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ABSTRALT
The purpose of this study was to investigate the
influences of certain factors that either facilitate or
frustrate the transition to higher education or work by
high school graduates. An analysis of the literature on
status aspiration and attainment research led to the
development of a theoretical model of attainment and to

the determination of some factors peculiar to the

transition beyond high school which were applied to a

group of high school graduates. in this way, a research
model of attainment was generated linking three
categories of variables: remote external wvariables

(socio—-cultural background factors), immediate external

{(school and non—school factors) and intrapersonal
variables {student attitudes and perceptions) to
academic attainment. Variables chosen from two broad

" aspects of the socio-cultural categor? were father's
océupatian, mother 's occupation, father's education and
mother's education and the demographic data were sex,
age, Tfamily size, marital status of parents, location
and birth order. Four aspects of the immediate external
category were selected through factor analysis: formal
and informal school activities, non scheol activities
and significant others. The intrapersonal category
included self concept, control over one's destiny, role
orientation, attitude to school/school work, attitude to

the world of work and perceived satisfactlion with school
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learning context. The dependant variable consisted of
one's academic attainment in the vyear beyond high
school.

A questionmaire, incarporating measures of the
variables was develaped and distributed by mail to
the 412 high school graduates of 1987 from Brandon
School Division #40. The response rate was 38% or 237
returned questionnaires of which 52% (123) comprised
responses from females and the remaining 48% (114)
comprised of male respandents. Data from the
guestionnaire provided for a descriptive analysis of the
sample and an empirical analysis. For the descriptive
analysis, freqguencies of selected items were provided
along with a content analysis of fTour open—ended
gquestions that sought graduate perceptiong of the
general %transition processes beyond high school. The
empirical analysis consisted of two pérts. Stepwise
muitiple regressipn was utilized to determine the direct
effects of the factors contained in the wvariable
categories. The Beta Coefficients obtained were then
utilized in the formulation of two path models: one for
females, the other for males.

It was found that the conceptual model developed
was_only partially supported. As well, the process was
different for boys and girls. What emerged was that
access to higher education was conditioﬁed by birth

order, father's occupation and learning caontexts for
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females while access for males was conditioned by
father'’'s occupation, the perceived function that a high
school performs, family orientation and attitude to the
world of work.

It is concluded that, while the analysis provided
empirical support for crucial elements of the attainment
model, our understanding of the transition processes,
attitude developments and periods of "eritical

formation"” in youth is rather incomplete.
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CHAPTER 1
INTRODUCT IO0N
1.1 Overview of the chapter
In Chapter 1 the context in which young pecple find
themselves as they complete their high school life is
presented. Closely associated with this situation are
two broad areas of research anc discussion in
educational literature: the purpose of schools and the
transition process in which one is involved as one moves
beyond the high Sc;ool Years. The purpose of developing

this area of research and its significance are outlined

in the final sections of the chapter.

1.2 Context of the problem
1.21 BACKGROUND
Data presented in the Manitoba Eaucation, Planning
and Research Branch's report (19895) "Intentions for
Grade Twelve Students", showed that on average, during
the 1980-1985 pe%iod, 30% or three out of 'ten Grade 12
students from Manitoba's public and private schools have
sequentially enrclled in post secondary institutions in
Manitoba. Of the three in ten students 1mmediately
continuing into post-secondary education, two have
enrolled at university and one at college.
Possibly what is even of greater significance is

that seven out of ten students do not immediately go

into post-secondary education. What these students do



in their first year beyond high school and the
consequences of this action may have long term social,
economic and political consequences not only for
themselves but for the country as a whole.

The seguential student population at universities
and colleges has been in steady decline both in terms of
numbers and as a percentage of the total fulltime posti-
secondary student population in the late i1?270's.
Further, in rece;t vears, the portion of grade 12
students who actually enroll at universities and
colleges after high school is about one third lower than
the portion who, while in grade 12, stated a definite
intention to continue their education (Manitoba
Education, Planmning and Research Branch, 1984} . A
similar pattern has occurred in Qustfalia (Carpenter,
1984) and in several other western EOQHtries (Cerych and
Colteon, 1980).

Recent Australian researchers (Carpenter and
Fleishman, 1987)’indicate that from 1983 onwards there
have been signs of a revived demand for higher
education. However, as a result of financial cutbacks
in higher education, an increasing number of formally
qualified students in Australia are now unable to secure
a place in higher education (Burke, 1984). Manitoba
research conducted by ILam (1982) which assessed the

determinants of student esducational plans found socio-

psychological as well as structural barriers deterred



hoth males and females from pursuing further studies:
extreme pragmatic outlooks, new life styles
characteristic of a youth subculture, inaccurate
educational assessments required for the desired
professional career and economic constraints {(Lam

and Hoffman, 1979).

Coupled with these enrollment patterns and
constraints that hamper access to further education is
the growth nationally and internationally in vyouth
unemp loyment. InM"Cénada, the economy has improved
{Special Senate Committee on Youth, 1984) and
demographic forecasts show a decline in the
proportionate share of young people in the labor force,
the problem of youth unemployment will not go away. The
Report of the MacDonald Commission (1983) points out the
unemployment rate will remain high through the year
2010, unless structural changes occur. Thié opinion 1is
confirmed by research conducted for %he Special Senate
Committee on Youth by Robinson (Special Senate committee
on’ Youth, 1986). Two factors that could sgstain youth
unemployment are‘that industrialized countries seem to
have reached permanently higher plateaus of unemployment
and even though &a greater percentage of youth are
employed ang engaged in the labor force than ever
before, an unprecedented number still want to work
({Ross, 19843 . The situation for women 1s Turther
exacerbated for even if women are employed, they tend to

parn less than men (Ross, 1984). Similar situations are

reported for other members of the Organization far



Economic Co-operation and Development which indicate a
deterioration of youth employment prospects and of
segmentation in the labor force, marked by distinct
differences between the experience of males and females,
and between teenagers and young adults (OECD, 19831 .

In short, the present economic climate in which
young people havé‘to make decisions about post-school
options is marked by reduced opportunities in the work

force and uncertainty about the benefits of further

education.

1.22 FOR WHAT ARE SCHOOLS?

A recurring theme in educational literature for

twenty or more years is the concern about the
appropriateness of school systems. The overall
(academic, vocational and implied sogcial) goals of

education and the relevance of future employment and
life goals have been called into guestion by emplovyers,

parents, educational theorists, post—-secondary and

government institutions. - Interestingly, extensive
research completed by Goodlad (1784) found that

students, parents and teachers want balanced attention

to intellectual, spcial, vocational and personal
emphasis in the school's curriculum. The school is also
to be seen, in the eyes of students and parents, as a

nurturing, caring place.

Increased concern about the appropriateness of



school systems has intensified public debate along
different ideological viewpoints, Some stress equality
of condition, the extent of material inequalities with-
in the society or equality of opportunity. Using an
ideological framework, (Figure 1) Gilbert (1977
proposed a typology of four types of motivational
systems based on how material and social rewards and
oppartunity are distributed (Figure 1).

Three of Bilbert's cateqgories have application to
Canadian society: Egalitarian, Meritocracy and
Stratified. Egalitarian societies with a very high
degree of eguality of opportunity and substantial
equality of condition require a system of occupational
attainment based upon ability and the inducement to
achieve is duty to the collectivity. CDmmuﬁal sacleties
with few' material imnequalities and low eguality of
opportunity function with an ascriptive basis of
occupational role incumbency. Meritocracies where there
are widespread méteriai inéqualities and a high degree
of equality of opportunity maintain a motivational
system where inequalitiegs are inducements té achieve and
acquisition kis based upon an individual's genetic
ability rather than membership in certain social groups.
Stratified societies, with substantial material
inegqualities and low equality of opportunity, maintain a
motivational system similar to meritocracies where

inequalities are inducements to achieve but acquisition



Figure 1

THE IDEQH OGICAL SUPPLY OF MOTIVATION

Equality of

Opportunity
Inequality of
condition HIGH LOW
Minimal . Egalitarian ] Communal
Maximal Meritocracy Stratified

usa Canads

Sid Gilbert. "The Selection of Educational
Aspirations." p. 283 in Education, Chanoge and Society:
A Socioloay of Canadian Education, edited by R. Carlton,
L. Calley and N. MacKinnon. Toronto: Gage Educational
Publishing Limited, 1977, p. 283. ‘




on universalistic grounds is prevented through a system
that adheres to particularistic-ascriptive system of
attainment. )

Comparisons between Canadian and American systems
of educational stratification led Gilbert to place both
countries in the stratified cell of the typology but
places the United States closer to the meritocratic
ideal. A similar position was put forward by Porter
(19467) some  ten years earlier. Echoing Forter's
position, Bilbert based his conclusion on four factors:
1) Canada is revealed to be more elitist, ascriptively
or;ented and particularistic than the United States; 2}
content of Canadian high school curricula tended to be
intellectual as opposed to American vocationalismg 3
the mosaic vs thé melting pot approach to ethnic
assimilation asserts a particularly ;ignificant spocial
category in Canada with regard to occupational mobility,
whereas in the United States many accept a new
"American® ident;ty. %his paint is supported by the
fact that Canadian census reports ethnic origin of every
citizen and it records religious data gathered from
every indiviﬁual. 4) gender appears to make a greater
difTference in regards to labor ferce participation in
Canada than in the United States.

Recent research conducted by Wanner (1984) provides
further corroboration of the Canadian system of

stratification as having maintained a greater degree of



educational inequality %than the United States 1n this
century. More ébecifically, Forcese (19807 and
McRoberts and Selbee (1981) show a lower degree of
participation in post-secondary education.

Research on youth education is found to be_
inextricably intertwined with youth unemployment.
Previously, research has treated educational outcomes -
educational or bpccupational attainment - as separate
entities determined by program track. In a %time of
differing education and admission requirements of post-
secondary institutions and the diversity, offered by
School system credits the link between preogram and
future endeavors 1is reduced. Also both Yworlds" - 1in
education and work -— place differing expectations on
schools that are faced with already diverse student
abilities, ambitions, experiences énd spcio—economic
contexts. WUltimately however, pressure is brought on
school systems that queétion the conception of education
as a resource %or youth: Are we to think that an
education gives the student marketable skills or
provides them with an academic education regardless of
employment pfospects? Debate on this issue continues in
North America as elsewhere.

The general theme from work in the youth education
area denotes a need for rethinking and restructuring of
the school system in light of reduced educational and

employment opportunities. In work conducted by Thomas



(1986),‘ he suggested that greater recognition and
understanding of the processes underlying societal
demands 1is necessary to promote the bernefits derived
from new technology. This task will be difficult as
Mcadoo (1981 argues that schools have not kept pace
with changes in technology and unemployment
opportunities at a time when youth, schools and families
are in a state of transition precipitated by social and
econoemic forces. Karmel (1984) states that due to the
weak position of teenagers in the labor market, higher
participation in post-compulsory schooling ;5 required.
Further, youth need greater 1input into decision making
structures and processes (Canada Employment and
Immigration, 1786). Howe (1981) calls for an impetus
from '"grassroot" groups whose focus is on the task of
improving secondary schools with the aim of building
linkages with communities, industries and the
bureaucracy. More specifically, Proctor (1987} argues

for a vocational curvriculum framework that comprises of

five languages or forms of communication -literacy,
oracy, numeracy, graphicacy, and physiognonomy -~ *to
provide the necessary breadth and balance. istance

(1985) siresses however that while education must be
responsive to changing social and economic conditions,

the long—term mission of the school must be safeguarded.
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1.23 TRANSITION

Concerns relating to the preparation and readiness
of high school graduates have been identified in
educational and governmental research with regard to the
transition of graduates into post—-secondary -
occupational system (National Academy of Education,
1979: Hogan, 1980; Bates, Clark, Cohen, Finn, Moore and
Willis, 1984). More specifically, the transition from
high school to higher education has been the subject of

|

several large—scale investigations within Australia
(e.g. Meade, 1978; Anderson, Boven, Fensham and Powell,
1980 cited in Carpenter and Western, 1982), the United
States f(e.g. Sewell and Hauser, 19793 Griffin and
Alexander, 1978; Thomas, Alexander and Eckland, 1979%;
Stafford, Lundstédt and Lynn, 1984) and 1i1n Canada {(e.g.
Breton, 1%972) with specdific work in-DntariD (Williams,
1972; Anisef, 1974; Porter, Porter and Blishen, 1982;
Davis, C., 1985) and Manitoba <(Lam and Hoffman, 197%;
Lam, 1982). |

The transition from high school to work as well has
been the subject of large—-scale investigations in -
Australia, Scotland {Raffe, 1984, Great Hritain
(Kerckhoff, Campbell and Trott, 1982; Bloomer, 1983)
within the United States {(National Academy of Education,
(1979} and in Canada {(Breton, 1972).

The "transition phase" is significant in four vital

ways according to the Commission of European Communities
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(1984) . "Firstly, it marks the point at which youth
(young people between the ages 14 and 18) cross over
from dependence to independence. Secondly, as a result
of societal and economic structures many of the choices
young people make at this time are almost irreversible.
Thirdly, the increasing premium being placed upon skill
as opposed to purely manual skills accentuates the
importance of the acquisition of a broad base of
knowledge, skills and experience upon or shortly atter
entering the "real world". Finally, the *fransition
phase is important because it is at this time that the
vulnerability of the disadvantaged groups in our society
becomes more visible" (p. 2).

Research on transition processes indicate that
there are ongoing conce;ns in which students' needs are
for stability and continuous progress (Cheng and
Ziegler, 1986). These needs along with the rather
familiar school environment come to a dramatic end with
graduation from High school. Marini (1978) argues that
" educational attainment 1s the most important variable
mediating the transition to adulthood. The
“transition“z however cannot be viewed as an ordered
progression through school and ultimately work since
students perceive the processes differently (Saha,
1985). These decision points can be conceilved as
branching points, as has Boudon (1974), as outcaomes with

respect to choice of or allocation to the next stage
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where later branching points and outcomes take place.

Transition 1s both a time and place phenomenon
during which one is trying to functicn effectively in a
different sccio-cultural envirvonment. At the same time,
one is trying to learn new rules. Many of the
anticipated worries are exaggerated and transitory and
are no longer concerns a few months later. But other
concerns may persist, either bhecause they are more
significant on a continuing, long-term basis or because
they have been unsatisfactorily addressed during the
period of preparation/orientation.

Any transition has the potential to be bazardous:

A

it involves decisions that are difficult, important, and
perhaps irrevocable. T;e scheduling of events (timing,
spacing and sequencing) during the transition from
adolescence ‘to adulthood has lasting' consequences for
career attainments in the later 1life course (Hogan,
1280) . This viewpoint stresses the need to understand
how particular SD;ial structures or processes facilitate

or frustrate the realization of career plans (Carpenter

and Fleishman, 1987).

1.3 Statement of purpose
The aim of this paper is to examine the very nature
of the high school experience from the perspective of a
holistic framework and to assess the impact of selected

structural and social—-psychological wvariables upon the
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transition of a group of high school graduates to higher
education and/or work.
The general research questions posed in the design

of this study are defined by four areas of concern:

1. To what extent does such transition depend upon
socio—~economic backgrounds, school  and  non—
school factors, resources, Opportunities and

intrapersonal factors?

2. Do particular sccial psychological processes
facilitate or frustrate the movement of high
schonl graduates to higher education and/or
work?

3, Are there major sex differences in any of these

processes?

1.4 Significance of research

The present inves;igation occurs at a time of
reduced opportunities for youth in pursuit of work
directly after high school graduation along with an
uncertainty about the benefits of fur£her education and
increased interest by researchers, educators and
government institutions. This interest iz generated out
of social, econamic and political concerns Tor this
group during a specific tranmsition phase in the 1ife
cycle and for the nation as a whole since their
collective decisions and actions ultimately will have
long term conseqguences.

The investigation addresses practical and
theoretical questions in the attempt to better
understand how particular spcial structures and/or

processes facilitate or frustrate the realization of
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further education or work entrance.

The nature and timing of this research then is
significant as factors that facilitate or frustrate the
transition process are placed within a holistic
framework that seeks to establish relationships between
the high school experience as they relate to the year
beyond high school. Interestingiy, few researchers have
addressed the dynamic nature of educational and
occupational entrance that traces an individual's
movement through this crucial decision point.

Temple and Polk (1986:7%9) state: "Most studies
collapse the attainment'prDCESS into a single attainment
variable thereby disguising factors that may influence
behavior at one point but not others”". Even .less
research has probed the movement of adolescents
immediately beyond high school graduation. Temple and
Polk's (1986) research as other works on attainment
initially treat educational attainment as a separate
entity from Dccugational attainment. Ultimately the
link between educational and occupational attainments is
made as individuals complete their education and move
into occupatipnal roles. This understanding has greatly
been improved through the use of longitudinal studies.

These approaches as well relate to the high school
system according dto their primary reséarch concern:
further education or work entrance. The present

investigation attempts +to show that distinct factors
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influence movement at high school graduation and that
within the high school context, students tend to have

similar experiences within program tracks.

1.5 Chapter summary

In light of changing social and economic conditions
the long term mission of high schools is being reviewed
at a time when high school graduates are at a crucial
decision making point in their lives. The decision to
proceed through the tranpsition beyond high:school with
further education or work is shaped by reduced
opportunities in the work force and uncertainty about
the benefits of further education. At the same time the
actual numbers of graduates in Manitoba who pursue
higher education immediately beyond the high school
vears has increased concern over éhe conception of
education as & rvesource for youth. These concerns are
further magnified in the national political scene with
Prime Minister Mulroney's (Campbell, 198%) comments
about Canadian capabilities in international
competitiveness and that 17% of high school graduates

were functionally i1lliterate.
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CHAPTER 11
REVIEH OF THE LITERATURE

2.1 Overview of the Chapter

This review oFf ithe available literature on the

problems presented in Chapter 1 has proceeded along two

courses. The first part of Chapter 11 reviews the
development of theoretical models from which to
investigate the problem cited 1in Chapter} I. These
models pertain to social-psycholegical, attitudinal-

hehavioral and socialization versus alleocational aspects
of status aspiration or attainment research. In the
second part of this review, factors that pertain to
three @ajor sets of wvariable categories as determined
through the synthesis of the theoretical models are
identified and explored.
2.2 Development of Theoretical Models

Writings in the status attainment and social
psychological tradition have provided a framework and
research technolog* that has helped to organize previous
research and has served as a stimulus for this current
work. The development of a model to facilitate an
analysis of the transition from high school to post
secondary education or to work has also been tempered by
a synthesis of the socialization and allocation
perspectives.
2.21 THE WISCONSIN MODEL

The "Wisconsin Social Psychelogical Model of Status
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Attainment” or simply the “Wisconsin Medel" (Haller and
Portes, 1973; Alexander and Eckland, 1975; Alexander,
Eckland and Griffin, 1973) is probably the most
influential life cycle model of the factors affecting
educational attainment, bccupational status and earnings
of young men. The model has sustained critical scrutiny
and numerous elaborations. Several replications not
only in North Americe but internationally (Sewell and
Hauser, 1980) as well, have yie;ded results that support
the substantive conclusions initially established by
Sewell and Hauser (1973).

Applications of the Wisconsin Model have been
modelled after the original social psychological model
(Sewell, Haller and Portess, 1969; GSewell, Haller and
Ohlendorf, 1970), rather than the disaggregated model
{Sewell and Hauser, 1972, 1973). |

A substantial replication of the Sewell-Hauser
version of the model conducted by Alexander, Eckland and
Griffin (1973) concluded that interpersonal and
subjective variables (social-psychological wvariables)?
mediated most of the effects of spcio—economic
background aﬁd ability on later status attainments. The
work of Alexander et al. (1978) confirmed that complex
processes similar to those determined in the original
analysis were present.

