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SIZIIFICANT OTHER IWFLUEHCE
OJ ADDLESCENT EDJUCATICHA
cECTATIONS: AJO”H:R STAB

Horman £. Fontes

Sociologists, psychologists and interpersonal communication
evperts testify to the importance of significant other influence on
self concept formation (Haller and Butterworth, 19697, Sewell and Sheah,

1368). An impressive piece of research executed by Archibald 0. Haller
T

and Joseph Woelfel (1372) erpirically demonstrated that at least for

the forrration of educational and occupational expectations this was

t
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This survey study focused upon the influence significant others
exerted upon the develcoprent of adolescents' educational erpectations
and atterpted to evaluate the role communication assured in the process.
A nuber of researchers have reported that peers exert the rost influ-
ence upon the develooment of an adolescent's educational erpectations
(cDill and Ceoleman 12565; Herriot, 1363; Alexander and Carpbell, 1364H).
Other researchers have reported that parental influence exceeds peer
influence (¥andel and Lesser, 1252; Cohen, 19653 Kahl, 139523 Pehberg
and vestby, 1967; Sewell and Sheh, 1368a and b). The purpose of thi

inguiry was to: (1) generate and test a functional theory of the



Norman E. Fontes
effects of significant other groups or networks upon adolescents' self
concept formation; (2) determine if peers or the adolescents' families
everted the most influence upon the cevelopment of adolescents' ideal-
istic and realistic educational expectations; and (3) investigate the
relationship between disparity in ewpectations and the stress adoles-
cents experience.

The findings indicate that peers exert more influence upon the
development of an adolescent's realistic ecucational expectations than
dees his family. No statistically significant relationship was found
between an adolescent's idealistic educational expectations and those
that his peers and family had for him. Finally, no relationship was
found between the stress an adolescent experienced and disparity in
expectations. This can probably be attributed to the fact that there

was no disparity in expectations.
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A significant amunt of research has been devoted to assessing
the effects significant others have upon the development of adolescents'
educational expectations. The research literature in this area suggests
two competing specifications of the influence relationship that exists
between adolescents and their significant others: (1) peers are more
influential than parents and (2) parents are more influentizal than
peers. The area deserves further research in light of these conflicting
findings. If high school guidance counselors are to be effective,
knowing which significant other or group of significant others exerts
the rost influence upon an adolescent would be invaluable information.
This information would aid in the developrent of an epcropriate com-
munication strategy that would augrent the counselors' potential for
exerting marirmm influence upon the formation of adolescents' educa-
ticnal expectations. A two-pronged communication strategy could be
devised that entails impacting persuasive messages upon an adolescent
and the most influential significant other or group of significant
others. This would generate the possibility of guidance counselors'
ressages being reinforced increasing the degree of influence they exert

upon adolescents.
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The purpose of this inquiry will be to generate and test a
functional theory that focuses upon the influence significant others
evert upon the development of adolescents' expectations. Specifically,
a Structural-Functional analysis will be utilized to generate a theory
that incorporates the role communication assumes in the influence

process.

Statement of the Problem

Sociologists, psychologists and interpersonal communication
eyperts testify to the importance of significant other influence in
self concept formation (Haller and Butterworth, 1960; Sewell and Shah,
1262). This is especially true for adolescents who must make the
difficult transition from chilchood to the adult world.

Cushman et al. conceptualized the self concept as the "corposite
of information an individual has regarding his relationship to cbjects
or groups."l They further assert that an "object is any referent the
individual confronts as he experiences his environrent and can be
assigned a symbol.”2 If self concept formation is conceptualized as a
syrbolic activity, it would seem reasonable to assure that an adoles-
cent's self concept is influenced by information that is supplied to
him by those with whom he interacts.

An impressive piece of research executed by Archibald O. Haller
and Joseph Woelfel (1¢72) erpirically cemonstrated that at least for
the formation of educational and occupational ewpectations this was the
case. The categories or types of significant others from whom adoles-

cents seek information especially concerning education has besn well
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docurented. These categories inclucde parents, friends, teachers,
counselors, and other professional pecple with whom adolescents come in
contact. However, there is some disagreement as to which category of
significant others exerts the most influence upon an adolescent's
educational expectations.

A number of researchers have found that peers exert the most
influence upon an adolescent's educational expectations (McDill and
Coleman, 1965; Herriott, 1963; Alexander and Campbell, 1964). Kandel
and Lesser (19€9) on the other hand found that parental influence
exceeded peer influence in the development of adolescents' expectations.

They concluded in part:

Ve find that concordance on educational goals is
higher with rmother than with best-school-friend
and is not explained by the common social class
which adolescents share with parents and friends.
Wnile concordance with friends increases with
greater intimacy, concordance with rmother remains
at the sare level, irrespective of the adolescent
closeness to his parents.3

A nurber of other studies have generally supported the finding that

parental influsnce exceeds peer influence (Cohen, 1565; Kanhl, 1953;

"1

ehberg and Westby, 1367; Sewell and Shah, 1968a and b). This dis-
parity in empirical findings indicates the need for further research
in this area.

The research literature suggests two competing specifications
of the influence relationship which in turn suggests a third: (1)
peers are rore influential than parents; (2) parents are more influ-
ential than peers; and (3) competition exists between these two groups

which, given the theory that will be developed here, would result in



adolescents experiencing stress.

The purpose of this inquiry was to generete and test a functional
theory of the effects of determinate communication networks upon self
concept formation. liore specifically, a Structural-Functionzl analysis
was erployed to generate a theory regarding significant other networks'
influence upon the formation of adolescents' educational expectations
for themselves. Two dirensions of educational expectations, idealistic
and realistic, have been investigated by researchers in the area and
therefore were included in this analysis. It is conceivable that a
network could erert major influence on one dimension and minimal influ-
ence on the other dimension.

Since self concept formation is a central concern within the
Symbolic Interaction paradigm, it was the theoretical perspective
adcpted to guide this research. Central to this theoretical perspective
is the postulate that the self concept is an informational structure.

It is composed of inforration that defines an individual's relationship
to oojects in his environment. The information that an individual has
concerning hos he relates to his environment determines how an individual
will behave. Some of this information is presented to an individual by
those with whom he associates in terms of their expectations of how he
should behave. Given that the self concept is composed of information
"that information which constitutes the self concept is directly
causative of human behavior."' Eased upon the preceding reasoning, the
following relational proposition was generated:

Self concept formation is a function of the

evpectations an individual develops concerning
his relationship to cbjects in his environrent.
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£n individual seeks out information that defines his relation-
ship to his environment from divergent sources. He can solicit infor-
rmation through his own obsgervations of his environment; from mass media
sources; or from significant others. Significant others perform the
function of providing individuals with information that facilitates
self concept formation. Individuals categorize their significant
others into groups or networks who share a common relationship with
them such as friend, relative, or teacher or counselor. These networks
or groups of significant others can be located and their expectations
for a given individual can be measured. The measurement of the signif-
icant other groups' or networks' expectations for an individual should
facilitate prediction of the individual's behavior‘.5 The literature
indicates that one netuwork or group may exert more influence upon 2n
individual than other netvwiorks or groups. This may be a function of
the amount of communication that ensues between an individual and his
respective networks or groups. This possibility suggested the following

proposition:

The amount of influence ererted by significant
other groups or networks on the forration of
individuals' expectaticns is a function of
the communication between individuals and
their significant other groups or networks.

