon-
dence with the ordering of the 10 basic value types. However, power
and achievement were reversed and tradition was located closer to be-
nevolence than might be expected.

Research into children's values across instruments implies that the
development of a coherent structure of values is a function of age. Re-
searchers have referred to age and stage type theories (e.g., Piaget &
Inhelder, 1969), with the expectation that values would be most likely
to develop in the ‘formal operations stage’ (i.e., 12 years to adult) or
the ‘concrete operations stage’ (i.e., 7 to 11 years old) (Döring et al.,
2015). These arguments are supported by evidence of progressively dif-
ferentiated values with age across both stages (e.g., Bubeck & Bilsky,
2004; Döring, 2010; Döring et al., 2010).

While age is clearly an important factor in the development of
values, it is not the only factor. For instance, Bubeck and Bilsky (2004)
found gender differences in the development of values, with females
showing more differentiation in their values than males. This suggests
that children's value development may also differ within age groups
(e.g., gender differences within age groups).

Vygotsky (1933/1978) socio-cultural theory is based on learning
and development taking place in a social context, supporting the idea
that children develop at different rates. He believed children could be
taught difficult concepts effectively at any stage of development by
building on their existing knowledge. Thus, based on Vygotsky's theory,
a clear and differentiated values structure could develop, for at least
some children, within what Piaget refers to as the pre-operational
stage (2 to 7 year olds).

One obstacle to testing the development of values in young children,
with existing instruments, is reading ability. To overcome this, we de-
veloped a new values instrument that incorporated verbal, visual and
auditory information about each value, to maximise young children's
opportunity to understand these somewhat abstract concepts.

1.4. The current research

The aim of this research was to examine the consistency and coher-
ence of values in early childhood using a multi-sensory instrument to
enhance young children's understanding of each value. Specifically,
we examined whether young children make consistent choices about
the importance of values when faced with multiple choice contexts
(within subsets of values) and whether their values reflect Schwartz's
(1992) value theory.

2. Method

2.1. Participants

The sample consisted of 329 children (47% male) between the ages
of 5 and12 years fromfive primary schools in Australia.Written consent
was obtained from the governing bodies, school, parents and students.
Children with cognitive disabilities were excluded.

2.2. Measure and procedure

2.2.1. The Animated Values Instrument
We first developed a series of 3–5 second animated scenarios that

combined visual, auditory and written cues, designed to increase
young children's comprehension of the values presented. In each case,

Fig. 1. Schwartz (1992) original circular model of ten basic human values and the four
higher order values.
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the animations were designed to depict a value-expressive behaviour
accompanied by a statement (auditory and written) expressed as a de-
sirable motivational goal (see Fig. S1). Specifically, we began each value
statement with the text “I want to…” (e.g., “I want to be the best” for
Achievement; “I want to do different and exciting things” for Stimula-
tion), to differentiate the scenarios from traits as observed patterns of
behaviour (see Bilsky & Schwartz, 1994; Roccas, Sagiv, Schwartz, &
Knafo, 2002).

Each value animation was initially assessed by values experts and
then tested in focus groups of young children to ensure their interpreta-
tions were consistent with the values being presented (Collins, 2013).
The animations were placed within a series of small subsets, based on
best-worst scaling (BWS; see Louviere, Lings, Islam, Gudergan, &
Flynn, 2013).

BWS infers an individual's strength of preference from how often
they choose one object or item over others (Louviere et al., 2013). This
approach extends Thurstone's (1927) Random Utility Theory model
for paired comparison choices tomultiple choices, inwhich participants
are asked to choose both the best (most) and worst (least) object or
item in a set of three or more options (see Marley & Louviere, 2005).
Thus, BWS capitalizes on the amount of information that can be cap-
tured by asking about both best and worst options. Most applications
of BWS design subsets of objects or items, based on balanced experi-
mental designs to ensure that each object, and each pair of objects, ap-
pears equally often.

This approach has several advantages over rating scales for measur-
ing young children's values. First, selecting themost and least important
item from small sets is considered easier than rating the full list of items
(Marley & Louviere, 2005). Second, as respondents only choose the
most and least important item from each set, they cannot use different
parts of a scale, effectively removing patterning bias. Third, the BWS ap-
proach produces a set of relative values scores, which do not require
post-hoc standardisation, as is the recommended practice for rating
scale values instruments (see Schwartz, 1992).

We followed Louviere et al.'s (2013) recommendations for the de-
velopment of the Animated Values Instrument (AVI). First, as indicated,
we designed animated value scenarios for each value items (Lee et al.,
submitted for publication; Schwartz et al., 2012). Next, the animated
scenarios were placed within subsets based on the same balanced in-
complete block experimental design used by Lee et al. (submitted for
publication). This required one additional unrelated animation (in this
case, focused on health) that was removed prior to the analysis of the
values. This design produced 21 subsets with five animated scenarios
in each set. Across all 21 subsets, each scenario appeared five times
and each pair of scenarios appeared together once. Thumbnails of the
animated scenarios (Fig. S1) and a screenshot of the first subset in the
AVI (Fig. S2) are provided as supplemental materials.

2.2.2. Procedure
A brief introductionwas given prior to administering the AVI to chil-

dren. This was done in the schools' computer labs in class groups for 7–
12 year olds and small groups (2–5 children) for 5–6 year olds. Students
completed the AVI task by dragging a yellow smiling face to the anima-
tion most like them and a red frowning face to the animation least like
them, in each of 21 sets of five value animations. The survey completion
timewas approximately 20min for older children (7–12 years) and 30–
40 min for younger children needing assistance with computer mouse
movement (5–6 years).

Individual children's value importance scores were calculated for
each value by taking the number of times a value was chosen as “least
like me” from the number of times it was chosen as “most like me”.
We normalized these difference scores by dividing them by five,
which was the number of times each value appeared to produce an
11-point scale that ranged from −1 to +1, where zero can be
interpreted as the mid-point of the latent scale. Scores above zero

indicate increasing importance and scores below zero indicate decreas-
ing importance. We also gathered information about age and gender.

2.3. Analytical strategy

We assessed the consistency of value choices by examining the fre-
quency of the most important and the least important value for each
child. We considered value choice to be highly consistent when one
valuewas chosen 4 or 5 out of the 5 times it appeared and still to be con-
sistentwhen it was chosen 3 out of the 5 times it appeared. This is based
on the Schwartz theory where neighbouring values share similar moti-
vations. Since each pair of values, even neighbouring values, are seen to-
gether once, a child may select a neighbouring value and still be
considered to make consistent choices. We considered value choice to
be inconsistent when they failed to choose any one value as most
(least) important at least 3 of the 5 times they appeared.

The SPSS PROXSCAL program was used to examine the structure
of values. We followed Bilsky, Janik, and Schwartz (2010) method,
using ordinal proximity transformations, Euclidian distance mea-
sures, z-score transformations of values and a custom initial configu-
ration of 20 points around a circle to estimate the two-dimensional
structure. The custom initial configuration specifies a priori which
item should be placed into each region of the circle. This allowed us
to test whether the theoretical ordering was mirrored in the MDS
representation (i.e., the items fall into the expected place in the
MDS space).

We followed Gollan and Witte's (2014) intra-individual values
profile analysis to assess the fit of individuals with the circumplex
model. First, we created a set of 10 ideal value profiles; one for
each of Schwartz (1992) 10 basic values. These 10 ideal value profiles
followed a sinusoid curve, where one value was given a score of 1,
the opposing value given a score of −1 and all other values given a
score that fell around the curve between those two values.
Spearman's rank order correlations were computed between each
child's values scores and the 10 ideal type scores to assess the extent
to which their value profiles were similar to the ideal value curve.
We first calculated the 10 basic value types from the value items, fol-
lowing Schwartz et al. (2012). The highest of the 10 correlations in-
dicates which ideal type curve fits the profile best and how good the
fit is with the sinusoidal shape. Gollan and Witte (2014) used the
rule of thumb that a cutoff value of rs b 0.50 distinguishes between
profiles that are well represented by the circumplex structure and
those that are poorly represented.

3. Results

3.1. Descriptive statistics

The means, standard deviations and the minimum and maximum
value importance scores from the AVI data are presented in Table 1.
Subscripts in column2 identifymeans that are not significantly different
from one another.

Overall, the most important value items were Benevolence-Caring
(m=0.28) and Universalism-Animals (m=0.27), whichwere not sig-
nificantly different to each other (t=0.25, p=0.80). At the other endof
the scale Power-dominance (m = −0.47) was the least important
value, being significantly less important than the next least important
value item (Humilitym=−0.27; t=6.92, p b 0.001). The standard de-
viations for the values in Table 1 range from 0.54 for Hedonism to 0.29
for Self-direction-action, which shows clear variation in children's
value priorities. The maximum scores show that for all 20 value items,
at least one child chose it as most like them three or more of the five
times it appeared; and the minimum scores show that for all 20 value
items, at least one child chose it as least like them four or more of the
five times that it appeared.
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3.2. Consistency of choice

Fig. 2a shows the consistency of children's choices for their most im-
portant value by age group. Older children (10+)were all consistent in
their value choices. A high level of consistency was achieved by 80% of
10 to 12 year olds, 69% of 7 to 9 year olds, 62% of 6 year olds and 40%
of 5 year olds. Very few childrenwere inconsistent in their choices. Spe-
cifically, only 13% of 5 year olds, 8% of 6 year olds, and b5% of 7–9 year
olds were inconsistent in their most important value choices.

Similarly, Fig. 2b shows the consistency of children's choices for their
least important value by age group. We found children aged seven and
above were all consistent in their value choices. A high level of consis-
tency was achieved by 90% of 10 to 12 year olds, 80% of 7 to 9 year
olds, 57% of the 6 year olds and 47% of the 5 year olds. Very few children
were inconsistent in their choices. Specifically, only 10% of 5 and 6 year
olds were inconsistent in their least important value choices.

3.3. Values structures

The values structure shown in Fig. 3, based on multidimensional
scaling (MDS) analysis, closely follows Schwartz's theory. The MDS
plot represents the associations among the items well (Kruskal's Stress
1 measure was 0.16 and the dispersion was 0.98). The location of the
value items around the circle corresponds to the theoretical order for
Schwartz's (1992) higher order values, with only 2 minor
(neighbouring) deviations. Tradition and conformity–rules were both
located within the self-transcendence higher order region, rather than
the conservation region.

3.4. Fit with the circumplex model

We correlated each child's value profile with the ideal type curves
(see Table S1, supplementalmaterials). In Fig. 4, we present an example
of the value profiles of childrenwhobest fit the ideal type curves for two
dissimilar values (benevolence and achievement). Children who
showed a high correlation with the ideal type curve for benevolence
(Fig. 4a) clearly placed a higher importance on this and its neighbouring
values and far less importance on the opposing value of achievement
and its neighbouring values. Similarly, childrenwho showed a high cor-
relation with the ideal type curve for achievement (Fig. 4b) placed a
higher importance on this and its neighbouring values and far less im-
portance on the opposing value of benevolence and its neighbouring
values. This clearly shows strong correspondence to the ideal type
curves for these children, including some 5 and 6 year olds.

Across the entire sample the average of all maximum correlations
with the ideal type curves was rs = 0.58, with a median rs = 0.60.
This compares favourably with Gollan andWitte's (2014) adult sample
(rs= 0.61) and is well above random chance (rs= 0.49; cited in Borg et
al., 2015). While there appears to be no clear and consistent pattern by
age in themean ormedianmaximumcorrelations (see Table 2), a lower
proportion of children in younger ages show a good fit (rs N 0.50) to the
circumplex model as can be seen in column 6.

4. Discussion

Our aim was to examine the consistency and coherence of values in
early childhood. Our results indicate that data collected with the AVI
showed strong consistency in value choice in young children. Specifical-
ly, 100% of 10–12 year olds, 95% of 7–9 year olds and 87% of 5–6 year
olds made consistent value choices across both the most and least im-
portant choices. This is the first evidence of clear differences in the abil-
ity of young children to comprehend and express values. It offers
support for the proposition that value development occurs in early
childhood (e.g., Uzefovsky et al., 2016). However, the current study re-
lies on cross-sectional data. Future longitudinal studies are needed to
examine value development in young children.

The finding that almost half of the youngest age group were highly
consistent in their value choices provides evidence that age and stage
theories (e.g., Piaget & Inhelder, 1969) do not fully account for the de-
velopment of values. Individual differences within age groups, might
also be explained by Vygotsky (1933/1978) socio-cultural theory of de-
velopment. In his theory, language development and social interactions
are central to understanding how children develop and comprehend
complex and abstract concepts at a young age. Although theories of
age and stage have been central to children's values research to date,

Table 1
Means and standard deviations of 20 value items from the AVI.

Value facets
Mean

Standard
deviation

Minimum Maximum

Benevolence-caring 0.28a 0.33 −0.8 1.0
Universalism-animals 0.27a 0.38 −0.8 1.0
Security-societal 0.20b 0.34 −1.0 1.0
Stimulation 0.19b 0.40 −0.8 1.0
Universalism-concern 0.17b 0.38 −0.8 1.0
Benevolence-dependability 0.16bc 0.34 −1.0 1.0
Security-personal 0.13cd 0.30 −1.0 1.0
Universalism-nature 0.10de 0.31 −0.8 1.0
Universalism-tolerance 0.08def 0.34 −0.8 1.0
Conformity-rules 0.05efg 0.41 −1.0 1.0
Self-direction-thought 0.03fgh 0.42 −0.8 1.0
Conformity-interpersonal 0.00gh 0.34 −1.0 0.8
Tradition −0.01hi 0.33 −0.8 1.0
Hedonism −0.08ij 0.54 −1.0 1.0
Face −0.11j 0.36 −1.0 1.0
Self-direction-action −0.13j 0.29 −1.0 0.6
Achievement −0.23k 0.51 −1.0 1.0
Power-resources −0.24k 0.51 −1.0 1.0
Humility −0.27k 0.40 −1.0 0.8
Power-dominance −0.47l 0.35 −1.0 0.6

Note: The same subscripts in the column indicate means are not significantly different
from each other at the p b 0.05 level.

b:

a:

13% 8% 5% 3% 2% 0% 0% 0%

47%

31%
26% 25% 27%

20% 16% 20%
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Fig. 2. a: Consistency of choices by age formost important values. b: Consistency of choices
by age for least important values.
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Fig. 3.MDS of the refined value facets (Stress 1 = 0.16). Note. Abbreviations are as follows: SDt, Self-direction-thought; SDa, Self-direction-actions; ST, Stimulation; HE, Hedonism; AC,
Achievement; POd, Power-dominance; POr, Power-resources; FAC, Face; SEp, Security-personal; SEs, Security-social; TR, Tradition; COr, Conformity-rules; COi, Conformity-
interpersonal; HU, Humility; BEd, Benevolence-dependability; BEc, Benevolence-caring; UNc, Universalism-concern; UNn, Universalism-nature; UnA, Universalism-animals; UNt,
Universalism-tolerance.
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Fig. 4. a. Children highly correlated (r N 0.8) with the ideal type curve for Benevolence. b: Children highly correlated (r N 0.8) with the ideal type curve for Achievement.
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the importance of socialisation in the development of value priorities is
gaining some acceptance in the children's values literature (e.g.,
Cieciuch et al., 2016). Further research is needed to examine this and
other explanations, such as cognitive ability.

We show, for the first time, that the data from young children con-
form to Schwartz's (1992) structure at the sample and individual
level. Findings fromMDS analysis are consistent with previous research
findings frommiddle-childhood and adolescence (e.g., Bilsky, Niemann,
Schmitz, & Rose, 2005; Bubeck & Bilsky, 2004; Cieciuch, Döring, &
Harasimczuk, 2013; Döring et al., 2010; Liem et al., 2011). We extend
this literature, finding intra-individual consistency with the circular
structure that is at least as strong as what has been found in adults
(e.g., Gollan & Witte, 2014). While more than half of the children in
each age group showed a correlation above r N 0.5, the proportion clear-
ly increaseswith age. Future studies are needed tomove beyond consis-
tency with the theory to examine consistency with other instruments
and other potential indicators of value systems (e.g., value-expressive
behaviours).

5. Limitations and conclusions

Consistent with previous studies the four higher order and 10 basic
values were clearly distinguished and reflect the theoretical ordering.
However, tradition and conformity-rules were located in the
neighbouring self-transcendence region. The mislocation of these
value items is similar to other studies of children's values (e.g., Bubeck
& Bilsky, 2004; Cieciuch et al., 2016; Döring et al., 2010; Liem et al.,
2011; Uzefovsky et al., 2016). The mislocation of tradition and confor-
mity-rules is considered a small deviation as these value items express
similar motivations to benevolence in young children (see also
Cieciuch et al., 2016).

Although the attention span of younger children was not directly
tested, anecdotal evidence indicates that for some of the younger chil-
dren the length of time taken (sometimes up to 40 min due to limited
gross motor skill development, using a mouse, and experience of com-
pleting a survey) may have impacted on their interest in completing
the survey. Also, for the youngest children in the study, the considerable
developmental differences in the range of what is expected both lin-
guistically and cognitively at this age may impair the ability of some
children to understand and communicate their values. These develop-
mental issues require further investigation. Further, the AVI should be
tested in more diverse samples of children, including those from other
cultures.

The BWS approach that underlies the AVI is a forced-choice instru-
ment. Forced-choice instruments produce relative scores that have
ipsative qualities. However, this is compatible with Schwartz's (2003)
recommendation to standardise each value score by subtracting the
mean of all of the value items creates relative scores. There may also
be an advantage to measuring relative scores directly, rather than
using post hoc standardisation (Lee et al., submitted for publication).
Further, the BWS approach is considered easier for respondents than
answering long lists of rating scales. It also allowed us to examine the
consistency of choice for the first time.

In conclusion, we found themajority of young children to be consis-
tent in their value choices and coherent in their structure at both the
sample and individual level for the first time. Further, the AVI adds to
the range of values instruments that can be used to measure children's
values, allowing researchers to examine values in very young children.
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5.3 Summary of Results and Strength and limitations of the AVI 

The AVI instrument described and presented in Section 5.2 had several notable strengths. 

First, it introduced the first values instrument to embrace multimedia to engage children in 

providing information about their personal values. Second, this instrument was 

administered without the need for personalised researcher based questioning for children 

who cannot yet read fluently, which serves to standardise the delivery of instructions and 

reduce the time required to collect the data. Third, the findings supported the validity of the 

instrument and provided the first support that children as young as 5 years of age report 

values systems that are similar in structure and priorities to those found in older children, 

adolescents and adults. Fourth, it was the first paper to propose examining the consistency 

of choice as a measure of reliability in best-worst scaling. Specifically, personal value 

choice was considered to be highly consistent when children chose their most (least) 

important value 4 or 5 times from the 5 times it appeared across all sets and still to be 

consistent when they chose it 3 of the 5 times it appeared, based on Schwartz theory where 

neighbouring values share similar motivations. Findings showed 100% of 10 to 12 year old 

were consistent in their most and least important value choices, 95% 7 to 9 year olds were 

consistent in their most and 100% in their least important value choices, and 87% of 5 to 6 

year olds were consistent in their most and 90% in their least important value choices.  