Replications of the earlier version were conducted

as well with educational and occupational aspirations as
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the ultimate dependent wvariables. Sewell and Hauser
(19280} 1in their review discussed a particularly
interesting replication, by Gilbert (1977); of twelfth
grade male students in Ontario. The relevance of his
work is noted by them:

When the Wisconsin model is estimated for
the Canadian sample, it explains the same
amount of variance in educational aspirations
as in the Wisconsin sample, but it explains
considerably less of the variance in
occcupational aspirations in the Ontario
sample. Also, the effects of significant
others on educational aspirations are greater
in the Canadilan sample; the direct and
indirect effects of socio-economic status on
educational aspirations are greater in the
Canadian sample; and the direct and indirect
effects of ability are less in the Canadian
sample. From these findings, 6Gilbert argues
that ascriptive influences working through the
family make Canadian society less meritocratic
than American socciety. He then expands the
model to include self-concept: of ability and
program of study as intervening variables;

these additional variables gsignificantly
increase the explained variance in the
aspirations of Ontario youth. He interprets

the causal paths in the extended model as
further evidence that the Canadian family
serves as a pr ime mechanism of status
transmission through its strong direct
influence on. educational and occupational
aspirations and its powerful effect on program

selection. He suggests that the
differentiated program in Ontario schools
merely SETVES to perpetuate the social
inequalities Tound throughout Canadian

society. (1980:83-84) .,

Elaborations of the Wisconsin model have included
contextual, gender and racial differences. Other
studies have estimated the effects, on aspirations and
achievements, of some wvariable not incltded in the

original model (eg. McDi1311l and Rigsby {(1973) research
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on the impact of educational climates; Hgyn‘s (1974)
research on soccial selection and placement within
schools: and Alwin and Otto's (1977) work on the effects
of athletic participation on educational aspirations and
socic—economic attainments:).

In any case, in the forms in which the model has
heen tested, the model, on the whole, has undergone
little change.

2.22 FISHBEIN/AJZEN MODEL

Many concepts in the Wisconsin model parallel those
of the Fishbein/ Ajzen model of attitude behavior
relations (1973): the most significant integrated and
synthesized general model of behavior. In the attitude
behavioral model it is assumed that background variables
such as social status exert their influence on behavior
through mediatingvétructures (attitudés, subjective
norms and behavioral intentions). In their own words:

The attitude 1is viewed as ane major
determinant - ef the person's intention to
perform the -behavior in gquestion. Other
beliefs relevant Tfor a behavioral intention
are beliefs of a normative nature, i.e.,
beliefs that certain referents think the
person should or should not perform the
behavior in guestion. The person may or may
not be motivated to comply -with any given
referent. The normative beliefs and
motivation to comply lead to normative
pressures. The totality of these normative
pressures may be termed ‘subjective norm. '
Like his attitude toward the behavior, a
person's subjective norm is viewed as.a major
determinant of his intention to perform the
behavior. Thus a persan‘'s behavioratl
intention is viewed as a Tfunction of two
factors: his attitude toward the behavior and
his subjective norm. (1975:16) .
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Under the Fishbein/Ajzen model, social status 1s
treated as a background variable whose influence on
behavior is totally mediated by attitudes, subjective
norms and finally, behavioral intentions (Davis, 19835 .
But others contena that this is only a partial picture.

Liska (1984) presents the argument that social status

also affectis the above relationship through its
influence on the availability of resources and
prevalence of “epportunities. Further, Davis (1985)

suggests that opportunities, resources and subjective
norms will influence behavior both directly and
ind}rectly via the mediation of intentions. These
developments provide support for Kerckhoff's (19276) call
for a combination of the socialization perspective
eluded by the Wisconsin model and indices of the
allocation process. |
2.23. RECENT DEVELOPMENTS

In the most recent application of the Fishbein/Ajzen
model, Carpeﬁtervand Fleishman (1987) obtained results
that provide considerable support for the attitude
behavior theory. They state: "consistent with the
model, attitgdes and social norms do affect intention,
and intentions do have a sitrong effect on behavior.
Contrary to the model, however, resources had direct
effects on behavioral intentions and behavior.” {1987:
100).

The incorporation of Liska's revision (1984) in the



Carpenter and Fleishman model vyielded results that:
"Show that gender interacts with parental encouragement
to affect intentions, but not behavior. The results

also show that academic performance interacts with

perceived academic ability to affect behavioral
intentions. Students with lower perceived ability were
less influenced by their academic achievement” (1987,
p.100).

Such results, Carpenter and Fleishman conclude,

suggest a more complex process 1s at work than that
suggested by a simple additive model and that future
research could examine whether other interactions exist
between variables_ in the reformulated Fishbein/Ajzen
model.

Two other studies merit discussion because of their
systematic organization of variables with respect to
educational aspirations {(Porter, Porter and Blishen,
1982) and determinants of educational plans (Lam, 1982).
These studies previde a synthesis of the socialization
and allocation perspectives as called for by Kerchkoff
(19760 .

Porter et al. (1982) grouped wvariables into seven

major categories which they have designated as socCio—

cultural climate, demographic, significant other,
attitudinal, school and occupational variables and
variables of life chance perceptions. The most

important of these variables - social class, mental
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ability, school program, school performance, the
influence of significant others and self concept of
ability - in determining level of educational
aspirations have been treated by path analytic
technigues. The findings are presented as follows:

The most influential path through the

model . . is from mental ability to program,
to significant others' influence, to ievel of
educational aspirations. Thus the slightly

greater influence of mental ability than
father's occupation on aspirations shown in
the correlation matrix is reflected in the
greater indirect influence of mental ability

through program, which in turn has a strong
effect on aspirations directly;, but also
indirectly _through significant other's

influence on self—-concept of ability. Another
interesting observation to be made 1is the
relatively insignificant effect of school
performance on educational aspirations. it
has a slight direct effect, no indirect effect
through significant others, and much less
through self-concept of ability than does
program. Program has an effect on school
performance, confirming our observation about
the greater success five-year progvam students
had than four—vyear program students in
mastering their more diffilcult subject matter.
(1982:298) .

In his research, bLam (1982) conceptualized the
theoretical framewérk for determinants of post-secondary
plans through three categories of wvariables: remote
external (socio—economic status variables), immediate
external (school activities, academic achievement and
significant others' influence), and interpersonal
("attitudes, perceptions, motivation, value systems and
other personal dispositions;" p. 21l4). He states the
conceptual premise of the model as follows:

...the value system, motivation, attitudes and
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self—-image that students possess are in many
instances the results of beneficial or
detrimental influences exerted upon fthem by
various personal and situational factors in
the process of socialization. While remote
external factors ftend to exert an underlying
persistent influence (allocation factors) upon
students' ultimate decisions, many such
influences are tempered and modified by the
immediate external factors most visible in the
school environment. {(iLam, 1982:213).
2.24 SYNOPSIS OF THEORETICAL DEVELOPMENT
These research studies have enhanced our
understanding of the nature in which individuals pursue
their respective 'stations and callings' in life.
Further, the review of these models has allowed for the
identification of similar and parallel influences
identified through differing investigative perspectives

and research models that provide an increasingly

comprehensive but illusive conceptual approach.

2.3 Specification of variables

2.31 SOCIO-CULTURAL ENVIRONMENT: REMOTE EXTERNAL
VARIABLES.

Research, ovér the last thirty vyeard, on social
stratification and education has shown fthat although
same differences {in edﬁcational attainment) among
children have disappeared {Vroom and Donkers, 1986)
other differences have =~ been monotonic. While
inequalities in educational attainment due to race, sex
(comparatively speakin?) and region have decreased
(Duncan, 1967, Hauser and Featherman, 1276; Mare, 1981l;

Simkus and Andorka, 1982; Baker and Stevenscon, 1986),
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the socio—-economic status of the student's parents has

remained an amazingly stable determinant of student's

academic achievement. This fact holds true across very
distinct cultures and countries, including the United
States, Great Britain, Germany, Japan, Australia,

Hungary, The Netherlands, and Canada (DeGraaf, 1986).

In the United States, for example, research
conducted by Coleman, Campbell, Hobson, McPartland,
Mood, Weinfeld and York (19&6&), Jencks, Smith, Acland,
Bane, Cohen, Gintis, Heyns and Michelson (192727,
Alexander, Eckland and Griffin (1975), Sewell and Hauser
(19767, and Calemap, Hoffer and Kilgore (1982) has

consistently pointed out the significance of socio—

econemic measures: educational, cccupational and
economic backgrounds of parents. These background
measures have been identified in European {The

Netherlands: DelGraat, 198&4; and Hungéry: Sinkus and
Andorka, 1382} as well as in Australian research
conducted by Carbenter and Western (1982, 1983, 198&).
Carpenter and Fleishman (1987) specifically have shown
that where educational aspirations are constant, social
background is more important for men than women.
Comparative research findings indicate that in Canada
parental spocio—economic status is a more potent
determinant of the likelihood of extending schooling
beyond high school, particularly to university than in

the United States (Porter, 1%65; Wanner, 1986).
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These findings were obtained at a time when greater
numbers of students attended post-secondary
institutions. The paradox between stable background
influences and increased schooling is accounted for by
Hauser and Featherman (1974) who have estimated that as
much as one third of the increase in average schooling
in the first half of the twentieth century in the United
States can be attributed to improvement in factors such
as parental schooling and occupation levels and smaller
sibships.

In response to this position, Mare (1979, 1?81) has
suggested that equal emphasis to the allocation of
schooling, expressed as the probability of continuation
from one grade to another be given consideration.
Looking at the situation from this view, Mare's studies
of American trends have shown the apﬁarent stability of
background effects was the outcome of two contradictory
processes: decreasing inequality of | schooling,
reflected in a de&lining variance, tended to depress the
linear effects of background characteristics, while
increasing association beﬁween background and grade
progressions tended to inflate the linear effects.

DeBraaft's study on the impact aof financial and
cultural resources in the Nétherlands reached a similar
conclusion: "there has been increasing equality in
school continuation chances at the early decision points

in education careers, but at the same time, school
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careers have become lenger” (1986:237). As a result of
this and other studies, the overalleeffect of parental
cocio~economic characteristics on a child’'s educational
attainment remains a significant influence.

Gender also can be seen as reflecting opportunities
provided by the social stiructure. In the past decade,
reports both iJZ Australia (Australia Commonwealth
Schools Commission 1975, 1984 cited in Carpenter and
Fleishman, 1987) and in the United Gtates {Marini and
Greenberger, 1978) have highlighted the problems
associated with the way schools influence the education
of women and thereby maintain the existing sexual
division of labor.

This view has been challenged by Furlong's (1986)
work on mechanisms which maintain the position of women
within the labor market. He argueslthat the influence
exerted within the educational system is limited, given
the strength of parental and particularly maternal role
models upon thé _development of female occupational
aspirations.

Consistent with studies in Australia and elsewhere,
North American studies have found | considerable
variations between maie and female educational and
occupational attainment.

Until 1978, Australian males had higher levels of
educational attainment then females; but in 1978,

females surpassed males (Karmel, 1981 cited in Sahs,



27

19855 . Nevertheless, Australian males, irrespective of
school leaving plans, tended to have higher and wider
ranging occupational aspirations and expectations than
females, who tended to aspire to relatively fewer, sex
typed occupations.. Furthermore, the career orientations
of males were more predicable in terms of known causal
factors (Saha, 1982). Finally, males were more
successful than females in the attainment of their post-
school goals, particularly with respect to entry into
college (Carpenter and Western, 1983}.

Research in processes of sexual stratification in
Amgrican labor markets within the last number of years
has alsec shown differing outcomes based on gender.
Based on data from an eighteen year follow—up of
Wisconsin high school seniors, Sewell, Hau;er and Wolf
{19280} have shown there are markeé sex differences
between acquisition and maintenance of occupational
status. They conclude the following:

The ef%ect of po§t~high school educatiaon

on the status of Tfirsi jobs is twice as greatl

among men as among wamen, and the effect of

the status of first Jjobs on that of .current

jobs is one—-third greater among men than among

women (198B0:531).

In Canada as well, the occcupational world, although
changing, has been very different TfTor the two sexes.
Women have not participated in the labor force to the

extent that men have, and when they have, they have

concentrated in particular cccupational categories
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(Synge, 1977). This situation 1s perpetuated through
high school programs that segregate females into poorly
paid occupations (Gilbert, 1977).

In addition to parental socio—economic
characteristics and gender , the set of background
characteristics includes maternal employment, number of
siblings, birth order, location and intact fTamily.
Family structure and parents’ work patterns are
particularly interesting in light of recent increases in
one parent families and working mothers. In the United
States, between 1970 and 1980 the proportion of children
living in one-parent families increased from 11.9 to
19.7 percent {(Milne, Myers, Rosenthal and Ginsburg,

|
19846). At the same time, mothers from both two-and one-
parent families have been entering the labor force in
increasing numbers both in the United'States and Canada
{United States Department af Labor, 1976 and Statistics
Canada, 1981).

Hoffman and Nye (Sewell, Hauser and Wolf, 1980)

have suggested that maternal employment affects the

spocio—economic life chances of children - especially
daughters - because it raises the family standard of
living, because it competes with other familial

activities or because it provides a favorable role
model.  Sewell, Hauser and Wolf (1980) state that the
effect of maternal employment is small; it is less

helpful to women than to men which indicates that if
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there is an influence, the influence is probably
economic and applied to improving the son's life chances
more so than the dgughter’s.

The literature on one—-parent families almost
exclusively addresses father absence (the most prevalent
pattern) and relates it toc a number of child outcomes,
including cognitive performance. Shinn (1978}, 1n a
review of the research, found that a majority of studies
indicate a detrimental relationship between father
absence and children's intellectual performance.
Heatherington, Camara and Featherman (1981) in the most
recent review, Tfound consistent differences, in favor of
children from two parent fTamilies in measured aptitude,
measured achievement, grade point average and other
teacher assigned scores.

While a number of 50cio~economié status wvariables
may be implicated in gross differences in achievement
between students from two—parent families and students
from one—parent. _fami;ies, Tamily income remains
fundamental. Data from the United States Bureau of the
Census (1984) show that the income of female headed
families was less than halt that of dual headed
families: fo; 1280, the figures of single and dual
headed families were $10,408 and $23,141 respectively.

However, even the introduction of family income as

an exogenous control for the effect of number of parents

may not adequately express the appropriate relationship.
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Milne, et al. (1986) suggests that 1t 1s possible that
any effect of living in a ones-parent family on
achievement operates primarily through the lower income
of these families: the number of parents, then, is prior
to fTamily income which is considered an intervening or
mediating variable.

Other wvariables may intervene between number of
parents, their income and student's achievement and may
provide mechanisms through which the number of parents
and their income exert an influence. Milne et al.
(1986) conclude that what is potentially important here
isﬂthe amount of time pérents devote to their children.
Studies have shown that the time spent with children -is
less in one-parent families — and the uses of this time
are related to achievement. However, few studies have
adequately explored the relationship' between parental
time inputs and children's achievement in one-and two-
parent families.

Studies of ﬁother's employment primarily conducted
in the 19460's or earlier, (before major increases in the
number of working mothers occurred) have yielded mixed
results. qu major reviews of the literature in this
decade conducted by Hoffman (1980) and Heyns (1782)
vield conflicting interpretations.

Hoffman concluded that the effects of mother's
employment on achievement were generally positive for

children in lower—class families but potentially
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negative for boys in middle-class families. Heyns,
however, citing a number of reviews of the effects of
mother's employment on children, including Hoffman's,
concluded that "with very few exceptions, .5 the
children of working mothers differs very little from the
children of nonworking mothers" (1982, p. 2380 .

Milne et al. (1984) contend that later studies
reflecting a higher participation rate in the work force
by women, have taken account of interaction or
intervening wvariables (Hold and Andres, 1%978a; 1978b;
Mercy and Steelman, 1982). For example, Mercy and
Stgelman (1982) demonstrate that mother's employment has
negative direct effects on the 1. G, of children 1in
white intact families but positive indirect effects
working through the mechanism of smaller family size.

A careful review qf the 1itera£ure, according to
Milne et al. (1986) demonstrates that absent fathers and
woiking mothers have important effects an achievement;
but .most likely; . these wvariables work in conjunction
with or are mediated by other +Family background
variable.

Based on the concept of financial resources,
persons with a greater number of brothers and sisters
face a handicap relative to persons from small sibships.
Featherman and Hauser (1978), for example, state that in
twentieth century America, each additional sibling

reduces a man's average educational attainment by one
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fifth of a grade, helding constant other soccio-
demographic determinants of achievement. As is well
understaod, the negative effect of the number of
siblings on educational attainment, combined with
intercohort declines 1in average number of siblings, is
one Tactor that has raised average levels of farmal
schpooling during the twentieth century (Hauser and
Featherman, 19763 Mare, 1979).

Blake (1983) reconsiders the effects of family
socio—economic background and number of siblings on
formal schoeol attainment for American men and argues
that the effects of parent’'s socio-economic status on
school attainment of their offspring do indeed vary with
family size. Mare and Chen (19286&) do not support
Blake's position and argue:

Thus, the conjecture that family size trends

explain increased educational mobility is

unsound. First, there is little increase to
explain. Second, sibship size groups do not
differ much in the associlation between
father's and son's schooling. And, Tinally,

most cross sectional and intercohort variation

is attributable to differences 1n average

levels of schooling combined with differences

in family background effects at different

stages of the schooling process (19B6:411-

412.)

Mobility analysts typically assume a major problem,
namely the simultaneity between numbers and schooling of
progeny. Porter, Porter and Blishen (1982), for the

case of family size regardless of social class position,

state that the more children there are in the family,
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the greater the costs of keeping them out of the labor
force and in school or university. fis for birth order,
particulariy if families are large, the research of
Porter et al. indicated that educational resources were
expended on the older chiloren. Parents may Jjointly
decide their number of children and the quality of life
that they should experience (Blake, 1981).

In a society's early stages of education growth,
parents may also respond to the high cost of educating
their first children by limiting later births (Caldwell,
Heddy and Caldwell, 1983). IT these effects are large,
then neither additive nor ‘interactive models of school
attainment, which assume that sibship size is determined
prior to schooling are correct. When fertility
fluctuates widely and schooling agrows rapidly,
stratification and demographic proceéses may indeed be
linked in complex ways.

The relationship between gecgraphic location or
community of resiﬁence and higher education has received
less i1nvestigative work. It can be assumed that
community of residence plays a particularly strong role
in countries such as Canada where geography is sizable.
Breton (19723 established a positive relationship
between the likelihood of high educational intentions
and community of residence.

This relationship was found to be stronger among

boys than girls, and it maintained itself when mental
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ability rank, socio—-economic origin and language are
successTully controlled. Carpenter and Western (1984}
alse have determined that access to higher education was
conditioned not only by class and sex but also by
geographic leocation in their study of Australisn youth.
2.32 IMMEDIATE EXTERNAL VARIABLES: ' SCHOOL AND
NON-SCHOOL FACTORS

2.32a Formal School Factors

The effects of school attributes on either the
academic or the later occupational attainment of
students has been the subject of considerable research
dur}ng the past twenty years. These studies have viewed
schooling as a productién process: certain combinations
of inputs produce certain cutputs.

One of the earliest input—output studies, "Equality
of Educatiornal Opportunity” (Colemaﬁ et al., 1966),
examined the relationship of over 400 input variables
with achievement measures, in an attempt to assess the
avallability of ‘equal opportunities for pupils from
different racial origins and backgrounds. The authors
concluded that neither unit nor aggregate attributes had
much influence on what students achieve either in school
or after they have entered the labor force. These
conclusions along with Jencks et al's (1972) finding
that equalizing the guality of American high schools
would not substantially reduce cognitive inequality,

confirmed the pessimistic conciusion that schools did
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not make a difference. Hauser, Sewell and Alwin (1974)
determined that net school effects and contextual
effects of student body composition accounted for no
more than 1 or 2% of the wvariance 1in the population
above and beyond the effects of individual social,
psychological and academic factors. They concluded that
future research on the educational achievement process
could profitably turn to issues other than school to
school variations in educational aspirations and
achievements.

Recent reviewers (Clark, Lotto and McCarthy, 1980;
Murnane, 1981 ; Rutter; 1283) of these works and
countless other studies that have utilized different
statistical methodologies conclude that schools do make
a difference and that some important lessons have been
learned about how to study school efféctiveness; studies
of school effects must make a clear conceptual
distinction between school and schooling.