It was reasoned that if these significant other netwiorks or
groups had disparate expectations for an individual, the individual
might experience stress. Additionally, stress might result from an
individual's failure to identify what his significant others' expecta-

tions were for him. Stress is an indicant of emotional instability
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which would be an impediment to the individual's development of expec-
tations for himself and consequent self concept formation (Fontes,
Roloff, Hocking and Bechtel, 1972; Mettlin and Woelfel, 1973). This

led to the formulation of the following relational proposition:

Stress is a function of an individual's failure
to identify his significant other networks' or
groups' expectations for him and/or a function
of disparate group or network expectations for
him.

Theoretic Formulation

The aforementicned relational propositions are functional. They
specify the contributicn or function that significant other groups or
networks produce that enable individuals to formulate expectations for
therselves. Given that one goal of this analysis was to formulate a
Structural-Functional Theory that assesses the effect of commnication
upon individual educational expectations it was desirous to choose an
area of research in which the logic of the phenomenon being investigated
was functional. Such a choice would facilitate the construction of a
Structural-Functional rodel which incorporated the role of communication
within it.

Structural-Functionalism is one of several forws of systems
analysis. It focuses upon the relationships between structures thet
produce functions facilitating the achieverent of some goal. Signif-
icant other groups or networks constitute structures that serve the
function of allowing an individual to establish ewpectations for himself
and hence formulate his self concept. In addition, Structural-

FPunctionalism is particularly suited for the logical and empirical
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evaluation of the effect commnication has upon the development of
expectations if commuinication is conceived of as an independent func-
tional variable in cause and effect relationships.6 For the purposes
of this analysis, communication was conceptualized as a cause having
some effect upon a preferred system state. It was reasoned that com-
munication would be a contingent independent functional variable.
Significant otheré would manipulate cormunication in an effort to exert
influence upon the development of adolescents' educational expectations.
Yore specifically, commnication would be a sufficient (though not

necessary and sufficient) condition for the exertion of influence by

significant others.

&
o

logical requirements of the teleological Structural-
Functional approach chosen for this analysis are as folloss:
(1) Identify the system under consideration.

(2) Identify the normative criteria for choice
(either personal or social) among alternatives
capable of yielding the desired system state
(for which a nomic premise exists that is
sufficient to bring into being the desired
system state).

(3) Identify the goal state of the system and its
theoretic eguilibrium range. It is crucial to
do this so that a measuring instrurent that
will accormodate measurerent of the range can
be chosen.

(4) Icentify the traits that would contribute to
the maintenance of the goal state.

(5) Specify how the traits are functionally
related to the goal state.

(6) Specify which of the traits are subordinate
and which are dominant.
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(7) Specify the theoretic range of output of each
trait. Again it is crucial to do this because
it will help identify an appropriate instrurent
for measuring the output of each trait. (It
sriould be made clear that multiple instrurents
may be needsd to measure the restective ranges
of the traits, functicns, and goal state.)

(8) Specify the theoretic ranges of the functions.

(9) Using a logical calculus (or ordinary language),
predict the logical entailments within the system.

The system that was to be considered was identified. It was an
informational system that would facilitate the adolescent's self concept
formation. If the self concept is the corposite of information that an
individual has about his relationships to objects in his environment
then clearly the prirme commodity in the system had to be information.

The next issue that was considered concerned the formation of
the system itself. If the adolescent cculd choose to obtain information
concerning education from multiple sources, a set of theoretical
criteria had to be established that would give some indication as to
which sources he would choose. Theoretically, the adolescent was free
to solicit educational information from his teachers and counselors,
from his parents, from his friends, from his relatives, from profes-
sicnal such as doctors with whom he came in contact, frem his employer,
and from mass media sources. Given these potential information sources
the following criteria that would govern the adolescent's choice were
posited:

(1) The infbrnation source would have to te

=31

(2) The source would have to possess information
concerning education.
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(3) The information source might be someone the
adolescent respected or who occupied a role
the adolescent desired to occupy.

(4) The information source might be someone who
had means control over the adolescent.

The goal state was identified. The goal of the adolescent was
to establish educational expectations for himself. If an adolescent's
self concept is influenced by his significant others, the disparity
between his expectations for himself and his significant others' expec-
tations for him should be minimal. If the disparity was minimal, the
adolescent would not experience undue stress. It was possible that an
adolescent might have expectations for himself that were disparate from
those of his significant others. WVnile still subject to their influence,
he might refuse to adopt his significant others expectations for hirmself.
If the disparity in expectations was considerable it would seem reason-
able to assure that the adolescent had failed to develop ewpectations
for himself that were in agreement with those held by his significant
others for him. Based upon this reasoning the goal state theoretically
ranged from no stress indicating that the adolescent had established
educational expectations for himself to dysfunctional stress resulting
from a failure to develop a set of ewpectations that were acceptable to
him and his significant others.

The traits that could contribute to the maintenance of the goal
state were identified earlier. They consisted of parents, friends,
relatives, professional or emplcyed contacts, and mass media sources.
Pesearch findings discussed earlier indicated that parents and friends

are the primary sources of influence for adolescents concerning
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education. For this reason only two categories of significant others
were included in the analysis with one minor modification. Relatives
in general including brothers, sisters, aunts, uncles and grandparents
were grouped with parents generating a category that was labeled
"blood relatives." It was assured that kinship networks share rela-
tively the same set of ewpectations for an adolescent to whom they are
commonly related. These two groups of significant others were con-
sidered to be netvwiorks for heuristic reasons. It is reasonable to
expect that members within each group communicated with one another.
Measurement and evaluation of these comrmmicative interactions remains
to be evaluated in future research. These significant others performed
the function of influencing or failing to influence the acolescent's
self concept by providing him with information concerning their educa-
tional expectations for him. That is, the significant others performed
the function of informing the adolescent of the behavior he should
adopt.

Both networks of significant others were consicered to be sub-
ordinate and not dominant traits. A dominant trait must be both
logically and ermpirically indepencdent. It must not interact with other
traits. A swbordinate trait, on the other hand, may interact with other
subordinate traits. There was no theoretical reason to assume that the
traits could not provide each other with information or cormunicate with
one another. It was assured that in fact they did although the inter-
action betwesn the two networks of significant others was not measured

in this study.
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The theoretic range of output of each trait was specified. It
was reasoned that each network of significant others could have minimal
evpectations for the adolescent concerning eduéation to very high
expectations. They might expect the adolescent to cormplete high school
or to continue his education and corplete a doctorate.

The function of each of the traits was identified. Each net-
work of significant others would impact their expectations upon the
adolescent. These expectations would be reinforced through communica-
tion. It was further reasoned that the strength of the influence that
each network of significant others exerted was contingent upon the
amount of cormunication they could theoretically engage in with the
adolescent during a specified time period. A week was the time period
chosen which led to the conclusion that theoretically the amount of
conmunlcation could range from zero hours per week to 148 hours per
week. This pointed out the need for a continuous measure.

Based upon the preceding reasoning the following model was

constructed:
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The following set of prelirinary relational propositions
generated earlier were used to deduce logical entailments that would

facilitate testing the model:

(1) Self concept formation is a function of the
expectations an individual develops ccrcerning
his relationship to cobjects in his environment.

& J

(2) The amunt of influence exerted by significant
other networks on the formation of individuals'
evpectations and hence self concept formation
is a function of the amount of comrunication
between individuals and their significent other
networ«s.

(3) Stress is a function of an individual's
awareness that his significant other networks
have disparate expectations for him.

Hypotheses

Logical entailrents were cdeduced from these propositions. These
hypotheses focused upon the relationships between the adolescents and
their significant other networ‘ks:8

Hl: £n adolescent's realistic educational
eypectation will be correlated highest with
the aggregated realistic educational expec-
tation of thie network which communicates
most often with hin.

