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CHAPTER I 

INTRODUCTION 

We live in a world where some form of education past high school 

seems to be a necessity, whether it is college or some sort of technical 

training. Indeed, a bachelor's degree seems as necessary as a high 

school diploma used to be. Education is a pathway to jobs. 

The process by which boys choose educational goals has been the 

focus of many research studies. One concept found to be of crucial 

importance is the significant other. Significant others are those 

individuals who exert major influence over the attitudes of the boy, 

such as parents, teachers, and peers. A number of studies show that 

parents influence the educational expectations and aspirations of their 

sons. 

Recent studies in this area fit well in the symbolic interactionist 

perspective. They are based on the formation of self-concepts, atti

tudes, and behavior which is a result of the interaction process. It is 

assumed that attitudes can be modified by the modification of the 

definitions of self or of the expectation. It is further assumed that 

significant others' influence may affirm or modify attitudes in terms of 

definitions communicated to the individual. 

In past studies, behavioral or symbolic interactionist perspectives 

are utilized to show that educational expectations of boys are influenced 

by the educational expectations of their parents. Since most of these 

studies are based on a symbolic interactionist or cognitive perspective, 

it is assumed that parents' expectations are interpreted by the son, and 

the son then forms his educational expectations for himself. One problem 

seen in these studies is in the sequence in which the parents and sons 

are interviewed. Some studies fail to interview the parents at all, 

asking the son his perception of their expectations for him. Others 

interview parents and son, however, they interview the son then the 

parents. The causal sequence is reversed. It is hypothesized that the 

parents' expectations influence the son's expectations. The effect is 

from the parents to the son, therefore, the parents should be inter

viewed first then the son. If the son is interviewed first, this 
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leaves the symbolic jjerspective in question. Perhaps the process of 

influence is a behavioral one. 

The purpose of this study is to determine whether parents 

influence their son's educational expectations by way of a symbolic 

(cognitive) or by a behavioral process. The parents will be interviewed 

first, then the sons. My hypothesis is that the symbolic perspective 

will explain much more of the variance than the behavioral perspective. 

This is an important endeavor due to the possibilities of the 

significant other as a modifying or change agent. If the process of 

career development is a symbolic interactional process, the significant 

other is viewed as an opportune point in the model to have an impact 

upon the individual's educational objectives. Meaningful social change 

programs could be used by schools and school counselors to implement 

educational and guidance inputs. 

Review of Literature 

The Symbolic Interactionist Perspective is highly visible in 

recent status attainment and attitude formation theories. Significant 

other influence is concluded to be an important variable in these 

studies. Behavioral models utilize objective variables. Therefore, the 

symbolic interaction perspective and the behavioral perspective will be 

briefly reviewed. 

Symbolic Interactionism 

Cooley and Mead were prominent in laying the foundation of 

symbolic i n t e r ac t i on i sm. Mead's focus was on the development of the 

"general ized o t h e r . " His idea of se l f -concept s t r e s s e s two s t a g e s , play 

and game. In the play stage the chi ld assumes ro les and a t t i t u d e s , one 

a f t e r the o the r , of those persons and animals with v^om he comes in to 

c o n t a c t . In the game stage the person organizes these a t t i t u d e s and 

r o l e s in to a "general ized o the r . " He has developed within himself not 

ind iv idua l a t t i t u d e s and r o l e s , but an organized soc ia l a t t i t u d i n a l 

system. Therefore, the person has within h is grasp the organized 

a t t i t u d e s of those involved, so tha t he can play his own pa r t (Morris , 

1972:xxiv) . Mead's "general ized other" i s the developxnent of an 
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organized self-concept. His interest was not in specified significant 

others and the process of their influence (Picou, Curry, and Hotchkiss, 

1976:31) . 

Cooley proposed a "looking-glass self." There are three stages. 

First, one perceives how he appears to others. Second, he perceives how 

others judge him. And third, he has self feelings, such as confidence 

or doubt (Picou, Curry, and Hotchkiss, 1976:32). 

It was Herbert Blumer, however, who set out to present a systematic 

approach to symbolic interactionism. For Blumer, symbolic interaction 

refers to "the peculiar and distinctive character of interaction as it 

takes place between human beings" (Blumer, 1972:145). What makes human 

beings peculiar is that they interpret not merely react, to each other's 

actions. Their "response" is predicated on the meaning they attach to 

the action of another• The meaning attached to the action is developed 

out of a social interactional process. The meaning attached to the 

action goes through an interpretive process v^ich the person iises to 

deal with the action (Blumer, 1972:145). 

So, in symbolic interaction theory, symbols aind the meanings 

attached to an object is important as is the interpretive process. This 

develops out of a social interaction process. What is important to 

remember in connection with this present study, is that symbolic 

interaction theory posits that attitudes are developed and reinforced 

through a person's interactions and relationships with those in his 

environment. This is an interpretive process (Picou, Curry, and 

Hotchkiss, 1976:31). Woelfel and Haller note that although the 

dependent variables in their study are educational and occupational 

aspirations, the true dependent variables are attitudes (1971:77). 

Picou and Carter state: 

The emergence of self-conceptions, attitudes and 
behavior out of social interactions is the keystone 
of the symbolic interactionist perspective. (1976:12) 

Behaviorism 

Two prominent figures of behaviorism are Pavlov and Thorndike. 

Pavlov's experiment with dogs has become a classic. His work in 
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conditioning situations was the groundwork for v̂ iat is now called stimu

lus-response theory (Lindzey, 1954:57). In stimulus-response theory, 

man (or animal) is conditioned to respond to a stimulus which is outside 

of itself, in a predictable way. Man is seen as a passive being who 

responds to an outside stimulus (McKee, 1969:58). 

There are major differences between symbolic interactionism and 

behaviorism. One difference is that man is seen only as a conditioned 

responder in behaviorism, not one who can initiate and interpret action. 

Symbolic interaction depicts man as able to act, one who "takes account" 

of others. Also, man is symbolic. Animals may be conditioned to learn 

signs, but it is only man who determines what meanings the stimulus or 

symbol is to have (McKee, 1969:59-60). Blumer aptly states: 

Thus, human interaction is mediated by the use of symbols, by 
interpretation, or by ascertaining the meaning of one another's 
actions. This mediation is equivalent to inserting a process of 
interpretation between stimulus and response in the case of 
human behavior. (Blumer, 1972:145) 

Symbolic vs. Behavioral Approaches to Status Attainment 

Two main theoretical, causal models of status attainment have 

emerged in recent years. They are the Blau-Duncan and the Wisconsin 

models (Haller and Portes, 1973:51). The Wisconsin model utilizes both 

objective and social-psychological variables and focuses on the dynamics 

of status attainment (Haller and Portes, 1973:65). This model with its 

social-psychological variables, fits nicely into the symbolic perspec

tive. 

The Wisconsin model employs social-psychological variables which 

intervene between social origins and educational and occupational 

achievement. Socio-economic status and son's mental ability are 

utilized as variables which influence the academic performance of the 

student. These variables then have an impact upon the encouragement 

given by significant others. This influences the educational and 

occupational aspirations formed by ego v^ich have an impact upon his 

achievement in these areas (Picou, Curry, and Hotchkiss, 1976:28). 

Three important concepts are utilized in the Wisconsin model. They 

are: 1) the use of the significant other, 2) the aspiration concept. 



5 

and 3) the role of self-reflexive action upon aspiration formation 

(Haller and Portes, 1973:68). The Wisconsin model was first used to 

describe data in a study by Sewell, Haller, and Portes. In their study, 

three variables are combined to form one significant others' influence 

variable. The three are: 1) ego's perceived report of his parents' 

direct encouragement, 2) ego's perceived report of his teachers' direct 

encouragement, and 3) ego's perceived report of whether or not his close 

friends are planning on attending college (1969:87). 

In their analysis Sewell, et al. find that the significant other 

variable directly influences educational and occupationcil aspirations, 

plus educational attainment. They also find that significant other 

influence is "affected directly by SES and indirectly by measured mental 

ability." They conclude by stating that the significant others' 

influence is an important variable in the status attainment process 

(1969:88-89). 

A study of Woelfel and Haller's (1971) is helpful in imderstanding 

the WisconsJLn model's symbolic interaction perspective. To begin, one 

should remember the three important concepts utilized in the Wisconsin 

model, which are cited earlier. The aspiration variable is quite 

important to the Wisconsin model. Haller and Portes state: 

Aspirations mediate most of the influence of antecedent 
factors on status attainment. Even when educational attain
ment is taken into account, occupational aspirations will 
exercise a significant direct effect on occupational attain
ment. (1973:68) 

The Wisconsin model uses a definition of significant others as 

those individuals who exert major influence over the attitudes of ego 

(Woelfel and Haller, 1971:75). The study focuses on an attitude 

formation theory. Attitudes are defined as "relationships between a 

person and an object or set of objects" (Woelfel and Haller, 1971:75). 

In the symbolic perspective, the person's perception of an object is a 

conceptual one, a symbolic structure. Thus, it becomes the person's 

conception of himself in relationship to his conception of the objects. 

Forming a conception is a process of categorization. The person places 

an occupation into categories like "honorable" and "powerful." Also, a 
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person defines himself by p lac ing himself in to ca tegor ies such as 

" n i c e , " " lov ing ," and " a t h l e t i c . " These ca tegor ies act as a " f i l t e r i n g " 

process and are termed " f i l t e r ca tegor ies" (Woelfel and Ha l l e r , 

1971:75). 