Utilizing lan alternative framework that
distinguished schoeoling from school, Bidwell and Kasarda
(1980) claimed that school effects literature was

conceptually flawed. These authors state:

This failure is a confusion of school,; an
organization, with schooling, a process that

individual students experience. Schools are
organizations that conduct instruction.
Schooling is the process through which
instruction occurs. Schooling, which is

comprised of acts by students and teachers, 1is
conditioned by the social organization of
class—-rooms, curricular tracks and other
instructional units within schools (1980:402}.
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As a result of critical studies an the
methodological issues and conceptual framework, a new
literature emerged that emphasized within school
processes which linked participants t; schooling

cutcomes.

Studies on academic attainment have yjelded
positive results where the work of schooling occurs —the
high school curricular track (Breton, 1972; Alexander

and McDill, 197&6; Alexander, Pallas and Cook, 1981); the

classroom (Murnane, 19753 Bidwell and Kasarda, 1980);
learning environments {Rutter, 1979 : Mar joribanks,
1981); homework {(Coleman, et al., 1982; Keith, 1982;

Natriello and McDill, 1986) and type of school attended
{Kerckhoff, Campbell and Trott, 19823 Power, 1984,

Carpenter and Western, 1984).

2.32b Informal School

The role of out of class activities (informal
school) has only }ecently been considered potentially as
important as academic achievement for adult status
attainment. Research on occupational and educational
attainments as a Tfunction of program or curriéular
tracks has focused exclusively on achievement outcomes
(Rosenbaum, 1980): Students not only master academic
skills in school but also have a range of social
experiences with peers and adults that prepare them for

future work reoles. These experiences provide a context
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for the development of interpersonal relationships that
parallel academic achievemenit fTor later success (Jencks
et al., 1972). Frith and Clark (1984) support this
contention in their wark on extracurricular activities:

Individuals tend to gravitate ftowards
activities in  which they can experience
SUCCess. Students with limited academic
success naturally pursue other ventures ...
sports and other extracurricular activities
are as vital to the growth and development of
academically limited students as they ' are to
others. In fact, ‘tthe activities may be even
more valuable, particularly where they are one
of the few ways in which students can
experience success (1984:326).

Further to these positions, Baker (19283) provided
this viewpoint:

From the point of view of learning

experiences, what adolescents do at school

outside of the classroom may be as important

for them as their academic subjects. They may

be gaining skills in teamwork and perseverance

in organized sports. They could be acguiring

experience 1in public speaking or managerial

skills in committees, clubs or special

events (1985:22). ' )

King (1986) notes that research on out of class
activities provides 1insight on how these activities
reinforce student efforts in scheol and allows for the
observation of patterns that may act as disincentives to
their achievement- in. school. Further, it may be that
participation in many aspects of the life of the school
is evidence of an overall acceptance of the school's
goals and contributes to the motivation to work in

school and ultimately their high school achievement.

Kelly and assbciates (1979) suggested that there
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may be a great deal of wvariability from school to school
in the kinds of experience students have while they are
outside of class but still i1n the building.

Csikszentmihaly and Larson (1984) describe the
importance of these out of class experiences that play
both a negative and positive role in affecting student
attention as that of & randomizer. Repeated contact
with friends during a schocol day provides variability:
friends disrupt the pattern of consciousness from the
previous class and more impertantly revitalize a student
and increase his or her capacity to concentrate on class
work, They conclude that "after being with friends, an
adolescent will be in a different {(psychological) state,
possibly one more receptive to learning, possibly one
less receptive. On the average there seems to be a
slight relative gain. But the-really‘significant impact
of friends is probably not this slight gain but the
variability that 1is introduced into the school day”
(1984, p. 214).

Often the social status composition of a high
school independéntly affects the post—secondary
intentions of i1ts students. Meyer {(19270) concluded
that:

Whether the presence of many higher
status students acts primarily by creating an
informal peer climate favoring going to
college, or by building an orientation toward
college into the formal expectations and
standards of the school is not clear. The

small observed effect of school status upon
college intentions masks two contrasting
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forces. There 1is a larger supportive effect

of school status than has usually been
reported. But there is a negative effect
alsa; since higher status schools have more
able students, negative for '"frog pond '

effects (Davis, L985)]1 comparisons for any
given student tend to lower aspirations
(1970:468).

Extracurricular aétivities within the school
provide settings in which adolescents can meet one
another, participate in activities of common interest,
learn and pracitice skills other than strictly academic
ones. Alihough these activities are controlled and
sanctioned by the school, they differ 1n important ways
from curricular settings for student interaction.

First, participation in extracurricular activities
in contrast %o curricular ones, is voluntary: students
select activities that suit their purposes. Second,
these activities make a wider range of student
aptitudes, skills and interests visible than is possible
or desirable in the classroom setting. Finally, because
extracurricular aetiyities may be more closely aligned
with the iﬂterests.of adolescents than are the strictly
academic pursuits of classrooms, the recognition gained
in these activities are important for social standing
amaong adolescents (Spady, 1970).

Membership in clubs and activities may increase
student status and lessen such typical status
distinctions as those associated with family background
gr curricular track. Extracurricular participation,

then, is an important avenue for the social integration

[
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of the school.

2.32c Non School Factors.

Among the most impgrtant findings of research on
leisure in adolescence has been the results of two long-
term longitudinal studies revealing association between
free time activity 1in later childhood and adolescence
and adjustment in adulthood (Brooks and Elliot, 1971;
Glancy, Willits and Farrell, 1983).

Kleiber, Larson and Csikszentmihaly's (1986)
research into adolescent leisure indicated two distinct
cat?gories of leisure experience: relaxed leisure
(activities that are high on affect and intrinsic
motivation and low on concentration and challenge, e.g.
socializing, eating, watching television, listening to
music,, reading and resting) and otﬁer pursuits that
Cesikszentmihaly and Larson (1984) referred to as
transitional activities (within these activities freedom
and intrinsic motivation occur simultaneocusly with high
challenge and concentration). The special significance
of this latter category of leisure activities would
appear to provide a bridge or "an important
developmental link in the acguisition of a capacity for
enjoyment in serious and demanding adult activitiesg”
(Kleiber et al. 1986:173).

Anpther non-school activity that is increasingly an

important adolescent endeavor but has received 1little
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research is that of part-time work. With respect to
work generally, almost all the research that has been
performed has concerned itself with vouth unemployment.
The position taken in this investigation was that it is
worthwhile to direct research to the nature and role of
youth employment in the context of their development.

An aspect of an adolescent's social situation is
the set of persons with whom he or she is associated and

the influence that the judgement of others, i.e.,
teachers, counselors, principals, parents, relatives and
friends, have on decision—-making processes. The
impartance of interpersonal factors for aspirations is
underscored by Spenner and Featherman:

The encouragement of one's parents and

the plans of one's peers appear to shape

ambitions more directly and with greater

impact than any other source. Their effects

are stronger than the direct influence of

ane's scholastic aptitude or previous academic

achievement, and much stronger than any direct

“influence from one's social origins per se

(1978:3%92) .

Breton 1972 and Porter et al. (1982) have
separately reported that parents are overwhelmingly the
chief source of help. Sewell and Shah (196B8B) also found
that parental encouragement and expectations play a key
role in college plans of males and females.

Epstein and Karweit {1983) along with other
researchers (Alexander and Campbell, 19643 Alwin and

Dtto, 1977; Cohen, 1983) that have studied the influence

of friends on student aspirations provide evidence that
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confirms that the timeibetween Grade 11 and 12 is an
important decision making period and peer influerce on
college plans can be especially important during this
period. Other patterns denoted in the Epstein and
Karweit (1983) study were that those students that had
some or all of their friends with post secondary plans
made 5 dramatic difference in the Chénge toward college
plans for students in Orades &, 9, and 12 and for
ctudents in Grades 7, 9, and 12 of those initially
who had plans to go on in post-secondary education were
more likely to maintain their plans. These patterns
corroborate other research (Anisef, 1973) that
suggested that at all grade levels the structure of
friends ran have important consequences for students'
later attitudes, - behavior and decisions. These
developmental patterns indicate that-friends influence
on outcomes change over time and importénce. FPorter et
al., (1982) had similar findiﬂgs in that by OGrade 12 a
significant numbe}«of students had become independent of
the influence of school personnel, parents and peers, at
least in thinking about their future education. School
personnel were more influential for short-term plans
than for lcﬁg term aspirations.

Davis and Kandel (1981} concluded that parents
were stronger influences than best friends in
determining educational aspirations of adolescents while

the importance of peers as socializers of educational
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plans was overestimated. This over estimation was
caused by the effects of assortive pairing in which
csimilarities prior to selection, patterned friendship
groups (Cohen, 19773 Kandel, 1978). This is &
fundamental problem of models of educational
aspirations, as stressed by Duncan, Haller and Fortes
(1268 .

Research conducted by Anisef (1974) of Ontario
Graduates concluded that while many adolescents would
insist that their educational and vocational decisions
were a function of independent and autonomous choice,
thig was not the case. It seemed then that the
educational and vocational decisicons made by adolescents
are a part of an ;ngoing dynamic process that commences
early in the adolescent's life of which parental support
along with socio-economic origin and‘ family structure

are crucial elements.

2.33 INTRAPERSONAL VARIABLES: STUDENT ATTITUDES AND
PERCEPTIONS

Self concept has been the subject of a great deal
of research on ability being used as a variable in
models of ' aspiration formation, educational or
pccupational attainment. In an extensive ;earch of the
literature conducted by Porter et al. (1982), very few
studies in which the self-concept variable was used in a

causal model of aspiration formation were found. AN

example of this type of research is Gordon's 'lLooking
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Ahead: Self Conception, Race and Family as Determinants
of Adolescent Orientation', in thch the major
hypotheses was that the more favorable the student's
self conception, the higher the aspirations. Another
example is in a study by Wilson and Portes (1973), who
use self-concept as a variable in a causal model of
educational aspirations. Porter et al. {(1982) argue
that a consideration of the theories of self-concept
makes it eminently gualified as a wvariable. The
justification for using self-concept of ability in a
model is succinctly stated by Wilson and Portes:

A person- develops and adjiusts his
aspirations in accordance with both the
evaluations he receives from his social
environment (significant others}) and his own
self-assessment of abilities on the basis of
objective information provided by his academic
performance (1975:348).

The changing role of women led Psrter et al. (1982)
to assess orientations to the adult feminine role and
thé results of that work form this part of the review.
FPorter and associates created a set of indicators that
determined the degree to which a waman held a
"traditional" or "modern" view of her adult role which
was applied to educational and Dccupationaliexpectations
to test any Hypothetical relationships. They determined
that there was a significant relationship between
educational aspirations and the adult female role while

there Was a discernable relationship between

occupational expectations and attitudes to the adult
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female role. This relationship between aspirations and
role was suppor ted by earlier work conducted by
Westervelt et al. (1975) which concluded that attitudes
of women towards themselves was as important as
institutional or situatiocnal barriers.

During high scheol {more and more) young people
spend a substantial amount of time in work places which
provide an experience that has received little attention
by researchers. Almost all the research that has been
performed has concerned itself with youth unemployment.
While umemploymenglremains an important aspect to study
for a variety of psycholegical, social, economical and
political reasons, it may be worthwhile to direct more
research toward the nature and role of youth employment.

Fpr American high school seniors in 1780, the range
of labor force participation rateé for all income
categories was Tfrom 73% to BOU (Bartdn, 19860 . In
Canada, Bibby and Posterski (1985) set the percentage at
some 40%  of Ca%adian teenagers. These levels of
employment activity exist despite the fact that schools
do wvery little - and often nothing at all - to help
students obtain part—time work {(except for the small
minorifty of students in cooperative education and work
experience programs). The levels of labor force
participation would indicate that vyouth have ample
mptivation to work and that this motivation occurs

rather early in one's life. Barton (198&4) argues that
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"the relevance of these facts is that they address the
guestion of what students learn during their schooling
years that is relevant to the work world. ... we should
be looking as well into what students learn from the
workplace before they graduate from school. What is the
nature of the work they do”? What kinds of perceptions
are formed about the work world? Are their perceptions
of the "adult"” work world accurate? ‘e is the
opportunity to experience work before high school
graduation good p%éparation for the Tull-time work which
is to follow?" (19B6:140).

It must be pointed out that high school graduation,
contrary to belief, does not typically mark the point of
a youth’'s +transition to the adult economy. Barton
({1986) argues that most youth ‘enter a separate youth
market until about the age of 20 or él, when they enter
into "adult type" Jjobs.

Research on transition between segments of the
labor market ma? -provide partial answers, to some of
Barton's guestions and confirm the suspicion about the
age of hiring for “adult" Jjobs. Osterman (1980) noted
that aging g}ves the vyouth an opportunity to move into
another segment of the labor force as they accumulate
work experience and, perhaps, maore maturity. Moreover,
Stevenson (1?278a) suggested that, while entry level jobs
often provide limited ogportunities for advancement and

permanence, they do not reduce their value as developers
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and demonstrators of work habits which are important
labour market characteristics. Freeman and Wise (1982
found that unemployment immediately after the completion
of school had almost no effect on employment three or
four vyears later. However they noted that while vyouth
unemployment in general did not appear to have major
long term consequences for later employment, it did
appear to have a"negative effect on subsegquent wages,
since increase in wages were related to work experience.
Some oFf bthese fTindings have been questioned Stevenson
(1978b) and Andrisoni (197%9).

There is some evidence that working while in school
is associated with employment success after leaving
school and may therefore have a bearing on subseguent
wages. Harrell and Wirtz (1980 determined that
students who worked longer hours had iower unemployment
rates 4 1/2 years after high school.

Returning to Barton's earlier questions, it is
evident that undérstanding what happens during the high
school years and immediately beyond graduation is very4
important to understanding how Temployability" is
developed in youth and in a country.

A Studeﬁt‘s attitude toward school and achlevement
may further influence that individual's ability to
orient oneself toward the occupational environment.
Based on Ginzberg's (1952} theory of occupational

choice, Breton (1972) established the hypothesis that
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orientation towards the world of work would be difficult
for students who did not make a meaningful commection
betwéen what they learned in school, or the effort
required by school work and their future careers. High
aspirations when measured in specific goals (amount of
education, grades or marks) were found to be associated
with a lower probability of career indecision.

Using data from the High School and Beyond Study of
1980 in the United States, Wagenaar (1981) presented
three’major trends that emerged between experiences and
attitudes of seniors in 1972 and 1980, i) increased
emphasis of the importance of academics; 1i1) heightened
awareness of economic problems; 1ii) expectations for
education and employment of men and women were more
zimilar in 1980 than in 19272. In other research
conducted be Clark (19287), 1t was fbund that for the
most part, seniors liked school, held feaéonably high
ratings of their own schools and viewed their teachers
as knowledgeable .and competent. Such studies portray
student attitudes toward schools that are supportive of
an orientation to the occupétional environment and vield
a rather positive picture of American schools unlike
recent studies that echo a message of declining
standards that undermine America’'s economic recovery and
international economic position {(Rock, 1984&). Both the
Wagenaar (1%81) and Clark (1987) studies while

supportive of education and work-role salience, each
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have a shortcoming that tempers the findings. In the
Wagenaar study, responses were taken from high school
seniors - students of whom the system has worked-and in
Clark's study respondents themselves were voluntary.
Both studies then may not be representative of high
school students. Nevertheless, attitudes related to
secondary school need to be examined to develop a more
complete understanding of the relationships between
school related attitudes and adolescent aspiration who
have different abilities and come from different social
contexts (Marjoribanks, 1983).

Similarly patterned with school and work attitudes
is an individual's sense of control over one's destiny.
With regard to vocational indecision, Breton (1972}
concluded that a sense of powerlessness about the future
~"feeling that reflect a low sense of control over the
course of events and that an individual's present
activities are not relevant to what lies ahead" (p. 31)
— is associated with indecision.

Recently, environmental attitude measures have
received attention by Mgrjoribanks (1981). His work on
subjective 5;h001 outcomes, that attempted to refine
measures of the environment, drew Ffrom the work of
Bronfenbrenner (1977) and his general conceptual model
of human development. An ecological approach 1is
significant as i1t relates human development with the

surrounding environments.
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In developing an ecological theory of human
development, Brofenbrenner {1979:3) proposed that
environment interacts with the developing person and
that this interaction evolves through time. The
ecological environment is viewed as a three leveled
"nmested structure®. He proposed that "at the innermost
level is the immediate settings that could 'be as
decisive for development as events taking place with a
given setting. A chiid's ability to learn to read in
the primary grades may depend no less on how he 1is
taught than on the existence and nature of ties between
the school and the home." The final level extends beyond
the personal setting to settings where the person is not
even present: for example, Brofenbrenner would argue
that one of the most powerful influences affecting the
development of young children in modernized societies is
likely to be the condition of parental'employmeht.

Mar joribank's research has drawn attention to the
extent Educatioﬁal and occcupational asgirations of
adolescence are related to their perceptions of
different learning contexts. Findings indicate the
significance of an ecological construct defined by the
adolescent‘sr perceptions of the support and
encouragement for learning from their fathers, mothers

and teachers.
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2.4 Chapter Summary

Through expansion of the Wisconsin and
Fishbein/Ajzen models, recent researchers have
identifTied other variables that relate to major
sets of variables as categories that are conceptualized
as significant forces of influence or modifiers that
shape the outcome of student decisions and ultimately
attainment. These major categories were synthesized by
Lam (1982) into a theoretical model where the variable
categories are remote external, immediate external, and
intrapersonal. The specification of wvariables within
each of these categories was developed through a review
of the related literature that addressed the stated
purposes of this research in Chapter 1. Through this
process the following variables according to the three
major wvariable categories -were developed. Factors
significant to the Remote External Environment were
divided between 50c}o~economic and " demographic
components. Further decomposition of these components
indicate parental occupation and levels of education as
significant determinants of socio-economic measures and
influence while sex, age, family size, marital status of
parents, location and birth order comprise demographic
measures. The Immediate External Category comprised of
four wvariable sets: formal scheol activitieé, informal
school activities, non—-school related activities and

significant others. Research in this area provided
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substantive corroﬁérative support for such formal school
factors as program, achievement, homework, services,
size of schoeol and physical plant and significant
others. LLess exhaustive in general were studies on
informal school wvariables (Climate, extracurricular,
social life and school status) and non school varilables

{leisure, work and organized activity) as they relate to

transition beyond grade twelve and attainment. In the
final category, six intrapersonal variables were
identified as significant measures of student
attitudes/perceptions: self concept; the sense of

control over one’s destiny; the orientation to the adult
feminine role; school and schoolwork; the world of work
and learning contexts.

The review of the literature then has provided the
development of a synthesized theoretical model that can
be directly applied to'the transition process in the
vear beyond high school and the generation of
twelve major variéble sets comprised of twenty-eight sub
items that measure significant factors that influence
attainment. The identification of these factors form

the basis of an expanded and integrated model set forth

in Chapter Three.
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CHAPTER I1X
RESEARCH METHODOLOGY
3.1 Overview of the Chapter
In Chapter II1I the conceptual framework and the
methodology of the current empirical research is
presented. Specifically, a theoretical model which
establishes the 1linear linkage between three broad
categories or dimensions of variables 1is described.
Variable factors within each dimension as developed
through the review of the literature are presented
to Tform the six constituent parts of the research
in5ﬁrument. In the methods section the sample selection
and the.procedure established for the gathering of data
by means of the research instrument 1is described.
Finally, the data analysis through the selection and
wtilization of content ;nd path analy%ic technigues are
cutlined.
3.2 Conceptual Framework
For this ihvéstigation, a étructural and social
psychological model of attainment has been developed as
an integrating framework. This model 1is based on the
work conducted by Porter, forter and Blishen (1982) on
educational aspirations, by Sewell, Haller and
DOhlendorf's (1970) work on status attainment, by
Fishbein and Ajzen's (1973) research on attitudes and
behavior, by Lam's (1982) synthesis of determinants of

participation in further education and by Carpenter and
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Fleishman's (1987) most recent work on intentions and
behavior.

The conceptual premises underlying the linkages in
the empirical model developed fTor this research are
derived from the categories labelled by Lam (1982).