Hyt fn adolescent's idealistic educational
expectation will be correlated highest with
the aggregated idealistic educational expec-
tation of the network which communicates
most often with him.

HB: The smaller the disparity between an
adolescent's realistic educational expec-
tation and the adolescent's significant other
networks' aggregated realistic educational
evpectations for him, the lower the amount of
stress the adolescent will experience.
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The smaller the disparity between an adolescent's
idealistic educational expectation and the
adolescent's significant other networks'
aggregated idealistic educational expectations

for him, the lower the amount of stress the
adolescent will experience.



CHAFTER II

PPOCEDUJRES

Definitions

In this section an attempt will be made to formulate conceptual
and operational definitions for the following constructs: (1) an
adolescent's realistic educational expectation; (2) the network aggre-
gated realistic educational expectation for an adolescent; (3) an
adolescent's idealistic educational expection; (4) the network aggre-
gated icealistic expectation for an adolescent; (5) cormunication; (6)
disparity in realistic educational extectations; (7) disparity in
icealistic educational expectations; and (8) stress.

(1) An adolescent's realistic ecducational expectation was con-
captually defined to be the adolescent's assessment of the amwunt of
education he would corplete.

This conceptualization was operationalized by asking each
adolescent to respond to the following item from the Wisconsin Signif-

o~

icant Other Battery (WISCB) developed by Haller and Woelfel (1968):9

How much education are YOU RPZALLY SUPE YOU
VILL ZZT?  (check one ans.er)

a.) Quit school
b.) Finish high school
c.) Go to trace, business, secretarial

or nursing school

15
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d.) Go to college or university (one that gives
credit torard a Bachelor's Legree)

e.) Get an advanced degree (iMasters, Fh.D., or
professicnal such as law or medicine)

(2) The network aggregated realistic educaticnal erpactation
for an adolescent was conceptually defined as follows. A network was
defined to be a collection of individuals who share a common relation-
ship with an adolescent and exchange information ccncerning a topic of
mutual concern. Aggregated was used to mean the average realistic
educational expectation of each network for their respective adolescents.
Pealistic educational expectation was defined to be a significant other's
assessment of the amount of education the significant other was confident
the adolescent would corplete.

The construct was operationalized in the following manner. High
school students were administered the WISOB which contains significant
other elicitors. The elicitor items direct the adolescent to identify
his significant others and their respective relationships to him. The
significant others were then telechonically interviewed using a protocol

based upon the WISOB which included the following item:

Hos much education are you really sure
(she/he) will get?

The nurber of years that each significant other responded with w
recorded. The peers and blood relatives were then grouped into two
networks and a mean educaticnal expectation was ccorputed for each network.
(3) An adolescent's idealistic educational expectation was con-
ceptualized to be the amount of education the adolescent would like to

corplete if there were no social or physical impediments constraining
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him from getting as rmuch education as he wanted.

The construct was operationalized using an item from the WISOR:

How much education would YOU like to hawv
c Ty

1 NOTHING stopped you from getting AS
FUGT A5 YU WATED?  (check one answer)

a.) Quit school
___b.) Finish high school
_c ) Go to trade, business, secretarial
or nursing school
___d.) Go to college or university (one that gives
credit toward a Bachelor's Degree)
___e.) Zet an advanced dogree (i‘asters, Ph.D., or
professional such as law or mad1c1ne)

(4) The network aggregated idealistic educational expectation
for an adolescent was conceptually defined in the same manner as the
network aggregated realistic educational expectation for an adolescent
with one exception. Idealistic educational expectation was defined to
be the amount of education a significant other would like to see an
adolescent comlete if there were no social or physical impediments
constraining the adolescent from getting as much as he wanted.

The construct was operationalized using the same procedure that
was utilized for network realistic educational expectations with one
exception. The following item from the WISOB was used to measure the

construct:

How much education would you like

(Adolescent)
to have 1f nothlns stopped (her/him) from
getting as mich as (she/he) wanted?

(5) Communication was conceptually defined to be "the transfer
of symbolic information which has as its princiral goal the coordination

of huran activity in regard to the cevelopment, presentation and
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validation of individual self concepts."
The construct was operationalized in terms of the rate of transfer

of information. The significant others were asked the followring three-

part question contained in the WISOZ:

Do you spend ruch tire with ?  (yes or no)
(£dclescent)
a.) How ruch? (Hours per week, average, estimate)
(Hours)
b.) £bout what fraction of that time do you talk
about school or work? (answer in percent)

The mean nurber of hours that each network spent with the adolescent was
computed. The rean percentage of time that each network spent talking
abcut school or work was also corputed for each network. Two scales
were used because it was possible that significant others might erert
influence primarily through modeling behavior rather than through com-
municative interactions. Hence, it was conceivable that the netwiork
spending the greatest amount of time with the adolescent might exert
the rmost influence on adolescents' educational expectations rather than
the network which spent the most time communicating about school or work.

(6) Disparity in realistic educational expectations was defined
to be the absolute difference betiween an adolescent's realistic educa-
tional expectation for hirself and the mean realistic educational expec-
tation that each respective network had for him.

The canstruct was operationalized using the following procedure.
Because of the difference in measurerent scales used to tap adolescents'
realistic expectations for therselves and significant others' realistic

expectations for the adolescents, the significant other responses were

0

ategorized in a manner paralleling the ordinal scale used to measure



13
adolescents' realistic expectations for themselves. This facilitated
the corputation of the disparity scores. The following transformation

was executed:

Significant Other
resTonses Category
1.0 thru 11.5 years Quit high school
11.5 thru 12.5 years Finish high school
12.5 thru 15.5 years Go to trade, business, secre-
tarial or nursing school
15.5 thru 15.5 Go to college or university

(one that gives credit
toward a Bachelor's Degree)

16.5 and rore years Get an advanced degree
(Yasters, Ph.D., or pro-
fessional such as law or
medicine)

lean educational scores were then computed for each network using these
transformed values. Disparity scores were produced by taking the
absolute difference between the adolescents' expertation scores and the
rean expectation score for each respective network.

(7) Disparity in idealistic educational expectations was con-
ceptually defined to be the absolute difference between an adolescent's
idealistic educational evpectation for hirself and the mean idealistic
educational expectation that each respective network had for him. It
was operationalized in eractly the sare manner as the disparity in
realistic educational expectations construct except that idealistic
educational data were used.

(2) Stress was concectually defined as psychological pressure
resulting from an adolescent's failure to cevelop expectations accept-
able to him and his significant others.ll The presence of psychological

pressure would cause physiological discomfort that could be measured.
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" .

The construct was operationalized using a modified version cof

Langer's (1962) "Twenty-Two Item Screening Score of Psychiatric Symptoms

Indicating Irpairrent." Mettlin and Woelfel (1973) medified the scale

"to make each item answerable in terms of a five point Likert Scale,
ranging from strnrly arsree to strorgly disagree, instead of the simple

. . . 12 .
yes-no response categories of the original' scale. A stress 1ndex

was created by surming across scale items. This sum was divided by the
nurter of items (22) contained in the instrurent producing a mean stress
score for each adolescent. These scores could range from 1.00 indicating
that an adolescent was experiencing intense stress to 5.00 indicating
that an adolescent was erperiencing virtually no stress.

Peq
1- Tu“«ticnal fraly

=

Erpirical i
a

1irerents for Teleclogical
Strustur T :

The empirical reqguirements for this form of analysis were examined
to determine if they had been ret. They are as follows:

(1) Identify the reasuring instrurents to be used
to nreasure the goal state, respective functions,
and respective traits. (Pec2all that multiple
instrurernts may be neeced.)