In t h i s manner, a t t i t u d e s are defined as the person ' s conception of 

the r e l a t i o n s h i p between the f i l t e r ca tegor ies of which he has placed 

himself and the f i l t e r ca tegor ies in v^ich he has placed the object 

(Woelfel and Hal le r , 1971:75-76). C las s i f i ca t ion in a category i s 

based on information the person has about himself and the ob jec t . Thus, 

information i s the bas i s of f i l t e r ca tegor ies and a t t i t u d e s , as defined 

by t h i s theory (Woelfel and Ha l l e r , 1971:76). 

Information i s provided by three sources which are assumed to be 

c e n t r a l to t h i s theory of f i l t e r category formation. In te rpersona l 

influence i s broken down in to two types , def iners and models. Definers 

are o the r s who hold expecta t ions for the person. Models are those who 

serve as examples for the person. The t h i rd source i s s e l f - r e f l e x i v e 

a c t i v i t y , where the person makes an inference about himself and the 

object on the bas i s of h is own observat ions (Woelfel and Hal le r , 

1971:76). 

In summeury, the Wisconsin model i s an information theory defining 

a t t i t u d e s as the pe r son ' s conception of himself and his r e l a t i o n s h i p to 

the ob jec t in ques t ion . S ign i f ican t o thers r e l a t e information to the 

person as def iners or models. This information and the person ' s own 

feedback or s e l f - r e f l e x i v e ac t ion composes the bas i s from v\^ich he forms 

a t t i t u d e s . The information about t h i s a t t i t u d e i s evaluated by means of 

o ther r e l a t e d a t t i t u d e s and t h u s , a new a t t i t u d e i s formed or an old one 

affirmed (Woelfel and Hal le r , 1971:76-77). 

Past research was based on the assumption of whom ego 's s i g n i f i c a n t 

o thers were. For example, as noted e a r l i e r in the discussion of the 

Wisconsin model, Sewell, Ha l le r , cmd Portes (1969) assumed ego 's 

p a r e n t s , t e a c h e r s , and fr iends as s i g n i f i c a n t o t h e r s . Woelfel and 

Hal ler note a c r i t i c i s m of the o r i g i n a l Wisconsin model: 



One of the main reasons for the inadequacy of previous 
research instrumentation has been the lack of a close con
nection between the measures themselves and attitude formation 
theory . . . In no instance has a study (1) detected the 
exact significant others of a sample of individuals with an 
instrument of known validity and reliability, (2) measured 
the expectations of those for the individuals in question, 
and (3) compared the effect of the expectations of others 
with other variables of known effect on the attitudes of 
individuals. It is to these ends that the present study is 
directed. (Woelfel and Haller, 1971:75) 

Woelfel and Haller's study explained 64% of the variance in educa

tional aspirations v̂ îch is higher than the best previous report v*iich 

was by Sewell, Haller, and Portes (1969). Woelfel and Haller used 

direct measures of significant other expectations and support the 

contention that the mechanism of mediation is significant other 

influence (1971:82). 

Further Wisconsin research on status attainment processes has been 

abundant. (See: Sewell, Haller, and Ohlendorf, 1970; Haller and 

Woelfel, 1972; Haller and Woelfel with Fink, 1969; Gasson, Haller and 

Sewell, 1972). Naturally these also utilize the symbolic interaction 

perspective. Other researchers also use a symbolic interaction 

perspective. For example, Picou and Carter use a model similar to the 

Wisconsin model in their study of significant other influence and 

aspirations. They use a model which has both objective and 

social-psychological variables (1976). Curry and Picou speak of the 

interpretive process which individuals use in the development of 

occupational aspirations, expectations, and goal deflection (1971). One 

further example is Kerckhoff and Huff's study of parental influence on 

educational goals. Their model is also similar to the Wisconsin model 

(1974). 

The behavioral perspective is exemplified in the status attainment 

model developed by Blau and Duncan. The Blau-Duncan model approaches 

the behavioral perspective in that it does not have any symbolic 

structures or interpretive processes. It is a one-step process 

utilizing objective variables. Basically the model is concerned with 

how ascribed positions relate to ensuing attainment. The model is 
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situated so that parents' education and occupation directly influence 

both educational and occupational attainment. However, occupation is 

also indirectly influenced via educational attainment. Blau and Duncan 

found some significant direct effects, but their main finding was that 

the primary influence of parental positions on occupational attainment 

is indirect via educational attainment (Haller and Portes, 1973:56-57). 

It is felt that the causcil process needs to be investigated with the 

inclusion of social psychological aspects. Father's education brings 

with it a whole set of symbolic meanings attached to it which affect 

the attitudes and aspirations of the son (Haller and Portes, 1973:58). 

Two crucial restrictions of the Blau-Dunccin model are: 

(1) What are the mediating processes by v^ich parental 
status affects educational and, to a lesser extent, 
occupational attainment? 

(2) In what specific ways are mental ability and aca
demic performances related to status attainment? 
(Haller and Portes, 1973:58) 

The causal ordering of the variables shared by the Wisconsin model 

and the Blau-Duncan are the same. However, the Wisconsin model with 

its social psychological variables shows that the direct effects of 

parental status on educational and occupational attainments (found by 

the Blau-Duncan model) are entirely mediated by the intervening vari

ables, significant other influence, and the formation of status aspira

tions (Haller and Portes, 1973:62-65). 

Kerckhoff uses the Duncan model as his "point of departure" in his 

study on educational, family, and peer group influences on occupational 

achievement. Kerckhoff reports that his data is analyzed from the per

spective of the Duncan model (Kerckhoff, 1971:28). The 1968 Duncan 

model is an adaptation of the Blau-Duncan model v^ich also uses only 

objective variables (Kerckhoff, 1971:29-31). 

Background for Model Development 

Now that a brief review of the symbolic interaction and the 

behavioral perspectives and the two prominent status attainment models 
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have been presented , i t i s time to turn to the reversa l question 

addressed by t h i s s tudy. A p r inc ipa l problem in previous s tud ies i s the 

sequence of persons used in the interviewing process . Ei ther the chi ld 

i s interviewed and asked to repor t his perception of his pa ren t s ' 

e x p e c t a t i o n s , or the chi ld i s interviewed f i r s t , and the p a r e n t s , 

secondly. 

Sewell cind Shah (1968), for example, interviewed only the youths 

and based the paren ta l encouragement va r i ab l e on the youth 's percept ion 

of h i s p a r e n t s ' a t t i t u d e s about col lege p l a n s . Sewell, Hal ler , and 

Por tes (1969) interviewed only the youth and used a simple summated 

score of the youth ' s percept ion of h i s pa ren t s ' and t eache r s ' encour

agement and h i s f r i ends ' col lege p l a n s . Sewell, Haller and Ohlendorf 

interviewed only youths and used the same va r iab les as Sewell, Hal le r , 

and Por tes (1969) for the youth ' s repor t of encouragement. However, 

they used a d i f f e r en t technique to obtain the summated score and 

weighted index (1970:1025). Picou (1973) a lso interviewed only the 

youth and used the youth ' s perception of encouragement given by p a r e n t s , 

t e ache r s , and peers as the s i gn i f i c an t other v a r i a b l e . Also, Picou and 

Carter (1976) interviewed only the youth and used the youth ' s perception 

of pa ren ta l encouragement. 

In s tud ies where only youths have been interviewed, and where 

p a r e n t s ' expecta t ions are hypothesized to influence the you th ' s 

expec t a t i ons , i t i s d i f f i c u l t to assess t rue causal sequence. No 

cor rec t measure of p a r e n t s ' expectat ions e x i s t s . What e x i s t s i s 

a c t u a l l y the youth ' s percept ion of h i s pa r en t s ' expec ta t ions , cuid such 

f indings may be based on a s e l f - f u l f i l l i n g prophecy. To support t h i s 

segment, Kerckhoff and Huff found t ha t i t does make a difference v^ether 

you used "expressed goals of parent and chi ld" or " c h i l d ' s expressed 

goal and the c h i l d ' s r epor t of the parents goal" (1974:308). They found 

t h a t when perceived parent goals were used there was more evidence of 

p a r e n t a l inf luence (315) . 

That s t i l l leaves the problem brought about by in terviewing both 

pa ren t s and youth, but interviewing the youth p r io r to the p a r e n t s . For 

excimple, Kandel and Lesser (1969) interviewed s tudents p r io r to 

in terviewing t h e i r mothers . Kerckhoff (1971) interviewed the youth 
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p r i o r to p a r e n t s . Kerckhoff and Huff (1974) used the same data as 

Kerckhoff (1971). And, Woelfel and Haller (1971) interviewed s tudents 

p r i o r to p a r e n t s . By interviewing youth f i r s t , the semi-causal sequence 

of the p a r e n t s ' expecta t ions inf luencing the youth ' s expectat ions i s 

backwards. The e f fec t i s hypothesized to be from the parent to the 

c h i l d . In the above cases , the chi ld has been interviewed f i r s t which 

i s not cons i s t en t with the hypothesized sequence of e f f e c t . 

The Model 

Most of the studies cited above are based on a symbolic interaction 

perspective. Therefore, it is assumed that there is some sort of 

interpretive process occurring by the youth of his parents' expectations 

for him. Yet, since the semi-causcil effect has been reversed in the 

interviewing process, it poses the possibility that there is no 

interactional process taking place. This opens up the possibility that 

a behavioral process may be occurring. In this study the parents will 

be interviewed first then the child, correcting the reversal of this 

process as discussed previously. My hypothesis is that the symbolic 

perspective will explain more of the variance than the behavioral 

perspective. 

The model employed in this study is shown in Figure 1. The 

operationalization of the variables will be presented dLn the next 

chapter. The exogenous variables are socio-economic status of family 

and number of siblings of son. These are, of course, objective 

variables while the remainder of the variables are of a social-

psychological nature. One thing which makes this model unique from 

most, is the use of both parents' actual expectations and sons' 

perception of parents' expectations for him. This model attempts to 

assess the relative effects of parental expectations vs. son's 

perception of parenteil expectations on sons' educational expectations. 