At the same time, the study presented in section 5.2 had some limitations. First, some value 

items mis-located into neighbouring regions in the circle (i.e., tradition and conformity-

rules were located in the Self-Transcendence rather than Conservation higher order values 

region). It may be the case that the items measuring these values were either difficult for 

children to understand or did not clearly convey the meaning of the related value. As such, 
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these items require careful review, which may suggest refinements to the AVI.  Second, 

younger children took up to twice as long as older children (i.e., up to 40 minutes) to 

complete the AVI. However, this was due to the use of a mouse and desktop computer. 

Anecdotal evidence showed this caused motor control difficulties for the younger children, 

which may have reduced their attention span, thus possibly impacting their results.  

The administration of the AVI using more child-friendly technologies, such as tablets, may 

help to reduce survey completion time and any associated issues with motor control or 

attention. Thus, prior to Study 2 and 3, several refinements were made to the AVI 

instrument. Specifically, the ‘face’ and ‘tradition’ value items were refined to make them 

less abstract and easier for children to comprehend. These revisions were tested in a revised 

version of the instrument (AVI-r; Lee et al., 2017) with a sample of 748 children aged 5 to 

12 years. They found similar levels of consistency of choice and support for the theoretical 

circular structure of values within children. As such, the refined Animated Values 

Instrument (AVI-r; Lee et al., 2017) was used to measure children’s values in Study 2 

(Chapter 6) and Study 3 (Chapter 7) in this thesis.  



Trish Collins 20977268 
 

183 
 
 

Chapter 6 – Results and Discussion Study 2 

6.0 Introduction 

This Chapter reports on the results for Study 2, including the testing of H1 to H6 set out in 

Chapter 3 and follows the methodology outlined in Chapter 4. It is divided into three main 

sections. Section 6.1 reports the descriptive statistics of each of the focal constructs used in 

Study 2 (i.e., self-reported personal value priorities, value-congruence, and self-esteem, as 

well as teacher reported social behaviours). Section 6.2 first reports the results of the 

hypotheses testing on how value priorities relate to (1) self-esteem and (2) social 

behaviours. It then reports on how value-congruence between a child and (a) their 

classmates’ and (b) a nominated best friend relates to self-esteem and social behaviours. 

Section 6.3 discusses the results and Section 6.4 outlines the strengths and limitations of 

Study 2 and presents justifications for Study 3. 

6.1 Study 2 Descriptive statistics 

This section reports on descriptive results for each of the constructs examined in Study 2. 

These include children’s values priorities (Section 6.1.1), their value-congruence with 

classmates’ and a nominated best friend (Section 6.1.2), their self-reported self-esteem 

(Section 6.1.3), and teacher’s perceptions of their social behaviours (Section 6.1.4).  

6.1.1 Descriptive Statistics for Value Priorities 

Means (M) and standard deviations (SD) of the four higher order values and the 10 basic 

values for the 266 participants’ (Female = 52%) are presented in Table 6.1. Overall, the 

highest mean score for the higher order values was for Self-Transcendence values (M = 
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.208), followed by Conservation (M = .093) and Openness-to-change values (M = .051), 

whereas the lowest mean score was for Self-Enhancement values (M = -.505). For the 10 

basic values, the highest mean score was for benevolence (M = .291), followed by 

stimulation (M = .259), with power (M = -.578) being least important. Table 6.1 also shows 

the standard deviations for all values have reasonable variation across participants. These 

results reflect similar ordering of means as the previous children’s values research (e.g., P. 

R. Collins et al., 2017 Lee et al., 2017; Benish-Weisman et al., 2019).  

Table 6-1 Descriptive statistics for personal values 

Values  Mean 

(M) 

Standard 
Deviation 

(SD) 
Higher Order Values   
Self-Transcendence   .208 .184 
Conservation   .093 .180 
Openness- to-change  .051 .183 
Self-Enhancement -.508 .337 
Basic Values   
Benevolence   .291 .266 
Stimulation  .259 .393 
Universalism   .166 .219 
Security   .173 .235 
Conformity   .110 .269 
Hedonism   .032 .299 
Self-Direction  -.035 .233 
Tradition -.101 .458 
Achievement -.359 .495 
Power  -.578 .327 

As outlined in Chapter 2, differences in value priorities have been found by age and gender 

(e.g., Bilsky et al., 2013; Döring et al., 2016). As such, these differences in values across 

gender and year level were examined here using MANOVA. However, as outlined in the 

method Chapter, year level was chosen to reflect age and cohort development, as the survey 
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was conducted at the end of the school year when significant cohort development was 

expected and the correlation between age and year group was high (r = 0.847).  

The results of a MANOVA on higher order values show a significant gender effect (F = 

9.958, p < .001), but no significant effects for year level (F = 1.414, p = .188) or the 

interaction between year level and gender (F = .957, p = .469). Specifically, girls were 

higher on Self-Transcendence values (M = .245) and Conservation values (M = .138) than 

boys (M = .167, t (264) = 3.491, p <.001; M = .044, t (250.5) = 4.400, p < .001, respectively). 

Whereas boys were higher on Self-Enhancement values (M = -.401) and Openness-to-

Change values (M = .097) than girls (M = -.606; t (227.9) = 5.114, p < .001, M = .009; t (264) 

= 4.006, p < .001, respectively).  

6.1.2 Descriptive statistics for value-congruence   

As expected, after Fishers Z-transformations, the mean correlations between children’s 

personal value priorities and their classmates’ value profiles, and between children’s value 

priorities and their nominated best friend’s value priorities, were both positive and 

significant. Specifically, the mean correlations between children and their classmates’ 

value priorities was r = .669 (p < .001) and the mean correlation between children and their 

nominated best friend’s value priorities was r = .453 (p < .05). There were no significant 

differences between these correlations for gender or year level.  

6.1.3 Descriptive statistics for self-reported self-esteem  

The means (M) and standard deviations (SD) of global self-worth and the three relevant 

domain specific competency constructs that measured self-esteem for the 266 participants 

are presented in Table 6.2. The means were all well above the midpoint on the 4-point scale 
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and the standard deviations showed good variation between the respondents with a range 

of .587 to .692.  

Table 6-2 Descriptive Statistics for Self-Esteem 

Self-Esteem Facets Items Mean 

(M) 

Standard 
Deviation 

(SD) 
Scholastic Competence 6 2.917 .661 
Social Competence 5 2.990 .692 
Behavioural Conduct 6 3.129 .601 
Global Self-Worth 6 3.289 .587 

The results of a MANOVA for global self-worth and the domain specific competencies 

show significant gender effects (F = 9.048, p < .001) but no significant effects for year level 

(F = 1. 386, p = .200) or the interaction between year level and gender (F =.778, p = .622). 

Scholastic competence (F = 10.852, p = .001) and behavioural conduct (F = 11.286, p = 

.001) were significantly different by gender. Specifically, boys were higher on scholastic 

competence (M = 3.054) than girls (M = 2.792; t (264) = 3.296, p = .001), whereas girls were 

higher on behavioural conduct (M = 3.242) than boys (M = 3.005; t (236.3) = 3.247, p = .001). 

6.1.4 Descriptive statistics for teacher reported social behaviours  

The means (M) and standard deviations (SD) for the teacher reported social behaviours, 

including behavioural strengths and total behavioural difficulties for the 266 participants’ 

whose teachers’ completed this measure are presented in Table 6.3. The means were all 

well above the midpoint of the scale and the standard deviations showed good variation 

between respondents with a range of 1.133 to 4.766. Mean scores were also compared to 

Australian norms (Mellor, 2005) with mean scores in this sample above the Australian 

norm in 7 to 17 year olds reported by Goodman (see www.sdqinfor.com; updated 2016). 

Specifically, Table 6.3 shows that the combined total of 266 children in this sample were 

http://www.sdqinfor.com/
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above the Australian norm for strengths and below the norm for total difficulties. This was 

the same for gender norms.  

Table 6-3 Descriptive statistics for behavioural strengths, total behavioural difficulties and 
the Australian norms 

Male Female Total Aust. 
Norms: 

Total 

M SD M SD M SD M SD 
Behavioural strengths 8.465 2.019 9.410 1.115 8.959 1.676 7.8 2.1 
Total behavioural 
difficulties 

5.055 5.524 2.590 3.583 3.767 4.766 6.5 6.0 

Note: Australian norms are for 7 to17 year olds and are only given to one decimal place 

The results of an ANOVA for behavioural strengths showed significant gender (F = 27.904, 

p < .001) and year level effects (F = 12.597, p < .001), but no significant effects for the 

interaction between gender and year level (F = .833, p = .436). For gender, girls were higher 

on behavioural strengths (M = 9.410) than boys (M = 8.464; t (192.4) = 4.667, p < .001). For 

year level, younger children (i.e., year 3 & 4 combined) were lower on behavioural 

strengths (M = 8.390) than children in year 5 (M = 9.213; t (177.9) = 3.191, p = .002) and 

children in year 6 (M = 9.384; t (172.1) = 4.184, p < .001).   

The results of an ANOVA for total behavioural difficulties also showed significant gender 

(F = 21.138 p < .001) and year level effects (F = 5.914, p = .003), but no significant effects 

for the interaction between year level and gender (F = .373, p = .689). For gender, boys 

were higher on total behavioural difficulties (M = 5.055) than girls (M = 2.590; t(212.8) = 

4.274, p < .001). For year level, younger children (i.e., Year 3 & 4 combined) were higher 

on total behavioural difficulties (M = 4.910) than children in year 5 (M = 2.925; t (178) = 2. 

800, p = .006) and year 6 (M = 3.221; t (184) =2.368, p = .019).  
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6.2 Results for hypotheses testing 

This section reports on the results from the analysis of the hypotheses presented in Chapter 

3. Specifically, Section 6.2.1 reports on how value priorities relate to self-esteem. Section

6.2.2 reports on how value priorities relate to teacher reported social behaviours, including 

behavioural strengths and total behavioural difficulties. Section 6.2.3 reports on value-

congruence between each child and their (a) classmates’ and (b) nominated best friend and 

their relations with self-esteem and social behaviours.  

6.2.1 Hypotheses 2: Relations between personal value priorities and self-esteem 

Hypotheses 2a-g posited the relations between values and self-esteem using global self-

worth and each of the domain specific competencies (i.e., scholastic competence, social 

competence and behavioural conduct). For the domain specific competences, three of the 

four hypotheses were support (see Table 6.4). Specifically, H2d, f and g were supported, 

as follows: 

• Openness-to-Change values were significantly positively related to self-reported

scholastic competence (rs = .153, p = .006), supporting H2d.

• Conservation values were significantly positively related to behavioural conduct (rs

= .207, p < .001), supporting H2f.

• Self-Enhancement values were significantly negatively related to behavioural

conduct (rs = -.239, p < .001), supporting H2g.

However, no support was found for any of the relations between Self-transcendence (H2a), 

Self-enhancement (H2b) and Openness-to-Change (H2c) values and global self-worth or 

between Self-Transcendence values and social competencies (H2e).  
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Table 6-4 Correlations between self-esteem and values 

 Global  

Self-worth 

Scholastic 
Competence 

Social 
Competence 

Behavioural 
Conduct 

Self-transcendence .064 -.058    .093  .161* 
Self-enhancement -.044   .049    .019 -.239*** 
Conservation .000  -.080   -.077   .207*** 
Openness to change .095     .153** .118*  -.079 

Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001. Correlations in bold refer to 
hypothesised relations. 

6.2.2 Hypotheses 3 and 4: Relations between personal value priorities and social 
behaviours 

Both hypothesised relations between values and teacher-reported social behaviours were 

supported (see Table 6.5). For teacher reported behavioural strengths, H3a and H3b were 

supported, as follows:  

• Self-Transcendence values were significantly positively related to teacher-reported 

behavioural strengths (rs = .166, p = .003), supporting H3a. 

• Self-Enhancement values were significantly negatively related to teacher-reported 

behavioural strengths (rs = -.166, p = .003), supporting H3b. 

For teacher-reported total behavioural difficulties, which summated emotional symptoms, 

peer problems, hyperactivity, conduct problems, H4a and H4b were supporting, as follows: 

• Self-Transcendence values were significantly negatively related to teacher-reported 

total behavioural difficulties (rs = -.157, p = .005), supporting H4a. 

• Self-Enhancement values were significantly positively related to teacher-reported 

total behavioural difficulties (rs = .140, p = .011), supporting H4b. 
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Table 6-5 Correlations between values and teacher rated social behaviours 

 Behavioural strengths Total behavioural 
difficulties 

Self-Transcendence     .166**     -.157** 
Self-Enhancement    -.166**    .140* 
Conservation  .070 -.006 
Openness-to-Change -.079  .023 

 Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001. Correlations in bold refer to 
hypothesised relations. 

6.2.3 Hypotheses 5 and 6:  value-congruence relations 

All hypothesised relations between value-congruence (i.e., between children and their 

classmates’ value priorities and children and a nominated best friend’s value priorities) and 

global-self-worth, teacher-reported behavioural strengths, and teacher-reported total 

behavioural difficulties were supported (see Table 6.6), as follows:  

• Value-congruence with classmates’ was positively related to global self-worth (rs = 

.143, p = .010), supporting H5b. 

• Value-congruence with classmates’ was positively related to teacher-reported 

behavioural strengths (rs = .187, p = .001), supporting H5c. 

• Value-congruence with classmates’ was negatively related to teacher-reported total 

behavioural difficulties (rs = -.180, p = .002), supporting H5d. 

• Value- congruence with a nominated best friend was positively related to global 

self-worth (rs = .165, p = .008), supporting H6b. 

• Value-congruence with a nominated best friend was positively related to teacher-

reported behavioural strengths (rs = .225, p < .001) , supporting H6c. 

• Value-congruence with a nominated best friend was negatively related to teacher-

reported total behavioural difficulties (rs = -.242, p < .001), supporting H6d. 
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Table 6-6 Correlations between value-congruence and Global self-worth and teacher rated 
social behaviours 

 Classmate value-congruence 
Best friend value-

congruence 

Global self-worth .143* .165** 

Behavioural strengths    .187***   .225*** 

Total behavioural difficulties -.180**  -.242*** 

 Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001; N = 265 for classmates’    
congruence and N = 214 for best friend’s congruence. Correlations in bold refer to hypothesised relations. 

6.3 Study 2 Discussion  

The study of values in children only began in earnest in the past two decades. The vast 

majority of the early research focused on the structure of values and value priorities, and it 

is only recently that it has turned to values-behaviour relations and the development of 

personal values in children. In this study, relations between value priorities, and value-

congruence, and aspects of wellbeing were examined for the first time.  

Table 6.7 shows that four of the five hypothesized direct relations between values and 

aspects of wellbeing in Study 2 were supported. Specifically, H3 to H6 were all supported, 

and for H2, relations were found for domain specific competencies. Specifically, Openness-

to-Change values were positively related with scholastic competence, and Conservation 

values were positively, and Self-Enhancement values negatively related with behavioural 

conduct. 
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Table 6-7 Overview of the hypothesised relations between personal values and aspects of 
wellbeing. 

 Hypothesis Supported/not supported 

H2 Wellbeing using global self-worth will be  

a) positively related to Self-Transcendence  

b) negatively related to Self-Enhancement  

c) positively related to Openness-to-Change  

Scholastic competencies will be  

d) positively related to Openness-to-Change  

Social competencies will be  

e) positively related to Self-Transcendence 

Behavioural conduct will be  

f) positively related to Conservation 

g) negatively related to Self-Enhancement 

 

Not supported 

Not supported 

Not supported 

 

Supported 

 

Not supported 

 

Supported 

Supported 

H3 Wellbeing using reported behavioural strengths 

(i.e., Prosocial behaviours) will be  

a) positively related to Self-Transcendence values  

b) negatively related to Self-Enhancement values 

 

 

Supported 

Supported 

H4 Wellbeing using reported total behavioural 

difficulties will be  

a) negatively related to Self-Transcendence values 

b) positively related to Self-Enhancement values 

 

 

Supported 

Supported 

H5 Value-congruence with classmates’ will be 

b) positively related to global-self-worth 

c) positively related to behavioural strengths 

d) negatively related to total behavioural difficulties 

 

Supported 

Supported 

Supported 

H6 Value-congruence with a best friend will be 

b) positively related to global self-worth 

c) positively related to behavioural strengths  

d) negatively related to total behavioural difficulties. 

 

Supported 

Supported 

Supported 

Support was found for relations between values and teacher-reported social behaviours for 

the first time. Specifically, behavioural strengths were positively related to Self-

Transcendence values and negatively related to the opposing Self-Enhancement values. As 
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expected, the opposing relations were found for total behavioural difficulties. Specifically, 

total behavioural difficulties were found to be positively related to Self-Enhancement 

values and negatively related with the opposing Self-Transcendence values.  

As expected, value-congruence between children and their (a) classmates’ and children, 

and (b) nominated best friend, were both positively related to behavioural strengths and 

negatively related to total behavioural difficulties. This shows that it is not only children’s 

own personal values, but also the congruence between their personal values and the 

personal values of their classmates’ and a nominated best friend that impact both teacher-

reported behavioural strengths and total behavioural difficulties.  

These results extend existing findings in the values-behaviour literature, which have 

generally focused on relations between self-reported values and peer-reported prosocial and 

aggressive behaviours, most often in adolescents. The current research expands our 

understanding of values-social behaviour relations by going beyond aggressive behaviour 

to include a broader range of difficulties, including items relating to emotional symptoms, 

conduct problems, peer problems and hyperactivity. In addition, this study may in fact 

underestimate the relations between values and social behaviours in childhood, as teachers 

generally have limited opportunities to observe these behaviours or understand children’s 

specific value priorities in their classroom. 

The previous literature on values and self-esteem relations has generally focused on 

adolescents and adults. No published studies were found to examine these relations in 

middle childhood. The results of the present study show that this is a promising area of 

future research as it highlights the importance of examining value-congruence with 
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classmates’ and a nominated best friend in relation to children’s self-esteem. Future 

research should examine which of the three mechanisms by which value-congruence relates 

to wellbeing, that were proposed by Sagiv and Schwartz (2000), are operating in this 

context. The two most likely candidates are: (1) more favourable conditions for goal-

attainment (i.e., environmental affordances), and (2) positive social support rather than 

negative social sanctions. 

6.4 Strengths, limitations and justification for Study 3.  

This study had several notable strengths. First, it used newly created values instruments 

specifically designed for children (P. R. Collins et al., 2017; Lee et al., 2017). Second, it 

examined both children’s value priorities and their congruence with classmates’ and a 

nominated best friend to better understand different aspects of wellbeing. Third, this study 

examined relations between self-reported values and teacher-reported behavioural 

strengths and total behavioural difficulties to minimised both same-method and social-

desirability bias. Fourth, in consideration of the complexities of studying self-esteem in 

young children, this study included, for the first time, global self-worth and several relevant 

domain specific competencies to examine relations between values and self-esteem.  

