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ABSTRACT

give students the opportunity to act effectively in social situations
in relation to a student's view of self as competent, thus enabling
him to take advantage of his opportunities. The sample was drawn from
all 14 and 15 year olds attending state secondary schools in the
State of Victoria, Australia, during 1971, The results indicate that
an adolescent's view of his own competence, already developed on the
basis of past life experience, does affect the ordering of variables
that might explain educational expectations. The author contends that
these findings alter not only the potential effect of "objective!

This paper examines the skills and competencies which

resources as traditionally used in research on this topic, but also
the potential effect of these particular value-orientations in
- dampening or enhancing education ambitions, (Author/SES)
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The Home, the School and the Child

In a recentfbook on American family and school
relationships, Professor Christopher Jencks argues that
schools alone can never break through the inequalities
that exist in society. He attacks the liberal myth that
education is the only, or éven the mainrway up the
status ladder. School buildings, a higher budget, the
curriculum, even the characteristies of teachers are
either secondary or irrelevant. _What:aﬁggunfs most
for educational achievement iz the ;héragteristicé of
the children themselves. Jencks argueg‘mgrgavér tﬁat
intelligence, family background, environment aﬁé_g§én_
academic success are only marginal in determining Fﬁe_:_

child's eventual occupational income and prestige.

This is. pretty strong stuff, because it
challenges our usual aégumpti@ns about the h@me.and the
school. Typically, teachers blame parents and poor
home background for the inability of children to learn.
xLaék of books, lack of parental interest and encourage-
ment, inﬁifferenaé tg-the=schgglfaﬁé;the teachers' efforts
are seen as & vicious eircle. which can rarely be br@ken.
The teacher tries but it is a painfléss Struggleg

o  Parents in turn blame the school. Poor buildings, lack




of equipment and libraries, unqualified teachers, a use-

=

ess academic curriculum reinforce the inequalities of

society.

What has to be realized is that both viewpoints
are equally naive and that we need instead a new inter-
pretation of school in relation to community. We have
to stop seeing schools as the answer to society's ills "
and start demanding wider changes in society itself. And
we have to stop thinking in quantitative terms, é@unting
dollars spent, books préviﬁed, téagher%pupil ratios, and
instead re-examine the quality of paTEﬂfetéaéherspupil
relationships. As Jencks peints out, spending more money
on buildings, 1abﬁratéﬁés and facilities or even rewriting
the curriculum seldom changes the way teachers and students
éétualiy treat each other minute by minute, and, even
when Schégls do exert an unusual influence on children it

just does not last until adulthood.

If we are fg talk. about home-~school relations,
about parent and teacher iﬁfluen:es on learning, it seems
vital that we adopt a process orientation, a dialectical
view of the interplay between individual and society. Our
model must be a dynamic, not a static one, one which

¥ . . = - 5 . N
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reality-construction in the classroom. From a sociology

of knowledge perspective, home-school relations should be

seen as part of the wider problem of explaining the

social distribution of knowledge (and its inverse, the

social distribution of ignorance and uncertainty).

Central to any such explanation will be the dynamics

of power within our society and what can be called the

parallel dynamics of submission or dependency.

Put simply, the relation between school and wider

societal processes can be seen as follows.

(a)

Resources (physical, economic, intellectual and
political) are unevenly spread throughout society.

There is a certain core of “;%;ipe;kg;wl;ﬁg§?g the

sum of ''what everybody knows? about the social world

part of which is a knowledge of the limits for action

of different social groups (the poor can't expect

to live in a wealthy suburb). There is also a stock

of role-specific knowledge, distributed unevenly

‘throughout society according te the limits. of one's

survive in a street fight, but he does not know how
to handle polite conversation with middle elass adults.
The division of labor means too that some knowledge

(what the ﬁactgr; the lawyer, the boiler stoker knows)

is relevant only to those performing those specific

roles,



(b)

(c)
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Power is involved because power implies the ability
to decide who will be given access to physical

resources, to how much money, recipe knowledge etc.

forms of role-specific knowledge. Since there are
conflicting definitions of "reality” (the businessman
compared with the proecess worker; the réligi@us
versus the atheist; the communist versus the
capitalist; the hippie versus the square) the outcome
of thelr confrontation rests on relative péwerf whose
particular view oi reality will be "made to stick”

in the society?

Resources arses translateﬂ; in social interaction, into

‘forms of competence.

oy
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(i) w

at can be called differential "equipment f

competence”™, or those capacities necessarv for

the adequate performance of one's roles in society.

These are individual-level skillg such as
academic competence, ;aiitical-;gmpéténce,

i ghysiéal c@mgégeg:efesexual competence or
specific forms @ﬁ-cccuéaﬁignal competence, but
they are, largely,égziéilﬁvﬂéfinéa; That is,
certain resources aﬁézfarm%:ﬂficémgéténce are

more highly ‘valued than;éthefsfﬁy those who



(ii)

control central social institutions.

relative possession of necessary competences,
and relative ‘success" in social action lead

to the development of a more or less "competent

self". The indi&iégal?s past experience in
his attempts to zgntralghis environment
contributes to ﬁhé way he approaches each
new task. If he has proved efficacious, if

his past efforts have produced the desired

"effects"”, he will approach a new task with a

generalized exp&gtatién of competence. If on
thé other hand, failure, rejection, lack of
response to his efforts have been his lot, the
world will be vie%eé as hostile, recalcitrant,

immevable,

It is not only actual resources such as money,
gasitignf!fagilitv with 1aﬁguagé; personal
charisma @r'phgsigal strength which farm a basis
for the exercise of power, but also a sense of
power, an image of the self as gémgétgnt which

acts as a lever in negotiating a more or less

powerful position in. relation to others.
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SELF-CONCEPT

(shared self-image)

Equipment for Cémpetenge
(capacities for role
performance)

"because motives®
"meansg "
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ijéct;ve Reality
- differential
resources and
rower e.qg. I.0Q.,
5.E.5., language
skills, religion,
"opportunity".
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The Egmpetant Self
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"in-order to motives'
"goals “"values”
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lnternal;zatlcn of
symbolic uﬁlverse
- social feedback
from significant
others or major
“interpreters®
reality.

of

Notions of

or ignorance may be seen,

more inclusive notiéon »f

of competence”. This

Sg;iali;g;ig;ignﬁ the Eeve}bpméngiqﬁ7??@PE§E§C§

"the social dsitribution of knowledga"

then, as sub-sets of the

"the social distribution

means both the skills and

competences which gi#e preople the opportunity

to act effectively in social gituations, and the

sense of power.

as in control of one's own environment,

enables people to take -advantage éf their

opportunities.

the view of self as competent,

that

3
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(e) The reiativé camgetén:e of children frum
different home backgrounds therefore involves
both the resources, the equipment for
competence necessary to be “affective*
physically, socially, academically and the
sense of power, the competent self-image
neﬁessary to carry through attémpts at

controlling the environment.