This is based on the previous discussion of the behavioralist vs. 

symbolic (cognitive) literature cited earlier. 

If the behavioral process is the correct one, then the sons' 

perception of parents* educational expectations for him will not be 
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altered by the other contextual variables in the model. In the 

behavioral perspective, sons' perception of parents' educational 

expectations is merely recognition of v*iat parents expect the son to 

achieve educationally. 

If the sjmibolic interactionist process is the correct one, then it 

is expected that the sons' perception of parents' educational 

expectations for him will be adjusted by the contextual variables in the 

model. These contextual variables are expected to affect the sons' 

perception of parents' educational expectations and ultimately effect 

sons' own educational expectations. In the behavioral process, one 

would expect sons' educational expectations to be similar to parents' 

actual educational expectations for son. In the symbolic interactionist 

perspective, one would expect sons' educational expectations for self to 

be different than parents' educational expectations for son, but 

related. That is due to sons' adjustment of parents' educational 

expectations as it is affected by the contextual variables. For 

example, one would expect peers' college plans to have some effect on 

sons' perception of sons' parents' educational expectations. This input 

of the contextual variables goes into the interpretational process >*iich 

ultimately effects the sons' educational expectations for self. 

I expect the symbolic interactionist perspective to be supported by 

the findings. I expect the findings will show that there is an 

interpretational process, that son does not merely recognize or perceive 

what parents expect of him educationally, and son sets his expectations 

accordingly. The findings should support the concept that the sons' 

perception of parents' educational expectations is affected by other 

factors than just parents' actual educational expectations. It is at 

this point that an adjustment, an interpretational process, is made 

with the result that sons' educational expectations for self are 

affected. 



CHAPTER II 

METHODS 

Data collection took place in Olonulgee, Oklahcana, a city of 

approximately 17,000 (1970 census). The Okmulgee School System cited 

the Family Educational Rights and Privacy Act of 1974 as the reason 

they could not release the names, parents' names, or phone numbers, or 

I.Q. of the boys. Therefore, the names of the boys were obtained from 

the 1979 Torchlight Yearbook of Okmulgee High School. All white 

sophomore and junior boys' names were included in the sample. These 

boys would be juniors and seniors in the 1979-80 school year. The 

junior and senior classes were used as there were not enough white boys 

in the senior class. One hundered fifty three names were obtained, all 

of which comprised the sample size. 

Interviewing Procedures 

The goal of this study was to interview 125 white, upper class 

high school boys and both parents for each boy. White, upper class boys 

were selected because that is what much of the research in this area is 

based on (Kerckhoff and Huff, 1974; Picou, Curry, and Hotchkiss, 1976; 

Woelfel and Haller, 1971). The criterion of interviewing both mother 

and father was taken from Kerkchoff and Huff's (1974) study. Also, this 

was done to make the sample as homogeneous as possible, due to the small 

sample size. If both parents could not be interviewed, the boy's name 

was dropped. It should be noted that "both parents," means a mother and 

father present in the home. They do not necessarily have to be the 

boy's biological parents. 

The parents were interviewed by phone beginning the middle of 

December, 1979 through February, 1980. The parents were asked not to 

tell the boys they had been interviewed on the topic. It was suggested 

the parents discuss the topic as they normally would. Seventy four sets 

of parents were interviewed, which may not appear to be a very good 

percentage of 153 names. However, as noted above, the name was dropped 

if only one parent lived in the house. Also, no phone numbers were 

13 
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available, so the only alternative was to go through the phone book 

calling until the right "Johnson" was found, which was not always 

successful. Quite a number of names were dropped because a phone number 

could not be found. Once it was discreetly determined if there were two 

parents in the home, the interviewer kept calling until both parents 

were interviewed. Only a few said not to call back and interview the 

spouse. 

The list of the boys whose parents had been interviewed was taken 

to Okmulgee High School along with questionnaires. The principal had 

been contacted and had agreed to allow the interviewing of the boys with 

two stipulations. One, was that signed permission slips saying the boys 

could participate in the interviews would have to be obtained from the 

parents. Second, the school personnel would do the interviewing. This 

was agreed to and the principal was confident of completing a high per

centage of the interviews. He had the materials almost a month (March, 

1980) and it had become apparent that school personnel were not 

fulfilling their part of the agreement. 

So, a decision had to be made as to v^at to do: whether to go back 

to the school and try to get them to make good on their agreement; 

whether to try and get the boys together at a location away from the 

high school; or whether to interview them by phone. It was decided to 

interview the boys by phone. All 74 boys were interviewed during May, 

1980. 

Operationalization of the Variables 

The variables were operational!zed in the following manner. 

Sons' Educational Expectations for Self was measured by the question: 

Sometimes we cannot get what we want. Taking everything into consider

ation (your abilities, money available, grades, etc.) how much educa

tion do you really expect to get? Sons' Perception of Parents 

Educational Expectations for him was measured by the question: How far 

in school do you think your father/mother expects you to go? 

Sons' Academic Self Concept was measured by the following 

questions: 1) How do you rate yourself in school ability compared with 
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those in your grade? 2) How intelligent do you think you are com

pared with the other boys your age? 3) How good a reader do you think 

you are compared with other boys your age? (Choices for all three 

questions ranged from far above to far below average.) Sons' Perception 

of Peers' College Plans was measured by the cjuestion: Concerning your 

very close friends v^ich statement best describes them: (There were 

four choices ranging from just about all of my close friends are 

planning to go to college to none of my close friends are planning to go 

to college.) 

Parents' Educational Expectations for Son was measured by the 

question: Sometimes we cannot get what we want. Taking everything into 

consideration (your son's abilities, grades, money available, etc.), how 

much education do you really expect him to get? Parents' Occupational 

Expectations for Son was measured by the c^estion: Sometimes we cannot 

get what we want. Taking everything into consideration (your son's 

abilities, grades, money available, interests, opportunities, etc.), 

what job do you really expect your son to have most of his life? 

Number of Siblings of Son was obtained by asking the son: How 

many brothers and sisters (including step-brothers and step-sisters) do 

you have? Socio-economic Status of Family was measured by a composite 

of father's occupation, father's education, and mother's education. 

(See Appendix B for occupational categories.) 

Gordon's study (1971) was used as a reference to construct the 

questions for the questionnaire. The statistics used in this study were 

path analysis and regression. 

Expectations and Aspirations 

Although the dependent variable is educational expectations, 

there are included in the questionnaire questions dealing with educa

tional aspirations and occupational aspirations. There is confusion 

over the terminology of expectations and aspirations (See: Haller, 

1968; Haller and Portes, 1973; Kuvlesky and Bealer, 1966; Picou, Curry, 

and Hotchkiss, 1976). Kerckhoff and Huff (1974) found that which term 

was used affected the outcome of parent-child agreement. The outcome 
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was weaker on parent-child agreement when the term wishes, rather than 

expectations, was used. 

. . . the boy's view of v*iat his parents "wanted" agreed 
more with their expectations than with their wishes. Thus, 
if the parents' goals are influencing the son's goals, the 
expectations measure seems to have a better chance of demon
strating it. (Kerckhoff and Huff, 1974: 312) 

For this study, expectations and aspirations are defined in the 

following way. Educational expectations are educational goals which one 

anticipates he will attain, OR which the parent anticipates the son will 

attain. Educational aspirations are educational goals v^ich one desires 

or wishes to attain OR which the parent desires or wishes the son to 

attain. Curry and Picou's (1971) study was helpful in defining these 

two measures. 

Weaknesses of the Study 

As with all research endeavors, there are weaknesses in this 

study. First, in most models of this nature there is a measure of 

sons' I.Q. Due to the Family Educational Rights and Privacy Act of 

1974, an I.Q. measure was unavailable. Some measure of sons' academic 

performcuice was also unavailable due to the same reason. Some compen

sation for sons' academic performance was made by the variable. Sons' 

Academic Self Concept. Granted, the I.Q. measure is an important 

variable. Studies show that there is reasonable cause to assume that 

sons* I.Q. plays a role in sons' educational attainment (Sewell, Haller, 

and Portes, 1969; Kerckhoff, 1971). It is felt, however, that leaving 

this variable out is not crucial. Another weakness of the study is the 

sample size. As noted earlier, the goal was to interview 125 boys and 

sets of parents. The actual number was 74. That is something which one 

does not like but accepts, and hopes the sample size is large enough to 

give credibility to the study. 



CHAPTER I I I 

FINDINGS 

T a b l e I 

Table I simply lists the variables and gives the means, 

standard deviations, and number of cases for each variable. 

Table I; Means and Standard Deviations of Variables 

Variable 
XI 
X2 
X3 
X4 
X5 
X6 
X7 
X8 

Table II 

Mean 
8.392 
8.284 

49.999 
1.716 
7.884 
50.879 
2.586 
52.019 

Standard Deviation 
2.073 
1.922 
6.067 
0.914 
1.836 

23.159 
1.546 
14.033 

N 
74 
74 
74 
74 
73 
62 
70 
65 

Table II is a reduced form model establishing total causal 

effects on variables X4 through XI. These variables are sequentially, 

beginning with X4, sons' perception of peers' college plans, sons' 

academic self concept, sons' perception of parents' educational 

expectations for him, and sons' educational expectations for self. For 

the effects of the number of siblings and the socio-econcwiic status of 

family, beginning with sons' perception of peers' college plans, it is 

found that plans of siblings tend to reduce the perception of peers' 

attending college much more substantially than socio-economic status 

raises that perception. Of the two, number of siblings has the dominant 

effect. 