At the same time, this study had some limitations. First, it used self-reports to measure 

values, which can be subject to social desirability bias. However, Schwartz, Verkasalo, 

Antonovsky, and Sagiv (1997), have shown that social desirability is meaningfully related 

to value importance rather than a bias in the reporting of values. Further, values are 

motivational goals that can be reflected in behaviour but are not necessarily. Values are not 

directly observable by others and, as such, are usually measured by self-reports.  
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Second, self-report data was also relied upon to measure self-esteem, which can also be 

subject to social desirability bias. However, individuals are also the only ones who can 

accurately state their level of self-esteem. In addition, the instrument used in this study (i.e., 

Harter, 2012a) was designed to minimize social desirability responses in children, by using 

concrete choices rather than abstract items and a 4-point answer format to provide a wider 

range of possible answers than paired comparisons provide.  

Third, Harter (2006) suggested that children’s self-esteem is best measured by domain 

specific competencies rather than global self-esteem measures. Therefore, future studies 

would also be advised to examine both global measures and the individual domains of self-

esteem to maximise their results.  

Finally, due to the voluntarily nature of teachers’ completing the social behaviours 

questionnaire (SDQ-T; Goodman, 2005), there was significant missing data. Thus, further 

examination of values-social behaviour relations in future research would be advised.  

Study 3 was designed to address some of the limitations listed above for Study 2 and to 

examine the possible impact of different types of perceived social support on values-

wellbeing relations. Specifically, Study 3 added a more direct self-report measure of 

wellbeing to complement Harter’s (2012a) self-esteem instrument, the PWI-SC, which was 

also specifically designed to measure subjective-wellbeing in children (Cummins & Lau, 

2005). 

Study 3 also added a measure of social support (Harter, 2012b) to examine whether 

different types of social support (i.e., parents, teachers, classmates, friend), moderated or 

mediated relations between personal values the other focal wellbeing constructs. Finally, 
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in Study 3 greater effort was expended in obtaining teacher reports on children’s 

behavioural strengths and total behavioural difficulties (SDQ-T; Goodman, 2005) to 

increase the sample size.   
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Chapter 7 – Results and Discussion Study 3 

7.0 Introduction 

This Chapter reports on the results for Study 3, including the testing of H1 to H6 set out in 

Chapter 3 and follows the methodology outlined in Chapter 4. It is divided into four main 

sections. Section 7.1 reports the descriptive statistics of each of the focal constructs used in 

Study 3 (i.e., self-reported personal values, value-congruence, subjective-wellbeing, self-

esteem, teacher reported social behaviours, and different types of perceived social support). 

Section 7.2 reports on the results of the hypotheses testing, first on how values priorities 

relate to (1) subjective-wellbeing, (2) self-esteem and (3) social behaviours. Second, it 

reports on how value-congruence between a child and (a) their classmates’ and (b) a 

nominated best friend relates to subjective-wellbeing, self-esteem and social behaviours. It 

then reports on whether different types of perceived social support (i.e., parent, teacher, 

classmates’ and close friend), moderate or mediate relations between values and the other 

focal wellbeing constructs. Section 7.3 discusses the results and Section 7.4 outlines the 

strengths and limitations of Study 3, before outlining future directions for this research. 

7.1 Study 3 Descriptive statistics 

This section reports the descriptive statistics for each of the constructs examined in Study 

3. These include children’s values priorities (Section 7.1.1), their value-congruence with 

classmates’ and a nominated best friend (Section 7.1.2), their self-reported subjective-

wellbeing (Section 7.1.3), their self-reported self-esteem (Section 7.1.4), teacher 

perceptions of their social behaviours (Section 7.1.5), and their self-reported perceptions of 

different types of social support (Section 7.1.6). 
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7.1.1 Descriptive Statistics for Value Priorities 

Means (M) and standard deviations (SD) of the four higher order values and the 10 basic 

values for the 738 participants’ (Female = 50%) are presented in Table 7.1. Overall, the 

highest mean score for the higher order values was for Self-Transcendence values (M = 

.197), followed by Conservation (M = .081) and Openness-to-change values (M = .055), 

whereas the lowest mean score was for Self-Enhancement values (M = -.452). For the 10 

basic values, the highest mean score was for benevolence (M = .215), followed by 

universalism (M = .178), with power (M = -.540) being the least important. Table 7.1 shows 

the standard deviations for all values have reasonable variation across participants.  

Table 7-1 Descriptive statistics for personal values 

Values  Mean 

(M) 

Standard Deviation  

(SD) 

Higher Order Values   
Self-Transcendence  .197 .171 
Conservation  .081 .180 
Openness- to-change .055 .250 
Self-Enhancement -.452 .384 
Basic Values   
Benevolence  .215 .246 
Universalism  .178 .220 
Security  .171 .215 
Stimulation  .158 .402 
Conformity  .158 .261 
Hedonism  .057 .344 
Self-direction -.048 .234 
Tradition -.086 .381 
Achievement -.364 .495 
Power -.540 .383 

These results reflect similar ordering of means as previous children’s values research (e.g., 

P. R. Collins et al., 2017; Lee et al., 2017; Benish-Weisman et al., 2019) and are also similar 

to Study 2 in the ordering of means for the four higher order values. However, there were 
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some differences in the ordering of means for the 10 basic values. Specifically, 

universalism and security ranked higher in the current study and stimulation ranked lower 

than in Study 2.  

As set out in the method Chapter and following Study 2, mean differences in the higher 

order values by gender and year level were examined. Again, year level was used as a proxy 

for age as the correlation between age and year level was high (r = 0.951).  

The results of a MANOVA on higher order values showed a significant gender (F = 14.960, 

p < .001) and year level effects (F = 7.243, p < .001), but no significant effects for the 

interaction between gender and year level (F = .947, p = .526). For gender, girls were higher 

on Self-Transcendence values (M = .228) and Conservation values (M = .103) than boys 

(M = .165; t (728.4) = 5.111, p <.001, M = .058; t (736) =3.418, p < .001, respectively). Whereas 

boys were higher on Self-Enhancement values (M = -.360), and Openness–to-Change 

values (M = .080) than girls (M = -.543; t683.677) = 6.646, p < .001, M = .031; t(736) = 2.664, 

p = .008, respectively). Figure 7.1 shows that for year levels, Self-Enhancement values 

were significantly higher for children in year 1 than in all other year levels (p < .05), 

whereas Self-Transcendence values were significantly lower for children in year 1 than in 

all other year levels (p < .05). In contrast, Conservation values were significantly lower for 

year 6 children than for those in years 1 to 4, whereas Openness-to-Change values were 

significantly higher for year 6 children than for those in years1, 3 and 4 (p < .05).  
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Figure 7-1 Mean plots of higher order values by year level 

7.1.2 Descriptive statistics for value-congruence   

As expected, after Fishers Z-transformations, the mean correlations between children’s 

value priorities and their classmates’ value priorities and children’s value priorities and 

their nominated best friend’s value priorities, were both positive and significant. 
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Specifically, the mean correlations between children and their classmates’ value priorities 

was r = .655 (p < .001) and the mean correlation between children and their nominated best 

friend’s value priorities was r = .390 (p < .05).  

In contrast to Study 2, there were significant differences in these correlations by both 

gender and year level. Specifically, there was higher value-congruence between girls’ and 

their best friend’s value priorities (r = .448) than for boys’ (r = .329, t = 1.820, p = .034). 

There was also higher value-congruence between girls’ and their classmates’ value 

priorities (r = .694) than for boys’ (r = .612, t = 1.945, p = .026). For year level, there was 

only one significant result at the .05 level. That is, there was a lower level of value-

congruence between children and their classmates’ value priorities for those in year 1 as 

compared to those in years 3, 4, 5 and 6 (see Table 7.2).  

Table 7-2 Value-congruence by gender and year level 

 Best Friend Classmates’ 
Year 1 .216 .519 
Year 2 .415 .649 
Year 3 .421 .707 
Year 4 .393 .670 
Year 5 .425 .669 
Year 6 .416 .675 

          Note: Value-congruence is the average correlations for year level, after  
          Fisher-Z transformation. 

7.1.3 Descriptive statistics for self-reported subjective-wellbeing 

The means (M) and standard deviations (SD) of subjective-wellbeing for the 718 

participants who completed the PWI-SC measure are presented in Table 7.3. The means 

were all well above the midpoint on the 11-point scale and the standard deviations show 

good variation between the respondents with a range of 1.180 to 1.986. 
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Table 7-3 Descriptive Statistics for subjective-wellbeing by gender and year level 

 Subjective-wellbeing 
 Female Male Overall 
 M SD M SD M SD 
Year 1 8.140 1.378 8.097 1.293 8.119 1.329 
Year 2 7.918 1.446 8.580 0.847 8.280 1.199 
Year 3 8.010 1.318 8.091 1.011 8.043 1.986 
Year 4 7.640 1.383 8.372 1.153 8.059 1.303 
Year 5 8.214 1.254 8.499 1.069 8.339 1.180 
Year 6 8.221 1.284 8.252 1.146 8.237 1.209 
Overall 8.036 1.344 8.333 1.093 8.184 1.234 

The results of an ANOVA for subjective-wellbeing show a significant gender effect (F = 

9.980, p = .002), but no significant effects for year level (F = 1.440, p =.208) or the 

interaction between gender and year level (F = 2.159, p = .057). Specifically, for gender 

boys were higher on subjective-wellbeing (M = 8.333) than girls (M = 8.036; t (690.4) = 3.248, 

p = .001).  

7.1.4 Descriptive statistics for self-reported Self-Esteem  

The means (M) and standard deviations (SD) of global self-worth and the three relevant 

domain specific competency constructs that measure self-esteem for the 722 participants 

who completed the SPPC measure are presented in Table 7.4. The means were all well 

above the midpoint on the 4-point scale and the standard deviations showed good variation 

between the respondents with a range of .604 to .713.  

Table 7-4 Descriptive Statistics for Self-Esteem 

Self-Esteem Facets Items Mean 

(M) 

Standard 
Deviation 

(SD) 
Scholastic Competence  6 2.884 .713 
Social Competence 5 3.037 .713 
Behavioural Conduct 6 3.255 .610 
Global Self-Worth 6 3.313 .604 
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The results of a MANOVA for global self-worth and the domain specific competencies 

showed significant gender (F = 18.509, p < .001) and year level (F = 2.543, p < .001) 

effects, as well as interaction between gender and year level effects (F = 1.604, p = .043). 

Similar to Study 2, scholastic competence (F = 5.233, p = .022), and behavioural conduct 

(F = 26.573, p < .001) were significantly different by gender; however, unlike Study 2, in 

this study social competence (F = 4.549, p = .033) was also found to be significant for 

gender. Specifically, boys were higher on scholastic competence (M = 2.946) than girls (M 

= 2.830; t (715.1) = 2.196, p = .028). Boys were also higher on social competence (M = 3.016) 

than girls (M = 2.893; t (716.7) = 2.390, p = .017), whereas girls were higher on behavioural 

conduct (M = 3.376) than boys (M = 3.134; t (718) = -5.411, p < .001).  

In addition, scholastic competence (F = 3.133, p = .008) was also significant for year level. 

Specifically, children in year 1 (M = 3.071) saw themselves as higher in scholastic 

competence than children in year 3 (M = 2.894; t (228.7) = 2.069, p = .040), year 4 (M = 

2.730; t (202.7) = 3.439, p = .001), year 5 (M = 2.892; t (219.9) = 2.038, p = .043) and year 6 (M 

= 2.829; t (227.9) = 2.748, p = .006). In addition, children in year 2 (M = 2.926) saw 

themselves as higher in scholastic competence than children in year 4 (M = 2.730; t (203.1) = 

2.033, p = .043). Significant year level effects were also found for social competence (F = 

2.763, p = .018). However, the only significant effect was between children in year 5 (M = 

3.044) seeing themselves as higher in social competence than children in year 2 (M = 2.867; 

t (246) = 2.011, p = .045). 

Finally, the interaction between gender and year level was significant for social competence 

(F = 3.961, p = .002). Specifically, in year 2 and year 4, social competence was higher for 

boys than for girls (M boys = 3.021vs M girls = 2.684; t (127) = 2.089, p = .006; M boys = 3.704 
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vs M girls = 2.580; t (91.5) = 3.704, p < .001, respectively). However, this effect was not 

significant for years 1, 3, 5 or 6. 

7.1.5 Descriptive statistics for teacher reported social behaviours  

The means (M) and standard deviations (SD) for teacher reported social behaviours, 

including behavioural strengths, total behavioural difficulties (as for Study 2), as well as 

the individual difficulties subscales for the 725 participants’ whose teacher completed this 

measure are presented in Table 7.5.  The means were all well above the midpoint of the 

scale and the standard deviations showed good variation between respondents with a range 

of 1.359 to 2.571. Mean scores were also compared to Australian norms for 7 to 17 year 

olds reported by Goodman (see www.sdqinfor.com; updated 2016). Mean scores in these 

children were above the normal ranges. Specifically, Table 7.5 shows that the combined 

total of 725 children in this sample were above the Australian norms for behavioural 

strengths and below the norm for total behavioural difficulties. This was the same for 

gender norms. 

The results of an ANOVA for behavioural strengths, showed a significant gender effect (F 

= 39.080, p < .001), but no significant effects for year level (F = 1.235, p =.291) or the 

interaction between gender and year level (F = .694, p = .628). Similar to Study 2, girls 

were higher on behavioural strengths (M = 8.973) than boys (M = 8.092; t (682.8) = 6.278, p 

< .001).  

http://www.sdqinfor.com/
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Table 7-5 Descriptive statistics for behavioural strengths, total behavioural difficulties, and 

the Australian norms 

 Male 

 

Female  Total Aust. Norms: 

Total 

 M SD M SD M SD M SD 

Behavioural strengths 8.092 2.093 8.973 1.657 8.535 1.936 7.8 2.1 

Total behavioural 
difficulties 

5.353 5.660 3.640 4.396 4.492 5.133 6.5 6.0 

Emotional Symptoms .933 1.688 1.091 1.710 1.012 1.700 1.4 1.7 
Conduct Problems .555 1.433 .499 1.284 .527 1.359 1.0 1.5 

Hyperactivity 
(inattention) 

2.628 2.900 1.231 1.967 1.925 2.571 2.5 2.6 

Peer Problems 1.003 1.558 .821 1.282 .912 1.428 1.6 1.8 

Note: Australian norms are for 7 to 17year olds and only given to one decimal place: see www.sdqinfor.com 

Also similar to Study 2, the results of an ANOVA for total behavioural difficulties, showed 

significant effects for gender (F = 20.490, p < .001) and year level (F = 4.933, p < .001), 

but no significant effects for the interaction between gender and year level (F = .740, p = 

.593). Specifically, for gender, boys were higher for total behavioural difficulties (M = 

5.353) than girls (M = 3.640; t (676.9) = 4.543, p < .001). For year level, children in year 6 

(M = 2.905) were lower in total behavioural difficulties than children in year 4 (M = 5.860; 

t(213.2) = 4.137, p <.001); year 3 (M = 4.721; t (253) = 3.091, p =.002; year 2 (M = 4.685; t(251) 

= 2.903, p =.004); and year 1 (M = 5.272; t (196.7) = 4.137, p =.001. However, they were not 

significantly different from those in year 5. In addition, children in year 5 were also 

significantly lower in total behavioural difficulties (M = 3.768) than children in year 4 (M 

= 5.860; t(192.2) = 3.089, p =.002); and year 1 (M = 5.272; t(175.8) = 2.223, p =.027). 

The results of a MANOVA for the subscales of total difficult behaviours showed significant 

effects for gender (F = 17.773, p < .001) and year level (F = 2.310, p < .001) but no 

http://www.sdqinfor.com/
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significant effects for the interaction between gender and year level (F = .484, p = .992). 

For emotional symptoms there was a significant year level effect (F = 4.259, p < .001), but 

no significant effects for gender (F = .234, p =.629) or the interaction between year level 

and gender (F = .480, p = .791). Specifically, for year level, year 6 children (M = .540) had 

less emotional symptoms than children in year 1 (M = 1.204; t(161.2) = 2.893, p =.004); year 

2 (M = 1.205; t(243.2) = 3.836, p <.001); Year3 (M = 1.062; t(227.8) = 2.700, p =.007) and year 

4 (M = 1.368; t(188) = 3.870, p <.001). In addition, children in year 5 (M =.760) had lower 

emotional symptoms than children in year 4 (M = 1.368; t(211.2) = 2.905, p = .008); year 3 

(M = 4.721; t(253) = 3.091, p =.002); and year 2 (M = 1.205; t(250) = 2.351, p =.019).  

For conduct problems there was a significant effect for year level (F = 2.687 p = .020), but 

there was no significant effects for gender (F = .234, p =.629) or the interaction between 

year level and gender (F = 1.179, p = .318). However, only children in year 6 (M = .286) 

had less conduct problems than children in year 2 (M = .787; t(224.6) = 2.811, p =.005). 

For hyperactivity (inattention) there were significant effects for gender (F = 20.869, p < 

.001) and year level (F = 2.700, p =.020), but there was no significant effect for the 

interaction between year level and gender (F = .622, p = .683). For gender, boys (M = 

2.628) were higher on hyperactivity (inattention) than girls (M = 1.231; t (630.8) = 7.576, p < 

.001). For year level, children in year 6 (M = 1.333) were lower on hyperactivity 

(inattention) than children in year 1 (M =2.204; t(201.1) = 2.453, p =.015); year 2 (M =2.087; 

t(247.4) = 2.303, p =.022); year 3 (M =2.016; t(253) = 2.301, p =.025); and year 4 (M =2.421; 

t(221.4) = 3.132, p =.002). In addition, for children in year 4 (M =2.421) were higher in 

hyperactivity (inattention) than children in year 5 (M = 1.584; t(201.1) = 2.557, p =.011). 
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For peer problems there was a significant effect for year level (F = 5.080, p < .001), but no 

significant effects for gender (F = 3.407, p =.065) or the interaction between year level and 

gender (F = .161, p = .997). For year level, year 6 (M =.619) children had less peer problems 

than children in year 1 (M = 1.087; t(189.3) = 2.527, p =.012); year 3 (M =1.062; t(248.3) = 

2.720, p =.007); and year 4 (M = 1.290; t(197.4) = 3.449, p =.001). In addition, year 2 (M = 

.535) children had less peer problems than children in year 5 (M =.944; t(230.2) = 2.526, p 

=.012); year 4 (M = 1.290; t(186) = 3.982, p <.00); year 3 (M =1.062; t(241.1) = 3.359, p =.001) 

and year 1 (M = 1.087; t(177.8) = 3.066, p =.003).  

7.1.6 Descriptive statistics for perceived social support 

The means (M) and standard deviations (SD) for perceived social support for the 698 

participants’ who completed the SSSC measure are presented in Table 7.6. The standard 

deviations showed good variation between respondents with a range of .547 to .666. 