The classification of three broad categories of
variables, termed intrapersonal varilables, (personal

|
dispositions) immediate external (school & non school

factors:) and remote external (socio—econamic
bpackground), are conceptualized in a linear
relationship. This 1linear relationship is perceived
such that intrapersonal factors which determine

ultimately one's decision te proceed with further

11

education or enter the world of work a}e the end
products of the interactive effects of immediate and
remote external factors” (Lam, 1982:215}). The linkages
then, are where an individual at a certain point in time
represent a cumulation of life experiences of a personal
and situational Inature that are shaped by underlying
persistent forces from the remote external category
through which are further shaped by immediate external
factors seen in the scheool environment. A simpliified
model of effects of sets of variables on the entrance to

higher education or work for high school graduates can

be diagramatically shown as Figure 2.



Figure 2

Theoretical Linear Relationships of Three
Categories of Variables.

55

1. Remote 2. Immediate 3. Intrapersonal 4. Attainment

N External External Variables '
Socio— School and Students’ Entrance
Economic non schaool attitude value to higher
Backgrounds Factors perception, ete. education

or work
Lam, Yee—Lay Jack. "Determinants of Educational Plans
of the Indeterminant High School Graduates." The Journal of

Educational Administration. Summer, 1982, 22(2): &13-229.
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The selection of three broad categories has been
Justified on the grounds of their continued
identification in the relevant literatures as either
constraints or facilitators of both educational
aspirations and attainments (Sewell et al,,51970; Sewell
and Hauser, 1980; Porter et al., 19823 Lam, 1982;
Carpenter and Western, 1982, 1983, 1984; Davis, 1983;
and Carpenter and Fleishman, 1287).

For example, the sococio-economic backgrounds or
remote external factors of individuals have often been
highlighted as having major effects upon post school
achievements {Coleman et al., 1%4&46; Sewell et al., 1970;
Spady, 1970; Williams, 19723 Breton, 1972; Alwin and
Dtto, 19773 Porter et al., 1982; Coleman and Kilgore,
19823 Lam, 19823 Carpenter and Western, 1984
Mar joribanks, 19843 Saha, 1985; Natgiello and McBPill,
19865 and Carpenter and Fleishman, 1987) .

Immediate extermnal factors such as school (Bovle,
1966), Schooling. {Bidwell and Kasarda, 19280}, school
activities (Coleman et al., 1%&46; Spady, 1270; Coleman
and Kilgore, 1982), influence vyouth's aspiration and
attainment thraugh perceived influence, academic self
assessment and attitude toward homework (Porter et al.,
1982; Carpenter and Western, 1982; Csikszentimihaly and
Larsaon, 1%84). Aihtrapersonal influences either in the
form of the models of friends, or the encouragement of

parents and teachers have also emerged in several
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studies in Australia, Canade and the United States, not
Dniy as important determinants of education and career
ambition but also of actual attainments in '‘both spheres
(Breton, 139723 Porter et al., 1982; MNatriello and
McDi111, 1986; Carpenter and Fleishman, 1987 . Less
understood and researched areas of influence are the
informal aspects of scheol such as climate and
extracurricular activities along with non scheol factors
that vouth experience as they move through the high
school years. The model hypothesizes that these factors
as well act as mediating variables on intrapersonal
factars and ultimately on entrance to higher education
or work.

Intrapersonal’ influences such as school and work
attitudes, sense of control over one's destiny (Porter
et al., 1982) and learning contexts {Marjoribanks, 19853
are significant correlates of adolescent aspiration and
attainment. One's self concept has likewise been shown
to affect a voung person's aspirations and achievements
(Carpenter and Western, 1983), while exploratory work
conducted by Porter et al. (1982 has sought to
determine orientations to the adult female role by
women. In this siudy, the orientation of both sexes is
assessed to determine its significance as an
intrapersonal variable.

Figure 3 depicts the random placement of ordered

variables according to the three major categories
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thought to affect the entrance to higher education or
work. As in the Carpenter and Western study (1984), the
dependent variable is a persen’'s destination after high
school graduatidn while his socio-economic status would
be regarded as independent variables.
The direction of influence is therefore,

from social origins towards educational

destination and not the reverse. As a

person's social origins exist prior to his

school, and are clearly unalterable in a sense

that educational destination is not, the

latter wvariable 1is seen as dependent on the

former. In shart, underliying the hypothesized

causal links indicated by the movement from

left to right across the figure is the passage

of time (Carpenter and Western, 1984:250).

3.3 HMethod

3.31. SAMPLE

The analysis presented 1in this paper used data
gathered from a population of 412 graduates of Brandon
School Division in June, 1987 within one year of their
high school graduation. The sample included graduates
from the three high schools with the following
graduation class . sizes: Crocus Flains Regional
Secondary School, 212; Vincent Massey High School, 1243
and Neelin High School, 76.

By means of a self-administered gquestionnaire, data
were gathered concerning the eleven structural and
soclial—-psychological variables identified in the

conceptual model (Figure 3). A total of 237 usable

questionnaires were obtained from the sample, a response
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rate of 58 per cent. In the sample of 237 respondents,
114 (4B.1 per cent) were male while 123 (D1.9 per cent)
were female.
3.32. PROCEDURE

3.32a RBuestionnaire Components.

Through a review of the literature and attention to
survey techniques, a questionnaire was developed
utilizing existing questions wherever possible. The
initial development of the questionnaire generated in
excess of 130 possible questions. These questions
through a series of cross references with the literature
and the proposed model where then sorted and synthesized
into six sections: You anrnd VYour Background; You and
Your High School; You and‘YDur Out of School Activities;
Your Attitudes; You and VYour Family; The Year Bevyond
High School.

These six sections contained some 25 items and 82
sub—-items that comprised the structural and social
pesychological measures for the specific factors within
each of the wvariable categories established by Lam
(1982). Chart -} displays these Tfactors and their

variables as measured by the questionnaire items.
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Chart 1.

Chart of the Structural and Spcial Psychological Measures by
Category. ’

1. Remote Exiernal Category

Factors: i) Socio—economic ii} Demographic
Variables: father's occupaticon; mother's occupation; father's

education; mother's education; birth order; marital status;
. family size; location; age; and sex.

2. Immediate External Category

Factors: i) Formal School i1} Infermal School
iii) Non School iv) Significant Others
Variables: program; achievement; homework; services;

plant; school sizej climate; extracurricular; social life;
=chool status; leisure; work; organized activities; mother,
father, friends, teacher and others.

. 3. Intrapersonal Category

Factors/Variables: i) Self concept ii) Control Gver One’'s Destiny
1ii) School/School HWork iwv) World of Work
v} Learning Contexts
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3.32b Instrumentation

A draft questionnmaire was developed and discussed
with students in theirlcurrent Grade 12 vear, students
in the prospective sample and high school teachers.
After some of the guestions and format were revised, the
questionnaire was field tested in June of 1288 (survey
was completed by ten students: five in the research
sample and five in their final vyear of high school).
The criteria established for this field test was
relatively straight forward: clarity of questions,
instructions and general impressions were solicited as
toiformat, length and nature of the questicns. Each
respondents’'s questionnaire was reviewed individually
with the person and certain adjustments {mainly
typographical) were made.

Ruestions were then key—coded (a%ter Lam, 1982) and
reviewed so as to avoid potential problems in the data
analysis phase of this research. To facilitate coding
procedures, the ‘questiohnaire format was altered to
include an area in the right margin by each question for
the coding of responses.

Graduates were mailed a letter (in early November
of 1988) informing them of the nature of the study and
requesting their participation (Appendix A) along with a
questionnaire (Appendix B) and a stamped self-addressed
return envelop. After approximately a 3 week periaod, a

follow-up letter (Appendix C) was sent on December 1, to
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graduates who had not respcended to the inifial request
for participation.

Completed questionnaires continued %o arrive until
February 7, 1989, at which time acceptance of further
surveys was terminated.

The instrument developed Tor this investigation was
a questionnaire that contained two types of questions:
lLikert scaled items and open—-ended guestlions. Table 1
displays the variables in the thecretical model, their
labels and description of thelr measurements.

Respondents were asked %o check the activity that
best described what they did between September 1987 and
May 1988. The data coding phrase was carried out in
three steps: 1) individual guestionnaires coded; 2)
gquestionnaire codéé transferred to master data sheets;
3) data from master sheets entered into computer data
file. Once completed, data from the questionnaire were
checked fTor consistency with the master sheets and in
turn with data stéred in the computer file.

3.32¢c Instrument Reliabillity

To determine the consistency of responses to the
factors contained in the instrument developed for this
study the approach of calculating reliability adopted
the Alpha described in SPSS-X (1988). In general,
the computations were performed to assess the
reliability of "a sum or weighted sum across variables

as an estimate of a case’'s true score” (5P55-X, 1%88).
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Chart 2

Chart of Reliability Alpha Coefficients for Each
Sub-Scale in the Survey Instrument.

1. Remote External Category

Formal School

Fs — School Climate .B2 (alpha coefficiant)
Fer - Instruction .68
Fa — Counselling B4

Informal School

Fi: - Student Body

Activities .73
Fa ~ GSpecial Interest

Groups {(non—-athletic) .91

Not School Activities

Fa -~ L eisure .83
Fe — Productive .76
Fe —- Entertainment .73

Gignificant Others

Fs — MNon family .60
Fe ~—~ Parents and .
Adult Relatives .64

Intrapersonal Category

Fe.. = Learning Environment 7h
Fm = Attitude to the
World of Work .83
Fa - Control Over One's
Destiny .63
Foo =~ Self Esteem .73
Fey — Perceived Purpose of
High School a2
Orientation: Career - family/community life
Fi. — Family/community life .67

Fe - ECareer .15
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3). Reliability coefficlients (alpha) for the seventeen
factor scales are contained i1in Chart 2.

3.32d Statistical Analysis

The treatment of the data followed ftwo separate
approaches: a content analysis and a path analysis. A
content analysis of the open ended guestions contained
in the questionnaire provided a quantified descriptive
analysis of the sample under study. Responses to open
ended guestions were individually read and noted
according to key words/descriptors. fAfs one could not
anticipate all responses, the approach selected was a
deyelopmental Dne; responses Tirst noted were recorded
with attention being paid to key words or descriptors
selected in the passage; as succeeding responses were
read new categories were developed or placed in existing
response categories through a télly record that
developed into frequencies of responses. This procedure
was desireable in that no preconceived responses would
be actively SougHt.Dut and the categories developed came
from the commonality of responses to a particular
question. This procedure was repeated for all open
ended questipns.

Prior to the use of the path analytic technique,
factor analyses were conducted to establish parsimony
among the wunderlying dimensions or factors and to

identify latent variables.
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MEASUREMENT OF VARIABLES IN THE MODEL

VARIABLE VARIABLE
LABEL NAME SOURCE MEASUREMENT
Xl Father's Porter et al, | Occupations coded according to Blishen et al (1987) scale which was most
occupation 1982, applicable to data limited to occupational titles. The use of the socio-
Breton, 1972. | economic index allows for "aunidimensional, contextual indicator that
locates individuals in the Canadian occupational hierarchy at a given point
in time." (Blishen, et al 1987, p. 473). Entire scale range is from 17 to
101 and this has the properties of an interval scale. The socioeconomic
score of each occupation was used directly in the analysis.
X23 Mother's Carpenter and | As above.
occupation Western, 1984,
X3 Father's Porter et al, | A scale from 1 to 9 on which
educaticn 1982. 1 = no formal schooling
Breton, 1972. { 8 = completed graduate studies
Carpenter and | 9 = other.
Western, 1984. '
X4 Mother's Carpenter and | As above. -
education. Western, 1984,
X Marital status A scale from 5 to 1 on which
5 e
5 = living together
1 = neither father or mother living.

99



VARIABLE VARIABLE
LABEL NAME SOURCE MEASUREMENT
X6 Family size Space provided to indicate respondent's number of brothers and sisters.
X7 Birth order Space provided to indicate position in birth order.
XS Gender Porter et al, 1 = male
1982. 2 = female.
Carpenter and
Fleishman,
1987.
X9 Age - Space provided to indicate respondent's age as of September, 1988.
XlO Location Carpenter and 1 = within Brandon
. Western,  1984. |2 = outside of Brandon
Xll Program type A scale from 9 to 1 on which
9 = program with 3 - 300 subjects combined with business or vocational
certificate.
1 = occupational entrance program.
X12 Achievement Spacéiprovided to indicate respondent's number of high school credits.
X13 Homework - Natriello and A scale with five grade ranges (eg. 50 - 60; 61 - 70...) was provided to

McDill, 1986.

indicate respondent's level of achievement that they felt was satisfactory.
A scale from 1 to 5 on which

1 = 0 hours per week

5 = more than 3 hours per week.

L9



VARIABLE VARIABLE
LABEL NAME SOURCE MEASUREMENT
Xl4 Services Jones et al, Two statements that sought respondent's satisfaction with counselling for
1985. job placement, course selection and personal problems.
A scale from 1 to 5 on which
1 = very dissatisfied
5 = very satisfied.
X15 Plant Jones et al, As above.
1985.
X16 School size Jones et al, A scale of 1 to 3 on which
1985. 1 = smallest school population
3 = largest school population.
X171 Climate Jones et al, Tour statements that sought respondent's satisfaction with intellectual
1985. growth, intellectual and cultural life of school and school atmosphere.
A scale from 1 to 5 on which ’
1 = very dissatisfied
5 = very satisfied.
X Extra Coleman, 1961. | Eleven statements that sought respondent's perception of the influence that
18 . N . e ias . .
curricular extra curricular activities had on his/her plans after high school
' graduation.
A scale of 1 to 5 on which
1 = no influence
5 = very strong influence.
X19 Social life Jones et al, A scale of 1 to 5 on which
1985. 1 = very dissatisfied

L
It

very satisfied.
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VARIABLE VARTIABLE
LABEL NAME SOURCE MEASUREMENT
XZO School status Coleman et al, |As above.
1982. -
X21 Leisure Coleman et al, |Fourteen statements that sought respondent's perception of the influence
1982. that leisure activities had on his/her plams after high school.
Csikszentmihalyl A scale of 1 to 5 on which
and Larson, 1 = no influence
1984. 5 = very stromng influence.
X22a Work Coleman, 1961. |a) A dichotomous variable that determined those who worked or did not work
Coleman et al, | (earn income) in their last year of high school.
1982. 1 = yes
Csikszentmihaly| 2 = no.
and Larson,
1984.
X22b b) Question sought respondent's perception of the influence that work had
on plans after high school. A scale of 1 to 5 on which
1 = no influence
5 = very strong influence.
X23 Organized Coleman et al, |A scale of 1 to 5 on which two areas of activities had
activity 1982. 1 = no influence
2 = very strong influence...on post high school plans.
X24 Significant Lam and Hoffman| Nine statements were asked to determine the extent of each of these people's
others 1679. influence on their post high school plans.

Coleman, 1982.

A scale of 1 to 5 on which
1 no influence
> very strong influence

1§
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VARIABLE
LABEL

VARIABLE
NAME

SOURCE

MEASUREMENT

25

26

27

28

29

Self concept

Control over
one's destiny

Adult feminine
role

School/school
work

World of work

Coleman et al,
1982.

Coleman, 1982.

Porter et al,
1982.

Otto et al,
1981.

Otto et al,
1981.
Otto,
Spenner,

Call and
1981.

Three statements that sought respondent's perception of self esteem.

‘|A scale of 1 to 5 on which

1 = strongly disagree
5 strongly agree.

i}

Four statements that sought respondent's perception of "sense of control"
over one's life.

A scale of 1 to 5 on which i

1 = strongly disagree

5 strongly agree.

n

Six statements that sought respondent's interest and desires in life.
Statements were modified so as to obtain responses from both sexes.

A scale of 1 to 5 on which

1 = not important at all

5 = very important.

it

Seven statements that sought respondent's attitude to the purpose of school
in terms of the extent of agreement with each statement.

A scale of 1 to 5 on which

1 = strongly disagree

5 strongly agree.

n

Four statements that sought respondent's attitude to the world of work in
terms of the degree of agreement with each statement.

A scale of 1 to 5 on which .

1 = strongly disagree

5 = strongly agree

Scale for one statement is reversed.

oL



VARIABLE VARIABLE

LABEL NAME- SOURCE MEASUREMENT

X30 Learning Marjoribanks, Seven statements that sought respondent's attitude to the learning
contexts 1985. environment of the school and home.

A scale of 1 to 5 on which
1l = strongly disagree
5 = strongly agree.

XBl Satisfaction - | Jones et al, |Two questions that sought respondent's extent of agreement on how well |
with high 1985. their high school program prepared them for further education and the job
school market.

4 scale of 1 to 5 on which
- 1 = strongly disagree
5 = strongly agree.
X32_ Attainment High School

follow-up
study, 1988.

T4
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Generally speaking then, factor analysis is a
statistical technigue Tor determining the number and
nature of underlygng variables among large numbers of
measures. Further, factor analysis serves the cause of
scientific parsimony by indicating what tests measures
can be added and studied together rather than
separately. It thus limits the variables and helps to
locate and identify fundamental dimensions underlying
tests and measures that are not directly observable.

The "factors' generated are constructs that are
assumed to underlie tests and test performance that can
be‘used to represent relationships among sets of many
interrelated wvariables. To obtain the factors, each
factor analysis was carried out in a Tfour step
procedure:

Step i, correlation matrix fﬁr all variables
computed; step 2, the number of factors necessary to
represent the data through Tactor extraction was
determined. Factérs thérefore with an eigenvalue (total
variance explained by each factor) equal to or greater
than 1.0 were included for use in the model since all
variables aﬁd factors are expressed in standardized
form, with a mean of 0 and a standard wvariance of 1;
step 3, the rotation step, transformation of complicated
matrices into simpler ones. As the rotation method was

ortheogonal, the most common algorithm was used - the

varimax method. This method attempts to minimize the
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number of vériables that have high loadings on a factor
{Norusis/5P55 Ing., 1988); step &, factor score
coefficients obtalned.

Once the fTactor scorve coefficients were obtained
and alpha reliability coefficients were obtained for
each factor, regression analysis was used to quantify
relationships among variablies.

The procedure selected for computing the regression
equations was the stepwise selection of independent
variables.

In stepwise selection, the first variable
covsidered for entry into the eguation is the one with
the largest positive or negative correlation with the
dependent variable. The balance of the regression
procedure for the selection of independent variables is
based on whetiher the variable faiis to meet entry
regquirements. Should the variable fail, the procedure
terminates with no }ndependent variables in the
equation. "I f it passes the criterion, a second
variable is selected based on the highest partial
correlation. If it passes entry criteria it also enters
the gquatioﬂ.“ {Norusis/SP55, 198B:174). The variables
are further examined according toc the removal criterion
where all variables are placed in the equation and
examined for removal. Variable selection terminates
when no more variables meet entry and removal criteria.

The standardized regression coefficients obtained
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through the regre;gions are labellied Beta coefflcients
and are incorporated into the conceptual framework of a
path model. Using the beta coefficients, model
paramefers are estimated via path analysis and utilized
in the examination of the total, indirect and direct
effects of the independent varisbles as suggested by

Alwin and Hauser (1273).

3.4 Chapter sumaary

Chapter 111 presented the research ' methodoclogy
employed in the development and operation of this
empirical study. The conceptual premises that frame the
parameters of the study were established in a
theoretical model that established linear relationships
of three broad categories of variables with attainment.
The categories were labelled remote éxternal, immediate
external and intrapersonal variables. Within the
conceptual framework wvariables were temporally and
causally ordered.as shown in Figure 3 among the above
categories and as in the Carpenter & Western study
{1984} placed attainment as the dependent variable.

The procedure utilized in the sample selection was
straight fo%ward; all graduates of the three ‘Brandon
high schools comprised the sample and received a mailled
questionnaire that requested their voluntary
participation. A response rate of 58 percent was

obtained.
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The instrument developed for data collection was a
six part questionnaire that explored student
backgrounds, perceptions and attitudes according to six
open ended guestions and to the variables in the
theoretical model. Tiiis allowed for the measurement of
variables so that responses could be analyzed according
to Tactor analysis procedures that seek to identify
latent variables and establish parsimony amongst the
variables. A stepwise regression selection procedure
was employed in the next phase that determined Beta
coefficients through entry and removal criteria. The
Beta coefficients form the basis of the reporting
procedures in path analysis as suggested by Alwin and

Hauser (1973).