17 
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Table II; Reduced Form Models (Exogenous Variables only) 

I n d e p e n d e n t o r 

Exogenous V a r i a b l e s 

X7 

X8 

Endogenous 

X4 

- . 3 4 4 

.191 

and 1 

X3 

- . 1 6 0 

.383 

Dependant 

X2 

- . 1 2 0 

.271 

V a r i a b l e s 

XI 

- . 2 4 0 

.272 

R^ .115 .133 .051 .091 

With the other three variables, X3, X2, and XI, socio

economic status, in terms of its total causal effect is greater than 

that of the nxmber of siblings. In case of sons' academic self concept 

and sons' perception of parents' educational expectations for him, the 

difference is substantial. In the case of sons' educational 

expectations for himself the difference is modest. In all cases the 

direction of the effect is opposite. The relationship between the total 

causal effect of number of siblings on each of these variables being 

inverse and the effect of socio-economic status on each of these 
2 

variables being direct. In all cases, by looking at the multiple R 

it is found that the total causal effect is modest in terms of its 

explained variance. They range from a maximum of 13.3% for the effect 

of the two exogenous variables on sons' academic self concept to a low 

of 5.1% in terms of the effect on sons' perception of parents' 

educational expectations for him. This then will allow estimation of 

the degree to which these variables, X4, X3, X2, and XI, absorb the 

effects of X7 and X8 on subsequent variables. 

Table III 

Table III is a reduced form model of the effects of all prior 

variables except X2, sons' perception of parents' educational 

expectations for him. The set of variables X3 through X8 have a 

moderate effect on XI which is sons' educational expectations for 

himself. The multiple R^ shows that 58.8% of the variance of sons' 

educational expectations for himself have been explained. Of these 
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variables, X6, which is parents' occupational expectations for son, has 

the dominant or the largest effect on sons' educational expectations for 

self. This is a first hint as to the answer to the c^estion with which 

this study began. That is, that sons' educational expectations for self 

is to some degree, perhaps to a large degree, a product of interpreta

tion rather than a direct stimulus-response reaction, as was expected. 

Table III; Reduced Form Models (Exogenous and First State 

Endogenous Variables as Predictors) 

Independent/ Endogenous/Dependent 
Endogenous Variables Variables 

XI 

X3 .158 

X4 .241 

X5 .172 

X6 .375 

X7 -.025 

X8 -.031 

R^ .588 

Occupational expectations for son has almost two and a half 

times the effect on sons' educational expectations for self than 

parents' educational expectations for son has, as a direct effect 

unmediated by sons' perception of parents' educational expectations. 

Also, sons' perception of peers' college plans has a stronger effect on 

sons' educational expectations than parents' educational expectations 

for son have as a direct effect in this reduced form model. Again, this 

suggests some form of interpretation by which the student arrives at 

educational expectations for himself. It might be further noted that 

the effect of both number of siblings and socio-economic status on sons' 

educational expectations for self, when controls have been introduced 

for variables X3 through X6, has become statistically zero. This leads 

in the direction of inference that there is some basis for the model. 

The reader is reminded at this point that in the reduced form model 

without these intervening variables, the exogenous variables exhibited 



20 

statistically significant effects on sons' educational expectations for 

self. Also, there is a substantial increase in the explained variance 

in sons' educational expectations in the Table III model as compared to 

the reduced form model of Table II. The substantial increase is not to 

be interpreted as an increase of indirect effects but the increase in 

explained variance added by the inclusion of the four variables X3 

through X6 which have been introduced into the model. 

Table IV 

Looking at the full model. Table IV, there is initial evi

dence for an interpretive process on the part of son in setting his 

educational expectations for himself. There is also initial evidence of 

some degree to which the effects of number of siblings and socio

economic status have their effects absorbed by intervening variables, 

mainly the variables of sons' academic self concept, sons' perception of 

peers' college plans, parents' educational expectations for son, and 

parents' occupational expectations for son. 

Table IV; Complete Model of Educational Expectations of Sons (XI) 

Independent/ Endogenous/Dependent Variables 
Endogenous 
Variables X6 X5 X4 X3 X2 XI 

Perception of 
Parents' Expec- .440 
tations (X2) 
Academic Se l f 
Concept (X3) .063 .131 
Peers' College 
Plans (X4) .198 .154 
Parents' Educa
tional Expecta-
tions (X5) .117 .267 .072 .141 
Parents' Occu
pational Expec-
tations (X6) .482 .313 .441 .181 
Number of Sib-
lings (X7) -.235 
SES (X8) .362 

R^ .140 .098 .373 .364 .386 .701 

- . 1 1 2 
.349 

- . 2 1 8 
.023 

- . 0 5 7 
.176 

.070 

.024 
- . 0 5 5 

.042 
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In Table IV one begins to look at the independent effects of 

exogenous variables on the other variables that follow. Limitations of 

the model need to be recognized here. That is, traditional models of 

status attainment have included measures of intelligence quotient and 

some measure of academic performance, (either in the form of grade point 

average or academic standing within class), which this model does not 

contain. Recognizing those limitations, interpretation of the effect, 

first of the exogenous variables, number of siblings and socio-economic 

status on the parents' expectations for son is made in a direct fashion, 

the absence of ceteris parabus given. In both cases, of the two 

variables economic status is the stronger effect in setting the level of 

expectations that parents' hold for their children. Particularly in the 

case of parents' educational expectations for son, socio-economic status 

has a substantially stronger direct effect than number of siblings has 

as an inverse effect. This is interpreted to mean that parents 

apparently set their levels of expectations for their children more on 

the basis of their own socio-economic achievement than they do on the 

size of family. 

The fact that number of siblings has a stronger negative effect 

on parents' occupational expectations for son than it has on parents' 

educational expectations for son seems, at first glance, problematic. 

Parental economic wherewithal would seem to be more important in long 

term educational achievement than in long term occupational achievement. 

One possiblity is that the model is not as well specified as one would 

like. Parents set their expectations in terms of occupational and 

educational achievement for their children not independently of one 

another but in a reciprocal fashion. However, the mathematics of 

estimating such a model with only cross-sectional data becomes 

problematic and so one has to live with the interpretation at this 

point. It should be recognized, however, that such an interpretation 

may in fact be problematic and erroneous. The correct relationship 

among these variables will have to await longitudinal data which will 

allow for more nearly correct specification levels of the process 

whereby parents come to set these expectations levels for their 

children. 
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The perceptual variables, X3 and X4, v^ich are sons' academic 

self concept and sons' perception of peers' college plans, shows the 

dominant source of effect or the strongest determinant of the mechanism 

whereby the son comes to perceive the levels of peers' college plans and 

to perceive one's own ability academically tends to be determined by 

expectation states which parents hold out for children. More specifi

cally, parents' occupational expectations tend to be, of those variables 

included, the primary determinant of the child's perception of academic 

self concept as well as his perception of peers' college plans. In both 

cases the higher the expectational level of parents the greater the 

academic ability the child tends to perceive in one's self and the 

larger the number of peers one tends to perceive planning to attend 

college. Looking specifically at sons' perception of peers' college 

plans, the second strongest effect in absolute value, is one's fcunily 

size. The third strongest of the four is parents' educational 

expectations. Finally, socio-economic status seems to have statis

tically no effect, having controlled for these other three variables. 

Turning to sons' academic self concept, or perception of one's academic 

ability relative to one's peers, both educational and occupational 

expectations of parents are the primary determinants of one's percep

tion of one's own ability with socio-economic status being in third 

position and in this case family size seeming to have essentially a zero 

effect on those levels. 

Attention is now focused on the last of the intervening 

variables, sons' perception of parents' educational expectations for 

self. The process begins to unfold auid the argumentation v^ich was 

suggested earlier to be strengthened, in that sons' perception of 

parents' educational expectations is little if any effected 

independently and directly by parents' educational expectations. The 

strongest effect is parents' occupational expectations for son. The 

second strongest effect and the only one of the group that is with some 

assurance non-zero statistically, is the sons' perception of peers' 

college plans. The fact that the son perceives parents' educational 

expectations, or bases his perception of parents' educational expec

tations primarily on these two factors, do provide evidence or a basis 
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for inferring that this perception is an inferential process whereby 

the son is interpreting the meaning of those expectations held out by 

parents, rather than directly incorporating the expectations per se. 

Looking at the explained variance of this particular variable there 

is a modest amount of variance explained, in that 38.6% of the 

variance of the dependent variable is explained by this particular 

set of variables. 