Table 7-6 Descriptive Statistics for Social Support 

Perceived social 
support Facets 

Items Mean 

(M) 

Standard 
Deviation 

(SD) 
Parent Support  4 3.57 .547 
Teacher Support 4 3.47 .617 
Close Friend Support 4 3.44 .666 
Classmate Support 4 3.19 .607 

Note: Study 3 used a nominated best friend to examine close friend support 

The results of a MANOVA on the four types of perceived social support showed significant 

effects for year level (F = 1.859, p =.012) and the interaction between year level and gender 

(F = 1.783, p = .018). However, there was no significant gender effect (F = 1.108, p = .352). 

For year level, only perceived parent support was significant (F = .784, p = .020). 

Specifically, year 1 (M = 3.434) children perceived less parent support than children in year 
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4 (M = 3.614; t(198.8) = 2.338, p =.020); year 5 (M =3.665; t(192.6) = 3.124, p =.002); and year 

6 (M = 3.610; t(220) = 2.290, p =.023).  

For gender by year level, two types of perceived social support showed significant effects:  

classmate support (F = 3.450, p = .004) and close friend support (F = 4.029, p = .001). 

Specifically, perceived classmates’ support was higher for boys than for girls in year 2 

(Mboys = 3.216 vs Mgirls = 2.962; t (124) = 2.372, p = .019), year 4 (Mboys = 3.320 vs Mgirls = 

3.000; t (81.9) = 2.648, p = .010) and year 5 (Mboys = 3.333 vs Mgirls = 3.110, t (115) = 2.276, p 

= .025). Perceived close friend support was also higher for boys than for girls in year 2 

(Mboys = 3.553 vs Mgirls = 3.250; t (93.1) = 2.653, p = .009). However, it was higher for girls 

than for boys in year 6 (Mgirls = 3.664 vs Mboys = 3.265, t (115) = 3.531, p = .001). 

7.2 Results for hypotheses testing  

This section reports on the results from the analysis of the hypotheses presented in Chapter 

3. Specifically, Section 7.2.1 reports on how value priorities relate to subjective-wellbeing. 

Section 7.2.2 reports on how value priorities relate to self-esteem using global self-worth, 

scholastic competence, social competence and behavioural conduct. Section 7.2.3 reports 

on how value priorities relate to teacher reported social behaviours, including behavioural 

strengths and total behavioural difficulties, and each of the total difficulties subscales. 

Section 7.2.4 reports on value-congruence between children and (a) their classmates’ and 

(b) their best friend and subjective-wellbeing, self-esteem and social behaviours. Section 

7.2.5 reports on the different types of perceived social support as moderators on the 

relations between values and each of the other focal wellbeing constructs (i.e., subjective-

wellbeing, global self-worth, behavioural strengths and total behavioural difficulties). 
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Finally, Section 7.2.6 reports on the different types of perceived social support as mediators 

on the relations between values and each of the other focal wellbeing constructs. 

7.2.1 Hypotheses 1: relations between value priorities and subjective-wellbeing  

Hypotheses 1a-c posited the relations between values and subjective-wellbeing. Two of the 

three hypothesised relations were supported. Specifically, H1a and H1c were supported, 

but H1b was not.  

• Self-Transcendence values were significantly positively related to subjective-

wellbeing (rs = .091, p = .015), supporting H1a. 

• Openness-to-Change values were significantly positively related to subjective-

wellbeing (rs = .131, p = <.001), supporting H1c.  

However, no support was found for H1b. Self-Enhancement values were not significantly 

related to subjective-wellbeing (rs = -.056, p = .152). Thus, post-hoc tests for relations 

between power and achievement were run separately. Achievement were not significantly 

related to subjective-wellbeing (rs = .012, p = .754); however, power values were 

significantly related (rs = -.124, p = .001). 

7.2.2 Hypotheses 2: Relations between value priorities and self-esteem  

Hypotheses 2a-g, posited the relations between values and self-esteem using global self-

worth and each of the domain specific competencies (i.e., scholastic competence, social 

competence and behavioural conduct). All of the seven hypothesised relations were 

supported (see Table 7.7): 

• Self-Transcendence values were significantly positively related to global self-worth 

(rs = .138, p < .001), supporting H2a. 
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• Self-Enhancement values were significantly negatively related to global self-worth 

(rs = -.119, p < .001), supporting H2b. 

• Openness-to-Change values were significantly positively related to global self-

worth (rs = .104, p = .003), supporting H2c. 

Support was also found for H2d-g, which related to the domain specific competencies: 

• Openness-to-change values were significantly positively related to self-reported 

scholastic competence (rs = .111, p < .001), supporting H2d.  

• Self-Transcendence values were significantly positively related to social 

competence (rs = .143, p < .001), supporting H2e.  

• Conservation values were significantly positively related to behavioural conduct (rs 

= .203, p < .001), supporting H2f.  

• Self-Enhancement values were significantly negatively related to behavioural 

conduct (rs = -.208, p < .001), supporting H2g. 

Table 7-7 Correlations between self-esteem and values 

 Global  

Self-worth 

Scholastic 
Competence 

Social 
Competence 

Behavioural 
Conduct 

Self-Transcendence  .138***  .031  .172***  .181*** 
Self-Enhancement -.119*** -.024 -.104** -.208*** 
Conservation  .103**  .009  .014  .202*** 
Openness-to-Change  .107**  .111***  .103** -.023 

Note. Spearman’s correlations one-tailed. p = <.05*; p < .01**; p < .001***. Correlations in bold refer to 

hypothesised relations. 

7.2.3 Hypotheses 3 and 4: Relations between value priorities and social 
behaviours  

Both hypothesised relations between value priorities and teacher-reported social 

behaviours were supported (see Table 7.8). For teacher reported behavioural strengths, H3a 

and H3b were supported, as follows:  
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• Self-transcendence values were significantly positively related to behavioural 

strengths (rs = .229, p < .001), supporting H3a.  

• Self-Enhancement values were significantly negatively related to behavioural 

strengths (rs = -.221, p < .001), supporting H3b.  

For teacher-reported total behavioural difficulties, which summated emotional symptoms, 

peer problems, hyperactivity, conduct problems, H4a and H4b were supporting, as follows: 

• Self-Transcendence values were significantly negatively related to total behavioural 

difficulties (rs = -.210, p < .001), supporting H4a.  

• Self-Enhancement values were significantly positively related to total behavioural 

difficulties (rs = .190, p < .001), supporting H4b.  

Table 7-8 Correlations between values and teacher-reported social behaviours 

 Behavioural strengths Total behavioural 
difficulties 

Self-Transcendence      .229***    -.210*** 
Self-Enhancement     -.221***      .190*** 
Conservation       .131*** -.083* 
Openness-to-Change .059   -.110** 

Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01;*** p < .001. Correlations in bold refer to    

hypothesised relations. 

For the behavioural difficulties subscales, seven of the eight proposed relations were as 

expected, with the exception being between Self-Enhancement and emotional symptoms 

(see Table 7.9). Thus, further support was found for hypotheses H4a and H4b at the 

subscale level, as follows: 

• Self-Transcendence values were significantly negatively related to emotional 

symptoms (rs = -.070, p = .030), conduct problems ( rs = -.151, p < .001), 

hyperactivity (rs = -.210, p < .001), and peer problems (rs = -.132, p < .001) 

further supporting H4a; and 
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• Self-Enhancement values were significantly positively related to conduct 

problems (rs = .126, p < .001), hyperactivity (rs = .220, p < .001), and peer 

problems (rs = .078, p = .018) further supporting H4b.  

Table 7-9 Correlations between values and teacher-reported difficulties 

 Emotional 
Symptoms 

Conduct 
Problems 

Hyperactivity Peer 
Problems 

Self-Transcendence  -.070*       -.151***   -.210***       -.132*** 
Self-Enhancement .054        .126***     .220***    .078* 
Conservation     .090**       -.111***     -.149*** -.052 
Openness-to-Change     -.148*** -.034 -.071* -.048 

Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001. Correlations in bold refer to 
hypothesised relations. 

7.2.4 Hypotheses 5 and 6: Value-congruence relations 

The hypothesised relations between value-congruence (i.e., between children’s and their 

classmates’ value priorities and children and a nominated best friend’s value priorities) and 

global-self-worth, teacher-reported behavioural strengths, and teacher-reported total 

behavioural difficulties were supported in seven of the eight cases (see Table 7.10). 

Specifically, value-congruence between children and their classmates’ value priorities was 

positively related to subjective-wellbeing, global self-worth and teacher-reported 

behavioural strengths and negatively related to teacher-reported behavioural difficulties, as 

follows:  

• Value-congruence with classmates’ was significantly positively related to 

subjective-wellbeing (rs = .123, p < .001), supporting H5a. 

• Value-congruence with classmates’ was significantly positively related to global 

self-worth (rs = .195, p < .001), supporting H5b. 

• Value-congruence with classmates’ was significantly positively related to teacher-

reported behavioural strengths (rs = .223, p < .001), supporting H5c.  

• Value-congruence with classmates’ was significantly negatively related to teacher-

reported total behavioural difficulties (rs = -.220, p < .001), supporting H5d.  
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Table 7-10 Correlations between value-congruence and wellbeing, Global self-worth and 
teacher-reported social behaviours 

  Classmate value-congruence 
Best friend value-

congruence 

Subjective-wellbeing .123*** .045 

Global self-worth .198*** .112** 

Behavioural strengths .223*** .212*** 

Total behavioural difficulties -.220*** -.196*** 

Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001.  N = 738 for classmates’ 
congruence and N = 677 for best friend’s congruence; Correlations in bold refer to hypothesised relations. 

Value-congruence between children and their nominated best friend’s value priorities 

was positively related to global self-worth and teacher-reported behavioural strengths, 

and negatively related to teacher-reported behavioural difficulties. 

• Value-congruence with a nominated best friend was significantly positively related 

to global self-worth (rs = .109, p = .003), supporting H6b. 

• Value-congruence with a nominated best friend was significantly positively related 

to teacher-reported behavioural strengths (rs = .212, p < .001), supporting H6c.  

• Value-congruence with a nominated best friend was significantly negatively related 

to teacher-reported total behavioural difficulties (rs = -.196, p < .001), supporting 

H6d.  

However, value-congruence with a nominated best friend was not significantly related to 

subjective-wellbeing (rs = .045, p = .121). 

Post-hoc tests were run to further examine the relations between value-congruence and 

behavioural difficulties subscales (see Table 7.11). In all cases, the expected relations were 

found, as follows:  
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• Value-congruence with classmates’ and a nominated best friend were significantly 

negatively related to emotional symptoms (rs = -.094, p = .006, rs = -.101, p = .005, 

respectively). 

• Value-congruence with classmates’ and a nominated best friend were significantly 

negatively related to conduct problems (rs = -.134, p < .001; rs = -.070, p = .035, 

respectively),  

• Value-congruence with classmates’ and a nominated best friend were significantly 

negatively related to hyperactivity (rs = -.212, p < .001; rs = -.186, p < .001, 

respectively), and  

• Value-congruence with classmates’ and a nominated best friend were significantly 

negatively related to peer problems (rs = -.162, p < .001; rs = -.175, p < .001, 

respectively).  

Table 7-11 Correlations between value-congruence and teacher rated difficulties facets 

  Classmate value-congruence Best friend value-congruence 

Emotional symptoms -.094** -.101** 

Conduct Problems -.134*** -.070* 

Hyperactivity -.212*** -.186*** 

Peer Problems -.162*** -.175*** 

Note. Spearman’s correlations one-tailed. *p = <.05; ** p < .01; *** p < .001; Classmates: N = 738, best 

friends: N=677. 

7.2.5 Hypothesis 7 to 10: Perceived social support as a moderator  

Hypotheses 7a-c, 8a-c, 9a-c and 10a-c posited a moderating effect of perceived social 

support, including parent, teacher, classmates or friend support, on the relations between 

three of the higher order values and wellbeing. These hypotheses were tested using the 

Hayes (2018) PROCESS add on macro for regression analysis. After centring, all 12 

models were significant (see appendix for overall model statistics); however, none of the 

twelve hypotheses for a moderating interaction were supported at the p <.05. In addition, 
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Tables 7.12 to 7.15 show that all of the confidence intervals crossed zero, indicating that 

there were no significant interactions. Therefore, H7a-c, 8a-c, 9a-c and 10a-c were not 

supported.  

Table 7-12 PROCESS regression predicting perceived social support interaction for values 
and subjective-wellbeing 

Subjective-Wellbeing   Confidence 
interval (95%) 

Predictor Beta (ᵝ) p LLCI ULCI 
Self-Transcendence x Parent Support  .510 .465   -.860 1.881 
Self-Transcendence x Teacher Support  .069 .911 -1.135 1.272 
Self-Transcendence ST x Cl-Support  .380 .493  -.707 1.467 
Self-Transcendence x Close-friend Support -.821 .115 -1.842  .200 
     
Self-Enhancement x Parent Support  .054 .858  -.539  .647 
Self-Enhancement x Teacher Support  .052 .849  -.486  .590 
Self-Enhancement ST x Cl-Support  .062 .809  -.439  .563 
Self-Enhancement x Close-friend Support  .176 .435  -.266  .618 
     
Openness-to-Change x Parent Support -.056 .904  -.961  .850 
Openness-to-Change x Teacher Support  .032 .929  -.679  .743 
Openness-to-Change ST x Cl-Support -.001 .997  -.652  .650 
Openness-to-Change x Close-friend Support  .347 .296 -.2317  .925 

Note: Cl-Support = Classmate Support  
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Table 7-13 PROCESS regression predicting perceived social support interaction for values 
and global self-worth 

Global Self-Worth   Confidence 
interval (95%) 

Predictor Beta (ᵝ) p LLCI ULCI 
Self-Transcendence x Parent Support  .369 .222 -.223 .960 
Self-Transcendence x Teacher Support -.171 .560 -.749 .406 
Self-Transcendence ST x Cl-Support -.131 .639 -.677 .416 
Self-Transcendence x Close-friend Support -.359 .137 -.832 .115 

     
Self-Enhancement x Parent Support  .002 .987 -.263 .267 
Self-Enhancement x Teacher Support  .052 .680 -.194 .297 
Self-Enhancement ST x Cl-Support  .058 .600 -.158 .273 
Self-Enhancement x Close-friend Support  .030 .796 -.195 .255 
     
Openness-to-Change x Parent Support -.009 .958 -.348 .329 
Openness-to-Change x Teacher Support -.093 .599 -.440 .254 
Openness-to-Change ST x Cl-Support  .036 .824 -.283 .356 
Openness-to-Change x Close-friend Support  .167 .241 -.112 .445 

   Note: Cl-Support = Classmate Support 

 

Table 7-14 PROCESS regression predicting perceived social support interaction for values 
and teacher reported strengths 

Teacher reported strengths   Confidence 
interval (95%) 

Predictor Beta (ᵝ) p LLCI ULCI 
Self-Transcendence x Parent Support   -.863 .323 -2.576   .849 
Self-Transcendence x Teacher Support -1.263 .110 -.2.811   .285 
Self-Transcendence ST x Cl-Support  1.116 .143   -.379 2.610 
Self-Transcendence x Close-friend Support    .314 .663 -1.100 1.727 

     
Self-Enhancement x Parent Support    .399 .246  -.277 1.075 
Self-Enhancement x Teacher Support    .438 .168  -.184 1.060 
Self- Enhancement ST x Cl-Support   -.345 .260  -.946   .255 
Self-Enhancement x Close-friend Support    .024 .926  -.494   .543 

Note: Cl-Support = Classmate Support 
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Table 7-15 PROCESS regression predicting perceived social support interaction for values 
and teacher reported total difficult behaviours 

Teacher reported difficult behaviours   Confidence interval 
(95%) 

Predictor Beta 
(ᵝ) 

p LLCI ULCI 

Self-Transcendence x Parent Support  2.096 .313  -.980 6.172 
Self-Transcendence x Teacher Support  2.648 .162 -1.063 6.358 
Self-Transcendence ST x Cl-Support    .531 .785 -3.297 4.359 
Self-Transcendence x Close-friend Support -2.027 .335 -6.154 2.101 
     
Self-Enhancement x Parent Support -1.389 .079 -2.939  .162 
Self- Enhancement x Teacher Support   -.738 .366 -2.340  .864 
Self- Enhancement ST x Cl-Support   -.481 .557 -2.087 1.126 
Self- Enhancement x Close-friend Support    .276 .735 -1.323 1.874 

Note: Cl-Support = Classmate Support 

 

7.2.6 Hypothesis 11 to 14: Social support as a mediator  

Mediation analyses were conducted in a series of ordinary least squares (OLS) regression 

models to test the four mediation hypotheses: 11a-c, 12a-c 13a-c and 14a-c. It was posited 

that three of the four higher order values would indirectly affect all of the examined aspects 

of wellbeing through the mediating effect of different types of perceived social support: 

parent, teacher, classmates or friend support.  

All types of social support were found to mediate relations between value priorities and the 

different aspects of wellbeing examined in Study 3. Overall, of the 12 hypotheses for 

mediating relations, three were fully supported at the p <.05 level and nine were partially 

supported. These full and partial relations were also statistically significant based on 5,000 

bootstrap samples where confidence intervals did not cross zero (Hayes, 2018). As can be 

seen in Table 7.16, H11a and 11c were fully supported, but H11b was only partially 

supported.  
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Table 7-16 Mediation of support on values and subjective-wellbeing relations 

 In-direct 
effects of 

values 

Bootstrap 
Confidence 

Intervals 95% 

Direct effect 
values on SWB 

 

Type of 
mediation 

LLCI ULCI ᵝ p 

ST-Parent -SWB  .353  .188  .548  .323  .248 Indirect-only 
(i.e., full) 

ST –Teacher-SWB  .192  .067  .353  .484  .080 Indirect-only 
(i.e., full) 

ST –Clmate -SWB  .294  .142  .471  .382  .162 Indirect-only 
(i.e., full) 

ST –Friend -SWB  .275  .128  .459  .396  .148 Indirect-only 
(i.e., full) 

OC –Parent-SWB  .065 -.045  .185  .572  .002 Direct-only 

(non-mediation) 

OC –Teacher-SWB -.011 -.096  .070  .648 <.001 Direct-only 

(non-mediation) 

OC –Clmate -SWB  .151  .049  .264  .436  .011 Complementary 

(i.e., partial) 

OC –Friend -SWB  .115  .018  .218  .525  .007 Complementary 

(i.e., partial) 

SE-Parent-SWB -.163 -.267 -.081 -.051  .694 Indirect-only 
(i.e., full) 

SE –Teacher-SWB -.106 -.186 -.043 -.108  .417 Indirect-only 
(i.e., full) 

SE –Clmate -SWB -.101 -.184 -.030 -.112  .402 Indirect-only 
(i.e., full) 

SE –Friend -SWB -.120 -.209 -.048 -.092  .498 Indirect-only 
(i.e., full) 

Note: # 685; ST = Self-Transcendence; OC = Openness-to-Change values; SE = Self-Enhancement; SWB 
= subjective-wellbeing; Clmate = classmate; p = statistical significance; ᵝ = beta; LLCI = lowest limit 
confidence interval; ULCI = upper limit confident interval.  
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For H11a, Self-Transcendence values and subjective-wellbeing relations were mediated by 

parent, teacher, classmate and friend support with all types of perceived social support fully 

mediating these relations. For H11c, Self-Enhancement values and subjective-wellbeing 

relations were mediated by parent, teacher, classmate and friend support. Specifically, all 

types of perceived social support showed full, negative mediation. For H11b, Openness-to-

Change values and subjective-wellbeing relations were only partially mediated by 

classmate and friend support and parent and teacher support did not mediate these relations.  