(2) Translate the logical predictive calculus into
empirical calculus (e.g., regression eguations).

(3) leasure the system. (For teleological analyses,
reasure the consistency of the nomic premises
with the value systers of the individuals, dyads,
grouss or population being investigated.)

(4) After the measurerent has been completed, use
the erpirical findings to correct the entailments
predicted at the logical level (if an error has
been rade at the logical level).

(5) After the correction at the logical level, if
possible, repeat the measurerents to Geterwdne
if the erpirical observations now follow from
ﬂmlggcﬂwmuake*&
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The erpirical reguirements had been met. Appropriate reasuring instru-
ments had been identified. The logical entailments were translated
into regression equations and the system was rmeasured. The empirical
findings were used to correct the predicted entailments at the logical
level and are presented in the Discussion section of this thesis. Plans

are currently pending to test the corrected logical entailments.

Cesiprn

The primary form of analysis used in this survey study was a
multiple regression design.

In May, 1973, the WISOB was adrinistered to 282 adolescents at a
midwestern high school. One hundred and two of these adolescents were
randonly selected to be included in this analysis.l’j Fifty-nine of the
subjects were nale and U3 were females. Their rean age was 16.13 years
and their average year in school was 10.37. The rean nurber of signif-
icant others listed by each adolescent was 6.75 of which 2.93 were
p=eers; 2.56 were blood relatives;'.97 were teachers and/or counselors;
and .75 were professional or ercloyed contacts.

A total of 466 significant others were interviewed during the
ronthis of June and July, 1373. Of these, 148 were peers; 134 were blocd
relatives; 71 were teachers and/or counselors; and 13 were professional
or erployed contacts. On the average they had resided in the town in
which the high school was situvated for 12 years anc had corpleted
slightly more than 13 years of formal education. Only the significant
others who were peers or blood relatives were included in this

particular analysis.






ical predictive entailments using multiple regression.

The logical predictive entailments were translated into enmpir-

CHAPTZR TII

RESULTS

predictive equations were generated:

where:

%7 Bpfy o Byafg
%y = Bugls * Buc%
7 = 275%8 ¥ Bggts
%7 = 831500 * Bty

an adolescent's realistic educational
evpectation for himself

peer network's aggregate
expectation for the adol

blond relative network's aggregated realistic
educatioral expectation for the adolescent

an adolescent's idealistic educational
evpectation for himself

peer network's ageregated idealistic educational
evpectation for the adolescent

blood relative network's aggregated idealistic
educational expectation for the adolescent

the stress the adolescent experiences
22

The following
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X8 = the disparity between an adolescent's
realistic educational expectation for
himself and the peer network's aggregated
realistic educational expectation for him

Zy = the disparity between an adolescent's
realistic educational expectation for
hirself and the blood relative network's
aggregated realistic expectation for him

Xlg = the disparity between an adolescent's
idealistic educational expectation for
hirself and the peer network's aggregated
idealistic educational expectation for him

Xll = the disparity between an adolescent's
icealistic educational ewxpectation for
hirself and the blood relative network's

aggregated idealistic educational expec-
tation for him

Prior to testing Hypotheses 1 and 2, the network which commun-
icated the most with the adolescent was identified. The blood relative
network spent an average of 19.77 hours per week while the peer network

spent 10.44 hours per week with the adolescent. Of that time 30% and

o

27% respectively was spent talking about school and work. The networks

Ps

school and work with the adolescents:

Peerg Blood Pelatives
7 = 2.47 hours per we=k Z = 4.94 hours per week
s.d. = 2.79 s.d. = 5.30
il =33 H = 33

A two-tailed t-test was ezecuted and a significant difference was found
(t = 2.36, d.f. = 65 < .05). IfH, and H, were to be supported, the
— > == P 1 2 Ek b)
regression analysis would have to demonstrate that the blood relative

networks' ewpectations were correlated highest with the adolescents'

evpectations for themselves.
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The .05 level of significance was used to test each of the
hypotheses. Hypothesis 1 was significant. The results reported in
Table 1 reveal that there was a significant relationship between adoles-
cents' realistic educational expectations and the pesr networks' expsc-

=

tations for them. The beta weight for the peer networks was

Tacle 1
Prediction of Adolescent's Realistic Educational
Expectations Using Peer and Elood Relative
iletwork Evpectations (:i=h0)

H:>A<=B"+BX

1 1 12772 1373

Multiple R = .61 d.f. = 2, 37 p < .05

R Square = .37 ¥ = 11.09

Betas

Peer letwork B = .53 Fl= 15.21
d.f. = 1, 37 p < .05

Blood Relative lletiiork B = .18 F=1.82
d.f. =1, 37 p > .05

significantly different from zero wnile the beta weight for the blood
relative networks was not significantly different from zero, indicating
that the peer network was more influential.

The relationship posited in Hypothesis 2 between an adolescent's
idealistic educational ewpectations and those cof his signhificant other
networks was not significant. Hypothesis 3 which predicted that the
greater the disparity between an adolescent's realistic educational
evpectations and those that his significant other networks have for him,

the greater the stress he will erperience was not significant.
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Table 2
Prediction of Adclescent's Idealistic Educational
‘e

n
Expectations Using Peer and Blood Pelative
lietwork Expectations (il=31)

. < - < .

Hyt o BHSKS + 84616

Multiple R = .23 d.f. = 2, 28 p > .05

R Sgquare = .05 To= .71

Eetas

reer lietwork 8 = .16 F=x<x1
d.f. =1, 28 p > .05

BElood Relative letwiork 8 = .15 F=<1
d.f. = 1, 28 p > .05

Table 3

Prediction of Stress Adolescent Experiences From
Disparity Between Adolescent's Fealistic Educaticnal Expectation
for Hinself and Those of His Respective lietworks (iizi0)

Hy: g = Baglg + B954y

Multiple R = .34 d.f. = 2, 37 T > .05
R Cquare = .12 F = 2.43
Eetas
Peer letuork = -.37 F =14.,85
. =1, 37 p < .05
Blond Relative lietuiork g = .13 F = .60
d.f. =1, 37 o) .05
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Hypothesis 4 which posited the same relationship using idealistic

educational expectations was not -significant either.

Table 4

Prediction of Stress Adolescent Experiences From
Disparity Eetween Adolescent's Idealistic Educational Expectation
for Hirmself and Those of His Respective letworks (1i=31)

Byt %y = Boy0%0 * B910%)

Multiple R = .21 d.f. = 2, 27 p > .05

R Square = .04 F = .65

Betas

Peer letwork 2 = .14 F=<1
d.f. = 1, 27 > > .05

Blood Pelative iletuork g = =.27 r=1.27
d.f. = 1, 27 p > .05

Since Hypothesis 1 was significant and Hypothesis 3 was not, a
one-way LIOVA was used to determine if there was a significant dif-
ference between an aZdolescent's realistic educational expectations for
himeelf and the realistic educational evpectations that his peer and
blood relative networks had for him. There was no significant difference

—_—a i

using the .05 level of significance.



CEAPTER IV

DISCUSSION

The model posited was not fully supported. The significant
other network which spent the most time communicating with the adoles-
cent about school and work was the blood relative network. The network
exerting the greatest amount of influence upon the adolescents at least
in terms of realistic educational eypectations was the peer network.

This finding suggests three considerations: (1) communication was
rmeasured inadequately in this study; (2) communication is nmot the primary
determinant of influence; or (3) a cormbination of one and two.