Finally, turning to the ultimate dependent variable in the 

model, sons' educational expectations for self, one finds as 

hypothesized that sons' perception of parents' educational 

expectations is the primary determinant of sons' educational 

expectations for self. It is nearly three times as strong as the 

next strongest effect. Having controlled for sons' perception of 

parents' educational expectations as well as the other factors in the 

model, parents' educational expectations are the fourth strongest 

effect in sons' expectations for self. Following sons' perception of 

parents' educational expectations, the strongest direct effects are 

parents' occupational expectations and peers' college plans. A 

moderate to strong explained variance has been achieved in that the 
2 

multiple R explains 70.1% of the total variance of the dependent 

variable. Having examined total causal effects in the reduced form 

models and the direct causal effects in terms of the full model of 

the development of the childs' educational expectations for self, 

attention is focused on an examination of indirect effects. The 

reader is reminded that it is at this point that one begins to assess 

the degree to which one in fact has a model. In those cases v^ere 

the direct effect of a particular prior variable in the causal 

sequence is not reduced by subsequent variables, that is, the direct 

causal effect equals approximately the total causal effect, one is 

inclined to think this is not a model of causal sequences. In those 

cases where there is moderate to substantial reduction in the total 

causal effect or a substantial amount of the effect that is indirect 

through subsequent causal variables one begins to believe some 

approach to a correct model has been achieved. 
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Table V: Disaggregation of Causal Effects 

Variable Effected 
and Type of Effect X3 

Endogenous and Exogenous Variables 
X4 X5 X6 X7 X8 

X4; Direct 

Through X5 & X6 

Total 

-.218 -.023 
(63.3%) (-12.0%) 
-.126 .215 

(36.7%) (112.0%) 
-.344 .192 

X3:Direct 

Through X5 & X6 

Total 

-.057 -.176 
(35.6%) (46.1%) 
-.103 .206 
(84.4%) (53.9%) 
-.160 .382 

X2:Direct 

Through X3 & X4 

Through X5 & X6 

Through X3-X6 

Total 

.072 .441 .070 .024 
(64.3%) (79.3%) (41.9%) (8.9%) 
.040 .115 -.047 .006 

(35.7%) (20.7%) (-28.1%) (2.2%) 
.112 .185 

(67.1%) (68.3%) 
.097 .247 

(58.1%) (91.1%) 
.112 .556 .167 .271 

X I ; D i r e c t 

T h r o u g h X2 

T h r o u g h X3 & X4 

T h r o u g h X2-X4 

T h r o u g h X5 & X6 

T h r o u g h X3-X6 

T h r o u g h X2-X6 

T o t a l i n d i r e c t 

T o t a l 

. 1 3 1 
( 3 2 . 4 % ) 

. 0 2 8 
( 1 7 . 6 % ) 

— 

— 

— 

— 

-

— 

. 1 5 9 

. 1 5 4 
( 6 3 . 9 ) 

. 0 8 7 
( 3 6 . 1 % ) 

— 

— 

— 

— 

— 

— 

. 2 4 1 

. 1 4 1 
( 5 7 . 8 % ) 

. 0 3 2 
( 1 3 . 1 % ) 

. 0 5 3 
( 2 1 . 7 % ) 

. 0 1 8 
( 7 . 4 % ) 

^ 

"• 

— 

. 1 0 3 
( 4 2 . 2 % ) 

. 2 4 4 

. 1 8 1 
( 3 3 . 5 % ) 

. 1 0 4 
( 3 5 . 9 % ) 

. 1 1 5 
( 2 1 . 3 % ) 

. 0 5 1 
( 9 . 4 % ) 

^ 

^ 

^ 

. 3 6 0 
( 6 6 . 5 % ) 
. 5 4 1 

- . 0 5 5 
( 4 5 . 6 % ) ( 

. 0 3 1 
( - 2 6 . 3 % ) 

- . 0 3 4 
( 2 8 . 8 % ) 

- . 0 2 1 
( 1 7 . 8 % ) 

- . 0 5 8 
( 4 9 . 1 % ) 

. 0 3 3 
( - 2 8 . 0 % ) 
- . 0 1 4 

( 1 1 . 9 % ) 
- . 0 6 3 

( 5 3 . 4 % ) 
- . 1 1 8 

- . 0 4 2 
: - 2 0 . 9 % ) 

. 0 1 1 
( 5 . 5 % ) 

. 0 3 0 
( 1 4 . 9 % ) 

. 0 0 3 
( 1 . 5 % ) 

. 1 1 5 
( 5 7 . 2 % ) 

. 0 6 0 
( 2 9 . 8 % ) 

. 0 2 4 
( 1 1 . 9 % ) 

. 2 4 3 
( 1 2 0 . 9 % ) 

. 2 0 1 
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Table V 

Examining the results presented in Table V, one finds that 

parents' educational and occupational expectations for son absorb 

approximately 36% of the total causal effect of number of siblings on 

sons' perception of peers' college plans. Put differently, the bulk of 

the effect of number of siblings on sons' perception of peers' college 

plans is a direct effect. This suggests other variables involved in the 

process or possibly misspecification of the causal sequence in this 

case. 

Nearly all of the effect of socio-economic status on sons' 

perception of peers' college plans by parents' expectations is in fact 

absorbed. In this case there seems to have been achieved a reasonably 

accurate specification of sequence. Turning to sons' academic self 

concept as a dependent variable, parents' educational and occupational 

expectations operate to absorb a substantial amount of the effect of the 

nimiber of siblings on sons' academic self concept (84.4%) and over half 

of the effect of socio-economic status (53.9%). In this case, while 

recognizing that there may be sampling error, particularly with a small 

sample, some reasonable modeling properties appear to have been achieved 

at this point. 

One moves then to the next stage of the model and looks at sons' 

perception of parents' educational expectations as a dependent variable. 

Turning first to the effect of parents' educational expectations on sons' 

perceptions of educational expectations, one finds that a substantial 

bulk of the effect is a direct causal effect. That is, neither sons' 

perception of peers' college plans or sons' academic self concept 

substantially intervene between parents' educational expectations for son 

and sons' perception of those expectations. At this point, it would seem 

that there is an argument for the behavioralist perspective. However, of 

those direct effects on sons' perception of parents educational 

expectations, parents' actual educational expectations is the third 

largest effect and a rather weak one in that case. Also, parents' 

occupational expectations impinge on sons' perception of parents' 

educational expectations directly rather than through the intervening 

variables of sons' perception of peers' college plans and academic self 

concept. Suggesting at this point, that perhaps there is 
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a misspecification of the causal sequence. It is possible, indeed from 

this data even probable, that the two variables, sons' perception of 

peers' college plans and sons' academic self concept, simply do not 

intervene between parents' educational expectations for son and sons' 

perception of those educational expectations. 

The majority (58.1%) of the causal effect of the niamber of 

siblings on sons' perception of parents' educational expectations is 

indirect. Of the sources of indirect effect, the primary source of 

absorption of the effect of number of siblings is in fact parents' 

educational and occupational expectations. This suggests that number of 

siblings operates on sons' perception of parents' expectations by 

setting the levels of expectations that parents hold for their 

children. 

When looking at the effect of socio-economic status on sons' 

perception of parents' educational expectations, one finds that the 

large majority (91.1%) of the total causal effect is indirect. As in 

the case of number of siblings, the primary source of absorption is 

parents' actual expectations. This suggests a similar mechanism to that 

noted with number of siblings. That is, parents' expectations for son 

are adjusted to their socio-economic wherewithall. Those expectations 

in turn impinge directly on sons' perception of educational expectations 

from parents. 

When one analyzes the ultimate dependent variable, breaking down 

effects into direct and indirect, the following results are obtained. 

Looking first at the effects of the perceptual variables, sons' 

perception of peers' college plans and sons' academic self concept, one 

finds that the effect on sons' educational expectations for self are 

primarily direct. Sons' perception of parents' educational expectations 

does not cdDSorb a substantial amount of the total causal effect of 

either of these variables. Given that they too are perceptual 

variables, it is perhaps reasonable to consider in the future placing 

them in the same causal stage in modeling. Given this lack of 

absorption, if there is a process intervening between the sons' setting 

of his educational expectations and his perception of peers' college 

plans and academic self concept, it has not been adequately specified 

in this model. 
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Now turning to the effect of parents' educational and 

occupational expectations and their causal effect on sons' educational 

expectations for self, one finds that parents' educational expectations 

has the bulk of its causal effect as a direct effect. This lends at 

least some support to the behavioralist model. The amount of that 

causal effect v*iich is direct is 57.8%. Again the reader is reminded 

that this total causal effect is not the strongest of those effects on 

the setting of sons' educational expectations. 

Parents' occupational expectations, on the other hand, have 

nearly two-thirds of their total causal effect on sons' educational 

expectations absorbed by the intervening perceptual variables of sons' 

perception of parents' educational expectations, sons' academic self 

concept, and sons' perception of peers' college plans. The bulk of that 

indirect causal effect is operating through sons' perception of parents' 

educational expectations, or sons' perception of educational 

expectations held by parents. This suggests, that the interactionist 

model also has applicability in the development of one's perception of 

their social world. 

It appears at this point, that the model suggests that the 

"through put" that occurs when an individual interprets objects such as 

expectations to themselves, is a "through put" that is adjusted to 

expectations or factors that are outside the direct realm in which the 

object of interpretation is set. Hence, there is the effect of parents' 

occupational expectations being the strongest r'irect affect on sons' 

perception of parents' educational expectations and the bulk of parents' 

occupational expectations as they effect sons' educational expectations 

for self operating through sons' perception of parents' educational 

expectations, arguing strongly for the interpretive perspective. 

Looking at the effect of the exogenous variables on sons' 

educational expectations for self, one finds a majority of the total 

causal effect is indirect. The number of siblings, it is a slight 

majority (53.4%) with the bulk of that indirect causal effect operating 

through the perceptual variables of academic self concept and 
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perception of peers' college plans and through a combination of those 

perceptual variables and parents' educational expectations for son. In 

the case of economic status, a large majority of its causal effect is 

indirect, with the bulk of that indirect effect operating through 

parents' educational expectations. 



CHAPTER IV 

SUMMARY AND CONCLUSIONS 

Recent status attainment models are based either on a 

behavioral or a symbolic interactionist perspective. The purpose of 

this study was to intensely test the relative explanatory power of each 

of these perspectives. Noting the reversal of the interviewing process 

of parents and child, the possibility has been raised that confusion 

surrounding status attainment research using both perspectives might be 

remedied by correct sequence of parents-son interviews. 

Therefore, in this study the parents were interviewed prior to the 

sons. A status attainment model was developed (see Figure 1) which 

contains parents' educational expectations for son and the sons' per

ception of the parents' educational expectations for him. This model 

allows one to determine which perspective, (symbolic or behavioral), 

best explains the major proportion of the variance in sons' educational 

expectations. 