As can be seen in Table 7.17, H12c was fully supported, but H12a and H12b were only 

partially supported. Specifically, for H12c, Self-Enhancement values and global self-worth 

relations were fully mediated by parent, teacher, classmate and friend support. For H12a, 

Self-Transcendence values and global self-worth relations were fully mediated by parent 

support; however, they were only partially mediated by teacher, classmate, and friend 

support. For H12b, Openness-to-Change values and global-self-worth relations were fully 

mediated by classmate and friend support; however, parent and teacher support did not 

mediate these relations.  

As can be seen in Table 7.18, for H13a-c, all three hypotheses were only partially 

supported. Specifically, for H13a, Self-Transcendence values and teacher reported 

behavioural strengths relations were partially mediated by parent and classmate support; 

however, teacher and friend support did not mediate these relations. For H13b, Openness-

to-Change values and teacher reported behavioural strengths relations were fully mediated 

by classmate and friend support; however, parent and teacher support did not mediate these 

relations. For H13c, Self-Enhancement and teacher reported behavioural strengths relations 
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were partially mediated by parent and classmate support; however, teacher and friend 

support did not mediate these relations.  

Table 7-17 Mediation of support on values and GSW relations 

Path 
X-M-Y 

In-
direct 
effects 

 
 

Bootstrap 
Confidence 

Interval 

Direct effect of 
values on GSW 

Type of mediation 

LL 

CI 

UL 

CI 

ᵝ 

 

p 

ST-Parent-GSW  .251  .140  .370  .248 .054 Indirect-only  
(i.e., full) 

ST-Teacher-GSW  .170  .069  .281  .330 .011 Complementary 
(i.e., partial) 

ST –Clmate -GSW  .239  .123  .363  .260 .036 Complementary 
(i.e., partial) 

ST–Friend -GSW   .182  .094  .291  .320 .016 Complementary 
(i.e., partial) 

OC–Parent-GSW .044 -.030  .125  .168 .044 Direct-only 
(non-mediation) 

OC-Teacher-GSW -.014 -.086  .057  .226 .007 Direct-only 
(non-mediation) 

OC-Clmate-GSW  .119  .036  .205  .093 .255 Indirect-only  
(i.e., full) 

OC-Friend-GSW  .076  .013  .143  .135 .119 Indirect-only  
(i.e., full) 

SE-Parent-GSW -.114 -.175 -.061 -.078 .173 Indirect-only (i.e., full) 

SE-Teacher-GSW -.090 -.144 -.043 -.101 .085 Indirect-only (i.e., full) 

SE-Clmate-GSW -.085 -.144 -.030 -.106 .060 Indirect-only (i.e., full) 

SE-Friend -GSW -.078 -.128 -.036 -.115 .064 Indirect-only (i.e., full) 

Note: # 696; ST = Self-Transcendence; OC = Openness-to-Change values; SE = Self-Enhancement; GSW 
= global self-worth; Clmate = classmate; p = statistical significance; β  = beta; LLCI = lowest limit confidence 
interval; ULCI = upper limit confident interval. 
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Table 7-18 Mediation of support on values and teacher reported strengths 

Path 
X-M-Y 

In-direct 
effects 

 

Bootstrap 
Confidence 

Intervals 95% 

Direct effect of 
values on 

behavioural 
strengths 

Type of mediation 

LLCI ULCI  p 
ST-Parent-Prosocial   .271  .083  .534  2.524 <.001 Complementary 

(i.e., partial) 
ST-Teacher-Prosocial  .115 -.004  .300  2.681 <.001 Direct-only 

(non-mediation) 
ST-Clmate-Prosocial  .184  .059  .348  2.611 <.001 Complementary 

(i.e., partial) 
ST-Friend-Prosocial  .120 -.011  .294  2.683 <.001 Direct-only 

(non-mediation) 
OC-Parent-Prosocial  .073 -.036 .187 .372 .214 No-effect  

non-mediation 
OC-Teacher-Prosocial -.001 -.073 .070 .446 .135  No-effect  

non-mediation 
OC-Clmate-Prosocial .128 .039 .247 .317 .297 Indirect-only  

(i.e., full) 
OC-Friend-Prosocial .084 .014 .194 .359 .229 Indirect-only  

(i.e., full) 
SE –Parent-Prosocial  -.122 -.242 -.038 -1.033 <.001 Complementary 

(i.e., partial) 
SE –Teacher-Prosocial -.057 -.144  .006 -1.098 <.001 Direct-only 

(non-mediation) 
SE –Clmate Prosocial -.070 -.139 -.017 -1.085 <.001 Complementary 

 (i.e., partial) 
SE–Friend - Prosocial -.053 -.129  .001 -1.104 <.001 Direct-only 

(non-mediation) 
 Note: # 685; ST = Self-Transcendence; OC = Openness-to-Change values; SE = Self-Enhancement; 
Clmate = classmate; p = statistical significance; LLCI = lowest limit confidence interval; ULCI = upper 
limit confident interval; 

As can be seen in Table 7.19, for H14a-c, all three hypotheses were partially supported. 

Specifically, for H14a, Self-Transcendence values and total behavioural difficulties 

relations were partially mediated by parent, teacher, classmate and friend support. For 

H14b, Openness-to-Change values and total behavioural difficulties relations were partially 

mediated by classmate and friend support; however, parent and teacher support did not 

mediate these relations. For H14c, Self-Enhancement values and total behavioural 
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difficulties relations were partially mediated by parent, teacher, classmate and friend 

support.  

Table 7-19 Mediation for support on values and teacher reported difficulties 

Path 
X-M-Y 

Indirect 
effects 
 

Bootstrap CI Direct effect of 
values on total 
behavioural 
difficulties  

Type of 
mediation 

LLCI ULCI ᵝ p 

ST-Parent-Diff -.704 -1.323 -.224 -5.89 <.001 Complementary 
(i.e., partial)  

ST-Teacher-Diff -.354 -.837 -.018 -6.24 <.001 Complementary 
 (i.e., partial) 

ST-Clmate-Diff -.545 -1.023 -.184 -6.053 <.001 Complementary 
(i.e., partial) 

ST-Friend- Diff -.339 -.771 -.009 -6.332 <.001 Complementary 
 (i.e., partial) 

OC-Parent-Diff -.181 -.473 .085 -1.901 .015 Direct-only 
(non-mediation) 

OC-Teacher-Diff .004 -.189 .213 -2.085 .007 Direct-only 
(non-mediation) 

OC-Clmate-Diff -.347 -.650 -.097 -1.734 .028 Complementary 
 (i.e., partial) 

OC-Friend- Diff -.212 -.489 -.030 -1.838 .018 Complementary 
 (i.e., partial) 

SE –Parent- Diff  .321  .103  .638  2.280 <.001 Complementary 
(i.e., partial) 

SE-Teacher-Diff  .180  .014  .405  2.420 <.001 Complementary 
(i.e., partial) 

SE-Clmate-Diff  .204  .052  .408  2.397 <.001 Complementary 
(i.e., partial) 

SE-Friend- Diff  .151  .013  .353  2.477 <.001 Complementary 
(i.e., partial) 

Note: # 685; ST = Self-Transcendence; OC = Openness-to-Change values; SE = Self-Enhancement;    
Clmate = classmate; p = statistical significance; LLCI = lowest limit confidence interval; ULCI = upper 
limit confident interval;  

7.3 Discussion 

Although there have been recent advances in children’s values research that have found 

associations between values and social behaviours (e.g., Benish-Weisman 2015; Benish-
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Weisman et al., 2015; Daniel et al., in press; McDonald et al., 2015), values-wellbeing 

relations have not been examined in middle childhood to date. In this study, relations 

between values and subjective-wellbeing and values and self-esteem (measured using 

global self-worth) were examined in middle childhood for the first time. Further, the effects 

of different types of social support on value-wellbeing relations were also examined for the 

first time, to assess whether they moderated or mediated the relations between values and 

(a) subjective-wellbeing, (b) self-esteem using global self-worth, (c) social behaviours 

(using teacher reported behavioural strengths, total behavioural difficulties and difficulties 

subscales).  

Table 7.20 summarises support for the hypothesised relations between values and aspects 

of wellbeing. Specifically, it shows that four of the six hypothesized direct relations 

between values and aspects of wellbeing were supported (i.e., H2 to H5). For H1, both Self-

Transcendence and Openness-to-Change values were significantly positively related to 

subjective-wellbeing; however, the Self-Enhancement values were not significantly 

related. For H6, value-congruence with a best friend was positively relate to global self-

worth and social behaviours, but not subjective-wellbeing.  
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Table 7-20 Overview of the hypothesised relations between personal values and aspects of 
wellbeing in Study 3 

 Hypothesis Supported/not supported 

H1 Wellbeing using subjective-wellbeing will be  

a) positively related to Self-Transcendence  

b) negatively related to Self-Enhancement 

c) positively related to Openness-to-Change  

 

Supported 

Not Supported 

Supported 

H2 Wellbeing using global self-worth will be  

a) positively related to Self-Transcendence  

b) negatively related to Self-Enhancement  

c) positively related to Openness-to-Change  

Scholastic competencies will be  

d) positively related to Openness-to-Change  

e) positively related to Self-Transcendence 

Behavioural conduct will be  

f) positively related to Conservation 

g) negatively related to Self-Enhancement 

 

Supported 

Supported 

Supported 

 

Supported 

Supported 

 

Supported 

Supported 

H3 Wellbeing using reported behavioural strengths 

(i.e., Prosocial behaviours) will be  

a) positively related to Self-Transcendence values  

b) negatively related to Self-Enhancement values 

 

 

Supported 

Supported 

H4 Wellbeing using reported total behavioural 

difficulties will be  

a) negatively related to Self-Transcendence values 

b) positively related to Self-Enhancement values 

 

 

Supported 

Supported 

H5 Value-congruence with classmates’ will be 

a) positively related to subjective-wellbeing 

b) positively related to global-self-worth 

c) positively related to behavioural strengths 

d) negatively related to total behavioural difficulties 

 

Supported 

Supported 

Supported 

Supported 

H6 Value-congruence with a best friend will be 

a) positively related to subjective-wellbeing 

b) positively related to global self-worth 

c) positively related to behavioural strengths  

d) negatively related to total behavioural difficulties 

 

Not Supported 

Supported 

Supported 

Supported 
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Previous literature examining values-wellbeing relations has generally focused on adults. 

This study expands our understanding of values-wellbeing relations by examining direct 

relations between values and subjective-wellbeing in middle childhood. As expected, and 

in line with the majority of previous adult and adolescent values and subjective-wellbeing 

research (e.g., Bobowik et al., 2010; Haslam el al., 2009; Sortheix and Lönnqvist, 2014; 

Sortheix and Schwartz, 2017), support was found for direct relations between values and 

subjective-wellbeing in middle childhood.  

The current finding are also in line with Schwartz and Sortheix review (2018) of values-

wellbeing research. Specifically, the current study found that the growth-focused values of 

Self-Transcendence and Openness-to-Change were positively related to subjective-

wellbeing, but in this case, no age-related differences were found. Although, the current 

research found no significant effects for relations between Self-Enhancement values and 

subjective-wellbeing, post-hoc analysis of relations between power and achievement values 

and subjective-wellbeing revealed similar findings to adult values-wellbeing research. 

Specifically, power values were negatively related to subjective-wellbeing but achievement 

values were not, reflecting previous research in adult samples (e.g., Bobowik et al., 2010; 

Sagiv & Schwartz, 2000; Sortheix and Lönnqvist, 2014; Sortheix and Schwartz, 2017). 

Thus, it will be important in future children’s values-wellbeing research to examine power 

and achievement values separately. 

This study also expands our understanding of values-self-esteem relations. Previous adult 

and adolescent research reported mixed findings, with many conflicting relations (e.g., 

Deniz et al., 2016; Feather, 1991; Fetvadjiev & He, 2019; Llinares Insa et al., 2001; 

Lönnqvist et al., 2009). The current study found direct relations between the hypothesised 
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values and global self-worth, as well as the hypothesised domain specific competencies. 

However, the positive relations with global self-worth were not found in Study 2. Thus, 

future research is needed to further clarify these relations in middle childhood.  

As can be seen in Table 7.21 social support did not moderate values-wellbeing relations; 

however, Table 7.22 shows social support mediated rather than moderated values-

wellbeing relations.  

Table 7-21 Overview of the hypothesised moderated relations between personal values and 
aspects of wellbeing in Study 3 

 Hypothesis Supported/not supported 

H7 Social support will moderate the relations between  
a) Self-Transcendence values and subjective-
wellbeing 
b) Openness-to-Change values and subjective-
wellbeing  
c) Self-Enhancement values and subjective-wellbeing 

 
Not supported 
Not supported 
Not supported 

H8 Social support will moderate the relations between  
a) Self-Transcendence values and global self-worth 
b) Openness-to-Change values and global self-worth  
c) Self-Enhancement values and global self-worth 

 
Not supported 
Not supported 
Not supported 

H9 Social support will moderate the relations between  
a) Self-Transcendence values and teacher reported 
behavioural strengths 
b) Self-Enhancement values and teacher reported 
behavioural strengths  

 
Not supported 
 
Not supported 

H10 Social support will moderate the relations between  
a) Self-Transcendence values and teacher reported 
total behavioural difficulties  
b) Self-Enhancement values and teacher reported total 
behavioural difficulties  

 
Not supported 
 
Not supported 
 

 

Specifically, Table 7.22 shows the complexities of the 12 hypothesized mediated relations between 

value priorities and the different aspects of wellbeing for different types of social support. Social 

support only fully mediated 3 of the 12 relations; however, different types of perceived social 
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support partially mediated the remaining 9 relations. Thus, values appear to have at least some 

effect on wellbeing that is independent of the level of perceived social support. 

Table 7-22 Overview of the hypothesised mediated relations between personal values and 
aspects of wellbeing in Study 3 

 Hypothesis Supported/not 
supported 

H11 Social support will mediate the relations between  
a) Self-Transcendence values and subjective-wellbeing  
b) Openness-to-Change values and subjective-wellbeing  
c) Self-Enhancement values and subjective-wellbeing 

 
Supported 
Partially supported 
Supported 

H12 Social support will mediate the relations between  
a) Self-Transcendence values and global self-worth  
b) Openness-to-Change values and global self-worth  
c) Self-Enhancement values and global self-worth 

 
Partially Supported 
Partially supported 
Supported 

H13 Social support will mediate the relations between  
a) Self-Transcendence values and teacher reported 
behavioural strengths  
b) Openness-to-Change values and teacher reported 
behavioural strengths  
c) Self-Enhancement values and teacher reported 
behavioural strengths  

 
Partially supported 
 
Partially supported 
 
Partially Supported 
 

H14 Social support will mediate the relations between  
a) Self-Transcendence values and teacher reported total 
behavioural difficulties 
b) Openness-to-Change values and teacher reported total 
behavioural difficulties 
c) Self-Enhancement values and teacher reported total 
behavioural difficulties  

 
Partially Supported 
 
Partially supported 
 
Partially Supported 
 

The current findings show, for the first time, the important role that different types of social 

support play in values-wellbeing relations, including subjective-wellbeing, self-esteem and 

social behaviours, in middle childhood. These findings suggest that the school environment 

plays an important role in supporting positive values-wellbeing relations. However, values 

still contribute to wellbeing, even in light of social support.  
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7.4 Strengths, limitations, and future research for Study 3 

Study 3 has several notable strengths designed to address some of the limitations found in 

Study 2. First, alongside Harter’s (2012a) self-esteem instrument that was used as a proxy 

for wellbeing in Study 2, a more direct self-report measure of subjective-wellbeing, 

designed for children (PWI-SC; Cummins & Lau, 2005), was used. Second, to increase the 

sample size, more effort was expended in obtaining teach reports on children’s behavioural 

strengths and total behavioural difficulties to address the voluntarily nature of teachers’ 

completing the social behaviour questionnaire (SDQ-T; Goodman, 2005).  Third, Study 3 

was designed to examine the impact of different types of perceived social support on the 

values-wellbeing relations. Specifically, it added a new measure of social support designed 

for children (Harter, 2012b) to examine whether different types of perceived social support 

(i.e., parents, teachers, classmates, close friend) moderated or mediated values relations 

with each of the other focal wellbeing constructs.   

At the same time, Study 3 had several limitations that were similar to Study 2. First, it also 

used self-reports to measure values, which can be subject to social desirability bias; 

however, self-report data is appropriate for the measurement of broad motivations, which 

are difficult to observe directly. Similarly, self-reports were also used for some aspects of 

wellbeing. Specifically, for self-esteem, which can also be subject to social desirability 

bias, Harter’s (1983; 2012a) four-point answer format was used. This format was designed 

to give children a bigger range of responses with the intention of enhancing more honest 

choices and reducing social desirability responses.  
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In addition, Study 3 had several limitations that were different from those in Study 2. First, 

it was not clear why Self-Enhancement values were not significantly negatively related to 

subjective-wellbeing, when they were significantly negatively related global self-esteem, 

at least in Study 3. Further, research needs to examine why this might be the case.    

Further research is needed examining the important issue of values-wellbeing relations. 

These studies should examine these relations in other contexts, including children from (1) 

lower socio-economic areas, (2) different regional areas (e.g., country or remote) and (3) 

different cultural backgrounds both within Australia and across other countries. In addition, 

although these findings add to the existing research it may be beneficial in future research 

to examine Self-Enhancement values separately (i.e., divided into power and achievement) 

to further understand values and subjective-wellbeing relations in children. Finally, the 

effects of different potential mediators on the values-wellbeing relations should also be 

examined, especially value specific mediators that might be favourable for relevant goal-

attainment. 
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Chapter 8 General discussion 

8.0 Introduction 

This thesis examined, for the first time, relations between both personal value priorities and 

value-congruence, with aspects of wellbeing (i.e., subjective-wellbeing, self-esteem, and 

social behaviours), as well as the impact of perceived social support on these relations, in 

middle childhood. As previously discussed in Chapters 1 and 2, wellbeing in Australia is a 

significant issue in middle childhood with one in seven children aged 4 to 17 years 

experiencing poor mental health (Goodsell et al., 2017) and around one third of children 

starting school are at risk or vulnerable in their development (Commonwealth of Australia, 

2019).  Further, there has been increasing concern from educators that the focus on national 

assessment in Australia for all children in years’ 3, 5, 7 and 9 (i.e., the National Assessment 

Program – Literacy and Numeracy: NAPLAN) is negatively impacting children’s 

wellbeing (Rice, Dulfer, Polesel, & O'Hanlon, 2018) and influencing teaching practices 

(e.g., Polesel, Rice, & Dulfer, 2014). 