Iﬁ is my contention that the education system should
be seen as part, a very ¢ru:iai part,; of the broader processes
cof the social distribution of competence. The important
questions to ask are: Who has access to which resources
(family sgcic=ecgn§mic;aéﬂ educational status, physical
fécilitiés, forms of "help" etc.)? Which groups and inﬂiviﬂﬁals
ﬂéVé;Qp‘WhiEh forms of competence énd how? Which competences

~are socially most and least valued, especially within thé
schools? Who has access to what type of education and what )

are the crucial choice-points iﬁ the system whicﬁ reduce a

child's freedom of action? Which éhiléreﬂ will be defined

as competent and which as inc@mpetént? Does the school deny

the validity of certain forms of social agperienég, of

- certain "world-views" of particular forms of competence?

Is the curriculun designed to provide access for all to
Q socially valued forms of competence, and/or to encourage

EBJKE "different" forms of competence:




How much sense of power are children allowed to achieve?

Which children? Hcw? Why?

My argument- -then, must develop along two lines.
First, the "distribution" notion of education implicit
in the structure of the curyriculum and in such concepts
‘as "equality of opportunity’ needs more critical examination.
Second, the "relational” aspects QE,.if you like, the
inter~-action process by which children devélgﬁxa view of
self as competent or ineffective must be built more

fully into any model of home-school relationships.

Rather than review all the current literature
on social background and educational aspirations and
aéhi%vement, I want to look at Rehberg's (1970) character-
izatién Qf the alternative models available aﬁdainﬂicate

what seem to me to be major inadequacies.

Figure 2 illustrates the temporal sequence of
adolescent achievement variables supported by the research
of writers such as H?mah; Strodtheck, Sewell et él;=and

Rosen.

It extends the well-documented buthsimplistic
relationship between the chilﬁ’ésfémilg sggie?educaéignﬁl

Q status and his .response to schooling. These writers see
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Figure 2: Temporal Sequence of Ndolescent Achievement Variables
" as shéwn _by Hyman, Straém;:k Eewell and Rggen

Mobility Attitudes

(Rosen - achievement values
. . Strodtbeck -~ V=secale .
~~" Hyman - system of belief§%2ﬁ,
7 and values) T~
- . %%%%

SES | L. Educational
T~ a Lxpectations

.. . i ~ ' e
* Measp:ad,Inge;;;ggncg'

Figure 3: Terporal Seguence of Adolescent Achievement Variables
as shcwn by Turnar & Réhberg et al

g E@gcatlanal Expe¢tat1DHS2%%

o0 """ 7 (ambition) .
ses — N . Mcblllty
Attltudes
_ (class values)
» Measured Intelligence —

hoth "Mebility Attitudes"™ (for Rosen these are achievement
values, for Strodtbeck the V-scale, for Hyman the system of
beliéfs and values) and “Measured Intelligence” as variables
which simultaneously intervene between SES and the child's
educational expectations. They don't posit any directienal

relationship between I.Q. and Mobility Attitudes.




Figure 3 illustrates Turner's alternate model
which reverses the "causal’ sequence of felaﬁisnships.
Turner found that when one controls for gaﬁbitian”
(educational éxPéctaéi@ns) there is a substantial reduction
in the relationship between SESVand both I.Q. and mobility
‘attitudes (class values). In other words, Turner argques
that it is not bé:kgr@und status alone that explains class-
differentiated mobility attitudes, bhut that "ambition"” is
an intervening variable which affects hoth the child's
measured intelligence and set of vaiues. Rehberg et al's

data fit the Turner model better than that in Fiqure 1.

From -my éwn theoretical perspective, E@th models
are too static and rely toe much on broad indicators. There
is no clear explanation (as” opposed to déSGfipﬁiéﬁ) of how
SES variables lead to intelligence. or to mobility attitudes,
or t¢ ambitious éxgégtatians,_gr how they iﬂtergct one with

the other. Other writers of course have nov begun to specifv

more closely how educational aspirations, expectations and

achievemnent may be inf;uéﬂced by conditicns such as languaéé
stvle (Bernstein etc.), family nétWafks (Toomey), early signs
of academic competence (Kahlj, parental mobility attitudeé

and job dissatisfaction (Cohen)., school Egcisséccnggie context
(W;ngﬁ and Wallin), schaélv:Eligie§s~caﬂtext'fahadés and

Nam). Of Parti;ular'interést are ‘the findings of Wiseman
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about the relationship between 'social disorganization"
| and educational attainment and Coleman's finding that

*sense of control is_méré strahgly related to achievement

than'masﬁ éthez.héme—relat36 aﬁ6 séhaslwrélateﬂ factors.

_Thé ﬁGﬁ§1_I want to égnsiaeé is‘ane,whigh fécuéés

- -more precisely on the d?nami:s of "ambition" and asks
vﬁéw}ﬂéééiitua;ise? ‘It attémpts_t; lcok at thé'pr§¢e§5 E

by WEic£ a child's resources, types of competence aﬁd' 

sénse af power dévelap out of h;s 1nteract;an w1th slgn;fléant
;athers anﬁ with the world around ‘him.. . The mcdel ;uggestsfl‘
-that baskgrgund reggufeas are énlv a starting point tor
diffe rencesf that feaﬂback ;nterprétat;éﬁ of the &hllﬂ’s
”-partlcular att&ﬂpts at cantral by parents taachers and

himself are the :ruﬂ;al é#glanaterv var1ablesr>anﬂ that

-the structure of the educatlgn systeﬁ represents for many

chilﬂréﬂ an lnst;tut;gnalized dea .- fﬁé;nqlaf motivation, an

institutionalized dep;ndencégn‘thase few given greater

access to the social distribution of competence.