This study found, as seen in Table IV, that the variables, sons' 

perception of parents' educational expectations for him (X2), was little 

if any effected independently and directly by parents' educational 

expectations for son (X5). The strongest effects on sons' perception 

of parents' educational expectations were found to be parents' occupa

tional expectations for son (X6), and sons' perception of peers' college 

plans (X4). It was also found, as hypothesized, that sons' perception 

of parents' educational expectations for him (X2) was the primary 

determinant of sons' educational expectations for self (XI). A moderate 

to strong explained variance was achieved, in that 70.1% of the total 

variance of the dependent variable, sons' educational expectations for 

self (XI) was explained. 

As was seen in Table V, the bulk of the causal effect of parents' 

educational expectations for son (X5) on sons' educational expectations 

for self (XI), was a direct effect (57.8%). However, parents' occupa

tional expectations for son (X6) had nearly two-thirds (66.5%) of its 

29 



30 

total causal effect on sons' educational expectations for self (XI) 

absorbed. The bulk of that indirect causal effect was found to be 

operating through sons' perception of parents' educational expectations 

for him. 

Conclusions 

In terms of the model, there is support for both the behavioral 

and symbolic interactionist perspectives. However, it is felt that 

support for the behavioral perspective is not as strong. As seen in 

Table V, the bulk of the causal effect of parents' educational expecta

tions for son on sons' educational expectations for self was a direct 

effect (57.8%). Even though this variable is not the strongest of those 

effects on the setting of the sons' educational expectations for self, 

it does lend at least some support to the behavioral perspective. 

However, parents' occupational expectations for son had nearly two-

thirds (66.5%) of its total causal effect on sons' educational expecta

tions for self absorbed. The bulk of that indirect causal effect was 

found to be operating through sons' perception of parents' educational 

expectations for self. Parents' occupational expectations affect the 

way son perceives his parents' educational expectations and this 

variable affects the sons' educational expectations for self. 

Therefore, even though parents' educational expectations for son is a 

direct effect on sons' educational expectations for self, there appears 

to be a process of interpretation. The reader is reminded that 42.2% of 

the effect of parents' educational expectations for son on sons' educa

tional expectations is indirect. Sons' perception of the levels of 

educational expectations that parents hold for them is affected by 

parents' occupational expectations. This, of course, supports the 

symbolic interactionist perspective. 

Referring to the results of Table IV, the primary effects on sons' 

perception of parents' educational expectations was found to be the 

contextual variables of parents' occupational expectations for son and 

sons' perception of peers' college plans. This strengthens the symbolic 

interactionist perspective. Since the son bases his perception of 
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parents' educational expectations primarily on these two contextual 

factors (parents' occupational expectations for son and sons' perception 

of peers' college plans), this provides a basis for inferring that an 

interpretational process is occurring. The son is interpreting the 

meaning of the expectations held out by parents, rather than incor

porating the expectations directly. This supports the symbolic inter

actionist perspective in that son is not merely recognizing parents' 

educational expectations for him, but he adjusts his perception of those 

expectations to other factors. From the findings, it can be seen that 

there is much stronger support for the symbolic interactionist 

perspective. 

One possibility for the large impact of parent's occupational 

expectations on sons' perception of parents' educational expectations, 

is that the sons' perception of his parents' educational expectations 

are greatly affected by the parents' occupationcd expectations. Put 

another way, perhaps parents when they hold out expectations, are more 

concerned with "job" and see education only as a "means" to this job. 

Perhaps parents talk "job" to the son and talk about education as a 

means to reach this expectation. Therefore, the sons' perception of 

parents' educational expectations for him is going to be greatly 

affected by his perception of this occupational expectation for him. 

Suggestions for Future Research 

There were several times when the perceptual variables, sons' 

perception of peers' college.plans and sons' academic self concept, did 

not intervene as anticipated. Neither one of these perceptual variables 

substantially intervene between parents' educational and occupational 

expectations for son and sons' perception of parents' educational 

expectations for him. Possibly, sons' perception of peers' college 

plans and sons' academic self concept simply do not intervene as was 

expected. On the other hand, perhaps the causal sequence has been 

misspecified. In looking at sons' educational expectations for self, it 

is found that sons' perception of peers' college plans and sons' 

academic self concept is a direct effect and does not operate through 
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sons' perception of parents' educational expectations. If there is a 

process intervening between the sons' setting of his educational expec

tations and his perception of peers' college plans and his academic self 

concept, it is not adequately specified. Perhaps in the future, since 

they too are perceptual variables, one might consider placing them in 

the same causal state in modeling. 

Future studies might also include an intelligence score. Also, 

future studies might strive to deal with a larger sample size. This 

study had hoped to have a sample size of 125, which was not fulfilled. 

A worthy endeavor would be to compare urban and rural settings. It is 

possible that peers' college plans might not have the effect in a rural 

setting that it does in an urban setting. 

Relevance of Findings for School Administration 

Since it appears that the symbolic perspective has credibility, 

there will be a brief discussion of how this has relevance for helping 

children with their educational goals. It is felt that significant 

others can be utilized as change agents. Significant other influence is 

an opportunity in the educational process to have an impact upon the 

individual's educational objectives. Pinkerton and Miller (1972) have 

used significant others as change agents in "therapeutic" situations. 

To go one step further, Henjum and Rathney (1969) found that parents 

apparently follow through on specific suggestions given them by school 

personnel. 

It is felt that in order to have a meaningful program to implement 

inputs by significant others, and specifically parents, that parents 

need to become involved in their child's education. One suggestion is 

for the school and community to work more closely together. Issues 

which they could work on together range from curriculum, classroom size, 

and quality of education to integration, which schools to close, and 

community input on where to build new schools. 

Parents need to be involved with their own child's education. They 

need to be made aware that they should not rely entirely on school per

sonnel in helping their children with career and education decisions. 
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Some parents do not seem to realize the influence they can have and the 

lack of influence teachers and counselors have (Curry, et al., 1975). 

Parents should help their children choose elective courses, look at 

career opportunities together, and look over college brochures together. 

Obviously, some parents do this. For those parents who do not, schools 

and school counselors need to develop meaningful and workable programs 

aimed to get those parents involved in their child's educational and 

occupational goals. Perhaps one possibility for counselors to get 

parents involved is to have more ready access to materials and 

information about occupations and for counselors to be more available. 

Also, perhaps some sort of small group or even one-on-one parent/teacher 

conference could be of help, not only to give out information, but to 

also let parents know how important they are in their child's educa

tional process. Schools talk of always reaching for better education, 

and parents can be a tool for schools to help achieve better education. 

It is obvious that the challenge is there for both parents and 

counselors. 
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APPENDIX A: QUESTIONNAIRES FOR STUDY 

Questionnaire No. 

Family bJo. 

(Note: Family number is 4 digits as 
follows: l=son 

2=father 
3=mother 

followed by same 3 digits for 
each family. 

QUESTIONNAIRE FOR HIGH SCHOOL SENIOR BOYS 
i 

1 . F i r s t , I ' d l i k e t o know how many b r o t h e r s and s i s t e r s ( i n c l u d i n g 
s t e p - b r o t h e r s and s t e p - s i s t e r s ) you h a v e : 

(WRITE ACTUAL NUMBER) 

Now I ' d l i k e t o know a b o u t your p a r e n t s ' e d u c a t i o n . 

2 . What was t h e h i g h e s t g r a d e c o m p l e t e d by your f a t h e r ? 

1. grades 0-3 

2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate work 
11. Master's degree (M.A., M.S.) 
12. some graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

What was the highest grade completed by your mother? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate , 
6. some vocational-technical school 
7. graduate of vocational-technical school 
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8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate college 
11. Master's degree (M.A., M.S.) 
12. some graduate work after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

Now I'd like to ask about your parents' feelings about your schooling and 

future work. For example, how would you answer the following statements: 

4. In general, my father has: 

1. strongly discouraged me from going to college 

2. discouraged me from going to college 
3. has not influenced me one way or the other concerning college 
4. encouraged me to go to college 
5. strongly encouraged me to go to college 

5. In general, my mother has: 

1. strongly discouraged me from going to college 
2. discouraged me from going to college 
3. has not influenced me one way or the other concerning college 
4. encouraged me to go to college 
5. strongly encouraged me to go to college 

6. How far in school do you think your father expects you to go? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 

8. some college 
9. graduate of college (B.A., B.S.) 

10. some graduate work 
11. Master's degree (M.A., M.S.) 

7. 

12. some graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

How far in school do you think your mother expects you to go? 

1. grades 0-3 
2. grades 4-6 « 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
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8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. some graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

Now I'd like to ask some questions about you. 

8. How do you rate yourself in school ability compared with those in 
your grade? (READ RESPONSES) 

1. far above average 
2. above average 
3. slightly above average 
4. slightly below average 
5. below average 
6. far below average 
9. not ascertained 

9. How intelligent do you think you are, compared with the other boys 
your age? (READ RESPONSES) 

1. far above average 
2. above average 
3. slightly above average 
4. slightly below average 
5. below average 
6. far below average 
9. not ascertained 

10. How good a reader do you think you aire, compared with other boys your 
age? (READ RESPONSES) 

1• far above average 
2. above average 
3. slightly above average 
4. slightly below average 
5. below average 
6. far below average 
9. not ascertained 

11. Concerning your very close friends, which statement best describes 
them: 

1. just about all of my close friends are planning to go to col
lege 

2. about half of my close friends are planning to go to college _ 
3. only a few of my close friends are planning to go to college _ 
4. none of my close friends are planning to go to college 
9. not ascertained 
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Now, I'd like to ask a few questions about your educational plans. 