As might be expected there has been significant research into children’s wellbeing (e.g., 

Brockevelt et al., 2019; Fattore et al., 2009; Land et al., 2007; Rees & Main, 2015; Slee & 

Skrzypiec, 2016), and interventions aimed at improving wellbeing and mental health (e.g., 

Lietz et al., 2015; Redmond et al., 2016; Weist, 2005). For instance, studies have examined 

the role of individual differences in children’s wellbeing in terms of, socioeconomic 

disadvantage (i.e., low income, single parent families; Bell & Dooley, 2018; Redmond et 

al., 2016), cultural differences (Rees & Main, 2015), social and academic development 

(White, Connelly, Thompson, & Wilson, 2013), and marginalisation (i.e., disabled, carers, 

non-English speaking background, indigenous; Redmond, Huynh, & Maurici, 2018; 
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Redmond et al., 2016). However, relatively few children’s studies have focused on 

individual differences in aspects of personality, such as values, that may be linked to higher 

or lower levels of wellbeing. This thesis attempted to address this gap by examining how 

children’s personal values relate to aspects of their wellbeing. The studies in this thesis 

were timely as, to date, little consideration has been given to the values that children already 

hold when they begin their educational journey and how these values may impact 

wellbeing.  

Values are important to understand as there is evidence that they guide people’s 

perceptions, beliefs, attitudes and behaviour, based on trade-offs between the values that 

inhibit or promote them, and serve as standards by which individual’s evaluate actions, 

events, and other people (e.g., Feather, 1975; Rokeach, 1973; Schwartz, 1992). Although a 

great deal is known about adult’s values, much less is known about children’s values.  

To date, studies of children’s values have focused on value priorities (e.g., Döring et al., 

2010; Bilsky et al., 2013) and on relations between values and prosocial behaviours (e.g., 

Benish-Weisman et al., 2019), as outlined in Chapter 2. In the adult and adolescent 

literature, the study of values has also focused on values-wellbeing relations, including 

subjective-wellbeing (see review: Sortheix & Schwartz, 2018), self-esteem (e.g., Deniz et 

al., 2016; Feather, 1991; Lönnqvist et al., 2009) and  value-congruence (Lönnqvist et al., 

2009), as well as prosocial, aggressive, and delinquent behaviours (e.g., Benish-Weisman, 

2015; Borg et al., 2017; McDonald et al. 2015). However, values-wellbeing relations have 

not been examined in middle childhood. Therefore, the overall aim of this thesis was to 

increase the understanding of children’s values and their impact on different aspects of 

wellbeing during middle childhood by investigating the following research questions:  
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RQ1. Do personal values relate to important aspects of children’s wellbeing, including 

their subjective-wellbeing and self-esteem? 

RQ2.   Do personal values relate to children’s social behaviours, including their 

behavioural strengths and total behavioural difficulties? 

RQ3.  Do children’s perceptions of different types of social support moderate and/or 

mediate these relations?  

In Chapter 5, Study 1 tested a new animated values instrument (AVI) that was specifically 

designed for measuring values in young children (i.e., 5 to 12 years of age). In Chapter 6, 

Study 2 examined relations between children’s value priorities and value-congruence with 

aspects of wellbeing, including self-esteem and social behaviours. In Chapter 7, Study 3, 

replicated and extended these findings by also examining values and subjective-wellbeing 

relations and the role of social support in values-wellbeing relations. The current chapter 

provides an overview and discussion of the results from the three studies in this thesis, 

outlines the theoretical contributions made by these studies, explores the practical 

implications of the findings for academics and practitioners and then outlines study 

limitations, future directions for research and conclusions. 

8.1 Overview of studies and findings  

This thesis focused on children in middle childhood (i.e., approximately 6 to 12 years of 

age) and drew insight from the three different values-wellbeing perspectives (i.e., 

healthy/not healthy, goal attainment and value-congruence) posited in the adult values-

wellbeing literature. As for the adult (e.g., Schwartz & Sortheix, 2018) and adolescent (e.g., 

Goodwin et al., 2004) values-wellbeing literature, some inconsistencies were found in the 
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expected relations between values and subjective-wellbeing in children studied in this 

thesis. However, there were also many similarities in the values-social behaviour relations 

found in this thesis and studies of samples of adults (e.g., Seddig & Davidov, 2018), 

adolescents (e.g., Benish-Weisman, 2015; Benish-Weisman & McDonald, 2015; Knafo et 

al 2008), and children (Benish-Weisman et al., 2019; Daniel et al., in press). Thus, the 

results of the three studies in this thesis, as well as similarities and differences between 

these findings and those found in studies of adults and adolescents, are discussed first in 

the following sections of this Chapter. Then, in a further attempt to understand values-

wellbeing relations in middle childhood, the recent theoretical reasoning on value-

congruence (Schwartz & Sortheix, 2018), developmental stages of moral reasoning 

(Kohlberg, 1981) and psychosocial development (Erikson, 1958) that guided the 

hypotheses are discussed. The final section discusses the impact of perceived social support 

on values-wellbeing relations.  

8.1.1 Children’s values – structure and priorities  

Across three studies, this thesis was able to demonstrate that children in primary school 

have value priorities that reflect those of adults and adolescents. This was achieved by 

introducing and testing a new animated values instrument specifically designed to measure 

values in both literate and pre-literate children (i.e., those children unable to read fluently). 

Study 1 presented and tested the new Animated Values Instrument (AVI) and showed that 

children as young as 5 years of age have value priorities that closely align with the basic 

conflicts and compatibilities in the Schwartz (1992) theory of human values. The structure 

reliability of the AVI was supported in all three studies.  
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The AVI introduced in Study 1 (Chapter 5), contributed to the literature in several 

significant ways. First, the AVI was the first instrument to show that children as young as 

5 years have coherent and consistent values in line with Schwartz (1992) theory of human 

values. This is an important contribution, as early children’s values research used adult 

instruments and reported results that deviated from values theory (e.g., Bilsky et al., 2005; 

Schwartz et al., 2001). These deviations from theory, in terms of the structure of the 10 

basic values, were based on assumptions that (1) the structure of values forms in 

adolescence (e.g., Schwartz et al., 2001), or (2) children have a different values structure 

to adults (e.g., Bilsky et al., 2005). The findings in this thesis suggest that these assumptions 

may not be correct as children as young as 5 years of age appear to hold value priorities 

that reflect the trade-offs between values inherent in Schwartz (1992) theory of human 

values.  

Second, multi-media values instruments designed specifically for children, such as the AVI 

and AVI-r used in this thesis, may provide a more effective and efficient means of 

measuring values in middle childhood than instruments that use only words and/or static 

pictures to convey the meaning of value items. The findings in terms of both validity and 

relatability suggest that the use of instructional animations to convey difficult concepts (i.e., 

value items), may be more effective than simply using static pictures or written captions 

(see Höffler & Leutner, 2007; Kim et al., 2008). The AVI may also provide a more effective 

means of measuring values in children, as the opportunity for children to watch each value 

item animation as many times as they want, coupled with the short (i.e., 3-5 second) 

duration of the animations in the AVI, may alleviate potential problems associated with 

cognitive load (see Huk et al., 2010).  
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Third, the AVI was also designed specifically to address potential problems with the 

difficulty of concepts and language found in adolescent and adult values instruments, and 

the level of language complexity found in the captions of the PBVS-C (e.g., Döring et al., 

2010). Thus, even children as young as 5 years of age were able to complete the AVI with 

little additional help or explanation of words and concepts during data collection and 

maintain a relatively high level of consistency in their value priority choices.  

In sum, the AVI and subsequent refinements of this instrument (i.e., AVI-r), contributes to 

the values literature by:  

(1) Making it easier to measure the values of both literate and pre-literate children;

(2) Reducing the reliance on and interaction with the researcher; and

(3) Increasing levels of engagement and interest for children.

Further, the online format of the AVI also allows for additional options, such as providing 

direct feedback to children about their values, as well as having the ability to adapt and 

translate the instrument into different languages and different religious or cultural contexts. 

For instance, the Christian church in the tradition value item used in the current studies can 

easily be adapted to reflect a mosque or display other religious symbolism to reflect 

different religious contexts. Thus, the AVI can be easily adapted for the measurement of 

values in diverse samples of children.  

8.1.2 Children’s values and wellbeing 

Across two studies, this thesis was able to show that values are related to aspects of 

wellbeing (e.g., self-esteem and subjective-wellbeing), in middle childhood. Specifically, 

16 of the 21 hypothesised relations between values and (a) subjective-wellbeing, (b) self-
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esteem, and (c) social behaviours were supported in both Studies 2 and 3, while four of the 

remaining five hypothesised relations were supported in Study 3.  

The next section highlights the importance of examining domain specific competencies of 

self-esteem in the values-wellbeing relations. It then it draws on the previous values-

wellbeing theoretical reasoning, as well as the developmental reasoning, to highlight 

relations between value and social behaviour.  

8.1.2.1 Values and domains of self-esteem  

Relations between children’s values and the self-esteem domains of scholastic 

competencies, social competencies and behavioural conduct were found for the first time 

in Study 2 and Study 3 (see Table 8.1). Specifically, scholastic competence was positively 

related to Openness-to-Change values (H2d), and behavioural conduct was positively 

related to Conservation values (H2f) and negatively related to Self-Enhancement values 

(H2g), in both Study 2 and Study 3. In addition, scholastic competence was positively 

related to Self-Transcendence values (H2e) in Study 3, but not in Study 2. Thus, support 

was generally found for the expected relations between specific values and domains of self-

esteem. However, the support found for H2e in Study 3, but not in Study 2, may be 

associated with the smaller sample size and reduced age range of respondents in Study 2.  

Despite the lack of support for H2e in Study 2, relations between values and the self-esteem 

domains of scholastic competence and behavioural conduct were relatively consistent 

across Study 2 and Study 3. These results reflect some, but not all, of the findings in 

Llinares-Insa et al.’s (2001) study of relations between values and domain specific 

competencies in adolescents (i.e., positive relations between self-direction and the 

academic domain). However, the comparison between Llinares-Insa et al (2001) and the 
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current studies may be hampered by differences in the measurement of values. It appears 

that Llinares-Insa et al. (2001) measured the absolute rather than relative importance of 

values, as recommended by Schwartz (2009). The results also provide support for Harter’s 

(2006b) suggestion that domain specific competences may be a more accurate measure self-

esteem in middle childhood than singular global measures, as described in the next section.  

Table 8-1 Values-wellbeing relations 

 Hypothesis Study 2 Study 3 
H1 Wellbeing using subjective-wellbeing will be  

a) positively related to Self-Transcendence  
b) negatively related to Self-Enhancement 
c) positively related to Openness-to-Change  

 
 

 
Supported 
Not Supported 
Supported 

H2 Wellbeing using global self-worth will be  
a) positively related to Self-Transcendence  
b) negatively related to Self-Enhancement  
c) positively related to Openness-to-Change  
Scholastic competencies will be  
d) positively related to Openness-to-Change  
Social competencies will be  
e) positively related to Self-Transcendence 
Behavioural conduct will be  
f) positively related to Conservation 
g) negatively related to Self-Enhancement 

 
Not supported 
Not supported 
Not supported 
 
Supported 
 
Not supported 
 
Supported 
Supported 

 
Supported 
Supported 
Supported 
 
Supported 
 
Supported 
 
Supported 
Supported 

8.1.2.2 Values, global self-esteem and subjective-wellbeing  

Relations between children’s values and (a) the global self-worth measure of self-esteem 

and (b) subjective-wellbeing were found for the first time in Study 3 (see Table 8.1). 

Specifically, Self-Transcendence values were positively related to both subjective-

wellbeing and self-esteem; providing support for H1a and H2a respectively. Openness-to-

Change values were also positively related to both subjective-wellbeing and self-esteem; 

providing support for H1c and H2c respectively. These findings provide some evidence for 

the ‘healthy values’ perspective of values-wellbeing relations (e.g., Bilsky & Schwartz, 

1994; Sagiv & Schwartz, 2000), whereby the content of an individual’s value priorities 
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affects their feelings of wellbeing (see Sagiv et al., 2015). For instance, the positive 

relations between both subjective-wellbeing and self-esteem and the growth-focused values 

of Self-Transcendence and Openness-to-Change can be explained by the content of these 

values. Growth-focused values motivate self-expansion, through self-actualisation and 

free-expression (Openness-to-Change values) and/or a focus on the welfare of others (Self-

Transcendence values) that, in turn, promotes feelings of wellbeing (Schwartz & Sortheix, 

2018). In contrast, negative relations between Self-Enhancement values and self-esteem 

reflect Schwartz and Sortheix’s (2018) proposition that these values undermine feelings of 

wellbeing, as they motivate the need to avoid threat and anxiety through asserting control 

and dominance.  

Positive relations between Self-Transcendence and Openness-to-Change values and 

aspects of wellbeing, and negative relations between the opposing Self-Enhancement 

values and self-esteem as found in Study 3, reflect the results of some previous studies 

(e.g., Bobowik et al., 2011; Haslam et al., 2009; Llinares-Insa et al., 2001; Lönnqvist et al., 

2009; Sortheix & Lönnqvist, 2014; Sortheix & Schwartz, 2017). However, the results of 

previous research on values-wellbeing relations in adult and adolescent samples was not 

always consistent.  

The results of the present study suggest that Schwartz and Sortheix’s (2018) proposition 

that wellbeing outcomes are promoted by growth-focused values may be more appropriate 

in middle childhood than in adolescence and adulthood. The reasoning in this thesis was 

drawn from the developmental stages of moral reasoning (Kohlberg, 1981) and the stages 

of psychosocial development (Erikson, 1958), during middle childhood. Specifically, for 

moral reasoning, children under 9 or 10 years of age are, theoretically, in the pre-
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conventional moral reasoning stage where they are motivated by external pressures (e.g., 

avoiding punishment and attaining rewards; only interested in others needs if it furthers 

their own; Kohlberg, 1981). While children over 10 year of age are, theoretically, in the 

conventional moral reasoning stage where they are motivated by conformity to social 

norms (e.g., gaining approval through upholding rules determined by social norms and 

internalising them; Kohlberg, 1981). For psychosocial development, middle childhood is 

theoretically in the identification stage (i.e., the stage prior to the identity formation stage 

during adolescence: Erikson, 1958; Sokol, 2009), where children are motivated by focusing 

on the wellbeing of others and building on the characteristics admired by others (e.g., 

parents, teachers or peers). Thus, this developmental reasoning supports the motivations of 

Self-Transcendence (i.e., focus on the welfare of others), Openness-to-Change (i.e., self-

actualisation by expressing ideas) and Conservation values (i.e., conformity to school social 

norms and the avoidance of punishment) all of which would be encouraged in schools.  

However, in contrast to the support for hypothesized relations found between values and 

self-esteem using the domain of self-worth in Study 3, hypotheses H2a, H2b and H2c were 

not supported in Study 2. The lack of support for these hypotheses in Study 2 may have 

been due to a smaller sample size and reduced age range (8 to 12 years of age). Specifically, 

Section 4.4.1.1 suggested the required sample size for a one-tailed p-value of .05 using 

G*Power was 262, which was only just met in Study 2, which had a sample size of 266. 

Thus, more research is needed to examine values-wellbeing in middle childhood, using 

larger sample sizes and a greater age range. 

In this thesis, Self-Enhancement values were negatively related with self-esteem (H2b); 

however, no relations were found between these values and subjective-wellbeing in Study 
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3. As such, H1b was not supported. As discussed in Chapter 7, the lack of support for 

predicted relations between Self-Enhancement values and subjective-wellbeing may reflect 

the focus on higher order values. Previous research in adult samples have found that power 

values were significant negatively related to subjective-wellbeing (e.g., Bilbao et al., 2007; 

Bobowik et al., 2010; Sagiv & Schwartz, 2000; Sortheix and Lönnqvist, 2014; Sortheix and 

Schwartz, 2017), whereas achievement values were positively associated with subjective-

wellbeing (e.g., Joshanloo & Ghaedi, 2009; Oishi et al., 1999; Sagiv & Schwartz, 2000). 

In Study 3, a post-hoc examination of relations between power and achievement values and 

subjective-wellbeing found that power values were negatively related to subjective-

wellbeing, as per the previous research list above, while no relations were found between 

achievement values and subjective-wellbeing. These results suggest that it may be the 

underlying motivation to assert control and dominance in order to overcome anxiety 

associated with power values that undermine feelings of wellbeing, rather than the quest 

for personal success and gains associated with achievement values. Thus, future children’s 

research is needed to examine relations between subjective-wellbeing and the Self-

Enhancement values of power and achievement values. 

8.1.2.3 Children’s values and social behaviours  

Studies 2 and 3 both examined and found, for the first time, values impact social behaviour 

relations (see Table 8.2). For prosocial behaviours, Self-Transcendence values were 

positively (H3a) and Self-Enhancement values negatively (H3b) related. This reflects 

findings from previous adult (e.g., Feldman et al., 2015), adolescent (e.g., McDonald et al., 

2015) and children’s research (e.g., Benish-Weisman et al., 2019) on values and prosocial 

behaviour. Specifically, the current findings support and extend children’s values-social 
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behaviour research by using teacher ratings, rather than self or peer reported prosocial 

behaviours. Teachers are seen as good, independent informants of children’s behaviour 

(Johnson, Hollis, Marlow, Simms, & Wolke, 2014; van den Heuvel et al., 2017), while 

children may be swayed by the social status of their peers (e.g., Pattiselanno, Dijkstra, 

Steglich, Vollebergh, & Veenstra, 2015; Rodkin, Ryan, Jamison, & Wilson, 2013). 

However, teachers may be limited in their observation of children’s behaviour, as children 

may change their behaviour around their teachers. Thus, value-teacher reported behaviour 

relations may be understated. 

Table 8-2 Personal values and social behaviours 

 Hypothesis Study 2 Study 3 

H3 Wellbeing using reported behavioural strengths 
(i.e., Prosocial behaviours) will be  
a) positively related to Self-Transcendence values  
b) negatively related to Self-Enhancement values 

 
 
Supported 
Supported 

 
 
Supported 
Supported 

H4 Wellbeing using reported total behavioural 
difficulties will be  
a) negatively related to Self-Transcendence values 
b) positively related to Self-Enhancement values 
Wellbeing using the four reported difficult 
behaviour subscales (i.e., emotional symptoms, 
conduct problems, hyperactivity/inattention, and peer 
problems) 
a) negatively related to Self-Transcendence values 
b) positively related to Self-Enhancement values 

 
 
Supported 
Supported 

 
 
Supported 
Supported  
 
 
 
 
Further 
supported 

For difficult behaviours, Studies 2 and 3 found Self-Enhancement values were positively 

(H4b) and Self-Transcendence values negatively (H4a) related to children’s total 

behavioural difficulties. These findings reflect the results of previous research on relations 

between valued and interpersonal violent behaviour in adults (e.g., Seddig & Davidov, 

2018), and antisocial, aggressive or delinquent behaviours in adolescents (e.g., Benish-

Weisman, 2015; McDonald et al., 2015). Further, in Study 3, Self-Enhancement values 
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were positively, and Self-Transcendence values negatively related to each of the difficult 

behaviour subscales (i.e., hyperactivity, conduct problems, peer problems and emotional 

problems; see Table 8.2). However, some care should be taken when interpreting results if 

using the difficult behaviour subscales individually (i.e., conduct problems, peer problems, 

emotional problems) as each had average variance extracted (AVE) lower than their 

coefficients (see Section 4.4.4.5). However, in each case, these differences were small and 

the construct reliabilities (CR) were all high. Thus, future research should examine these 

relations using alternative behaviour scales, in addition to the teacher reported Strengths 

and Difficulties questionnaire (SDQ-T), in much larger and more diverse samples. 