As indicated in Eigure 4, the gath model nosits
no direct connection hetween such broad variables as SES

and achievement but suqaests a kind of "lens" model. : = |
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Figure 4;: Competence~based m@del of adolescent achievement
: variables (Edgar, 19?2) ‘

Competences
(r1.0., skills,
‘physical,
interpersonal
etc.)
actual
- valued by others
) Resaurces o » Value~ ~orientati fons
(SES, pirent o - dependency
education, ——————— —— - conformity
access to - | Interpretive Feedback - autonomy
community — | - congruence or lack of —y|~ self-direction
resources fit bhetween importance '~ opan/glosed
including type placed on types of Achievement
of Educatian) : ; competence and resources - actual performance
T —— of child by parents, (school and ijob)
h teachers, self. — ——————

Selfscancept
- gense of power
= -ambitions
= axpectations -
~ perception of
limitations

(Hammgnd 1965) thr@uqh which the child's competence is inter-

p:eted for and by him.

_Inggitutigpalized Dependency

While the pracess describ&d is always an individual

subjeativeg intarpretive one as eaah chila, from his.

pgztieu;gr baekgraund, present situatian and viewpaint



develops a view of himself in relation to the wider world. it

is by no means random or unpatterned,

The way in which any societvy functions rgfle
the relative'gtréngth of partigula:'interp:etatians of reality
and the power of certain groups to impose their own
particular typifications, cognitive structuring and
mgstifiéatians upon others. What we call euphemistically
“the éducaﬁién system“ is really a particular aefinitién of
the situation held by certain éetarsi It reflects the
charaeterlstla hierarchy of ends which they brinyg te the
Qrganigatian and the nature of their attaehmént to the

dominant role-system. (See Silverman, p. 222)

This eha?actér;stlc lnterpretat;an hQWﬂver beecmes-
mystifiaa reified as "the" system, part of the Werd most people
take for granted, one cf theeueryday assumptions by which
we live. If we look mck at the madel,suggesteé in Figure 4

we .can inaicaté some of the ways in which what I have

(-3

called "dependency" is built into, is institutionalized as

part of an operating system, the process we call education.

Firstly, "Resources" are socially distributed in

a :elatively fixed way: Mobility may be Péssibie but :
even that mability reflects the dominant aasumptlgns about E

which resources will be valued. The amaunt f oney,




conversation, intellectual and political know-how available

to a child from his parents is built into the economic and

political institutions of so iety. ©Notice that what has

[n]

been calle§ "recipe knowledge® refers also to knowledge

of one’s own limits. Since that knowledge is shared by
others, such recipe knowledge “periits the 'location' of
individuals in sqéiety and the 'handling’ of them in tﬁe
appropriate manner.’ The school system :efleeté this
location and haﬁﬂling grécess in décisiaﬁ{.abéut distribuéing
finance (State Aia; typés of schaﬁl facilities grﬁvideéﬂ
teacher nuﬂheﬁs and gualificationg&,) and 1n dEElElGnE absut
the ,trﬁcture of eduea£19n.tc be set up (ptcVislan of
pre-schools, High versus Technical versus Private,
currigulaf:and examination regulations). The children are
dependent upen thase who éesign “the system” for the very

resources they will be offered in the school. -

When we look at the “Eamgetence“ variable there

‘is furtha: :ause far alarm because we nove frgm the purely

"distributive" te the "relationalV aspests_af education,

Which forms gfléam§eten:e»are defined as appropriate,

.essential, valuable in the schools? The sﬁattysnﬁséd,

dirty, noisy child may not fit the teacher's image of the

"ideal client", Evenzhaekgraund'resaurces sugh as the

parents' ‘economic and educatlan 1evals become tfanslated

'intq expectations far competence and these ‘are
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:insfitutianalized!thréugh testing procedures (Knowles

and Prewitt; Rosenthal and Jacabseﬁ), grouping practices

(Yee); curriculum provisions (Charnofsky); even through

counselling procedures (Kitsuse and Cicourel). Certain

language styles, forms of dress and beﬁa?igur, deference

- patterns are favoured over others so that many children

face an institutionalized deruSing Qf m@tivaticﬁ and a
cl;ﬁglng to. Then examlnat;ans and tests define "success‘
in terms of failure for the majority and successive
"weeding-out" rites of passage which, strangely enough,

lnltiaté most futuré mémbéfs Gf saciefy as fa;lures

,father than Eémpatant men and women. Patterns Ef power

fﬁfmlty over autansmy, campllance @ver self—;nltlated

”bahgv;aur.

My own data on adgleséént'cémpeténae and

‘educational amblt;ans indicates the lmpartance of

relationships rather than fac11;tles or "objective' .

background eharaeterist;csj

Bagkgrﬁund "résgurees" var;ables Earrelate

of LDQFSE, ¢ one would E?Péct, with %du:atlanal aspiratléns

and expectatlans. Fathgr 8 gacupat;am level; father's



and mother’s own educational achievements, familyfsize3
financial capacity and the_child‘s age position in the
family all relate to whether adolescents wish for and
expect higher levels of education. But these relatiéﬁships

are modified through other interactional variables.

The child's perceptién of parental pressure
to do better cuts across éééié—éé@ﬂgmig levels. Whilst
foen‘thS% being pushed to do better are weaken
academically and expect to reach lower levels of schaaling,
there is a very strong relatl@nship between mother and
father both pressing the child to bétter schoal achlevament
and higher aspirations and expectations, ESP%ElélLy at the
lower socio-economic levels. In other words, a crucial
factor is not simply the éarénts' social status, but the

value they place on the child's education.

‘When we look at parental feedback to the
child's self-image thése broad relafianships can be specified
furfheri Where fathers and mothers praise the ghiiﬁ for
academic competence, both aspirations and éxgeetatiéns are

“high; where they praise the child for physical or practical

abilities, or for inteprpersonal competencies .ambitions




are Si#nificanfly 1Dwéri This E@rrelateg hléhly with the
child's self 1ﬁage of his own paftlcular competencies and
'is a chicken-and egg relationship. But there are clear sex
dlfferences which suggest that bath parents and teachers

expeet less of girls than they do of boys.