CHAPTER 1V

ANALYSIS AND INTERPRETATION
4&,.1 Overview of the Chapter

The analysis and interpretation of the data is
divided into three sections. A preliminary analysis
was carried out to determine the structure of variables
through factor analysis. In the second section an
analysis of the data was carried out through a
descriptive analysis of the sample and statistical
analysis derived from multiple regression analyses that
are presented in the formation of two path models: one
for females and the other for males. The results of
each path model are presented separately and then
analyzed through the idéntification of similarities and
differences. The final section presents a discussion of
the Tindings as they relate to the .review of the
literature.

4.2. Preliminary fnalyses: The Structure of the
Variables.

In these analyses, the raw data from the
questiommaires were reduced to theoretically moyr e
meaningful and parsomonious dimenslions. The principal

technique was factor analysis.

Bix factor - analyses were under taken, each
respectively dealt with items assessing formal school
activities, informal school activities, non—school

activities, influence of others, student attitudes and
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perceptions and student interests in life.

Student levels of satisfaction with their formal
high school education activities were based on fifteen
likert scaled items. Factor analysis showed that
fourteen items loaded on three fTactors with eigenvalues
greater than 1 (Table 2). A composite 1tem title was
determined by the weight of the item loadings for each
factor. In this case, _factor 1 was termed school
climate; factor 2, instruction and factor 3, counselling
services. Item 14, assessing the level of satisfaction
with the physical plant did not 1load on any of the
faetors and was dropped from further analysis.

The impact on Stude%t plans beyond the year of high
school of informal high school activities was determined
by an analysis of responses to eleven Likert scaled
items. All eleven items loaded between two factors with
eigenvalues greater than 1 (Table 3. The composite
item titles as réflected by the item loadinés for each
factor were determined: factor 1 was termed student body
activities and factor 2, special interest groups that
were non—athletic. The Tactor names, determined by the
composite item loadings essentially were divided by the
orientation of the activity. The student body
activities related to informal global school concerns

such as student councill, school sports
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Table 2.

Students*® Perceived Levels of Satisfaction with Their
Formal High School Education Activities.

ACTIVITIES Factor 1 , Factor 2 Factor 3

The ability, knowledge and persocnal

qualities of most teachers. . 786
The quality of the instruction. .788
Development of my work skills. . 701
Course curriculum. _ . 307
The social life. L6000
Cultural activities, music, art, .518

drama, etc.

Variety of extracurricular activities, . 659

My intellectual growih. . 941

The intellectual life of the school. .678

Overall school! atmosphere. .812

The prestige of the school. .380

Job placement counselling. ’ . 837

Counselling for course selection,
personal problems. 772

The buildings, library, equipment, etc. - —— -
Understanding the world of work. 660

Eigenvalue 3.9219 - 1.793 1.601
Percentage of Variance c2b&% 12% . 11%
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Informal High School Activities on Student Plans.

ACTIVITIES

Student Cocuncil
Interschool! athletic team
Intramural athletic team

School newspaper, magazine, or
yearbock.

Subject matter clubs, such as science,
mathematics, history, language tlubs, etc.

Debating, dramatics, or musical clubs.
Band, orchestra, choir

School hobby clubs, such as photography,
chess, computer, etc.

Religious organizations
Patriotic or civic associations.

Other school teams, clubs or organizations.

Eigenvalue
Percentage of Variance

Factor 1 Factor 2
L5640
832
B39
.S4b
479
. 723
. 709
.51
.330
L4611
. 603
3.823 1.439
35% 13%



20

teams, newspaper, and other organized activities that
related tc the entire school peopulation. . The special
interest groups .were debating clubs, subject matter
clubs, religlous, patriotic and holiday <clubs that

existed for a specific purpose for a portion of the
student population.

The influence of non-school activities on student
plans beyond high school was based on a sixteen Likert
scaled 1tems. FifteenI of the items loaded and were
split over three factors: six items loaded on factor 1,
six items on factor 2 and three items on factor 3 (Table
4)., Fach of the factors had eigenvalues greater than
1.0. The composite items for each factor relate to
three sets of activities as established by
{Csikszentmihalyi and Larson, 1784): leisure, productive
and entertainment.

How other people were seen to influence student
plans beyond high‘schooi were based on responses to nine
(types of people) Likert scaled items. The nine 1items
loaded on two factors (Table 5) 1 non-family members
loaded on factor 1 while parents and adult relatives

loaded on faétor e .
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Table &.

The Influence of Non School Activities on Student Plans.

INFLUENCES Factor 1 ‘Factor 2

socializing (for example, conversation,
partying, goofing around, talking on

phone.) .737
Sports and Games (formal and unorganized

games? .683
Watching T.V. . 4688

Listening to music.
Arts and hobbies.

Reading (newspaper, magazines, and books

nqt assigned from school}. 769
Thinking (daydreaming, mental reflectian). 674
Work at a job. S 460
Studying. ‘ .751
Family (Outings/Events/Trips/Being at 7 .
home}. ’ .726
Dating. . 730

Go;ng out with friends of same sewx. . 761

Going out with friends of opposite sex. 434

Chores, Errands, Homework, Cooking,
Childcare, Shopping. .502

Participation in a nonathletic arganization
(Dance group, Drama ciub, Cadets/militia, etc.)

Eigenvalue ’ 4.878 2.430
Percentage of Variance . 314 15%

- 709

695
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Table 3.

People's Influence on Student Plans

PERSONNEL ' Factor 1 Factor @
My parents . 847
Other relatives or adults ’ .798
A teacher LA485

A éuidance counsellor .636

The principal or vice-principail . 970

Friends -390

A colieqge or university student

you know . 684

College or university representative 638

Employer{s) you have met. .514

Eigenvalue 2.867 1.230

Percentage of Variance ’ 32% 14%
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Student perceptions and attitudes were measured by
responses to twenty-five Likert scaled i1tems. Twenty—
three of the items loaded over Tive factors with
eigenvalues greater than 1.0 (Table 6&). The items that
‘1oaded on each of the factors relate to those postulated
in the model: Factor 1, learning environment; Factor 2,
attitude to the world of work; Factor 3; control over
one's destiny; Factor 4, self-esteem and Factor 5,
perceived purpose of a high school.

Finally, orientation to a career or
family/community life (Table 7) was based on responsesl
to éix Likert scaled i1tems (Porter, 1982) assessing the
level of importance assigned to each. Factor analysis
showed that four items loaded on Factor 1 and two items
lopaded on Factor 2 (Table 7). Factor 1 was termed
Tamily/community life while Factor 2 was.termed career.

4£.3 MAMAnalysis of Data

Two methods of analysis were chosen - content
analysis and path analysis. Each technique provides
insight into complex processes at work. The content

analysis technique was employed for the five open—-ended

questions that solicited responses to the type of jobs



Table 6.

Student AL Ludes acdd Poroeplions.

B4

AT TONES i

There were tao many ryicc anr!
regulations in my high schael.

Generally thase in charge at
my high school were not wvery
patient with students. ]

It often scemed that teachers

in my high school were not very

interested in whether we learned

or not. .72

Teachers in my high school really
pushed students to the limits of
their abilities. .Sé4

Hlosl of my teachers encouraged us
to use a let of imagination in cur
schoel work. 674

Teachers were always trying out new
and often exciting ways of doing
things in my high school. .56358

My high schaecl was a very faring
school-~teachers cared greatly
about students, .727

1 feel 1 do not have much to be
proud of.

1 take a positive attitude toward
myself.

On the whole, 1 am satisTied with
myself. -

Good luck ix rore important than
hard work for success.

Planning only makes a persan unhappy,
since plans hardly ever work put
anyWay.

Peaple who accept their condition in
life are happier than those who try
ta change things.

iwat happens to me is my own
going -

Everyong whe possibly can should
work.

1t is a person's duty to work.

I1f 1 did not work I would feel
that 1 was naot leading a “right
Tife".

If a person can live the way he
wants to without working there is
ne reasan Yor him to work.

High school should be more
concerncd with developing social
and personal skillsj less concerned
with developing vocational or
acadenic skills.

There is too much esphasis on extra-
curricular activities in high school,
and mot enough on developing job-
related abilities.

In high schoosl there should be more
courses to prepare students for jobs
tn the outside world and fewer purely
“academic® courses such as literature
and history.

All students should try to go to
college/university. If they can’'t make
it than they can alwsays get an

erdinary job. T

High scheels should be concerned
more with occupational training
than with preparation for college/
university.

High schools should be more
concerned with sponsoring activities
that 2)low students to make friends
with other students than with
teaching vocational er academic
skilia.

High scheol shavld do more to provide
students with skills useful in jobs
and should not worry 100 much sbout
college/unjversity preparations.

.83)

. 840G

835

-536

.580

586

.86l

.833

538

<453

L447

-51&

<719

&85

Ligenvalue
Percentage of Variance

77 &%
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Students' Interests In Life
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INTERESTS Factor 1

‘"to have a career, a long-term job that
requires me to develop my skills and
capacities and that would be rewarding
for me personally.

To do community work—-to help people in

my community through organizations such

as hospital auxiliaries, or through informal
crganizations such as tenants' groups,
anti-pollution groups, etc. .506

To keep a good household; to be a good
cook and have the other skills that go
into being a good homemaker. . 699

-To have skills and the possibility of
getting jobs that will give me some security
.and allow me some iridependence in
organizing my life as I wish.

To have a mutually rewarding relationship
: with a woman/man. 737

To have a child, or some children, raise
and care for them. .834

. 823

.788

Eigenvalue . 2.171
Percentage of Variance 3LV




: Bé&

the graduates held during their high school vyears, what
the graduates would change if they "had to do it all
over again®, what advice they would give a student just
entering high school, what they have found most
difficult in the vyear bevond high schoel, and their
plans for the following vear. To identify general
responses, questions with response frequencies less than
5 were not included in the presentation of tables.

Because path analysis provides a causal model, thisg
technigue provided the focus for the data analysis. The
model pertaining to student perceptions of themselves
and their experiences during the high school years is
treated as a fuily' recursive system of equations.
Multiple regression analysis were performed in a
stepwise manner as indicated in Figure 2. The
examination of the total, indirect and direct effects of
structural and socilal-psychological variables were
reported using the procedure suggested by Alwin and
Hauser (1973).

4,31 DESCRIPTIVE STATISTICS OF SAMPLE

In the first part of the data analysis, a general
picture of the respondents is developeq through a
frequency description of selected variables and then a
content analysis of four open ended questions that
probed student reactions to the transition process is
presented. Response fTrequencies for each question in

the survey are provided in Appendix D.
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Females comprised 524 (123) of the sample while
males made up the remaining 484 (114). In terms of
student background, 749 (176 students) of the
respondents graduated from a high school program with
at least three 300 level or university entrance courses.
The average number of credits cbtained oy the
respondents was twenty—two while 414 (78 students) of
the graduates obtained twenty-three or more credits. On
average the respondent group spent 18 hours per week
working while just over 7 hours per week was devoted to
their studies. The majority of students (764 or
179?837) held part time Jjobs of which 454 (81 students)
of those who worked spent 20 or more hours per week at
their job. Fifty—-eight (24%) students out of the sample
did not work at paid employment in their last year of
high school. In terms of school related work, 79% (177
students? of the students who indicated that homework on
a regular basis was done, spent between 1 and 10 hours
per week at their studies. Fourteen students (35%) of
the total respondents indicated that on average no time
was spent at their homework on a weekly basis. In this
group of reépondents, 29% felt that gradés of B804Y% or
better were satisfactory.

When asked what activity best described what they
did between September 1987 and May 1988, 138 students
indicated that fthey were enroclled full time at a post-

secondary institution while 2! students were part time
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students. The activities of the other 77 students were
varied: S4 employed full time; 14 employed part time; 2
home makers; 1 unemployed; 7 invoived in other
activities — travel or exchange program.

Upon closer examination of the data through
separation according to sex, the results in the female
group indicated that 44% (54/123) either disagreed or
strongly disagreed with the statement "that vyour high
school courses prepared you for the job market” and that
a44Y% (54/123) held similar views on the statement "that
yvour high 5chool»F0urses prepared vou to take further
edu&ation”. Approximately 244 (29/123) of the females
in both Qquestions neither agreed or dlsagreed. The
results FTrom data gathered in the male group reflect
similar views. Here the percentages were 4lY% regarding
job and school preparation while aver 3&6% neither agreed
or disagreed with each statement. In the most general
terms, more TfTemales (334) tended to be in greater
agreement with the idea that school courses prepared
them for either work or further education than in the
case of males.

Before leaving this general description of the
respondents, one last remark is in order. Of those who
worked (Table 8), the majority were involved in service
sector jobs that require little or no formal training.

At the end of the questionnaire, students were

asked the Ffollewing four open—ended guestions: 1)
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Thinking back to your high scheool days, what is the one
thing you would most want to change 1if vyou could live
them over again? 2) What advice would yocu give a
student Just entering high school? 3) What have you
found most difficult about your year out of high school?
4) What are your plans for this year (fall of 1988 to
summer of 198917

Tables for the first three qguestions contain only
responses that cccurred in five or more questiOﬁnaires
as in excess of 120 different responses were obtained.
This allowed for a focused view at responses that had
Soﬁe general commonality amongst the respondents.

In terms of what students would change if they
could live their high schoel days over again (Table 9)
two very distinct responses are apparent: students would
try to put more into their work and play. Obtaining
higher grades and increased studying were the two most
identified changes with participation in extracurricular
activities and social involvement next being identified.
Twenty students indicated that they would cgange nothing

while the balance of the responses focused on more
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Table B

Response and Response Fregquencies for the Type of Hork Students were
Employed in During Their Last Year of High School

Response Frequency

Food server {(waiter/waitress;

restaurant worker, banguet

steward,; fast food} 30
Sales person 38
Cashier . 21
Cook 2
Supermarket employee; produce clerk 7
Laborer &
Lifeguard o &
Referee 4
Cashier/Sales person 4
Receptionist 4
Babysitter 4
Kitchen Staff 3
Desk clerk 3
Music Teacher 3
Janitor 3
Delivery driver 3
Dish washer 2
Gas Jjockey 2
Bus boy 2
Mechanic 2
Concession worker 2
Dietary aid 2
LLaundry cleaner 2
Stock boy 2
Aerobics instructor H
Caretaker 1
Hospital aide 1
‘Band member 1
Photographer 1
Militia 1
Farmer 1
Gymnastics coach 1
Bookkeeper 1
Office worker 1
Computer consultant 1
Security guard ]
Engraver 1
Bartender 1
Music man 1

NOTE: Twenty students indicated that they held two*;eparate jobs at once.
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Table 9.

Response and Response Frequencies for the question *Hhat one thing
would you change if you had to do it all over again?”

Response Frequency
Achieve higher grades 33
Study more/de homework ag
Participate more in extra-

curricular activities/sports ol
Be more active sccially 21
Nothing 20
Put more effort in 19
Courses taken 10
How I studied 8
Take school more seriously : 7
Change friends 5]

Have a girlfriend/boyfriend 5
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effort, courses, studying, attitude toward school and
relationships.

In terms of "change", they would like to see, their
responses were similar: (Table 10} in that advice
focused on working hard, having fun, getting inveolved in
extracurricular activities, obtaining good grades, and
learning as much as vou can. From these responses it
seems evident that high schoeol should have a balance
between activities that Ffoster achievement and those
that require participation in a wvariety of social
act&vities.

In terms of the difficulties experienced in the
vear beyond high school {Table 11), adjustment to
university life and the workload were most often
identified. Deciding on a career,  the absence of
friends and financial concerns were aspects next
identified in frequency of response. These responses
are congruent with the type of advice these graduates
would give students just starting high school and what
they would change themselves if they could relive their
high school éxperience.'

The vast majority of respondents (1463
students), (Table 12) continued with either a university

or college education and 47 pursuing work
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Table 10.

Reépunse and Response Frequencies on the type of advice given by
high school graduates to a student just entering high school.

Response Frequency
Work/Study hard 44
Have fun 34
Get involved with extracurricular activities 27
Get good marks 21
Learn all you can 20
Set priorities 19
Do as well as you can 14
Develop good study habits 13
Develop a balance between school and social life 13
Don't quit ‘ 11

Take a variety of courses 10
Be yourself ’ ?
Make friends ?
Take advantage of what school has to offer 8
Take university entrance courses 7
Attend classes 7
Pon't goof around b}
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Table 11.

Response and Response Frequencies Generated by the GQuestion “Khat
have you found most difficult about your year out of high

school?™
Response Frequency

Adjusting to university life/expectations 38
Heavy study/work load at university 36
Deciding on a career/what I want to do 25
Miss friends/teachers (2} 21
Finances/money/cost of living 18
Nothing ' | 13
Finding a full time job/a good job (3)/

a job that I enjoy (3) 13
Making new friends 10
More responsibility/making own decisions (3) 8

Being away from home b
Independence/freedom &
Pressure on myself to succeed ) |53
Motivating myself ' 5
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Table 12.

Response and Response Frequencies of Student Plans for &he Next Year.

Response Freguency

Attend university full time/part time (2) 134
"Work 47
Attend college 26
tIndecided | b
Travel abroad 5
Plan wedding 3
Attend a training facility 3
Join RCMP 2
Attend Bible school/college 2
. Housewife and mother 1
Become rich 1
Work at a mission 1
Coemputer electronic apprenticeship in Europe . 1
Join air force 1
Farm 1
Work with Crossroads Intermnational 1
Train for biathlon team and work part time 1
No response 1



activities while twenty other students pursue their own
unique endeavors. Six students at the time of the
guestionnaire were undecided while one indicated a no
response.

4.32 PATH ANALYSIS

The empirical analysis undertaken to answer the
research gquestions presented in the design of this study
was guided by two models that emerged from the path
analysis. The factors that influence attainment within
each of the female and male groups are
discussed separately and then a between group
comparison is presented.

In Tables 13 and 14, the results of path analysis
are presented separately for females and males. Table
15 provides the symbols of wvariables uwsed in the
emgirical models in Fiéures 4 and 3 through which path
analytic techniques were adopted to investigate
relations among -the variables developed in the
conceptual model (Figure 3.

The present analyses were performed separately for
women and men primarily becauée gender has been vieswed
as a mechanism that either facilitates or inhibits
aspirations and attainment levels and because path

analysis does not deal with nominal data.
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Table 13.

Effects of Variables in a Hodel for Female High School Graduates
of Attainment in the Year Beyond High School

Dependent Independent Correlation Causal
Variable Variable
Direct Indirect Total Error
X110 Xy -.22¢ —.220 o} —.220 0.0
Xao Xa 241 268 0] .268 .027
Xy —. 194 -.226 (o] —.226 .032
Xeom Xaa 428 . 428 o} 428 0.0
Xe= X —. 244 -.2346 0 —.236 .010
X1 .225 .215 e} .215 .010
Xy Xro . 330 . 244
Xie L1351 .2B2 o] .282 L0869
X1a .201 .236 0 .235 . 0358
Xes | X —-.224 —.247 o —-. 247 .023
X1 194 .220 o] . 220 026
Xopu Xa .259 .333 0 . 333 074
X : -.217 -.265 O —.265 .048
X1a 228 .272 ¢ 272 L0444
Xa> Xa .273 .227 o] .227 L0448
Xe —-.307 -.239 6] —-.239 . 046B
Xam 262 .2283 O 223 .038



Effects of Variables in a Model for HMale High School Graduates

Table 14.

=

of Attairment in the year beyond High School.

Dependent
Variabie

Independent
Variable

Correlation Causal

Direct Indirect

X1ie

XEI

XEE

Xe2er

XE{;

xE'?

X«
X
Xa

X

XiE

X10
Xz

XlO

Xls

Xa

Xem
Xezey
s

.320 .337
-.235 —-.258
.292 292
.293 .3a81
228 .3e8
-.175 -, Rk
. 254 . 650
—.042 -.614
.332 ~.337
'.23s =T A
.219 273
.513 .558
L1585 .208
-.322 ~.354
.as53 292
.332 .332
.363 .age
.132 254
-.303 —.350
336 . 309

o (ol e} [eReNe

[eNeoNoNe]

. 332

.a9e
266
-.330
.30°9

.088
.102

. 069
-436
.372

.005
. 008

. 034
-.045
—-.093

. 032
~-.039
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Table 15

Categories and Symbols of Variables used in Empirical Models.