This researcher recognizes that there were problems inherent in
the commmunication measurerent technique used in this study. It is
reasonable to assure that the amunt of information needed by an adoles-
cent varies as a function of the saliency of the topic considered
vwhether it be education or occupaticns. For some adolescents, information
concerning occupations may be more important than information concerning
education because they are not planning to continue their education after
they complete high school. Consequently, these adolescents would
probably expend more time comminicating about occupations than they would
about educational opportunities. For this reason, it is incurbent upon
the researcher to measure the communication that is exchanged between an

27
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adolescent and his significant other networks for each topic of interest
that is included in the research design. For erample, if a researcher
is attempting to erpirically assess the amount of influence that dif-
ferent significant other networks exert upon an adolescent concerning
educational and occupaticnal expectations, measuring the total number of

hours per week the adolescent spends communicating with his significant

=g

>)

others concerning education and occupations lacks precision.”” The
communication expended on each topic needs to be measured separately.
This will increase the precision of the analysis in terms of evaluating
the amount of influence that each significant other network exerts upon
an adolescent's expectations as a function of the amount of communication
that transpires between the significant others in a given network and
an adolescent.

Yihile the measurement of communication erployed in this analysis
was not totally inadeguate, it suffered from two major shortcomings:
(1) an assurption had to be made that 50% of the time spent talking about
school and work was devoted to education and 50% to occupations; (2) no
assessirent was made concerning the qualitative characteristics of the
messages exchanged. For exarmple, an adolescent and his blood relative
network might spend the total time they talk about school addressing
the issue of how the adolescent should dress to attend school as opposed
to comrmunicating about the possitility of the adolescent attending
collega. The reasurement used in this analysis fails to detect this
type of communicative interchange because of its precominant quantitative

character.
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The problems encountered in measuring this elusive construct are
not endemic to this analysis. The problem arises from the fact that
cormunication at best can be measured as an explanatory derived vari-
able.16 This reans that i1f we choose to measure communication using a
ratio scale which increases the pow er of the statistical tests that we
can use, we must incorporate one primitive variable such as time into
our reasurerent scale as well as the explanatory variable of communica-
tion. Since communicaticn is not a primitive variable no assumption can
be made that subjects will use the same basic unit of analysis in dis-
criminating between amounts of communication expended between them and
their respective significant others. Different adolescents might use
tire as a discriminator while cther adolescents might use the number of
times they are told to adopt a particular behavior as theilr basic unit
of analysis in approxirating the amount of communication that transpires
between them and their significant others. The strength of the measure-
rent scale used in the present study emanates from the fact that it is
a ratio scale that standardizes the basic unit of analysis that adoles-
cents are to use in making their discriminations.

An alternative reasurement of commnication that incorporates
this positive characteristic and takes into consideration the qualitative
characteristics of messages would be desirable. One procedure might be
to ask adolescents HOW OFTHI! a significant other recormrends a particular
type of behavior such as attending college or going to a vocational
school. This would *ake into consideration, at least to some degree,
the type of informaticn that the significant others were irpacting upon

an adonlescent.
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There may be other reasons that account for the lack of support
for the hypotheses posited in addition to the protlems encountered in
the reasurement of communication. It might well be that communication
is not the prirary determinant of significant other influence. It may
be the case that the amount of information that a significant other has
about an adolescent determines the degree of influence that a significant
other exerts upon an adolescent. This issue is explored in more detail
later in this Discussion section.

Neither was support cbtained for the second hypothesis. No
significant relationship was found between an adolescent's idealistic
educational expectations for himself and those of his peer and blood
relative netuiorks.

The third hypothesis was not supported. However, the possibility
that a relaticnship does in fact exist between stress and disparity in
expectations should not be dismissed. In this analysis a one-way ANOVA
demonstrated that there simply was no disparity in realistic educational
e¥pectations between an adolescent and his respective peer and blood
relative networks. This in itself would be enough to account for the
failure to find a significant relationchip between the two constructs
tested in this hypothesis.

Failure to find empirical support for the fourth hypothesis can
be attributed to the failure to support Hypothesis 2. 1o support for
this hypothesis would be erpected given the lack of a significant rela-
tionship between an adolescent's idealistic educational expectations for

himself and those of his peer and blood relative networks for him.
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A final issue that needs to be addressed is the model posited
earlier. One of the central foci of the model was information, measured
in terms of the expectations that adolescents had for themselves and the
expectations that their peer and blood relative netviorks had for thenm.
One additional measure of information needs to be incorporated into the
modal and that is the type of information that each network possesses
about the adolescent himself. It would seem reasonable to assure that
the influence a significant other exerts upon an acdolescent's behavior
comes in part from the information the significant other has about the
adolescent in terms of sociologizal and psychological information. This
researcher would argue that the more psychological information a sig-
nificant other possesses concerning an adolescent, the greater the
influence he will exert upon an adolescent.l7 Since an adolescent's
peers probably possess substantially more psychological information
about him than do his relatives, this might account for the influence
that peers exert upon adolescents.

Based upon this reasoning a modified set of relational proposi-

tions suggest themszelves:

Self concept developrent is a function of the
inforration an irdividual has about his rela-
tionships to objects in his environrent.

Significant others (as one source) perform the
function of providing information that defines
an individual's relationship to objects in his
environrent.

The transfer of information functions to establish
an individual's expectations for himself and his
significant others' expectations for him.

PAwareness of disparity in expectations concerning
self-object relationships is a function of
communication.
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The degree of interpersonal influence exerted
upon an individual by his significant others
is a functicn of the amount of psychological
information they hawve concerning the adolescent.

Stress is a function of disparity in exgectations
concerning self-cbject relationshivs.

These propositions would change the model to the extent that when
measuring the cormrmunicative output of the traits, the amount of psycho-
logical information that each trait possessed concerning the adolescent
would also be measured. The logical entailments that would follow would
predict that the network which has the greatest amount of psychological

information about an adolescent and recommends a specific behavior most

adolescent's expectations.

In this analysis an attempt has been made to evaluate erpirically
the role communication plays in the influence significant other networks
exert upon the development of adolescents' educaticnal expectations.

If guidance counselors are to be effective, this issue needs to be
resclved so that they can design communication strategies that will
ravimize their potential influence upon high school students.

It was determined that the peer network ererted more influence
upon adolescents' realistic educational expectations even though the
blood relative network erpended rore time communicating about school and

work than did the peer network. CSome suggestions directed at improving

the reasurement of comminication were offered. Finally, it was suggested
that one additional neasurerment of networks should be included in any
future design and that is the amount of psychological information con-

cerning adolescents the significant others within the netwcrks possess.
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APPEIDIY A

WISOB

STUDINT IDEITITICATION TORM

Pead each of the following carefully. Answer to the best of your
ability. If you have any questicns we have failed to answer, raise your
hand so we can help you.

1. Youwr name

2. Your address

street cr route city state
3. Sex (please check) rale ferale
4. Date of your birth bge
day month year
5. liame of your school

6. The year you are in school

7. Today's date

day month year
8. Parents' rarital status: circle one

llatural Parents: a) married, b) separated, c) widowed, or d) divorced

9. Vith whom do you live?

Mame

lare

10. Where do you live? Check one.

a) with both my parents

b) with my natural father

c) with ry natural mother

d) with my natural father and my stepmother
e) with my natural mother and nry stepfather

f) other




11.
12.
13.
1u,

15.

15.

Vhat is your father's name?

that is your stepfather's name?

that is your mother's nare?

that is your stepmother's name?

Are there any stepbrothers or stepsisters who live with you?
Yes No

If yes, what are their nares and how old are they?

There are several questions which refer to your parents. If for any
reason you are not living with your parents, answer for the person who
acts as your parent or guardian.