Add to this the very strong relationship -
batwéen’feagher ~eedback and the child's ambitions and we
see further how important are félatiénshipg and the images
of others in'f@rmiﬁg the child's life chances. Where most
teaghars regard the child as.”gaad”g the child's "competent
self" centres round academic  strengths, with interpersonal
and skill-type competencies being seen as less important.
Those studénts.wha get positive feedback.fr@mrtheir teachers
as?irg ﬁuch gighgr than those who do not. Especially at the
sxtfgmas of ambition (that is, where educational
fexﬁegtati@ns aré eithen exfﬁeﬁely high or low) teacher .praise

has a most significant influence.

One. variable which emerges as highly

imp@rtanf in ﬁélatioﬁ to the child's sense of control over

at méaltimés. Thﬁ ”1ealtalk 13 Dﬁly sllghtly c@frelatéd

See, Edgar, D. .E., "Competence for Girls', The Secondary Téachar,

!;EKC 1972.

R e O Lk o N T T T
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with fathér s Qacupatlgn but relates strongly to the

child s liklng f@r mathér and father, and to both
asp;ratlgns and expectatlpnsi Where mealtalk is encouraged
at home, adglésaén{shave much higher educational ambitions
than where it is not. Moreover, this variable relates
strongly to parantéchilé understanding and agfeement on -
what sort of person the child is, his or her particular
abiliﬁiéég occupational aims, choice of friends and even
how to dress and how SPéré time is spent, overall major
issues of parent«aﬂglesgenf disagreement. Where fémilies
spend time talking things over children seem more adult
than tEEﬁagé oriented and see fewer. llmltatIGHS on theinr

capacity to control their own lives.

The_ghild's selfﬁimaze (What we have cailéd'

the campetént self") 15 alsg élearly important ;naffecting‘
attitudes to edgéatlan. Academle competence varies bétween
literate and numéﬁate abllltia%. Ad@lé%cenfs whg see
tHemselves best at lzterate subjects aim h;gh but not as
high as those good at maths. gnd selegce_,The praetigallyr
and technically competent ones aim 1cwér;‘ However when asked
which are their weakest subjects, practical and %echnical_
inabilityigfthéen a5 a handiecap in reaching expectations,

- while literary weakness is. Those who have failed in any

O
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subjéét or grade level hope for and expect mugh.léwer
levels of education. Their self-image has already
been damaged and pareﬁtal and teacher reactions
reinforce a sense gf powerlessness which is hard to

overcome.

The more ambitious children differ also
in their orientations té life. Their world-view is
iﬁ g2ﬁergl more positive aﬁi effiéaci@us. They see
fewer limitations from ciréumStaﬁces eﬁfside_?hem;
they see fewer self-limitat.ons (though girlé overall
blame themselves for lagk of success rather than other
people orhlind"fate®): fhey arerless authoritarian and
‘Esnservativa§ legg'selfudeprEéating=énd more self-
confident than adéleSéEnts who aspire to lower 1éveis
of education. These differehces are significant for
attitude scales included in the éuestignnaire data, but
emerge mésttstrikingly'frcm ‘the lengthy intérviews with

o

a subsample of students.

What is important for the educator is to
realize that the "working-class child" is motivated in

% The full results are béing_prépaﬁed f@r'ﬁublicatign_és Edgar,_D;E.’
"The Conforming Adolescent", Angus & Robertson, 1973 forthcoming.
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the same way as any other child to explore his environ-
ment, gain control over it and develop a sense of mastery
or competence over his world. If the school environment

is appropriate {in terms of providing a graduated series

of experiences which will supply the child with a measure

of personal success on tasks for which he is ready),

and accepting (in terms of appr@ving what the child can do

rather than arousing anxieties over non-coping behaviour),
then every child should be .able to develop a sense of
autonomy, self-esteem and competence now .so much the

prerogrative of the middle-class child.

The community school must become a fruly
relational community. Migrant pérentsg working class
parents, middlé class'parents need to be brought in to
communication with teachers so that their aims,rtheir
purposes for their éhildrenﬁ their views of the world

are clearly understood. Schools must stop denying the

validity of the child's own experiences, the validity

t

of his family background, and must learn to star
from where he is. We must reduce the "lack of fit"

between teachers, parents and children.




-This_imgliés a new role for teachers and a
new role for the school. The teacher's Dower must be reduced
éﬁd students given a EhaﬁQE t§ choose their own goals
and test more the limits of their own seifhggdi But by
_thig I do not mean a reduction of discipline op a
curriculum based on chaos. I ﬁaan‘a tea&her role wHére
authority is based on knowledge and superior campefencei
not meraly on superior status and aribtrary power. Wei
need teachers who care for Ehildfen but not in a sentimental,
r@mantié fashion. Diffuse emotional attachment makas
the child dependent upaﬁ the teacher, not free from him,
and leaves the child helplass and lost once that teacher
is gone. We need a Qantrailed and disclpllned role for
teachérs where every ch;ld learns to see the teachér as

1nstﬁuméntal to his or her own 1ife pr ’,tsi' Instead

of bélng dnother sbstacla To long-vange goals, the teachep
must design a 1earning_3hvir§nm2nt whichrgfaviﬁes égﬁfinual
shgft%rangé Sﬁccesaes f@f éaéh éhilﬁ in his chafge. The
teacher should pféVlda structure ;nstead of anylety He.
should leéarn and aécept cultural nuaneas, teach the
children choice bahaVlQur; and ensure that chégén tasks

are lnfuseﬂ with developing éampﬁﬁgn es. Ah@ve all he

must allgw for the d;ffer;ng cgmpeténgles of - ﬁlfferént

Q
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~children instead of forcing them all into one path along

which many are condemned to failure.

It is here that Jenck;s message, with which we
began, has its greatest impact. Traditional “academic®
education has not beaﬁasvstrangly related to success in
life as educators would have us believe. Narrowly defined
and arbitrarily defining it merely reinforces the social

distribution of competence in society's status quo.