CATEGCRIES SYMBOLS INTERPRETATIODN
Remote External X3 Father's education
X2 Mother's education
X= Father's occupation
X, Mother's occupation
X Age
Xa Family size
X Marital status
Xea Birth order
Xe Location
Immediate External Xie School Life
Formal X1 Instruction
i Counselling services
School
Informal . Xaim Teams/Clubs
Xy e Non~athletic clubs
Non schocl Xy Leisure
X1a : Work
X1 Organized activity
Significant others Xaie " Primary group members
. Xy Secondary group members
Iﬁtra~persona1 Xao Esteem
: Xeaa : Control
Attitudes Xoa Work
Xeo Learning contexts
Ao Function
Xez Fami ly
Orientatiaon Xeeo Career
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Tables 13 and 14 contain the information necessary
to calculate the total, direct and indirect effects of
selected independent variables upon transition in the
yvear beyond high school. "The total effect of an
independent wvariable can be defined as thé portion of
its gross effect upon a dependent variable net of all
other wvariables prior to or coincident with it in a
hypothesized causal sequence. The direct effect of an
independent wvariable can be defined as its effect on the
dependent measure net of all the variables in the model,
wh{le the indivect effedt may be noted as the portion of
the total effect mediated by the intervening variables
in the model". {(Carpenter and Western, 1984, p. 24&65).

Significant standardized Beta or path coefficients
(figures 4 and 3) ranging between +0.01 and +0.0% were
considered as having =a ‘small’ effect, while path
coefficients ranging between +0.10 and +0.25 were
described as having a "modest’ effect. Path
coefficients of +0.26 and above were viewed as having a
'substantial' effect (Thomas, 1980, p. 200).

In combaring coefficients within and between

groups, the arbitrary value of +0.04 and above, as used



Remote External Immediate External Intrapersonal Attainment

. A2
g
- 23b > X3
X
5 / s X
X/ 7 29
» o4,

N
o
IC1

26

Figure 4. A Recursive Model for Female High School Graduates of Attainment in the Year Beyond High School.
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Figure 5. A Recursive Model for Male High School Graduates of Attainments in the Year Beyond High School.
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by Carpenter and Western (1982), was considered adeguate
for suggesting that standardized (Beta) coefficients
differ significantly within groups. Following Thomas
{1980) such a procedure was used for between—group
comparisons, providing the unstandardized values were
consistent with the interpretations based(on the path

coefficients.
4.32a MODEL FOR FEMALE STUDENTS WHO PURSUED POST-
SECONDARY EDUCATION IN THEIR FIRST YEAR
BEYOND HIGH SCHOOL.

Three main fTactors had a direct, unmediated effect

on a female student's attendance at a post-secondary

institution. Two of the factors were in the remote
external category: birth order and father's occupation
with each having Bets values of -.23% and .227
respectively. Later occurrence in - the birth order

appeared to exert the strongest influence for females
who participated in post-secondary education while a
direct moderate effect from the father's occupational
prestige is alsec in evidence. The third fTactor that
exerted a moderate effect (Bata = .23 on post-
secondary attend;nce was  an intrapersonal factor:
student's perception of learning environment. Students
who perceived that the schoel environment was open,
patient, and imsginative and that teachers made demands

of students as well as showed an interest in student

learning were more likely Lo attend a post-secondary
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institution.
A strong career orientation was Tound to be

substantially affected by father's education (Beta =

.333), part time work (Beta = .272) and marital status
of parents (Beta = -—.2630). The level of a father's
education then was the strongest of = the three

significant wvariables in terms of the contribution to
developing a career orientation. Part time work as well
has a significant 1ink with career orientation.
Coincident with this link is the negative wvalue of the
Beta coefficient which indicated that a career
oriéntation was strongly associated with parents who
were apart in terms of the marital status measure.

The family orientation wvariable as well was
significantly affected by marital status (Beta = —-.247)
and the perceived influence of adult . family members
(Beta = .220). Thus, it would appear that a failed
marriage or a separation along with the influence of
adult(family members were strongly associated with the
student's desire to establish a home and family.

The perceived function of a high school education

was very étrongly linked with satisfaction of
counselling services (Beta = .282), perceived school
life (Beta = .243) and through paid employment outside

of the school (Beta = .2335).
The perceived learning environment that was

moderately associated with post-secondary attendance was
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also moderately associated with student’s age (Beta =
-.236) and satisfaction with instruction (Beta = .213)
received while at high school. Age initially may be
rather surprising as a factor since a perception of high
school graduates tends to view the group as fairly
homogeneous: it would appear not to be the case, at
least in the demographic aspect. Younger students would
find school to meet more of ﬁheir needs for patience,
understanding, creativity along with caring teachers who
were demanding than older students. Similarly,
satisfaction with instruction contributed directly ftfo
one's perceived learning enviroﬁment.

Instruction was fTurther directly associated with
the intrapersonal variable of one's attitudg to work
(Beta = .428). The effect of one's positive orientation
to the world of work was significantly enhanced by the
guality of instruction as perceived by the student.

A student's self esteem was both divectly affected
by one's birth order (Beta = .268) and the influence of
non-school time that was recreational-leisure {Beta =
—-.2286). As previously discussed, the negative Beta
coefficient would indicate that the stronger one's self
concept, the less influence leisure activities would
exert on self esteem. The father's educational level
was Tound to exert an unfavorable effect (Beta = —-.220)

on a student's satisfaction with schoeol life.
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4 ,.32b MODEL FOR MALE STUDENTS WHO PURSUED POST-—
SECONDARY EDUCATION IN THEIR FIRS5T YEAR
BEYOND HIOGH SCHOOL '

In the case of males, Tour factors directly and
significantly were found to be associated with post-
secondary attainment. af the four factors, the
perceived function of high schools held the greatest
influence {(Beta = -.34%) on post—secondary attainment.
The three other substantial associations were with one's
prientation to establishing a family and community life
(Beta = .30%9), Tather's occupation (Beta = .292) and
atfitude to the world of work (Beta = .26&).

Of immediate interest is the negative value
presented with the linear association between the
perceived function of high schools and attainment while
contributing to a greater likelihood of post—-secondary
attainment. The perceived function by males of high
schools is oriented toward the less academic, more
social personal and Jjob oriented activities in contrast
to the opposite orientaticn that would seem a logical
transition to post-secondary attainment. The last
factor, attitudes to the world of work, 1n evidence here
is a well established predictor +that had a favorable
direct effect on post high school attainment.

The career orientation held by the students was
substantially affected by participation 1in informal

school teams and athletic clubs (Beta = .BBé).
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Student satisfaction with school life (Beta = .2%2)
showed a very strong effect on the perceived function of
high school as well as a substantial direct effect on
the attitude to the world of work. In addition to the
effect of perceived scheol life (Beta = .360), two other
factors contributed favorably to the perceptions of the
world of work: family size (Beta = .273) and organized
non—-school activities (Beta = .208).

Satisfaction with counselling services (Beta =
.244) and age (Beta = -.337) both contributed to one's
sense of control over "one's destiny'. The dominant
fac%or, age, indicated a negative Beta coefficient that
showed strong linear association between older ages and
a sense of not being in control of "one's destiny”.
Satisfaction with rcounselling services on the other
hand, indicate a“‘moderate effect on .aone's sense of
control.

In terms of significant others who are secondary

members (non—-family), three factors contributed to thelr

perceived influence: family size (Beta = .46%90), birth
order (Beta = —-.613) and mother's occupation (Beta = -
-244) .

The strength of the linear association between
secondary group members' influence and family is rather
substantial given all the other linear associations in
this model. Here, secondary group members play a

significant influence for males whose family size is
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larger than others. Sﬁmilarly, birth order showed a
substantial fTavorable effect on the influence by this
group through the earlier a student's place in the birth
order. This secondary member group further played an
influence where mother's occupations rated low in
occupational status.

Two TfTactors had substantial direct effects on the
influence from primary group members: family size (Beta
= _381) and marital status (Beta = .328). The larger
family size contributed significantly to parental/adult
family influence while parents who remained married
coﬁtributed strongly to the influence felt by males.

The level of satisfaction indicated by males with
the instructional program was directly affected by
mother's Dccupat;on (Beta = .291). Similarly,
satisfaction with school life was substantially affected
by mother's occupation (Beta = .337). The. age factor
was found to further contribute through a substantial
effect (Beta = —-.25B) to the level of satisfaction with
school life. Here, older students appeared to be more
satisfied with school life.

4.32c éIMILARITIES OF THE TWO GROUPS

For each model a limited number of factors were
directly linked to students proceeding @ with post-
secondary attainment 1in the vyear beyond high school.
Factors that were  fTrom the intrapersonal category

indicated the strongest associaticons for each group
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while father's occupation, the only common remote
external factor, indicated strong i1nfluences as well.
Influences from the school/non—-school category were not
in direct evidence to the attainment of each group and
surprisingly, the absence of direct influence orn
attainment from family, significant adults or others in
both models is noteworthy as well. The Beta
coefficients for each of the paths in each model were
either moderate or substantial in their measurable
assoclations.

In both models, a cluster of a common factor was
fouﬁd in %the intrapersonal category that pertained to
student perceptions of the function of high school.

4.32d DIFFERENCES OF THE TWO GROUPS

A cursory examination of both “models brings an
initial contrast that is quite evident in the negligible
linkéges between the social~cultural environment
variables and school/non—-school wvariables for females.
This perception is striking even without a comparative
base as only one ‘path is in evidence: that of
satisfaction with instruction and father's education.

On examining factors that affect status attainment,
different factors with the exception of Tather's
occupation are in evidence. The intrapersonal variables
of attitude to the world of work, functional high school
and family orientation indicate substantial effects on

attainment for males whereas learning contexts as



perceived by females is moderate in its effect while
birth order, the only other external factor, exerted a
moderate effect as well.

Two distinct clusters were present in each model
but the composition of each was unigue. In the model
for males, attitudes to the world of work were composed
of satisfaction with instruction, family size and non-
school organized activities. The second cluster
portrayed the influence of secondary groups composed of
one's birth order, Tamily size and mother's occupation.
The two clusters in the model for females were both in
the intrapersonal. category. Here, the level of
satisfaction within the school learning context was
composed of level of satisfaction with counselling
services, school instruction and  paid employment
activities. Factors that composed the second cluster in
the model for females portrayed that one's career
orientation was ° affected by father's education,
attitudes to the work of work and marital status of
parents.

Mother's occupation while absent in the model for
females was a very significant factor irilshaping the
types of influence aﬁd levels of satisfaction for males.
Of importance here, mother's education had a substantial
effect in the level of satisfaction with instruction
which in turn had substantial effects on one's attitude

to the world of work and to the perceived function of 3
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high school. These two wvariables then were strongly
linked with attainment 1in the year beyond high school.
The linkage between the three variable categories then
is rather clear and the importance of one's level of
gsatisfaction with instruction is an integral factor in
this causal ordering of wvariables. No such 1linkages
were found in the female model that only showed
associations, with the exception of satisfaction with
instruction, entirely with the intrapersonal variables
or directly to attainment. By concentrating on the
immediate external and intrapersonal variables, it
apﬁears that one's attitude fo the function of a high
school as affected by satisfaction with instruction and
age is an integralA factor in the causal ordering
sequence for females.

A closer examination of the linkages in epach model
is now in order. In each model, the strongest influence
on what one attained in the first vyear beyond high
school present a sitriking contrast. For males, the
perceived function of a high school had’_the highest
measurable effect while for females, birth order exerted
the Strongeét influence. Interestingly, males who
perceived the high schools to function as more socially,
work, and activity oriented rather than as academic had
increased likelihood of attending a post-secondary
institution. Directly associated with this perception

were the levels of Satisfaction with instruction and a



negative association with marital status. It would thus
seem that these males whose parents remained together
through their children's high school vyears, were quite
catisfied with their high school instruction, which in
turn, related strongly to their perceived function of
high schools.

The strongest association of attainment 1in the
model Tor females was birth order. The older female
members in a family were found to be wmore likely to
attend a post—sécondary institution than vounger
siblings.

The second main factor Ffor each group showed
further differential relations for females and males.
For males, a lack of interest/desire to establish strong
community and family ties exerted a substantial
influence on attainment beyond high .school. This
intrapersonal wvariable however stood alone with no
associations detér@ined with other wvariables in the
model. Far the females, father's occupation was found
té have a direct moderate effect on attainment. Thus in
the first two instances, findings show that the
attainment of females had moderate associations with
external factors while males had substantial
associations with factofs in the intrapersonal category.

The third influence for each presents another

finding that illustrates the differential associations

present in each model. Father's occupation in this



instance was substantially and directly associated with
attainment in the year beyond high school for males. In
the model for females, the perceived learning context of
the school exer ted a moderate assoclation with
attainment. Two factors in close direct asscciation
with these wvariables were age and the level of
satisfaction with instruction. The factors present in
these associations then indicate that younger females
and those who weré‘generally satisfied with the level of
instruction significantly influence the perceived
learning context aof the school which acted as a
fac&litator in post high school attainment.

The last influence evident in the findings derived
from the model for males was the attitude to the world
of work. As with the other three variable associations
with attainment, one's attitude to the world of work
was a substantial influence. The positive orientation
to the world of work was affected by three direct
associations. Of these, the most substantial measure of
association was with one's satisfaction with the level
of instruction. This variable in turn was substantially
associated with mother's acccupation and the age of the
male. On close examination of the Beta coefficients, it
is seen that males whose mothers had a higher
occupational status a;d were younger in age were

significant influences in one's perceived level of

satisfaction with instruction. The second main
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influence associlated with the attitude to the world of
work was family size. This influence had a direct,
positive asspcilation between the two wvariables. The
last influence associated with one's attitude to work,
was participation in organized non—-school activities.
In this case, activities that were not school sanctioned
or initiated. and where nec money was earned vyield a
moderate effect on one's attitude to the world of work.
L. Discussion

The sample of respondents through their choice of
program, grade level satisfaction and number of credits
Dbfained reflect on orientation teo further education.
Weighing somewhat counter %o this wview are the number
that held part time Jjobs and fthe hours spent at paid
employment and at doing homework. Females gave slightly
larger support for the idea that school courses prepared
them either for work or further education' than males.
In reflecting what these graduates would change and the
type of advise they would give, two messages are clear.
Students would put more effort into their school work
and social activities. The importance placed with these
two activities indicate that students perceive, desire
and possibly need to have a balance of social and
academic opportunities in school. It must be assumed,
that these opportunities would occur without the
intrusion into the hours outside of school since there

is no indication that working at a part time job was a



concern or that work took one away from one's studies.
The responses are supportive rather than critical ((in
another) of school life and reflect attitudes found in
research conducted by Clark (1987).

The recursive models for female and male high
school graduatesﬂlshow tentative support for the
thecoretical model developed through synthesis of various
research traditions in the fields of status aspiration
and attainment is only partially supportive. The path
model derived from the male sample holds stronger than
for the females. Such findings are in evidence in a
numﬁer of other studies, (for example).

The model developed for female high school
graduates partially supports the theoretical linear
linkages identified in the model (Figure 2). Results
from this study support the position of Mare & Chen
(1986} who reject the conjecture that attainment varies
with family size.' Female students in this sample tended
to hold a later birth position which held the strongest
influence in achieving attainment beyond high school.
The significance of this factor may need to be placed in
some historical and demographic perspective. Length of
schooling in the last half of the twentieth century has
increased, 1ts wvariability has decreased and become more
equally distributed. Iin addition, Hauser and Featherman
(1976) viewed distributions of schooling not only to be

generated by normative, institutional Oor economic



arrangements, but also by the changing distribution of

populations across social categories which vary in those

arrangements. Thus, the educational experiences of the
successive birth cohorts in this sample reflect
prevailing social conditions of the day. In this

instance, pressures for labor market equality between
the sexes, .universality of high schoecl education and
economic conditions has conceivably increased the appeal
for further education among females.

Effects of soCclo—-economic measures have been
dominant features through time in social stratification,
asp&ration and attainment research (for example, Coleman
et al. 1%646; Jencks et al., 1972; Alexander et al.,
19733 Sewell and Hauser, 1976; Hauser and Featherman,
19763 Coleman et al., 1982; and Carpenter and Fleishman,
1987). A much smaller number of studies .have documented
the effect of socio—econamic background on female
occupational aspirations and attainment, but the effect
for girls has been found to be weaker than the effect
for males. (Hauser and Featherman, 19763 Marini and
Greenberger, 12783 ang Sewell et al. '1980). In
comparing thé twe models, evidence for the belief that
the effect of father's occupation i1s less for females
than males was provided. This type of result, which has
also been obtained in earlier studies (Williams, 1972;
Synge, 19773 Marini and Greenberger, 1978; Sewell et

al., 19803 Saha, 1982) is to be expected in a social



system that still places & higher wvalue on occupational
accomplishment for males than females. The effect of
father's occupation on attainment for Tfemales when
placed with the effect of birth order may narrow the
influences of socio—-economic background between females
and males. It can be expected that these differences
will narrow as occupational achievement becomes more
highly valued for women. (Mare, 1982}).

The final direct effect on attairment indicated by
the model for fémales is learning contexts. Here, girls

who perceived their school to have a warm rather than

seQere authovrity relationships, a structured and
écademically oriented instructional context, an
imaginative context and a friendly fnterpersonal
environment were more likely to pursue further

education. How the learning context was perceived was
affected by the guality of instruction and age. The
link between instruction and perceived learning context
is direct and as Bronfenbrenner (197%9) suggested,
aspects of the environment (quality of in5t%uction) that
have meaning to the person in a given situation are the
most influential in shaping psychological growth. The
relation between age and leaning context may as well
relate to Bronfenbrenner's (197%9) ecological theory of
human development. The interconnections between
environment may be as decisive for development as events

taking place within a given setting. YA child's ability



to learn to read 1in the primary grades may depend no
less on how he is taught than on the existence and
nature of ties Dbetween the school and the home"
{Mar joribanks, 1981:323). The findings 1indicate that
when a refined measure is used, female perceptions of
their scheool environment have moderate links with a
‘school related outcome attainment.

The model for male high school graduates while
stronger than the model for females is, as well, only

partially supportive of the conceptual model developed

(Figure 2). Four direct paths teo attainment were in

evidence. The strongest influence on attainment was the
|

perceived function of high schools. While the

orientation of males was more toward social, personal
and Job priented functions of school of which this view
was strongly linked with attainment of higher education.
What may be in evidence here @S a measure fthat 1s a
matter of emphasis rather than an all—-or—none
distinction and reflective on the dominant Qalues of the
males at this point in time (Breton, 1972). This can
further be supported in that boyé are seen to be less
positively disposed toward the "place called school"
{(King, 1986) even though they have aspirations of
pursuing further education. One's perception of school
is strongly associated with school 1ife and marital
status. The further one's orientation away from family

or community goals was also. significantly linked with



attainment. The measure of one's orientation Wwas
adopted from the study by Porter et al (1982) on
university accessibility in Ontaric and modified to
apply to boith sexes. In the Ontariec study, 1t was
assumed that Temales with a less traditional attitude
towards the adult female role would have both higher
educational aspirations and higher educational goals.
For the purpose of this study, the guestions were
reworded so as to apply to both sexes. The results in
the male model showed a significant link to attainment
with the absence of strong family/community
orientations. While the 1link between this orientation
and attainment was clear, less clear were the
effects/influences that shaped the attitude as no other
associations were detected.

As discussed in the model for females, father's
occupational status was a stable and significant
determinant of —-attaining further education. The
substantial associétion typified other research findings
(Coleman et al., 19665 Jencks et al., 19735; Carpenter
and Western, 1982, 1983, 1984; Carpenter and Fleishman,
19875 . ‘

The third intrapersonal factor to exert a direct
influence on attainment was one's attitude to the worild
of work. One's work attitude was affected by school
life, organized activities and family size. The

substantial association between school life and attitude
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to the world of .. work provided support for Breton's
(1272) belief that work orientation would be difficult
for students who did not sense school to be of a time
benefit. Such linkage 1i1s further identified in other
research on work-role saliernce (Super and Newvill, 1984)
and generally the world of work. {Stafford et al, 1982;
Wamnmer, 1983; Barton, 1286).