17.

18.

19.

20.

21.

Your Father's occupation: (or was, if cead or retired) (Specify
the kini of wory ne does and not where he works.)

Your Mother's occuration: (or was, if dead or retired) (Specify
the kind of work she does and not where she works.)

The number of brothers and sisters you have is: (please circle)

a) 0 b) 1 c) 2 d) 3 e) U )5 g) 6 or rore
In your family you were born: 1lst 2nd 3rd 4th 5th  6th

In terms of incore or wealth of families in your community, do you
think your farily is:

a) considerably above average d) sorevhat below averaga
b) somenat above average e) considerably below
c) average average

How far did your father and mother go in school? (check cne for each)

22.

Father 23. lother
a) less than 8 grades a)

b) 8 grades b)

c) 9-11 grades c)

d)

12 grades d)
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25.

26.

27.

e) some college e)
) college degree )
£) an advanced degree (lasters, g)

Pn.D., or professional such
as law or redicine)

I live: (check one)

EY) on a farm
in the open country, but not on a farm

c) in a village under 2,500
d) in a town of 2,500 - 10,000
e) in a city over 10,000

My father is engaged in the type of occupation checked below:

a)l ffice work (cashier, clerk, secretary, bookkeeper, etc.)

b) Professional (doctor, law/er, minister, teacher, etc.)

c) Evecutive (ranages large business, industry, firm, etc.)

d) Factory worker (labcorer, janitor, farm hand, etc.)

e) Salesran (insurance, real estate, auto, store, etc.)

£) Owns, rents, manages srall business (store, station,
newspaper, cafe, etc.)

g) Osns, rents, nanages farm

h) Other occupation (be specific)

How do you estimate the ability of your parents to help you go to
college if you desire to go?

a) can easily afford it c) can afford it
b) can afford it, but with d) I must work to help
rch sacrifice suwport the family

About how much could you or your family contribute to your college
expenses next year (1if you were going)?

a) none d) between $500 and $1,000
b) less than $500 d) all my expenses
c) Letween $1,000 and $1,500



LISTRUCTIONS:

The following questionnaire is designed to help us learn who
is important to you in helping you make your plans about your future.

Under each guestion there are six lines. You are to write the full

nares of persons, their addresses if you know them (or where they can

be found), and their relationship to you (for example, mother, father,

best friend, teacher, etc.).

SAPLE QUESTICH

1. Vho have you talked to about the kind of car you should buy?

PULL NA/E ADZRESS RELATICHSHI?
George Smith 15 Elm St., Madison Father
Paul Stone 4 Eriar rd., Peoria friend
John Lernnon 250 ¥. 56th, N.Y.C. Fatner's friend
Farlene valters 1507 . Brcadway, H.Y.C.,  Aunt
Sarah villiams 12 Lyrn Dr., Cairo Girlfriend
Lon Lenultz 150 1. Clark, Urtana rriend

Some of the cuestions may seem the sare to you, but they really

are different. Even so, sore may have the same answer. You may want

to use the sare nares over and over. This is perfectly all right. You
do not need to repeat the addresses, relationships, for names listed
more than once.

If you have any questions while you are vwriting, please raise
your hand so we can help you. Work as rapidly as possible, but make

sure you answer all questions.
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28. There are four important things that people usually thirk about
when they are considering a career: 1) “hat kind of work you do
(fm"@amﬂe,f ~ming, building, treating patients, typlng, and so
forth); 2) The kinds of working conditions (for examrple, viorking
with other people or alona, indoors or out-doors, and so forth);
3) What purposes the job serves (for exarple, helping Deogle,
growing crcp:, advancing science, and so forth); and 4) |

tenefits the job has for you (for example, salary, social osition
J = 9 J b
free tine, etc.).

£) tho have you talked to about the kind of work that different jobs
require?

FULL MNAME ADDRESS RELATIONSHIP

E) Vho have you talked to about the working conditions you might find
cn different jous”

Seaslol

PJLL MNAME ADDRESS PELATTIOSHIP

C) %ho have you talked to about the purposes of different kinds of jobs?

FULL NAME ATTPISS RELATICNSITD

Lo O ior:lr

D) Vno have you talked to about the benefits (salary, socizl position,
etc.) of different rinds of jcbs?

FULL NAIE ADDFESS
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vho do you know who has had any of the kinds of jobs you have thought
about, and has been an ezample of?

29. The kind of work jobs like these require?

TULL NAME ADDRESS RELTATIONSHTE

30. The kind of working conditions jobs like these have?

FULL NAME ADDRESS RELATIONSHIP

31. The purposes the jobs like these have?

FULL NAME £DDPESS RELATIONSHIP
32. The kinds of benefits (salary, socizl position, etc.) these jobs
give?

FULL NAME ADDPESS PELATTONSHIP
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33. %e know that all people are different. Some people are better
suited than others for different kinds of work, different kinds
of working conditions, different kinds of purposes (for example,
helping people, and so forth), and different kinds of benefits
(salaries, social position, etc.). This question wants to know
‘noz-J you made up your mind what kinds of work, working conditicns,

rposes and berefits are rizht for you.

A)  ¥ho have you spoken with about what kinds of werk are right for you?
FULL NAME DDRESS RELATIONSHIP
B)  Who have you spoken with about what kinds of working conditions
are right for our
FULL HAME ADDRESS RETATICHSHI?P
C) VWho h_va you spoken with about what kinds of purposes (building,
relping people, writing, etc.) are right for vou?
FULL HAME ATDRESS PEIATIONSHIP
D)  Vho have you spoken with about what kinds of calary, social
vo51tion, and o fortn, are right for you?
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34. Who do you know who is like you are in being suited for the same
kinds of work?

FULL NAME ADDPESS RELATTIONEHIP

35. tho do you know who is like you are in being suited for the same
kinds of working conditicns?

FULL NAME ADDPESS RELATTIONEHIP

36. Yho do you know who is lire you are in being suited for jobs with
the sare purposes?

FUJLL HAME ADDRESS PELATTONSEIP
37. “ho do you know who is like you are in being suited for jobs with

the sare kinds of salary, cscclal tosition, and so forth?

FULL HAVE ADDPZSS RELATIOCHNSHIP
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Education after higzh school is often considered important for

different reasons. GSome people believe it is imgortant for success in
later life. Some thirk it develons you as an individual. Cthers
because of the experience of learning 1tself. And others because of
the experience of the social 1lifs at schiool.

WD BEAVE YOU TALLZD TO ABDUT
Education beyond high school as important for sucess in life?

FULL MNAME ADDRESS RELATIONSHI?

WHO HAVE YOU TALYED TO ABOUT
B) Education beyond high school as important for personal
develoorent?

FULL IAE ADDRESS RELATTIONSHIP

vHD HETE YO TALYED TO ARCUT
C) The kin?Z of work that one does in schonl after hizh school?

PJLL TG £DDPESS RELATIONSHID
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vHO HAVE YOJ TALYZD TO ABOUT
D) The social life at school (such as meeting teachers, other

students, spourts, dating) after high school?

FULL HAME ADDPESS PELATIONSHIP

39. tho do you know who has tried to achieve success through educa-
tion beyond high school?

FULL NAYE ADDRESS RELATIONSHIP

40, ho do you know wno has tried to develop himself as a person
through esucatlon beyond high schonl’

FULL 1121 LDDRESS RELATIONSHIP

41. ¥ho do you know who has experienced the work involved in educa-
tion beyord hiiga school?
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42. V%o do you know who has experienced the social life of education
after high scriool such as meeting teachers, other students, extra-
curricular activities, dating, etc.?