It is here that théi“eammunity school™, "the
open classroom" are dangerous caﬂééffs. They don't really
mean cgmmunify in thé gsense of bel@ﬁging'gr integration,
but rather in the SERSE Df demystlfy;ng aducat;cn and its
rélat;én to what aatually goes on in the ccmmun;ty By
‘PEjEQthg the pre-digested packaged Eurrlculum anﬂ Gﬁt;na'
for the creation of ralatianal kngwledge thraugh selfk
'd;rected anﬂ communal acflVltléE, the ‘nEWH'Echﬁél

“threatens to turn out in 1arge numhers thlﬂféﬁ wh © are

.- autonomous and powerful rather than dependentg wha Ean

act rather than be acted up@n, th are Eémpétéﬁt ;n thezf
own way instead af being EﬁﬁfLHEé t@ the narréw gelf—_

denylng_rales society makes avallable f@? themi The new



- 23 -

school takes children out of the phoney artificiality

of the elassroom into a still artificial but realistic
involvement with the politics of experience. Their
forays into the “éaﬁmuﬁity” will serve not only to
devé;cg their special éamﬁéfeﬁéés in a more practical
setting, but éls@rt@ reveal the limits of their selfhood,
to show them how stubborn are the "realities™ which
'serve other people, t@ldemygtify the myths by which
their "place"” in the social structure is defined and

malntained.
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Adolescent Competence and Educational Ambition

Study Design

The sample was drawn from all 14-15
year olds attending State secondary schools in the
State of Vietoria, Australia, during 1871. This
deliberately excluded students attending religious
and other private secondary schools because it
was not possible to get complete pgﬁulati@ﬁ data

- for them. Moreover, it was felt that the theoretical
relationships being tested would not vary across
school type though they might represent extremes
of socio-economic status. Thus the population
iﬁaludes both urban and rural, techniecal and high
schools in the State system. The random sample of
1214 students clésely parallels the proportions

for area, school type and sex.

Students completed in their schools a
group-administered Questionnaire and verbal intelligence
test (Ad.B, ACER Word Knowledge Test, Adult-?@rm B)
in July 1971! ' On tﬁé bésis of a composite measure
of what we have called "Resources" (S.E.S., parents’
education level, access to facilities) a sub-sample

of 100 divided into "Hi® and "Lo" was selected by




computer for more detailed interviewing.. Teams

views with each child's mother and father
(separately) and a lengthy in-depth interview with

the child alone. 1In addition, all fathers of
adolescents in the sample were asked to respond

to a mailed questionnaire centering ar@uné azeupatianal
situations and orientations (response rate 55,3%33

and a further sub-sample of 200 students were asked

to keep a detailed diary of fhéir activities for

one week in December, 1971. Coding of all open-

ciided responses achieved above .98 réliability.

The Adalescent ngstiaﬁnaire asked
about family background, parental occupational
and educational status, family activities and relation-
ships, parental and child attitudes to school
and educational success, self-perceptions of
caﬁpeténeeg aspirations and expectations and areas
of agreement/disagreement between child and parents. .
Several value—ariEﬁtati@n scales were also included
a4s a means of mapping broadly the "world views' of

adolescents, to be explored more fully in the



interviews. Since competence was defined as both
actual skills and sense of self-competence, and since
we were interested to test the relations hetween
social -structural factors and subjective
Dfiéﬁtafiéns§ we used modified versions of (a)
Coleman’s ‘Sense of Power” scale (b) Wan Sang Han's
“Pérceptiaﬁ of Limitations" and “Self-Limita+ticns"
measures (c) Kohn's class value-orientation items,
divided into sub-scales measuring "Authoritarianism-
Conservatism’, "Trustfulness', "Self-Confidence"

and ”Self@Deprecatién“i Fach of these was tested

to éﬁsuré safisfactary internal reliability (using
Cronbach's Alpﬁa measure) and only the “Trustfulness"

sub-scale had to be discarded.

Since the theoretical perspective being
adopted places gfeat weight on inéividﬁal competence
and orientations as they relate to Ffuture ambitions,
it was decided to split the sample into c@mpariséﬁ
groups on the basis of selfspgrgeivéd égmpétgﬁ;e
measures. As we are dealing with adolescents at the
most crucual choice-point of their educational careers,
it seemed foolish to ignore the ways in which back-

ground situations and resources, past experiences



of sucéess/failure and-interpretive feedback from
significant others have already built into the
adolescent's world-view. One ean hardly expect
father's sacigéecaﬁ@mia background or educational
level to be important predictors of ambition and
success other than through the child's own active
interpretation of his life situstion and. the views

of others who interpret life to, for and with him.

If we find that adolescents who havé
differentc images of ”th%-cgmgetEﬁt self” also
differ signifiecantly in a number of other wayvs,
then we can expect that the causal pattern of
vafiébles explaining those differences will also
vary. What has been done typically by researchers
in this field is to take a large sample of students,
test them on a variefi of background factors and
present attitudes,and ignore the fact that at the
moment of testing children are inteﬁpreting questions:
differently and.aﬁsweriﬁg fhem purposively from
their own Selfﬁperspegtivai= The moment of testing
is in itself a situati@nal reflection of past events
and a determinant of future actions. The child’s

present view of self then must be ineluded in any




explanation of past influences or future intentions.

The evidence is very strong that the
child's ‘competent self view varies systematically
and reflects different patterns of variables usually
used to explain éamplevwidé relationships.

Adolescents responded to two “competence' questions

on the survey instrument. One concerned ‘academic

competence” and asked them to list their three

best and thre; weakest subjects. Responses were
coded f@r.c@mhiﬂ&ticns and then collapsed into

the categories “"Abstract Literate” (Languages,
History, ete), “Abstract Numerate® {Maths., Science)
and ”Praztlcjl Technical"” (Cookervy, Art, Music,
Shop, etec.) according to consistency for best and
worst subjects. Another open-ended item asked mope

generally "What things are you best at/worst at?’

in which they could include school work but could

range beyond academic competencies. These responses

w

f@rm.the major measure of 'the Qﬁnpetent self” in
this study and were coded into ?Agadéﬁlé Competence'’,
Interpersonal Competence” and "Physical/Practical

Cempetencg”,_ Some were also coded as ﬁAllE?QﬁndEfSE

and "Negative Competence', but as group size was
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small they had to be dropped from the more complex

analyses.