12. If you were completely free to get any amount of education you wanted, 
how much would you get? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. some graduate work after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

13. Considering the amount of education you would like, how much will you 
actually try to get? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. some graduate work after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

14. Sometimes we cannot get v^at we want. Taking everything into 
consideration (your abilities, money available, grades, etc.), how 
much education do you really expect to get? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
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1 1 . M a s t e r ' s d e g r e e (M.A. , M.S . ) 
12. some graduate school a f t e r mas te r ' s degree 
1 3 . D o c t o r a t e o r e q u i v a l e n t d e g r e e ( P h . D . , M.D. , O.D.) 

1 5 . I f you were c o m p l e t e l y f r e e t o work a t any o c c u p a t i o n i n t h e w o r l d , 
what would y o u r l i f e t i m e j o b be? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

1 5 a . For t h i s j o b , would you be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
S e l f - e m p l o y e d 
Employed by someone e l s e 

1 6 . C o n s i d e r i n g t h e j o b you would l i k e t o h a v e , what j o b w i l l you a c t u a l l y 
t r y t o g e t a s y o u r l i f e t i m e work? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

1 6 a . For t h i s j o b , would you be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
Self-employed 
Employed by someone else 

17. Sometimes we cannot get what we want. Taking everything into 
consideration (your abilities, grades, interests, opportunities, money 
available, etc.), what job do you really expect to have most of your 
life? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

17a. For this job, would you be self-employed or employed by someone 

else? 
Self-employed 
Employed by someone else 

18. What job do you think your father wants you to have as a lifetime 
occupation? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 
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1 8 a . For t h i s j o b , would you be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
S e l f employed 
Employed by someone e l s e 

1 9 . What j o b do you t h i n k your mo the r wan t s you t o have as a l i f e t i m e 
o c c u p a t i o n ? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

1 9 a . For t h i s j o b , would you be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
S e l f - e m p l o y e d 
Employed by someone e l s e 

THANK YOU 
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Question No. 

Family No. 

(Note: Family number is 4 digits as 
follows: 1-son 

2-father 
3-mother 

followed by same 3 digits for 
each family. 

QUESTIONNAIRE FOR MOTHER/FATHER 

Introduction 

F i r s t , I ' d l i k e to ask you some quest ions about your son 's education; 

1. If your son were completely free to get any amount of education you 
wanted him t o , how much would you l i ke to see him get? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. some graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 
99. not ascertained 

2. Considering the amount of education you desire your son to get, how 
much do you think he will actually try to get? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 

10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. some graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 
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3. Sometimes we cannot get what we want. Taking everything into 
consideration (your son's abilities, grades, money available, etc.), 
how much education do you really expect him to get? 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 

grades 0-3 
grades 4-6 
grades 7-9 
grades 10-11 
high school graduate 
some vocational-technical school 
graduate of vocational-technical school 
some college 
graduate of college (B.A., B.S.) 
some graduate school 
Master's degree (M.A., M.S.) 
scatie graduate school after the master's degree 
Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

4. Have you ever put pressure on your son to do better in school or to go 
farther in school? 

No (SKIP TO Q.5) 

Yes 

(IF YES) 

4a. Which one? 

4b. What sort of pressure was it? 

Now, I'd like to ask a few questions about your son's future occupation 

5. If your son were completely free to work at any occupation in the 
world, what would you like his lifetime job to be? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

5a. For this job, would he be self-employed or employed by someone 
else? 
Self-employed 
Employed by someone else 
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6 . C o n s i d e r i n g t h e j o b you d e s i r e your son t o h a v e , what j o b do you t h i n k 
he w i l l a c t u a l l y t r y t o g e t a s h i s l i f e t i m e work? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

6 a . For t h i s j o b , would he be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
S e l f - e m p l o y e d 
Employed by someone e l s e 

7 . Somet imes we c a n n o t g e t what we w a n t . Tak ing e v e r y t h i n g i n t o 
c o n s i d e r a t i o n , ( y o u r s o n ' s a b i l i t i e s , g r a d e s , money a v a i l a b l e , 
i n t e r e s t s , o p p o r t u n i t i e s , e t c . ) , what j o b do you r e a l l y e x p e c t your 
son t o have m o s t of h i s l i f e ? 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

7 a . For t h i s j o b , would he be s e l f - e m p l o y e d o r employed by someone 
e l s e ? 
S e l f - e m p l o y e d 
Employed by someone e l s e 

Now, I h a v e a few q u e s t i o n s cibout y o u . 

8 . What i s y o u r p r e s e n t o c c u p a t i o n ? ( s p e c i f y t h e k ind of w o r k — i f 
u n e m p l o y e d , r e t i r e d , o r a h o u s e w i f e v^o h a s worked o u t s i d e t h e 
h o m e — i n d i c a t e t h e l a s t j o b h e l d ? ) 

(GET VERY SPECIFIC ANSWER FOR CODING PURPOSES) 

8 a . Are you s e l f - e m p l o y e d o r do you work f o r someone e l s e ? 
S e l f - e m p l o y e d 
Employed by someone e l s e 



9 . How much s c h o o l i n g have you ccxnpleted? 

1. grades 0-3 
2. grades 4-6 
3. grades 7-9 
4. grades 10-11 
5. high school graduate 
6. some vocational-technical school 
7. graduate of vocational-technical school 
8. some college 
9. graduate of college (B.A., B.S.) 
10. some graduate school 
11. Master's degree (M.A., M.S.) 
12. sane graduate school after the master's degree 
13. Doctorate or equivalent degree (Ph.D., M.D., O.D.) 

THANK YOU 



APPENDIX B; CODE BOOK - BOYE STUDY 

Var 1 Col 1 Card Number 1 

Var 2 Col 2-3 Family Number (Son, Father, Mother all have 
same family number somewhere between 01-74) 

Var 3 Col 4 Son's brothers and sisters (Question 1 of Son's 
questionnaire) 

CODE ACTUAL NUMBER 
99 - Not Ascertained 

Var 4 Col 5-6 Father's aspirations for son in educational 
attainment (Question 1 parents' questionnaire) 

01 - grades 0-3 
02 - grades 4-6 
03 - grades 7-9 
04 - grades 10-11 
05 - high school graduate 
06 - some vocational-techniccd school 
07 - graduate of vocational-technical school 
08 - some college 
09 - graduate of college (B.A., B.S.) 
10 - some graduate school 
11 - master's degree (M.A., M.S.) 
12 - some graduate school after master's degree 
13 - doctorate or equivalent degree (Ph.D., 

M.D., O.D.) 
99 - not ascertained 

Var 5 Col 7-8 Mother's aspirations for son in educational 
attainment 

Code as for Col's 5-6 

Var 6 Col 9-10 Father's expectations for son in educational 

attainment (Question 2 parents' questionnaire) 

Code as for Col' s 5-6 

Var 7 Col 11-12 Mother 's expecta t ions for son in educat ional 
a t ta inment 
Code as for Col ' s 5-6 

48 
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Var 8 Col 13-14 Father's most realistic expectation for son in 
educational attainment (Question 3 parents' 
questionnaire) 

Code as for Col's 5-6 

Var 9 Col 15-16 Mother's most r e a l i s t i c expectation for son in 

educational attainment 

Code as for Col's 5-6 

Var 10 Col 17-18 Son's perception of father's educational 

expectations for him (Question 6 son's ques
tionnaire) 
Code as for Col's 5-6 

Var 11 Col 19-20 Son's perception of mother's educational 
expectations for him (Question 7 son's ques
tionnaire) 

Code as for Col's 5-6 

VcLT 12 Col 21-22 Son's educational aspirations (Question 12 

son's questionnaire) 

Code as for Col's 5-6 

Var 13 Col 23-24 Son's educational expectations (Question 13 

son's questionnaire 

Code as for Col's 5-6 

Var 14 Col 25-26 Son's realistic educational expectations 

(Question 14 son's questionnaire) 

Code as for Col's 5-6 

Var 15 Col 27 Son's rating of school ability compared to 
class mates (Question 8 son's questionnaire) 
1 - far above average 
2 - above average 
3 - slightly above average 
4 - slightly below average 
5 - below average 
6 - far below average 
9 - not ascertained 
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Var 16 Col 28 Son's rating of intelligence compared to boys 
his age (Question 9 son's questionnaire) 

Code as for Col 27 

Var 17 Col 29 Son's rating of reading ability compared to 
boys his age (Question 10 son's questionnaire) 

Code as for Col 2 7 

Var 18 Col 30 Son's peer group's educational plans (Ques
t i on 11 son ' s quest ionnaire) 

1 - j u s t about a l l of my close fr iends are 
planning to go to col lege 

2 - about half of my close fr iends are p lan
ning to go to col lege 

3 - only a few of my close fr iends are p lan
ning to go to col lege 

4 - none of my close fr iends are planning to 
go to col lege 

9 - not a sce r ta ined 

Var 19 Col 31 Fa the r ' s pressure on son to do be t t e r in school 
(Question 4 p a r e n t s ' quest ionnaire) 

1 - yes 
5 - no 
9 - not ascertained 

Var 20 Col 32 Mother's pressure on son to do better in school 

Code as for Col 31 

Var 21 Col 33 Father's pressure on son to go farther in 

school (Question 4 parents' questionnaire) 

Code as for Col 31 

Var 22 Col 34 Mother's pressure on son to go farther in 

school 

Code as for Col 31 

Var 23 Col 35 Types of pressure father put on son to e i t h e r 
do b e t t e r or go fa r ther in school 
1 - verbal ( t a lk to him) 
5 - r e s t r i c t i o n s 
3 - verbal and r e s t r i c t i o n s 
9 - not ascer ta ined 
0 - doesn ' t apply (answer to Question 4 was 