Findings, in both Study 2 and 3, provide support for Schwartz’s (2010) argument that the 

structure of values provides a comprehensive framework for understanding value-

behaviour relations. Specifically, he posited that opposing values should relate to value-

expressive behaviours in a systematic manner. For example, Self-Transcendence values 

should be positively related to prosocial behaviours, as they direct attention to others’ 

needs, develop self-efficacy for helping behaviours, and are conducive to feeling a 

responsibility to be involved in the welfare of others. In contrast, Self-Enhancement values 

should be negatively related to prosocial behaviours, as they place the self above others and 

legitimise attending to oneself while avoiding the needs of others (Schwartz, 2010). 

The values-social behaviour relations found in Study 2 and Study 3 are also in line with the 

developmental literature, as children generally experience increased sensitivity to their 

environment in middle childhood (see DelGiudice, 2018). This suggests that they are more 

likely to prioritise values linked to behaviours that preserve their feelings of wellbeing. For 

example, values that promote behaviours associated with harmony in relationships (i.e., 
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benevolence) and compliance to authority figures (i.e., conformity) are likely to be more 

favourable to wellbeing, whereas values that promote behaviours associated with conduct 

problems and hyperactivity (i.e., power, achievement and  hedonism) are more likely to be 

unfavourable to wellbeing.  

8.1.3 The role of value-congruence in children’s values-wellbeing relations  

Studies 2 and 3 examined and found, for the first time, positive relations between value-

congruence with classmates and best friends and aspects of wellbeing. These relations are 

discussed in relation to Sagiv and Schwartz (2000) proposed mechanisms by which value-

congruence relates to wellbeing, as outlined in Chapter 3 (i.e., goal-attainment and social 

support, rather than negative social sanctions). In addition, these studies also support 

Sortheix and Lönnqvist’s (2015) suggestion that peer group values influence values-

wellbeing relations.  

It is important to note that, in this thesis, peer relations were examined in terms of both 

specific friendships and the more general construct of classmates. Friendships are defined 

in the literature as a dyadic, co-constructed phenomenon characterized by reciprocity, 

closeness, and intimacy (Schneider, 2000), whereas a school class is defined as a 

composition of classmates’ not chosen by the children themselves (Persson & Svensson, 

2017), thus friendship is a choice while relations with classmates’ are not. In this thesis, 

value-congruence was examined in relation to a best friend and to the average classmate. 

These relations are discussed in the following sections.  
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8.1.3.1 Value-congruence with the average classmates’ 

In Studies 2 and 3, this thesis showed that value-congruence with classmates’ related 

positively to all aspects of a child’s wellbeing (see Table 8.3). Specifically, in both Studies 

2 and 3 value-congruence with classmates’ was positively related with self-esteem (H5b) 

and behavioural strengths (H5c), and negatively related with behavioural difficulties (H5d). 

Value-congruence with classmates’ was also positively related with subjective-wellbeing 

(H5a) in Study 3. These results can be understood in terms of the ‘goal-attainment’ and 

‘social support’ mechanisms of values-wellbeing relations proposed by Sagiv and Schwartz 

(2000). Specifically, value-congruence with classmates’ may provide favourable 

conditions for goal-attainment, as well as providing positive social support rather than 

negative social sanctions, leading to feelings of wellbeing (i.e., subjective-wellbeing, 

global self-worth, and behavioural strengths), particularly if their most important values 

were being supported and satisfied through confirmation and reward. In contrast, value-

incongruence with classmates’ may be unfavourable to goal-attainment, as well as 

providing limited support and possibly even negative social sanctions, thus undermining 

wellbeing (i.e., behavioural difficulties). For instance, a child whose values are incongruent 

with their classmates may be excluded from a group in class or in games in the playground 

and as such, the child’s wellbeing may suffer. Further, when the internalised values 

advocated by a child’s family differ or even contradict the values advocated by their school 

or peers (see Sagiv et al., 2015) these differences may cause internal conflict that may be 

detrimental to an individual’s wellbeing. Internal conflict in children may then result in 

behaviour problems and further a child’s negative view of themselves. 
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Table 8-3 Value-congruence with classmates’ 

 Hypothesis Study 2 Study 3 
H5 Value-congruence with classmates’ will be 

a) positively related to subjective-wellbeing  
b) positively related to global-self-worth 
c) positively related to behavioural strengths 
d) negatively related to total behavioural difficulties 

 
 
Supported 
Supported 
Supported 

 
Supported 
Supported 
Supported  
Supported 

Positive relations between value-congruence with classmates and (a) subjective-wellbeing, 

(b) global self-worth and (c) behavioural strengths, and negative relations with (d) total 

behavioural difficulties are in line with previous research. For instance, Sortheix and 

Lönnqvist (2015) found that people who reported positive interpersonal relationships 

combined with holding personal value priorities more congruent with their peers, had 

higher levels of subjective-wellbeing. Further, Lönnqvist et al. (2009) found that both 

universalism and achievement values were more strongly positively related to self-esteem, 

if there was congruence with group average values, and self-direction and hedonism values 

were positively related to self-esteem only when these values were less important to the 

group.  

Theoretically, value-congruence is expected to lead to attraction between individuals, 

because it increases the likelihood of sharing goals and avoiding conflict (Jehn, Chadwick, 

& Thatcher, 1997; Jehn, Northcraft, & Neale, 1999) and finding agreement on what is 

important, which in turn promotes harmony and cooperation (Nemeth & Shaw, 1989; 

Verquer et al., 2003 for a meta-analysis).  

Support for the results shown in Table 8.3 can also be found in the previous children’s 

research where classmate bonding has been related to aspects of wellbeing including 

behaviours, competencies, and appearance, as well as the hierarchical structure of social 

relations (i.e., peer status; Ostberg & Modin, 2008). For instance, social relationships have 
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been found to impact an individual’s long-term health and wellbeing, particularly for those 

who had low peer status in childhood (e.g., Ostberg & Modin, 2008). Studies of differences 

in children’s wellbeing, both between schools and between classrooms in the same schools, 

have found that one of the main contributors to children’s wellbeing is classmate 

interactions (Holfve-Sabel, 2014).  

Children have been found to be attracted to other children with similar behaviours and peer 

status (e.g., Hartup & Stevens, 1997; Rubin et al., 2006; van den Berg, Burk, & Cillessen, 

2015). Specifically, LaFontana and Cillessen (2010) found that the prioritisation of 

popularity over friendship, academic, and compassion goals, increased with age; with 

children solidify their conceptualisations of what it is to be popular, and the behaviours that 

reflect this, throughout middle childhood peaking during adolescence (LaFontana & 

Cillessen, 2010). Thus, it could be argued that peer popularity aligns with Sagiv and 

Schwartz’s (2000) proposal that the social environment, social sanctions, and internal 

conflict might explain behaviours in terms of person-environment value-congruence.  

The relations between value-congruence and wellbeing, found in this thesis may call into 

question the healthy/not-healthy values perspective on values-wellbeing relations, as that 

perspective focuses on the intrinsic and extrinsic motivations of values. The results reported 

in Table 8.2 suggest that value-congruence with classmates’ within the social context of a 

classroom is more important than either one’s intrinsic or extrinsic value motivations. As 

peer status/popularity appears to impact wellbeing, future children’s values research may 

need to take into account this aspect of a child’s relationship with their peers. For example, 

focusing on those children with values incongruent with their classmates.  
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8.1.3.2 Value-congruence and best friends  

In Studies 2 and 3, this thesis showed that value-congruence with best friends also relates 

to several aspects of a child’s wellbeing (see Table 8.4). Specifically, in both Studies 2 and 

3 value-congruence with a best friend was positively related to global self-worth (H6b) and 

behavioural strengths (H6c), and negatively related to total behavioural difficulties (H6d). 

However, no relations were found between value-congruence with best friends and 

subjective-wellbeing (H6a). The lack of relations for subjective-wellbeing is in contrast to 

the findings for value-congruence with classmates’ and global self-worth and suggests that 

person-group value-congruence may be more important in middle childhood than value-

congruence with a best friend.  

Table 8-4 Peer value-congruence best friends 

 Hypothesis Study 2 Study 3 
H6 Value-congruence with a best friend will be 

a) positively related to subjective-wellbeing 
b) positively related to global self-worth 
c) positively related to behavioural strengths  
d) negatively related to total behavioural difficulties 

 
 
Supported 
Supported 
Supported 

 
Not Supported  
Supported 
Supported 
Supported 

Value-congruence with best friends can also be found in the previous adult values research. 

For example, Lönnqvist & Itkonen (2016) argued that the impact of homophily in social 

relationships (i.e., forming connections with people who are similar) has been 

underestimated in studies of aspects of personality, such as values. In a study of values and 

friendships in adults, they found significant relations between an individual’s value 

priorities and the value priorities of their friends for certain values. Specifically, adults who 

prioritised Openness-to-Change or Self-Transcendence values tended to share similar 

personal values with their friends, whereas, adults who prioritised Conservation or Self-

Enhancement values were less likely to share the same values (Lönnqvist & Itkonen, 2016).  
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Solomon and Knafo (2010) also found that, in a small adolescent social network, friends 

were more similar than non-friends in their values; concluding adolescents are more similar 

to their best classmate friends than to their non-friend classmates.  

The values-congruence with best friend findings appear to support Sagiv and Schwartz’s 

(2000) proposal that the social environment, social sanctions, and internal conflict might 

explain relations with wellbeing during middle childhood. However, children may not 

always choose other children with values the same as themselves as best friends. Children 

with values incongruent with their classmates (e.g., those with Self-Enhancement values) 

may look for support (i.e., from those with Self-Transcendence values) as a buffer from 

social sanctions. 

Support for these results are also found in the friendship literature on homophily. For 

instance, Lazarsfeld and Merton (1954) suggested status homophily (i.e., demographic and 

sociodemographic characteristics such as ethnicity, gender, religion, education or 

behaviour) and value homophily (i.e., values, attitudes, and beliefs, such as internal states 

that shape behaviour) explain social friendship networks (also see McPherson et al., 2001; 

Parker et al., 2006). Research also found that children’s selection of a close friend during 

early and middle childhood was related to psychological homophily (e.g., intellegence, 

attitudes, and behaviour similarity; J. M. Cohen, 1977), as well as gender-homophily 

(Parker et al., 2006) and, proximity, familiarity, and similarity (Rubin et al., 2006). 

Maueux, Houser, and Dyches (2011) review of the peer relations literature also reported 

that friendship preferences are related to positive behaviours and the absence of negative 

behaviours. Thus, it appears that both value homophily and positive behaviour may be 

important in close friend relationships.  
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Positive peer relationships have been found to contribute to higher happiness and 

satisfaction in life (Lansford, 2018), and peer group acceptance is an important indicator of 

wellbeing (Holder & Coleman, 2015). However, research on value-congruence and 

wellbeing in the school context is scant. Children spend approximately 6 hours per day in 

a school classroom. As such, further research is needed to examine the impact of 

classmates, and friends on children’s wellbeing in schools. Future research should also 

examine value-congruence with the teachers and the wider the school community in an 

effort to understand which aspects of social relations in a school setting are important for 

wellbeing. For example, is value-congruence with classmates more important in middle 

childhood than value-congruence with teachers or the school environment?  

8.1.4 The role of social support in children’s values-wellbeing relations  

Perceived social support has been examined as both a moderator and mediator between 

different aspects of wellbeing and social behaviours in previous children’s research. For 

example, social support has been examined as a moderator of relations between subjective-

wellbeing and social acceptance (Tian et al., 2015), victimization and bullying (Davidson 

& Demaray, 2007), reactions to violence and posttraumatic stress disorder (Salami, 2010), 

negative environmental factors (i.e., medically ill family member, abuse, trauma, low 

income) and depression (see meta-analytic review; Rueger et al., 2016). Perceived social 

support has also been examined as a mediator between child maltreatment and 

developmental outcomes (e.g., Pepin & Banyard, 2006), as well as intimate partner conflict 

and child maladjustment (e.g., Owen et al., 2008).  

This thesis was the first to consider the role that social support plays in values-wellbeing 

relations in the complex learning environment of a classroom (see Bronfenbrenner, 1989). 
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Specifically, Study 3 was the first to examine whether different types of perceived social 

support (i.e., parent, teacher, classmate, or friend) moderate or mediate relations between 

children’s values and (a) subjective-wellbeing, (b) global self-worth, (c) behavioural 

strengths and (d) total behavioural difficulties. Importantly, Study 3 found perceived social 

support did not moderate value-social behaviour relations. Rather, in the majority of cases, 

perceived social support only partially mediated relations between values and each of the 

aspects of wellbeing examined.  

8.1.4.1 Social support as a moderator of values-wellbeing relations  

Perceived social support (i.e., parents, teachers, classmates’ and friend) did not moderate 

the relations between values and any of the aspects of wellbeing examined (i.e., subjective-

wellbeing, global self-worth, the domain specific competences in self-esteem, or social 

behaviours) in this thesis. However, evidence was found for a mediating effect of value-

congruence on wellbeing, in some circumstances.  

8.1.4.2 Social support as a mediator of values-wellbeing relations  

At least partial support was found for a mediating effect of different types of perceived 

social on almost all relations between values and aspects of wellbeing (See Table 8.5). For 

subjective-wellbeing (H11), all types of perceived social support positively mediated 

relations between Self-Transcendence values (H11a), and negatively mediated relations 

between Self-Enhancement values (H11b) and subjective-wellbeing. For global self-worth 

(H12), all types of perceived social support negatively mediated relations between Self-

Enhancement values (H12b). In contrast, only perceived parent support positively mediated 

relations between Self-Transcendence values (H12a) and global self-worth, with perceived 

teacher, classmate, and friend support having a partial positive mediating effect. For 
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subjective-wellbeing and Openness-to-Change values (H11c) only classmate and friend 

support had partial positive mediating effect, whereas for global self-worth and Openness-

to-Change values (H12c) classmate and friend support had a positively mediating effect.  

Table 8-5 Social support as a mediator between values and subjective-wellbeing 

 Hypothesis Study 3 

H11 Social support will mediate the relations between  

a) Self-Transcendence values and subjective-wellbeing  

b) Openness-to-Change values and subjective-wellbeing  

c) Self-Enhancement values and subjective-wellbeing 

 

Supported 

Partially supported 

Supported 

H12 Social support will mediate the relations between  

a) Self-Transcendence values and global self-worth  

b) Openness-to-Change values and global self-worth  

c) Self-Enhancement values and global self-worth 

 

Partially Supported 

Partially supported 

Supported 

No research was found to examine perceived social support on values-wellbeing relations. 

However, the findings presented in Table 8.5 align with some examples of the findings 

from the wellbeing literature. For instance, perceived social support has been found to be a 

partial mediator between loneliness and life satisfaction (Kapikiran, 2013) and between 

psychological wellbeing and health-risk factors such as smoking, drinking, suicide, 

physical inactivity (Lai & Ma, 2016). In addition, perceived social support has also been 

found to mediate relations between problems in childhood/adolescence and wellbeing 

(Sánchez‑Sandoval, Melero, & López‑Jiménez, 2019) and as a significant mediator 

between parent involvement and psychological wellbeing (Hao, Aqeel, & Siang, 2019).   

Despite the current findings, some care should be taken with the parent and classmate social 

support findings, as the validity of these measures could be questioned. Specifically, the 

parent average variance extracted (AVE) was lower than the friend coefficient, while the 
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classmate AVE was lower than both the teacher and parent coefficients. However, these 

differences were relatively small and the construct reliability (CR) were relatively high (see 

Section 4.4.4.5). Future research could use alternative perceived social measures and larger 

sample sizes.  

8.1.4.3 Social support as a mediator of values-behaviour relations 

Different types of perceived social support also mediated almost all relations between 

values and social behaviours in children (see Table 8.6). For behavioural strengths (H13), 

both Studies 2 and 3, found parent and classmate perceived social support partially 

positively mediated relations with Self-Transcendence values (H12a) and partially 

negatively mediated relations with Self-Enhancement values (H13c). In contrast, only 

classmate and friend support positively mediated relations between Openness-to-Change 

and behavioural strengths (H13b). For total behavioural difficulties (H14), the opposite 

relations were found. Specifically, all types of perceived social support partially negatively 

mediated relations with Self-Transcendence values (H14a) and partially positively 

mediated relations with Self-Enhancement values (H14c). In contrast, only classmate and 

friend support partial negative mediated relations between Openness-to-Change values and 

total behavioural difficulties (H14b). 
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Table 8-6 Social support as a mediator between values and social behaviours 

 Hypothesis Study 3 

H13 Social support will mediate the relations between  

a) Self-Transcendence values and teacher reported behavioural 

strengths  

b) Openness-to-Change values and teacher reported behavioural 

strengths  

c) Self-Enhancement values and teacher reported behavioural 

strengths  

 

Partially supported 

 

Partially supported 

 

Partially Supported 

H14 Social support will mediate the relations between  

a) Self-Transcendence values and teacher reported total 

behavioural difficulties 

b) Openness-to-Change values and teacher reported total 

behavioural difficulties 

c) Self-Enhancement values and teacher reported total 

behavioural difficulties  

 

Partially Supported 

 

Partially supported 

 

Partially Supported 

 

In sum, Study 3 extends the knowledge on perceived social support relations and the values-

behaviour literature by finding different types of social support mediated relations between 

values and social behaviours (H13 and H14). Past research consistently found Self-

Transcendence values are positively related and Self-Enhancement values are negatively 

related to prosocial behaviours (e.g., Benish-Weisman et al., 2019; Lönnqvist et al., 2013; 

McDonald et al., 2015), with the opposite being true for difficult behaviours (e.g., 

aggression, vengeance attitudes; Benish-Weisman, 2015; McDonald et al., 2015; Seddig & 

Davidov, 2018). However, no research was found to examine the role of social support on 

values-social behaviour relations in middle-childhood. 

Other research is generally in line with the current findings. For example, Wentzel, 

Muenks, McNeish, and Russell (2017) found perceived classmate support increases 

academic achievement through positive communication regarding prosocial conduct from 
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peers. They also found perceived teacher support increased students’ value of learning by 

creating a safe and supportive classroom. In addition, a study of 12 to 18 year olds who 

perceived high supportiveness from parents, teachers and friends, as opposed to none, one, 

or two types of support, avoided problem behaviours and obtained better grades (Rosenfeld 

et al., 2000). Thus, in future research it might not be enough to examine values-wellbeing 

relations, as social support clearly plays an important role in terms of wellbeing.  