Students who regard themselves as best
at Practical- Technical subjects are much more
authoritarian-conservative than are the Abstract
Literate or Numerate students (F 4-71, df 3, p..003).
This is echoed by diffé?ences-betweén general
competence groups, the most conservative being the
Physical/Practical grﬂup; followed by the Academic,

and -least of all are those who see their greatest

o

ability in Interpersonal competencies. The
academically ééﬁgetéﬁt student reports fewer external
limitations to his or her chances of getting ahead

(F 6.99, df 4, p.*0001) and attribute Snt_%ilif-.=
limitations less frequently than either the physically/
practically competent or the interpersonally
competent ones. (F 13.3. df 4, p.*0001) Academic
students are also more self%ééﬁfideﬁt (especially
ﬁhésa whose best subjects are 'numerate' i.e.

science or maths.), the 1easf self-confident ones
being those whose competent self is reported as!
Inferpersaﬁal (getting on with people, talking,

making friends etec.) (F 4.30, df 4, p.:002). ‘When B



we look at the scale measurine self-deprecation,
however, those whose best subjects are Abstract
Literate' score higher even than the "Practical
Technical' best subject group, the 'Abstract Numerate'’
'studentsrbeing much lesé self-deprecating on this
measure (F 5.37, df 3, p.-001) This distinction

is reflected toc for the general competence

measure, where it is the ‘Interpersonal competence
gfaup that scores highest on self-deprecation, and
the Physical/Practical group higher than the Academic
(which now includes both Literate and Numerate
skills). On the C@lamaﬁ Sense of Power scale the
groups differ in the same way but not significant’y
for general ccmpéfeﬁcei and it is the Practical/
Technical and Literate best subject groups which
report a lower sense of control over their environ.
ment than the Numerate group (F 4.33, df 3, p.-005).
And finally, on our measure of verbal intelligence,
it is the Literate subject group that scores highest,
followed by the Humeraté'andg-muchx1@wers the
Practical/Technical gréup. CF-Q.DSS af 3, p.*DD@l);
Similarly, on gEﬁerél competence, thé Physiecal/
Practical ones score lower on verbal ability:thaﬁ

do the Iﬁterpersenal and the (much higher) Acadéﬁic

studeﬁts.



In sum, then, we can say that adolescents
who see their "competent self” as lying in differ-
ent spheres of ability differ significantly on
several other major dimensions. The academically
competent generally have positive orientations
towards life and towards themselves - they are self-
‘confident, not Selfédeprécating, have a higher sense
of power and are less auth@ritarianegénservatiéa
than other adolescents. It seems to be those gifted
in maths.-science areas who are tha most positively
oriented of all. On the other hand adolescents
who say they are best at physical sports or
practical-manual sk;lls seem to view the world as
more hostile, presenting obstacles to their 1life-
ehanées; they also blame themselves for not being
smart enough to succeed, and are more self-deprecating,
less self-confident and, as a group, more accepting

of adult authefity and more resistant to Ehahgé_

..Those - class;fied as 1nterpérs@nally c@mpétent emerge

as sameth;ng 11ke the ‘other--directed’ stereotype ,
being lowest in sense of power and seifaggﬁfidencag
highly self-deprecating, attributing limitations to
their own faiiiﬂgs rather than blaming external

factors.




. If we are to examine the ambitions of
such adolescents then we must not expect the same
sets of factors to explain their aspirations and
expectations, for their life situations have
produced both differing equipment for competent
performance, and differing views of "the

competent self',

Our basic comparison groups then are
adolescents classified as "Academically Competent®
(439), "Interpersonally Competent” (183) and

"Physically--Practically Competent’' (L84).

From the preliminary analyses of variance
we selected those variables most strongly related
té(eﬂucatiéﬁal ambitions. Here we relied on the
distinction made by Wan Sanﬁ Han between
| asp;ratl@ns“ and expe:tatlaﬁs”' What he calls
w;shés, levels of haped fgf edugatlanal achievement
do not rélaté as strsngly ta SDElQ ec@némlc bagkﬁ
ground as da expectatlansz thé mare realistlg

-assessmént af one 5 llf% QhaﬂGEE- We take the
'pga;t;@nrthak Expectatlcns are a better méasufe of -

 ‘4{!:amb1t1an baeause they reflect a. selfapradlﬂflnn |
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in light of, and often in spite of, perceived
limitations to achieving what is hoped for. 1In
this Australian sample we found a large cohort

of what could be called “reluctant attenders”, that
is, adolescents who wish for less education than
they actually expect ' 5 achieve. This grsﬁp is
under pressure from parents to stay on at school
but is less motivated and less self--confident

than others. Thus to use "expectations” as a measure
of ambition seems more useful<because it includes
parental and others’ expectations and despite
reluctance in some students reflects their level of

‘aimed at achlevement

UglnE stepwise regress;gn analysis -
for each of the thrée cgmpéten&é graups separately
indicates the dlfferentlal effe:ts of key variables
on éducatlanal expectatlcns. For thls purpQSé we |
enteréd seven var;ablés tag?ther in tha flrst step
(Sex, Eathér Gacupatlan, Father Educat;gnS Mealfalk
School: Typa and I.Q. ) as bas;g baékgrgund
”Réggurces“ ' Gther varlableg were then 5artad

Q'stepw;se as thay added to thre explalneé'variaﬁcaif




Table 1 : Stepwise Regression Summary Table for

noadenic Competence Group - Fducational
Expectations. — et ona

Variable Multiple R {R Square | R Square |Simple
Change R

1. "Resources® .379 .144 -

2. Perceived Limits J4lg 199 | L0585 305

3. Self-Limitations 477 277 028 -.315

4, Teacher Feedback |  .u93 L 243 016 .209
5. Self-Deprecation .505 .255 012 ~.082
6. Mother Affect 510 L2861 005 .027

7. Previous Failure 515 .266 +005 -, 204

8. Father Affect 518 | .269 | 003 | .l
9, Authoritarianism 521 ,272 ,003 o, 144

10. Self-Confidence |  ,523 274 002 | 168

11, Parent Pressure |  .524 W27 1,000 | J021




Table 2 : Stepwise Regression Summary Table for
Interpersonal Competence chup
Eaucatlsnal Fxpectat;an% }

Variable Multiple R IR Square | R Square | Simple
Change R

1. ‘“Resources” 112 170 - -

2, Teacher Feedback j U468

Il
| -
i
L
]
[

i
Lo

]
o
I
=
L%
Ll ]
]
ok
Cad

3. Authoritarianism .508

L. Previous Failure 532

[
o
Cady
L
Py
F
[
o
.