FULL NAME ADUPEES RELATIONSHIP
43. Ve know that pecple are different. Some people have the skills,

abilities and desires for school work; some people are the kind who
fit well into the social life of education; some people are able to
achieve success in later life by going to school; and some become
Letter persons by going to school.

D

vino has spoken to you about yourself as having or not having the
skills, aullities, or desires neelzad for school work beyond high
szhool?

FULL 2 £DDRESS RELATIONSHIP

BE. “ho has spoken to you about yourself as being the kind of person
who would or would not fit in well with the outside activities
and sccial 1life of education after high scnool?

rJLL 1iAE £DDRESS RETATIONCSHIP
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C. %ho has spoken to you about yourself as being the kind of person
who 1s able or not able to beccome a success in later life by
going beyond high school?
FULL NANME ADDRESS RELATTIONSHIP

D. Who has spoken to you about yourself as being able or not being
able to beccre a better merson through education beyond high school?

FULL NAME £DDRESS RELATIONSHIP

44, Vho do you lnow who is like you are in having or not having the
skills, abilities, or desires for school work Leyond nign school?

FULL [AME £DDPESS RELATIONSEI?

45. ¥vho do you ¥ncw who is like you are in being the kind of person
wno vould or would not fi1t 1n well with the outside activities
and sclal envircrnent of educaticn beyond hlgn school?

RELATIONSHIP

FULL 1AME ADDRESS
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46. Who do you lnow who is like you are in being the kind of person
who is able or not able to becorn= a success in later 1life by
going beyond hign school?

FULL NAVE ADDRESS RELATIONSHIP

47. Who do you know who is like you are in being able or not being
able to become a better psrcon through education beycnd hign
scnool?

FULL NAME ADDRESS RELATTONSHIP

48. In just a few words, WHY do you usually choose the pecrle you
rentioned to talk to avout school and work?

49. Do the DQ““IQ you mentioned usually acree with vour owm thinking
about scnool and work?

a) Almost always agree with e

b) Usually agree with me

c) Coretimes agree and sometimes disagree
d) Usually disagree with me

e) Alrost always disapgree with me

50. Please list the ]OD or jobs you really expect to gt when you
finish your education.




51.

52.

53.

Su.

55.

56.

57.

46

Please list the job or jobs you would most like to have when you
- . ~ _—
finish your education.

Please list the iob or jobs you really expect to have when you are
thirty vears old.

Please list the job or jobs you would most like to have when you
are thirty years old.

What Job or jobs do the people you mentioned really exgect you to
get wnen you filnish your education?

Wnat job or jobs would the neople you mentionsd most want you to
have when you finish your educaticn?

Ylnat job or jobs do the people you rentioned really expect you to
have when you are thirty years old?

o

3

vhat job or jobs would the people you mentioned most want you to
have wnen you are thirty years old?
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IICTPUCTIONS:

This set of guestions concerns your interest in different kinds
of j,g,. There are elgnt questions. You are to check ClE jDD in £ACH
question. Make sure it is the ELST AIISYIR you can give to this

gquestion.

Read each question carefvlly They are all different. Answer
all cuestions the best you can. Do not cimit any, =/ Ir Y2OJ MUST
GULSS.

58. If you were JUST OUT OF SCHOOL AID LOOKI!
s tre bzZT Chiz you are ReslLY

of the jobs listed 1n this gucstion 1S
SURE YOU COULD 2272

5 FOR A JOB, vhich O'E
(=)

al. Lavryer
b). welfare worker for a city governmen
c). United Sta*tes representative in Congress

). Corporal in the Aymy

e). United States Supreme Court Justice
. llignt watchran

z). Scciologist

h). Policeran

i). County agricultural agent

3). Filling station attendant

S o
, 7nich CIE

53. If you were JUST CUT OF SCHZOL and LOOVINS FOR A J
of the jobs listed in th.z cuestion would yOd Choos

2EE TO CEONZE ATZ of them you v °W°d°

(D Jto

)
9

al. HMerter of the board of directors of a large
corporation

b). Urndertaker

c). Barker

a). “fachine operator in a factory
e). Pnysician (doctor)

). Clcothes presser in a laundry
g). tecountant for a large business

h). Pailrcad conductor
i). Zailroad engineer
3). Singer in a night club
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62.

48

OEZ-2-051170-1392
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If you were JUST OJT OF SCEOCL

of the jcbs licted 1n thils question
SR YOy CTTLD R

a). Huclear thysicist

b). Retorter for a daily newspaper
c). County judge

al. ber

e). State governor

). Soda fountain clerk

l

g). Bioclogist
h). a1l carrier
i). Official of an intermational labor union

3). Farm Hand

If you were JUCST OUT OF SCEOOL and LOOKINS FOR A JOB, which ONE of
o« . < . L T T Y - -_— = —_—
the jobs list=d 1n this guasTion would you cnioose 1f you were (2K
T2 CHULZE A7 of them you wisned?

al. sycholegist
). vianzger of a small store in a city
c). read of a departrment in state government

a. Clerk in a store

e). Cabiret nmerber in the federal government
). Janitor

g). Ifusician in a symphony orcnestra

i). Carpenter
i). radin anncuancer
3. Ccal miner

If you were 29 YELPS OLD, which CTZ, of the jobs listed in this
question is the =iil UL you are noaLLY SUPE YOU COULD ZET?

al. Civil engineer

b). Eookreeger

c). “inister or Priest

2). Streetcar notorman or city bus driver

e). Diplorat in the United States Foreign Service
). Cnare cropper (one who owns no livestock or farm

machinery, and does not manage the farm)
). Futhor of novels
n. Plurber
1). liewispaper columist
7). Taxi driver

|
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65.

43

If you were 30 YTARS OLD, which ONE of the jobs listed in this

cuestion would you CHOJDQ if you were FREL 10 CHOOSE A7/ of them
you wished?

al. £irline pilot

b). Incsurance agent

c). frchitect

al. Iillk route man

e). Mayor of a large city

). Garbage collector

g). Captain in the Army

h). Garags mechanic

1). Cvmer-operator of a printing shop
3. Pailrozd section hand

If you were 30 YEARS OLD, which CI'E of the jobs listed in this
question is the zlT OE you ere ZZALLY SURE YCOJ COULD GET?

al. Artist who paints pictures that are exhibited
in galleries
b). Traveling salesman for a wholesale concern

c). Chemist
d). Truck driver
e). Collega professor

0. Street sueeper

g). Euilding ccntractor

n. Incal official of a labor union
i). Electrician

7). Pestaurant waiter

If you were 30 YEAPS OLD, which OUE of the jobs listed in this
question would you choose if you were FREL TO CHOOSE ANY of them
you wWished?

al. O.mer of a factory that erploys about 100 pecple
). Playground director

c). Zentist

d). Lurberjack

e). Scientist

). Choesnhiner

g). Public school teacher

n. U.mar-operator of a lunch stand

i). Trained machinist

3. Dock. viorker
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INSTRUCTIONS:

The following questions refer to your opinion about education.

2D,

Please answer ZJTH questions, EVEI TIF YO MJST GUESS

6.

67.

63.