The impact that family size has on attitudes to
work can only be surmised. What may be at work is a
complex interplay between financial and cultural
resources of a family along with other rem;te external
vafiables that affect opportunities which, in  turn
affect attitude. Family size though itself has been
found as both a facilitator and a barrier to Tfurther
education (Featherman &- Hauser, 1978; Hauser &
Featherman, 1976; Mare, 1979; Blake, 1985) has a strong
association with attitude to the worle of work.
Organized activities as well are linked with this
intrapersonal wvariable under discussion. The wvarious
roles, co—-operative ventures, interactions with others
outside of school parallel experiences that students
will have in the adult world. Such activities then are
seen as necessary links with the adult world that

enhance one's transition to adulithood.

4.9 Chapter summary

In the preliminary analysis the structure of the
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variables was determined through factor analyses. These
variables were subjected to a series of multiple
regression analyses fto determine asscciations cutlined
by the conceptual model separately for females and
males. The Beta coefficients obtained established
assocliations between variables that were utilized in the
development of two separate path models. Results
indicate that the conceptual model developed is only
partially supported and that the model is stronger for
males than females.

Influences or effects on attainment beyond high
Schécl are different for each group. Effects on female
attainment were derilved from three areas: birth order,
father's occupation and learning contexts. Males shared
a common factor, father's occupation but derived
influences from other areas: function af school, adult
"feminine" role orientation and one's attitude to the
world of work. The lack of clearly established common
paths in each model thus indicated a differentiation of

effects for males and females.
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CHAPTER V
CORCLUSTORN
5.1 Overview of the Chapter

In Chapter ¥V a summary of the research findings,
the theoretical and practical implications along with
the limitations imposed on the current study are
presented. In the final section of the chapter,
recommendations for future research and practice as
related to transition processes and the development of

theoretical models are made.
. 9.2 Summary of the Findings

The present results provide partial support for the
conceptual model developed for the purpose of this
investigation. Significéntly, females and males did not
differ in their actual entry into -higher education.
Sixty—-eight percent of weomen and &7% of men were in a
post—-secondary institution in the first year beyond high
school. It is thus important to determine whether
different processes are involved 1in the transition of
younrng women from secondary school to higher education

then compared with men.

The most salient feature of the present analyses is
that the effects detected are direct or unmediated by
the individual level processes specified by the
conceptual model and that no indirect associates were

present. This was true for .both the male and female
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models developed through utilization cof path analysis.
While it was found that there occurred little variation
in attainment in the year bevond high school for females
and males there were differential associations in the
process of educational attainment.

For males, particular intrapersonal attitudes, lack
of a family orientation and father'sE occupation
facilitate the transition from high school to further
education. 0Of immediate interest 1is the exploratory
measure used in the Porter et al. ((1982) study of
Ontario students. In the Ontario study, the measure was
to ‘determine the orientation to what was termed the
adult feminine role. The measure used in tHis study was
composed of the same guestions but made gender neutral
so as to include responses from males as well. In this
case, the lack of a family orientatiom was generally
strong in effect on attainment.

Of the othér_ three factors, Tfather's occupation
continues toc be a stable predictor of attainment in
higher education. Perceptions of the world of work as
well has been established ih the literature as being a
strong predi&tor of continued education (0Otto et al.,
19813 Super and Nevill, 1984) while the measure obtained
for the perceived function of school as used in the work
af Otto et al. (1981) was strongly associated.

The process of +#ransition from school to higher

education Tor feﬁéles showed several differences from
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that of males. Two indicators of socic-economic
background had direct effects on the entrance of females

into higher education when the effects of all the other

selected wvariables are considered. These are father's
education and birth order. Both variables have been in
strong evidence in the 1literature. The former finding

particularly in works by Coleman et al (1966), Jencks et
al. (1972), Coleman et al. (1982), Carpenter and Western
(1982, 1983, 1986) and Wanner (1986}, Birth order
effects are well documented in Featherman and Hauser
(1978 . One further finding of the present study
indicates that when a refined measure is adobted, female
perceptions . of their school environment has a moderate
link with attainment. Research conducted by
Mar joribanks (1981) on ecological correlates of
children's characteristics provides related evidence for
this finding. What has emerged is that access to higher
education is conditioned through remote external
variables to a greater extent for females than for males
and that intrapersonal factors for males are stronger
predictors of attainment. Further, female remote
external variables are generally negligible in effects
on immediate external factors, specifically school and
non—-school activities. Their influence is most visible
with the intrapersonal wvariables. Males on the other
hand are conditioned through different processes that

show strong links between remote external, immediate
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external and intrapersonal variables.

Emerging from the study as well are six other key
findings that generate questions about high schools and
transition periods. Firstly, the lack of support
provided by significant others is noteworthy. Possibly,
cholces about the year beyond high school reflect
independent decisions outside the influence of school
personnel, parents and peers about future education.
This may further imply that these significant others are
important for short term goals or as Goodlad (1984)
suggests, that staff (a?d others) may be a step removed
from tﬁe personal problems and interests of students.
Secondly, one must wonder about the number of hours that
these students spend in part time work during the school
year énd the impact that this has on student learning
and attitudes, A number of social, economic and
po%itical concerns over how employability is developed
in our vyoung pecople is clearly evoked simply by the
numbers who work aﬁd their duration. Another finding is
that teachers as viewed by fTemales and males are
important factors in the quality of instruction and
school life. Effecting and promoting staff quality in
these two areas may very well be erhanced through a
clear school philoseophy or through the articulation of a
mission statement that promotes a sccialization function
along with shared ownership of this task.

Next, & socialization perspective has emerged above



and beyond an allocation perspective. The number of
assoclations between the immediate external and
intrapersonal variables provides strong suppart for this
view even though the next 1link in the causal chain
{attainment) was not strongly supported by either model
for females or males. The function which non school and
school structures and processes can play in relation to
further education or employment is that of influencing
students' attitudes about these Llife courses, and to
their own function within it, through the formal and
informal structures and processes within each setting.
The‘process of socialization into the year beyond high
school remasins a potent feature of adolescent school
life - all the stronger because it is often implicit
rather than explicit, and hidden even to the teachers
who promote it.

A fifth point 1is evident and noted by Goodlad
{1984) in bhis most recent work. "Clearly, then, 'school
work' 1is not all of school for adolescents" (1984:77).
Exactly what school means for adolescents has only been
partially addressed in this study, but its Function
{real or imégined) 1s strong enough to keep large
numbers of students in school until grade 12 at which
time they embark into further education or the world of
work.

The sixth finding that has emerged is through the

review of the research. Researchers, in the particular
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areas of status attainment and aspiration have provided
little in the way of applying relevant recommendations
to enlighten educational policy and practice. Because
research does not occur in a vacuum, the conceptions of
what we are looking for and how we can find 1t must be

linked to educational practice.

9.3 Theoretical and Practical Implications

This paper began by noting current discussions
concerning the transition of young people from the final
years of high school to the work force or higher
edu&atioﬂ in both a local and international setting.
The present results provide some implications for the
above discussion. First, the absolute number of
graduates contirnuing higher educatior from the school
division under study imply - there may be regional
variations that are significant in terms of retention
rates and transition factors in pursuit of higher
education or work. This then has a direct implication
Tor provincial and local educational policy decisions.
As well a research implication would be to direct future
research to develop measures on the contextual
characteristics of._ the area. Second, while expanding on
the Wisconsin and the Fishbein/Ajzen models through a
synthesis of variables and research the conceptual model
preseﬁted did provide a sophisticated numerical answer

to some guestions about the processes that facilitated



the movement +to higher education at a particular point
in time in society with a particular structure. Third,
longitudinal studies of young people in the transition
fram elementary to Jjunior to high schools to beyond
would do a great deal to improve our understanding of
the problems faced by these students at given points in
time and allow for the development of student profiles
that reveal progress and experience. Fourth, the
perceived quality levellof instruction 1s a significant
factor in influencing student attitudes which in turn
enhances the 1likelihood of post-secondary attendance.
Fifth, while Tfather's occupation remains a significant
factor, there exists the possibility that remote
external factors play less of a direct role which would
imply that student oputcomes are more meritocratic or
that other intervening factors not .assessed in this
study are at work which point to the existence of other

explanations.

3.4 Limitations of the Study
Certain parameters have been imposed internally and
externally on thfee major aspects of this research,
namely the sample, procedure and the theoretical model.
The stability of the present findings is tempered
by approximately a 60% response rate and by the

relatively small samples of females and. males who

pursued activities other than further education in the
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year beyond high school. To the extent that

relatively smaller data were available In this ares,

no further amalysis could be undertaken. 1t should alsc
be noted that this sample 1is one that has enjoyed
success, i1i.e. graduation, in the school system and does
not take into account school leavers or thQEE that did
not graduate with their class. A limitation as well is
placed by the type of instrument used to collect data.
Investigating these issues by conventional survey
methods, particularly gquestionnaires which focus only on
the respondents' perceptions of events and influences
caﬁ be problematic. To satisfy reliability and validity
concerns the steps involved in moving the questionnaire
to its Tfinal form were adhered to rigidly as described
in the methodoleogy section.

The limitations on the measurement .of variables in
the theoretical model are more complex. In any causally
based theoretical model there is the inherent chal]enge
of quantifying human experience into a manageable number
of variables that do in fact measure what is intended %o
be measured. Through the literature review and factor
analyses, significant factors were identified but they
are in no way exhaustive. A number of issues need to be
acknowledged in this regard. Firstly, the present
research is only a snap shot of a group of graduates at
a particular point in their life cycle that drew on

attitudes, recollections, beliefs and knowledge about
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thelr high school experience. What went on before the
high school - -experience, both in and cutside of school is
not assessed. The study treats the sample as a group
that has shared a common experience — graduation.

The "snap shot" of this group as it wprks through
the transition process is nevertheless important as it
represents an accumulation of life experiences on which
actions are taken. These accumulated life experiences
were beyond the scope of this research but nevertheless
require notation as they are significant and cannot be
ignored. No assessment of ¢hildhood opportunities,
regources or of genetic fTraits were carried out. It is
therefore impossible to know how these three areas have
impacted student attainment. A further decomposition of
these three areas would vyield eVen more numerous
variables that simply would make the present research
thrust unmanageable. Even in the current analysis, such
social factors &as mental and physical ability, and
motivation are not assessed. Other unknown factors that
may influence pgst high school attainment can be
provided as well, for example micro and macro sconomic
conditions, %ederal and provincial policies, inflation,
and with localized areas that possess their own unique
social, political, and educational contexts. This leads
from a broad cultural perspective to a vyouth culture
that is inescapable in adolescent 1life. Gauging the

influence of this encompassing culture has only been
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superficially assessed in this study through individual
perceptions and attitudes.
9.5 Recommendations

It seems self-evident that the theoretical model of
attainment appears to bé a model of the degree to which
factors are associated with attainment. The most nearly
complete available models containing plausible, if
partial, explanations of the mechanisms of attainment
are presented by the wvarious representations of the
Wisconsin Model (notably Sewell et al., 1967, 1969;
Sewell et al.; 12703 Haller and Portes, 1973; Sewell and
Hauéer, 1975; Alexander et al., 19753 Dtto and Haller,
1979}, the Fishbein/Ajzen Model (Davis, 19835; Carpenter
and Fleishman, 1987) and research such as Lam's (1982)
that have syntheslized variables ihfo a2 theoretical
linear model. These models must of necessity be at
least as comprehensive as any approximation that
estimates human egPerience.

This comprehensiveness fTulfills a two Tfold need.
First, the aim of such research is to provide a complete
explanatibn of attainment. Second, these models are
intended to provide empirically defensible and
theoretically plausible explanations of all attainment
variability.

In attempting to explain attainment, these models
may thus invoke more hypotheses than provide solutions.

The recommendations that follow are related to the

'
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contextual challenge of attainment research within the
realms of educational research, practice and policy.

Future research ?ffortS should utilize Cross
sectional and more importantly laongitudinal data as
students proQress through their life COUrses at
division, provincial and national levels. The picture
that we have of the transition  processes, attitude
developments and periods of "critical formation” in
yvouth is rather incomplete. To develop this field of
research, a further refinement of environmental measures
need by obtained through independent and then
intégrative studies which provide a synthesis that
allows for a meaningful conceptual construct of the
attainment process. ARlong with this empirical thrust,
ethnographic studies would complement these efforts so
as to improve cur understanding of the complex processes
that may elude quantification. The major obstacle here
obviously 1is the potential of a longitudinal study
putliving a researcher. In this matter, possibly
educational researchers follow a time frame that is too
restrictive with the anticipation of resolving a problem
within a certain period of immediacy. Truly meaningful
findings may then be at best partial in the context of
human development.

In ESSENCEe, the argument is that we cannot
understand attainment and transition problems if we fail

to undertake a critical, .longitudinal analysis of
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educational, family and work environments and the
intendant individual -~ environment iﬂte%actions as
individuals more from home, to school, to adult life,

Within the research realm, two other areas, that of
action research and indices, need be presented. The
place for the revived interest in action research may be
well suited to improving our understanding of transition
processes and specific time periods, as it reqguires
practitioners and policy makers to become, 1in part,
researchers. To this end, action research can be viewed
as "a systematic process of collaborative review and
imp}ovement of educational or social policies, programs
and practices” (Kemmis, 1983:147).

The development of indices that assess non
conventional outcomes of school =~ and contextual
characteristics wiil allow educational practitioners to
recognize the complexity of school and move away from
simplistic' notions of improvement and effectiveness.
Particularly, the intensity of non-academic interests as
forwarded by OGoodlad (1984) and how employability 1is
developed in youth are two areas where our understanding
is incompleté.

The development of action studies and indices both
have significant implications for educational practice
in that each potentially has the power to improve school
life. By utilizing non conventional assessments and

through the process of action research, educational
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practitioners and even policy makers may become more
self reflective which as a means can be relevant to
concerns of each. A set of iSSUéS concern the functions
served by schools. It cannot be assumed that & school
will serve multiple educational purposes unamblguously.
School functions as perceived by female and male
students appear different and the direction of the
perceived school function, whether academlic or social
may limit or enhance individual growth. It would be
essential from a philesophical standpoint to develop
schools that are open and educative. In any case,
emﬁirical literatufe on school cultures 1is clearly
needed as it directly impacts what happens in the
classroom and school setting.

Building on the recommendations offered in
educational research and practice, an orientation for
future policy developments at various government levels
is presented.

At the outset, three fundamental questions require
a response: What type of data is needed; how should the
data be collected and by which agency. In responding to
each questioh, eventually a pattern emerges that relates
to poliéy formation at either the provincial or
divisional level. Economic and manpo@er resource
priorities at both levels presently restrict the ability
of each (particularly at the divisional level) to

effectively collect and analyze data on transition and
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attainment processes. While a provincial picture 1is
desirable, it may mask particular regicnal wvariations
that should directly shape policy at the local level.
In order to mediate this situation and to effect policy
to improve education 1in the province, longitudinal
analysis c¢f wvarious programs with an acticn research
component should be initiated to assess intellectual,
social, psychological, behavioral and environmental
orientations of students according to gender, curricular
emphasis and geographic region. Such information can
then be directed toward policies that influence
attéinment rates as they affect determinants in order to
achieve positive results. The climate created by these
policies &t both the provincial and divisional level
would then allow educational practitioners to bring
students to the threshold of further education or work
with the greatest possibility for success.
5.6 Final Reflections

The findings reported are derived from a
perspective which identifies social psychological as
well as structural factors that affect attainment within
one year of’igraduation. Issues concerning attainment
and its related processes have generated a éreat amount
df literature in the research Tield. While no single
study can address all the 1issues or provide relevant
facts, a detailed longitudinal study can make a

contribution of empirical findings to studies currently
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available, which taken together, increase our knowledge

of human development.
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APPENDIX A



37 Regent Crescent
Brandon, MB

R7B 2W7

Hovember, 1988

Dear Graduate:

In the years 1980-8%, three out of every ten high schocl graduates in
the province of Manitoba went on te a university or community college directly
after high school, while seven out of ten joined the workforce or pursued
other interests. I would like to find out what things happened during the
high school years that influenced students to enter the world of work or con-
tinue their education within the first year of graduation.

I am asking all Brandon School Division graduates of 1987 to fill the
attached questionnaire to determine their choices, what factors influenced
their decision and how the year beyond high school has beem. The question-
naire is part of a study that is a requirement for a Masters of Education
Degree and has been approved by the Faculty of Education, and the Brandon
School Division. The information you and other students provide will yield
answers to scientific questions developed for this University of Manitoba
study.

Anything you tell me is confidential. Your name does not appear on
this survey or will it be anywhere in the written report.

Please take some time now to complete the questionnaire. It will
take about 30 minutes to complete. Be as open and honest in your answvers
as possible. Your answers will be very helpful in providing information _.,
about the high school years. S

Thank you for your co-operation. Further information about this re-
search can be obtained from me at 725-1196.

Yours truly,

Eric S. Dowsett

P.S. If you wish to receive a summary of the results of this study,
please indicate your name and address on the return envelope
provided or enclose the address label from the envelope mailed
to you.
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APPENDIX B



IHSTRICTIONS: ,
VORK RAPIDLY. DD ROT THINK ABOUT ANY QUESTZCH FOR T0D LN, PLACE A OMECK KK (/) 1t THE BOX OR SPACE
THAT REPRESENTS THE EEST RESPONSE  FUR QUESTIQNS TWAT REQUIRE A SHORT APSWER, PLEASE WRITE 1N THE SPACE PROVIDED,

—

A YOUR BAGCROCD For office
use only

1. From what high school program did you graduate? Hark one (7).
a. High school program (minimae 20 credits with O core courses and at leasc 3 . 300 level courses).

b. High schoolprogram (minimum 20 credits with 10 core courses and less than 3 — 300 level courses).

ny

¢. Business educazion (minimun 20 credits of vhich § were business),

d. Voeational Induserfal (minimm 20 credits of vhich a minimm of 10 credits were at the O3 level -
this also includes “CVE').

e. Ccoupational Entrance (minimm 20 credits with 2 minimm of 6 credits at the 04 level).

~L]

| |

f. Ocher (please specify)

2. With how many credits did you graduate? (Put In the correct rumber.)

~[]
of']

3. Your sex Hale Ferale

4. What s your age as of Septewber, 19887

gl

B YOU AND YOUR HIGH SOTLL

w1
o[

1. Please rate the i{nfluence that each of these activities had on your plans for vhat you would do {mmediately
after high school graduation (eg. further education, working, etc.).

Very
Ho Lizcle toderate Strong Strong
Influence Infivence Influence Infiluerce  Influence

a, Student Courcil
b. Interschool athletic team

¢. Intramural athletic team

d. School newspaper, megazing, or yearbook

e. Subject matter clubs, such as sclence, matharatics
: history, language clubs, etc.

£. Debatirg, dramatics, or mus{cal clubs,

8- Band, orchestra, choir

h. Schodlhobby clubs, such as photography, chess,

camputer, etc,
1. Religious organizations
§. Patriotic or eivic associations

OO 00 -~0

k. Other schodd teams, clubs or organizations.
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Hhen you sere In your last year of high school did you earn any money by working cutside the hame?
Yes ) to

1f yes, on avérage how many hours a week did you work?
What type of work did you do?

Durlrg your last year in high school, how muxch time, on the average, per week did you spend doing horevork
outside school?  (Please provide an appropriate number of hours.)

Ho often did you study or work on school subjects wich your friends after school? (Place a check (v)
in the appropriste space.)

Several About Abour About
times once a every once a
a week week second monith
week or less Hever

What did you consider te be satisfactory grades for you in high school? {Place a check (¥'} In the appropriate

space.)
SO H1%~-701 T80 BLU-90% 9%

With regard to your education and training durirg the last year you were in high school, how satisfled as a
sdole were you with each of the following?
Very Somewhat Somewhat Very
Dissaciofied Dissatisfied Neurral Satisfied Satisfied
a. The ability, knowledge and personal
quaticies of most teachers.

b. The quality of the inscruction.

c. Dewelopment of my work skills.
d. Course curriculum,
e. The social life.

£, Oultural activities, music, art, dram, etc.

g. Variety of extracurricular activities.
h. Hy intelliectual growth.
i. The {nzellectual life of the schoot,
J« Overall school aorosphere.

The prestige of the school.