L
>
wry
-
(2]
P
-
L

6. Sense of Power 562 316 011 - 0,213

7. TFather Affect 569 | aog 008 | .068 .

8. Self-Deprecation | .573 | 30 003 | -.054
9. Parent Pressure | .57 329 | 001 056

10. Mother Affect | 575 . 331|002

=
oD

11. Perceived Limits | .575 | 331 .000

o




Table 3:'§tgpg;§e Rggg;ssianSummary,Table for
5l

Physical-Practical Competence Group -
Edﬁéatigﬁ?lwE;E§§ﬁ§tiéﬁsf -

Variable Multiple R R-Square | R Square Simple

- 1. "Resources” .338 115 - -

]
|
p
C R
‘n‘_ ;
—
=
m\
o
ot
oy
] )
-
=
—
Loy
IJ—II
~J
L
N
]
e
P
[P, 20
o

3. Perceived Limits| .u56 208

L]
W
P
[ a]
-

e
ro
[
e

4, _Previgus'Failure 481

5, *Sélf*Limitatians

-~
o
oM
I
ol
e

008

[
% ]
ek
—

7. Pavent Pressure | .49y | .ow | 001 | .11
8. Sense of Power | 495 | w5 | .o00 | .am
9. Self-Deprecation| 496 | .46 | .00 | -.125

1. Self-Confidence | 497 | .47 | .o00 | .1ug




in educational éﬁpectati@nsi Table 1 givés the
summary table for the Agademlc Cgmpetence group .
Table 2 fo the Interpersanal Competence .group and

‘Table SAfsr the Physical-Practical C@mpefancé gréup.

Tables 1, 2, 3 here

The data have not yet bgén subjected to
full path analvs:s5 80 our 1nterg&ﬂatl@ﬂ nf these
results must be caréful but . there seem again to
be clear dlff61EﬁCES in the pattaﬁns of relation-

ships far Each comp;tence gféup

'.Faf‘thase adalESEEﬁts who see their
greatégt area of competence to 1;3 in ”Academ;é
~ school-related skills, the ‘RESDHFEEE’ Var;ablas':
'exglaln 14.4% af the var;ancg in educatlgnai
:expectatlans A large 5. 5% jump is related té fhe_
,éxtent they féel famlly Hazkgreuﬁd llmlfs thélr
fl;fe chaﬁces, fhat is3 p33221vgd.rather_than actual
R 11m1tatlans 1n th& fafméf-pafentincama,cr-measured =
rfI'Qf' ‘Self- hlamagzln thé form Ef perca;ved salf

f;llm;katians (2. 8%) and self—depreeatlgn, faellﬂgs' e

”: gf uselessnégs (1 2%) lS alsm clearly anéther
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contributing factor to reduced ambifigngg as is
feedbhack from ﬁéachers (115%3’ Previous failure
affects ambitién.litfle once these variables have
beaﬁ controlled féf'(PaﬁtialVCSEPélatiéﬁ after

Step 5 is -*079 cf. Simple R of «.204).

In marked céﬁtfa?t is the pattern for
the Intarpersanal Competence group. Here backgréunﬂ
Resaurées gxplaln more of the initial variance
(17.0%) in educational éxpazfatlanss but then n21fher
'perceivad 1;m1ts nor selfmhlame enter lntﬁ the
equation, It 15 teacher f?edbazk (whether Students
-~ feel mgst teacher% fegard thaﬁ as gcad or PGET
sfuéents) that adds anathﬁr y, 5% rand then th51f owr
canservatlsm (as measured by Kéhﬁ E Auth@rltarlanlsm =
Cansérvat;smigcale)_that adds anather 3!9%,té,thé
-~ explained Vafiaﬁéé.rrPfEViﬁuE failure also add5':,
s;gn;flcantly (2. Ew) and. 1he more pQ51t;ve measures
- of Sélf QQﬁfLﬂEhEE (2. 2%) and sense ‘of power Cl 1%)

egntr;buté s;gnlflcantly also.

Thase adclegcents wha see the1r abll;ties
'1V;nﬁ 1n phy51cal sparts cr maﬂual praetlcal skllls_"

| jaré ElQEéF to the ;ﬁtgrpersgnglﬂ_gr:up?thagqﬁg;thé'




“Agadémi§“§ Note thatrdespité the fact that many
af'this “Physical-Practical’ group come from
lower-income, less Weii%eﬁﬁzéfedrfaﬁily béckgréundsy
the ggmbiﬂeﬁ fRéSGurgéS* vériablé'aécmunts for

less of the variance in axpéétafiéng‘Cll,E%):théﬁ
farreifher of the other groups. Again itAseemsv
t@zbe-pasitivé,ar négé%ivé feedback from téagheré
that makes the greatestdifference (5. 8“) “but fhaﬁ
perceived rather than actual 11ﬂltatl§ng of the
:fam;ly backgrauﬁd enter in (3, 5 5) . PféVlEuS failure
- in courses onr grade levels alsg enters 1ntg the
equatlﬁn strangly C;.a%) and then th31r own. feellngs
af sélf 11m;tatlgns (D 8%} and th61r affectlve

Pelatléns w;th father 0.4%) enter in algn;flcant;y

but sl;ghtly

In ﬁrdgf tg g:ve a tentat;éé plcfuré gf
 :the relatlgnshlps between varlables for Eaéh B
g@mpetenca grgup_ilater tg,bé‘analysed-by mgaﬁs‘éf'ﬁ'
path analys;gl the f§1¢aw1ng d;agrams use Smele
;ntergarpelafléﬁ ééeffléléﬁt% WE have Gm;tted fcr

 thé saké of S;mpllc;ty all~” EQ?PEliﬁlQHS 1@Wéf than f'

Flgufé l here




FIGURE 1.
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Father's @chpétian has, overall, only

]

weak direct links with edu&gtié al ambition. Fop

adﬁléséents wifh'aﬁ'EAcademlc 'selfmimage it

warks ;ndlrectly thPQUFh 1ntelligenﬂé3 for the.