8.2 Theoretical contributions  

The current thesis makes a significant contribution to the children’s values literature in five 

different ways. First, previous children’s values research recognised the importance of 

language in their instrument design and development (e.g., Döring, 2010; Schwartz et al., 

2001) and stressed the importance of survey’s being written in respondent’s first language 

(Schwartz, 2009); however, there was little recognition of the importance of early language 

development and ability. The introduction of a new instrument designed specifically for 

children (i.e., the animated values instrument; AVI) in Study 1 was the first to consider the 

issue of language development. The AVI considers young children’s ability to articulate 

their values and/or understand the words used in an instrument/survey and their ability to 

understand and then to follow instructions affects when completing a survey. This study 

provided the first evidence that early language development rather than chronological age 

may have influenced the measurement of values in middle-childhood. Scale reliability was 

established in Study 1 for the AVI and also supported in Studies 2 and 3 for the refined 

AVI (AVI-r; Lee et al., 2017); showing a high level of consistency of value choices within 

individuals, as well consistency across individuals in terms of the theoretically structure of 
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values (see Schwartz, 1992). Thus, the AVI, and its revisions, appear to be reliable self-

report measures of values in both literate and pre-literate children.  

Second, Study 3 found for the first time that values are systematically related to subjective-

wellbeing in middle-childhood. Specifically, Self-Transcendence and Openness-to-Change 

values were positively, and Self-Enhancement values were negatively, related to 

subjective-wellbeing and self-esteem (measured using global self-worth) in middle 

childhood.  These findings are in line with adult and adolescent research findings for 

relations between values and self-esteem and values and subjective-wellbeing (Deniz et al., 

2016; Feather, 1991; Llinares-Insa et al., 2001), suggesting that values impact wellbeing 

across the lifespan from middle childhood to adulthood. Thus, these relations appear to 

exist much earlier than previously thought. 

Third, Studies 2 and 3 found that children’s values are related to social behaviours, as 

observed by their teacher, in a similar manner to findings with self and peer-reported social 

behaviours. Specifically, Self-Transcendence values were positively related and Self-

Enhancement values were negatively related, to teacher reported behavioural strengths. In 

contrast, Self-Enhancement values were positively related and Self-Transcendence values 

were negatively related, to teacher reported total behavioural difficulties. Further, Study 3 

found that all four difficult teacher reported behaviour subscales (i.e., emotional symptoms, 

conduct problems, hyperactivity/inattention, and peer problems) were positively related to 

Self-Enhancement values and were negatively related to Self-Transcendence values. These 

findings are in line with previous children’s prosocial values-behaviour research (Benish-

Weisman et al., 2019; Daniel et al., in press), and the previous adult and adolescent findings 
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for antisocial, aggressive and delinquent behaviours (e.g., Benish-Weisman, 2015; 

McDonald et al., 2015; Seddig & Davidov, 2018).  

Fourth, both Studies 2 and 3 found for the first time, value-congruence between a child and 

(a) their classmates, and (b) their best friend, was positively related to global self-worth 

and behavioural strengths, in middle childhood. In addition, Study 3 found value-

congruence was positively related to subjective-wellbeing between a child and their 

classmates’ during middle childhood; however, these relations were not significant for best 

friends. This is consistent with the value-congruence perspective of values-wellbeing 

relations found in the adult values-wellbeing research (Schwartz & Sortheix, 2018). 

Finally, Study 3 was the first to examine and find that different types of social support 

partially or fully mediate relations between values and subjective-wellbeing in middle 

childhood. This extends the values-wellbeing research by focusing on the key types of 

perceived social support that are found during middle childhood (i.e., parent, teacher, 

classmate, & friend). In addition, it highlights the importance of perceived social support 

from teachers, peers and friends on values-wellbeing relations in an educational setting.  

8.3 Practical Implications  

Findings from this thesis shows that children’s personal value priorities relate to their 

subjective-wellbeing, self-esteem, social behaviours, and types of perceived social support. 

As such, these findings have a number of practical implications for education and 

educational psychology. The five principle implications set out below are aimed at policy 

makers, curriculum developers, educators (e.g., teachers, education assistants) and school 

psychologists in the field of education.  
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First, despite statements about the importance of understanding the prior knowledge 

children possess on entry into formal education, no research was found to focused on the 

measurement of children’s values in education research. As such, the values children 

already hold prior to and during their formal education have largely been ignored. Using 

the AVI (or revised AVI instruments) would allow educators to measure and subsequently 

consider the role of children’s values in their class and/or school. This understanding may 

be especially important in schools with diverse populations, where teachers and children’s 

personal values may conflict, creating limited understanding and acceptance which has the 

potential to damage wellbeing. Thus, there is an urgent need for policy makers, curriculum 

developers and school professionals (e.g., teachers, principals, education assistants, school 

psychologists) to begin to recognise and consider the unique values children already hold, 

not only when they enter the education system at 5 years of age, but throughout their 

schooling journey. Recognition and consideration of potentially different outcomes that 

children’s value priorities have on their wellbeing has the potential to improve schooling 

outcomes for children. For example, by tailoring learning to the motivational goals that 

drive children’s individual values, learning outcomes could improve for all children, not 

just those with values congruent with their schooling environment. 

Second, even though the Department of Health (2018) recently invested $9bn to improve 

mental health with a focus on prevention and early intervention during childhood, none of 

the wellbeing initiatives available have considered the values already held by children when 

they begin their educational journey. Therefore, an understanding of the diversity of 

children’s value priorities is likely to improve the different aspects of wellbeing related to 

values found in this thesis (i.e., subjective-wellbeing, self-esteem, social behaviours and 

their perception of social support). For instance, understanding the higher order 
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conceptualisations of contrasting and conflicting values in the Schwartz (1992) theory of 

human values and the value priorities that underlie children’s behaviours could help to 

rectify the ‘one size fits all’ generalisation of wellbeing programs (see Street, 2017; Weare 

& Nind, 2011).  

Third, Sagiv et al. (2015) proposed that environments pose many normative and desired 

expectations on beliefs, values, and behaviours. Based on the current research, it is entirely 

possible that children who hold values that are incongruent with the values held within their 

school or classroom environment may have experiences that are detrimental to their 

wellbeing. That is, some children that educators (i.e., teachers, education assistants) teach 

will have values congruent with their own values; however, many others will have values 

that conflict with their own. Educators need to be aware of the potential differences in value 

priorities and understand that no values are ‘wrong’ or unhealthy; they are all desirable and 

worthy values in society (Sagiv et al., 2017).  

Fourth, previous literature highlights that different types of perceived social support (i.e., 

parent, teacher, classmate, friend) enable individuals to cope effectively with multiple 

stressors (see reviews S. Cohen & Wills, 1985; Uchino et al., 1996). This thesis found 

personal values relations with (1) subjective-wellbeing, (2) global self-worth, (3) 

behavioural strengths, and (4) total behavioural difficulties, were almost all at least partially 

mediated by these types of social support. This knowledge could help both educators and 

curriculum developers devise interventions based on social support that would improve 

wellbeing outcomes for children with different values priorities. Further, teaching children 

to understand their own values and those of others could also help to improve important 

aspects of children’s wellbeing and social behaviour.  
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Finally, the clear links between values and social behaviours is important for education as 

well as educational psychology. Specifically, an understanding of individual differences in 

values could play a significant role in understanding and improving difficult or challenging 

behaviours (e.g., depression, anxiety, aggression, hyperactivity, inattention), that appear to 

be increasing in schools during middle childhood (see Wang et al., 2018). An understanding 

of children’s values should enable educators and school psychologists to better understand 

their motivational goals and how these goals relate to their social behaviours.  

8.4 Limitations  

Although this thesis has provided a number of significant contributions to the literature, 

some limitations must be addressed. First, the data collection for this thesis was situated in 

Western Australia. As such, cultural diversity was limited, especially in Studies 2 and 3, 

where the samples were recruited from two metropolitan primary schools, located in middle 

to high socio-economic areas in one Australian city. However, Study 1 drew on more 

diverse school populations, including schools with students from more diverse cultural 

backgrounds, including higher proportions of indigenous students. While Australia is a 

relatively culturally diverse country, replication of findings in samples from more varied 

socio-economic areas as well as from remote, and regional metropolitan areas, would add 

insight into possible similarities and differences in children’s values and values-wellbeing 

relations. In addition, cross-cultural studies would also be beneficial in examining values 

in middle childhood using the AVI and AVI-r.  

Second, Studies 2 and 3 contributed to the limited findings in the literature regarding 

relations between values and self-esteem.  However, there were some differences in 
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findings between these studies. These differences may have been due to the smaller sample 

size in Study 2. Thus, future research is needed before any generalisation of values-self-

esteem relations can be drawn.  

Third, the reliance on self-report data for values, self-esteem and subjective-wellbeing, 

meant there was no opportunity to probe deeper. This limitation offers an opportunity for 

future children’s researchers to collect qualitative data, through face-to-face interviews or 

focus groups, to gather deeper insights into values and aspects of wellbeing.  

Fourth, this research focused predominantly on Schwartz (1992) higher order values, which 

may have constrained some of the results. Future research could examine relations between 

the 10 basic values (Schwartz, 1992) or 19 or 20 refined values (Lee et al., 2019; Schwartz 

et al., 2012) to gain further insight.  

Finally, the direct effects of values on wellbeing and behaviour were small to medium; 

however, this is also true of the adult and adolescent research. To better understand the 

effect of values in children’s research the mediating effect of perceived social support and 

other factors could be further examined in future studies. 

Despite the limitations outlined above, this thesis provides the groundwork for 

understanding how children’s personal values relate to wellbeing in middle childhood. The 

current findings contribute to our understanding of the role of values on children’s 

wellbeing and behaviour. Thus, a promising new stream of research could develop. 

8.5 Future Directions  

Children’s values research is still a relatively new area of research. Thus, several areas of 

research that were excluded from this thesis could be examined in future studies.  
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First, Study 3 found evidence of value-congruence between children and their classmates, 

and children and their best friend, and several aspects of wellbeing. However, value-

congruence between children and their teachers or their overall school environment were 

not examined. Thus, future research could examine the impact of value-congruence 

between children their teachers and their overall school environment using either 

quantitative surveys and/or qualitative dyadic interviews. Qualitative dyadic interviews 

could also be conducted with classmates and/or best friends. 

Second, this thesis found that social support mediated, rather than moderated, relations 

between values and each of the different aspects of wellbeing examined. While Chu et al.’s 

(2010) meta-analysis indicated age and gender were moderators for perceived social 

support and wellbeing relations, these studies support potential mediating relations, which 

reflects Kapikiran (2013) findings that, for 11 to 15 year olds, both self-esteem and social 

support were partial mediators between loneliness and life satisfaction. Thus, consideration 

of other independent variables and potential mediators could be beneficial in future 

children’s research.  

Third, perceived social support from classmates’ and best friends’ showed different results 

in this thesis. Thus, an investigation of whether values play a role in peer friendship or peer 

status during middle childhood could be beneficial to the research using peer nominations. 

In addition, peer inclusion and rejection in friendship groups has previously been linked to 

children’s prosocial and anti-social behaviour (e.g., Hawley et al., 2002; Lönnqvist et al., 

2013), thus, future research could also consider whether values play a role in popularity or 

in the isolation of unpopular children in different cohorts and different demographics.  

These investigations could use peer nominations for friendship, popularity and behaviour. 
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Fourth, to further the understanding of value-congruence in the school/classroom 

environment, studies could examine individual children (i.e., case studies), particularly 

those children that struggle in their school environment. For example, children with 

extreme behaviours (e.g., violence, aggression, hyperactivity or inattention) and/or poor 

wellbeing (e.g., anxiety, depression) that do not ‘fit’ into the current educational system 

well could be the subject of case studies. Previous studies suggest that experiences in 

middle childhood are related to a range of difficulties later in life (Slade, 2008). For 

instance, sociability influences children’s problems with their peers (Hasenfratz, Benish-

Weisman, & Knafo‐Noam, 2015) and children’s early relationship development may 

become a self-maintaining social track record for individuals, affecting their later life (Fink, 

Begeer, Hunt, & de Rosnay, 2014). 

Finally, future research is needed to examine how values develop from early childhood, 

through middle childhood and into adolescence as this would benefit the research literature. 

Longitudinal and cross-sequential studies could also track the development of values over 

an extended period to examine the development of values and how they relate to wellbeing 

in different contexts. In addition, cross-cultural studies are needed that include children 

from different cultures, religious groups, and socioeconomic statuses.  

8.5 Conclusion 

Why is it important to examine personal values and wellbeing in middle childhood? 

Because middle childhood is a time of global shifts in cognition, motivation and social 

behaviour (DelGiudice, 2018). Middle childhood is also a critical period of development 

when self-concept, self-esteem, self-efficacy, and self-worth emerge as increasingly 
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important constructs (Harter, 2006a, 2006b). Further, it is likely that these developing 

conceptions of the self, relate to cognitive aspects of wellbeing, as children become more 

reflective and able to evaluate how they regard themselves, their behaviour, and their lives 

(Lansford, 2018).  

It is clear from the findings in this thesis that values-wellbeing relations in middle 

childhood are significant and important. They have practical implications for educators, 

policy makers and curriculum developers. The significant relations found between values 

and each aspect of wellbeing examined in this thesis (i.e., subjective-wellbeing, the 

individual domains of self-esteem, and social behaviours) highlights the importance of 

understanding children’s values. Educators need to understand not only the values of 

children in their care, but also their own values, in order to improve the wellbeing outcomes 

of children. Each of the findings outlined in this thesis highlights that, in school 

environments, values combined with perceived social support from teacher, classmate and 

friend relationships, plays a contributing role in each child’s wellbeing while they attend 

school. Currently, in the Australian education system, children are encouraged to adopt the 

values of their school environment (see Values for Australian schooling, Commonwealth 

of Australia, 2005a). Wellbeing programs ignore the personal values children already hold 

when they enter and travel through the school system. This thesis provides the first evidence 

that personal values relate to wellbeing in middle childhood; and with this evidence 

provides insight into how educators may promote children’s wellbeing.  
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Appendix 

The overall Process model statistics for testing the moderation effects detailed in 

Hypotheses 7 to 10 are shown in this Appendix for reference purposes. As shown below, 

the overall models for relations between personal values and subjective-wellbeing, with 

perceived social support as a potential moderator, were all significant, but as described in 

Chapter 7 none of the moderation effects were significant at the p < .05 level.   

• The Self-Transcendence to subjective-wellbeing models were significant: Parent 

support (R2 = .091, F(3, 681) = 18.635, p = <.001); Teacher support (R2 = .052, F(3, 

681) = 8.944, p = <.001); Classmate support (R2 = .087, F(3, 681) = 20.984, p = <.001); 

and Best Friend support  (R2 = .077, F(3, 680) = 14.550, p = <.001).  

• The Openness-to-Change and subjective-wellbeing models were significant: Parent 

support (R2 = .101, F(3, 681) = 19.775, p = <.001); Teacher support (R2 = .065, F(3, 

681) = 11.523, p = <.001); Classmate support (R2 = .093, F(3, 681) = 18.996, p = <.001); 

Best Friend support (R2 = .082, F(3, 680) = 16.061, p = <.001).  

• The Self-Enhancement and subjective-wellbeing models were significant: Parent 

support (R2 = .088, F(3, 681) = 19.936, p = <.001); Teacher support (R2 = .049, F(3, 

681) = 7.542, p = <.001); Classmate support (R2 = .087, F(3, 681) = 20.984, p = <.001); 

Best Friend support (R2 = .071, F(3, 680) = 12.465, p = <.001).  

Similarly, the overall models for relations between personal values and global self-worth, 

with perceived social support as a potential moderator, were all significant, but as described 

in Chapter 7 none of the moderation effects were significant at the p < .05 level.   
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• The Self-Transcendence and global self-worth models were significant: Parent 

support (R2 = .178, F(3, 694) = 40.171, p = <.001); Teacher support  (R2 = .155, F(3, 

694) = 25.467, p = <.001); Classmate support (R2 = .230, F(3, 694) = 54.250, p = <.001); 

Best Friend support (R2 = .136, F(3, 693) = 25.628, p = <.001).  

• The Openness-to-Change and global self-worth models were significant: Parent 

support (R2 = .175, F(3, 694) = 32.527, p = <.001); Teacher support R2 = .156, F(3, 694) 

= 23.764, p = <.001); Classmate support (R2 = .226, F(3, 694) = 51.925, p = <.001); 

Best Friend support (R2 = .129, F(3, 693) = 24.104, p = <.001).  

• The Self-Enhancement and global self-worth models were significant: Parent 

support (R2 = .172, F(3, 694) = 31.864, p = <.001); Teacher support (R2 = .150, F(3, 

694) = 23.364, p = <.001; Classmate support (R2 = .230, F(3, 694) = 52.397, p = <.001); 

Best Friend support (R2 = .129, F(3, 693) = 23.664, p = <.001).  

Similarly, the overall models for relations between personal values and teacher reported 

behavioural strengths, with perceived social support as a potential moderator, were all 

significant, but as described in Chapter 7 none of the moderation effects were significant 

at the p < .05 level.   

• The Self-Transcendence and teacher reported behavioural strengths models were 

significant: Parent support (R2 = .084, F(3, 681) = 15.708, p = <.001); Teacher support 

(R2 = .073, F(3, 681) = 13.523, p = <.001); Classmate support (R2 = .079, F(3, 681) = 

18.644, p = <.001); Best Friend support (R2 = .068, F(3, 680) = 14.776, p = <.001).  

• The Self-Enhancement and teacher reported behavioural strengths models were 

significant: Parent support (R2 = .076, F(3, 681) = 14.691, p = <.001); Teacher support 
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(R2 = .064, F(3, 681) = 12.179, p = <.001); Classmate support (R2 = .072, F(3, 681) = 

16.564, p = <.001); Best Friend support R2 = .061, F(3, 680) = 12.609, p = <.001).  

Similarly, the overall models for relations between personal values and teacher reported 

behavioural difficulties, with perceived social support as a potential moderator, were all 

significant, but as described in Chapter 7 none of the moderation effects were significant 

at the p < .05 level.   

• The Self-Transcendence and teacher reported total behavioural difficulties models 

were significant: Parent support (R2 = .068, F(3, 680) = 13.263, p = <.001); Teacher 

support (R2 = .058, F(3, 680) = 11.262, p = <.001); Classmate support (R2 = .064, F(3, 

680) = 14.161, p = <.001); Best Friend support (R2 = .057, F(3, 679) = 14.211, p = 

<.001).  

• The Self-Enhancement and teacher reported total behavioural difficulties models 

were significant: Parent support (R2 = .061, F(3, 680) = 13.106, p = <.001); Teacher 

support (R2 = .047, F(3, 680) = 8.742, p = <.001); Classmate support (R2 = .057, F(3, 

680) = 12.137, p = <.001); Best Friend support (R2 = .046, F(3, 679) = 9.461, p = <.001).   
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