1. Job placement counselling,

m.  Counselling for course selection, personal
problems.

n. The buildirgs, library, equipment, etc.
©. Understanding the world of work,
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£ YOU A YOUR OUT OF SOHOOL ACTIVITIES

Please rate with a check (v) in the appropriate space the influence that each of these activities had on your
plans for what you would do irmedlately after high school graduation. (eg. [further educatien, working, etc.)
Very

Ho Litcle Hoderate Streng Strorg

Influence Influence Influerce Influoerce  Influerce

a. Socializing (for example, comversation, partyirg,
goafing around, calking ca the phome.}

b. Sports and Games {formal and wrorganized games)
¢. Matching T.V.

d. Listening to music.

e. Arts and hobbies,

f. Reading (newspaper, magazines, and books mot
assigned. from school). -

g. Thinking (daydreamirg, mental refleccion).
h. Work at a job.

{. Studylrg.

§. Family (Oucirgs/Events/Trips/Beirg at hame}.
k. Dating.

1. Going out with friends of same sex.

m. Golng out with friends of opposite sex.
n. (hores, Errards, Homewotk, Cooking,
{hildeare, Sopping.

0. Participation in a ronathletic organization
(fance group, Dram club, Cadets/milicia, erc.).

p. Others — Please specify —

D YOUR ATTITUDES

Please indicate with a check (/) in the appropriate space the extent to swhich the statements below reflect your

attitudes or feelings.
Neither

Strorgly fgree or Strongly

* Disagree Disagree  Disagree Agree Agree
a. There were too many rules and regulacions in
my high school.

b. Generally those in charge 2t my high school
were mot very pacient with secudents.

c. It often peamed that teachers fn my high school - .
were not very interested in vhether we
learned or rot.

d. Teachers in ry high school really pushed
students to the limits of. thefr abilities..

e. Host of my teachers encoursged us to use
a lot of imagination in cur school work.

For office
use only

w
3=

wv
o

O
]

™

o

0000 =

BERPEN

£
[

CNERCEENIN

at b=

U

‘é‘m@ﬂ

Ln,
w

¥}
~

sl
e

o
-

(]

v
[~

o
X



Hetther

Strongly Agree or Strorgly
Disagree Disagree Disagree Agree Agree

Teschers were alieys trying our new and
often exciting ways of dolng thirgs in
ey high school.

- My high school was a very caring school-

~teschers cared greatly about students.

1 feel 1 do ot have mxch to be proud of.
I take & positive acticude toward myself,
Cn the shole, T am satisfied with myself.

. Cood luck Is more f{mportant than hard work

for mxcess.

Plaming only mkes a person whappy, since
plans hardly ever work out anyay.

People vho sccept their condition in life
are happier than those tho try to change things.

Hhat happend to me is my own doing.
Everyone st possibly can should work,

It is a person's duty to vork.

If I did not work I would feel that 1 was
rot leading a “'righe life",

If a person can live the way he wants to
without working there {s ro reason for him
to work,

High school should be more concerned with
developing soclal and persoral skills; less
concerned with developing vocational er
ecademic skills,

There is too mxch ephasts on extracurricuiar
activities in high school, and not enough
o developing job-related abilities.

In high school there should be more courses to
prepare students for Jobs in the cutside worid
and fewer purely '"'academic' courses such as
literature and history.

All students should try to go to college/
wiversity. If they can't smake {t then they
can always get an ordinary job.

High schools should be concermed more with ..
occupational eraining than with preparation
for college/university.

High schools should be more concerned with
wponsoring activities that allow students
to make friends with other students than
with teaching vocational or academic skills,

High echool should do more to provide students
vith gkills useful in fobs and should ot worry
too much about college/university preparations.

For office
use only
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2. Please rate the {rportance that each of ‘Lh'e following six incerests and desires have {n your life.
For office

ot use only
Irportant tot very  Samesdat Fairly Very T
Ac atl lmportant  Inportant  Important  Importane
2. To have a career, a long-term job that requires
me to develop my skills and capacicies ard that .
wuld be rewarding for me personally. g

b. To do camunity work—to help people {n my
comunity through organizations such as
hospital auxilfarfes, or throvgh informal
organfzations such as tenancs’ groups, anti-
pollution growps, etc.

¢c. To keep a good houselold; to be a2 good cock
ard have the other skills that go into being
& good hamemaker,

d. "To hsve skills and the possibility of getring
Jobs that will give me sare security and allows
me sare independence {n organizing oy life as
I wish,

2] &[]

e. To have a murually resarding relationship
with a woman/man.,

£. To have a child, or same children, raise,
ard care for them,

sd=(]

r
—

E  YOU 2D YOUR Fa{iLy

1. ¥hat s the highest level of educaticn corpleted by your father {or rale guardian} and by your mother (or femle
guardfan}? {Check (v} one only in the appropriate space.)

Father

F
£

Ho formal sg;}'o.oiirg

Elementary School L

Same Secondary (high) school

Same collegef(ﬁElInst};ute of Techrology
Capleted college/CEGER, etc;

Sare university

‘University degree

Completed Graduate Scudies

Ocher (Specify)
Lon't know

i
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;
2. a) ¥ow rany brothers and sisters are fn your family? {Please provide the correct rumber.)

b) In order of birch rate, give me your rank ln the family (only child, st child, 2nd child. erc.)
1. While you were in your firal year of high school, vhere did you live?

tithin the Brandon clicy limits.

Cutsfde the Brardon ity iimits.

4. hat was the highest level of educatfon your parents (guardians) expected you to complete?

S. Uhat sas the marital stacus of your mother and father during your high school years? (Place & check () In
the appropriate space.)
Remained married
Separste —
Divorced
One predecesased
“Both deceased

$. a. What has been your father's or male guardian's main cccipation during the last ren years? (Please use at
least 2 words to describe his job. eg. restaurant manager, suto mechanic.}

b. what has been your mother's or female guardian's main occupation during the last ten years? (Please use
at least 2 words to describe her job. eg. bark manager, home maker.)

F. THE YEAR BEYORD HIGH SCATL

Heither
Strongly Agree or Serorgly
Disagree Disagree Disagree Agree Agree

1. To ubat extent do you agree that your high school
courses prepared you for the lob marker? {Check
e only {n the appropriate space.)

2. To uhat extent do you agree that your high school
program of studies prepared you to take further
edocation 1f you sant to? {Check one only in the
rppropriate space.)

3. Which of the following activities best describes vhat you did between Sepramber, 1987 and Hay 1988, {Check
(¥} coe only In the appropriate space.)

" a. Full-time student at university, community college or other training facilicy.
b. Part-time student at university, commmity college, or other trafning facilicy.

1) Please circle the facility that you attended this past year: University, comunity college or other
trainirg facility. .

c. Enployed full time. .
d. Employed part—ime.
e. Homamker.

f. Unemployed. ’ .
g. Ocher {Please specify)

6
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4, If you are unemployed, what is the main reason that you are wwrployed? {(heck no more than ehree reasons.)
a. Ho job opportunities
b, Mo experierce
c. Llack of confiderce
d. Botr inrerested in pursulng vork at this time
e. Personal reasons
f, lald off/fired
g. lack of high school preparation
h. Ocher (Please specify}

5. To shat extent did the follesing people influence you in your thirking about the kind of program you might
attfnd or your area of specialization afcer high school graduation. (Place a check (v} In the appropriate space.)
FERLBERE, !

Very
to Little  Moderate Strong Strofg
Influence Influerve Influence Influerce Influerce

a, My Parents

b. Ocher relatives or adults

c, A teacher

d. A guldarce coumseller

e, The principal or vice—principal
f. Friends
g« A college or university student you know

h. College or university representative

i. Employer(s} you have met.

6. Thinking back to your high school days, vhat is the one thing you wuld most want te change 1f you could live
then over again?

7. thar advice would you give a student just entering high school?

8. What have you found most difficulc about your year out of high school?

9. What are your plans for this year? (fall of 1988 — sumer of 1989)

YOU HAVE HOW (CHPLETED THE SURVEY., RETUR THE OQHFLETED SURVEY TH THE SELF. ADCRESSED ENVELCPE,

THAK YOU ROR YOUR ANSWERS AND HELP,

Fer office
use only .
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December 1, 1988
Dear Graduate:

About three weeks ago you received a questionnaire that requested
your participation. Over 150 surveys have since been completed and re-
turned. The respense rate has been very encouraging but I would like
to have as broad an opinion base as possible. Your participation in

the survey is therefore requested again.

Cn the reverse of this letter is a copy of the covering letter
with details on the questionrnaire.

Your participation in this survey is greatly appreciated.

If you have already sent the survey to me please disregard this
note.

Thank you again for your co-operation.
Yours truly,

Eric Dowsett
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HSTRUCTIONS |

WORK RAPIDLY. DO NOT THINK APOUT ANY QUESTION FOR TOO LS. PL!\CEACHECXW\RK(/)INE}{EBJ}(GQSP/@E

HAT REPRESENTS THE BEST RESPCNSE  FOR QUESTICNS THAT REQUIRE A SHORT ANSWER. PLEASE WRITE N THE SPACE PROVIDED.

i

‘e

-f. Other {please specify)

From what high school program did you graduace? Mark one ().

a. High school program {minimr 20 credits with 10 core courses and at least 3 - 300 level courses). It

b. High schoolprogran {minimm 20 credits with 10 core courses and less than 3 - 300 level courses).
Pusiness education (minimam 20 credits of which 8 were business).

Vocational Industrial (minimm 20 credits of which a minimum of 10 credits were at the 03 level -
this also includes "COVE").

e. Occupational Entrarce (minjn_un 20 credits with a minimm of 6 credits at the 04 level).

>lole fol2

. With how many credits, did you graduate? : (Put in the correct muber.) __ CREDITS ( Fregueney),

20(QY; 21l a2(ad); A3(27)5 24 (ah; 25012 2L L) 2705 28 (2.

Your sex Male Female
| W 123
What s your age s of Seprenber, 19687 b ()2 1@ (1), 19058 20(25); AR, 2.
F‘E‘g,ﬁuw-c:a b Pecrend fa

Please rate the influence that each of these activities had on your plans for uhat you would do immediately

B YU AD YOUR HIGH SCHOOL

" after high school graduation (eg. further education, working, etc.).

Very
No Little Moderate Strong Strong
o : . Influence Influence Influence Influence Influence
a. Student Council . - o 3% 37 15 S 3
b. Interschool athletic team . = = . . .- 13 34 2y is \e
c. Intramural athletic team . . Lo 39 L3 4 3+
d. School newspaper, magazine, or yearbock _ \lfi 55 IS 5 - 2
e. Subject matter clubs, such as science, mathematics | ) :
history, language clubs, etc. ' 159 23 2 13 b
f. Debating, dramatics, or musical clubs. 1LS 23 2D 8 8
g- Band, orchestra, choir : 184 2l 3 b o
h. Schedlhobby clubs, such as photography, chess,
corputer, etc, ' . 35 a8 - & 14 o
i. Religious organizations (49 13 15 Ty b
j. Patriotic or civic associatiens 193 15 i 4- 3
k. Other schodf teams, clubs or organizations. 149 4o b 13 1




When you were in your last year of high school did you earn any money by working outside the home?
Yes : No

If yes, on average how many hours a week did you work? See Table B

What type of work did you do?

During your last year in high school, how much time, on the average, per week did you spend doing hamework
outside school? (Please provide an appropriate nutber of hours.)

Cee Table B3,

How often did you study or work on school subjects with your friends after school? {(Place a check (\/)
in the appropriste space.)

Several About About About
times once a every once a
a week week second month
week or less Never
13 30 FIN 95 59

What did you consider to be satisfactory grades for you in high school? (Place a check (V') in the appropriate
space.) }
STe-60% 61%-700, Y807 81U-50% o1y,
A=) LY 1 8% 259 9

With regard to your education and training during the last year you were in high school, how satisfied as a
whole were you with each of the following?

Very Somewhat Somewhat Very
Dissatidfied Dissatisfied Neutral Satisfied Satisfie
a. The ability, knowledge and personal

qualities of most teachers. 3 KA 30 108 I
b. The quality of the instruction. 5 a7 35 g 53
c. Development of my work skills. 8 20 58 108 33
d. Course curriculum, A 23 57 132 40
e. The social life. 9q 2 4= Q+ 18
f. Cultural activities, music, art, drata, etc. 9 14 s L, 4|
g. Variety of extracurricular activities, 3 |~ Jx 93 40
h. My intellectual growth. ' i 14 39 138 42
i, The intellectual life of the school. 1 32 23 94 23
J+ Overall school atmosphere. H az 43 a3 L2
k. The prestige of the school. % a5 . 57 83 )
1. Job placement counselling, » 2 43 93 “8 18
m. Counselling for course selection, personal

problems. 23 40 IF 59 28
n. The buildings, library, equipment, etc. 5 8 43 ol bl
0- Understanding the world of work. 1L 29 85 32, a5
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C  YOU AD YOUR OUT OF SGHOOL ACTIVITIES

lease rate with a check (V) in the appropriate space the influerce that each of these activities had on your
{ans for what you would do immediately after high school graduation. ({eg. further education, working, etc.)

Very
bo Liccle Moderate Strong Strorg
: - Influence Influence Influence Influence Influence
a. Socializing (for example, conversation, partying,

goofing around, talking on the phone.) 55 1o 5% 30 &5
b. Sports ard Games (formal and urorganized games) 8% {0 5| 20 19
c. Watching T.V. too L8 49 4 -
d. Listeniné to music, 113 53 28 21 123
e. Arts and hobbies. ) o 14 55 . b0 L8 \&
£, Reading (newspaper, mgazmes and books not

" assigned. from: school). : T 4o 49 b3 bo 21

g. Thinking (daydreaming, mental reflection). a4 34 Ho Lo 42
h. Work at a job. 4% 3 41 28 o o
1. Studying., i 54 15 4y 2.4
J. Family (Outings/Events/Trips/Being at home). 3% 44 bl 5% - 37
k. Dating. G b ) 45 a1 1%
1. Going out with friends of same sex. 50 A 45 13
m. Going out with friends of opposite sex. 38 58 88 24 |2
n. Chores, Errands, Homework, Cocking, | E

Childeare, Shopping. 30 L1 59 2o \2
0. Participation in a monathletic organization . - :

(Dance group, Drama club, Cadets/militia, etc.). 125 48 a5 20 Q

p- Others - Please specify

- - D YOUR ATTITUDES

lease indicate with a check (/ )} in the appropriate space the extent to whic.h the statements below reflect your
ttitudes or feelings.

: Neither
Stromgly Agree or Strongly
’ . Disagree Disagree Disagree Agree Agree .
a. There were too many rules and regulations in
my high school. -39 loa L9 206 -
b. Generally those in charge at my high school
were not very patient with students. ad 1A 50 29 3
c. It often seemed that teachers in my high school ' - -
were not very interested in whether we
learned or not. 4 lo4y 48 34 L}
d. Teachers in my high school really pushed
students to the limits of their abilitfes.. - _ &K GO LT 55 I

e. Most of my teachers encouraged us to use
a lot of imagination in our school work, 4 4% 4 35 13~
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Teachers were always trying out new and
often exciting ways of doing things in
my high school,

My high school was a very caring school-
~teachers cared greatly about students,

I feel I do not have much to be proud of.
I tske a positive attitude toward myself.
Ca the whole, T am satisfied with myself.

Good tuck {s more fmportant than hard work
for success.

Plarmning only makes a person unhappy, since
plans hardly ever work out anyway.

People who accept their condition in life

are happier than those who try to change things.

that happend to me is my own doing.
Everyone who possibly can should work.
It is a person's duty to work.

If T did not work I would feel that 1 was
ot leading a "right life".

1f a person can live the way he wants to
without working there is no reason for him
to work,

High school sheuld be more concerned with
developing social and personal skills; less
corcerned with developing vocational or
academic skills. ’

There is too much emphasis on extracurricular
activities in high school, and not enough
on developing job-related abilities.

In high school there should be more courses to
prepare students for jobs in the outside world
and fewer purely "academic! courses swch as
literature and history. '

v. All students should try to go to college/

university. If they can't make it then they
can always get an ordinary job.

High schools should be concerned more with
occupational training than with preparation
for college/university.

High schools should be more concernmed with
sponsoring activities that allow students
to make friends with other students than
with teaching vocational or academic skills,

High school should do more to provide students
with skills useful in jobs and should rot worry
too mxch about college/university preparations.

MNeither

Strongly Agree or Strongly
Disagree Disagree Disagree Agree Agree
b a4 Tt “o - o
T 40 80 8% 23
s +9 28 {e} 5
P 13 22 125 35
3 ls 19 14y 59
(09 82 32 3+ T
T4 us 35 .9 H
Sa 83 53 a1 i
5 22 4, _ 108 59
X 27 41 44 3o
18 45 82 44 51
{4 31 4b 39 bl
24 59 L3 LR 13
b {08 LS 20 8
14 L5 35 3 20
1o 54, 56 89 Lk
28 83 49 51 b
as 1Ok 20 a3 3
35 4 32 9 T
2l (25 10 I 5




Please rate the importance that each of the following six Interests and desires have in your life.

- Mot
Important Mot very Samevhat Fairly Very
Ar all Inportant  Important Important  Important

a. To have a career, a long-term job that requires
me to develop my skills and capacities and that :
would be resarding for me personally. { 2 12 51 130

b. To do comunity work—to help people in my
community through organizations such as
hospital auxiliaries, or through informal

organizations such-as tenants' groups, anti-
pollution groups, etc. 15 54 83 o A3

¢c. To keep a good houselwld; to be a good cock
and have the other skills that go into being
2 good homemaker. 19 a8 B L1 4,

d. ';rb.have- skilis'-ard ‘thé possibility of geﬁting
jobs that will give me some security and allow
me some independence in organizing my life as

1 wish. | + il 39 129
e. To have a mutually rewarding relationship .

with a woman/man. 4 S K0 b | 4]
£. To have a ¢hild, or some children, raise, ]

and care for them. {2 A 8 54 lo]

E  YOU AND YOUR FAMILY

What is the highest level of education completed by your father (or male guardia.n) and by your mother (or femle'
guardian)? (Check (!/) one only in the appropriate space.)

Father Mother

Mo fomal schoolig T o 2
Elementary School . a3 12
Same Secondary (high) school S 13 40
Some collegefm&nstitute of Techmlogy oo . Xl 30
Completed college/CEGEP, etc. ‘ b Al
Scme university 9 29
University dagree A _ 38
Cawpleted Graduate Studies ) - Qb

13
Other (Specify) ‘. b -
Don't knows : _ L o




a) Bow many brothers ard sisters are in your family? (Please provide the correct muber.)

b) In order of birth rate, glve me your rank in the.family (only child; 1st child, 2nd child. etc.)
- ¥hile you were in your final year of high school, where did you live?

Within the Brandon city limits. 209

Qutside the Brandon city limits. . 38

What was the highest level of education your parents {(guardians) expected you to coaplete?

What vas the marital status of your mther and father during your high school years? (Place a check (/) in
the appropriate space.)

Remained married _Ei(g
Separate : _*
Divorced : A0
One predeceased e
" Both deceased b

a. What has been your father's or male guardian's main occupation during the last ten years? {(Please use at
least 2 words to describe his job. eg. restaurant manager, auto mechanic.)

b. What has been your mother's or female guardian's main occupation during the last ten years? (Please use
at least 2 words to describe her job. eg. bank manager, home maker.)

F. THE YFAR BEYOND HIGH SCHOOL

Reijther .
Strongly Agree or Strongly
Disagree Disagree  Disagree Agree Agree

To what extent doyou agree that your high school
courses prepared you for the job market? (Check
one oaly in the appropriate space.} 1 71-‘\ J0 53 \3

To what extent do you agree that your high school

program of studies prepared you to take further

education 1f you wan: to? (Check one only in the

sppropriate space.) 2\ 39 1o 53 \3

Which of the following activities best describes what you did between Septewber, 1987 and May 1988, (Gne?k
(¥) one only in the appropriate space.)

a. Full-time student at university, commmity college or other training facility.
b. Part-time student at vniversity, comumity college, or other training facility.

- i) Please circle the facility that you attended this past year: University, commmnity college or other
training facility. .

5% 159

c. FEnployed full- time.

d. Employed part-time.

e, Homemgker.

£, Unemployed.

g. Other (Please specify)

8
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