How much education would YU like to have if NOTHINS stopped you
from getting AS IUCH AS YOU WAITED? (Check one answer)

-

a). Quit school

b). Finish high school

c). Go to trads, business, secretarial or nursing
school

d). CGo to college or university (one that gives
credit toward a Eachelor's LDegree)

e). Get an advanced degree (ldasters, Ph.D., or
professionzal such as law or medicine)

1 mich education are YOU PEALLY SURE YOU WILL GET? (Check one
answer)

a). Quit school
b). Tinish high school
c). G5o to trade, business secretarial or nursing
school
d). Go to college or university (one that gives
credit toward a Bachelor's Degree)
t an advanced degree (Masters, Ph.D., or

e). Get
professional such as law or medicine)

Ty T

do you *think THE PER3OHS YCU V"WTIO.ED vould
HOTHINS stopzed you from

~r 4- -
o T
&= Cly

a). Quit school
b). Finish high school
c). 50 to trade, business secretarial or nursing

school
d). Go to colle;e or university (cne that gives
credit toward a Bachelor's Degree)

e). 5Get an advanced degree (Masters, Pn.D., or
professicnal such as law or medicine)
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€9. HOW MUCH EDJCATION do you think the PERSONS YOU MEITIONED REALLY
EAPECT YOU TO GELD?

a). Quit school

b). Finish high school

c). Go to traZe, tusiness secretarial or nursing
szhool

d). Go to college or university (one that gives
credit toward a Bachelor's Degree)

e). Get an advanced degree (Masters, Ph.D., or
professional such as law or medicine)

70. THE KIIIDS OF EALTPA-CUPRICUJLAR ACTIVITIES Il WHICH I PARTICIPATE
ARE:

(Check the ones in which you participate regularly,
and add to the list if necessary)

() Athletics ( ) Annual

( ) Eand-crchestra ( ) Student government
() Chorus-vocal () Hobby clud

() Dramatics () Other

( ) Detates ()

() u-i or FTA ()

() School paper ()

71. COMPAPED TO MOCT STUDENTS Il MY HIGH SCHOOL, MY LEADERSHIP
ACTIVITIES AFPE:

Greater than average

Llout average

Less than average

~ ~ ~
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APPEIDIX C

Significant Other Telephone

Protocol
Hame Ideptification
numnoer

Address
Telephone Number
Focal Individual 1.

2.

3.

L.

1st Attempt 2nd Atterpt 3rd Attempt

Date Date Date
Time Time Tire

Hello, I'm from Michigan State
University. We are performing a study about career choices in
ti
Il

cooperation with Villiamston High School. I have a few ques

I'd 1like to ask you. This will only taxe a few minutes and
very grateful for your cooperation.

N

s
be

o
d

.
bod
.

(If there are any special problems, have them contact
Dr. Joseph Woelfel, 540 South redzie Hall, 353-8825; or George
Barmett, 513 South Kedzie Hall, 353-3u482.)



1

2)

3)

4)

5)

€)

7)

56
How long have you lived in Williamston? (years)
Have you comleted your formal education? (yes or no)

(If yes, go to question 9)

How much education would you like to have if nothing stopped you
from getting as much as you wanted? (years)
(note: 01 = first grade
02 = 2nd grade
08 = grammar school degree
12 = high school degree
13 = one year of college, etc.)
How much education are you really sure you will get? (code as

above) (years)

What job or jobs would you most like to have when you finish your
education? (List jobs)

Wlhat job or jobs do you really expect to have when you finish your

education?

Yhat job or jobs would you most like to have when you are 30 years
0ld?
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8) Uhat job or jobs do you really expect to have when you are 30
years old?

9) How many years of school have you completed? (If still in school,
what grade are you now in?) (years) (code as in 3)

10) ‘that is your current occupation? (What you do, not where you work.)

11) Do you know (are you related to, the parent of, the sister or

Erother of) ? (If 1D, go to question
21.) (focal 1ndividuzl's nane)
12) How long have you known ? (years)

(foral 1rdividual's naire)

(If relative, incert focal individual's age)

12a) tHow far do you live from (him/her)? (answer in blocks)
(e.g., 2 blocks, 1/2 block, 0 blocks L[if sare nousehold])

13) Do you spend much time wit ? (Yes or o)
(ilame)

14) a) How much? (Hours per week, average, estirate) (hours)

b) About what fraction of that time do you talk about school or
Work? v (answer in percent)

15) How much education would you like to have
(tiame)
if nothing stopped (her/him) from getting as much as (she/he) wanted?
(cocde as in 3)

16) How much education are you really sure (she/he) will get?
(code as in 3)

17) Vvhat job or jobs would you most like to get
(lare)

wnen (her/his) education is over?







58

18) Vhat job or jobs would you most like (her/him) to have when
(he/she) is 30 years old?

19) ‘Vhat job or jobs do you really expect to get when
(Tlame)

(his/her) education is over?

20) VWhat job or jobs do you really expect (her/him) to have when
(shie/he) is 30 years cld?

21) (low if you don't mind, I'd like to ask how old you are)
(years)

THAITK YOU FOR YOUR COOPERATION!



lDonald P. Cushman and Gordon Vhiting, "Human Action, Self-
Conception and Cybernetics" (unpublished manuscript, Michigan State
University, 1973),

2Ibid.

Denise B. Kandel and Gerald S. lesser, '"Parental and Peer
Influences on Educational Plans of Adolescents," American Sociological
Peview, 34, 2 (April, 1363), p. 213.

4 - - .

Donald P. Cushman, "Some Structural and runctional
Implications of Self-Conception to Society as a System" (unpublished
ranuscript, University of Wisconsin, 1363), p. 1.

5Ibid.

.
°For a detailed discussion of Structural-Functionalism see

HNorm Fontes, "Structural-Functionalism: £An Atterpt to Delineate a

Methodology for Theory Construction" (unDubllsned rmenuscript, Michigan

e University, 1373).

-

A "nomic premise" is the minor premise in a practical

syllogism. It 1s a causal staterent about nature that ought to be
observable. It is a specification of the means to achieving the go
or neans of getting what we want.

8A total of 60 hypotheses were tested in this analysis. Fifty-
siz of these hypotheses were concerned with the development of
occupational expectations. Since the model being developed in this
analysis focused upon educational expectations, only those hypotheses
concerned with educational evpectations were reported here. Results
from the remaining hypotheses will be made available upon reguest.

- T

9Because of the complexity of the methods used to assess the
reliability and validity of this instrurent the coefficients cannot be
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reported here. For an extensive discussion of this issue see
Archibald O. Haller and Joseph Vicelfel, "°1gnlllcant Others and Their
Expectations: Concepts and Instrurents to Measure Interpersonal
Influence on Status Aspirations,'" Rural Sociology, 37, 4 (December,
1972).

O—\ (o

1 Donald P. Cushman and E. Thoras Florence, "The Developrent
of Interpersonal Communication Theory" (paper presented at the Speech
Communication Association Convention, !ew York, !.Y., November, 1973),

p. S.

11 . . . . .
For an erxtensive discussion of this construct see Curt Mettlin

and Joseph Woelfel, "Interpersonal Influence and Syrptoms of Stress'
(unpublished manuscript, Michigan State University, 1373).

Ynid., . 6.

l3Sixteen of these adolescents had to be excluded from the

analysis because their significant others either could not be contacted
or refused to be intervieved.

4. . .

Given the manner in which the stress scores were computed a
eg ative beta weight indicates a positive relationship between dis-
rarity in expectations and stress.

&

lSH'Dothosos concerning the amount of influence tha*t peer and

blood relative networks exert upon the development of adolescents'
occupational expectations were also tested in this analysis althcugh
they are not being reported upon here.

16 3 h A
Yarren S. Torgerson, Theory and lethods of Scaling, New York:

Jonn ¥iley and Sons, Inc., 19%%), pp. 13-40.

17For one viewpoint supporting this position see Gerald R.
Miller and Mark Steinberg, Comrmnicating Interpersonally (Palo Alto,
Calif.: Science Pesearch Associates, 9]4), in press.
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