"no") 
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Var 26 Col 38 Mother's aspirations for son's future 

occupation 

Code as for Col 37 

Var 27 Col 39-40 Father's aspirations for future occuption II 
(Question 5 parents' questionnaire) 
Code from Duncan (attached) 
88 - can't be categorized 
99 - not ascertained 

Var 28 Col 41-42 Mother's aspirations for future occupation II 

Code as for Col's 39-40 

Var 29 Col 43 Father's aspiratins for future occupations III 
(self employed vs. employed by others— 
Question 5a parents' questionnaire) 

1 - self employed 
5 - employed by others 
9 - not ascertained 

Var 30 Col 44 Mother's aspirations for future occupations III 

Code as for Col 43 

Var 31 Col 45 Father's expectations for son's future occupa
tion (Question 6 parents' questionnaire) 

Code as for Col 37 

Var 32 Col 46 Mother's expectations for son's future occupa
tion 

Code as for Col 37 

Var 33 Col 47-48 Father's expectations for son's future occupa
tion II (Question 6 parents' questionnaire) 

Code as for Col's 39-40 

Var 34 Col 49-50 Mother's expectations for son's future occupa
tion II 

Code as for Col's 39-40 

Var 35 Col 51-52 Father's expectations for son's future occupa
tion III (Question 6a parents' questionnaire) 

Code as for Col 43 
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Var 36 Col 53-54 Mother's expectations for son's future occupa
tion III 

Code as for Col 43 

Var 37 Col 55-56 Father's realistic expectations for son's 
future occupation (Question 7 parents 
questionnaire) 

Code as for Col 37 

Var 38 Col 57-58 Mother's realistic expectations for son's 
future occupation 

Code as for Col 37 

Var 39 Col 59-60 Father's realistic expectations for son's 
future occupation II (Question 7 parents' 
questionnaire) 

Code as for Col's 39-40 

Var 40 Col 61-62 Mother's realistic expectations for son's 

future occupation II 

Code as for Col's 39-40 

Var 41 Col 63 Father's realistic expectations for son's 

future occupation III (Question 7a parents' 
questionnaire) 
Code as for Col 43 

Var 42 Col 64 Mother's realistic expectations for son's 
future occupation III 

Code as for Col 43 

Var 43 Col 65 Son's aspirations for future occupation (Ques
tion 15 son's questionnaire) 

1 - laborers, except farm and mine 
2 - service workers, including private 

household 
3 - operatives cuid kindred workers 
4 - craftsmen, foremen, and kindred workers 
5 - clerical, sales, cind Icindred workers 
6 - managers, officials, and proprietors, 

except farm 
7 - professional, technical, and kindred 

workers 
8 - none of the above 
9 - not ascertained 
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Var 44 Col 66-67 Son's aspirations for future occupation II 
(Question 15 son's questionnaire) 

Code from Dunccm (attached) 
88 - can't be categorized 
99 - not ascertained 

Var 45 Col 68 Son's aspiration for future occupation III 
(self employed vs. employed by others -
Question 15a son's questionnaire) 

1 - self employed 
2 - employed by others 
9 - not ascertained 

Var 46 Col 69 Son's expectation for future occupation 

(Question 16 son's questionnaire) 

Code as for Col 65 

Var 47 Col 70-71 Son's expectations for future occupation II 
(Question 16 son's questionnaire) 
Code as for Col 66-67 

Var 48 Col 72 Son's expectation for future occupation III 
(self employed vs. employed by others -
Question 16a son's questionnaire) 

Code as for Col 68 

Var 49 Col 73 Son's realistic expectations for future occu
pation (Question 17 son's questionnaire) 

Code as for Col 65 

Var 50 Col 74-75 Son's realistic expectation for future occu
pation II (Question 17 son's c[uestionnaire) 

Code as for Col 66-67 

Var 51 Col 76 Son's realistic expectation for future occupa
tion III (self employed vs. employed by others 
Question 17a son's questionnaire) 

Code as for Col 68 

Var 52 Col 77 Son's perception of father's aspiration for 
son's life-time occupation (Question 18 son's 
cpiestionnaire) 

Code as for Col 65 



Card #2 
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Var 53 Col 1 Card Number 2 

Var 2 

Var 54 

Col 2-3 

Col 4-5 

Var 55 Col 6 

Family N\imber (Son, Father, Mother all have 
same family number somewhere between 01-74) 

Son's perception of father's aspiration for 
son's life-time occupation II (Question 18 
son's questionnaire) 

Code from Duncan (attached) 
88 - can't be categorized 
99 - not ascertained 

Son's perception of father's aspiration for 
son's life-time occupation III (self employed 
vs. employed by others - Question 18a son's 
questionnaire) 

1 - self employed 
2 - employed by others 
9 - not ascertained 

Var 56 Col 7 Son's perception of mother's aspiration for 
son's life-time occupation (Question 19 son's 
questionnaire) 

Var 57 Col 8-9 

1 - laborers, except farm and mine 
2 - service workers, including private 

household 
3 - operatives and kindred workers 
4 - craftsmen, foremen, and kindred workers 
5 - clerical, sales, and kindred workers 
6 - managers, officials, and proprietors, 

except farm 
7 - professional, technical, and kindred 

workers 
8 - none of the above 
9 - not ascertained 

Son's perception of mother's aspiration for 
son's life-time occupation (Question 19 son's 
questionnaire) 

Code as for Col's 4-5 

Var 58 Col 10 Son's perception of mother's aspiration for 
son's life-time occupation (self employed vs. 
employed by others - Question 19a son's 
questionnaire) 
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Code a s f o r Col 6 

Var 59 Col 11 S o n ' s p e r c e p t i o n of f a t h e r ' s f e e l i n g s a b o u t 
s o n ' s g o i n g t o c o l l e g e 

1 - strongly discouraged 
2 - discouraged 
3 - no influence 
4 - encouraged 
5 - strongly encouraged 
9 - not ascertained 

Var 60 Col 12 Son's perception of mother's feelings about 

son's going to college 

Code as for Col 11 

Var 61 Col 13-14 Father's education (Question 9 parent's 
questionnaire) 
01 - grades 0-3 
02 - grades 4-6 
03 - grades 7-9 
04 - grades 10-11 
05 - high school graduate 
06 - some vocational-technical school 
07 - graduate of vocational-technical school 
08 - some college 
09 - college graduate (B.A., B.S.) 
10 - some graduate school 
11 - master's degree (M.A., M.S.) 
12 - some graduate school after master's degree 
13 - doctorate or equivalent degree (Ph.D., 

M.D., O.D.) 
15 - not ascertained 

Var 62 Col 15-16 Mother's education 

Code as for Col's 13-14 

Var 63 Col 17 Father's occupation (Question 8 parents' 
questionnaire) 

Code as for Col 7 (Codes 1-7) PLUS ~ 
88 - housewife 
99 - not ascertained or can't be coded 

Var 64 Col 18 Mother's occupation 

Code as for Col 17 
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Var 65 Col 19-20 Father's occupation II (Question 8 parents' 
questionnaire) 

Code as for Col's 4-5 PLUS — 
88 - housewife 
99 - not ascertained or can't be coded 

Var 66 Col 21-22 Mother's occupation II 

Code as for Col's 19-20 

Var 67 Col 23 Father's occupation III (self employed vs. 
employed by others - Question 8a parents' 
questionnaire) 

I - work for self 
5 - work for others 
8 - can't be coded 
9 - not ascertained 
0 - housewife 

Var 68 Col 24 Mother's occupation III 

Code as for Col 23 

Var 69 Col 25-26 Son's perception of level of education com
pleted by father (Question 2 son's question
naire) 

01 - grades 0-3 
02 - grades 4-6 
03 - grades 7-9 
04 - grades 10-11 
05 - high school graduate 
06 - some vocational-technical school 
07 - graduate of vocational-technical school 
08 - some college 
09 - college graduate (B.A., B.S.) 
10 - some graduate school 
II - master's degree (M.A., M.S.) 
12 - some graduate school after master's 

degree 
13 - doc tora te or equivalent degree (Ph.D., 

M.D., O.D.) 
99 - not ascer ta ined 

Var 70 Col 27-28 Son's percept ion of level of education com
p le ted by mother (Question 3 s o n ' s quest ion
na i re ) 

Code as for Col 's 25-26 



57 

OCCUPATION CATEGORIES FOR CODING FOR DUNCAN 

7 - Professional, technical, and kindred workers 

6 - Managers, officials, and proprietors, including farm 

5 - Clerical, sales, and kindred workers 

4 - Craftsmen, foremen, and kindred workers 

3 - Operatives and kindred workers 

2 - Service workers, including private household 

1 - Laborers, except farm cind mine* ** 

•Rankings based on the average of Socio-economic Index Scores for Occu
pations by Duncan's SEI (Weighted Prestige, Education, Income). 

**For columns 39-40 the source used: O. D. Duncan, in Albert J. Reiss, 
Jr. Occupations and Social Status (New York: Free Press, 1961), pp. 
263-275. 



APPENDIX C; INTER-ITEM CORRELATIONS 

X3 X4 X5 X6 
(ACSELF) (pp) (PEE) (POE) 

AcSf Con (X3) 1.000 

PP (X4) .425 

PEE (X5) .576 

POE (X6) .593 

SIBS (X7) -.129 

SES (X8) .370 

1.000 

.502 

.609 

- . 3 2 8 

.163 

1.000 

.778 

- . 0 8 3 

.340 

1.000 

- . 2 0 5 

.343 
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