'IntEEPEfsgnal‘ EPGHPthrﬂth father's Edﬂéatiéﬁ
'_ 1eve1 and sex; and for the ‘Phy51cal PractlcaI‘ group

thrgugh both 1ntelllﬁence and school type.

Sex was one of the “Resources" variables
énd exerts differ;ng effects for each graup For
the acgdémlcally campefEﬁt sex seems’ té operate
bath dlrectly and 1ndlrectly on Edugaflgnal amhltlcn,
’Be;ng a g;rl ;ncréases her peréeptlgn of self llmltatiﬁns
whlah in. turn réduces hér expectatlan level ‘and
lt reduces expégtat;ans directly as well ngf fhe
’_1nterperscnally aampetent sax -Seems mgre_strangly3 "
. linked to cher ﬁeséuTQES‘vafiahles_aﬁd'thén épérafés:,
dlrect;y ratth than thr@ugh ather measures to reduee

ambitlﬂﬁ.r Far th% physicalapraetlcal graup hgwever

sag has alrea dy exertéﬂ 1ts effect an school type
_ SElEEtlQn (many af thesa students hav;ng alféady
'-_chasen tachnlcal rather thaﬁ h;gh Echaﬁl educatlgn)

: :gﬁd cperates anly ;ndlreafly Qﬁ expeetatlgns thraugh,3-'
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both school type and I.Q.

Intelligence as méasureﬁ here also

. operates differently for the three graupg; For
the Agaﬁémiz gr@up.if works 1nd1rect1y thraugh the
Student's perception Df llm;tatlang gimitatigns

| are llﬁked thraugh teagher feedback to- p23231ved
selfallmltatlans and self depﬁecatlan3 the self

- limitations maagure hav1ng the sfrangésf—direct
effect of ali varlables on eéucatlgnal amblflan |
(-+31). Faf the 1ntarpersanally cgmpetent intelligence
Qperatés Separateiy fram the ather Fesaur:es‘
var;ables. That is ;t relates leEFtly to
Expectatlans (. EE) and 1ndlrect1y thrcugh prev;gus
fa;lure and teaeher feedhaek In Qantrast
lﬁtell;genée is strgngly llﬁkgd to 'Resgu?ces‘;such
as Father Qccupatign§ Sex and Schaal Type for th% .

V_Phy81§al Pragtlgal campetence grgup If exerts a )
strsng dlrécf %ffect Dﬁ expectatians C. El) ‘but .on
even sfranger effect thrgugh per231ved 11m1tat;gns

and self llmltat;gns.

The clusters Gf feedback and valu%'

ér;enfatlaﬁs are also 1nterest;nﬁly var;ed. Percélved
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limitations, Teacher Feedback and Self-Deprecation

are clcséiy'intarfalated in the Academic group,

“but the 1imitati@ns variables ﬂg not appear f@f_'

the IﬁterpéESGﬁal students. IﬁStead Sel;—CSnfldanEE
and the measure of Authoritarianism. CDHSEPV&tlEm
relate ;ndependently to expectations. . It-;s-
experience of Previous Failure that links up T.Q.
and Teacher Peedbéék for them. And 1t is Previous
Failure for thé Physical- Practiéal group that links
tha PErEFl?Ed limitations variablés.gﬁd Teaehér.

Feedbacki

. In sum, what geems ta be 1ndlcaféd
is thaf “the aéalegéent s view of his own EDmpEfEhEE,
already davelsped on the basis of pagt llf?'? i—

experi ncei daes _f”'affect the Dr62f1ng of

varlables that m;ght éxplain aducatignal EEPEEtatlﬁnS.

;It alters ngt Qﬁly the patentlal effect of

ijectlve res&urces as. tradltlsnally used 1n

résearch on thls téplc, but 1 50 the p@tential effect

‘op enhanging éducatlanal amblflans. It is’ warth
1ﬁat;ng that Qh;ldren whs see themselv as.aéademléally'ﬁ-~~

;glfted are less affeatéd by backﬁraund f;bjégtivé‘ .
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factors than fhey are by their own SElfﬂViéWSg If,

despite their professed a:aﬁémla campetEﬁce théy

get negatlve feedhack from teachers and feel
llmlted by th61P own self- dgubtsg eﬂucatlgnal

ambltlan can be greatlj Peﬂuged

The ' 'Physical-Practical’ competence
group also seems to be strongly influenced byxtaazhér
feedback and per221ved llmltatlans buf their
realistic assessment of self-~ Q:mpetence seems *1Peady 
to haV;e ”fiuénzed tHElP choice- af school so that
this exerts a more. def;ﬁite 1nFluencé on their
éxpestat;sns , OECE lﬂ a techn;cal Segandary Séhﬁ@1 
thé educaflénal carear ig élearly f;?eﬂ in

certaiﬁ pathgs mgst gf tham not (untll very regently)

'leadlng tc h;gher educatl@n. It is the 1nferpersanally”-

competent adalescents who seem most puzzllng
Intell;gaﬁze-appaaﬁs to QPE?afé on. expeatatigns
Separataly frem the cher baaksrgund rescurces

factgﬁs and perce;vgd l;mltatlans§ e;thér ékt,_ al

or. self do not have any strang Efféﬂfu |

:It._ 1 be ﬁegessary lﬁ lafer analyses tc

h, k alternate; causal’ paths far each cgmpefencerr C



'abgut such relatiaﬁgﬁiﬁs- Eut enﬂugh perhaps has
been shown tD indicate the need for analyses of the
- relationships between backgr&und situations and
‘present. @rientatigns ta‘eduéatién.ts take a more
 .dynam1ﬁ view of the1r 1nterrelat1&nshlp By
.partlalllng out the majar dlfferences in self
repgrted cempetence and uS;ng these as our EﬁmparlSDh

groups lt ha& bEEF passlble to suggest how 1mpartant

is the :ampetent self ﬂver and absvg the adalescenf s.

actual - equlpm&nt for campetence As argued 1n
the 1ntr5ductsry theareflcal gectlan of this paperg
1t 1% bgth the sqllls and c@mpefancles whlgh g;ve ;’:-
..peaple the &ppcﬂtunlty to act effectlvely in sac1al
EltuafI?ﬂS and the view Ef self as eampetentj in
- various ways .that énables pesple t@ tgke advantage 'w;

of thETT éppﬁrtuﬁliles




